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EXECUTIVE SUMMARY

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

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

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

Through competitive bidding, the Scientific Analysis Corporation
was awarded the Level II evaluation contract by NIE in 1973. The
Institute for Scientific Analysis, a division of SAC, conducted the
raesearch for the summative evaluation during the three final school
years (1973/74 = 1975/76) of BESP. Our research included a survey
of parents and students in a cohort sample drawn from BESP and
common (i.e., non=BESP) schools in Berkeley; field observations of
BESP schools; an organizational analysis of BESP; interviews with
a sample of BESP and common school teachers and key project personnel



at all levels, and with Berkeley residents. Our three-year longi-
tudinal study, conducted along the above lines, produced the empiri-
cal data base for this, our summative evaluation report.

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

1. Replies to NIE's Detailed Questions

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

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

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

One significant index of difference was their locale. Seven
options were "off-site"; that is, they were housed in their own
quarters, separate from any common school. The other 16 were
"on-site," sharing the classrooms, campus and facilities of a
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common school. Off-site alternatives were self-contained schools,
offering their students a full program at their particular grade
level. They developed a greater sense of community among staff,
students and parents. They lent thamselves more readily to forms

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

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

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

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

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

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

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



inferior status by the dominant majority, could be better motivated

te achieve their educational potential in a setting that was informed

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

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

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

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

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

In our view, the summative evaluation of BESP must focus,
not on the transient phenomena, but on the residual and possibly
enduring impact of the experimental project upon the Berkeley
system. Looking at the seven alternatives and lesser residues that
remained after BESP's end, we found that their contribution to
"educational diversity" was far below a level that would be required
to effect significant, let alone comprehensive, change in the
Berkeley school district.
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NIE specified for evaluation. There was much more of it at the
beginning of BESP than there was at the end. In the end, the
difference in such participation between BESP and common schools was
negligible. Addressing other NIE items, we found no significant
differences between BESP and common schocls in dropout rates, truancy,
vandalism. The absence of significant difference also applied to
staff and fund allecation, te the locus and nature of leadership.

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

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

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

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

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

a. ESP, including its Berkeley component, was an applica-
tion of the research and development methodology in the field of
education. RE&D gained its enormous prestige as an application



of the physical sciences to technological systems. Was this metho-
dology, which was primarily tested and refined in the sphere of
defense and space technology, transferable to social institutions
that involve human subjects rather than physical objects, and if

it was transferable, how was the transfer best effected?

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

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

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

3. Local Planning as an Educational R&D Strateay

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

We found that the local planning strategy, as applied, did not
fulfill the high hopes that rode with it. More specifically, we
found:



a. The local planning process, including submission of pro-
posals from "interested parties,” the screening of these proposals,
and the integration of those chosen into an overall plan, consumed
two months at most. This extreme haste, dictated primarily by
federal ESP deadlines, precluded adeguate deliberation, severely
curtailed input from teachers, parents and others whose commitment
would be vital in implementing the plan, and stripped the planning
process of its political utility in revealing and reconciling
different viewpoints so as to ensure the broadest base of support
for the plan that was finally adopted.

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

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

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

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

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

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

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

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

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

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

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

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

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

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

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

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

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

Dﬂyssey and Kilimaﬁjafo) diffiﬁuities that miqht have baen anti-

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

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

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

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

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

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

IX



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

I
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4. Comprehensiveness as an Educational R&D Strategy

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

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

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

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

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

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

an autonomous and parallel entity.

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

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

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

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

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

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

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

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

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

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

6. Evaluation as an Educational R&D Strategy

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

Level I. Symptomatic of Level I's fitful existence, it went
through four distinct reorganizations and in the fourth year
was absorbed into BUSD's Research and Evaluation unit. It was
caught between a constant drumfire of criticism from federal ESP
and a cross between passive resistance and overt hostility at the
BESP sites it was supposed to evaluate. It had no "feedback"
channels either to sites or the BESP administration. There is no
£evidence that such research as it did was ever utilitized in policy
or program development at any level of BESP. Much of Level I's
troubles stemmed from the lack of a clear. understarding within the
district that BESP was an R&D project. Consequently, there was
no understanding of the central role of evaluation.
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Level II. Level II evaluation went through two major organi-
zational phases. Initially, a Level II grant was awarded to DEEPS
(bocumentation and Evaluation of Experimental Projects in Schools),
an ad hoc academic team. This arrangement blew up after 20 months
when NIE/ESP rejected four DEEPS evaluation plans and the DEEPS co-
director resigned. The Scientific Analysis Corporation, which was
sponsor of the DEEPS staff at that time, exercising fisecal and ad-
ministrative responsibility, was now thrugt into a caretaker role;:
it phased out the grant with two reports: A A Study of the Choice
Structure of BESP, July 1973, and A Retraspectlve Descflption of
BUSD/BESP From Its Inception Thrauqh June 1973, September 1973.
Simultaneously, in competitive bidding, SAC secured the NIE/ESP
céntract for LéVEl I1 evaluation of the Berkeley project over its

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

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

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

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

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

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

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

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

Their names are listed on the following page.

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

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

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

This report represents the Institute for Scientific Analysis’

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

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

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

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

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

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

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

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

R&D was embedded.

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

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

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

in Part II of this volume. Part II is then followed by two
appendixes: a chronology of "significant events" affecting BESP's
five-year existence, and a description of ISA's research design.
The concluding Volume II of this report contains detailed histories
of each of Berkeley's experimental/alternative schools to whose
operations NIE/ESP contributed financially.
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CHAPTER 1: INTRODUCTION AND SUMMARY OF PREVIOUS FINDINGS

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

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

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

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

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

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

26

3



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

ity's two State Assembly representatives. Two factors enter

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

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

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

L

F:

”

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

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

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

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

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

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

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

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

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

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

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

Experimental Projects in Schools.




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

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

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

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

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

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

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

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

**See ISA Report, Choice Structure of the Berkeley Experimental
Schools Project, July 15, 1973.




school students who are channeled into untried and untested
"alternative" schools,* perhaps without their parents' clear-
understanding about potential educational consequences for the
child's progress after the "experiment" has been concluded.

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

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

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

Over the rfirst three years 23 alternative schools were
established by BESP, serving between 3,000 and 4,000 students
each year. The two most "diverse" schools were closed at the
end of the 1972/73 school year because the Federal Office for
Civil Rights ruled that the racial separatism of Casa de la
Raza and Black House violated Title VI of the Civil Rights Act
of 1964. (These racially separate, diverse schools were closed
before they could be evaluated by ISA, .which began its BESP
evaluation June, 1973.)

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

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

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

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

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

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

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

*The Level I evaluation was under the authority of BESP, to be
conducted by personnel within the BESP structure, as distinct
from ISA's "outside agency" evaluation which was designated Level II.
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2. Has BESP been associated with change in dropout rates,
truancy, vandalism; in parent/community participation in
school program and policies: in new and/or changes in
policies, practices and perceptions of school staff;
in racial-economic-academic mix for students and
staff; in staff and fund allocation; in the locus and
nature of leadership?

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

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

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

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

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

Question 2, comparisons of BESP and common schools revealed:

X

(1) No difference in student absentee rates

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

(3) No difference in student truancy

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

students reported they had "thought about dropping
out”

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

or suspended

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

reports to parents )

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

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

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

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

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

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

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

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

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

A quality of Education Scale (QE) was developed from student



schooling, their actual educational attainment, and their

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

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

and common schools, but among BESP schools. The percentage

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

ol

b=y

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

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

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

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

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

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

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

ferences in rating between BESP and common schools.

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

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

ademically; the disaffected students from ethnic minorities, on

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

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

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

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

levels of achievement irrespective of race.

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

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

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

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

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

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

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

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

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

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

In summary, we found no conclusive EvlﬂEﬂcé that BESP had

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

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

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

majar arganlzatlanal change ;n the BUSD

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

* It can be “reasonably argueﬂ ‘that Early Learning Center is a hy-
brid with a BESP K-=3 "free school" component having been grafted
on to an early learning e¥perimental model that antedated BESP.




In the following analysis, we choose to go beyond the three
contract questions, since they focused upon the local schools'
implementation of BESP rather than upen the broader range of
issues which emerged over the course of the experiment, issues
that led us to examine the methodology of educational R&D itself.
Responses to the three contract questicns are included in this
report, but they are embedded in a more sweeping analysis than
the questions originally envisioned.

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

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

rm

r

rt

Such an ambitious conception of the evaluative mandate is,
of course, not universally shared. Wortman (1975) states,
"Summative evaluation takes on the role of analyzing how effective
the particular program was in attaining certain objectives and
goals it was set up to obtain. It assumes that the treatment has
been properly implemented." Wortman's conception is more humble
than Scriven's or our own, because it restricts itself to assessing
means-ends relations and fails to ask whether the programmatic
ends fit the larger aims of the policy from which they stem.
By following such an evaluative strategy, one is likely to
conclude by "blaming the victim": if goals are not achieved, then
it logically follows that the local people are to blame, since
they are the ones responsible for operating the program and
achieving its specified goals. Even if the stated goals are
met, however, one still does not know whether the larger policy
has been successfully achieved unless one follows the more
ambitiours evaluative strategy we suggest here. In this summative
evaluation we do not assume that the stated "treatments" were
proper or even that these "treatments" were properly implemented.
Instead, for purposes of summation we are calling into question
not only the efficacy of the "treatments," i.e., the programmatic
actions taken to fulfill the goals set forth in the local BESP
plan, but also the organization and logic of the whole experimen tal-
schools enterprise, taking into account three project levels:
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to the Berkeley Unified School District, that of BUSD/BE3P which
implemented the six-million dollar experiment, and that of the con-
sumers (students and parents) who were the project's ostensible

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

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

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

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

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

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

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

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

education.

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

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



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

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

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

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

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

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

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

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

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

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

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

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

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

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

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

became  a symbol of Watergate.)

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

2. RelgyantApevgioPmentg %94the_§dug§tiap Field

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

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

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

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

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

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

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

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

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

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

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

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

up ta aﬂd ;ncludlng establlshmént af "p@lltleal c@ntral over the
econcmic institutions that shape our society," which "is what
other countries usually call socialism."*

* (Faatnﬁte on fgllawxng >age. ) 45




Silberman vs. Katz (Katz, 1973): inadvertent mindlessness vs.
deliberate policy as the explanation for the state of our schools,
which both agree iz deplorable.**

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

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

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

[

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

of their children and an essential means for
equalizing opportunity.

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

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

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

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

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

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

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

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

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

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

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

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

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

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

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

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

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

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

3. The specific political Mold in Which ESP Was Cast

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

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

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

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

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

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

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

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

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

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

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

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

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

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

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

tessential pragmatism in the field of science.

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

29



OE research funds went for basic research, whereas 31 percent went to
applied research and 61 percent to development. This corresponded

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

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

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

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

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

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

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

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

4. The

Berkeley Context.

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

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

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

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

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

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

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

P I.J‘

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

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

l. 2An episode occurred in September, 1966, and to understand
it requires an appreciation for the socio-economic character of
Berkeley's Black population. Berkeley is not Watts or Detroit or
Newark. The clty =S unver51ty ambienze exérteé its mést pawerful

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

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

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

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

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

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

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

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

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

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

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

‘It is worth recalling what was said under the first two head-
ings above, and to examine what was implied under the third.
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Institutional racism: By inculcating middle-class values "ed-
ucation has fulfilled the expectations of a 'racist' society and
has become itself a racist institution.” The bureaucratic and hier-
archical "structural organization of the school system...provides a
major overt example of institutional racism." “For great numbers
of the oppressed minorities the educational payoff ceases to exist"

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

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

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

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

1f the catalogue of existing evils under your

leadership and command is authentic, then what

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

to effect - the Erafg und changes that are

Eatently in order?

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

BUSD asserted:

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

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

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

1) The richest life is filled with choices,

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

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

The problems were racism, class bias, bureaucracy, and the pre-
valent failure of the schools to educate. The solution is options.
It is difficult to perceive the efficacious correlation between the
problems, which seem so complex, and the solution, which seems dis-
armingly simple. Unless, that is, the options were posed as follows:
we will give you a choice between racist and non-racist schools,
between class-biased and non-class-biased schools, between bureau-
cratic and non-bureaucratic schools, between schools that do not
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educate and schoois that do. Then, presumably, the overwhelming
majority of parents and children would, in their wisdem, choose
all the second alternatives in that series, and the racist, class-
biased, bureaucratic, and non-educative school. would shrivel away .
That our scenario is, on the face of it, sheer fantasy already in-
dicates the problem of options as the solution.

The actual options or alternatives proposed by BUSD approached
the problems perceived as fundamental in a circuitous manner.
Changes in classroom environment, style, methodolegy, and curriculum,
coupled with some organizational innovations, would, it was hoped,
bring about changes in attitudes and power structure. Elsewhere in
this report options are discussed in greater detail. Here they are
a tangential issue. Our purpose here was to indicate how the
Berkeley environment, within the framework of the larger national
arena, influenced the perception and definition of the problems in
the Berkeley schools. Once done, it seemed appropriate to indicate
what struck us as a discrepancy between the Perceived problems and
the proffered solution.

ESP, BUSD, and the Community

"The richest life," wrote the Berkeley planners, "is filled
with choices." The three principal patrticipants in ESP--the federal
office, the Berkeley school district, and the educational consumers--
were all to lead the rich life.

The Nixon administration had choices, and it chose, in the
words of the President's veto of the 1971 educational appropriations
bill, to minimize "spending on old approaches that experience has
proved inadequate" in favor of "moving boldly on the new approaches
that we need," i.e., educational research and development. The
political reactions we have cited suggest the implications of this
choice.

ESP was established and it, in turn, presented choices to the
country's school districts. Announcing the program to the districts,
Robert B. Binswanger, the first ESP director, advised them that they
were being offered "the opportunity to address the need for total
change"” in the schools by assembling previously developed "promising
practices" in a "comprehensive program."” Districts would have to
design their own plan, and thus would be free to choose among the
"promising practices" and also free to choose the form in which
these practices would be arranged and combined. Here, indeed, were
many choices, and the only stipulation was that they be exercised to
produce a comprehensive program, which presumably addressed the need
for total change.
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programs would be funded. The choices it made, incidentally, appear
to have reflected the shifting emphasis of the administration in the
field of education. None of the three districts initially chosen

and Berkeley) embraced a "typical” ghetto, a primary concern of the
antecedent programs. Berkeley contained the largest black population,
but, as previously noted, its socio-economic composition differed
from the ghetto norm.

ally funded by ESP authenticated the considerable range of choice
open to local planners. Still, a tension was inherent between the
local districts' freedom to propose and ESP's freedom to dispose.

An excess of human frailty is not assigned to the authors of
Berkeley's response to ESP's invitation if it is assumed that among
all the other considerations that gquided them, there was also their
perception or anticipation of what was most likely to be approved
for funding. The modern art of grant writing is highly utilitarian.
This observation is offered in no pejorative sense, but only to sug-
gest an implieit, almost natural, inhibition on BUSD's freedom of
choice..

Moreover, BUSD had been attempting changes piecemeal, but ESP
insisted that, to be funded, a program had to be comprehensive. Very
little time was given to arrange and augment the piecemeal changes in
a program that was to be both coherent and comprehensive. As a rule,
an essential element in the freedom of choice is a decent interval of
deliberation in making it. Indecent haste, externally imposed, cir-
cumscribes the freedom.

Nonetheless, BUSD made its choice, and then turned around and
offered choices to the parents and children of Berkeley. But they
could choose only among the things that were offered to them. As
documented in previous ISA reports, the hectic process out of which
the final Berkeley experimental schools plan emerged allowed no time
for significant input from parents, or from teachers for that matter.*
The alternatives submitted for ESP approval were the alternatives
chosen by a committee of the BUSD administration. And these were
the alternatives presented to parents and children.

* Pparent and teacher input was reflected in some extant alternative
programs, and to the degree that these were incorporated in the final
ESP package, so was the input that went into them. However, at the
total package was being shaped, such parent-teacher input was con-
spicuously absent.
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We have sketched the chain of choice from the top down. The
choices of the national administration and its creation, ESP, were
circumscribed, as well as dictated, at least in part, by political

- considerations. BUSD's choices, in turn, were limited by the factors
we have described. By the time the chain reached the parents and
children it was already burdened with all those a priori circum-
scriptions (as well as by some others, e.g., the state educational
code, the diverse pressures of local politics, the precarious fis-
cal position of the school district, the "state of the art" of
education).

The chain can be sketched in another way. At the top, the
President declared, "We must stop pretending that we understand the
mystery of the learning process." To unxavel the mystery he pro-
posed federal funding of research and development. ESP then turned
to local school districts and said: we will give you money for
experimental programs that you devise, within the very broad speci-
fications we set, and perhaps out of them we will learn more about
the mystery of the learning process. BUSD then turned to the parents
and children, and said: we will offer alternatives to you, and your
choices will point to clues for solving the mystery.

Matters were not phrased that way, of course, but it must be
assumed that the talk of "comprehensive change" referred to change
that would facilitate the learning process; that, in the ultimate
analysis, this was at the core of the furore about education. In
the end, it seemed, the burden was imposed upon the parents and
children. And unfairly so, because they did not create the alter-
natives from which they were to choose.

Furthermore, the timing was inauspicious. Some influential
persons in the Berkeley school system felt it was too socon after
bused integration of the system in 1968. Integration at the ele-
mentary grade level was implemented by dividing the district into
zones to facilitate achievement of a desired ethniec mix, and there
was an inherent tension between a rigid zonal pattern and an option
system, which required fluidity if students and parents were to
choose among diverse sites. Moreover, the shift in priorities from
one value (integratien) to another (options) also produced tensions.

However, the major problem of timing was shaped by other fac-
tors in the sociopolitical environment. A major impetus for edu-
cational reform had been generated in the turmoil of the 1960's.
Certainly this was so in Berkeley, with the pervasive effects of
the campus upheaval, with the rapid and drastic changes in the
ethnic composition of the population, coinciding with the explosive
unrest in the county's ghettos, and its echoes in Berkeley. By the
time ESP got well under way, that turmoil had subsided; the campus
was gquiescent, the fear that sparks from other ghettos might touch
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off a conflagration had receded. Discontent with the schools might
have been as great as it had been before, but in the changed climate,
it was not prone to be so manifest and assertive. Indeed, ISA's
observations of BESP trace a diminishing parental involvement in the
program, a diminishing intensity of parental concern. The termina-
tion of three alternative schools in the fourth year (United Nations
West, KARE, and Willard Alternative) was effacted without a murmur
of protest from parents. There was no powerful countervailing pres-
sure from the community against the reversionary tendencies inherent
in a school bureaucracy (or any bureaucracy for that matter).

The same held true on the national scene. By 1975-76 the most
conspicuous educational occurrences nationally (aside from racist
outbreaks in Boston) were the teachers' strikes, reflecting the acute
fiscal crisis in school district after school district. Getting a
greater yield from the educational dollar carried a different impli-
cation from what it had before. And the mounting concern was with
getting the educational dollar in the first place.

The fiscal preoccupation was certainly characteristic of
Berkeley where a teachers' strike was the most important single
event in the school district in the final year of BESP. Any attempt
to describe, let alone analyze, the fiscal crises that beset U.S.
school districts and municipalities in the mid-1970's would lead us
far afield. However, it is essential to note that the fiscal squeeze,
already chronic in the Berkeley school district when BESP was launched,
was in an acute crisis phase at the end of the program. Certainly
this was a significant contextual factor just at the time when the
district was supposed to be concerned with sorting and extracting
such items of educational value as might have been produced by BESP.

What was or was not produced by BESP is analyzed in the pages
that follow. In this chapter, on the solid premise that the program
was neither launched nor conducted in a vacuum, we have tried to in-
dicate the complexity, variety and multiplicity of salient factors
in the socio-political environment, nationally and locally, that im-
pinged upon the origin and development of the Berkeley experimental
schools project,
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CHAPTER 3: THE R&D APPROACH MISAPPLIED

Research and Development as a methodology earned its consider-
able fame within the federal space and defense programs. This "new”
R&D methodology has created a new lanquage, a new set of specialists
and, combined with the managerial-systems culture, has emerged as
the new doctrine, able to place missiles in the sky and epidemics
under control. R&D is a new, large, and important industry.

The federal government allocated $21.7 billion in 1976 for R&D
projects covering 14 different aresas, ranging from national defense
to international cooperation and development. The 1976 allocation
was 52.7 billion larger than the expenditure for 1975. Education
showed the largest relative rise in 1976--up 102 parcent for a
total of $318.2 million. Between 1969 and 1976, the average annual
growth rate for educational R&D spending was 10.8 percent. In 1969
the education share in the federal R&D total was 1 percent and by
1976 it was 1.5 percent, up 50 percent. A breakdown of educational
R&D 1976 allocations by federal agencies follows:

a
i

TABLE 1: EDUCATIONAL R&D ALLOCATIONS, BY FEDERAL AGENCY

Percent Percent

Office of Education
Vocational research and education 50.3
Innovative and experimental program 9.0
Education for the handicapped 3.5

]

62.8
National Institute of Education 25.1

National Science Foundation
Science Education Improvement 8.5 il
Institutional Science Development 3
12.0
As can be seen, NIE, which was established as an educational
R&D center, received only one-fourth of the education R&D funds
(National Science Foundation, 1975).

R&D work has converted the individual scientist into an employ-
ee pof a research institute or some group with a research contract,
industrial system in the quantity and diversity of its production.

In the last decade, $150 billion was spent by the U.5. Government
on sponsored research. The returns are in the form of products--
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some 600,000 research reports, with 50,000 new titles added each
vear. As Rapoport (1974) noted: "The evergrowing avalanches of
material products amid which we live, from nerve gas to the Salk
vaccine, from atomic-tipped warheads to cinnamon-flavored toothpicks,
is the incarceration of ideas spawned by organized research.”

But, while one might engineer a transistor into ever smaller
sizes by the use of R&D, is it efficacious to apply a similar metho-
dology to the elements that constitute a human institution?

Whereas many scientists, humanists, philosophers, and concerned
citizens have pondered this question in diverse public and private
arenas, albeit not always in those terms, the national administration
seems to have answered it with a resounding and self-confident "yes,"
Educational R&D is viewed as an appropriate method of reforming and
changing the public school system. The proponents of educational
R&D came to define the method as one of "demonstration and evalua-
tion," or "program and evaluation." This blurring of "hard science"
R&D and "soft science" program development and evaluation has many
.implications for the uses and values of this technique.

For one thing, our summative evaluation of BESP is itself a
very different enterprise than a research project in the strict R&D
sense. 1If the Berkeley Experimental Schools were a missile experi-
ment, the research team, the research design, the research work
would be the experiment. Research personnel would design, manage,
manipulate, monitor, measure, and control all phases of the experi-
ment and its interface with other systems. Their function differs
profoundly from that of evaluators in either the summative or form-
ative evaluation of an educational experiment. Misunderstanding or
lack of appreciation of this difference created serious difficulties
for our efforts in this project, as will be shown in detail in later
chapters of our summative evaluation.

Another latent consequence of using an R&D methodology on human
organizations is inattention to the range of moral and ethical is-
sues that emerge when humans are treated as "experimental” objects.
Some moral issues posed by the Berkeley school experiment were dis-
cussed in ISA's first annual report (1974), pp. 191-195. These
issues involved (1) the dubious nature of the informed consent eli-
cited from the human subjects (i.e., students and parents) of the
experiment, (2) experimentation with a relatively large population
without adequate pre-testing, and (3) the absence of meticulous
planning that provides for vigilant monitoring of possibly harmful
side effects. These specific issues were placed in the broader
context of scientific concern with experiments designed to control
or modify human behavior. '



Many social scientists are unwilling or unable to face the ethi-
cal and political.reality that is an integral part of their everyday
research efforts when they work in “applied research. areas." Sjoberg
(1974) states that.secial scientists try to resplve or overcome the

ethical ‘and political issues in social ReD in three different ways:

One is to construct a highly formal system and
to obscure some of the central issues of col-
lecting and analyzing data by making the as-
sumption that problems do not exist in the best
of all possible worlds. A second tack is to
rework and 'patch up' existing research proce-
dures; a third one is to build new research
strategies or methodologies..,.The full meaning
of the ethical and political issues will be
realized when these are examined as an integral
part of the research process. The ethics of
the research affect every phase of research,
including the sampling procedure, the mode of
data collection, and the analysis. (p. 95)

Moral and political issues most frequently emerge when there
ara disjunctures within a soeial system, or when there is a failure
in connecting up tws different areas of analysis. Everyone becomes
uncomfortable, searching for problem definitions and their sources
of irritation.

Perhaps the moral and political issues areund sponsored or ap-

plled research might be examined more profitably in terms of a

"poor fit" between the methodology (R&D) and the area of study (hu-
man behavior). The assumptions underlying R&D are the assumptions
basic to physical science, i.e., that matter is controllable, manip-
ulable, knowable. A chemical compound can be known, in the sense
that its properties are empirically visible or asgertainahle. It

can be described in relation to its functions, to known chemicals, -
and to chemical theory, and hypotheses can be tested under a wide
variety of conditions. The knowledge obtained ean then be used to
manipulate, combine, change and control the substance under study.
But an educaticnal situation cannot be defined, studied and manipu-
lated in the same manner. Can control be exercised when so little

is actually known of the properties and conditions of public schools?
Many researchers have expressed doubts, Kirst (1974), reporting on
the development of federal influence in public education, points to
the instability and lack of consistent long- -range planning which

have characterized the federal role. Averch et al. (1974) have stat-~
ed that "...[educational] research has not yet identified a variant

of the ex;sting system that is consistently related to educatlana;
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outcomes” (emphasis ours). The "state of the art" of research in
education is hardly at the physical sciences' R&D level of applica-
bility, even though many of its proponents wish to add educational
"science” to "art" for the improvement or change of the present
public school system.

The increase in federal evaluative funding can easily be un-
derstood in light of the reports that educational achievement scores
have been declining in spite of rising federal expenditures on edu-
cation. 1In 1974 Congress mandated a study of Title I and other fed-
eral compensatory educational Programs. In his report to Congress
on the "Assessment of Reading Activities Funded Under the Federal
Program of Aid for Educationally Deprived children," the Assistant
Secretary for Education tastifieq before a congressional subcommit-
tee on education as follows:

I would have to say at the Present stage, after
Seven ears of Title I, while many good things
can be said about it in terms of attitudes of
teachers, parents, and in some cases of chil-
dren, the bottom line does not show very much.
In other words, the measurable conditions deo
not make a strong case yet for saying the s8

or $9 billion which have gone broadly to the
disadvantaged have yet made a Sweeping dif-
ference.

According to OE, the national goal of the Title I programs was
to close the gap between the achievement level of an educationally
deprived child ag@ the national norm. If the bottom line of the
national assessment of federally funded programs indicated failure
to improve the reading scores of those children who were the targets
of federal priorities, it also indicated how little was known about
the elements which contribute to improving the learning processg,

It further implied that there was no direct relationship between
improved performance and the amount of federal funds expended.

The reasonable conclusion to be drawn from these results was
that the state of knowledge about the "mystery of the learning pro-
cess” was too primitive to make an appreciable difference. The
logical, or illogical, deduction thereafter was that greater re-
search into the mystery of the learning process had to have federal
Support. Congress created the National Institute of Education in
1972 to serve as the focal point for federal RsD in education.

Typical of the optimism among preponents of educational R&D
are the comments of T. H, Bell, U. s. Commissioner of Education,
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before the annual meeting of the American Educational Research
Association in March, 1975: "It is pretty obvious by now that the
potential of research and development for serving education and
the public is enormous." Conceding that delivery of the R&D po-
tential was lagging behind by 10 or 15 Years, Bell outlined the
reasons for this gap:

Education R&D is a young science, for one thing,
still finding its way, still Somewhat uncertain
-about its mission and theater of operation,

What research is appropriate and what is not?
Where does research end and development heqin?
Which critical issues ip education merit pri-
ority? What, for that matter, is the learning
process, and how does it work for each student?

Yet, even though educational RreD suffers from such admitted
intellectual imprecision, its theoretical framework is based on
two elements that require precision: evaluative research and sys-
temS analysis. As Sieber (1974) points out, the system require-
ments recognized by OE over the last Several years have been func-
tional specialization and quality control, -

Functional specialization is a basiec property of any engi=
neered system. Related to educational R&D, these functions include
basic and applied research, product and systems development, dis-
semination, technical assistance, training, and evaluation. Qual-
ity control also includes evaluation. The proponents of systems
analysis argue that basic elements of quality contreol in education,
as in any applied science, are cost-benefit analysis and the meth-
odology of evaluative research.

The central core of this new scientific mood revolves around
the concept of experimentation. Here lies a new challenge for be-
havioral scientists who can perform social experiments and test
their results. Testing a hypothesis has become the precursor to
developing a social program. A typical model of hypothesis-testing
cited by the Social Science Research Council was the experiment
conducted through the Instituto de Nutricion de Centro America v
Panama, testing the hypothesis that protein supplements in the diets
of pregnant women and pre-school children can reduce or eliminate
retardation in cognitive ability at school age. More specifically,
this experiment tested the notion that such results will be ob-
tained by hiochemical and nutritional intervention without altering
the socio-cultural, educational, and economic circumstances of the
population,

The focus of the hypothesis-testing experimeht, however, is
not on program outcomes as much as it is on testing the validity of
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a proposition in order to proceed further with, abandon, or modify
a particular direction in social-policy formation. If protein sup-
plements prove ineffective in reducing retardation in cognitive
ability, then some other line of social intervention must be sought.
With all the new tools, plus support of federal funding, the social
scientists took to the field.

The adoption of the hypothesis-testing model, even if only im-
plicit, assumed a eertain logic. It entailed, first of all, the
development of a theory and the issue to be tested. In addition,
the selection of a program design was essential. In most cases,
this involved the recognition that in the field of educational R&D
there are many points of view and significant power blocs which
compete for federal allocations, requiring a compromise between the
rigorously controlled laboratory experiment and the popular or poli-
tically appealing features of community participation and local con-
trol of compensatory education.

As the concept of testing various components of an experimen-
tal design against the conventional methods won acceptance, a sys-
tem of evaluating the comparative outcomes became essential to the
measured success of programs. Evaluative research became a new
arm of educational RED as a means of resolving conflicting claims
between alternative methods. In effect, evaluation ideally serves
as the National Bureau of Standards for consumers of education,

Thus, experimentation in educational R&D can be seen as the
integration of planning, implementation, testing, and development
of social intervention programs. To its Protagonists, social ex-
perimentation structured on the R&D model promises to produce re-
sults that are convincing.

As was exemplified by Commissioner Bell, many of educational
RED's strongest proponents recognize the existence of problems,
but few place the blame on the "goodness of fit" between methodol-
ogy and its object. Rather, some see insufficient funding or the
difficulties of disseminating the acquired knowledge or lack of
policy planning or bureaucratic ineptitude at any level of govern-
ance as the sources of the perceived difficulty. Typical of these
views is that expressed by Chase (1972):

Deficiencies in national planning, management,
support and evaluation are a continuing imped-
iment to the realization of the full potential
of education RsD. These shortcomings spring
largely from the failure to place educational
R&D in charge of an adequately funded agency
at a level in the government hierarchv compar-
able to NSF or NIH (op. 29-30).
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What funding would be "adequate" if there were a specific variant
of the existing educational system that would merit an R&D effort?
And how should such experimental funds best be administered, given
the peculiar political and legal divisions of education into fede-
ral, state, and local school systems? These issues are not resolved
by assuming that R&D efforts can produce any result if given a suf-
ficient commitment of funds (and we say this despite the fact that
R&D was the methodology that eventually took our astronauts to the
moon, at a cost equally astronomical). Further, irrespective of
funds, are the technology, skills, theory, and commitment for
"changing public education” readily at hand? The application of an
R&D methodology to edueation is necessarily based on the premise
that our state of knowledge is sufficient so that education can be
defined, controlled, develcped, researched, predicted.

Let us assume that the state of educational R&D was sufficient-
ly advanced to support an experiment in "comprehensive change,” just
as U. S. Commissioner of Education S. J. Marland, Jr. did when he
proposed ESP as one of his highest priorities in 1970. The basic
information letter inviting ESP bids sent out by Robert Binswanger
stated:

Since 1945, research projects, demonstrations
and various kinds of experimentation have
generated a wide variety of products, prac-
tices and ideas which hold promise for the
improvement of American education....Dis-
satisfied with the results of piecemeal or
individual component changes, educators
have sought the opportunity to address the
need for total change by placing a number
of these promising practices together in a
comprehensive program (emphasis ours).

p. 149)

What would an R&D effort afford such "premising practices" in terms
of funding, support, or guidance? In the physical or technological
fields, R&D efforts are costly indeed. Models or prototypes which
are "ReD'd" or "changed" or "improved" are known to cost a hundred
or thousandfold mcre than the regular product. That is, a new nose
cone for a missile might cost millions of dollars in R&D while it
could be manufactured for much less once the R&D model evolved.

Not so in the field of education, at least in BESPF. As a
school system, BUSD has a yearly budget of approximately $30 million.
OE/ESP prorosed to spend only about $1.2 million each vear to create
"comprehensive change” in that $30-million system. This is hardly

70



comparable to prototype-building in defense or space technology.
What could one reasonably expect from 1/25th of an investment? As
one NIE/ESP project officer wrote the BESP Directors (December 8,
1972):

What ESP monies should be used for are special
catalytic change costs. Training, staff de-
velopment, building of community involvement
processes, design of evaluation procedures,
development of new assessment measures, etc.
are all the type of areas which should receive
heavy funding during the lifetime of the pro-
ject to ensure that the changes brought about
are lasting and self-renewing.

This memo is very revealing because it shows that (1) R&D
funds were "catalytic" additions to existing school funds which
were assumed to be committed to the R&D experiment; and (2) this
year, pointing up the differing interpretations with which BUSD and
the federal ESP viewed funding, control and management.

Kirst (1974) has stated:

At first glance federal aid appears to be a
major factor in influencing school policies.
But a closer inspection reveals that funds
have frequently not hit their targets or
have been overwhelmed by larger state and
local developments. It is very difficult te
build viable new institutions with uncertain,
fluctuating and "soft" monev from Washington
(p. 456).

Let us suppose that the education R&D funds had totalled 33
million yearly, i.e., that funds had been used to "buy out" the
cal district in order to carry out an experiment designed to pro
duce "comprehensive change" in BUSD. Even if this were legally
permissible, it is highly unlikely that a school district would
readily hand over such control to an outside agency, however lofty
or worthwhile its aims and purposes. Thus, the R&D methodology
again is flawed as applied to local school systems--the control and
manipulation of the experiment is not possible without the consent
of the "experimented-upon."

§5
QE
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Clark (1974) has commented about this particular problem in
educational R&D as follows:
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The process of R&D inquiry will have to be
brought closer to the point of effective
action in education, i.e., will have to in-
volve the direct participation of practi-
tioner agencies in all the processes of ed-
ucational RsD. Without mobilizing support,
the current pattern of underfunding and fa-
cilitation from program to pregram will con-
tinue indefinitely* (p. 1ll).

Was tnhe ESP viewed as a true educational RED experiment and
did it eliecit the direct participation of practitioner agencies?
The initial project indeed attempted to "buy inte" local school
districts that were actively engaged in some form of "promising
practices," such as having already established some sort of exper-
imental school. But a local commitment to the goals and means of
educational R&D as conceived by ESP never fully materialized in
BUSD. Almost from the beginning, local school officials had to ke
told, over and over again, that they were participating in an ex-
periment which had to be evaluated.

For example, the Federal Project Officer wrote to the BESP
Directors en December 9, 1971 as follows:

Key concern is the need for the alternatives
to be designed as an experiment and hence re-
ceive exemption from those local and state

regulations which hinder or even cripple the
goals and objectives of the general programs.

Thus, from the very inception of the program, the R&D method-
ology was part hindrance, part directive. The funding and the con-
trol were inadequate for any true R&D effort, but were perhaps too
much for mere icing on an existing cake. All participants struggled
to make this school-based, relatively long-term, experimental pro-
ject into something that would answer long-standing problems in pub-=
lic schools, all with their own definitions of priorities and solu-
tions.

The confusion of means and ends, of control and experimentation,
gave rise to much anguish as each of the actors tried to cope with
his own views of the script. Our summative evaluation, poorly un-
derstood by most of the participants, was not exempt from these un-
derlying dilemmas. We were "hired hands," independent of the school

* For additional detail on this view see Gideonse (1974).
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System we were to study, but totally bound by the terms of the
contracts signed by our firm. Ve were received by some as "spies"
working for the government. We were forbidden to engage in feed-
back lest we "change" the experimental situation., Ve were to remain
silent, invisible but omnipresent on the local scene, reporting di-
rectly to the federal agency about events occurring in the institu-
tion we were studying. This caused distrust and conecern at every
level of BUSD/BESP. The role of NIE/ESP was that of a monitor of
Level II's work, method, production and perspective, Conflicts be-
tween such contract-monitoring activities and the role of scientist
would seem to be inevitable.

Ethical issues are ever-present when "contract research" is
being carried out. Broadhead and Rist (1976) have shown that some
of these issues arise in the area of the social control of research.
They state:

The way sponsors exert their influence can be
broadly summarized as occurring in one of three
ways:

1. Through detailed specification of the re-
search issue so that the eventual problem is
cast within a framework congruent with the
sponsor's perspective:

2. Through emphasis upon a positivistic style
of research thought more susceptible to manipu-
lation for the purposes of controlling the re=
sults;

3. Through the threat of withdrawing present
funding and denying future support should the
researchers move into areas Ynot in the best
interest" of the sponsor (p. 325).

To this list of social control mechanisms can be added several oth-
ers; for example, accounts receivable can be withheld causing cash-
flow problems for small contractors, or reports can go "unaccepted"
until changes are made which satisfy the sponsors.

Alongside this social control issue, questions such as the
following also arise. What is the moral relationship between the
persons "under study" and the evaluator? What are the understand-
ings which allow for access to observational data, for mutual ex-
changes of perspectives, for reassessment of "causal findings"?
How does the role of "spy" assigned to an outside evaluator affect
data collection and analysis? Such guestions are discussed by
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Orlans (1973), as well as many others. Berk and Rossi (1976) ar-
gue that all evaluation research must necessarily rest on signifi-
cant moral and political judgments, but that despifte this, evalua-
tion research may play a progressive role if one is prepared to
employ research designs that capitalize on inevitable value judg-
ments rather than ignoring them.

Our summative evaluation of BESP does not escape moral or po-
litical issues; rather, it must be viewed within the context of
these social realities. We do examine contesting moral and polit-
ical positions as a method of understanding what we have observed,
documented, surveyed, read, and heard. So-called findings taken
out of their moral and political contekts are stripped of their
meaning--and we urge the reader not to engage in such false bifur-
cation.

The employer-employee relationship which inheres in contractu-
al relations (albeit at two distinct points, the beginning and the
end) is one which may constitute a challenge to any scientist en-
gaged in evaluation work. As Deutscher (1976) has pointed out:

The professional social scientist always ap-
proaches an evaluation with the suspicion
that the "problem" as the client has defined
it, may require redefinition....Perhaps. this
is not related to any inherent nature of
evaluation research as it is to the capacity
of the investigator to distinguish between
the technician-employee role and the scholar-
science role (p. 235).

In this final contract report, we have taken the position
that a summative evaluation requires us to go beyond the problem
definition spelled out by the terms of our current NIE contract
which asks three questions focused upon the degree of success in
the implementation of BESP. We have raised larger issues by view-
ing BESP as an example of an educational R&D project and by exam-
ining the problems which must be resolved within the context of
such a methodelogy. This becomes, therefore, not an "implementa-
tion evaluation," but a study of experimentation in a public school
system within the wider social context of school financing, federal-
local schoo  relations, racial integration, school governance, un-
ionization of teachers, and changes in various aspects of social
and political life over a five-year period.

Evaluative research, at the summative level, has caused great
agonizing about the role of the research evaluator, about the so-
called objectivity of the research design, about the impact of the
moral and political context upon the work. Why should this be the
case?
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In our view, R&D methodology, when mechanically transplanted
from the terrain of the physical sciences into a social milieu, .
forces concepts such as "products," "models," "transportability"
upon social processes which defy such parameters. Social scientists
may yearn for such precision of thought, action and result, but are
unable to mold their constructs into these mechanistic.concepts.
For social systems differ in kind, not just in degreé, from physical
structures as objects of study. 1In one, the units are other humans,
whose actions and interactions are shaped or influenced by an intri-
cate, changing mosaic of diverse and contradictory wills, passions,
ideologies, cultures, interests; in the other, the units are in-
animate, manipulable, knowable, and controllable objects to a degree
sufficient to meet the canons of science. One cannot reasonably
speak of an "education system" in the same manner one would speak of
a "weapons system." Proven strategies and methodologies of "testing,"
"evaluation," or "research" in one system are not necessarily appli-
cable in the other. At the very least, any attempted transference
of methodology ought to be preceded and accompanied by painstaking,
profound examination of adaptations, modifications, or ‘additions
that are necessitated by the differences between the two systems.
We believe that failure to acknowledge those differerices, and hence
to grapple with their implications, underlies much of the frustration,
despair, and disillusionment which is so characteristic of many
social and educational R&D projects and, in particular, of the NIE/
ESP project in Berkeley. Our "summative evaluation" of the Berkeley
Experimental Schools Program is intended to serve as an example of
what one is likely to find in similar endeavors in education, health,
welfare, crime or delinquency "systems"--indeed, in all cases where
R&D as a strategy for change is not clearly elucidated or understood.*

Our summative evaluation was planned by NIE as only one of a
chain of efforts to evaluate experimental education R&D projects;
eventually, Berkeley was one of eight across the nation. Three
levels of evaluation were initially conceived, each at different
levels of abstraction, each carried out independently of the others
and each to stand both alone and in concert with the other two lev-
els as the total research evaluation of comprehensive change in lo-
cal school systems. Level I evaluation was to be a part of the ed-

* For elaboration of this position as evidenced in the field of
public housing, see Meehan (1975). He points out that (1) "dangers
are inherent in direct federal-local relations when large-scale
operations are undertaken on an inadequate factual-theoretical
base," and he questions (2) the "adequacy of the poliey-making and
implementing machinery at both federal and local levels." We found

cational R&D project.

75

52



ucational program itself, and was intended to provide formative re-
search for the program. Formative research has been called "a me-
nial role" by Cronbach (1969), and is often seen as being only des-
criptive and illustrative, acting as a monitor and self-correction
within a program. It gathers data to measure progress and to pro-
vide early warnings of trouble or signs of "success" in aspects of
the project. NIE/ESP described the functions of Level I as "an in-
ternal assessment which provides for the basic tracking of student
progress and for the collection of vital data. This level of eval-
uation takes place within an Experimental Schools project site and
is conducted by the project staff" (DHEW Publication No. (0E) 72-=74,
1972, p. 3). Such a conception fits nicely into a mechanistic view
of product-manufacture: factory inspectors measure each piece to
validate its fit with all other pieces in assembly. This is "forma-
tive evaluation"” in its most pristine and mechanistic sense, and is
what Cronbach means by its "menial role." It is evaluation which
can be used to contribute to the work while it is still fluid, still
in process.

Level II's task was to evaluate and assess the overall impact
of the R&D effort. It was described by NIE/ESP as follows: "Eval-
uatimn on a seCOﬁd lével ig alsa sPe:iFic to an individual site,
the gmgect staff" (DHEW Publication No. (OE) 7244 19‘72, ’pi 3).
The relation between summative and formative research remained un-
specified.*

In addition, a Level III evaluation effort was planned by NIE/
ESP, combining all relevant data and assessments for the educational
R&D efforts in several cities and rural areas, so that a broad com-
parative overview of Experimental Schools projects would be produced.
In fact, this plan was never implemented, in part due to the failure
of the Level I and Level II evaluation models to produce such lad-
der-like products of research findings.

* In a brief review af the eight NIE/ESP projects, we learned that
in no single project did the formative-summative (Level I and Level
II) evaluation model actually work. In some cases, both "failed,"
in other cases, only one type of evaluation worked, and in others,
Level I attempted Level II work, and vice versa. We believe this
model is a faulty one for use in educational research, since it
assumes that such interface can occur despite the lack of consen-
sual definitions, operationalization of procedures, orderly pro-
cesses of communication, and common data collection methods,
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DE/ESP'S FOUR _R&D STRATEGIES

CHAPTER 4:

The U.S. Office of Education Experimental Schools Program
proposed to employ four R&D strategies: (1) loecal planning and
implementatien, (2) comprehensive program designs for each of
the local field experiments, (3) fivé-year forward funding and
(4) "formative" and "summative" evaluation of each field exper-
iment. '

The OE/ESP rationale for these strategies as a whole was
that they would not only maximize the conditions and incentives
for keeplng local and federal commitments intact, but they would
also serve to have the utility of these strategies tested. The
strategies were promulgated out of a short=term pragmatic concern
for sustaining commitment to ESP in particular, and out of a
long-term experimental concern for their use in other educational
programs. These two objectives were interrelated, insofar as
the transportability of the strategles was keyed to their ability
to preserve commitments.

ESP entailed a high risk for a participating school district
and federal agency. For district and agency alike, trying to
effect -in practice the idea of far-reaching district change was
likely to involve an investment of time, money, and personnel
‘which could not be recouped easily if the program went funda-
mentally astray. Even assuming the two entered into an honerable
and mutually supportive partnership, the possibility existed that
the national program and the local experiments would fail, with,
perhaps, irreversible consequences for federal funder and ﬂlsﬁrlit
recipient. Such was the terra 1ﬂcaqn;ta of "comprehensive change.”
However, the more immediate rizk was that a sustained commitment
would be unforthcoming from either the school system or the govern-
ment. Once formally joined in partnership, the lapses of one
posed a threat to the other. :

In arﬂer to offgét the figk to 1@:31 cammunltles, DE/ESP

fundlng strateglas. They were publlclged by the gnvernment as
incentives to local participation and commitment. Contrarily,
OE/ESP chiefly invoked the comprehensive and evaluation strategies
to protect the federal interest and investment in local ESP
experiments. These latter two strategies were viewed by the
federal agency as conditions for receiving federal monies. Yet,
despite requiring strict federal monitoring, the strategies of
comprehensiveness and evaluation would logically have to respect
and support the local-determination strategy and not be used as
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excuses for withholding the promised federal money. Besides being
conditions, then, comprehensiveness and evaluation could also be re-
garded by local persons as federal pledges to take seriously the pro-
claimed incentives. ‘ :

With all four strategies the difference between a condition and
an incentive was a tenuous one. Much depended on a particular point
of view, the district's or the government's. Further, each strategy
was susceptible to being viewed as either a solution to, or an exper-
iment in, local educational change. This might depend upon whether
the district or the agency, both undergoing changing circumstances,
stressed federal assistance and development or federal evaluation of
local ESP experiments. Crucial to the application of the strategies
would be the extent to which they were fully understood and agreed
upon in Washington and in the local districts, especially by the
"second generation" asked to take the lead from the original ESP de-
signers. Even viewed individually, the four strategies were not pre-
tested axioms of educational change. Their importance as instruments
in- the furtherance of lasting and beneficial comprehensive change had
yet to be shown. Their use in ESP partially bespoke . :ederal dis-
enchantment with previously tried, diametrically opposed strategies,
not a keen regard for the proven value of new ones. Keeping this in
mind, we shall describe each of the four strategies in turn.

1. The Strategy of Local Planning and Implementation

This strategy was meant to ensure that each of ESP's field
experiments would be consonant with local wishes and desires, that
each grew organically out of a community's political, economic,
social, and educational context. Local planning was especially tied
to the kind of school districts which OE/ESP intended to fund in the
first year of the national program, for which the Berkeley Unified
School District was one of three eventually chosen. Grant awards
were earmarked for a few districts prepared to forge already tried
or intensively considered educational changes into an interrelated
plan for comprehensive change, one that offered a reasonable chance
of making the various components of a local school system's ESP plan
mutually reinforcing. The possibility of observing and assisting
"holistic" district change as such, not dramatic "breakthroughs" in
discrete practices or education technology, was the paramount con-
sideration behind ESP's FY 1971 funding. To inaugurate its program,
then,0E/ESP wanted to ally itself with seemingly ambitious change-
processes already at work in districts knewn for their innovative
climates.*

* On December 28, 1970, OE issued an announcement about ESP to the
nation's school districts. The announcement stated that ESP grants
initiated in subsequent years might go to district proposals urging
novel or previously untried practices.
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The major considerations behind federal endorsement of this
strategy were: 1) the high risk to local districts and communities
of an experiment’ in comprehensive change; 2) the apparent failure of
previous educational R&D to bring about significant local reform;
3) the political calculation that there were insuperable obstacles
to the federal government's assuming a direct role in local educa- <
tion; and 4) the assumption, later validated by non-ESP research,
that local adoption of innovation depends on its congruity with
emerging local pressures for change.

1. The Risk Factor. Experience and knowledge of what an exper-
iment of this scope would mean in practice was severely limited. By
itself, the idea of comprehensive change implied no more than an
abstract value. A specific and advanced understanding of the be=
havior appropriate to this value was missing. Indeed, no one was
sure if comprehensive change was capable of being recognized even if
it occurred. Yet, ESPﬁaésiqnated districts would be vulnerable to
the charge that they were "experimenting" on children on a supposedly
unprecedented scale, while denied an opportunity to "pilot test" the
local project in small and easily reversible ways. OE/ESP was
naturally reluctant to see federal monies used for purposes unintended
by the national program. But federal insensitivity to district under-
standings of current priorities and desired outcomes was apt to pro-
duce this distortion of purpose, given the unpredictable difficulties
facing local ESP projects. Hence, in order to lessen distortion and
difficulties, it seemed wise to accede to district flexibility from
the outset.

2. Limitations of Past Research and Demonstration. Previous
federally supported education research had focused on the development
of "model" educational programs which, if deemed worthy, were then
funded as "demonstration" programs. Both types of programs were
markxed by the faith that R&D in education need not be grounded in
field experience exclusively, that reform impulses and new technolo-
gies could partially arise outside the schools themselves and then
be grafted on to the "real world" setting in which actual teaching
must transpire. "Model" and "demonstration" programs were byproducts
of an educational R&D penchant for purely research centers and
laboratories.

However, at the time ESP was fashioned, disillusionment with
R&D centers had set in because they glutted education with practi-
cally unworkable innovations (Sieber, 1975). Research and demon-
stration programs stemming from these centers tended to view educa-
tional consumers as rational and PaSSlVE rEElPlEﬂtS of the conclu-
sions of education research. 1In this "linear" ﬁancepﬁuallzat;an of
R&D, the experience and views of local educators, parents, and
students were implicitly discounted (Sproull, Weiner, and Wolf, 1975).
In particular, the socio-economic and political barriers to their



freedom of choice, to their ability to embrace innovation, were over-
looked. As a result, increase in the supply of educational products
and systems, mostly at a distance from the field, threatened to out-
strip knowledge about the demand for this supply. Given the reputed
"surplus" of "hot house" innovations, the pressing need was to gauge
the effective demand of local educational interests, not the hypo-
thetical demand imputed to them by educational research centers.

ESP was intended to contain a new sensitivity to local view-
points. OE had tried a variety of approaches to educational reform
prior to ESF, none notably successful. Therefore, ESP would allow
local districts to try various approaches. Increased attention
would be paid to the needs of particular communities at particular
points in time. The replicability of local ESP experiments was
foreseen by federal ESP officials as an unlikely program outcome,
but they 'did anticipate that by permitting local actors to decide
major substantive issues, appreciation of contextual restraints and
opportunities would be heightened, thereby potentially making each
expsriment useful for other districts embarking on roughly similar
endeavors in the future. Thus, in contrast to the "linear" R&D
approach, it seemed necessary to try to understand local perceptions
of what is practical and desirable in schools. Encourdging a variety
of innovative developments at the local level seemed a plausible
alternative to past failures. Rather than pursuing hardline federal
goals--a Situation encouraged by researchers removed from the
schools--it seemed wiser to watch locally spawned innovations and to
assess intensively their consequences at first hand. Moreover, a new
emphasis on local district goals might suggest opportunities for
significant reduction or redirection of federal education expendi-
tures without incurring deterioration in educatiocnal outcomes.

3. The Political calculation. In non-educational sectors, the
political logic of the local planning strategy is simple enough.
Indeed, as Derthick (1970) points out, one very important justifica-
tion for many new grant programs based on local planning is their
ability to "provoke" innovative leadership at the less-than-national
level. The prospect of a grant, when accompanied by a local-
determination strategy, is believed to set into motion people who
want to "plan themselves into" a new venture. If incentives for
acceptance of a grant are tantalizing enough, then actors who in-
dependently share an interest in the proposed federal activities

are giver excuse and opportunity to present their views more con-
fidently than is possible in the absence of federal stimuli. ~“This
strategy encourages the coalescence of concerned parties who pre-
vicusly have not recognized their commonality or have been dis-
couraged by their lack of influence. Local influence is redistri-
buted, since reigning local officials who do not respond to the
offer of federal partnership become vulnerable to criticism for
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failing to take advantage of federal funds or for failing to meet
national standards. Or, if local officials do respond, then pre-
viously excluded groups or individuals may gain in influence.

This effort at local "consciousness-raising" could be deemed worth-
while even if a clash of loeal interest groups effectively squelches
the particular activities which the federal government wants to en-
courage. Considering whether or not to apply for a grant could
serve a community if this deliberation is a pause in business-as-
usual or reduces local inertia.

Since the federal government has no formally recognized right
to make decisions or to function as a lobby within local school
districts, it could be expected to value the grant system as a way
to intervene by indirection. At a minimum, OE/ESP could hope to
place the notion of comprehensive change on the political agenda of
local districts. This in itself would be no mean achievement, given
what Iannaccone (1967) describes as the usual "politics" of American
public education, the retreat into "closed-system tendencies" of
"invisible" internal factionalism. By requiring local planning to
conform to the comprehensiveness and evaluation requirements, OE/ESP
might be able to insert itself by proxy into a decept;vely polite,
non-partisan environment and create a lo¢us for the more publ;cly
evident politics of the market place. Beyond this minimal aim,
possibly damaging political costs could be transferred from the
federal to the local level. Billing ESP as a research program is in
tune with the political calculation, because this tactiec assigns to
local persons the obligation to choose sides on volatile issues such
as community control and integration, thereby enabling the federal
government to avoid an uncomfortable political limelight.

In sum, local planning and implementation implied that OE/ESP,
by relying on a grant incentive, would encourage the mobilization
and increase the influence of local persons devoted philosophically
or obliged by official position to making drastic educational
changes. ESP districts funded in the program's first year were in-
tended to be true exemplars of incipient cOmprehensive change; and
their genuine innovators were encouraged to apply for ESP funds so
that district applications might be in line with previous district
innovation and reform. Afterwards, and pursuing the logic of this
strategy, OE/ESP would stand aside to permit @istrict processes to
run their natural course. Then ESP-funded districts might have to
be treated as special entities, not to be hampered by larger federal
requirements for commensurability or uniform treatment of nationally
dispersed ESP sites resting on radically divergent student popula-
tions. An ESP district, possessing its own peculiar, perhaps
accelerated, change processes, could be victimized by federal mana-
gement unprepared to deal with this uniqueness in its own contextual
terms. Without district freedom, the federal rationale for support-
ing a variety of districts--to explore the implications of different
comprehensive schemes-=would be indefensible,



4. Compatibility with District Trends. One of the few findings
of which educatlan researchers are ‘fairly confident is that school
reform depends cn an exogenous shock to the system that is to be
changed (Averch, et al., in Levine and Bane, eds., 1975). Real
innovation seems to depend on the leverage that can be exerted from
outside the system--by the federal government or by consumers. In
the absence of external pressure, the essentially conservative,
system-maintaining proclivities of school districts tend to prevail.
The best of stated intentions are then shunted aside or channeled
into "safe" directions, those that involve the kinds of changes that
do not threaten well-organized groups in or out of the district
bureaucracy (Pincus, 1973).

In apparent conflict with this view of educational change is
one that stresses a need for pre-existing district interest in inno-
vation. A Rand Corporation study of major federal programs support-
ing educational change has concluded that "the success and suitabil-
ity of an innovation depend primarily on local conditions" (Berman
and Mclaughlin, 1975). Local school personnel are rarely persuaded
to adopt an innovation that cannot be grounded in knowledge already
accepted by the school district. A new program, if it is to be re-
garded seriously, cannot deviate markedly from a district's resclve
to move in particular directions. District impressions about the
usefulness of a given innovation tend to harden early, and are very
much shaped by its consistency with pre-existing pressures for
change. To quote the Rand study again:

The initial patterns of motivation that under-
lay initiation [of an innovation] persist;
support or commitment is not altered by evalu-
ation data.

Also, as Sarason (1971) and Averch, et al. (1975) note, principals
and teachers often possess in advance of a new program the techno-
logical and organizational ability to surmount school rigidities;
what is usually missing is the professional's will to change. This
implies that for adoption to occur, a new program aimed at change
must enable the staff to choose that which is already thinkable and
close to being implemented.

Because @f the tens.lcn betwgen extesnally rgeommended ;n:m:vas

(1574) malnta;n that the P:econd;t;gns f@r ;osal aﬁegt;an are usuallg
at odds with the innovation itself. That is to say, if a new prac-
tice must evidence a close fit with locally prevailing ideas and
emerging practices, then in what sense can it be considered "inno-
vative"? Change agents typically face a dilemma: whether to in-
crease the likelihood of a program's adoption by decreasing its
distinctiveness-~thereby running the risk that its adoption will be



in name only--or whether to stress its distinctiveness, thereby de-

reasing the likelihcod of its adoption. This dilemma is accentu-

in the very districts that Lindeman, et al. (1968) and Baldridge
1974) found the most disposed toward innovation, namely, ones that
are complexly organized to grapple with heterogeneous populations
and institutions.

In complex, heterogenecus districts the demand for innovation
tends to be incessant, but the visibility of any single program tends
to be engulfed by a myriad of other, unrelated responses. How can
a new program pecome a discernible locus for comprehens. ‘e change in
a district selected for its inherent change properties? Movement
occurs incessantly in schools, particularly in ones noted for inne-
vativeness. Indeed, this is one of the complaints abcut schools:
change parades as improvement. Especially in a venturesome district
living off many federal and state programs, change is a fact of life.
But if change is a ~onstant, in relation to what does one measure
its comprehensiveness, short of a distriect being overhauled beyond
all previous signs of recognition? The very social forces that might
encourage the selection of a particul:: district for its change
capacity may also militate against the detection and measurement of
change. Vocal community groups, for instance, sugg a readiness
for more intensive school participation, but, by their volatility

educational experiment.

Adelson (19€7) and Rogers and Shoemaker (1971) have argued that
school improvement can actually be impeded by untimely or mutually
exclusive innovations. Even in the case of complex, heterogeneous
districts, there may be a maximum rate of change. Adelson states:
"It is sometimes more important that the system be known than that
it be improved."” Tha sheer outpouring of established and discarded
alternatives, opportunities, and incentives may present a bewilder-
ing maze tc participants and evaluators alike. Change in education
can mean increased complexity leading -» consumer perplexity. Or,
even more disturbing, teachers may ri. .t to familiar aethods when
asxed to use ever-new materials and tecnniques. The change route
of multiple offerings for diverse student populations provides ample
cpportunity for the hidden retention of old ways. And a school
district which stakes its reputation on change may decide te cover
its mistakes by mors of the same.

§till, even though American sclools r=quire tremendous over=
hauling, they are caught in the above-sta* @ dilemma. Smith and
Keith (1971) point tc a typical but artificial resolution of it by
schcol bureaucracies: the substitution of the language of innova-
,tion for its substance, what these authors term the "alternative
of grandeur.” The increasing tendency over time is likely to be
rhetorical exaggeration of program distinctiveness~--meant to counter

60

83



for new ones--while simultanecusly reducing actual distinctiveness,
owing to the difficulty of incorporating something genuinely new
into an existing social structure. This cycle is probably more

1i} ’ to occur in districts that have become adept at grants

prensurshis

Through a delicate balancing of incentives and conditions to
ESP particiration, OE/ESP sought to work around the tension be-
tween federally recommended innovation and local adoption. This
federal decision was a prescient one, arising before much of the
research evidence on the nature of the tensions had been gathered.
n ESF, the intention was to leave to local persons the task of
establishing substantive program goals which would be consistent not
only with the federally prescribed comprehensiveness and evalua-
tion themes but also with continuing district reform initiatives
from the recent past. Local planning and implementation would re-
present the "active" change component of the R&D model; the other
three strategies would represent a "passive" framework which would
remain constant, thereby permitting school districts to know al-
ways the limiting constraints within which they could plan. The
melding of district goals with federal requirements was deemed
feasible, since the latter were judged to be sufficiently value-
neutral as to be applicable regardless of the more specific dis-
trict geals.

I

2. The Strategy of Comprehensiveness

OE/ESP stipulated that each local experiment would have to he
"comprehensive" in two primary senses: (1) a vertical or longi-
tudinal structuring which would permit students from kindergarten
through the twelfth grade (K-12) to participate in the program;
and (2) a horizontal or lateral inclusion of all the important com-
ponents of a school system, including, but not limited to, "currl=--
ulum development, community participation, starf development,
administration, and organization” (U.S. Office of Education, 1971).

The target population for the five-year local experiment was
to be limited to approximately 2,000 to 5,000 students, one=fourth
to cne-third of the total district enrollment, The primary but n-°
exclusive emphasis was to be placed on low-income children. Withi
tha scope of a local ESF program the entire school environment was
to be altered, by making every aspect interconnected and mutuelly
reinforcing, within and between grade levels and other system com-
ponents. The central theme of educatiocnal change was intended to
inform and permeate the local ESP program, thereby easing the task
of planning and implementing a comprehensive framework. Beyond
the target population, however, OE/ESP envisaged that the K-12 and

61



multiple components requirements, as they affscted the ESP sites
within a given district, would have repercussicns throughout the
total school system. Ultimately, it was hoped, a comprehensive
local experiment would impinge upon and challenge a district's
standard approach to instruction and governance, extending further
the transformation process,

The kasic rationale for the requirement of comprehensiveness
was the government's desire to investigate two kasic guestions:
(1) What premising educational practices grow out of or are made
possible by a comprehensive local plan for change? (2) Are compre-
hensive change efforts more effective and lasting than piecemeal or
segmental ones? These research interests stermmed from a widespread
belief that reform programs producing relatively isolated educa-
tional changes had failed. Federal ESP planners wished to get away
from "piecemeal change,"” but they were far less certain about the
Precise meaning to be assigned the presumed antidote--"comprehen-
sive change."* Conceivably, the XK-12 and interlocking components
requirements were but one version of comprehensiveness; however,
these requirements may have been intended as desired results or as
the rmeans for creating comprehensive ciange. In any case, the gov-
ernment planners pinned their hopes on comprehensiveness mainly
because of the dismal record of federal education programs which
were piecemeal in character.

Research findings supported the conclusion that the infusion
of new federal monies into only partially modified school systems
produced neither higher levels of academic performance nor greater
school efficiency, Even the larger categorical aid programs had
come under acute suspicion rollowing ' federally sponsored evalua-
tion. The Piccariells study (1963) concluded that the Title I

* Commenting on urban school reform, Janowitz (1970) states: "The
first phase in 'inner city' experimentation has ended. The first
phase, roughly de-ignated from 1960 to 1967, emphasized piecemeal
change, the demorn: rration project, and the process of change from
the bottom up or by lateral diffusion. There has been a great deal
of social learning, but of course, this whole first phase might well
have been avoided or more readily terminated by more rational ana-
lysis and more forthright leadership. The emerging second phase is
that of strategic innovation, or institutional building, which
focuses on the system as a whole. It involves a strategy from the
top down, it is more comprehensive in scope, and it is concerned
with the realities of authority and decision making. What is needed
from our social scientists is a conceptual framework, as comprehen-
sive as the schemes that have been developed for other 'people-
changing' institutions." ) 85
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programs, sizably funded under the 1965 Elementary and Seconddry
Education Act, revealed r> marked improvement of students in the
cognitive skills. At any rate, students exposed to Title I programs
were found not to do appreciably better than similar students not
in such pregrams. In addition, the Westi +house study (1969) con-
cluded that ..:zither year-round nor summer .=ad Start programs had
had significant long-term effects on cognitive growth.

According to Rogers (1968), both demonstration and categorical
aid programs appeared to share certain inherent liabilities from
the standpoint of being able to change the public school. As par-
tial models of transformation, they suffered from an inadequacy of
ccale. If one tried to move from a demonstraticn in a particular
school to a district or city-wide level, or from a concentration
on a particular grade level or curriculum to system-wide planning,
the difference in the kinds of persons, roles, and organizations
affected was seemingly too great to permit the application of les-
sons learned at the more restricted, "local" level. Moreover, less
than system-wide planning involved a political cost, since it per-
mitted opposition to coalesce against the isolated exXperiment
thereby inhibiting its spread into the larger system. If a local
or segmental experiment did fail, perhaps for reasons unrelated to
its intrinsic merits, a ready but spurious excuse was available for
not trying it out on a larger scale,

Aside from the lack of comparability due to differences in
scale, the piecermeal, "add-on" nature of federal programs conducted
i1. the 'sixties ran athwart the mounting research conclusion that
ne particular innovation always works regardless of other aspects
of the educational environment (Averch, et al., 1975). No practice
seemed effective universally, thereby suggesting that insufficient
attention had been paid to the interaction between innovations and
between innovations and traditional practices. Even more disturb-
ing, "input-output" studies (Coleman, 1966; Jencks, 1972) emphasized
the limited role that formal education plays in the lives of in-
dividuals as contrasted to the importance of non-school factors.
Hence a piecemeal change in schooling could be expected to represent
such a small increment in the total experience of a child that there
was no reason to expect dramatic improvement in attitude or perfor-
mance. And the small changes which may be produced are hard to
detect amidst other, more constant influences on a child. To sum-
marize, piecemeal and segmental reforms were considered inherently
self-limiting; once federal funding retracted from a given program,
the "carry-over" effect was considered minimal (Pincus, 1973).

'By the end of the 1960s, a rare consensus in American educa-

tica wa.. taking shape among academic critics and federal officials
as tc what should be opposed in public school reform. What had
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been done in the recent past to eradicate defective schools was re-
garded as either too fragmental or too small. At the same time, a
subtle shift in educational emphasis had occurred in a relatively
few public schools. The shift was toward a new recognition of the
importance of organizational climate, institutional milieu, and
operational doctrine, and away from a priority on narrowly specific
programs and techniques (Janowitz, 1970). This shift seemed to
call for a greater i .estment in human as opposed to technolegical
resources. The sheer need to mobilize interest in subject matter
before teaching it was impressed upon the professionals, especi-
ally regarding urban schools. These new awarenesses, as yet more
rhetorically than practically expressed, were there to be prodded
and capitalized upon. The creativity of the national ESP con-
sisted in merging the idea of comprehensive change with its pre-
sumed but faint reflection in a handful of public school districts.
The X-12 and multiple components requirements were to provide the
operational definition of comprehensiveness in order to bridge
theory and practice.

3. The Strategy of Five-Year Fp:wa;;ﬂfgnaing

Federal ESP planners reasoned that comprehensive change in a
local school district required an unusually long period of federal
support, relative to past national programs. The risk to local
communities of implementing a comprehensive design also figured
prominently in the federal decision to provide full and guaranteed
five-year financial support to ESP districts. If the federal .
funder was to adhere consistently to the strategy of local flexi-
bility and determination, then to renege on the financial duararntee
could only be done in the extreme case of malfeasance in the use of
public money or evident abandonment of a local experiment's primary
objectives. Also integral to the federal ESP funding strategy,
however, was the need for participating sites to plan for the
"phase-out" of ESP monies upon the conclusion of five years. As a
result, sites would have to learn how to spend the additional ESP
monies, so-called “catalyst" incentives for innovation intended as
a supplement to regqular district outlays, as well as gear *nem=
selves to living without these extra frads. To abet this local
learning process while furthering innovation, the federal ESP in-
tended to put a heavy smphasis on supplementing such local costs
as staff training and development, building of community involve-
ment procedures, and the designing of appropriate evaluation
measures,

At the time ESF was created, however, there was an ingrown
resistance on the part of school districts to accept federal fund-
ing for innovative purposes. Pincus (1973) has pointed to several
causes for local cynicism about the seriousness of federal interest
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in innovation. Among the major ones were: (1) the belief that
federal aid for innovation tends to be small-scale, unreliable
"soft money" that will disappear as suddenly as it arrives; (2)
the consequent belief that not enough time is allowed to Separate
effects of the innovation from effects of the frictions arising
from the effort to implement; and (3) the lack of .1y long-term
benefit or penalty to districts which adopt or fail to adopt ocne
set of innovations in preference ts another.

This leccal uncertainty about stability and continuity in
federal funding was bred by such diverse programs as the National
Defense  Zucation Act of 1958, the Economic Opportunity Act of
1965, the school lunch preogram, and assistance to federally impacted
areas. Funds for these programs were categorical in nature, i.e.,
they were intended to reduce fiscal inequities among states and
among specific groups of individyals within states. Yet, in all of
these, funds were disbursed on a yearly basis. The amount the local
district received would vary from year to vear with the number of
its eligible students and the changing eligibility criteria est-
blished by the government. Thus, it was difficult for school dis-
tricts to predict in advance the amount of income from each of
these programs, especially since the next school-year's budget had
to be decided many months in advance of the receipt of federal
funds. While all of the federal programs mentioned here did pro-
vide funding for more than one year, the actual amount of support
to be received was not guaranteed.

But many federal grants did not even provide minimal fiscal
security to local districts. Many grants were for a one-vear
period only; others required expensive and distracting renewal pro-
posals, Also, federal-local grants which bypassed state offices
of education were often accompanied by more explicit federal con-
trols than grants that had to rely upon general guidelines for
states to reinterpret (Kirst, 1974). School districts tended to
draw one of two conclusions: they should seek funding for easily
assimilable alternatives to current practices and avoid rigorous
federal conditiors accompanying even the unreliable aid for genuine
innovation, or they should keep federal aid insulated from regular
programs so that its sudden withdrawal would not precipitate an en-
during "hard money" obligation. In either case, though, federal
aid was viewed as providing "slack" resources for ancillary
services, not for innovations that could be expected to affect
significantly =ztudent outceomes (Berman and McLaughlin, 1974). More-
over, there was no recognized optimal financial incentive for local
planning of innovation and reform. Too little money discouraged
local planning and tco much led, irresistibly, to calling almost
aﬁything by the name of innovation, simply in order to get desper-
ately needed funds (Pincus, 1973).
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Just a few months before the idea of a national exXperimental
schools program was presented to Congress, the Center for the Study
of Public Policy released its Education Vouchers study (1970), done
under contract for the Office of Econcmic Opportunity. This study
urged a minimum funding period of five years for pilot voucher pro-
grams in a few select distriects, and also contained a strong reccm=
mendation for an eight-year funding period. The recommendations
contained in this study may have had some influence on federal ESP
planners because of broad similarities between the two proposed
types of federal programs. In any event, it is noteworthy that the
voucher study tied the notion of long-term funding to the encour-
agement of certain generally stated changes in a school system's
components. The study suggested that an extended funding period
was required to more adequately: " (1) provide sufficient options
and diversity; (2) develop supplemental programs to those which al-
ready existed; (3) provide a greater amount of programmatic infor-
mation to parents; (4) encourage the development of a parallel
organizational structure; (5) encourage a higher degree of parental/
community governance; (6) develop continuity in the articulation of
curriculum; and (7) develop §fﬂg£am5 which were to be aimed predomi-—
nantly toward low-income families.

For federal ESP designers, too, ample meney and general guide-
lines seemed to require one another. In conjunction with ESP's
comprehiensiveness requirements, the forward- -funding strategy was
developed to allay district uncertainty while compelling districts
to plan authentically for holistic change. By offering a seemingly
gubst. _.tial sum of money to communities at a time when uncemmitted
dollars were hard to come by, ESP was supposed to create a powerful
incentive for school districts to think in comprehensive terms. A
constant monitoring of local experiments, justified by the govern-
ment's own long-term financial commitment, might also arrest
school districts’ natural tendency to controvert the federal purpocse.

4, The Strategy of Evaluation

Federal official. :ontended that evaluation and documentation
of ESP projects were necessary and important due to the lack of
reliable evaluation in other federal education programs and to th=
unknown ingredients of comprehensive change. Past failure to evalu-
ate or to understand change processes was explicitly traced by the
government to the lack of "sufficient education theory and suffi-
ciently powerful statistical techniques to identify and deteyrmine
the relative importance of the various factors influ=encing educa-
tional progress" (U.S. Department of Health, Education, and Welfare,

1969).
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The federal ESP intention was to authorize local project staff
to undertake "formative" evaluation of local experiments; "swmmative"
evaluation would be undertaken by external contractors who would
report to the federal ESP office, not to local school officials.
Formative evaluation was to assist in the improvement of local pro-
jects while they were in the throes of development and operation.
Summative evaluation was to assess the overall impact of a local
project throughout its lifetime. The rationales for combining in
one local project both types of evaluation were as follows:

1. Funding. Education evaluations tended to be funded mea-
gerly: this necessitated very limited types of studies. Evalua-
tions of large-scale and complex programs tended to depend on
"economic" measures and techniques, given the scarce funding. How-
ever, in ESP, the level of investment in evaluation was meant to be
commensurate with the formidable task.

2. Personnel. Evaluators were frequently brought in after
the fact rather than at the early stages of a project. Even then,
studies were most often conducted haphazardly and intermittently,
rather than by continuous on-site presence. Evaluators often had
limited training and experience, and were asked to play multiple
and conflicting roles in a particular project. In ESP, though,
continuous on-site evaluation was intended as a hallmark of the
program. Experienced inter-disciplinary teams would be recruited.

3. Method. Most evaluations were stationed outside the pro-
gram to be evaluated, in the sense that a few important variables
under investigation were settled upon in a priori fashion, without
their selection being sensitive to all the factors crucial to a
given program. As a consequence, such evaluations were unable to
appraise tne interdependencies and interactions of variables. Few
studies attempted to documerrt fully what a school system's program
actually was. Instead, most reported what was supposed to be
happening rather than what did happen. But the evaluation-and-
documentation designs for ESP were meant to be as comprehensive as
the local programs themselves. Maximizing what one could learn
from diverse field experiments called for the adoption of techni-
ques from a number of academic fields.

In concluding this chapter's discussior of the four R&D
strategies followed by OE/NIE, we may say that differing and fluc-
tuating perspectives about the strategies make it exceedingly dif-
ficult to recapture exactly the relative weight to be accorded the
several rationales for each. Some of thase rationales were more
implicit in the strategies themselves than expressed outright a¢
the time of ESP's inauguration. Others seemed to have emerged
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during local implementation. However, we have presented the major
and most persuasive rationales for each strategy and shall assess
in Part II of this report the actual impact of the strategies on
the Berkeley Experimental Schools Program.
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Drawing on the specific context of BUSD/BESP, this second
part of Volume I presents and analyzes our findings about the
largely negative impact of the four federal R&D strategies.
analysis of the distrust, confusion, and uncertainty surrounding
BESP as an RgD "experiment.” We examine in detail the manner in
which the R&D strategies were applied and not applied to BESP,
and with what consequences. We assess the conditions at the
local and federal levels under which the attempt to test the
strategies was made; we raise theoretical issues concerning the
preconditions to testing assumed or implied by the strategies.

Part II consists of four chapters, each organized around
a single and different R&D strategy. Each chapter begins with

fluenced by a given strategy. However, in all four chapters,
we show that the strategies could not be neatly compartmented
in practice, that they affected one another and were mutually
incompatible in some crucial respects. In particular, the
tension between the strategy of local planning and the other
three strategies (comprehensiveness, forward funding, and
eviluation) is explicated.

Throughout Part II we stress that BESP was not a univocal
program but rather an uneasy mixture of various attitudes,
values, and behavior. The various people and institutions in-
volved in BESP seldom held converging and consistent perspectives
on the strategies. To evoke for analytical purposes the impli-
cations of these divisions, we examine the interpretations (and
lack thereof) placed on the strategies by federal ESP, BUSD,
and consumers (students, parents, and, when appropriate, teachers).
Elaborating on this explanatory scheme, we analyze the effects
on BESP of changing actors and emerging institutional prefer-
ences, showing how apparent agreements often gave way to under-
lying differences in viewpoint. The absence in BESP of binding
consensual definitions of the strategies is a theme which per-
meates and unifies the separate chapters on each strategy.

This theme is appropriately introduced in Chapter 5,
which centers on the haste, indecisiveness, and disinterest
with which BESP goals were planned. We show that for the follow-
ing goals there was no true plan: the creation of options, the
eliminatien of institutional racism and increase in basic
skills, and the provision of decision-making power to site

92

69



consumers. For each goal, we establish criteria against which
to assess and measure fulfillment. Chapter 5 sets the tone for
the remaining three chapters insofar as it notes structural

and policy rigidities in BUSD, uncorrected by original BESP
planning.

1

H

[ed

Similar rigidities beset the introduction .nto BESP of th
other - derally mandated strategies, and lack of agreement on
the meaning of the strategies prohibited the expulsion of local
obstacles to comprehensive change. As we demonstrate in Chapter
€, the two main indexes to BESP comprehensiveness--K-12 options
and a parallel crganization--were not seriously planned, with
resulting deficiencies inthe impact and scope of the local pro=
gram. Variations on the same basic problems of lack of con-
sistent agreement and inflexibility in BUSD as a "receiving”
system are delineated in our analysis of five-year forward
funding in Chapter 7. 1In keeping with the theme that BESP
was a "$6 million misunderstanding," we reserve to final
Chapter 8 a capsule history of the pnroblems afflicting the dual-
level evaluation strategy, for it epitomized the whole program's
flawed funding logic, hesitant conceptualization, and unclear
lines of responsibility.
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CHAPTER 5: BESP'S LOCAL PLAN AS AN EDUCATIONAL R&D STRATEGY

A. The Development of the Local Plan

The local plan concept was in many ways the most important
strategy exemplified by BESP within the framework of an educational
R&D project. As has been previously described, local participation,
commitment and innovative ideas expressed in a "local plan® were
thought to be the major mechanism for bridging the interface gap
between federal aspirations and local school district desires. The
ESP was a brave federal attempt to build upon this time-honored
concept, but there was, in reality, neither sufficient time nor
support for the local planning process in the OE/ESP scheme of
things.

All school districts are pluralistic--different groups want
different things, and a "loecal plan" capable of bringing compre-
hensive change to a school district could only emerge after a very
complex planning process which is itself Preeminently political.

It is more than the generation of a master plan or of positien
papers, more than the outlining of goals and the detailing of well-
defined, coordinated, organizational roles. Planning certifies who
is important and what is important even if this has to result from
contending parties fighting over the spoils. This certification
process may aptly be termed "political," since it serves to capture
the sympathy of an “audience" which is "played to." The spirit in
which planning is conducted sets bPrecedents and expectations wrich
are likely to help or hinder a new program throughout its later
implementation. If the process includes the bona fide opinion=
makers in a district, and appears to be rational, doubts about the

“substance of a program do not necessarily interfere with arousal of

enthusiasm and support for it. Planning can make the "plan" some-
what immune to criticism. True, planning does not end with the
start-up of a local program, the development of policy and its
initial application. Planning continues to help cope with slippage
in conditiens and the need to modify goals. But an ability to sus~-
tain an initially favorable impression ¢ € a new program enhances the
likelihood that disputes over content can eventually be ironed out.
The words that Sproull, Weiner, and Wolf (1975) use to describe tP-
s.gnificance of planning for the creation of the NIE also apply tcc
that agency's stepchild, ESP:

The process of planning demonstrates a style
of analysis and decision-making. TIf the
audience is impressed with the style, it is
unlikely to quarrel with the content. Finally,



to announce that an agency is being planned
endows the concept of that agency with an
aura of judiciousness and rationality. The
"plan" itself becomes a symbolic reassurance
that good faith and sound minds stand behind
the proposal.
However, it is also true that the "plan" tends to be forgotten
unless used zs an enforcement document. Plans can, moreover, be
misleading,

Yet, in order to encourage the sort of innovation that dis-
tricts would not ordinarily permit, federal education money cannot
be permitted t» reinforce an "“artificial" resolution of district
apprehensions in the local plan. If precautions are not taken,
federgl money may allow a district to buy time, to avoid genuine
resolution of fundamental conflicts. The soundness of the federal
grant system is impaired when the government misperceives the local
conditions forming the backdrop of a district's application. To
have a reasonable chance that grants will further innovation, the
government must fund the district, not simply its proposal.

The federal ESP sought to work around the tension betwesn ex-
ternally recommended innovation and local adoption. It propused to
leave to local definition and practice the fixing of goals which
would be consistent with the past, vet which would mark another step
forward.

Turning to BESP planning that led to the production of a "local
plan,” we find it to have been deficient in three areas: (1) school
board and central administration's confidence and resolve about what
the District was taking on; (2) inclusion of newly emergent values
and groups; and {3) conveyance of a sense of responsibility and in-
formation to all BUSD personnel, especially teachers and principals.

Further, the federally imposed timeline for ESP initiation
severely hampered BUSD planning. In February 1971, "interested
persons,” meaning those whom the central administration could pre=
dict to be "interested," were told by the BUSD central planning stafr
that they had only a few days to fashion their ideas abo: t possible
innovations. Between February 26 and March 2, as the I 'anning and
Development Director later confirmed, the bulk of the Proposals were
received by his staff. The Director waited until March 15 to send a
memorandum to persons selected by the central administration for a
screening committe . which would rate the proposals on the following
day, March 16. They had little more than 24 hours to read a packet
of information, consisting of 38 project proposals, a prospectus, a
set of federal gquidelines, a statement on District-established BESP
goals, and the March news release. The screening committee was com=
posed of representatives from tes:’ - vrIanizations, the Board, and
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some parents and students. The full complement of 55 proposals
initially received by the BUSD planning staff was not considered
by the committee. Moreover, the Director later admitted that the
Eammittee'g :atiﬂgs wara "cémbinei” ;y his affiie with its own
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méndat;on% *a the Eaard as tD which Sltés shauéd be included in
BESP. The Board endcrsed the combined set of ratings and on April 1
the administrative staff began writing the final proposal which was
due April 10 in Washingtor. The proposal was refined, revised, and
submitted to OE/ESP two days before the deadline.

The institut onal role of the BUSD Office of Planning and
Development is also noteworthy. The OPD is headed by a highly pre-=
ficient grant- wrltér, a virtuoso at the increasingly valued craft
of bringing outside money into a school district. He played a con-
siderable part in coordinating the BESP application, More generally,
however, OPD's impact on BUSD policy has been immense. Its sway has
not depended on officially recognized power, but on the adaptations
to its bureaucratically prescribed activities by more fully legit-
imized school authorities. Simply by expediting funding applications,
the OPD writes the tune to which the rest of the BUSD must dance.

But having written, the hand moves on: other federal programs bezkon.
Ircnically, a BESP proposal which heralded s need for organizational
change was chiefly fashioned by an office which symbolized unaccount-
ability to the community.

Once set in motion, the Berkaley application had its own
dynamic. The creation of local site proposals was the result of
BUSD planning. The overall proposal to Washington was ame: ‘ed after
intensive gquestioning of BUSD officials by federal ones. Standing
between these two planning processes was the BUSD central adminis-
tration, notably the Superintendent and the Director for Planning
and Development. Even the BUSD school board, when finally called
upon to ratify the application, was asked, in effect, to rubkberstamp
a set of individual site proposals which had to be read and endorsed
hurriedly if the District was to meet the application deadline.
Indeed th? @uperiﬁténdent latér admitteﬁ to Level 1T 3taff that the

s;*a propgsals_ Tne preclse agreements :gached by thé BUSD and the
federal ESP office, particularly about district compliance with
federal cenditions, remain obfuscated to this day.

rccording to the BUSD/BESP proposal, the District would be
guided by these goals:

1. To provide program options that will reflect the cultural
pluralism extant in the school community and affirm the
District's value of it.
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To provide a system which can move toward the eliminatien
of racism in the schools and the larger community, and
which will facilitate the acguisition of basic skills for
those youngsters who are educationally disadvantaged,
with special focus on those who are members of the ethnic
minority groups.

L
M

To provide significant changes in the administration and
organization of the system so that power of decision-
making becomes a shared activity.

How did BESP implement these goals and how effective were
these activities in producing “comprehensive change” in BUSD?
This has been one of the tasks of our summative evaluation duriag

which we evaluated the outcome of each of the three gcals specified
by the local plan.

B. Summary of the Findings

We present below a brief precis of our summative evaluation
of the outcome of BESP's efforts to attain the three goals implicit
in its local plan.

1. Outcome of program @pﬁicnsrin BESP (1971-1976)

a. Of the 23 options actually develorad in BESP, only one-
half were evaluated as being different in .ay degree from common
schools. Of those options which were eventually phased-in, only 27

culum, teaching styles or structure,

b. Options which provided separate ethnic schocls wesre closed
by the BUSD for fear of losing federal monetary support. At the
end of the 1972/73 school year, Casa de la Raza and Black House
were discontinued by the BUSD because HEW's Office for Civil Rights
ruled that the racial separatism of these two schools violated Title
VI of the 1964 Civil Rights Act. One year later, the =school dis-
trict closed United Nations West as racially separatist, leaving one
Berkeley High School sub=-school as an all-Black "option" (albeit its
students attend reqular classes as well as separatist classes).

¢. Options which did not receive school-wide support or could
not sustain enrollment were phased out or merged during the last
two years of BESP funding. The first two such program casualities
were the two junier high on-site options, KARE and Willard Alternative.

d. The actual phase-in of BESP included only seven options,
five of which existed before BESP planning. The five are East
Campus, Jefferson Tri-Part, Kilimanjarec, Model Secheol A, and Odyssey.
Only Early Learning Center and College Prep remain of the 13 options
established with BESP funding. 937

74

A



e. BESP has not led to increased diversity of education with-
in the BUSD. There have been few observable or reportable innova-
tions in curriculum, educational practices, teaching styles or
organizational structures. Over the last three years of funding,
BESP has become less open and more structured, less autonomous and
more centralized, less scattered and more consolidated. Interv aws
with BESP dlfe:taFg and with feacheva in both BESP and cormmon

=T

eTween the BESP/BUSD curricula,

schools revealed few Jiffe cas
teaching stvles, staff make-up or ,tll+33tlﬂﬂg or in the use of
educa*ticnal output measures.

f. BESP has not led to increased knowledge of choice by
parents and students. As to degrees of choice, parents and students
knew something about BESP, but the scope of their knowledge was
limited. =Students in alternative schools perceived slightly more
choice of alternatives than did common school students, a natural
result of their status as BESP students. Since most of the alter-
natives were located within a common school, this reinforced the
perception among many students that alternatives were neither di-
verse nor particularly innovative. Berkeley common schools are

also innovative in many of their classrooms, and many students and
parents did not know of any differences between them and BESP option
programs,

2. Outcome of decreasing racism and increasing acquisition of
basic skills (1971-1976) '

of BUSD, Empl@yment opportunities for minorities have not in-
creased because of BESP. Although many minority persons were hired
during the first three years of BESP, most of the non-certificated
BESP classroom staff were terminated at the end of the 1973/74
school year. Some BESP certificated staff members were laid off at
the end of the 1975/76 school year because of the fiscal sgueeze
and their lack of seniority in BUSD. Although the BESP training
component did establish a credentialing program to enable 58 non~
credentialed staff to obtain professional status by earning academic
credit towards State credential requirements, the program was dis-
continued during the second phase of the project.

a. BESP did not significantly alter the organizational format

b. BESP did seem to contribute to changing curriecular contents
to reflect traditions and accomplishments of ethnic groups in
America. The BESP training component developed curricula in the
area of ethnic histories and cultures. It trained a large number of
BESP teachers in the use of the TABA social studies series. It
offered social studies and history courses with a multi-cultural
approach.
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2. Students and staff in BESP were more sensitized to institu-
tional racism than were those in BUSD. sStudents in BESP reported
they had observed less racism in their scheol than did students in
the common schools. Teachers in BESP were somewhat more concerned
about the preoblems of institutional racism than were BUSD teachers,
based on responses to an interview guestionnaire,

d. The BESP had no differential impact on the accuisition of
basic skills as measured by standardized test scores. Comparisons
were made between BESP and common school students over a three-vear
period (1973-1976). An analysis of these comparisons showed no
significant differences between the test scores of BESP and common
school students in any grade, at any time in the program.

e. BESP had no significant effect on the acquisition of basic
skills by those students who are members of ethnic minority groups.
An analysis of CTBS reading scores for each grade showed that test
scores for Black students diverged dramatically from those of whites
from the 4th grade level on. The gap betwesen minority and white
students increased steadily through their school careers regardless
of their enrollment in the BESP or common schools.

3. Outcome of developing power-sharing (1971-1976)

a. The BESP did not make structural changes in the BUSD cap-
able of putting a site community (students, parents, and teachers)
in control of its pregram or school. A closer solidarity among
consumers and teachers than traditional schools seem able or will-
ing to grant did emerge at off-site BESP schools. However, this
achievement was not supported by a continuing basis for power-sharing.
therefore, the new-found “"sense of community" was fitful and
evanescent.

b. The power-sharing that did occur marked the opening three
years of the BESP rather than existing at its close. By 1973/74,
real experiments in power-sharing were lost with the closing of Casa
de la Raza and Black House, or substantially diluted by adminis-
trative intervention or a diminution of parent activity in the
governance of Odyssey and Kilimanjaro.

c. It proved impossible to devise incentives and opportunities
to involve parents, students, and teachers consistently in school
affairs, either at a given site or throughout the schoel carser.
What worked at one time and place did not necessarily work at
another. The history of BESP power=sharing is a sheckered one.

d. Some sites deliberately rejected power-sharing. This was

true of the "supplementary" West Campus 9th grade sites (HUI, Yoga/
Reading, Career Exploration, Work/Study), the aborted junior high
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"altermatives” (KAFE and Willard), and certain Berkeley Eigh School
sites emphasizing "academics"” instead of "social experience" (Model
Schoel A; On Target, College Prep).

e. Some sites were so locked intc normal BUSD operations as
to have, past a point, little power to share, despite their feeble
encouragement of this geal. This was true of sites which eithar
predated the BESP as essentially zone-resStricted common schools
{(Fefferson, Franklin Alternative, John Muir) or were esstablished
for spacial clienteles with BUSD encouragement (Early Learning
Center and East Campus).

f. Some sites stressed more than the others an identity pre-
dicated upon community involvement in order to persis+ in the face
of Jisruption; however, actual power-sharing was largely fictitious
at these times, as was shown when internal site conflict was halted
by the site director or the BUSD and BESP central administrations.
This was true of Odyssey, Kilimanjaro, Other Ways, Agora, Genesis,
and, to a lesser degree, Environmental Studies.

g. The more active interest that parents usually take in the
schooling of younger children was not counterbalanced by BESPE, des-
pite the fact that most sites existed at the junior and senior high
levels. New and attractive forms for parental involvement at the
gecondary level were not created. Only Casa de la Raza (K-12),
Odyssey (7-9), Early Learning Center (K-3), and Kilimanjaro (k-6)
developed formal governing boards with parental partjcipation,

In fact, parental invelvement at Berkeley High BESP sites suffered
in comparison to that at the regular senior high school, owing to
the almost exclusive student-oriented biases of the sites and the
greater number of standard parent-oriented zctivities at the commen
school. :

h. Even more generally, however, the BUSD/BESP central admin-~
istrations did not plan for power-sharing; a corporate form therest,
applicable across sites, was not devised from above. instead, dis-
cretion was conferred on each site to fashion a form of community
involvement that would coincide with the particular circumstances of
each. Opiniens about what would actually constitute "power-sharing,"
when they existed, varied within and between sites. Thus, the reali-
zation of this goal was frustrated by its incompatibility with BUSD
 priorities and structures, and by disinterest or differences of
opinion at the site lsvel.

i. BESP parental participation differeq little statistically

from parental participation in the common schools, whose presumed
failure to share power provided one of the rationales for BESP.
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j. There was no significant difference between parents of
BESP and cormmon school students when they were asked if they knew
what was going on in their child's school. The same lack of dif-

changed in their child's school if they had a complaint. Of both
BESP and common school parents, at every grade level, about half be-
lieved they could get successful complaint resolution., Parents were
also asked whether they were satisfied with the meetings they had
with their child's teacher; again, the data revealed no sigqnifieant
difference at any grade level.

C. Explanation of the Findings

We now turn to an elaboration and explanation of these findings,
- Y N - .
following the same sequence as above.

1. Local Plan Goal #1: The Development of Program Options

One of the essential gcals of BESP was to create educational
alternatives to the commcn schools that already existed in the dis-
trict. Students themselves could then elect, if they and their par-
ents 50 chose, to attend one or another of the options provided,

But what constitutes an option, how can it be described and studied?
An option must have two distinct properties. It must offer something
educationally different, and it must be available to parents and
students in such a way that they can choose among different offerings.
Each option must therefore be assessed in terms of its degree of
diversity and the degree of freedom with whieh it may be chosen.

If options (meeting the two eriteria of diversity and choice)
were not found in the alternative schools, then it followed that no
comprehensive change attributable to BESF would occur in the public
school system. Therefore, our first task was to discover whether and
how BUSD/BESP offered educational diversity and allowed its consumers
(parents and students) freedom to select among the schools so as to
‘match each child's educational interest with a specific school that
would meet the child's educational needs, would maintain his/her inter-
est, and would maximize his/her motivation for learning.

Diversity in BESP Schools. Empirically, almost all of the 20
BESP programs* appear to have contained some degree of uniqueness,
according to the six basic items we used to define diversity: (1)
a non-graded classroom structure, (2) peer teaching wisible in the
majority of the school's classes, (3) an interdisciplinary approach
to subjects; (4) a thematic emphasis on multi-cultural curriculum,

*Of the 23 BESP sites, two programs terminated before ISA's class-
rcom observation began, and Agora merged with Genesis in the Fall

of 1974, 10 1
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{(5) a thematic empnasis on controversial or avant-garde subjects,
and (6) programmed learning.

These six indicators of "diversity"” were éhOSEE from observa-
tional data which reported “"distinct® or "unique" or "different™
aspects of BESP sites, combined with interview data obtained from
BESP directors and teachers, claiming that their site provided
educational “options™ or "diversity" or "innovation."

Table 2 presents the number of indicators of diversity we
found in each of the BESP schools. One site had no indicators of
diversity, seven had one indicator, four had two, five had three,
two had four and one had five. It is particularly noteworthy that
although the local plan called specifically for program options to
meet the needs of culturally pluralistic student groups, only cne-
half of the sites were found by our observers to be presenting any
type of culturally pluralistic curricula or activities to their
students.

Freedom of Choice. A second criterion of an option is the
freedom of its consumers (parents/students) to choose the site they
feel will best meet their interests or needs. Choice addresses the
question: regardless of whether or not a program is unique, has
freedom of choice been exercised in the decision to attend a par-
ticular scheol?

Early in the process of documenting and evaluating BESP we
noted that the ideal model of a "free market," where students
exercised freedom of cheoice in selecting Echéﬂlg, was more rhetor-
ical than substantive.* At certain schools and at certain grade
levels, choice was severely restricted because of a number of
structural constraints that operated at the district level., Systemic
barriers to choice were of three types: (1) integration and zoning
regulations, (2) programs devised exclusively for special "problem"
students, and (3) channeling processes within BUSD.

The BUSD initiated a policy of school integration in September,
1968, and several consequences flowed from the implementation of the
school integration plan.**

*For a more th@z@ugh discussion of this point, see ISA's report,
The Choice Structure of the Berkeley Experimental Schools, July 15,
1973.

**In noting the limitations on choice that flowed from zoning regqu-
lations, instituted to achieve desegregation, ISA does not imply,
of course, that segregation--either de jure or de facto--affords
greater "freedom."” On the contrary, 1n5t1tutlonal segregation,

tailored by institutional racism, is the deprivation of choice.
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2 2: EDUCATIONAL DIVERSITY INDICATORS BY SITE, BESP SCHOOLS
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In order to facilitate a racial balance in all schools, the
‘district was divided into a number of geographic zones. At the
primary level (especially X-3), these zones defined the potential
population for a given school. Students were bused to a given
primary schcol according to the zone in which they lived. 1In
contrast, the high school drew from the entire schesl district;
therefore, zoning plaved no role in the freedom cf individual
choice for high school students. In general, our evidence sug-
gests that zoning was inversely related to grade level; that is,
the higher the grade level, the less the impact that distriect-
mandated zoning had on freedom of individual choice of schools.

In characterizing the situation as one in which zoning in-
fluenced freedom of choice, it is important to note that the dis-
tinctions were not so much matters of kind as of aegree. There
were no situations where zoning operated in such a way as to be
absolutely determinative. Even in the lower grades (K=3), where
the designated zone was most restrictive, various options existed
within schools from which a given student could select. For some
of the schools from the fourth grade to high school, zoning played
an important role, but the main pattern was one WhE;Elﬂ a student
had a choice between the "regular" school in the zone or the al-
ternative (BESP) school that drew largely from that same zone.

In addition to district-mandated zoning, other "systemic"
factors affected individual choice. Several schools were specific-
ally intended for students who had special problems that made it
difficult for them to function in "regular" school settings (e.g.,
students "sent" to the continuation school, East Campus). It is
a2 tenable conclusion that because there was no other place (or few
other places) where a student enrolled in one of these programs
could. go, such a student had little freedom of choice. His "prob~
lem" was defined on a district-wide basis, and such students were
channeled to "special" schools from other dist: ict programs, schools
or community agencies.

Obviously all public school districts engage in "matching"
educational programs and presumed student characteristics, at least
to some degree. An exhaustive study of educational channeling in
a secondary school (Cicourel and Kitsuse, 1963) concluded that
specialization of bureaucratic function increases its extent:

It is our thesis that the bureaucratization of
the counseling system in large, comprehensive
high schools leads to an emphasis upon and con-
cern for professional status among counselors,
and that this professionalization will produce
a greater range and frequency of student prob-
lems (e.g., over and underachievers) than in
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schools in which counseling duties are assigned
to and performed by less professiocnalized
teacher-counselors. Furthermore, there should
be a specific emphasis upon defining the aca-
demic difficulties of students in clinical
terms, and this emphasis should significantly
affect the processing of students in the search
for talent, the differential sponsorship of
students to higher educational opportunities,
and the processes of social mobility within the
larger society.

These conclusions were based on observations in a high school where
the student-counselor ratic averaged aprroximately 225 to one.

This school was chosen because it represented an extreme: it was
atypical in the sense that each counselor had relatively few stu-
dents to advise, in comparisen with other possible high scheol
settings. Our study found that student-counselor ratios at
Berkeley High School were even lower than those in the school men-
tioned above. Depending on the definition used, between 15 and 20
persons employed at Berkeley High could be conceived as "counselors."
Even the most strict definition produced a ratio of students to
counselors below 200 to one. Our field observations tended to
corroborate the Cicourel and Kitsuse conclusions quoted above.
Counselors and administrative personnel did play an important role
in student choice at the high school level. In most cases this role
was only informational or advisory; nevertheless, by setting bound-
aries on student options and defining the nature of student and
program characteristics, counselors and administrators could and
did have an important impact on student choice.

Obviously, some of the system-barriers to choice mentioned
above affected the structure of student choice more than others.
In general, the most important factor affecting choice was the
district's zoning policy. Secondly, the "special problem" programs
functioned in conjunction with the counseling system to produce
channeling, thereby reducing choice. And thirdly, "channeling" or
"tracking" also occurred independently, since "spacial programs"
could and did acquire students without assignment by counselors.

Using these three factors, we classified the BESP schools
along a single continuum, ranging from those which permitted the
most freedom of choice to those with the least:

° "Relative Free Choice." Observations indicated that
there were few barriers to free choice. Five schools
wera of this type: Early Learning Center, Kiliman-
jaro, Odyssey, Agora/Genesis, and On Target.
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? "Choice Within Individual Site." Although choice in
these schools was hindered by zoning, there were
options within these schools from which a student or
parent could select, Three schools fell in thig cate-
gory: Jefferson, Franklin Alternative, and Willard
Alternative.

¢ "Little Freedom of Choice." Zoning played an impor-
tant role, or counselors and other school personnel
restricted choice significantly on the basis of
achievement or other presumed student characteristics.
The remaining BESP schools fell into this last cate-
gory: John Muir, Environmental Studies, HUI, HILC,
KARE, Work study, Career Exploration, East Campus,
MEA, College Prep, School of the Arts, and UN West.

Developing an Optien Typology. After classifying the BESP
schools sepa:atély along the two centinua of diversity and freedom
of choice (by using the criteria explicated in the two preceding
sections), we combined the results to form a typolegy of schools,
resulting in the four types shown in Table 3.*

The Type I sites had neither free choice nor diversity--they
had a regular school structure. The following BESP schools were
in the Low-Choice and Low-Diversity Category: John Muir, Environ-
mental Studies, HUI, Career Exploration, HILC, Work Study, East
Campus, .14 KARE,

The Type II sites had a routinized intake, but had some diver-
sity within their educational offerings. The following BESP schools
were in the Low-Choice and High-Diversity Category: Model School A,
College Prep, School of the Arts, and UN West.

The Type IIT sites had a relatively free-choice potential, but
had few innovative or unique programs for their students. The
following BESP schools were in the High-Choice and Low-Diversity
Category: Kilimanjaro, On Target, Jefferson and Willard Alternative.

The Type IV sites had both a relatively open choice structure
and a diverse curriculum and/or unique teaching practices, ete. The
following schools were in the High-Choice and High-Diversity Cate-
gory: Early Learning Center, Franklin Alternative, Odyssey, and
Agora/Genesis.

*For statistical purposes and reasons of practicality, we simplified
the "freedom of choice" continuum by reducing its categories from
three to two, combining the schools classified as "Choice within
Individual Site" and those classified as having "Relative Free Choice."
The "diversity" continuum was also dichotomized.

100

83



TABLE 3: TYPCLOGY OF BESP SCHOO™ - BASED ON

DEGREE OF DIVERSTTY AN CHOICE

Degree of Diversity

Low High

Degree of Choice Type I

John Muir Model Schoel A
Environmental Studies College Prep

HUI School of the Arts
Low Career Exploration UN West

i HILC

Werk Study
Fast Campus

Type III Type IV

Kilimanjaro Early Learning Center
High On Target Odyssey

Jefferson Agora/Genesis
Willard Alternative Franklin Alternative

Effect of Option Types on Students. We will now examine whether
these four option t~~s have any relation to a student's achievement,
self-esteem, and anomie. Many researchers have tried to relate
school variations teo student ocutcomes, but few have been able to
report that such variation has any differential effect,

The first relationship examined is that between options and stu-
dent gains in achievement. For this analysis, we asked if the BESP
option types had any impact on a student's average annual growth in
CTBS reading scores over three years (1973~-1976). Examining Table 4,
we find that white and Asian students attending different option
types do not differ significantly in their achievement gains. How-
and Chicano group. Those students who are in either high choice or
high diversity options are better achievers than those who are in
the options with low choice/low diversity or high choice/high diversity.

In Table 4 and the two that follow it, we have combined Blacks
and Chicanos into one group and whites and Asians inte another.
The ratlonale for this procedure is twofold: (1) the data revealed
a conspicuous and significant division between Blacks and Chicanos
on the one hand, and whites and Asians on the other; and (2) sinece
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TABLE 4: AVERAGE ANNUAL CTBS READING GAINS IN YEARS, BY

TYPE DF SCHDOL ANB ETHNIC;TY (1574_1975)

Blacks and Whites and

_Chicanos Asians ___ Total
Mean Mean Mean
n Gain n Gain n_ Gain

BESF Type I: Low Choice L o ) . . . )
Low Diversity 124 .725 99 1l.284 223 .975
BESP Type II: Low Choice, - L ] )

High Diversity 52 .B885 108 1.298 160 1,164

BESP Type ITII: High Choice,

s . .
Low Diver ty 95 1.129

44 .905 51 1.3

(%]
T

BESP Type IV: High Choice,

High Diversity 41 .756 73 1.296 114 1.142

Total, BESP Schools 261  .809 331 1.297 592 1.083
Tatal, Common Schools 147 .756 137 1.297 284 1.016
Grand Total 408  .790 468 1.297 876 1.061

the numbers of Chicanos and Asians were so small as to be of little
use in statistical analysis, it seemed utilitarian to join them
with the respective larger groups whose scores were similar. In
connection with this procedure, it might be relevant to cite Ogbu
(1974) , who wrote:

I shall distinguish between two types of ethnie
m;n@rltled..., désignat;nq onhe group as sub—
bordinate minority and the other as 1mm1ﬁrant
m;nér;tles. By subordinate minorities I mean

those minority groups “» were incorporated
into the United States ~>re or less against
their will. Subordinate minorites include

the American Indians who were already here be-
fore the dominant whites arrived and cangquered
them, the Mexican-Americans of the Southwest
and Texas who were similarly incorporated by
conquest, and blacks who were brought here as
slaves. Immigrant minorities include Arabs,
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Chinese, Fllippinos, Japanese, among others.
These groups came to the United States for
the same reasons as the dominant whites--

for political or religious asylum, but es-
pecially for economic betterment. Subordi-
nate and immigrant minorities appear to dif-
fer in the way they perceive American society
and in how they respond to the educational
system. ¥

Next in Table 5, we examine the relationship between option
types and the academic self-concept of students (Appendix II con-
tains a detailed description of how the academic self-concept scale
was constructed). Here, among Blacks and Chicanos, we find the
same variation between option types and self-concept as we did in
reading scores: Blacks and Chicanos have the highest self-concept
scores in the low-choice/high-diversity and high-choice/low-diversity
options. 'Among whites and Asians, there is considerably more vari-
ation in academic self-concept than there was in reading gains, but
none of the differences between students enrolled in different option
types is statistically significant. Overall, when all students are
considered jointly, students with the highest academic self-concepts
are found in the low-choice/high-diversity options.

option types. The Srole Anomie Scale is an instrument generally
deemed to be a measure of an individual's belief in the suitability
or unsuitability of the social structure, and his sense of power or
powerlessness in that structure (see Appendix II). A high anomie
score indicates a low sense of social control. For Black and Chicano
students, those who are in the low=choice/high-diversity option

have lower anomie scores than those in the other three options. The
‘white and Asian students with low anomie scores are also dispropor-

' tionately in low-choice/high-diversity options, while those in the
hign-choice/low-diversity options scored highest in anomie (Table 6).

‘Although the differences we found cannot be attributed to the
option types alone, we did find that the low-choice/high-diversity
students scored slightly better than students in the other option
types on each of the three measures, regardless of student ethnicity.
Second, the high-choice/high-diveristy options do not significantly

*Ogbu's distinction runs counter to that of "Third World" protagon-
ists who perceive an essential affinity among all “people of color"
and a fundamental schism between them and whites. However that may
be, in the Berkeley school system all the available evaluative data
indicate an affinity between Asians and whites and a gap between
them and Blacks and Chicanos.



_SCORES, BY

[

CADEMIC_SELF~-CONCEPT

YPE OF SCHOOL AND ETHNICITY

BESP Type I: Low Choice,
Low Diversity

BESP Type II: Low Choice,

High Diversity
BESP Type III: High Choice,
Low Diversity

BESP Type IV: High Choice,
High Diversity

Blacks and

Whites and
Asians

Chicanos
B Mean

85 .759

B Mean

69 1.101

98 1.250

15 .967

.827

Total, BESP Schools

Total, Common Schools

1.004

Grand Total

TABLE 6: ANOMIE SCORES*,

1.016

BESP Type I: Low Choice,
Low Diversity

BESP Type II: Low Choice,

BESP Type III: High Choice,

Low Diversity

BESP Type IV: High Choice,

High Diversity

_Total

_n__ Mean

3l

16 3.563

17

3.353

14 2.429

2.300

135 2.713

Tatal, BES? Schools

Total, Common Schools

136 3.2

64

74 3.568

ot
\D
bS]

1.727

1.811

Grand Total

*High scores indicate a low belief
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impact on student achievement, academic self-concept, or anomie.
These findings are suggestive of the idea that choice may not be
important in affecting achievement. Further, diversity by plan or
by system design may best appeal to minority students. Since, as
we have previously shown, much of the so-called "diversity" is in
the multi-cultural curriculum field, it might be reasoned that
minority students are more likely to respond positively to schools

We caution the reader that while these findings are provocative,
the fact remains that Blacks and Chicanos still scored significantly
lower than whites and Asians on all measures. Compared to the
latter, Blacks and Chicanos have lower average reading gains, less
favorable academic self-concepts, and substantially higher anomie.
Nevertheless, Blacks and Chicanos in BESP programs do somewhat better
than do Blacks and Chicanos in the common schools, at least in read-
ing gains and levels of anomie; and it is of interest that school
diversity (particularly in sites with peer teaching and a multi-
cultural emphasis) favorably affected minority students on all three
measures.

Yet, when we examine the options that remain after the close
of BESP, we find that low-choice/high-diversity sites were not
necessarily selected to remain. Among the seven options phased-in,
only two (Model School A and College Prep) are such sites. Both
are sub-schools within the high school, and one is all-Black. It
would be of interest to continue to encourage such options for dis-
affected minority students. The other five phase-in options do not
impact as well upon the achievement, self-concept and anomie scores
of minority students as do some of the options which were "phased-
out" (especially UN West and School of the Arts).

2. Local Plan Goal #2: Eliminate Racism and Facilitate Acquisition
of Basic Skills - » )

The second goal in the BESP plan addressed a value, rather than
a goal per se. The plan writers asserted that racism was the barrier

to learning, especially for minority students, and that BESP would,
in some unspecified manner, attempt to "move toward eliminating
racism in the schools and the larger community."

Throughout these passing years, we have come to recognize the
complex, pervasive tenacity of institutionalized racism, and we neo
longer expect any one social institution to "cure" this deep-seated

"disease. Berkeley is sensitive to the deep racial divisions in our
society and this concern loomed large in BESP's local plan.

But this "goal" of the local plan was never operationalized, nor
were the mechanisms linking racism to options, and options to acqui-
sition of basic skills, ever thought through or presented in the
plan.
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We have assumed that the major mechanism for achieving such
goals would be found in the program options, and have therefore
analyzed student attitudes and achievement by option types. We
turn now to a fuller discussion of the BESP local plan's second
goal.

BESP's aim to decrease racism and its effects was to be
achieved partly by improving minority students' basic skills. To
test BESP's impact on the acquisition of basic skills among its
students, we analyzed the standardized achievement tests (Compre-
hensive Test of Basic 5kills in grades 2-11) administered to the
BUSD student body at semester intervals for the duration of the
program. A comparison of the standardized* mean scores of BESP
and common school students in each grade is given in Table 7,
covering a three-year period (1974-1976).

In general, the table reveals some differences in achievement
between BESP and common school students, but these differences form
no clear pattern, and the differences in the upper grades are sub-
ject to special explanations,

The apparent disparity between BESP and common school student
scores in grades 7 and 8 can be accounted-for by the nature of the
BESP program in those junior high school grades. KARE, a remedial
program, accounted for 78 percent of BESP students in these two
grades, Therefore, the difference in scores between BESP and com-
mon school students in grades 7 and 8 is the result of selection
bias, rather than an effect of the experimental program. After
KARE and Willard Alternative were terminated, Odyssey was the only
BESP site with grades 7 and 8 in 1975 and 1976. As the table shows,
scores for very few Odyssey 7th and 8th graders were available in
those years.

In the 9th grade, the vast bulk of the BESP students attended
HUI, a high-potential program that selected the most able students
in grade 9. Once again, the gap in achievement can be explained by
factors other than an effect of BESP vs. the common school.

The explanation of the apparent variation at the high school
level is different. _The testing policy of BUSD allowed students
in grades 10-11 to "top cut" of the CTRS, based on their teachers'
prior assessment of their basic skills ability. The population
that remained to take the test was biased towards the lowest 5351:
skills levels and too small ‘for reliable aggregate data. . .

*Test scores have been standardized on the national mean and stand-
ard deviation for each grade level resulting in standardized scores
ranging from 200 to 999.
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TABLE 7: CIBS READING MEANS, BY GRADE AND TYPE
OF SCHOOL, SPRING 1974 - SPRING 19767

__BESP S¢hools , Common School

_BESP Schools =~ _  Comnm 8 % of Tot- Total n
Grade n_ = _Mean 5.D. n Mean S.D. al Grade** in Grade

g 1974

120 464.77 74.39 724 444.13 78.55 80 1055
104 511.13 88.17 695 489,03 93.54 76 1051
94 539.19 93,77 797 521.32 100.31 79 1128
93 485.09 109.67 660 538.25 108.45 72 1046
103 513.81 105.06 638 573.97 115.98 72 1029
287 644.56 130.56 333 571.08 115.96 61 1016
137 605.51 151.98 143 506.27 76.38 25 1120

75 6l4.e8 122.27 71 512.06 86.25 14 1043

= O W 0o M
10 ]
L

[

76  366.66 54.57 519 360.57 59.36 67 1037
86 411.95 89.05 558  429.41 89,27 68 10924
30 415.72 85.72 582 450.58 92.71 61 1003
33 507,67 98.43 613 491.09 102.98 72 1036
92 539.34 106.30 666 535,70 107.50 74 1024
538.38 127.16 779  532.24 106.05 69 1140
13 602,23 113,94 693 568.61 114.33 70 1009
383 631,38 128.28 123 554,99 110.42 54 1067
48 552.85 129.73 101 517.26 79.83 13 1146
36 583.50 124.92 88 500.89 85.75 iz 1033

H O W 0 ~3 o Ui Lo b
oo

g

Spring 1976

116 372.31 61.67 542 363.57 56.78 69 953
121 438.36 78.60 522 438.02 86.11 68 946
76  480.26 78.27 494 457.74 920.21 65 877
102 470,39 89.27 464 477.90 96.38 64 884
91 541.15 100.35 475 531,90 103.20 &8 832
506.86 107.60 668 545,79 109.72 70 1064
7 509.00 119.84 720 582.58  110.5§ 68 1069
438 638.86 118.18 157 506.22 90.09 6l 975
37 565.54 80.41 46 491.35 92.90 8 1037
11 561.91 114.19 46 517.00 68.09 6 950

oD oW m a3 M s W b
~J

Jeit =

*Figures from BUSD Office. of Research and Evaluation. Test results
for 12th-graders are not included because, in that grade, the CTBS is
., administered only to a few students of lowest skill levels. The
Spring 1974 data do not include test results for grades 2 and 3 be-
cause the Coop Primary rather than the CTBS was used in those grades
that year.
**The percentage figures represent the proportions in each grade for
whom test results are available and recorded in the table.
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However, we would also suggest other interpretatiens-of the
findings. We question the validity of the testing proceduraes and
of the design of BESP itsgelf as an “experiment." On the latter
point, the implicit assumption appears to be that BESP gtudents
constitute an “experimental" graup who EPéﬁt their éntize sahael
ra:xd::mly selected stuaents whg we,ra ’ by and la;ge, :oncéntr,atad in
two separate zones, and who attended a BUSD school. This logie is
inappropriate, however, at the secondary level, Except for the
two off-site schools, Odyssey and East Campus, BESP programs were
not full-spectrum curricula, as were those in the elementary schoals.
They were, rather, partial programs which themselves depended on the
common school to provide an appreciable part of their curriculum,
Even in the most comprehensive BESP programs almost al)l students
still took a majority of their classes in the common school. Te
test the impact of BESP requires an experimental design, but the
"experimental" group was so thoroughly contaminated that j: was
practically impossible to assess the differential effect of BESP,

The second objection is that the BUSD testing program during
the five years of BESP injected both bias and measuUrement non-
comparability into the assessment of BESP impact. At the high
school level, the BUSD 0Office of Research and Evaluation, which was
charged with the supervision of all standardized test administration
in District schools, actually had no effective control either of
choice of testing materials or of procedures for administering them. -
As a result, instruments to measure achievement were not used con-
sistently over the five years of the program. Forms were changed
periodically; in addition, it was up to the discretion of each
teacher which test (CTBS or COOP) his/her class took. These incon=
sistencies biased the achievement measures of the high school sample.

The objections outlined above indicate that at best the high
school data were inconclusive as measures of BESP's impact. The
sources of error and bias discussed did not affect elementary level
students.

Despite these shartcamings, we analyzea the achievemént &ata

Ee:keley studentsg Indeed, the variat;ons that da exist in test
scores would seem to strike at the heart of a major objective of
BESP and of the Berkeley system as a whole-~the elimination of the
effects of racism by narrow1ng the achievement gap between white
and mineority students. . =
Table 8 below, comparing ethnic groups by the average annual
CTBS reading gains they achieved over the five years of BESP's ex-
istence, shows considerable and statistically significant differences
between these groups.
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TABLE 8: AVERAGE ANNUAL CTBS READING GAINS
’ IN YEARS, BY ETHNICITY (1972-1576)

Mean
Gain 5.D. n

White 1.359 . 353 320
Black «.759 . 300 354
Asian 1.304 . 390 64
Chicano .892 . 309 23
Other .993 .570 16

Total 1.063 .462 777

Between groups variance = 13.132615 4 4af
Within groups variance = .1140681 772 4f
Total variance = 13.2466831 776 df

F{4,777) = 115,878 P<.001

The table clearly indicates that the mean growth scores of white
and Asian students are substantially larger than those of Black and
Chicano students. Over the span of the program, the disadvantaged
minority students have lagged obviously and severely in their reading
mastery. BESP has not managed to erase the gap.

This is certainly a most serious finding, given the emphasis
placed by BUSD policy-makers on removing institutional racism and
remedyin; the effects of past discrimination. Tt would indicate
failure of two of BESP's primary goals: improving basic skills and
eliminating institutional racism.*

*Since these are disturbing findings, we subjected the data to a path
analysis in order to account for the demonstrable effect of ethni-
city on achievement gains. Briefly, we found (among high scheol
students) that ethnicity by itself accounts for 11 percent of the
variance; its first-order effects through father's and mother's
education account for an additional 15 percent; its further first-
order effects through peer group loyalties and anomic attitudes
account for another 16 percent; and second- and high-order effects
account for five percent of the total variance. In short, ethnicity
affects reading gains independently of socio-economic background,
peer attachments, and other attitudes and beliefs, but it also ex-
ercises an effect indirectly in that the parents of Blacks and
Chicanos tend to be less educated, which has a depressing effect

on academic achievement, and minority students are more likely than
others to have peer loyalties and anomic attitudes which also tend
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Actually, even though the BESP plan was vague about the strat-
egies BESP would employ to overcome institutional racism, two fur-
ther lines of attack were activated: (1) minority staff, both cer-
tificated and classified, were to be hired at every level of BESP;
and (2) every BESP site was to have some type of multi-cultural cur-
riculum,

Due to pressures from sectors of the minority communities, an-
other potential means to decrease racism also emerged: the develop-
ment of racially separate options within BESP. Four such racially
separate sites developed, one for Chicano students (Casa de la Raza),
and three for Black students (Black House, UN West, and College FPrep).
The racially separate schools found an uneasy home within BUSD, given
its commitment to racial integration, but were tolerated as "experi-
ments"” with the support of the federal ESP staff. Three were short-
lived, and.one remains after BESP's end.

How well did these three tactics to decrease institutional
racism fare?

(o

Increase in Minority Staff. Over the last three years of BESP
(the period covered by ISA's Level II evaluatioen), the percentages

of minority staff employed by BESP were as follows:

TABLE O: BESP STAFF BY ETHNICITY (1973/74 - 1975/76)

1973/74 1974/75 1975/76

White 46% 51% 54%
Black 34s% 30% 29%
Asian 13s 12% 10%
Chicano 6% 6% 7%
Other 1% 1% 0%

Total 100% 100% 100%
n 215 184 157

Table 9 shows that, in fact, the proportion of
ployed by BESP decreased over this period (Blacks by 15 percentage
points, Asians by 23 percentage points) while the proportion of
ercentage points. In abseolute figures,

whites increased by 17 p

to lower their achievement. The single most powerful effect we
found was an indirect one: ETHNICITY--—=ANOMIE----ACH GAINS.

While schools cannot be expected to influence “objective" factors
such as parental educations and occupations, action regarding the
more "subjective" factors of peer attachments and anomic attitudes
and beliefs is well within the bounds of school district authority.
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the BESP staff was reduced during these three years by 58 persons.
Cf these, 14 were white, 27 were Black, 12 were Asian, three were
Chicano, and two were "other." BAmong the classified, non-
certificated staff, BESP initially hired a significant proportion
of minority persons. When the decision was made in 1974 to lay
off all classified staff, 75 percent of those who were laid off
ware minority employees.

Compared to the staff of the common schools, BESP staff had
about the same percentage of minority persons. In fact, common
schools had a slightly higher proportion of Black staff than did

BESP, although they had a somewhat lower proportion of Asian staff.

Thus, BESP staffs did not differ apprecig) ly from BUSD staffs
in their ethnic composition, and the trend was in the direction of

reduced minority staffs. One might conclude that the relativaly
high proportions of minority staff in BUSD and BESP were a result
of an overall district commitment to affirmative action, rather
than a particular "change" prompted by BESP's goal of decreasing
institutional racism. BESP did not have the power to revise the
institutional norms or organizational rules that bore the imprint
of racism, served to perpetuate it, and were, therefore, structural
impediments to a reduction in institutionalized racism. BESP was
given a goal, but not vested with an essential power for its real-
ization. No major organizational changes occurred within the
Berkeley schools that would have impacted upon racial imbalance.
For example, tenure was not changed; minority staff were last hired,
first fired. The tenure system prescribed by state law ensured
this, and one can only conjecture about what BUSD/BESP might have
done without state constraints. No special attempts were made to
purchase books, supplies or equipment from minority firms. Indeed,
the goal of reducing institutional racism was itself differently
understood by different participants in the project, and the ab-
sence of clear definitions to guide policy or practice obstructed
the development of consensus.*

Relative to the severity of the problem, some rather simplis=
tic attempts were made to improve racial sensitivity in BESP train-
ing programs. For example, BESP-funded teacher training included
in-service workshops on the "Self Image of the Minority Child" and
on "Multi-cultural Social Studies.” Yet, no one in BUSD would
€laim that institutional racism had been "cured," and most would
agree.that this deeply-ingrained American penchant could not be
.rooted out by holding a few courses. )

*See our repértgrgf?iélimipa;yiQesérigtive,a;glysigrpf BESP
(1973-1974) , Sept. 1, 1974, pp. 160-168. |
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Multi-Cultural Curricula. BESP developec various types
of multi-cultural curricula as one way of combating institutional -
ized racism. In almost every PESP site, some courses covered var-
ious ethnic subjects, from "Swahili" to the "White Experience.”
As we showed in Table 2, one-half of the BESP sites used multi-
cultural curricula fairly extensively. BESP youth, both minority
and white, were sensitized to different cultural styles. About one-
half of all students in BESP felt that their school emphasized
ethnic identity and their curriculum contained a multi-cultural
aspect. About two-thirds of BESP's teachers reported the same
thing.

However, BUSD classes also use multi-cultural curricula. An
equal proportion of BESP and BUSD students reported that their
schools emphasized ethnic identity and multi-culturalism, and the
proportion of BUSD teachers who said so was only slightly less than
that of BESP teachers. Several of the multi-cultural courses or
materials which were originally developed in BESP spread to BUSD,
principally via the in-service training funded by ESP. Included
in these materials were the multi-cultural aspects of the TAEA
Social Studies series, Project Read, and Project Write, and the
materials created by teachers and others at the individual BEBP
sites.

Thus, to a limited degree, BESP has managed to encourage the
development of curricula which emphasized ethnic identity¥ and
multi-culturalism, although this is not unique in BESP since one
finds such courses throughout BUSD.

Racially Separate Schools. Three of the racially separate
schools were located "off-site" and were embattled from their open-
ing day. The one exception, College Prep, is an on-site high school,
a sub-school which uses traditional means to spur Black students on
to college. It is not a full-time option, and students take only
two courses in the sub-school, enrolling in BUSD for the balance of
their work. With approximately 130 students, it has survived the
BESP phase-in. College Prep has an all-Black faculty, and a high
proportion of its graduates have enrolled in college. It has main-
tained a high degree of organizational and econstituent support, and
is, in many ways, fully established within the Berkeley High School
as an all-Black sub-school. It escapes "integrationist attacks"
because its students also attend Berkeley High classes.

In contrast, the fate of the off-site, racially separate op- -
tions (Black House, Casa de la Raza, and UN West) was that of a
short and harried existence. We present the following case study
of Black House as an example of the fate of one attempt to impact
on institutional racism within BESP, A fuller account of all three
schools (and all other BESP schools) is to be found in Volume II of
this report.
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Black House was conceived by a young Black teacher and a group
of Black students at Community High School I, the pioneering alter-
native venture on the Berkeley High School campus. The students
complained that CHS was not responsive to Black needs. The teacher
perceived a fundamental dichotomy between the large high school, in
which the values and cultural predilections of the white majority
were pervasive, and the Black experience. As a consequence, he
argued, Berkeley High could not solve "the real problem,” which was
"how to motivate and teach Black students," who were "not perform-
ing according to their best abilities." A promising alternative,
he concluded, was a school rooted in the Black ambience, where shared
experience and culture, and a broad community of aspirations, created
the possibilities for empathic communication between staff and
students.

Guided by such perceptions, Black House opened in Fall 1970
with School Board approval and was included in the BESP package
submitted to Washington in May 1971. TIts acceptance by OE/ESP as
part of the package presumably legitimized it as an experimental
project. However, it was immediately subjected to investigation by
the Office for Civil Rights on charges that its all-Black composi-
tion violated Title VI of the 1964 Civil Rights Act. Even before
OCR intervention, Black House, "surrounded by heated controversy,"
was the target of "many angry epithets,” according to its first
director. By challenging the integrationist credo, Black House
offended much of Berkeley's educational establishment, its white
liberal community, and some articulate Black community spokespersons,
all of whom took pride in the desegregation of the city's schools
in 1968.

Amid these diverse pressures Black House resembled a be-
leaguered fortress during its two-year life span as a BESP site, 4
before its liguidation in June 1973 at OCR insistence and the
Superintendent's concurrence. The struggle for the right to exist
consumed much staff time and energy. There was little ineclination
to internal evaluation, and considerable suspicion of outside evalu-
ators. Hard evaluative data are non-existent. 1In a sense, such
data would have been irrelevant because the decisive Yevaluation,"
rendered by OCR, hinged on socio-political and legal factors, nct
educational performance.

From the imprecise statistical data available, Black House
student enrollment was between 40 and 80 in grades 9-12, served by
certificated staff that- ranged between 1.4 and 3.5 full-time equiv-
alents, supplehented by five to seven classified personnel, six con-=
sultants and four work-study students. Curriculum had two emphases:
basic skills and Black consciousness and pride. ISA observers
noted, on the whole, good morale and self-discipline among Black
House students, a dedicated staff, an atmosphere of "restrained

o
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relaxation," a sense of community, and a salutary rapport between
staff and students. Central BESP reported that the success of
Black House, "whether measured in terms of student enthusiasm or
student willingness to pursue further education, has been remark-
able.” Even allowing for excessive zeal in the BESP estimate, all
the foregoing indicates -that, on its own terms, Black House was a
viable alternative.

Nonetheless, it was liquidated. The school’s protests that
the student composition resulted from free student choice, not
system cocercion, were in vain. So was the argument that the scheool
was constituted as it was to achieve an affirmative educational
purpose, which was altogether different from a negative intent to

Black House protagonists also argued the dubious efficacy of inte-
gration if it simply meant thrusting Black students into an educa-
tional environment dgminatea by the prevailing mores, needs and
aspirations of white society, and permeated by institutional racism.
Such an environment, they contended, lacerates the self-esteem of
many Black students and diminishes their educational achievement.
The experimental hypothesis for Black House was that Black autonomy,
which creates an atmosphere and program that are rooted in Black ex-
perience and are responsive to distinct Black needs, would create
the educational environment to motivate Black students to realize
their learning potential. It would instill in them the sense of
self-worth and self-confidence, both as individuals and members of
an ethnic community, that could make for authentic, not illusory,
integration as they encountered their contemporaries of other ethnic
strains on a psycholegical plane of equality.

It seems to ISA that this was a tenable hypothesis, worth test-
ing in an experiment. OCR thought otherwise. So do others, who
believe that at this juncture racial separatism, in whatever form,
would be a retrograde step educationally, politically and socially.
5till,; Black House might have offered some clues as to what ceuld
usefully be done to cope with problems in education that are recog-
nized as étaggéringg Perhaps, it could have shed some light on what
should not be done. Truncation of the experiment precluded the
possibility of gaining such knowledge,

We sought other ways to evaluate the potential effect of an
all-Black school upen the acquisition of basiec skills by Black youth.
We noted two all-Black schools on which we have some data, albeit
suggestive rather than firm. We have average CTBS reading gain -
scores for College Prep and UN West, representing 40 students from
our total sample of 47 Black students at those two sites. These
growth scores were compared with growth scores of Black students
who attended integrated BESP and common schools (Table 10).
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TABLE 10: AVERAGE ANNUAL CTES READING GATNS IN _YEARS, BY TYPE
DF SCHDOL aETTfNG (ELACK HIGH SCH@DL STUDENIS DNLY)

Mean
n_  Gain

BESP Integrated 19 - 605
BESF Racially Separate 40 .866
Common Integrated 55 .658

We note a statistically significant difference in the annual
growth rate on CTBS reading tests for Black high school students
in all-Black options. But we caution the reader that these data,
though provocative, are only suggestive.

We further examined the scores on anomie and academic self-
concept for Black students in the three different settings (Table 11).
While the samples are small and one of the relations is not statis-
tically significant, the findings are in the expected direction:
Black students attending all-Black BESP sites sense more power and
have more favorable academic self-concepts than Black students
attending integrated sites,

TABLE 11: ANOMIE AND ACADEMIC SELF-CONCEPT SCORES, BY TYPE OF

SCHD@L SETTING (ELACK HIGH aCHDQL STUDENTS ONLY)

Academic
Anomie Self-Concept
n_ Mean n_ Mean
BESP Integrated 14 3.143 15 .438
BESP Racially Separate 27 2.815 29 1.172
Common Integrated 34 3.618 34 1.074 _

F(1,40)=1.965 F(l1l,43)=5.455
n.s- p=.05

These three tentative findings need far more investigation than
we have been able to devote to them here. To many of us who feel
raciai justiee tc be cruciai, an adequate understanéing af tne
three majar structures in whléh they are schgaled@ segzegated fazllis
ties (such as the Bureau of Indian Affairs boarding schools), integrated
schools (such as BUSD), and separatist schools (such as Black House or
Black Muslim schools). The difference between segregated and
separatist schools is poorly understood. At least theoretically,
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in a segregated school the atmosphere and power structure are those
of colonalism; in a separate school, the ambience and control con-
‘'stitute self-government, self-determination. Clarification of
these differences should lead us into more germane research, rather
than relentless rhetoric.

In sum, the four major strategies which BESP utilized to de-
crease institutional racism produced checkered results, but on
balance the advance toward the stated goal was not significant.
BESP did not erase the gap between the academic achievements of
white and Asian students on the one hand, and Black and Chicano
students on the other. No difference was found between BESP and
BUSD in hiring minority staff. The BESP multi-cultural emphasis
has contributed to a similar emphasis district-wide, and has ap-
parently influenced staff and student attitudes toward ethnic
identity. BESP development of racially separate schools was trun-
cated by OCR pressure, and their adequate evaluation was inhibited.
Thus, only one of the strategies (i.e., multi-cultural emphasis)
had an observable impact upon the Berkeley school system, but this
did not come to grips with the structural institutionalization of
racism.

3. Local Plan Gcal,ﬁg;fngwe:fsga;ing

The third goal of the BESP Local Plan was "to provide signi-
ficant changes in the administration and organization of the sys-
tem so that power of decision-making becomes a shared activity."
Our evaluation finds that BESP did not structurally change BUSD so
that a site community could be in control of its school. Rules
and roles within the total District were not reordered 50 as to
permit the development of sites highly responsive to consumer en-
treaties. Indeed, BUSD never seriously activated systemic changes,
and the federal ESP offices had other and more pressing priorities.
On the whole, power-sharing was a slogan, not a plahned and oper-
ationalized reality.

[o]

Further militating against limited attempts at power-sharing
by certain, though not all, BESP sites were (1) BUSD and ESP bud-
getary inflexibility, (2) the administrative origins of on-site
schools and programs, (3) the fractionated character of BUSD grade
configurations (K-3, 4-6, etc.) and (4) consumer and staff concern
for site phase-in.

In combination, these pressures (1) removed substantial
decision-making authority from the sites; (2) hampered the ability
of parents to identify with particular sites and to develop that
identity organizationally; (3) prevented the emergence of consis-
tently used formal governing bodies composed of parents, teachers,
and students; and (4) fortified the normal disinclination of
secondary school parents toward formal school participation.
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These evaluative findings are elaborated in the remainder of
this chapter.

=

Tower-Sharing Was Not an Authentic BESP Goa

*hen ESP was created in 1971 th: idea of community control of
s .ols was in national vogue. This idea had gained currency from
the publicized failure of desegregation and compensatory education
to raise the educational performance of minority students. In-
creased participation of, and accountability to, a local school
community seemed another way to unlock a school's potential. This
latest straw in the educational wind was seized upon by OE/ESP.
In its original December 28, 1970 announcement, this office made
"community participation” in ESP-designated school districts a
prerequisite to funding.

BUSD/BESP planners responded in kind to this language. The
idea of parental/student participation in decision-making figured
prominently in the BESP proposal. BESP sites were envisioned as
dramatically altering the traditional relationships between admin-
istrators, teachers, parents, and students. To amplify the stated
BESP intent, the Board of Education issued a "draft"” statement on
June 13, 1971, reaffirming in these words the local commitment to
organizational change at BESP sites:

Experimental Schools will be administratively
autonomous and responsible directly on the
one hand to the youngsters and their parents,
on the other to the Superintendent of Schools,
for carrying out BUSD policy. They shall
relate to both of these with the least
possible bureaucratic intervention. Develop-
ment of a child-centered, simplified adminis-
trative structure is a major goal of our alter=
native schools program. Alternative schools
must develop from staff, parents and teachers
working together.

District planners had not enly the federal announcement to
consider. 1In addition, Berkeley's pre-existing alternative schools
had evidenceda community voice, and these schools provided Berkeley
with its most attractive case for ESP funding. Further, the powar-=
sharing language in the BESP proposal provided a post hoc compen-
sation to consumers for having neglected them during the | planning
phase. The Board's June 13 statement offered this consolatien to

consumers:

The process by which the proposzal was developed
has been criticized for lack of community
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participation, and specifics of the proposal
have met with much community comment and some
hostility regarding content, philosophy, and
implementation....The School Board is satis-
fied that the terms on which Berkeley was
awarded the grant are sufficiently flexible

to accommodate the changes our guidelines and
community involvement may bring to the specific
proposals prior to and during their implemen=-
tation. (Emphases added.) -

Admittedly, little is known about the educational effects of
parent and student power.* There are still many unresolved gques=
tions about the most productive relationship between parents and
students on the one hand, and professional educators on the other.
Given the unpredictable results of parent/student decision-making,
BUSD cannot be faulted for conferring discretion on sites to fashion
forms of community involvemant that would coincide with their own
distinctive situations and experiences. However, BUSD was not pre-
pared to honor site preferences, for the endorsement of community
power ran counter to other potent BUSD tendencies, especially those
of the Superintendent who guided BESP into the District. 1In this
vein, we note an initial BUSD resistance to administrative decen-
tralization and to evaluation of school staff by consumers.

Resistance to decentralization. After consideration in late
1971, the Board of Education voted to decentralize its budget pro-
cedures and to give school principals the key role in allocating
funds. However, this decision was made over the strenuous objec-
tion of the Superintendent, who refused to implement it during a
tenure which lasted until June 1974. Interestingly, the reacticn
of several school principals was also negative; they asserted that
decentralization of the BUSD would be tantamount to shifting an ex-
plosive political issue from the Board to the schools. It also
might reduce the exten: to which principals could play central pres-
sures off against local ones. Thus, some of those occupying posi-
tions of de facto authority over BESP schools, and who were author-
ized to enlist -tal involvement, were clearly uncommitted to
power-sharinc y viewed even limited decentralization as an
abnegation of » :d responsibility. The formal policy adoption

*The Coleman Report (1966) does not reveal any association between
parental participation in schools and student achievement. ©On the
basis of Coleman's findinas, Cohen (1971) alleges that small school
districts, presumably having fewer bureaucratic impediments to par-
ental participation than do larger ones, do not produce higher
levels of achievement. A brief literature review of the unknovm
impact of consumer participation in school decision-making is con-
tained in Chesler and Lohman (1974).
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occurred subsequent to the first revelations of BUSD financial em-
barrassment, which increasingly dampened enthusiasm for decentral-=
ization during the BESP years.*

Resistance to evaluation by consumers. There was also dead-
lock over another District-wide issue of parent and student power-
sharing: should consumers be directly involved in evaluating
teachers and administrators? In June 1973, a proposal to permit
consumer evaluation was brought before the Board of Education.
Unable to decide at that time, the Board waited until late November
1973 to vote unanimously to include parents in the evaluation of
teachers, and to include students in such evaluations in the higher
grades, altogether excluding administrative positioms. But the
Board left to the BUSD central administration the determination of
how such a policy would work. The administration formally opted
to confine the policy to only half of the tenured teachers per
year; however, even this compromise was not implemented. Only in
1974/75, under a new superintendent, was "user" evaluation given a
trial run at a few common schools. Significantly, an affirmative
Board vote was taken after the earlier Superintendant had repeated
his opposition to direct participation by parents or students in
teacher evaluation. Previously, in June, he had explained his
opposition by pointing to his difficulties with other citizens'
committees "which get so politicized.** Noteworthy, too, is that
the November 1973 vote had only the qualified support of two Black
members of the Board. One charged that the policy would inadvert-
ently enact a hardship on both underachieving minority students
and poor working parents, since they would lack a sustained and
persuasive voice in decisions; the cother claimed that the adminis-
tratively watered-down version of teacher evaluation lacked the
bite necessary to remove incompetent teachers from the District.

Power-sharing was not a real BUSD gozl despite its prominent
position in the BESP local plan. Signs of power-sharing at the
District level were responses to state and federal demands.
California legislation compelled the BUSD to set up a teacher evalu-
ation system in 1973, and federal quidelines prompted the Super-
intendent to convene a Community Educational Advisory Committee to
advise him on the development and implementation of federal pro-
jects in the District. The guidelines, requiring one-half of the
*The divided opinion within the BUSD over decentralization is illus-
trated by the reaction of a Board member who consistently favored
decentralization. This member later charged that "the administra-
tion has essentially sabotaged the policy" and accused it of being
composed of "empire builders who don't want to yield power to the
school principals."” As for the principals, they were described as
being "afraid of the responsibility that would go with more power."
Berkeley Daily Gazette, December 18, 1973,

**Berkeley Daily Gazette, June 21, 1973.

125

102



February lS?B, taa late t@ gla; & part in EESP plann;ng. Camgl‘s
ance with the guidelines was perfunctory at best. The BUSD cen-
tral administration lacked the determination to advance the sart
of decentralization and community participation which Weiler (1974)
found to be crucial for the limited first-year success of the Alum
Rock voucher project.

The absorbing federal concern in BESP's first year was that
each alternative receive the added advantage of ESP funding, es-
pecially support services for off-site schools which would bring
them up to par with those provided reqular BUSD schools. Power—
sharing was not a first-=year federal priority. Afterwards, NIE/ESF
highlighted the importance of evaluation, articulation, and teacher
training, but never power-sharing. Though ESP funds were initially
routed to the central BESP for the development of community in-
volvement mechanisms, this funding tapered off dramatically and the
services of the Family-School Transaction component were suspended.
Even at the central project level, then, federal funding and mon-
itoring did not abet power-sharing as a critical element of BESP.

p@wer—shar;ngg A cazparate fo:m af powar-sharlng, appl;cable
across sites, was not devised from above. Since time did not
Eermit xtensive BESP planning, BUSD accepted the proposals of
sites with a previous community orientation, but without attending
to structural obstacles to power-sharing. The underlying tensions
between the District administration and the pre-BESP alternatives
(i.e., those with the greatest parent, student, and teacher input)
tended to be submerged rather than resolved in the BUSD planning
process. Yet, by failing to concede this, the BUSD tended to pre-
suppose the existence of what had never occurred, that is, the
resolution of these and other political tensions. Despite the
self-criticism in its proposal to OE, especially in regard to in-
stitutional racism, BUSD in its planning for BESP did not take the
accusations seriously. BUSD acted as if local power-sharing could
be attached to normal District operations, for teachers were not
presumed to be racist or protective of professional prerogatives,
and the school bureaucracy was not thought to be opposed to reform.
In other words, the negative attributes imputed to BUSD in its
BESP proposal justified funding, but the positive traits were as-
sumed correct for the purpose of local planning. In respect to
power-sharing, BESP built on presumed BUSD strengths instead of
guarding against admitted BUSD weaknesses. Community power was
viewed as thoroughly compatible with District power. As a result,
stumbling blocks to power-sharing arose, among which the following
were the most crucial.




Inflexibility in BUSD and BESP budgeis. It was difficult to
create and maintain an organization of parents and/or students
when such organizations could not point to accomplishments for
which spending authority was a vital prerequisite. Site commun-
ities lacked important decision-making authority since about 85
percent of the BUSD budget was tied up in fixed salary commit-
ments. Site power tended to vanish, then, because of pre-existing
BUSD decisions. The BESP and BUSD decentralization policies were
announced after the BUSD budgetary process had grown inflexible.
A Citizens' Budget and Finance Committee reported to the School
Board in 1972 that many principals were too embarrassed even to
call meetings of school advisory committees "because there is no
real decision-making capacity and the amount of non-allocated
funds is very small." The Committee concluded that BUSD's small
size--abc.% 15,000 students and 21 principals--prevented the
District from realizing any advantage through a decentralization
policy "that is not practically capable of implementation."*
Turning the OE grant into a NIE contract further restricted the
type and amount of discretionary money available to sites. Hence,
the forms which community participation took were generally in-
capable of engendering power-sharing. Sometimes these forms al-
ready existed in BUSD (e.g., using parents as volunteer teacher's
aides at K-3, 4-6, and off-site secondary schools), or they could
be erased by BUSD policies (e.g., giving students influence over
curricula through sign-up lists, a privilege at some seccondary
level sites that was substantially withheld in BESP's last two
years by shrinking enrollments and, thusly, by BUSD formulas affect=
ing the number of teachers available to sites).

The administrative origins of most on-site schools. Parti-
cipation by parents and students in school governance partly de-
pends on their identification with a particvlar school and their
decision-making talents, which take time to develop (Cronin and
Hailer, 1973). But the majority of BESP sites were created by
their directors or BUSD principals, or by central BUSD edict.
Parent/student participation was mostly added to schools and pro-
grams whose directions were already set, making it difficult to
to arouse consumer interest in power=-sharing.*¥*

**BUSD rejected two community-proposed sites outside the two BESP
zones, despite their acceptable ratings by the District screening
committee. BUSD then moved to provide sites at two common schools
whose principals, teachers and parents had not shown a strong de-
sire to be included in the program. This turnabout was accomplished
by assigning to John Muir a new principal committed to an "open
classroom"” approach, and by telling the Franklin staff to write a
proposal which would be convinecing to OE. Later, the BESP central
administration encouraged what had not been explicitly denied to
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Fragmentation in the BUSD school career. The K-3, 4-6, 7-8,
9, 10-12 grade-configuration of BUSD schools upon which the major-
ity of BESP sites were superimposed, and the narrowly programmatic
quality of some BESP sites, restricted consumer interest in power-
sharing. Parents could not continue their role once their children
moved to a new site. However, the major effect of this fragmenta-
tion was felt at BESP's beginning, when some sites abjured com-
munity involvement altogether. Power-sharing was deliberately re-
jected at the "supplementary" West Campus 9th grade sites (HUI,
Yoga/Reading, Career Exploration, Work/Study), at the aborted
junior high "alternatives” (KARE and Willard), and at Berkeley
High sites emphasizing "academics" instead of ’social experience"
{Model School A, On Target, College Prep).

Limitations inherent in the role of directer/principal.
Some sites were s0 locked into normal BUSD operations as to have
little power to share, despite their feeble encouragement of this
goal. This was true of sites which either predated BESP as es-
sentially zone-restricted common schools, or which were established
for special clienteles with BUSD encouragement. Increased par-
ticipation was initially bequeathed to parents ° directors, who
were themselves soon influenced by their larger District identifi-
cation and responsibilities. Implicitly assured of phase-in by
virtue of their central BUSD origins, some sites were not allowed
to encroach upon the customary prerogatives of principals. Unable
to modify traditonal leadership patterns, BESP parents at Franklin
and Jefferson did help to create enough turmeil to have director/
principals removed by BUSD officials. However, in these instances,
parents acted as external pressure groups upon those who commanded
the power of decision, not as inside participants in the decision-
making process. Furthermore, teachers' recommendations based on
parents' suggestions were no match for principal or central BUSD
recommendations. When, for example, a crisis ensured at the Early
Learning Center in 1973/74, teachers and parents discovered that
they lacked@ the authority to evaluate or remove certificated
teachers. Even earlier, in 1972/73, Jefferson teachers beseeched
the site director for a more formalized teacher-parent governance
process; yet, after two versions were agreed upon, neither was
implemented. In the same year, some Franklin staff unsuccessfully
attempted, against the wishes of the director/principal, to create
another instructional model within the school, one with a Black
ethniec focus.

parents  and teachers by OE/ESP: the planning of new ESP-funded
schools. On this matter, the federal predilection for stayving

but of controversial value choices in the short run, only to affect
them later by defining specifiec budget items non=admissable, led to
consumer disappointment.
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Consumer and staff concern for site phase-in. Most off-site
BESP schools, plus Agora, Genesis, School of the Arts, and Environ-
mental Studies, encouraged some form of community involvement. The
off-site schools interpreted power-sharing to mean: (a) sharing
power with parents (Casa and Kilimanjaro); (b) sharing power with
students (Other Ways and Black House). Odyssey alone attempted to
join parents and students in governance. Agora and Genesis were
unique ameong the on-site sub-schools, especially before their consol-
idation im 1974/75, in attempting to govern themselves by student-
dominated school meetings. Environmental Studies restricted itself
to informal consultation between parents and staff, School of the
Arts to warmer student-staff relations than existed in the common
school's Performing Arts Department.

te
ever, power-sharing either never occurred or was substantially di-
luted at these sites. Other trends intervened. Black House staff
decided that the disciplined imparting of basic skills was incom-
patible with student decision-making. A similar evolution marked
Dther Ways as it turhed intg Garvey and then UN West Qasa ex~

-e their attempts to invelve parents or students, how-

Mesa Dlrect;va) and ;ts staff which nullif;ed the pawers of the
former. At Odyssey and K;l;maﬁjarg, directors supported and im=
plemented the desire of the BUSD and BESP central offices to check
the unruly and disruptive features of community governance. With-
out an influential director unencumbered by conflicting or chang-
ing community preferences, BESP sites were threatened by bureau-
cratic insensitivity. Communitarian sites especially felt the need,
and were pushed by the BUSD, the central BESP, the NIE/ESP, and
their directors, to choose survival over power-sharing. In BESP,
strong community sentiments tended to be seen as a Larometer of
site instability. Yet, directors reported that parents required
crisis before they would become actively involved, an outcome un-
anticipated by BESP planners. Parents were not interested in being
involved in a reqular decision-making process. Even governing
boards became inert when there was nothing crucial to decide and
the community was pleased. There was a constant tension between a
desire for phase-in and consumer involvement, since the latter was
best "incited" by controversial issues, while the former was
threatened by them.

Teachers and directors at sites which originally invited par-
ental participation eventually blunted it. They believed that a
majority of parents would prefer no parental input over domination
of site meetings by a parental clique. Even Odyssey and Kiliman-
jarc, which had formal governing boards, were believed by their
staffs to be dominated in the first three years by a few outspoken
parents narrowly concerned about their own children rather than the
welfare of the school. < )
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lEVEl- Parents usually take a more actlve 1nteregt in the sch331§
ing of their young as opposed to their teenage offspring, and this
pattern was not countered by BESP, despite the fact tha* most sites
existed at the junior and senior high levels. Only Casa de la Raza
(K=12), Odyssey {7-9}, Early lLearning Center {K-31), and Kilimanjaro
(K-6) developed formal governing boards with consumer participation.
The authors of the power-sharing goal did not consider that parental
involvement at the secondary level might require an inducement
which sites themselves lacked the authority to offer. At the same
time, staffs at the senior high sites believed there were unbridge-
able differences in viewpoint between adolescents and their parents.
Because of their rebellious outlook, either imputed or real, ado-
lescents were granted immunity from strong parental influence in

the schools. Thus, planners and implementers collaborated to re-
duce parental involvement at Berkeley High sites. In fact, BESP
parental involvement suffered in comparison with that at the requ-
lar senior high school, owing to the almost exclusively student-
oriented activities of the sites and the greater number of standard
parent-oriented activities at the common school.

In ISA's parent survey, proportionately more BESP parents than
common school parents at the high school reported that they never
visited their offspring's school (39% vs. 23%, p<.02). To examine
how students in our sample saw their parents' participation in the
governance of their school, we asked them, "How often do your parents
participate in the decision-making at your school?" Only among high
schoolers did we find a significant difference between the percep-
tions of BESP and common school students: BESP students were more
likely than common students (46% vs. 22%, p<¢.0l) to see their parents
as never participating in school governance.

Parent partlclpat;on in BESP and common schools. Sixty-nine
percent of the parents in our parent survey reported that they knew
"what went on" in their children's schools, and there was no per-
centage difference on this score between parents of students in the
BESP and in the common schools. However, parental participation
permitting this knowledge was too divorced from critical school de-
cisions to constitute power-sharing.

In four categories BESP sites featured more parental partici-
pation than the common schools (Table 12). At the elementary level,
a significantly higher proportion of BESP parents than of common
school parents (36% vs. 19%, p<.02) reported going to their child's
school as classroom volunteers. At the junior high level, nearly
half of the BESP parents reported a counselor/teacher-requested
conference with school officials as a reason for visiting the school,
whereas in the common schools a significantly smaller proportion
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(45% vs. 34%; p<.05) listed this as the reason for coming to school.
At the senior high level, parents of BESP students reported a higher

proportion of visits to observe their child's classroom. Three times

(6% vs. 2%, p<.0l) reported that they went to their child's school to
observe classrooms, although the parents who did so were relatively
few. Also, over one-fifth of the BESP parents reported visiting the
high school for "other" reasons, while far fewer did so at the common
schools (22% vs. 3%, p<.001).

On the other hand, the common school parents reported higher
visitations than the BESF parents in four categories at the senior
high level: attending parent committees or PTA meetings (14% vs.
6%, p¢.02), attending special events (30% vs. 19%, pe.02), partici-
pating in a parent-requested conference with school officials (32%
vs. 16%, p<.0l), and attending conferences regquested by teachers or
counselors (35% vs. 19%, pe.0l).

While these are differences in minute details, when the activ=
ities of all BESP parents (regardless of grade level) are compared
to those of ail common school parents, the differences between them
are not striking. Common school parents were somewhat more likely
than BESP parents to participate in parents' night and to attend
parent-requested and counselor/teacher-requested conferences; BESP
parents were somewhat more likely than common school parents to serve
as school volunteers/aides and to observe classroom activities. For
both groups, however, the four most frequent forms of school partici-
pation were attendance at parents’ night and at special events, and
conversation with school staff at parent- and staff-initiated confer-
ences. These are quite conventional forms of parent-school relations.
If some parents shared power with school administratorsand teachers,
it is quite clear from these data that the vast majority 4id not.

TABLE 12: REASONS FOR PARENT VISITS TO SCHOOLS, BY TYPE OF SCHOOL

Elementary Junior High High School Total Grand
BESP Common BESP Common BESP Common BESP Common Total

Parents' Night 67% 72% 32% 52% 27% 36% 43% 54% 48%
Volunteer/Aide 36% 19% 3% 6% 1% 2% 15% 8% 11%
Attend Parent

Committee or

PTA Meeting 33%  29% 21% 21% 6% 14% 19% 21% 20%
Special Event 49% 35% 30% 29% 19% 30% 32% 30% 31%
Parent-requested

Conference 29% 29% 45% 34% 16% 32% 26% 33% 29%
Counselor/

Teacher-requested :

Conference 54% 47% 17% 31w 19% 35% 31% 36% 34%

Activities 52% 40% 132 18B% 6% 2% 24% 20% 22%
Other 26% 35% 9% 15% 22% 3% 21%  17% 19%

n (111) (72) (53) (160) (139) (&3) (303)(295) (598)
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Moreover, differential results in types of participation did not
Create statistically significant differences between BESP parents and
Parents in the common schools with respect to parental satisfaction.
Results of the final ISA parent survey show this and are presented
below.

° Parents of both BESP and common school students overwhelmingly
responded "yes" when asked, "Is parent participation in vour
child's school important?”

? There was no significant difference between parents of BESP
and common schocl students when they were asked if t 7 knew
what was going on in their child's school.

° The same lack of difference prevailed when parents were asked
if they could get something changed in their child’'s school
if they had a complaint. Of both BESP and common school par-
ents, at every grade level, about half believed they could
get successful complaint resolution.

° The parent sample was asked to evaluate their satisfactioen

revealed no significant difference betwsen BESP and common
school parents at any grade level.

Community participation in BESP. We conducted two surveys of
random samples of Berkeley residents (described in greater detail in

the extent of community support for its continuance, and (c) the
extent of community acceptance of alternative educatiocn.

In 1973/74, 54 percent of Berkeley residents answered "yes"
when asked if they were familiar with BESP; the affirmative response
declined to 42 percent in 1974/75. Despite the drop in public aware-
ness, the 1974/75 survey revealed that 50 percent of the community
respondents favored supporting BESP with BUSD money after federal
funding expired, while 16 percent opposed such a commitment and 27
Percent were undecided. Berkeley residents seemed to be favorably
disposed to the experimental schools.

This impression is fortified by the preponderant majorities
in poth years' community samples who felt that alternative education
is at least desirable. Table 13 indicates that Bl percent in
1973/74 and 79 percent in 1974/75 held this opinion, even though far
fewer had any familiarity with BESP itself.



TABLE 13: COMMUNITY ATTITUDES TO ALTERNATIVE
EDUCATION, 1973/74 - 1974/75 '

L

1973/74  1974/7

Very desirable 5C% 44
Daesirable 31% 35%
Undesirable 9% 14%
Don't know/undecided 10% 8%

Total 100% 100%
n 442 545

Contributing to the stark contrast between no more than a bare
majority aware cf or supporting BESP, and a significant majority
favoring the idea of alternative education, was the fact that no
city-wide group made a prominent issue out of BESP. Unlike BUSD's
desegregation drive, BESP did not become a focal point for public
debate. Existing pressure groups did not publicize BESP, and no
new city-wide organizations emerged because of BESP. Neither com-
munity groups interested in minority education (e.g., the Black
Aces) nor the teachers' unions (Berkeley Federation of Teachers and
the Berkeley Education Association) dramatized, by praise or criti-
cism, the BESP presence. While favorable attitudes existed in the
general populace, they.were given no organizational embodiment.
Thus, they formed a backdrop to school decisions, rather than exer-
cising power in their own right.

Conclusion. The history of BESP power-sharing was a checkered
one. It proved impossible to devise incentives and opportunities
to involve parents, teachers, and students consistently in school
governance, either at a given site or throughout the school career.
What worked at one time and place did not work at another. The
limited power-sharing that marked the opening three years of BESP
did not exist at its close. By 1973/74, real experiments in power-
sharing were lost with the closings of Casa and Black House, or sub-
stantially diluted by administrative intevention at Odyssey and
Kilimanjaro. Power-sharing was never firmly attained in the BESP,
not even at sites most disposed toward this local plan goal.
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CHAPTER 6: COMPREHENSIVENESS AS AN EDUCATIONAL R&D STRATEGY

In BESP, the R&D strategv of comprehensiveness was embodied
in two major indicators: (1) options at every grade level (K-12);
(2) an organization parallel to BUSD, combining within itself
aspects of holistic change, i.e., administration, training, publi-
¢ity, and other support services.

The BESP K-12 structure was exceedingly unbalanced. The pre-
ronderant number of sites existed at the secondary school level
(18 out of 23). There was a radical discrepancy between BESP's
ability to serve elementary sghool students and to serve secondary
ones. The unemphasized elementarvy level was further reduced in im-
portance when matriculating éth-graders experienced a "bottleneck”
at the junior high level, after the program leost 7-8th grade sites.
BESP planning ruled out an essential continuity for students and
parents desirous of a particular teaching style and/or curricular
emphasis.

A parallel organization to the BYSD hierarchy, one capable of
serving and defending the K-12 structure and the special nature of
alternative/experimental sites, was never fully implemented. The
BESP central office contained a multiplicity of official functions
BESP lacked the organizational muscle to coordinate sites and pre-
sent a united front to BUSD decision-makers, for the purpose of
avoiding program dilution and of changing BUSD. BESP "parallelism"
was an ineffectual compromise Lhetween project autonomy and BUSD
alignment.

1. Initial,égréeméntiabgu;,EESP Comprehensiveness

BUSD and OE/ESP originally concurred that BESP could stress
diversification of options and evolutionary organization, rather
than continuity in consumer choice and early specification of
roles and functions. BUSD began with a preference for project
"looseness," to which OE/ESP acceded, and there were no countervail-
ing pressures from consumers for anything different. However, this
agreement minimized the strong federal interest in an experimental
comprehensive design, one soon at variance with BESP practice. Be-
initial consensus about comprehensiveness from the three major
viewpoints on BESP.

The BUSD View. To BUSD officials, BESP was not to be permitted

to forestall the District's future evolution, to become an obstacle
around which total BUSD planning would have to work. "Creative"
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ferred BUS

implementation, responsive to newly arising pressures, was the pre-

D approach. By becoming a detailed, irreversible commit-
ment, BESP might have prevented the District from keeping important
client groups in some kind of equilibrium. BESP, so far as top-
most BUSD officials were concerned, had to appear--simultaneously--
of dramatic immediate consequence and of perhaps negligible long-
term importance. The Superintendent expressed these predispositions
soon after BESP began (Kohn, 1973):

From the alternatives will emerge the next stage
of development. They will be part of an ongoing
process, rather than a stopping place, and they'll
also be important in changing nonalternatives to
pick up alternative concepts that are important
to them and therefore will affect the rest of

the system. I see them as another stage in the
process of the development of mankind. 1It's a
much more humanizing stage than what we've had,
But I hope that no one will see alternative
schools as the final conception of what education
ought to be. They're a stage in the process;
they will take us another leap.

The Superintendent proceeded to ask:

Whether a school, as a subsystem within the
culture, can survive doing things like exper=
imenting with alternatives if the rest of the
culture is doing different things?

v Haphazardness in the K-12 structure was forecast by the
Berkeley plan, by its primary stress on diversity in education
rather than articulation. Alluding to the desirability of choice
for parents and students at every grade level, the BESP proposal
gave the impression that choice per se could satisfy this desider-
atum, that continuity for the same kind of choice might not be
possible throughout a student's career in the Berkeley schools:

The design will provide a mechanism for con-
tinuous participation in educational experi-
mentation throughout the entire school life
of students, who, in collaboration with their
parents and teachers, choose this educational
path. The program will he so structured

that no student, K-12, who enters an experi-
mental school at any juncture, will be denied
the choice of alternatives at a future junc-
ture. While the specific mode of a student's
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initial choice may not, and need not, persist
throughout all 12 years of public schooling,
the availability of choice will maintain.

Further, the BESP proposal aveoided what local planners feared
to be a premature precision in project organization.. On how to en=
courage, coordinate, and serve diverse sites, BUSD grant writers
were reticent. They merely provided a skeleton ocutline of how
various parts of BESP and BUSD would be interfaced, despite BUSD's
principal role in funding sites. Due regard, the BESP proposal
contended, had to be paid to the fact that all too frequently the
organizational context into which new educational approaches are
placed tends to be inappropriate to their purpose. The proposal
de:laréd that "these po ;Qﬁs, thElr relatlan to one anather, and

nature dur;ng the durat;cn of the p;ogram " Whexe and haw grganie
zation might need strengthening was to depend on what needs developed
and results achieved. Values were to shape institutional arrange-
ments rather than organization molding values to fit bureaucratic
convenience,

The Federal View. The first OE/ESP posture on comprehensive-
ness was struck by the original federal ESP director. It was main-
tained during the pre-implementation period and overlapped into
BESP's beginning year. :The federal director condoned more than he
positively endorsed BUSD-dominated project organization and sites
embracing a variety of educational purposes--basic skills, career

preparation, and individual creativity.

That OE/ESP funded BESP, with its medley of schools, sub-
schools, and programs, testifies to original federal satisfaction
with the minimal value of some option at every grade level. Im-
plicitly at least, OE/ESP expressed interest in discrete schools
and programs, not in one or a few distinctive school careers and
in sites offering a diffusive curriculum, not in ones articulated
on the basis of narrow or fixed identities. According to the BUSD
Superintendent who spearheaded the Berkeley application, he was
quizzed by federal ESP officials about the compatibility of options
and racial integration. But the basic focus of this interchange
was the number, not the kind, of sites necessary for BESP represen-
tation at every grade level within a two-zone restricted experiment.

Confining BESP to two of the four BUSD school zones superceded
in importance linkages between sites. It proved difficult enough
to create sites at every grade level within the two zones, let
alone give adequate forethought to interconnecting sites. BESP
planning stressed the two-zons: requirement over articulation be-
cause of local interest in not endangering the BUSD's desegregation



plan and federal interest in not so diffusing the program acress
the District that experimentalism was lost. Black House and Casa
de la Raza aggravated local concern over integration and federal
concern over K-12 experimentation; their presence reinforced the
primacy of the two-zone limitation in early 1971 BUSD-ESP negotia-
tions.

OE/ESP originally lacked a strong demonstrated interest in
bolstering a parallel organization. At first, the main federal
objective was to ensure equitable funding for BESP sites, and this
end seemed realizable through more direct ties to the BUSD bureau-
cracy than to a parallel BESP organization. Central BESP preroga-
tives, especially those of the BESP director, were not stressed by
the federal director. In fact, he proposed a parallel office to
that of the BESP director: an "ombudsman" who would act as a liai-
son to BUSD in order to provide for the effective delivery of ser-
vices to sites. Although this proposed office was never instituted,
the federal director indicated by his recommendation that he did not
expect BESP coordination to occur as a result of central BESP super-
vision alone. OE/ESP participated in the early failure to breathe
life into the BESP organizational skeleton. For instance, financial
leverage was not used to create an Alternative Schools Council
capable of informing and influencing central BUSD policy-makers.

The Consumer View. BESP was funded without extensive study or
sensitive understanding of "community demands." The BUSD did not
engage in an educational equivalent to market research. However, it
would appear from ISA surveys of parents and students that consumer

rather than for an options system of highly specialized and hence
potentially interrelated schools. Athough consumers did not actively
participate in BESP planning, indeed were excluded from it, the
structure of consumer demand in Berkeley did not reveal a strong
latent interest in articulation. As shown in Table 14, demands on
the Berkeley schools by the "average" consumer were multiple and
sizable.

BESP sites which were individually comprehensive and function-
ally diffuse addressed themselves to the mainstream of consumer de-
mands. The structure of demand uncovered by ISA surveys would
appear to lend consumer support to schools which only with sub-
stantial difficulty could use highly specialized teaching skills
and be tightly articulated vertically. And, neither the project
autonomy craved by some pre-BESP alternative school staffs nor the
District alignment favored by some BUSD authorities was clearly and
automatically inconsistent with Berkeley consumer preferences.
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TABLE 14: FEATURES OF SCHOOLING THAT PARENTS AND STUDENTS

DEEMED IMPORTANT IN CHOOSING THEIR SCHOOL*

_____ Features of Schooling - Parents Students
1. Friendly atmosphere among students 95% 86%
2. Friendly and considerate teachers 94% 84%
3. Emphasis on learning basic skills 90% B2%
4. Emphasis on personal growth 88% 75%
5. College preparation B83% 79%
6. Ethnically integrated 8l% 65%
7. Good program in art, music or drama 80% 56%
8. Wide choice of electives 78% 75%
9. Job training or developing a job skill 6l 71%

10. Emphasis on political education 56% 59%
11. Strict discipline 51% 46%
12. Emphasis on ethnic identity 50% 55%
13. Loose structure _37% 61%

Totals hkg Ll ]

{603)*** (498-608) ***

* Parents were asked, "In choosing a school for [child's name], are
each of the following items important in making your choice?" Stu-
dents were asked, "As you choose the school you attend, how important
were the following items in making this choice?"

** Since students and parents were asked about each feature separ-
ately, and since they could therefare designate more than one as
important, the totals far exceed 100 percent.

*** The sample of parents on which the percentages are based is
composed of students' parents in grades 2, 5, 8, 9, and 11. The stu-
dent sample does not include 2nd-graders; 5th-graders were asked to
respond only to the items numbered 1, 2, 3, 6, 11, 12, 13, and not

to the others; students in grades 8, 9, and 11 were asked to respond
to all the features of schooling listed.
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2. Significance of Agreement

Hasty planning is an important explanation for why ESP did not
extract a deep-seated five-yesr commitment from BUSD (see Chapter 7).
But slapdash BESP beginnings cannot adequately explain the failure
to balance and articulate the composition of sites or to invest
power and authority in the BESP central office. Planning gaps re-
flected choices that neither BUSD nor OE/ESP were willing to make.
After their opening compact, and despite the federal ESP becoming
disenchanted with BUSD performance, weaknesses in BESP comprehen~
siveness were so far advanced as to discourage corrective steps.

The disappointing performance of Level I evaluation, as seen by
federal eyes, cautioned NIE/ESP against expanding sites to cover
holes in the K-12 structure. Moreover, it proved too late for
NIE/ESP to bolster parallel organization. BUSD persisted in divided
and uncoordinated responses to elementary and secondary school re-
form and in contrel over the project from atop the District hier-
archy.

1. Gradual Emergence of Federal Position on Comprehensiveness.
Under the cumulative impact of a Series of BUSD-Washington disputes,
the federal ESP director grew ‘increasingly disillusioned with the
BUSD central administration, which ramified into a new federal con-
cern for articulation. Major disagreements between the federal
director and the BUSD Superintendent involved: (1) the size of the
administrative overhead properly due BUSD on the basis of early
BUSD-OE negotiations; (2) off-site complaints that $200 per BESP
student of ESP monies was not reaching the sites, that these monies
were being used to defray normal BUSD expenses; and, (3) the proper
activities of the Level I evaluation unit, which the federal director
had originally hoped the BUSD Superintendent would whip into com-
Pliance with the expressed federal yYearning for top-notch evaluatioen.

The federal ESP tried to tighten Program requirements during
the summer of 1972. This task fell increasingly to the federal
project officer assigned by the federal director to monitor BESP,
The project officer hoped to provide for better articulation between
mutually supporting programs at all grade levels. At the end of
the first year, the project officer asked the BESP director to have
students and parents polled, especially those ready to move from
one site to another, about what kinds of programs they desired.
Possible readjustments in site curriculum were suggested by the pro-
ject officer: one or more of the distinctive classroom prototypes
at Jefferson and Franklin might have to be deemphasized; KAR® might
have to change its entire focus to accommodate seventh graders want-
ing a more open or free program; BESP sites on the Berkeley High
campus might have to cater to a wider racial mix. At a relatively
advanced stage of BESP, the project director was seeking to redress
the failure of planning to survey extensively community desires.
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The federal ESP clarified its understanding of a K-12 options
system. To the project officer, the value of educational diversity,
taken alone, too much encouraged site enrcllments which were
to pursue a distinctive school career. The project officer was call-
ing, in effect, for alternative schools that served whites and
minorities alike, and that could be interrelated at every grade
level. The question of which value--integration or articulation--
was most esteemed is rather moot, since the project officer felt
that one supported the other. Certainly by the end of the third
year there were simply too few sites to provide for diversity and
ethnic focus as well as for articulated programs. The project

second-phase 30-months contract made evident that ESP monies could
not be used for newly proposed sites; consumer demands would have to
be satisfied through a shrinking number of sites. The federal
justification for prohibiting new BESP sites was that even existing
ones 'had not collected sufficient student data. If existing sites
lacked an evaluative focus, so the federal reasoning went, even less
could be expected of new sites, Thus, at the very peak of outward
federal indignation over poor evaluation, the national ESP office
was begrudgingly admitting that good evaluation was no longer pos-
sible. Given the desire of the federal funding agency to reduce
significantly its financial contribution in the last half of the
program, in order that BUSD become accustomed to paying the full
cost for sites, baseline data would have had to exist from the
start.

lLocal attachment to an evolutionary conception of the program
was fortified by the early federal impreciseness on the importance
of the K-12 structure and on the issue of adding new sites over the
course of the program. First-year remoteness between theé central
BESP and the OE/ESP, created by the roadblock of the central BUSD,
allowed the BESP director to encourage the planning of new sites,; to
engage in idle utopia-building. It turned out, though, that what
OE/ESF had not explicitly agreed to was interpreted by NIE/ESP as
consciously prohibited.*

* This interpretation prevailed, for instance, in the case of the
central BESP's independent encouragement of a new junior high option
(Model School Y), planned by a group of parents expecting eventual
inclusion in BESP funding. During contract negotiations between BUSD
and NIE, the latter finally stipulated that sites other than original
ones would not be funded. However, under the OE grant, the federal
project officer had previously informed this same groups of parents
that, as a local program, the BESP was to be evolutionary in design,
thereby giving the parents cause for optimism.
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The federal agency also developed greater interest in the central
BESP in 1972/73, after becoming disenchanted with the Superintendent.
The project officer sought to bypass a new distrusted Superintendent.
For instance, the Superintendent's invitation to the project officer
to meet with the BUSD administrative cabinet was spurned. Instead,
the project officer unsuccessfully attempted to meet with the Board
of Education in public session in order to lay out the federal inter-
pretation of articulation, evaluation, and comprehensiveness. 1In
the same vein, the project officer did succeed in removing the local
BESP fiscal officer from the BUSD -Business Manager's gupervision,
placing this officer more directly under the BESP director in order
that an ESP-paid salary would not be used to facilitate strictly
BUSD functions. The federal ESP director certainly supported the
mid-program idea of circumventing the BUSD, as was evidenced by his
May 3, 1973 stipulation (included as part of a revised evaluation
plan) that all Level I personnel be hired outside of the normal
jurisdictional limits imposed by BUSD policies. NIE/ESP considered
a more independent BESP central office a possible avenue to greater
project accountability and to greater pressure on the BUSD to up-
grade its services to all BUSD and BESP schools. However, the
government had missed its chance to shore up a parallel organization
during initial BESP planning. As a result, the NIE/ESP found the
central BESP office to lack focus and strength.

The BUSD central administration remained the final arbiter of
what would be permitted within its legal jurisdiction. In some
cases, as those involving the BUSD status of off-site schools, the
federal ESP office left central BESP and the concerned sites sus-
pended in tension while it waited to get a reading on more general
BUSD intentions. The comprehensive change of BUSD, then, was
stymied by the need to get central administrators to decide how they
were wiiling to be changea. Gnce the funding ageney became suspi—
the local BESP p:ggram Dpen :anfllct between the EESP and the EUSD
over appropriate changes in the latter were superceded by a series
of clashes between BESP central administration and sitess on the one
hand, and the federal ESP office, on the other. But these bouts
did not alter the opinions of key central BUSD actors.

2. BUSD Reforms at Elementary and Secondary levels Unreconciled.
Concentration of BESP sites at the secondary level permitted the
BUSD to assert a special interest in pre=s¢hagl and elementary ed-
ucation. Eighteen of the originally proposed 24 schools and pro-
grams were to exist at the junior and senior high levels, thereby
lending the impression that the uncompleted agenda in secondary
school. reform would be filled in. Through BESP, it seemed, stimula-
ting elective courses, a small school environment, and a modicum of
choice, would be provided 7-12th grade students. Thus, the federal
grant relieved BUSD of community pressure for secondary school
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reform. The grant allowed the BUSD central administration and school
board the luxury of appealing to a greater number of publics within
its jurisdiction. Failure in BUSD secondary school reform could be
shared with the federal funder. For undertaking a shift in educa-
tional emphasis, BUSD's ability to transfer political costs to the
federal government was as important as its ability to transfer
monetary ones.* Not surprisingly, the BUSD resisted from first to
last the sometimes federal conception of BESP implementation as an
exclusively District responsibility. For BUSD to veer publicly to-
ward this federal conception would have reduced its credibility in
proposing other educational directions, ones at variance with the
pre~-BESP alternative movement in Berkeley.
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second, "to break the cycle of non-learning resulting from years of
unequal educational opportunities for poor and minority youngsters."
To fulfill this second goal, it was claimed that the proper remedy
was to "shift the allocation of resources toward the early childhood
through sixth grade levels" and away from the secondary schools.

The Superintendent gquickly countered that secondary school students
had suffered segregated education earlier in their school careers and
should not now be subjected to reduced spending. Despite the Super-
intendent's opposition in this instance, BUSD policy thereafter re-
flected the sentiment of a three-member Board majority consistently
comprised of whites favoring the shift.

Soon, too, the BUSD central administration proved itself fully
capable of mixing the K-6 emphasis with budgetary opportunism.
Support of early childhood and elementary education "at maximum

* BUSD decision-makers reaped solid dividends from the political
transfer upon the closure of some BESP secondary schools. The barely
audible disgruntlement of the Black and Chicano communities in
Berkeley is explainable in part by the remoteness of the apparent
foe--the federal government. After giving due recognition to lack
of community enthusiasm for these schools, it must also be noted
that resentment was stifled by lack of a creditable District tar-
get for opposition. By having defended Black House and Casa, though
without exhausting all appeal processes, BUSD fixed the onus for
later shutdowns on the government. Federal ESP sponsorship eased
this transfer of responsibility. However, respecting U.N. West,
KARE, and Willard Alternative, the second BESP director said that

he and the BUSD administration were instrumental in the closings;
the initiative came from the District, though Washington was a will-
ing accessory.
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possible levels" appeared in subsequent budget assumption letters;
on these later occasions they were put out by the Board but in
essence justified the financial figures put together by the Super-
intendent's office. Expansion of early childhood education repre-
sented a financial saving for BUSD in addition to its putative
educational importance. Expanded children's centers at common
schools and the Early Learning Center fell under a budgetary cate-
gory permitting new revenue from a tax "override." Expansion of
pre-school education circumvented the State's restriction (S$B 90) on
increasing local property taxes for general purposes, allowing the
transfer of expensive teachers' salaries into this category, thereby

relaxing demand on general purpose funds.

Due to its affinity with BESP planning style, one attempted
elementary school reform deserves special mention. In April 1973
the BUSD Office of Planning and Development prepared a $1.8 million
proposal to gain federal funds for two 4-6 common schools. The
money was available under the Emergency Schools Assistance Act (ESAA)
for districts experiencing problems in the wake of desegregation.

The proposed BUSD program would have restructured the basic skills
curriculum at both schools and divided one school of 600 students
into three mini-schools. This was a BESP-type program in many re-
spects, though available federal money, not the example of BESP

4=6 schools, was crucial in the District's decision to introduce
another ambitious program.* Without time to read the proposal in
advance, the Board approved it. Two members dissented, terming the
Board vote "illegal” in light of the premature closing of public
hearings and lack of sufficient opportunity for the Board to con-
sider the proposal. The chairman of the citizens' advisory committee

73-page proposal.

Nonetheless,; the proposal was submitted to federal review,
where it was rejected. What makes this drawn-out affair more re-
markable is that concurrently BUSD was at loggerheads with NIE/ESP
in BESP contract negotiations. During a time when -the past and
future of BESP were severaly gquestioned, from within and without
the District, BUSD was replicating the BESP planning syndrome in
seeking still another sizable federal fund allocation.

* The BUSD Director for Planning and Development called the pro-
gram "as monumental as integration itself," saying it represented
the "third phase of the desegregation process" (Berkeley Daily
Gazette, April 26, 1973). The other two stages were said to be
the busing program begun in 1968 and the subseguent pilot programs
tackling-the problems of "minority underachievement," BESP in
particular.”
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Along with the proposed remodeling of K-6 programs, BUSD se-
condary school programs were trimmed. The Berkeley High School
principal announced on December 16, 1971, that at least 40 elective
courses would be discarded from the regular school program. As
reasons for this move, he pointed to loss of enrollment at Berkeley
High School, lack of student interest, and the need to expand pro-
grams in basic English skills.* But expanded funding for alterna-

leaning another way. Before the actual trial, the offerings at

many secondary level sites promised to cut across the District grain
by yirtue of their student-generated, non-traditional qualities.*%*
In addition, financial constraint in the summer of 1973 induced the
Board to abandon Room 210, a two-year-old alternative education pro-
ject, and Model School Y, the proposed junior high alternative which
had failed to get ESP funding. And BUSD refused to support with its
own funds the Berkeley High School "Phase-In" Program (proposed in
1973 by the Berkeley High School principal as a way to achieve
orderly assimilation of BESP sites on that campus).

At issue in the BUSD's divided allegiance to preschool and
elementary education on the one hand, and secondary on the other,
were two different understandings of how to upgrade minority student
achievement. Implicitly at least, the first emphasis is pitched to
the individual student, in the belief that schooling can have a
strong and independent effect on the youngest school-age groups;
the.second is aimed more at the entire minority community in the
belief that older students are opinion leaders for the younger, up-
coming generation. Taken by itself, each emphasis has a signal
drawback. The first ignores an early sense of frustration with
school stemming from exposure to larger community frustratioms,
especially those experienced by older siblings. The second ignores

* The English Department Chairman offered a slightly more economic
justification: "In a time when the central thrust is in the area
of basic skills, when a financial crisis exists within the district,
and when many of these courses have grown moribund over the past

sideration in our curriculum" (Berkeley Daily Gazette, December 16,

1973). ) -

** In fact, School of the Arts and College Prep were at this moment
still designing courses for their inaugural the next semester. The

same could be said for the four BESP programs at the 9th grade West

Campus, which were not te open until Fall 1972, but would eventually
"feed" students onto the Berkeley High School campus.
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that older students are likely to be impervious to belated signs of
school reform; their hostility may be too advanced already. The
promising contribution of BESP was that it would free BUSD to devote
greater resources to the neglected side of the equation: the educa-
tion of the youngest. 1In combination, the two emphases would seem
to offer a better prospect for comprehensive change than one pur-
sued alone.

Yet, in the BUSD, a two-pronged attack on minority underachieve-
ment lacked a clear recognition of the interrelationship of local
strategies. To combine them effectively, it would have been neces-
sary to plan continuously the educational nexus between the two,
rather than simply letting each slip into District practice under
the pressure of fiscal and political considerations. Symbolizing
the failure to make this linkage, the BUSD options system was the
softest at the junior high level, particularly at grade seven where
the two reform impulses touched. Throughout the history of BESP,
Berkeley's unsure and uncoordinated response to junior high education
served as visible evidence that BESP planning and BUSD planning took
place in isolation from one another. The 4-6 curriculum had been cri-
ticized by Berkeley parents and teachers; but even this criticism
paled before the disaffection engendered by violence and truancy at
the junior highs. But the BUSD record on community participation in
planning was blotted at the junior highs. There, the central ad-
ministration acted unilaterally, without receiving any federal edict.
Berkeley's two junior high campuses were informed that they would
have to submit BESP proposals. The principal wrote a proposal for
Willard Alternative as did a small group of teachers for KARE.* When
KARE and Willard Alternative were eliminated as BESP sites, for being
too remedial and no different from the common school, the BUSD
lacked the resiliency to beef up this sector. The federal disinclina-
tion to expand 7-8 BESP sites was greeted with BUSD inattention.

The District had become preoccupied with lower grade levels.**

* A retrospective account of King Cluster School by members of the
parent group responsible for its creation (whose allegations went
undenied by the BUSD administration), contended that parts of this
7-8 school's proposal were incorporated into the administratively
sanctioned KARE proposal, but without the Cluster group's knowledge
or consent. Although this school existed as an alternative during
1971-72, it never obtained BESP funding, despite encouragement by
the Superintendent and the BESP director that it would. Unable to
get minority-group support or guaranteed staffing, the school folded
in a year's time, but without the BUSD central administration coming
to a considered decision on its utility. _

** At this writing, the groundswell proceeds: the present BUSD Super-
intendent issued a plan in April 1976 to take effect in the Fall
semester, which would divide each BUSD 4-6 school into several mini-
schools whose accent would be diagnostic-prescriptive attention to
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A bifurcated approach to school reform--the alternation between
Preschool, elementary and secondary education--thinned the District's
Yegolve to see to conclusion developments in any one restricted area.
The BUSD was trying to accomplish several cbjectives as pursestrings
tightened. These objectives were not so intrinsically related that
Planning for their interconnection would rightly be dispensed with.
Yet the Experimental Schools Program had been launched in a school
digtrict unexceptional in its steady postponement of overall evalua-
tion of activities and programs. Only in late December 1974 did
BUSD attempt to get an cbjective assesament of its myriad activities
by hiring an outside research and consulting firm. Strapped by
limited funds for this evaluation, BUSD contracted for a 6~9 month
rugsh-order appraisal.

3. Parallelism as Compromise. The pre-ESP alternative schools
within the BUSD constituted an informal network of personal and pro-
fegsional relationships. The majority of these schools were linked
by staff contact and exchange rather than by membership in a formal
organization. Around selected and short-run issues, they sometimes
supported one another in negotiations with the BUSD bureaucracy:
for example, in 1970-71, Black House, Community High, Odyssey, and
Other Ways jointly presented to the BUSD Board of Education a pro-
Posal for a new system of student evaluation, ineluding a reading
tegt devised by Herb Kohl.* The small group of radical educators
revolving around Kohl formed the initial backbone of the pre-ESP
alternatives in Berkeley. It was held together by a shared belief
in site autonomy, full-time student and teacher commitment to a
Particular site, and educational priorities based on the expressed
needs of students. However, over time, the compromises which the
"radicals" struck with BUSD rules and officials impaired their sense
of being bound together in a common endeavor.

on March 1, 1971, a group of alternative school advocates sub~
mitted a package of 16 proposals to the BUSD for ESP funding. This
group included Herb Kohl as well as other leaders from the New
Schools Network. The proposal package included alternative schools

individual students. According to the Superintendent's report, the
example of the BESP influenced this proposed extension of the op-
tion system less than had a steady stream of complaints from
Berkeley parents, lamenting the lacklustre performance of these
particular schools.

* fThere were exceptions to this mutuality, notably those sites
which existed before the ESP but which were never considered "alter-
native" by the originators of off-site schools. Jefferson Tri-
Model School (K-3) and Model School A (10-12) were so regarded by
the Kohl group, since these schools were more administratively than
teacher inspired, and were solidly implanted on traditional BUSD

campuses.



such as Black House, Casa de la Raza, Other Ways, and Odyssey.
After submitting the proposals, this group decided to stick to-
gether in the hope that a united front would guarantee the funding
of all their proposals. In addition, its members agreed that
several demands would have to be met before they would participate
in the District's application: an autonamous budget for each site;
control over hiring and firing of teachers; the right to develop
curriculum independently; accountability to parents and the Board
alone; an influential voice in evaluation of their respective sites.

This group selected a few of its members to serve as an Alter-
native Schools Council which would negotiate these demands with the
Superintendent. Reportedly backed by his top administrative staff,
the Superintendent decisively rebuffed this pitch for autonomy and
for collective inclusion in the BESP proposal. The central admini-
stration's main contention was that the composition of the group
was limited to teachers in alternative schools; consequently, this
group lacked an appropriate overview of how individual schools fit
into the larger BUSD scheme. Moreover, by virtue of acting collec-
tively, the group was viewed as trying to gain control of the whole
program. Conversely, the group interpreted the BUSD administrators'’
position this way: we will not be the ones to lose power.

Confrontation with the Superintendent soon resulted in the
group's dissolution. It was split apart by the possibility of
acquiring unassailable standing for the pre-BESP alternative schools,
a legitimacy previously denied by shoestring budgets. Persisting
in unison, then, seemed to be jeopardizing the future of particular
schools. The BUSD central administration was in the driver's seat;
it had the line to the federal dollar. As the group disintegrated,
so did the idea of the site independence which it had advocated.

The BUSD central administration had divided and conguered. The

of Berkeley's indigenous alternative school movement--one based on
independent teacher-parent initiatives.

were diametrically opposed on whether or not to seek central Dis-
trict administrative regponsibility for the BESP. The two groups
were comparatively small and compact in membership and by no means
spoke for extensive Berkeley constituencies. Still, they tended

to frame the decisive choices éonfronting BESP planning. One group,
composed of the teachers most influential in starting the District's
pre-BESP alternative schools, favored going outside the bureaucracy.
In effect, they wanted to establish a new organization for alter-
native education in Berkeley, one permitting autonemy from the BUSD
central administration. The teachers were opposed by another inter-
connected group, dominated by BUSD administrators who were mostly

in the central office. They claimed that less than full District
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alignment would prevent BUSD from benefiting from BESP, would make

and would, in effect, allocate public funds for essentially un~-
accountable "private" schools.

BESP planning did not meet this division head-on. Instead, it
excluded the first group [of teachers] from a legitimate role in the

viewpoint by adopting an organizational form which left sites auton-
omous. However, the resulting autonomy was equivalent to isolation.
Teachers who were inexperienced in BUSD administrative corridors
became directors at the community-hased sites. The right to formu-
late site objectives were accorded them and their staffs, yet this
was accompanied by an in%istence upon evaluation relevant to evolv-
ing federal concerns in whose formulation they lacked a voice. Con-
versely, the administrators were accorded the right of selective
intervention when sites proved out of compliance with BUSD regula-
tions, but were denied an opportunity for continuous concern and
involvement. Twin results flowed from this compromise: individual
sites were given a great deal of formal independence, which was
rendered spurious azince many crucial decisions were beyond their
recognized ken; decisions by the BUSD central administration were
made fitfully, without benefit of continuous and reliable information
about particular sites. Individual BESP sites were thus thrown back
on therselves, forced to choose survival strategies in isolation from
District guidance, yet severely constrained in their latitude for
choice.

The most tangible expression of this compromise was the sem-
blance of a nonburéaucracy within a bureaucracy. A "parallel"
It was publicized as being capable of serving and defending the
special nature of alternative/experimentail education. 1Its pro-
claimed reason for existence was to geti something done in a hurry,
to launch a program and perhaps provide a quick object lesson to
reqular BUSD personnel who would eventually have to take an im-
portant role in sustaining alternative education. Few if any per-
sons expected or wanted this nonbureaucracy to last. It was in-

However, no one could really explicate what a separate BESP
organization was meant to accomplish. Indeed, its presence often
grated on certain BUSD Board members concerned about the soaring
number of administrative posts in the District. Central adminis-
trators still favoring bureaucratic control of BESP sometimes saw
it as a roadblock to long-range planning. Moreover, its temporary
quality failed to impress or benefit site people worried about
"phase-in" permanence and the apparent need to appeal to the power-
wielders at the District apex. For those smitten with the idea of
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comprehensive change, the existence of a central BESP office seemed
to soften the impact of BESP on BUSD, since the latter did not have
to adjust to the BESP during the course of the program. On the con-
trary, central BESP had to adjust, while its transiency made it
powerless to change the total system. In turn, the lack of continu-
ous BUSD involvement perpetuated an original disunity among sites.

BESP organization served to disguise the conflict between site
autonomy and interdependence with the District. The BESP hierarchy
was a "paper" solution to conflict. Since, in theory, the BESP
administration was to be the one point where all project interests
were to intersect, it was conveniently viewed as ‘a crucible which
could transform conflict into coordination. But the word “"coordina-

tion" had a deceptively simple appearance in the context of a com-

plicated program like BESP, wherein divergent perspectives met and
clashed.*

3, Deficiencies in BESP's K~12 structure

BESP sites were so many educational "islands," cut off from one
another and the larger BUSD.** Separate jurisdictions were established
for local BESP staffs within a program that was initially viewed as

* Pressman and Wildavsky (1973) state succinctly our point about
BESP coordination:

Here we have one aspect of an apparently desir-

able trait of antibureaucratic administration

that covers up the very problem--conflict versus

cooperation, coercion versus consent--its in-

vocation is supposed to resolve. Everyone wants

coordination--on his own terms. Invocation of

coordination does not necessarily provide either

a statement of or a solution to the problem, but

it may be a way of avoiding both when accurate

prescription would be too painful. Coordination

means getting what you do not have. It means

creating unity in a city that is not unified.
** Also, BESP planners never entertained the possibility of pro-
moting direct educational partnerships between BESP sites and all
or some of the common schools. However, the lack of communication
between sites and common schools was regretted by some site directors
and staff who felt that, within the BUSD, they had pioneered "pro-
mising"” practices of immediate interest to BUSD common schools. The
John Muir director stated that two common school staffs were "re-
inventing the wheel" in their isolated endeavors to develop an cpen-
classroom approach. The ELC director lamented that her site's uni-
gue multi-cultural library was not used by the common schools.
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an emergent process rather than a rigorously interlocking system of
alternative schools. Sites were cordoned off from one another, so
to speak, limiting their potential for articula*ion. The "separate-
ness" and diversity of BESP sites conflicted with articulation. It
proved impossible to create a coherent panoply of sites once BESP
included pre—-BESP alternatives and added new ones by administrative
fiat in order to comply with the two-zone requirement.

LT1
a.

Created by different people for different reasons, most BESP
sites lacked indigenous ties capable of promoting vertical communi-
cation. To some degree all sites turned inward, some to the peint
of internal feuding over power-sharing. This made it particularly
difficult for off-site and on-site programs to collaborate, since
the former tended to be community-oriented while the latter were

-under the closer supervision of BUSD administration. BESP was
highly splintered at the site level, with each site's special iden-
tity being surrogate for project-level autonomy.

Site attrition further undermined articulation. Not even the
original cast of sites was large enough to accommodate diversity and
articulation. Reduction in the number of sites further affected the
form and content of the K-12 structuring. Only 12 sites existed
during the final BESP year.* The most significant effects of the
attrition were felt at three crucial points:

7th-8th grade junior high level. .With the closings of KARE,
U.N. West, and Willard Alternative, a gap opened in junior high alter-

native education after 1973/74, leaving only sparsely populated
Odyssey to £ill the 7=8 void. As a result, the K=12 structure was

tary and secondary education had to be joined.

Ethnic schools. The elimination of Black House and Casa de la
Raza in 1972/73, along with the later consolidation of Agora and
Genesis in 1974/75, effectively stopped BESP sites from catering to

to their academic deficiences identified by regular school staff for
remedial treatment).

Individual K-12 schools. The closing of Casa de la Raza and
the failure to start New Ark did away with the "built=in," natural
articulation between grade levels of such comprehensive schools,
making all BESP students and their parents subject to whatever con-
tinuities could be agreed upon between sites, which proved negli-
gible.

* This count of 12 sites excludes Environmental Studies, which con-
tinued to receive BESP funds as a diffused 6th grade program at
Malcolm X,, and not as a distinct entity; and On Target, which also
continued to receive BESP funds as a facet of a "Career Center" prc-
gram at Berkeley High. _ 150
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Reduction in the number of sites indirectly affected the
ability of surviving ones to stick to a coherent educational em-
phasis. This further limited the possibility for articulating
across grade levels, as surviving sites had to gbsorb students
from the terminated sites, even though the former were sometimes
guided by a different philosophy, were designed to serve a dif-
ferent clientele, and had assembled staff skills that corresponded
to initial purpose and target population, skills that were not
necessarily appropriate for different purposes and populations.
HUI, Model School A, and Kilimanjaro directors, for instance, felt
pressured to increase Black student enrollments; however, in ISA
interviews, these directors : -knowledge that the initial rationales
for their sites were not well-suited to students who might have
benefited most from individualized instruction. According to their
directors, On Target, Career Exploration, and Yoga/Reading had
their original purposes thwarted by the kind of student they could
get to enroll.

The gulf separating an inflated senior high BESP program from
the comparatively reduced program at lower grade levels militated
against the creation of a distinctive school career for BESP
studentz. Specific programs were not "followed through” from one
segment of the BUSD grade configuration to anOther. Students exper-
ienced discontinuity at the two dementary school levels:

Zrades 3 to 4. The bilingual program at Jefferson, in grades
K-3, had no matching program at Kilimanjaro or Franklin, the "re-
ceiving" BESP sites for matriculating Jefferson students. Third
graders who had had English and Spanish or Chinese as languages of
instruction at Jefferson were unable to chooseé a comparable program
in the fourth grade, at a common or BESP school. A similar pre-
dicament faced students graduating from the John Muir K-3 school,
where an "open classroom” philosophy obtained, for the "receiving"
4-6 Environmental Studies lacked an equivalent classroom emphasis.
And 4-6 sites were either smaller (Environmenta] Studies) or less
monopolized by a BESP orientation (Franklin) than were K-3 sites,
which further frustrated continuity.

Grades 6 to 7. The kinds of programs and types of teaching
styles available in grade 6 were not consciously planned in grade
7. KARE and Willard Alternative, in the number of students enrolled,
were the primary junior high sites. However, they had been adminis-
tratively concocted in order to meet the federal K-12 demand and to

Thus, the educational rationale for these schoolsg was brittle and
unstable, a conclusion which figured in the BUSD decision to close

them.
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Increasingly, BESP at the senior high level was basically a
loosely contrived "elective" education, not an ensemble of tightly-
knit "sub-schools" capable of powerfully reinforcing alternative ed-
ucation provided at lower grade levels. Especially in BESP's last
two years, sites at West Campus and Berkeley High were characterized
by: (1) the opening of more BESP classes to common school students;
(2) a reduction in BESP courses combined with a readdition of BESP-
type, elective courses in the common school curriculum; (3) the in-
ability of students and their parents to discern at all times
whether the students were registering in common or BESP classes;

(4) appreciable mobility of students, BESP and common, between site
and regular classes; (5) obstacles to recruitment of new BESP students
by current ones and staff, which affected the enrollment size neces=

4. Parallelism in Practice

Diverse parties brought complexities and contradictions inteo
BESP. These were superimposed upon, rather than reconciled by, its
central administration. The central BESP was responsible to all
participants but empowered by none. The June 1971 school board
guidelines aptly summarized the predicament while straining to make
it seem a positive virtue. Referring to the position of BESP
director, the guidelines declared: "He would not be viewed by himself
or his colleagues as allied with either sector [the sites or the
BUSD hierarchy] nor as deriving his power or status from either."

rive was never made evident. BESP central administration was liter-
ally consumed by conflicting demands from diverse quarters. Pres-
sures on its core activities came laterally from Washington, down-
ward from BUSD, and upward from sites. A parallel organization was
used as a convenience for others' organization-maintaining interests.

More implied than stated by the BESP proposal were three main
functions of a parallel organization. First, one can infer, it was
to promote cooperation between disparate sites and between the sites
and the BUSD hierarchy. Second, it was to provide services to in-
dividual sites. Third, it was to be a model worthy of BUSD emulation,
either in some of its parts (e.g., staffing, administration, curri-
culum development) or, perhaps, as an integral whole.

However, each of the main central BESP functions was partially
thwarted by other BESP participants. The coordinating functicn was
chiefly impeded by an unreliable relationship between the central
BESP office and the sites., The servicing function was never fully
developed, principally because of truncated federal-local planning.
The exemplary, or demonstration, function was impaired, not only by
deficiencies in performing the other two functions, but also by in-
decisiveness at the top of the District hierarchy and the inherent
subordination of BESP to BUSD. 15 9
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1. Project Coordination. The eritical role of project advocate
was never adequately assumed by either of two successive BESP cen-
tral directors. Instead, BESP central administration became a re-
siduary legatee, shouldering those tasks which other groups and
organizations were unwilling or unable to perferm. In the main,
these tasks were administrative in the narrowest sense: acting as
a liaison for individual sites, the BUSD, and concerned federal
agencies,

_ Though selected by the BUSD, the BESP central director was not
given real line authority within the school system. His potential
for long-range cooperative planning with BUSD was acutely circum-
scribed. He had to make essentially intuitive judgments about what
others would tolerate .and be prepared to draw back when his views
were seriously challenged. He was able to make decisioens only with-
in the interstices created by others' disinterest, not within
formally acknowledged spheres of authority and competence.

According to the BESP plan, the central director was to be ad-
vised by a council of student, parent, and project staff represen-
tatives and by local advisory committees from each site. But the
representative composition of an Alternative Schools Council never
developed, nor did local site committees for other than intrasite
decision-making. Instead, a less prestigious council of site
directors, one not formally recognized by the BUSD administration,
met sporadically during the first year but was then disbanded in
favor of occasional meetings between the BESP director and parti-
cular site directors as specifiec issues compelled. So, too, a
formal mechanism for bringing "grass roots" recommendations to
upper-level BUSD decision-makers was missing from the progranm.

Still, some sites were better situated than others to take advantage
of the internal politics and hierarchical structure of BUSD. Not
all sites enjoyed favorable access to sources of money and influence:
not all broke from the starting gate with the same chance for success.
Some sites did not need a parallel support structure, while others
felt that they could not depend on it for survival. Thus, BESP cen-
tral administration was cast into a passive role: sites could exer-
cise discretion over how a parallel organization would be used, if
at all. The BESP central administration responded to this situation
by treating sites discretely rather than collectively.

The dynamics of the BESP director's relationship to various
sites was largely framed by the BUSD-defined status of their direc-
tors. The relationship was governed, then, by whether site directors
were located off-site or on-site and whether or not tHey were also
BUSD principals. To the degree that site directors' roles were
multiple and contradictory, the central BESP administration found it
"hard to harmonize and articulate the sites.
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In the last two years, the BESP director's impact on on-site
activities was minimal. Especially his visits to sites at Berkeley
High School were steadily reduced. As he himself pointed out, they
harbored directors who most criticized central BESP performance.
The tensions between alternative and traditional education at
Berkeley High, the BESP director claimed, made aver more appealing
the insulation provided by office work. Throughout BESP, the cen-
tral director lacked a dependable constituency at the site level.

2. Service Delivery. The BESP director was assisted by a
central support staff, consisting of these components: Evaluation,
Family-School Transaction, Media and Public Information, and Train-
ing. However, they were consolidated within BESP or merged with
BUSD central administration prior to the program's completion, with
an attendant loss of "parallelism" in BESP organization. In the
third year, Family-School Transaction and Public Information were
merged into a new Community Education unit. The BESP director de-
cided there was little parental support for the new unit, and NIE/

start of 1974/75. The responsibilities of the Family-School unit
devolved upon sites, where they were handled sparingly by site

directors coping with a down-winding program. The lone public in-
formation specialist was transferred to District offices and asked
to function in a dual capacity for BUSD and BESP. The separate

Media component was dissolved in 1974/75, with its lone specialist
being subsumed under Training. For the final year, Evaluation was

Evaluation.

The Evaluation unit within the BESP central office was the
heart of this office's antiecipated functions. The other proposed

to greater and lesser degrees. For evaluative findings were origin-
ally conceived by the BESP director and the federal ESP project
officer as being available not only to sites, but also te any in-
terested parent, teacher, community group, or school district. The
scope and performance of the other components were to be affected

by the Evaluation unit, since, on paper, they appeared to be "feeders'
or conduits for it. Specification of their functions awaited a
fuller understanding of the substantive information available to
them, for which Evaluation was, logically, a prime supplier.

Level I evaluation is discussed elsewhere in this report
(especially in Chapter 8). Nonetheless, that there were short-
comings to the Evaluation component must be mentioned in the present
context, for these affected other BESP support units. Failing the
integration of Evaluation with the other components, the latter
were diminished in importance and required to improvise new aims



as the program unfolded. Without evaluative input, the several BRESP
components overlapped in function, owing to scarce tasks having to
be divided among them; this, in turn, offered excuse and reason to
collapse them still further. Moreover, the resulting uncertainty

in purpose led to frictions within the central BESP office.

Family-School Transaction. This component was intended as a
new alternative to the District's counseling and guidance services.
The BESP proposal called for a racially mixed team of pupil per-
sonnel staff (psychologists, social workers, and counselors) to be
assigned to families instead of schools, in order to advance "a
participatory, interactionary, reciprocal relationship between
school persons rendering services and consumer or user groups need-
ing service." Basically, the main purposes were to assist families
to make appropriate school choices and to gain optimal benefit from
their choices.

In truth, however, the original staff of four functioned in a
variety of ways, many of which were unrelated to the stated objec-
tives. The Family-School component was an early victim of a be-
leaguered BESP director having to use this small staff for his own
administrative needs. He was too busy responding to requests--run-
ning errands for sites--to be able to use project staff on ill-
defined community assignments.

By the end of 1971/72, recommendations by the BESP director
and the Family-School coordinator did aim at redressing the unclear
definition of roles. These recommendations were intended to give
this component a closer tie to the consumer, especially in the non-
white population. Transfers within the overall BUSD pupil personnel
staff had left two professional staff positions vacant; the BESP
director converted these twec slots into three classified positiens,
and hired persons with Asian and Spanish language abilities. In
addition, the coordinator asked the.new staff to set up a central
information service center where families could obtain accurate in-
formation about BESP. However, the center was housed in poor
facilities on the outer fringe of the school district, and subse-
quently received meager parental use.*

To some, this compaonent was seen as the agent of the central
BESP support services, with only loose ties to the various BESP
sites; to others, it was seen as the agent of the various sites,

* Interestingly, in March 1972, the Family-School.staff urged the
BESP director to narrow the component's roles by confining it to an
evaluation function. The staff asked that it be permitted in the
forthcoming year to provide data from the community on “the effec-
tiveness of the total ESP" (Memorandum, March 9, 1972).



providing support in achieving their respective goals. Seldom, if
at all, was the staff seen as agents of the consumer--parents and
students. Aside from this confusion, there was the unresolved ques-
tion of whether to limit the services to . geographic zone, to
specific BESP sites, to transitional populations within BESP (at
grades 3-4, 6=7, §-9), or to a specific age group such as early
childhood, K=3, etc. The component's coordinator asserted that in-
adequate staffing made such a decision both necessary and impossible,
given the previously mentioned constraints on the BESP director.

HMedia and Public Information. These two components, though
listed separately in the BESP proposal and yearly budgets, were
jointly charged with the task of providing information on the exis-
tence, activities, and accomplishments of sites. Limited to one
media expert and one public information specialist, however, these
two components devoted themselves primarily to designing and updat-
ing site brochures and issuing occasional news releases.

According to the second BESP director, the program was vastly
uniderplanned in this area of publicity. If Berkeley had really

professional outsiders should have been hired to disseminate aspects
of the program. By BESP's end, he concluded that money expended on
media equipment and materials was largely wasted, insofar as publi-
He interpreted BUSD inattentiveness to BESP's public relations as
exemplifying the District's generally insular character, which he
felt also tended to restrict other regional and state interassocia-
tions.

Adequate publicity about sites was critical to fashioning an
options system, at least one that would provide consumer choice.
However, the site descriptions contained in the brochures available
to parents and students did not give them what they would need to
make a choice. Budget information was not included in any program
description, nor were the qualifications or profiles of staff. The
manner used to describe the sites resulted in their using different
methods to describe themselves, thus making it hard to compare the
programs before selecting one. Apparently the media specialist
simply edited and put into a common format the descriptions pro-
vided by site directors, who themselves had no organizational
mechanism for collaborating on the task of creating useful, com-
parable information., Admittedly, though, BESP dependency on fluc-
tuating BUSD staff assignments exacerbated the problem of providing
this information, as did an Evaluation unit which was not set up to
assist students who were not enrolled, or parents not involved, in
a particular site.
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sites and support staff in the areas of media, curriculum and in-
struction, and staff development. The primary strategy for BESP
trainers was to encourage staff to try out alternative roles. In

the BESP proposal, it was stated that in-service training would de-
part from a tradition of organizing sessions around issues of "the
cognitive aspects of mastery, i.e., techniques and information which
have been handed down from the top echelon of the school system."
Trainers were not to use the "T-group" style of "aiming at achieving
personal support" when dealing with "affective training" issues. Instead,
they were "to recognize the major issues in interpersonal life,"
namely, "mastery versus powerlessness," "mutual support versus isola-
tion," "accountability for action based on clear mutual expectations
versus mistrust,” and "racism and its resulting effect upon the pro-
gram. "

In the first year, the one person assigned to Training spent
most of his time in administrative consultation with various site
directors. This consultation with directors was deemed necessary
for they lacked experience negotiating their way through the BUSD
bureaucracy. Also during the first year a BESP teacher intern pro-
gram was started in conjunction with a local college. This was a
program whereby people who had B.A.'s and had been hired by sites
could get teaching credentials; this had the effect of credential-
ing minority teachers, which continued until the fourth year, when
BUSD closed the door on new BESP hiring. With an additional re-
quest and a small fee from teachers, some workshops allowed college
credit in a program that BESP training coordinated with a private
college in the area. Although the BUSD, in conjunction with several
districts in the Bay Area, coordinates a training program with in-
structors from several colleges, BESP training was unique in offer-
ing college credit as well as in-service credit for its workshops.

BESP Training met with more satisfaction among teachers and
principals than any other single feature of the program. This unit
ended on an upnote, as its workshops and High Intensity Learning
Centers were gradually refined and extended over the five years.
Teacher training in the first year was confined to "one-shot" kinds
of workshops, e.g., on how to manage the HILCs supported by ESP
funding. Similarly in the second year, most of this unit's time
was spent writing plans and materials. But, by year three, work-
shops were added in multiethnie studies, teaching reading and writ-
ing, communication skills, and classroom problem-solving. Teachers
from the common schools were invited to the workshops when space
permitted. BAs shown in the table below, a total of 372 teachers
participated in the worksheps in 1974/75, when the training effort

crested. ¢ =
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TABLE 15 : NUMBER OF TEACHERS IN BESP TRAINING, BY
GRADE LEVEL AND TYPE OF SCHOOL, _1974/75*
ELEMENTARY  JUNIOR HIGH SENIOR HIGH
o BESP COMMON __ BESP COMMON  BESP_COMMON
Number of Total -
Teaching Staff as 439 28 158 €4 176
Number of Total
. Workshops Attended 202 154 3 i 7 2
Average Number of - B T
Workshops Attended 2.13 .35 .11 .02 .11 .01
per Teacher - e L ) B )
p< .05 p< .05 p< .05

* Accordlng te the above table, in averag;ng thg number of BESP work-
shops attended per staff, BESP teachers were more involved than the
common school teachers. At each level this was statistically signi-
ficant at the .05 level. 1In general, the elementary teachers, both
BESP and common, were the most involved in BESP Training. According
to the BESF Training Caoralnatar, "It's historically a much tougher
problem getting secondary teachers [involved in training]. They
think they're experts; they'd rather go to college in the summer than
take courses in Training workshops."

A partial explanation for Training's success, relative to other
support units, is that it assumed an evaluative function by under=-
taking a "needs assessment" among BESP teachers. Before workshops
were planned, site directors met with teachers to discuss possible
areas for training. Site recommendations were passed on to the
Training component, which slated workshops oriented to teachers'
expressed needs. BESP funds permitted teachers "release time" for
the workshops, by enabling sites to hire substitute teachers. Site
directors and principals could require teachers to attend, though
this prerogative was generally declined by the administrators, as
they preferred to make participation voluntary.*

Nonetheless, the accomplishments of BESP Training were hedged
by a BUSD "no fire-no hire" staffing policy which prevented the pro-
gram from drawing heavily upon extra-District personnel, curbing

* Voluntary BESP Training reduced possibilities for following a
diagnostic and prescriptive approach vis-a-vis individual teachers.
A Training associate remarked that "some of the teachers who show
up at the workshops are teachers who might be doing well anyway,

and who are looking for reinforcement." The smallness of the Train-
ing staff also precluded diagnosis-precription, though the staff
was involved in many on-site consultations.

168



Though BESP was partially able to remedy racial imbalance in staff-
ing between sites by hiring classified (non-certificated) personnel,
even this practice ended with the 1973/74 school year. 1In April
1974, the BUSD gave most classified staff at BESP sites notices of
termination. BUSD hiring policies put a significant limitation on
the ability of BESP to "stretch" BUSD's imagination.

3. Demonstraticn. Central BESP support units were also intended
as instructive contrasts to regular District practices. Howewer,
their operations, as described in the above survey, hardly commended
them as exemplars. Furthermore, even if their performance had been
better, their demonstration function would have been confounded by
structural and situational handicaps. Currying favor, doing things
differently, and "turning around" the system could not be pursued
simultaneously, especially by a small central BESP office encouraged
to mirror and promote other, substantive BESP goals. And, given the
sites were only partially funded by the government, and that the
survival of each depended on BUSD acceptance, they required and
sought BUSD services and support. Thus, site survival-seeking and
system change were at variance. So, too, were site diversity and
system change. From BESP's start, BUSD failed to clarify what the
program should or should not attempt; it had an uncertain status
within BUSD.

The BESP central administration shared in the uncertainty, was

The isolation of this "parallel" office was reinforced by the BUSD's
reluctance to decide what would happen to the director and his staff
after federal funding ceased. The selection of a BESP director who
would be able and willing to combat vigorously BUSD inertia was ex-
ceedingly improbable. Neither of two successive directors was so
inclined. Drawn from the ranks of BUSD principals, they were used
to the system's constraints despite their relatively forward-lecoking
views on education. The first director almost immediately found
himself having to salvage a program gone astray, rather than press-
ing ahead with his avowed commitment to cultural pluralism.

The second director accepted, the post in order to conduct a
"mopping up" operation. He believed that BESP should have been con-
sciously intermeshed with BUSD from the start, in order to mitigate
specific problems, rather than vainly presenting itself as an utter
contrast to the regular system. He also commented on the "loneliness"
of the directorship, the lack of accountability within the program,
and his situational limitations for grasping power. Entering the
directorship in the BESP's third year, he claimed that by then site
staffs had staked out "territories" which his office could not en-
eroach upon without causing renewed, damaging controversy. He
adopted a defensive posture himself, wary of becoming a stalking
horse in sites' losing battles with BUSD and the federal ESP office.

159

1l3e



advccated and hastened, respegt;vely, an 1n;t;al EUSDscum*EESP
expansionist phase and a concluding consolidation phase. Their
differing administrative styles and principal areas of competency
reinforced viewpoints also being dictated by the particular problems
facing BUSD in each phase. The times and the personalities inter-

acted, indeed seemed to require one another.

Judging from most local commentaries, the first Superintendent's
forte and passion was to bring outside monies into the BUSD, at
which he excelled. He was not particularly interested in becoming
immersed in the execution, adm;nlstzat;on, and coordination of pro-
jects. While building up an exceedingly, complex BUSD program, the
Superintendent was content to let others run it. BESP in particular
was permitted free rein until crisis or governmental regulations
made his intervention inescapable. Operating within specified plans,
irrespective of the political "fallout," held little appeal for him.
He was sensitive to the bargaining power of interest groups, which
made tight formal organization a liability from his standpoint.

Under this BUSD administration, the BESP had difficulty making
an acknowledged chain of command work. Communication upward and
downward, between sites and central BUSD administration, was prone
to getting stalled at the central BESP level. For the gap between
this level and the central BUSD was, in fact, bridged primarily by
personal contact between the first BESP director and the sometimes
distracted Superintendent. Despite the offiecial reporting line
running through the Assistant Superintendent for Instruction, this
BESP director depended on his personal ties to the Superintendent.

If the first Superintendent was handicapped in pushing the BESP
cause, owing to his sensitivity to political debts and pressures,
the second was none the less restricted because of the systematizing,
economizing role for which he was hired. Neither the time nor the
circumstances augured well for a fruitful relationship between the
second Superintendent and BESP. The initial stimulating injection
of federal ESP funds was giving way to a dreary problem of with-
drawal: how to effect phase-in with the least financial burden for
the BUSD. Subjecting BESP to gradual consolidation with BUSD cen-
tralized activities had the interim effect of running the project
on neither a strictly program nor a strictly functional basis.

Under the new Superintendent, BESP's last two years were spent in
a twilight zone, wherein it was neither autonomous from nor inte-
gral to the BUSD hierarchy. For example, the BUSD Director of
Research and Evaluation assumed titular control of the Evaluation
unit but had to rely fundamentally on a BESP-chosen staff trained
in and for an autonomous program conception; also, the task of
publicizing BESP was newly attached to a BUSD public information
specialist, but materials and intimate knowledge of sites remained
at separate BESP headgquarters.
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So long as BESP sites did not establish "liberated® territoriés
for teachers, parents, and students, and BUSD prcblems could be re-
solved or accentuated by BESP, a separate BESP organization would
exist only at BUSD discretion. Only the previous Superintendent's
willingness to work with the first BESP director inhibited the
collapse of fcrmal channels. Even so, site directors in the first
three years occasionally routed information and inquiries around
the central BESP office to the Superintendent's top staff officers.
The On Target director, for example, was exempted by the BUSD Direc-
tor of Research and Evaluation from having to administer state-man-
dated tests in reading and math; contrarily, the Model School A
director funnelled his students' test results to the first NIE/ESP
project officer by way of the Assistant Superintendent for Instruc-
tion. Apparently, these departures from BESP-centered procedures
were not discouraged by BUSD central administration. However, other
BESP sites were excluded from knowing about even the practicai
efficacy of appealing to BUSD officials on similar concerns. With
both BUSD administrations there was a tendency to focus on trouble
spots, to proceed on a case-by-case basis. As a result, the problem
of one school failed to provide a solution for another facing
similar constraints.*

5. ngclusion

The national ESP regarded the R&D strategy of comprehensiveness
as the bulwark of the local program design. The truth of this proe-
position is borne out by two basic considerations. First, the
substantive ESP purpose was to correct the deficiencies of "piece-
meal” or partial programs, since they seemed unable to make any
appreciable impact on school systems. Second, the correlative
federal interest in evaluation would lack scope and purpose if the
local program was not comprehensively structured.

Despite the importance of this strategy in the federal ESP for-
mulation, however, OE/ESP did not reveal a painstaking concern for
comprehensiveness during initial BESP planning. Respecting the
K-12 composition of sites, OE/ESP emphasized the two-zone limitation

* The failure of BUSD central administratcrs to respond to site
inquiries had a similar effect. For instance, the John Muir director/
principal protested the presence at her school of two other federal
programs (Criterion Reading and Math Wirtz). Upon BUSD request,

she wrote a formal letter to the Assistant Superintendent for In-
struction asking for exemption. Receiving no response, John Muir
exempted itself, but without drawing attention to the issue of non-
BESP programs at BESP sites.
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to BESP but did not exhibit a strong interest in the kinds of alter-
natives available or in their distribution throughout the school
career. AsS a consequence, BESP was permitted to become a top-
heavy inverted pyramid. BA relatively large number of sites existed
at the secondary level, coming too late in the school career to
further a belated federal interest in articulation. Similarly,
OE/ESP originally deferred to the BUSD interpretation of the inter-
locking, multiple components requirement, which resulted in a
"parallel" BESP central office which was neither autonomous from
nor integral to regular BUSD activities.

The RE&D strategies of comprehensiveness and of local planning
proved to be in tension with one another. Neither a federal nor
a local assessment of priorities was able to prevail. Although
BUSD was required by OE/ESP to establish some sites which were not
congruent with local wishes, BUSD based the remainder of BESP on
preexisting alternatives which were already functionally diffuse
because haphazardly created. The conjunction of the fsderal com-
prehensiveness requirement and deference to local wish:s imparted
further centrifugal tendencies to alternative schooling in Berkeley.
On the whole, one had neither "experimental" nor "alternative"
schools in BESP, but, rather, a hybrid product unsusceptible to
overall program organization or articulation. Never truly planned
at the local level, the R&D strategy of comprehensiveness actually
contributed to piecemeal change endeavors from which ESP had pro-
posed to depart.
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CHAPTER 7: FIVE-YEAR FORWARD FUNDING

AS AN EDUCATIONAL R&D STRATEGY

The primary aim of five-year forward funding as an educational
R&D strategy was to exact and solidify a five-year commitment from
a local school district to the experimental project as the means
for effecting "comprehensive change." However, the strategy did

not exact a special local commitment to BESP.

BUSD failed to clarify the place of alternative education
in the total District program, to undertake cost-benefit analysis
of BESP, to make BESP the centerpiece of other local programs.
Intermeshed with central BUSD fiscal policies and procedures,
BESP became mired in and engulfed by the Distriet's chronic
fiscal crisis and unsure management. The $6 million plus that
OE/ESP promised to the Berkeley experiment over a five-year
period could neither be spent nor claimed efficiently. Further,
BUSD financial control of BESP was not accompanied by a concerted
effort to allay community suspicion of BESP. Distrust and mis-
understanding of the f=deral funding strategy pervaded BUSD
ranks.

Although NIE/ESP heeded OE/ESP's promise to provide five-
year funding, it threatened to withhold monies at several
junctures until BUSD and BESP complied with evolving federal
interpretations of evaluation and experimentalism. In effect,
federal funding of BESP occurred on a yearly renewable basis.
A "stop-go" effort hampered BESP. Local anxieties were pro-

mance. In practice, the forward-funding strategy never fully
enshrined consistent federal service to or monitoring of BESP.
Federal ESP slid from one view of its proper role to another,
making reliable financial support of locally planned and imple-
mented change seem to local persons a strategy missing from BESP.
Thus, the amount and method of ESP funding failed to correct
appreciably the uncertainty of past federal funding of educational
innovation and research.

The strategy foundered before two basic problems. First,
there was lack of agreement at and between the federal and local
levels on the purpose of ESP monies. Second, the BUSD fiscal
system was too cumbrous and unresponsive to permit BESP sites to
define and pursue their goals in a coherent manner. There was

a tension between the appreaches to solving these problems. That
is, were ESP funds to stimulate an experimental program that
might eventually alter BUSD fiscal practices or was the greater
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priority that of reforming those practices in order to facilitate
an alternative program?* The first approach was geared to changing
personal attitudes; the second, to changing financial-administra-
tive structures. Neither approach was pursued consistently

within BESP. 1Initial planning emphasized the "attitude-before-
structure" approach. However, federal ESP belatedly caviled at

the weaknesses of BUSD financial controls after renouncing its
attempt to gain local support for its view of the proper uses of
ESP monies.

1.

fwl

ivergent Views About Forward Funding

When originally funding BESP, OE/ESP felt impelled to move
with the greatest possible speed. The task of "moving money"
encouraged the government to look to already advantaged school

to spend money. Given the vagueness and riskiness of the compre=
hensive change motif, the most evident criterion of success
immediately present was the ability to spend money.** Going by
this criterion, BUSD was a promising recipient, hardly in a posi-
tion to demur. The preparation of BUSD's "letter of interest”

to OE/ESP coincided with the revelation from the Superintendent
that BUSD would be facing a $2.6 million defiecit which, in
accordance with state law, would have to be eliminated in the
1971/72 BUSD budget.

Soon after funding of BESP, however, some federal ESP officials
and Berkeley citizens' groups came to the belief that the OE/ESP
grant was pursued by BUSD primarily because of fiscal troubles

commitment with which the grant was being applied. They felt
that BUSD was never genuinely interested in educational alter-

cause a large federal grant might soften BUSD budget difficulties.
Contrarily, though, BUSD felt it should not be put on the
defensive, accused of dilatory performance and subjected to forceful

* Thomas K. Glennan, the first NIE Director, has stated that a
similar dilemma afflicts much of educational R&D: "We cannot
conduct many kinds of R&D without creating or at least im-
proving the system, and, at the same time, we cannot create or °
improve the system without conducting R&D" (Glennan, March 1973).
Translate the word "system” into "BUSD" and you have a statement
of the two horns impaling BESP.

** The beginning and end of BESP, we parenthetically add, had
this criterion in common.
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federal monitoring. To BUSD officials, national ESP had patently
erected a program keyed to District promise, nNot to District
performance. BUSD reasoned that once ESP funding was given to
Barkeley, the government had an implicit eblidation to assume

the local effort was the best one possible under stringent finan-
cial constraints. Indeed, the BUSD versions of the forward-
funding concept slipped easily into the notion that the federal
government should be easing the financial crises of local schools
through a program gimilar to revenue sharing. Federal ESP talk
of a local-federal "partnership" implied to BUSp that the govern=
ment would make allowance for the local "cash conundrum.”
Naturally, District survival was seen by BUSD officials as a
prerequisite to program Success.*

Actual BUSD motives are hard to ascertain with any certainty.
However, the original and relatively straightforward problem of
giving and receiving money unquestionably concealed latent differ-
ences in outlook between the major parties to BESP. Deepening
BUSD financial troubles served to make these differences sharper.
Budgetary woes bred distrust and solidified oppositions and anta-
gonisms. Lacking consensus on the meaning and implications of
forward funding, BESP was inherently a cauldron of conflict,
irrespective of more tangible obstacles to successful BESP
financing. Stated somewhat differently, chronic BUSD fiscal
crisis did not simply reflect "objective" limitations to BUSD
capacity to use ESP monies effectively; crisis also hardened
the "subjective" variations in perspective among diverse BESP
participants. By specifying these variations, we see that each
was too narrow to permit Yeconciliation among them and, thusly,

a basis for remedying defects in BUSD fiscal policies and methods.

The Federal View as Catalytic Incentive. The stated federal
desire was to assist in the development of mechanisms for lasting,
self-renewing change within BUSD structures. Hence, ESP funding
would be confined to "catalytic” change costs. It was to be used
in three basic ways: (1) to provide for alterhative school
curriculum and program content; (2) to support new or additiocnal
services to BESP programs (administration, evaluation, training,
etc.); (3) to hire certain BESP personnel (i.e-, professional
experts from within BUSD, outside consultants, and clerical staff).

* Dduring a “feedback” session between BUSD/BESP administrators
and Level II staff in the summer of 1975, a Board of Education
member gquestioned the federal wisdom of funding g fiscally
troubled BUSD for innovative purposes. According to this member,
OE/ESP should have anticipated difficulties with BESP and had only
itself to blame for discounting the obvious.
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ESP monies were therefore not =imply to provide a sum per student
over and above BUSD's own financial allotment per student, but
were to be used to change the system. With this funding formula,
federal ESP hoped to encourage BUSD to plan BESP with a con-
stricted focus. At the end of five years, perhaps, BUSD would
possess a solid foundation for continuing reform and innovation.

In furtherance of this federal purpose, ESP expenditures
on BESP sites were planned to be higher in the first two years
than the last three. OE/ESP reasoned that a swift injection of the
monies budgeted for sites would put them on an alternative/
experimental footing in a hurry, thereby providing a "long" five
years for evaluation and for establishing sites in local esteem.
Then, in mid-program, the burden of sustaining sites would swing
even more toward BUSD. However, the support units were not to
receive the same proportional cuts in ESP funding as the program
sites. Table 16 shows that this shift in federal expenditures
was implemented.

TABLE 16: BESP EXPENDITURES BY TYPE, 1971/72 = 1975/76

_Year _Expenditure Category

_Support Units  __Program Sites _ Total

1971/72 $ 430,544 . 15% $ 742,194 24% $1,172,738 19%
1972/73 602,458 20% 1,143,836 3e% 1,746,294 29%
1973/74 757,921 26% 708,277 23% 1,466,198 24%
1974/75 573,845 19% 391,002 12% 964,847 16%
1975/76* 578,433 . 20% 162,828 5% 741,261 12%

Total $2,943,201 100% $£3,148,137 100% $6,091,338 100%

* 1975/76 expenditures are budgeted figures.

Nonetheless, the negotiated BUSD-ESP agreement to reduce
over time the federal expenditures on site development colld not
compel BUSD to give special prominence to BESP. Slackening
federal expenditures for sites would have to be absorbed by BUSD,
but not the intense federal zeal.* The major fallacy in the

* While another Level II evaluation of an ESP project (other. than
Berkeley's) compared the five-year federal dollars to revenue
sharing, the full import of educational R&D tied the dollars to
the "experiment'=-to bringing about comprehensive change. Federal
ESP never intended that its monies be used to balance district
budgets.
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federal view was that it would be possible to dramatically change
BUSD "on the cheap." Though originally riveted to the assumption
that money may change attitudes, the federal view slighted the
fact that however much ESP monies were valued locally as con-
venience, they were insufficient to make BUSD highly self-
conscious of a need for fundamental change. While federal ESP
deployed locally, BUSD did not share the same lofty respect for
the sanctity of federal dollars. The reasons for this were
embedded in the BUSD view of the five-year commitment.

The BUSD View of BESP as Added Revenue. To BUSD central
administration, BESP required a local administrative effort far
above that bestowed on the regular BUSD program and other federal
grants received by BUSD--provided that a full-scale effort was
indeed to be mounted. BUSD stressed the importance of these
additional and unforeseeable costs to its own budget: rent,
renovation, and transportation needs of off-site schools; in-
creased paper work, disruption of routine, and decreased ability
to rely on past experience; the long-term effect of hiring
new BESP staff with BUSD monies. In exchange for this effort,
central BUSD required adequate compensation from ESP monies, which
BUSD saw to be unforthcoming. However, it is doubtful that more
federal money would have been an incentive sufficient to create
BUSD resolve for "comprehensive change." This speculation aside,
the reality was that BUSD central administrators and Board
members “let the chips fall" where they might, in the knowledge
that some routine and mildly progressive school activities were
being assisted by ESP monies.*

The BUSD view received further elaboration during BUSD's
disagreement with NIE/ESP about the administrative support costs
properly due BUSD for the first 30-months grant period. According

* ESP monies assisted BUSD by relieving it of responsibilities
and by augmenting the existing BUSD program. For exXample, some
BESP administrative, support, and site positions were filled by
people who had previously held BUSD salaried positions, and not all
of these were subsequently filled by new hires. Thus, ESP monies
enabled BUSD to undertake the reduction in BUSD staff--at least
for a time--that BUSD officials were otherwise reluctant to undertake
because of the District's affirmative action employment policy
and system barriers. At the same time, though, ESP monies also
permitted the purchase of materials and equipment, such as the
High Intensity Learning Centers (HILCs), which were capable of
serving BESP and BUSD students. A few site directors, wishing

to ingratiate themselves with the common school officialdom

and staff, deliberately followed a purchase policy attuned to

BUSD equipment needs (e.g., video egquipment, additional supplies,
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to the Superintendent, the Director of Planning and Development,
and the Director of Business Services, BUSD had sought and gained
verbal approval for a fixed administrative support cost, i.e,,
stated in dollars, rather than for a fixed percentage overhead

rate. The 4.6 percent overhead which NIE/ESP ascertained to be

the proper rate due BUSD for the first 30 months was strenuously
resisted by the Superintendent, but to no avail. For this per-~
centage was one applicable to the "average" program in the District.
On the contrary, said BUSD officials: ESP monies were in the
nature of special categorical aid and, as such, in no way assimilable
to normal District operations.

Also during contract negotiations, a corollary to this
basic BUSD stance emérgedz BESPF should be regarded as one con-
tract rather than a group of site-specific contracts. Behind
the BUSD opposition to the reverse federal interpretation were
two primary BUSD fears. First, BUSD was apprehensive that autono-
mous sites, not financially subject to central BUSD diresction,
might make independent agreements with the federal ESP, causing
BUSD to incur long-term obligations and stimulating the develop-
ment of local political pressure groups. BUSD was wary of
federal expenditures necessitating use of local funds in per-
petually short supply. Second, BUSD was afraid that monies from
eliminated or reduced sites would not remain in the BUSD treasury.
For this reason, the contractual arrangement with NIE/ESP was
itself suspect in BUSD eyes, since the contract disallowed the
"recycling” of untapped monies budgeted for BESP and eliminated
the payment of indirect or overhead costs to BUSD during the
second 30-months contract phase of BESP. The contract tied the
a monthly cash flow in advance as had the first 30-months OE/ESP
grant. As the Director of Business Services informed the Super-
intendent in a memorandum dated November 12, 1973:

This [the contract] will mean about
$300,000 less average cash balance in

imately $9,000 in interest income.

But BUSD also had to balance against the nct altogether
satisfactery terms of the contract the impecuniousness of ESP
monies when contrasted with the larger District program. Federal
ESP funded the high-flown ideals stated in the BESP proposal.

It did not heed the reality that BUSD had no compelling reason
to reform itself by spotlighting BESP. In Berkeley, ESP forward
funding was dwarfed by the size, complexity, and munificence of
the total BUSD program. BUSD became an ESP recipient because it
had ready-to-go programs on its back burners. The federal policy
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of awarding the "haves" instead of the "have-nots" backfired,
however. For the same local conditions that encouraged federal
ESP to favor BUSD also offered BUSD a plausible excuse to resist
pressure to make it act in ways local officials deemed undesirable.
The major characteristics of the BUSD program which offered such
excuse are cited below.

High expenditures per student. In a June 1975 issue of

Nation's Schools and Calléges, it was stated that the 1974/75

national "cost per student” was $1,170. BUSD's $2,713.99 "eps"
for the same year was 132 percent higher than the national
average. In a recent publication, About Berkeley Schools (1975)

the League of Women Voters in Eerkeley palnted Dut that, in 1974/75,

valuat;an, wh;le the C;ty of Eerkaley =] E@:tlon was less than
$3.50 per 5100. The same report noted that the BUSD tax rate
was the highest in the State.

Sizable BUSD enrollment relative to BESP enrollment. Whereas
total BUSD student enrollment dropped‘iémpegcanf over the five-
year period 1971/72-1975/76, BESP student enrollment showed a
decline of 31 percent from its peak of 1972/73 (from 4,235
students to 2,865). Thus, the decline in enrollment was greater
for BESP than for BUSD as a whole. Closure of five BESP sites
after the enrollment peak of 1972/73 accounts for this, in part.
Black House and Casa de la Raza, with a combined total of 180
students, were closed i;i June 1973. The closing of KARE, UN West,
and Willard Alternative in June 1974 affected 357 other students,
making a total of 537 displaced BESP students, most of whom could
not be accommodated by still remaining BESP programs. As Table 17
below makes evident, only in 1972/73 did BESP approach the Average
Daily Attendance (ADA) of 5,000 students which BUSD and federal
ESP officials initially forecast as a reasonable BESP objective
(which would have been 35 percent of the 1971/72 and 40 percent
of the 1975/76 school population).

TABLE 17: BUSD AND BESP ENROLLMENTS, 1971/72 - 1975/76

1971/72  1972/73  1973/74 1974/75  1975/76

BUSD ADA* 14,457 14,250 13,777 13,038 12,977
BESP ADA 3,632 4,235 3,857 3,210 2,865
BESP ADA as a

% of BUSD ASA 25% 30% 28% 25% 22%

*  ADA f;gures for K-12 only and do not include adult enroll-
ment since adults are. not comparable to BESP students.

[T
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Revenue sources other than BESP. 1In terms of dollar and
cents, BESP was a comparatively small portion of the BUSD program.
BESP represented no more than 5 percent of the total BUSD
budget, in any one BESP year. The reader is provided with com-
parisons between BUSD and BESP expenditures in the tables below.

gl

TABLE 18: BUSD COST PER STUDENT, 1971/72 - 1975/76

1971/72 __1972/73 _ _ 1973/74 _ _ 1974/75 _ _ 1975/76

ADA* 14,457 14,250 13,777 13,038 12,977
Total**

Expen-

ditures $28,408,472 $33,284,130 $31,318,185 $35,358,002 $35,247,686
CP5 $ 1,965.03 § 2,335.73 § 2,273.22 $ 2,713.92 S 2,716.17

* ADA figures for K-12 only and do- not include adult enrollment.
** Total expenditures do not reflect éxpenses of adult education,
and are "General Fund" expenditures only.

19: BESP SUPPLEMENTAL EXPENDITURE PER STUDENT, 1971/72 - 1975/76

1971/72  _ 1972/73  _1973/74  _1974/75 1975/76*

(%]

ADA 3,632 4,235 3,857 3,210 ,865
otal BESP
Expenditures $1,172,738 $1,746,294 $1,466,198 $964,847 $741,261

CPS/BESF $ 322.89 § 412.34 §$ 380.14 $300.58 5258.73

* Figures in this column represent the BUSD budgetary estimate
for 1975/76.

Especially noteworthy, however, is that ESP monies comprised
r in 38 percent of total federal funding of BUSD in any
one BESP year. In its first-year, BESP was but one of 42 outside
grants and contracts, most of which were federal, managei‘through
BUSD central administration. In fact, prior te 1973/74, BESP

was second to Bilingual Children's Television in total federal
dollar amount brought into BUSD. By 1975/76, as a percentags of
total BUTD income, the federal contribution was the highest in
nine ye: rs (except for 1972/73), though the ESP share of all
federal allocations tor BUSD had dwindled to 13 percent. Over its
five~year involvement in Berkeley, ESP accounted for less than a
fourth of the federal funds flowing into the scheool district.
The relevant comparisons between ESP and all other federal monies
in BUSD during the five-year period of BESP. are shown in Table 20
below.
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TABLE 20: INCOME RECEIVED BY BUSD FROM ESP AND OTHER FEDERAL

GRANTS, 1971/72 - 1975/76

1971772 _1972/73 1973/74

All Federal income $4,128,874 56,774,881 5 3, 2 812

ESP inconme §1,172,738% 51,746,294 $ 1,466,198
ESP Bs a % of

Federal Income 28% 26% 38%

1974/75 ~  _1975/76 __ Five-Year Total

All Federal income 54,734,626 $5,874,190 $25,335,383

ESP income 5 964,847 $ 741,261 $ 6,091,338*
ESP as a % of
Federal Income 20% 13s% 24%

* Figures for 1971/72 ESP income, and total ESP income, in-
cludes the $10,000 planning grant received from USOE in
February, 1971.

Multiple funding of BESP sites. Other special District and
state monitored programs existed,at certain BESP sites, ones that
‘had been proposed by BUSD administrators. BESP was not the soli-
tary source of extra-BUSD funding and identity for these sites.
Other programs at Franklin included BABEL (bilingual education) and
an Arts sub-school, while state childcare funds were one of five
non-ESP funding sources for the Early Learning Center. Among
other incomes, John Muir received Follow Through monies; Jefferson
had a BABEL program; East Campus received state funds as a con-
tinuation school.

No matter whether BUSD officials felt pride in wealth or
alarm over swelling costs, BESP was apt to be a relatively negli-
gible factor in their calculations. Either way, BESP diminished
in importance over time. A five-year diffusion over many sites
and services of ESP's $6 million--as against an annual BUSD
budget of $30 million plus--did not seem to comprise a "eritical
mass" for anything approaching a demand for comprehensive change in
BUSD. True, the plunge in BUSD student enrollment negatively
affected the income BUSD received from the state in the form of
ADA monies during a five-year BESP period in which BUSD expendi-
tures soared 25 percent. Yet, viewed from the angle of BUSD
officials struggling to balance ledgers, BESP sites became competi-
tors to more established BUSD schools in the quest for uncommitted
BUSD revenues. As indicated previously in this report, competition
and phase-in. were site problems which dampened enthusiasm for
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alternativeness and experimentation. At the same time, BUSD
overspending meant that the central BUSD administration did not
stand pat in the search for federal monies. Other promising
federal revenues were sought, and the pivotal role of BESP had

BUSD bid for additional revenue, as in the case of the ESaa
monies previously discussed. The federal cash flow into BUSD
in 1975/76 was the highest it has ever been except for 1972/73,
and none of the latest federal programs in BUSD had to be justi-
fied by or built upon a connection to BESP.*

The Site View as Discretionary 3pending. ESP grant'mcniES,
though a minor supplement to largely BUSD~supported sites, were
expected by BESP-staffs and consumers to be that godsend of
financial flexibility seldom visited on BUSD common schools.

And, in reality, so long as the grant arrangement and the initial
infusion of monies to sites obtained, BESP was not quite the
BUSD-dominated program that were other state and federal programs
in which BUSD funnelled external monies to schools and enforced
guidelines. Although central BESP and BUSD had to approve

site budgets even under the OE/ESP grant, tnere was enough
flexibility in the uses of ESP monies by sites to say that their
budgets for these particular monies genuinely originated within
sites themselves. The major qualification to this judgment was
that site discretion had to await BUSD determination of what
District allocations to sites would be forthcoming. This meant
that sites had to await final BUSD budgetary decisions, which
impelled sites to "fill in" their needs hastily with ESP monies,
without the advantage of long-range planning. Still, in the first
two years, the BESP affiliation permitted site directors and some
teachers to deviate somewhat from the budgetary rigidity of common
schools.

Yet, a sense of doing something extra for students because
of ESP funding was stronger at on-site than off-site programs.
The latter programs, requiring high "capital intensities" due
to their relative isclation from BUSD services, started out in
arrears in physical plant capacity. They suffered from dilapi-
dated facilities (Other Ways and Casa de la Raza) or incessant
movement from one location to another (Odyssey was forced to move

* Speaking of the $2.6 million deficit requiring elimination in
the 1976/77 BUSD budget, a Board of Education member argued that
"the present crisis is a legacy of the past where previous school
boards accepted federal monies" (Berkeley Daily Gazette, July 12,

1976) . However, the five-year upward trend in federal funding of
BUSD seems to be at odds with this statement.
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on six occasions). But on-site programs, including those with
income other than BUSD and ESP, prized the small amount of
leverage within BUSD that ESP monies afforded them. Paradoxi-
cally, then, BESP programs under the close supervision of BUSD
felt that ESP monies freed them from BUSD constraints to some
extent, while more structurally discrete off-site schools did
not share in this belief.

The usual site attitude toward ESP monies, pegged as it was
to gaining freedom and flexibility, conflicted with the stimulus-
to-planning view of federal ESP. The federal decision to start
BESP with heavier site funding in the first two than the last
three years did not produce the results intended by federal
ESP: site focuses that were--simultaneously--alternative, exper-
imental, evaluable. The explanations for site "waywardness, "
as given by site directors, split along lines governed by the
type of site program involved.  Directors of programs with fairly
turbulent beginnings--staff and/or parental conflicts, undefined
student clienteles, rebellion against BUSD rules--pointed to the
actual centrifugal effects of the federal grant. It encouraged
the belief that every new idea could be tried at once and that
site dissension could be handled internally, without resorting
to a supravening office like the BESP or BUSD central administra-
tions. Contrarily, directors of programs that had substantial
centralized BUSD support (moral and financial) testified that
these sites never really contemplated the full range of lecal
BESP goals.

Thus, most BESP site directors experienced a tension be-
tween the forward-fundirg and local-planning strategies. Sites
sided with either the forward-funding emphasis on judicious but
narrow use of ESP monies or the local-plan emphasis on extrin-
sically comprehensive but diffuse and general goals. Still
anxious to see BESP take certain directions, NIE/ESP tried by
contract negotiations to achieve the federal aim for ESP monies:
precise formulation of site priorities and BUSD commitment to a
permanent groundwork for future District overhauling. Almost
immediately in open conflict with the BUSD view, the federal view
of forward funding more directly clashed with that of sites upon

the advent of the NIE/ESP contract.
- In off-site schools, the ability to remain flexible and
“spontaneous" had been important. Now they were directed to
plan, with increasing specificity, innovations and program expen-—
ditures for the second 30 months. This site planning had to
proceed while several sites (Odyssey, Kilimanjaro, Early Learning
Center) were in a state of uncertain flux over appropriate teaching
styles and goals. No expenditure item was to be exempt from close
scrutiny. NIE/ESP monies were not to be used to supplement the
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salaries of BUSD personnel, or to help build new site facilities,
or even to refurbish BUSD properties whose use had not been
guaranteed by BUSD to a BESP site on a lasting basis. NIE/ESP
also signalled its intention to withhold monies from central

BESF personnel who might not he able to survive the end of
governmental funding. In effect, NIE/ESP asked sites not only

to have confirmation from BUSD that it would pick up the salaries
of presently NIE/ESP-supported personnel during the fifth year
and beyond, but that sites regard even confirmation with skep-
ticism and plan accordingly. ’

Whether realizing or not that these stringent limitations
on site flexibility were likely to produce considerable uneasiness
among site staffs, NIE/ESP did attempt to put requirements on BUSD,
which, if followed, might have ameliorated site anxieties. As
part of the 1973-74 BUSD-NIE contract planning, federal ESP
pressed the Board of Education to get as specific as possible
about what would make it start, support, and terminate alter-
native schools generally, not simply BESP sites. Specificity
was also requested on phase-in plans for individual sites, which
federal ESP wanted to settle prior to final cont: ... negotiations
(save, possibly, for a few justified exceptions). It also wanted
to know what would be done with all BESP personnel paid from ESP
funds. Further, it stipulated that any merger of a central BESP
support unit with BUSD would require at least 60 days advance
approval from the contract officer.

BUSD remained in the driver's seat where phase-in was con-
cerned; it sloughed off program rationalization as a threat to
centralized BUSD discretion. BESP sites not well-advantaged
strategically, being on the periphery of central BUSD's priorities
and politics, had to bear the brunt of the tighter contract terms.
They were pushed inexorably by diminished federal funding into
narrower basic skills orientations. Yet, despite BUSD's parallel
drift toward a basic skills orientation, there was no assurancé
given by the BUSD central administration or Board of Education that
they would consider curtailed site objectives to be "optional"
enough to merit phase-in. ' During the program's last two years,
the troubling question of how to be unique, without help from
those very budget categories which the NIE contract disallowed,
haunted BESP sites which were not also BUSD "showcases."

The completion of BUSD-NIE contract negotiations in August
1974 marked the significant watershed in BESP history. Then began
several developments that proceeded apace with each of the two
subsequent year's slashes in federal monies: the shifting of all
key budgetary and administrative decisions from BESP to BUSD and
NIE/ESP; increased course and secretarial "loads" for site directors;
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curricula turned more sharply toward basic skills instruction; and
concentration on site survival strategies for post=BESP phase-in.
These developments led by the end of the fourth yvear to a c¢laim
from directors that, for all practical purposes, their sites were
"institutionalized,"” brought into the larger-school system, by
diminished funding. The directions of the last two years were
seen by site directors as interrelated; these directions affirmed
the indivisibility of the total school system. Directors more
fully understood that BESP was but one Program among many in the
Distriect, having no ultimate right to special consideration.

Federal program officers "made up” the local scenario as
BESP unfolded. Changing federal officials, each with a separate
and special interest, contributed to shifting emphases at the local
level. An elusive concep%ien of comprehensive change allowed
broad scope to federal administrative discretion. Changing
government regulations sent site staffs back to the drawing boards
time and again, especially over their attempts to write accept-
able plans for the second-half, contract pPhase of BESP. The
choice presented BESP sites often seemed the best and worst of
two evils: either take government funding and attached stipulations
or fall back completely into the clutches of BUSD. Site per-
sonnel often believed that Washington was too remote to appre-
ciate highly individualized experiences. They directly faced the
multitudinous reality of everyday life, becoming aware through
this exposure of the degree to which events in one site were too
special to lend themselves to neat equation with those in another.
Federal intervention was often interpreted at the site level to
be unwarranted rationalization of project activities. However
much the federal money-giver was seen as a disruptive irritant,
BESP sites could not relinguish the knowledge that the BUSD
bureaucracy would ultimately decide their fates. 1In the absence
of BUSD effort to systematize the program, federal efforts to
obtain phase-in criteria, cooperation among site directors, and
student evaluation data were experienced by site staff as unreal
"game-playing."”

2. BUSD as a Management System: Tgeigagacigy te Innovate

BUSD capacity to "systematize" and "rationalize" BESP was
always in doubt. Federal planning did not consider the organiza-
tional and technological ability of BUSD to absorb and install
BESP efficiently. Since the forward-funding strategy was to award
a fixed-term sum 6f money--a blanket award--it was not geared to
BUSD capability to deal satisfactorily with well-defined stages
of planning and implementation. The federal perspective entailed
the assumption that the integrity of BESP would elicit integrity
from the "receiving" BUSD system. While the local-planning strategy
was meant to'give scope to local formulation of substantive project
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goals, the forward-funding strategy acted at cross purposes. That
is, the latter strategy implied an external impingement on BUSD
structures and services.* Local determination stressed the need
for BESP to be consonant with the vagaries of a distinctive BUSD
culture; however, forward funding tended to assume the existence
of a rational educational system eager to (and capable of) change.
Forward funding was more sorrily dependent on local good will
toward the federal purpose than was local planning. Once local
and federal views about the proper use of ESP monies diverged,
BESP had to be implanted in a schaeol system lacking internal
mechanisms for fiscal control and accountability and any special
reason to reform because of BESP.

Many of the same BUSD management problems disclosed by annual
audits of Distriet budgets and accounting procedures also afflicted
BESP. Unable to put adequate controls on a burgeoning educational
program, BUSD imprinted on BESP its own shortcomings as a vessel
and instrument of change.

Outmoded data processing technigues. From 1971/72 through
1974/75, BUSD audits reported that the BUSD computer system was
too limited in capacity to digest the sheer volume of data necessary
to keeping adequate records. Exacerbating this situation was the
selection of BUSD as one of six California school districts to
pilot test a Planning-Programming-Budgeting System (PPBS),
beginning July 1, 1969. According to the BUSD Audit Report for
1971/72, "When the complexities of maintaining both a standard
accounting system as well as the PPBES system are considered, the
task assigned to the present equipment becomes over-burdensome."
As subsequent audits attested, many simple calculations concerning
payroll distributions, student attendance, and Jnany general
accounting functions were performed manually, with an attendant
loss of many person-hours from other administrative chores.**

*  Berman and McLaughlin (September 1974) suggest that this impulse
to effect system change from the outside is the heart of the imple=

mentation view of why federal programs fail: “We define implemen-
tation as the change process that occurs when an innovative project
impinges on an organization." In this view, local systems are

too obdurate to accommodate worthy externally recommended models,
rather than federal programs misreading local conditions.
** Throughout the BESP years, BUSD tried to combat systemic
deficiencies by a large administrative staff. The 1975 League of
Women Voters report stated, "By virtually any criterion Berkeley's
school administrative staff is remarkably large." Utilizing the
administrative categories developed in the State's School Accounting
Manual, the League concluded that, among seven other districts of
medium or larger size, BUSD stood out for its exceptionally high
per-pupil costs in most administrative categories. The State of
California agreed. 1In 1974/75, BUSD was assessed $118,431 in fines
because it exceeded the state requirement that school districts
limit themselves to eight administrators per 100 classroom teachers.
For the same offense, the 1975/76 BUSD budget projected another
ayment of $127,000. " .
pavm S127 176
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Data-processing inadequacies also manifested themselves through
the "hug. volume of transactions and dollars being processed through
the revolving cash fund (RCF)" (Audit Report for 1971/72). 1In
accordance with State Educational Code Sectien 21301, the RCF
was supposed "to be used for small miscellaneous expenditures;"
yet, in any one BESP year, hundreds of thousands of dollars were
dispersed through the RCF because too much time elapsed in the
payment of creditors, such as consultants, if other BUSD funds
were used. The BUSD audit report for 1974/75 remarked: "During
our review we noted that numerous disbursements (an estimated
20 percent of approximately 5,000 disbursements) were made from
the RCF account for amounts greater than $100" (the Education
“Code places a $100 ceiling on disbursements from such accounts).

The audit reports suggest that the data-processing problem
contaminated most every aspect of BUSD internal controls, loosening
them to the verge of nonexistence. Not surprisingly, BESP records
were affected. A federally required audit of BESP's initial
19 months concluded that the BUSD computer system "does not generate
information for adequately allocating expenditures of the ESP
programs between the District and the DHEW grant." The same audit
found that BESP attendance figures at all but the off-site schools
were lumped together with the figures from common schools, a
procedure which made it impossible to relate costs to benefits
or even to report accurately to federal ESP. Further, most of
the consultants employed by ESP monies had been paid by checks
drawn on the RCF  which the federally prescribed audit declared
to be "a violation of generally recognized principles of internal
control."*

Coupled with the "in-kind" support given by BUSD to sites
(certificated teachers and health, guidance, and library services),

the absence of fiscal control made it extremely difficult to ascer-
tain if sites were getting a "fair share" of BUSD allotments,
relative to other sites and common schools. For instance, ESP
monies given to Odyssey were nearly one and a half times those of
the next most expensive program (computed per student), yet this
site served the seventh smallest BESP enrollment. Nobody could
be sure, however, that such disproportionate ESP funding was

* This federal audit report, performed by a srivate firm chosen
by NIE/ESP from among twe bidders identified by BUSD, went on to
say: "We found numerous instances of consultants submitting their
invoices without their signature, or without the amount requested.
In one instance, an invoice for $1,500 was paid twice, on con-
secutive days. Often the director of an experimental school would
prepare and submit the payment requests for his entire staff of
consultants, and then personally pick up all the checks at the
payroll window for distribution® (BESP audit by Elmer Fox and
Company, April 26, 1973, p. 8).
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actually needed to rectify BUSD imbalanced payments. Without evident
standards for differential allotments, off-site schools felt
especially threatened, since they began with less than the faeili-
ties of on-site and common schools. At "off-sites," fiscal fuzzi-
ness heightened tensions appreciably. Convinced there was no
appeal to reason, off-site schools which had "intruded" into the
BESP application process subscribed to the notion that "only
squeaking wheels get greased." However, their displays of
discontent before BUSD decision-makers reinforced their sense

of renegade status in the District and further increased their
misgivings about the even-handedness of BUSD allotments to sites.

Blurred lines of BUSD management responsibilities. Another
conclusion shared by the yearly BUSD audits during the BESP years
was that the BUSD Office of Business Services was overburdened
by duties not properly its own, yet was too often neglected or
missing when the expertise of the trained accountant was really
needed. It did not, for example, serve as a watchdog over truly
salient issues of fiscal responsibility: budget clearances arnd
transfers; submission of budget proposals to outside agencies;
administrative adherence to school board policies and directives;
cross-training of personnel to relieve dependence on particular
employees; the keeping of perpetual inventory records.

.-~ 'Defects in fiscal accounting and control were compounded by
fuzziness and duplication in administrative operations. Two
findings by independent agencies highlight the latter problems.
The BESP audit report of April 26, 1973 noted:

There is a strong need in the District for
person reporting to the Superintendent
who is able to identify weaknesses in
interdepartmental communication and the
absence of clearly established written lines
of authority. At present District admin-
istrative manuals and codes are deficient in
this area.

]

An evaluation of the total BUSD, including BESP, by Pacific Consul-
tants (September, 1975) found: I

A variety of centralized groups appear to be
providing similar support services and these
groups are organized at the central level by
program rather than function. For example,
Compensatory Education, Follow Through, ESP,
and other programs are all trying te provide
similar services to schools. 1In fact, they
often address the same problems, have similar
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objectives, and apply similar strategies.
This results in a duplication of services
from a District-wide perspective but also
a confusion on the part of local school
ersonnel as to whom to turn to for

oAy

Wy

ssistance.
Contemplating the fiscal and organizational maze, which is
indicated in the above findings, one would have to have an extra-
ordinary faith in the magical properties of money to ¢ ippose that
ESP funds could somehow flow through that maze to best affect their
"catalytic" purpose. This was hardly the sort of market that a
reasonable buyer would chocse in shopping for commitment.

Delayed filing of federal and state program claims and reports.
Although a hefty portion of the District's revenue is received from
governmental sources, audits of BUSD revealed that during the
BESF years claims for cost reimbursement and program reports were
not being submitted on a timely basi to appropriate agencies. The
audits continually served warning that carelessness was jeopardizing
substantial amounfts of interest revenue due to the delay in re-
ceiving cash from governmental sources. According to the audit
for the 1974/75 school year, in some cases "reports were filed
over six months late and some reports for the yvear ended June 30,
1975 have not yet beer filed" (as of February 24, 1976). 1In
addition, the BUSD~hired auditors noted that records and files
related to governmental Programs were not being kept in a systematic
fashion, nor were they being reviewed by knowledgeable officials
prior tc submission. In the audit report for 1972,/73 we find thisg
recommendation:

- --.that the responsibility for maintaining
files, preparation of reports, and claims
be assigned to a cost accor.itznt to insure
commpliance with guideliners ar-. instructions.

Despite the lead time afforded the wrap-up cf BESP by such
warnings and recommendations, ISA interviews with the BESP !
central director and accountant at the program's end discloscd that
BESF had underspent by some $400,000 but that BUSD also held expen=
diture vouchers in about the same amount which had never been
submitted to NIE/ESP for cost reimhursemsnt. While the disposition
of these two sums remains in limbo, they tand as vivid reminders
of BESP's flawed funding logic. BESP wa. divided in two, since
central BUSD held ultimate fiscal contriol locally while central
BESP and sites were tagged with substantive program responsibilities.
The filing of voucher claims belonged to central BUSD but the
filing of reports on programnatic difficulties and progress
belonged to central BESP, Casual attitudes if not chactic

]’7&)
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conditions in central BUSD inhibited the mending of this bre:

It was hard for either central BUSD or BESP to know what was

happening in each's respective camp, let alone to develop a genuine
>rn for what was happéning Ifanically, not even the cpening

strations of BUSD fiscal and administrative
resented because of their direct bearing on the
. Beyond them, however, lay the whole finan-
cial crisis of BUSD, which affected in far more subtle wavs the
attantlgﬂ and interest which BUSD could muster for BESP. Rather
i attempt an analysis of the antecedents and manifestations of
is, and of their implications for BUSD’s handling of BESP,
we shall conclude this sub-section with tha qutllLti’ crowning
folly during BESP and the response it unleashed from a "blue-
ribbon" panel asked to look into its significance.

"‘1’1\

Early in 1975, the BUSD Direclinr of Business Services pr
dictad that BUSD raced a budget deficit of $2.6 mill.on for 1 75/
& Faced with this information, the Board began exploring cost-
utting strategies, and considered making cuts in programs,
ervices, supplies, transfers of personnel, and reductions in
ubstitute teachers and preparation-time personnel. One week
later, the Board was advised that the predicted deficit to be
balanced was up to $3.2 million, and the Board considered further
cutbacks in programs, supplies, and services. Then, on June
15, 1975, the Director of Business Services revealed that cal-
culations of estimated income were in error and there would be an
additional deficit of $1.6 million. The Director resigned with
an apology for the miscalculation in estimated income. (The
Chief Accountant had also resigned three weeks earlier.)

‘D—l\

»m W ~d

Following the revelation of the large budget deficit and the
resignation, the Board appointed a Citizens Fiscal Analysis and
Review Committee to "...aszertain the present golvency of the

BUSD...." The Committec's report to the Board contained these

observations:

We have not and do not wish to appear to
state that we have uncovered every example
of poor management. Frankly, there are too
many and the time was too short (p. 3.

* * % * %

* The Board was now faced with reducing a budget imbalance the -
Citizens Fiscal Analysis and Review Committee estimated to be

nearly 5.1 million in its report dated July 22, 1975 (r:. 18).
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-..we believe the existing situation to be
extremely serious and the direct product of
egregiously bad business management practices
within BUSD (p. 3).

* & % % *

In blunt terms, BUSD is both tecnnically
sankrupt and in violation of state and
county applicable laws and statutory codes
{p. le).

* * * * *

-..as5 difficult and alarming as the present
financial situation is, the present low level

of professional management practices is
difficult to believe (p. 20).

M’.\

3. The Absence of Commitment

The R&D strategy of forward funding proved itself unable
to buy BUSD commitment. In an importunt sense, federal ESP was
caught in the trap of its own strategy. Once having come to an
initial understanding with centralized BUSD authorities, an
agreement to which strictly BESP participants were neither
party nor privy, federal ESP had no effective control over BUSD.
Most reluctant to employ the one weapon in its arsenal that could
conceivably hurt but not compel BUSD--the termination of ESP
monies--federal ESP officials had only the local program itself
upon which te vent their ire. And, in faet, central BESP and
sites became the target of federal threats, real and implied.
But these werm threats that NIE/ESP hesitated to hurl any longer
at the BUSD Suparintendent.* The federal hesitation thus bespoke
a division within BESP, that betwsen a centralized BUSD sub-
stantially impervious to federal retaliation and a BESP staff
upon whom feder ' officials exercised their indignation. How-
aver, BESP stait were relatively more committed to BESP ideals
than were BUSD administrators; moreover, they had precious little
influence over project preblems intrinsically connected to District
problems. As a substitute object for prodding and scorn, BESD
evaluators, directors, and the like, hardly sufficed. And ESP
project officers in Washington knew it. Still, federal ESP

* In July 1975, for example, the federal project officer warned
the BESP director that ESP monies would be withheld from sites
that had compromised their alternative identities. Despite this
federal message being sent to the BESP director, the federal threat
to cut off fifth-year ESP funding was obliquely addr=ssed to
central BUSD which seemed prepared to submeérge the alternativeness
of Cd/ssey and Kilimanjaro.
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The second BUSD Suparintendent to oversee BESF symbolized
what happened to BUSD commitment. True, he expressed the view
that some genuinely alternative schools might make the vital
difference for certain students who might otherwise perish
emotionally and intellectually in the common schocls. His
commitment to this belief, he stated in a July 1975 ISA inter-
view, was forged prior to his BUSD appointment and had not
faltered during his first year in Berkeley. N@ﬂ@thiléSS, sub-
Séqﬂéﬂt public testimony from the second Superintendent suggests
that individualized instruction and the breaking-up of large
traditignal schools into smaller sub-schools, not alternative
schools per se, were ideas closer to the cor iz edu
philosophy. Both ideas did not strain his o lona
of educational leadership: thev were compatit
concurrent interest in resetting BUSD grade
Neither had to be learned from BESP, despite

o

mild public protestations to the contrary.

as easily be derived from prior experience
grams. In this vein, the Superintendent s
BESF was but one of many worthwhile BUSD p
that account, the important phase-in compal
BESP and other projects, rather than betwee
sites. BESP's value to an inecoming, mld'prgfa
was that its diffuseness permitted him to emphasize
those aspects which justified any admr .nistrative Qa"'
Lacking extensive community support, and a consister
BESF was particu larl; incapable of putting inherent

of its own on a "new face in town.'’ BESF, then, did not prev

the application of changing local administrators' pfﬁfgrenceq
any more than it did those of changing federal actors.
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CHAPTER 8: EVALUATION AS AN EDUCATIONAL R&D STRATEGY

Of a1l four educaticnal R&D strategies being "tested” in
BESP, none was so 1llustrative of the structural flaw that
haunted the entire project as was the evaluation strategy. If
BESP had been viewed by the school district as an educational
R&D project, then the dual evaluation plans would have been re-
garded as central to the "experiment." Instead evaluation, both
internal (Formative--=Level I) and external (Summative-=Level
I1), was viewed by most local school officials as ad extra re-
quirement tied to the BESP grant. It was viewed at worst as a
nuisance and at best, a supplemental service. Since the educa-
tional R&D definition never seeped down to site directors or
teachers, the appearance and activities of two separate BESP
"evaluation teams" created considerable confusion. This dual
evaluation activity was further confounded by the discussion and
eventual passage of California's Stull Act, which mandated
"teacher evaluation." The general distrust of evaluation common
to all imnstitutions was heightened by the BESP failure to ack-
nowledge the educational R&D definition of the project==hence
the confusion and resistance to "svaluation" per se.

1. Overview of Three Evaluaticn Levels

We turn now to summarize the results of the three separate
evaluation efforts inherent in NIE/ESP plans. Over five years
of effort in BESP, Level I (the internal formative) evaluation
group did not provide regular measurements of site progress,
student achievement, or degree of system change. Level I under-
went four distinct reorganizations and revampings and failed to
achieve an organizationally feasible structure, existing margin-
ally with unclear governance and poor administrative procedures.
There were no "feedback" channels to either the sites or to the
BESP administration. After three years of ineffectual and con-
fused existence, Level I became a part of BUSD's R&D department,
and merely elaborated on testing procedures already found to be
invalid and incomplete with regards to the BESP sites. HNo for=
mative research was ever utilized by BESP administrators for
either policy or program development, such as adding to the
decision-making process about phase-in or developing changes in
the sites. No new or refined methods for evaluating educational
programs were ever developed at the site level. In short, the
e purpose of BESP's internal evaluation was never a-

18u



The summative evaluation team (Level II) was under inde-
pendent contract to NIE and was charged with evaluating the
overall value and progress of the project. It underwent two
major changes of staff and direction. The first Level II eval-
uators (DEEPS) responded to OE/ESP's RFP with a broad statement
of purpose, placing summative evaluation within a historical-
contextual methodology, with no specific evaluation "plan" dis-
played in advance. &after 20 months, the relationship between
the Level II team and ESP (now part of NIE) was terminated, with
the resignation of the DEEPS Director. Only one report, a his-
tory of BUSD's integration effort during the 1960's (Never a
Dull Moment by Carol Sibley), was produced during thegé first

20 menths.

Level II came under criticism from NIE/ESP, culminating in
an outside site visit when none of four submitted research plans
was deemed acceptable by NIE, The DEEPS Director resigned and the
Institute for Scientific Analyeis phased out the first grant
with two reports: (1) A Study of the Cheoice Structure of BESP,
July 1973, and (2) A Retrospective Description of BUSD/BESP
From Its Inception Through June ;973 Seﬁtembef 1973.

ISA won a new contract in a competitive response to an
NIE/ESP RFP issued in May 1973 that focused on three questions:

1. Has BESP led to diversity in the range of educa-
tional options within BUSD?

2. Has BESP been associated with change in drepout
ra-2s, truancy, vandalism; in racial-econeomic-—
academic mix for students (and, in the ethnic
category, for staff); in parent/community par-
ticipation in school program and policies: in
new and/or changes in policies, practices and
perceptions of school staff; in staff and fund
allocation policies; in the focus and nature of
leadership?

3. Has BESP brought about change in the quality of
education?

To address these questieons ISA used two major methodolo=-
gies: (1) field method, and (2) longitudinal survey of a select-
ed sample of BESP/common schoel students, Yearly reports cover-
ing the findings for the third and fourth years were produced,



There was dissension between NIE/ESP and TSA staff over the
scope, direction, and interpretation of the firuings from the
two reports., For the final summative report, IS5A asked to en-
large the fifth yvear evaluation report to include a larger per-

pective than the original three contract guestiens, This lar=
jer perspective enabled the summative research team to de more

than study just the implementation of BESP, and allowed an Eval=
uation of BESP as an example of educational R&D strategies.

i3
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None of the Level II evaluation reports was distributed to
the public, although copies of reports covering the thiré and
fourth vears were given by ISA (with NIE's permission) tc the
BUSD Superintendent and school board. One "feedback session"
with all interested BUSD/BESP personnel was sponsored by ISA.

The third level of evaluation proposed by NIE/ESP's evalua-
tion strategy--one which would compare and contrast all ESP
efforts--never came into being. Although an RFP for a Level ITI
evaluation was issued, it was later cancelled and no overall
evaluation of ESP was ever made across the eight different Ex-
perimental School projects in varicus geographic areas. No com-
mon data base was ever established, and no overall assessment
of the various NIE/ESP proiects has yet been made.

Having briefly summarized the results of the evaluation
strategy in BESP, we now turn to discuss the possible explanation
for such outcomes.

Most educational evaluation projects have been seriously
under-funded: often less than 1 percent of the tatal program
costs is allotted for program evaluation. The evaluation com-
ponent of BESP was richly funded, built inte the local program
and set a precedent of hope and expectation that, at long last,
an educational effort would be fully and adequately evaluated.
This strategy of complete and "richly funded” evaluation was
inherent in the methodology of educational R&D. During the five
years of BESP, the Level I evaluation component was allotted 11
percent of the total program budget. Level II, under contract
to NIE/ESP for this summative evaluation, spent 5846,413.*
While these appear to be richly funded evaluation efforts, the
products are less than satisfactory.

* The contract with ISA took effect June 30, 1973. Prior to
this date, $683,694 was spent by DEEPS as the Level II evalua-
tor. Thus, the total spent for Level II.over the five yvears of
BESP was $1,530,107.




Why was so much spent for so little? What should it cost
to conduct a "good evaluation" of an educational R&D experiment?
We argue that given the structure of BESP, either too much was
spent for evaluation--or too little. If the BESP were not set
up as an R&D effort, then the task of program evaluation could
conceivably have heen assigned to a few "evaluators" who could
have worked with BUSD's office of Research and Zvailuation.
Such ¢ sts would have been minimal and perhaps routine test
scores ("background data") could have been made available for
each option site, as a function of the regular BUSD test and
evaluation program.

Suppose BESP had been designed as an R&D effort, then the
research component would have designed the experiment, run the
experiment, and conducted the evaluation as an integral part of
the experiment, retesting, etc. Then the cost of the "evalua-
tion" would have been the total cost of BESP. As previously
noted, this R&D model could not be carried out, given the pre-
sent federal-local school arrangements, i.e., no leocal school

district would willingly hand itself over as a research site for
a federal experiment.

We wish to raise two major issues about the faults within
BESP's evaluation: (1) the structure of BESP as an educational
ReD effort, and (2) the state of the art of educational evalua-
tion as a research component of an R&D effort. The w1despread
« s:nfusion about these two major issues created conflict and
communication breakdowns at all three levels of operations:
federal ESP, BESP, and the consumers (students and parents).

Let us first =axamine the strueture of BESP as a research
and development c.fort. How could the federal agerncy expect
any local school district to participate willingly in a federal
R&D experiment to create "comprehensive change” in that school
district? The answer was to develop the technique of the fed-
eral agency "buying into" s:haal districts where "change" was
welcomed and already under way, and where F&D as the means would
meet the ends of both the federal Experimental Schools Program
and of the local school district. The collaborating arrangement
would he derived fro.. operationalizing a model shown in Figure
1.

lee



IGURE i: ORGANIZATIONAL MODEL FOR FEDERAL-LOCAL

EDUCATIONAL R§D: EVALUATION COMPONENTS

~——__ | Summative
Evaluation

| Local School
[ Development

.

L;A’iﬂgélﬁPlanriﬁgfgs;fF '

Formative
Evaluation

The federal program (as previously mentioned) planned to
Gain R&D sites by inviting school districts that were already
involved in some type of "change" or "innovation" to apply for a
relatively large sum of. grant funds over a projected five-year
period. Both of these strategies for enticing a local schoel to
permit itself to be used as a research site (the money and the
five-year forward funding) built upon a distriet's commitment to
"change." These were bold and inncvative attempts by a federal
agency to develop an R&D experiment: within a local school base.
In addition, local school district commitment to the R&D effort
was to be further strengthened by allowing (requiring) the local
district to develop its own "plan." Thus, this apparent dichot-
omy: Research was the master; the Develorment (i.e., local plan)
was runded as the object of Research (i.e., evaluation). One
part of the evaluation (Level I) was also part of the Develop-~
ment, i.e., it was to be the internal monitor and self-correcting
mechanism of the Development aspect of the educational R&D pro-
ject. Level I was to be the dynamic that aided the "change
process” as it proceeded over time, i.e,, it would do the forma-
tive evaluation. Level II would, independently, assess the
goal-attainment of the experiment, i.e., conduct summative eval-
uation. As will be shown, these conceptual distinctions became
fuzzy, faltered and collapsed at v rious times throughout the
five BESP vears.

The theoretical R&D model was to solve that difficult t. .i-
torial problem of who "owns the schools.” There would be col-
laboration hetween the federal ESP and the local school district,
i.e., a "new partnership." Then the summative evaluation would
provide the overall research data on that particular local pro-
ject, completing the R&D model.
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But how clear was this model in the minds of the three major
participants? For example, evaluation was listed as only one of
six selection criteria by ESP, the local school district did not
view BESP as a federal "experiment," and the parents and students
viewed tiie new sites as extensions of the public schoels. Such
diverse views would cast a long shadow on the fate of the overall
project.*

Level I, ths local evaluation component, had great difficul-
ty defining its role, responsibilities, and chain of command. It
was never accorded full access to BESP sites, nor did it offer
any meaningful progress measurement or feedback into site devel=-
opment, maintenance, or demise. It had no clear communication
channel or power tc change the local sites.

Very early on, the failure of the local evaluation effort to
function as the R&D model would require became a matter of con-
cern to the federal Project Officer, who tried again and again
to clarify the expectations for local evaluation in BESP. The
combined pressures of federal needs and local site resistance,
plus the basic role confusion about "formative evaluation," in-
capacitated the effort from its very inception.

Level II, the federal ESP independent contractor, was
equally confused about its role, and about the whole methodology
involved in "summative evaluation.” The Director of the DEEPS
Level II team described his views as to why the Level II con-
tract had been given to him, as follows:

- - -everybody wondered why we [Leonard Duhl,
M.D., Human Interaction Research Institutes]
got the grant. There were some groups al-
ready perceiving us as, "Ah, you must have
an 'in' with scmebody," and "You really must
represent somebedy." Well, if you know the
history of some of the cast and characters,
you know we didn't attempt to represent just
ourselves cor the establishment. Jack Seéley,
for instance, has a history of being a "guru"
of the free speech movement. Steve Blum has

* To this "definitional" misunderstanding must be addec¢ the in-
herently negative attitude and. resistance by any institutional
client to "evaluation." This structural resistance has been
noted by all evalu-“ion scholars, and in this project the resis-
tance to evaluation per se.became even more crucial given the
ambiguous nature of the R&D objectives.
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work.d with Upward Bound. 1 [Lecnard Duhl,

M.D.] had a lot of experience working with

previous histery before coming to Berkeley

was being in government, but operating with
varicus deviant groups. (BESP Level I Re-

sults, General Report, 1976, p. 124.)

Dr. Duhl's descrip-ion of what he apparentiy regarded as
positive gualifications for Level II evaluators leads us to the
second major issue which led te the general failure of the eval=
uation portion of BESP, i.e., the state of the art in educationa
R&ED.  Wrat is evaluation? Who is gqualifiad to do it?

e

The dual-level formative-summative evaluation plan was the
product of such scholars as Michael Scriven (1967) who proposed
2 distinction between the roles and goals of two types of eval-
uation, calling one formative and the other summative. Scriven,
a UC Berkeley philosophy professor, was a consultant to the fed-
eral educational planners, and played an important role in shap-
ing formative and summative models for many types of educational
evaluation projects. (A recent ERIC print-out on evaluation in

mative and summative evaluation abstracts.) Scriven, in his
important piece, "The Methodology of Evaluation" (1967), stated:
"Evaluation proper must include, as an equal partner with the
measuring of performancs against goals, procedures for the eval-
uation of goals" (p. 127). It is in the area of this called-for
partnership that one of the major roadblocks occurred ii BESP
evaluation. The federal model called for Level I (formacive
evaluation) to be an integral part of BESP, totally separate
from the Level II (summative evaluation), which was given to an
outside contractor with NIE/ESP. In fact, in the first years of
BESP, Level II was axpressly forbidden to have any feedback or
contact with Level I evaluation.*

Thus. an artificial chasm was structurally present between
the two evaluation efforts, and between Level II and the entire
BUSD/BESP. Level II was clearly the "eye in the sky," the

* For example, that portion of the ISA work plan (1973) in re-
sponse to NIE/ESP's RFP, which called for community and school
feedback, was deleted duringcontract negotiations. The rationale
was that input from the summative evaluation might change the
"natural process of the experiment," based on the strict inter-
pretation of the canons of the experimental method of science.
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NIE/ESP evaluator on the Berkeley scene, while Level I became
neither fish nor fowl, with unclear lines of authority, account-
ability, and communication within BESP. WN¢ common épé:atlonal
definitions between Level I and Level II for "measurement" or
"testing" or "evaluation" ever emerged. Thus, while there was
no partnership, neither was there any competition or checks or
balances, since each evaluation effort played to its own audi-

snce. In this respect, the Level II effort was somewhat more
directed (at least during the last 36 months) than was the case
for Level I, which never forged a clear mandate in the rapidly

evolving pelitical ambivalence of BUSD/BESP. Two directors of
Level I and one ca*éiréctar af Lével i1 were ccn%umeé by the

Some of the difficulty experienced by both Level I and
Level II was inherent in the prablemé of defining the rare
species of "professional evaluator." Scriven evidenced great
concern about the paucity of professional evaluators, stating
“there are very few professionally competent evaluators in the
country today...they or someone else need to know the answers
to the important questions, whether process or outcome, they
need skills and resources which are conspicuous by their rarity
even at the national level"” (p. 128, emphasis his).

But Scriven does not define the skills or the resources or
the competency of a "professional evaluator." Given this, it is
small wonder that "evaluators" are so rare, so burdened, or so
confused.

For example, BESP tried to meet one of its major goals,
i.e., of decreasing institutional racism, by hiring minority
professionals in as many positions as possible. Level I eval-
uat@rg were hired first on the basiE of miﬁarity mémber hip and

gree.

The Federal ESP guidelines for "professional evaluators"
were more traditional, i.e., "key personnel were to have advan-
ced professional degrees, and/or evaluation experience." These
criteria were loose enough to include as Level II "evaluators"

a psychiatrist and a writer. In Dr. Duhl's own description of
the Level II evaluators' gualifications, he lists those who were
experienced in "working with deviancy,” and makes no mention of
evaluatian @xpérti é-;WhatéVEI that might be. The Level II co-
was chazacterlzed by Dr, Duhl as "thé guru Ef the free speezh
movement."” Dr. Duhl said his own qualification was "having a

st
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lot of experience working with all kinds of deviant groups.
Later, Level IT hired a Black graduate student to satisfy local
pressure for minority staff, given BESP's major goal to a“tack
"institutiopal racism." None of the three Level II "co-direct-
ors" had ever managed a large and complex summative evaluation,
and despite their hopes to develop a new social-historical eval-
uation methodelogy, they came, after 20 months, tc despair of
the effort, given conflicting goals of NIE/ESP and BESP pres-
sures and problems. DEEPS attempted to become "advocates" and
documentors of the process=-but could not meet the challenge of
definitions of "reliability"” and "validity" ealled for by NIE/
ESP in asking for a research plan.

H

crofes-

ond Level II contractors (ISA) employed a
’uato:,‘ i.e., a director who had, in fact, camplﬂted

program evaluation studies, and a multi-ethnic staff
with a varietyv of research evaluation and computer analysis
backgrounds. Were these staff expert in summative evaluation?
What skills would be required to conduct a "professional evalua-
tion"? The state of the art in educational evaluation is such
that the skills and competence of evaluators or the scope and
validity of the evaluation effort have not been defined. We
assert that this obscurity has created many of the problems of

evaluation as an R&D strategy.

Let us now turn to the history of Level I and Level II to

trace the effect of the two structural deficits mentioned above,
i.e., the structure of BESP as an R&D project and the state of
the art in educational evaluation.

The Director of NIE/ESP defined formative evaluation as
follows: "Formative evaluation provides for a legitimate inter-
nalized role of evaluation, and can be tailored specifically to
an individual project and its goals. it should provide for
quick feedback and enhance resident and staff participation.

It is designed to aid in meeting objectives and improving per
formance" (Memo of Robert Binswanger to J. Kent, Minneapolis
ESP, 2pril 12, 1974).

2. Documentation and History of Level I (Formative Evaluation)

Level I was established as a part of BESP, to provide “"quick
feedback and enhance participation.” In 1971 the initial pro-
posal for internal evaluation was detailed in the original BESP
plan. The procedure as originally envisioned was to utilize a
field observation system developed by the Horace Mann-Lincoln
Institute of Teachers' College, Columbia University. As this
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was a new system, unfamiliar to the Berkeley personnel who would
eventually be involved in the evaluation effort, the actual evalu-
ation plan was at this stage quite general. Data gathered both by
cn-site observation and by structured and unstructured interview-
ing would be analyzed in terms of their impact on the goals of

the individual sites (which were to be determined later on in
discussions with site directors and the Level I evaluation consul-
tants), and on BESP's overall stated goals. TIn the original plan
it was visualized that the data collected would take the form of
standardized tests to measure student achievement, and interviews
on the following general areas: program structure, program
content, contribution of program structure and content to outcomes,
participant evaluation and response to the program, and observa-
tional data on program operation. After an evaluation component
was organized, underwent training seminars, and had a certain
amount of field experience, it would then be possible to submit

a revised and more specific evaluation plan.

By the middle of BESP's first semester Level I had hired a
staff of observers, and had articulated what the Level I staff
felt to be the general goals of the component. However, it was
felt at that time that any gathering of data, or more specific
enunciation of goals, would have to wait until after the inter-
viewing staff was trained in the field observation system. This
training session was scheduled for January 1972, six months after
the start-up of the evaluation component. The reason for this
delay is unclear. After this training period the Level I staff
felt that data collection, observation and conceptualization of
variables could begin, i.e., after the new staff had been "trained"

in the field methodology.

By January 1972, Level I encountered pressure from OE/ESP as to
the progress and style of its activities. 1In a memo dated January 26,
1972, the federal project officer for BESP expressed concern to the
BESP director that, as of that date, neither a concrete set of goals
nor baseline data with which to begin evaluation had been forth-
coming, or, for that matter were even in the making. The project
officer noted that no ground had been gained, although the project
had been in operation for six months. This discrepancy between
federal expectations and local performance indicates a fundamental
misunderstanding between OE and the BESP evaluation team from the
onset of the project.

At the same time the evaluation effort was running into
opposition from another quarter: the personnel of the sites. 1In
the project progress report dated March 17, 1972, the director of
the project remarked that "it was decided to document rather than
evaluate" (emphasis added); this decision was reached, according to
the project director, because of intense resistance to the
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. evaluation effort encountered by the cbservation team cn first oh-
servations of the sites. He remarked that the site personnel looked
upon the evaluation effort as an attempt at direct surveillance of
their work or the part of beth the school &istrict and OE. Although
this progress report alsc indicates that "good will visits” were
usaed in an attempt to brazak down resistance and familiarize pex-
sonnel with the true intent of the svaluation (i.e., an assessmert
of the ongoing program rather than of their performarce and status
as personnel), the blanket statement that the chzervers would "docu-
ment rather chan evaluate” seems to indicate the abandonment of one
£ the fundamental tasks of Level I--feedback--at the verv beginning
f the project. Accerding to the Coordinater of ESP 1

rkeley, this morale problem was intimately connecte
iguous nature of relations with OF in this earlv peri
ir the Alternative EZEvaluation Report:

m‘

O wo
]
e \m M’rﬂ‘

Site dir&ctggs, teachers and
students were e receptive to our atten-
dance at their gproject. This, however, soon
changed because our instructions from the
associate director of Evaluation stipulated
that we were to be non-participant cbservers,
meaning we were to sit in on staff meetings,
visit the site and classrooms in an un-
cbtrusive mannsr. We were instructed to

visit the sites, observe what went on, take
notes about the process and the physical des-
cription of the sites but were not to engage
in a verbal exchange with the site people.
This behavior scon caused the site personnel
to begin viewing us with reserve and suspicion
.+..5ince we were instructed or ardered to
operate in silence, the teachers and site
directors naturally assumed that notes we were
taking were going to be utilized in the pro-
cess of teacher evaluation....I am relatively
sure that a great part of the reason the
Evaluation observers were regquired to function
as such was due to the fact that ESP had not
“had an evaluation plan formally acrcepted.

This was a fact that was known by all...ESP
project cbervers. The lack of an accepted
plan put us in the situation where we were
prevented from involving ourselves closely
with the Project. If, for instance, we hagan
a process of looking at certain variables and
the site people begqan to expend great amounts
of effort and time in order to provide us with
the data, we ran a real chance of making
groups of frustrated evaluation resistant enemies,
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Strains resulting from conflict between various institutions in-
volved in the evaluation eventuated in the rest of the 1971/72
school year being taken up with negotiations between Level I and
OE on the final form of the evaluation plan, which was finally
approved on June 1972. This plan, which spelled out in detail the
variables and measurements to be used, had undergone several re-
visions before CE deemed it acceptable. For example, on January 5,
1972, the federal ESP Project Officer wrote:

What does each option really offer? What
opticns are not included in the program

that should be? How clearly do the teach-
ers recognize their response as part of the
option? What about the financing of options?
Problems of articulation?

As this memo to BESP indicates, the federal Project Officer
six months after the start of the Level I evaluation effort was
raising critical evaluation issues--albeit issues which could be
viewed as both formative and summative in nature.

Again in April 1972, the federal Project Officer wrote to all
site directors a definition of the role of Level I, evidently in an
effort to ease site resistance to evaluation:

The job of Level I is to keep a tight and well
documented record of what is happening: to
document each student's individual growth....
Sufficient funds were provided for a level I
evaluation team to handle all local evaluation
and documentation needs. Each site has a host
of assumptions which need striect evaluating....
EEP deals with comprehensive change designs--
it is a research program, hence the heavy
emphasis (in funding as well as design) on
evaluation and documentatien.

This memo from the federal Project Officer to BESP site direc=
tors reveals a lack of consensus about the structure of BESP as an

educational R&D experiment and about the role of Level I evaluation.

After Level I's first uncertain and unproductive year of oper-
ation, the Research Director was dismissed, due to both federal and
BUSD concarn about the progress of Level I's effort. In the in-
terim period, when the Level I effort drifted leaderless, the
BESP site directors in Washington in an attempt to get a stronger
BESP pregence in BUSD. One of the agenda items at that meeting
was to urge each site director to select one or two major
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innovations," "promising practices" or some aspect of the individual
site's program that they (the site directors) would choose to be
evaluated by Level I. The federal view was that such a lecal site-
based evaluation issue would activate the latent forces of forma-
tive evaluation, and would lead each site to operaticnally define
its goals, its "difference,” its potential for public education. No
Level I staff member was present at that meeting nor did the federal
ESP Director clarify this request in writing.

As a result of this federal "pressure," two local views about
Level I's role appeared to emerge: that Level I "belonged to the
local sites" and ccould be called upon to work directly for each site,
and conversely, that the functions and funds assigned for formative
evaluation could be divided up and assigned to each BESPE site, which
would do its own program evaluation.

These two definitions became an arena for considerable confliet
in the subsequent relationship between Level I and BESP sites. (The
federal Project Officer later tried to clarify the individual site-
evaluation misunderstanding in a memo, as pressure for Level I funds

Later, BUSD hired a second Level I Director who had to meet the
approval of the federal ESP office, as a "key personnel" issue. The
criteria for selection of a director of formative evaluation re-
mained unclear, and a newly-degreed psychologist with no educational
evaluation experience was hired. He entered a situation already em-
battled, and never manaded to resolve the major conflicts. Level I
took a defensive position, and became increasingly isoclated and em-
battled throughout the two years, until the second director was also
forced to resign, having failed to provide adequate "baseline evalua-
tions."

The federal Project Officer revealed that at NIE/ESP there was
considerable role confusion as to whose responsibility it was to
monitor and assist Level I. The local lines of authority and re-
sponsibility between BESP, the sites and BUSD were blurred. The
Level I Director reported to the School Superintendent on rare
occasions, by-passing the BESP Director. The federal ESP officials
were often at odds over who was responsible for Level I. This
confusing uncertainty created an atmosphere of distrust and defen-
siveness. Ilevel I staff retreated to existing secondary data bases
for information and produced very little--and certainly did not
function during those years as a "change agent" or as a "formative
evaluation" team.

As of the end of the 1971/72 school year, the first year of
the project, Level I had compiled baseline biegraphical data and
census information on BESP's student and staff populations. An
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attitude inventory was taken among both students and parents in an
attempt to find out why students entered BESP, with an eye toward

a formulation of site and BESP goals from the students' and parents'
of view. However, these instruments were not administered until
the last week of the school year; therefore they provided only re-
trospective data, since the respondents' viewpoints were colored by
a year's experience with BESP. These instruments did not measure
growth, since they were the first measurements of any kind to be
applied to this population by Level I.

Again, in July 1972, the federal Project Officer wrote, "Since
our entire focus is on research [emphasis ours] we. are deeply inter-
ested in how the work is being documented and evaluated." Again
the lack of clarity and consensus about the structure of the project
as understood by federal and local agencies is evident.

The 1972/73 school year began with several personnel changes
in the Level I staff, including replacement of the associate direc—
tor for BESP evaluation. This change in staff helped to disrupt
further the effort to define goals and collect data begun so shakily
the year before.

During 1972/73 two studies were conducted, both secondary
analyses of data colfected in the prevous year: (1) a "Site Uni-
queness Scale," constructed by matched pair ratings of observational
site data by the evaluation staff, and (2) "Student-Parent Choice
Satisfaction Scale," formed by factor analysis of the open-ended
attitude survey of BESP students and their parents at the end of
the previous school year.

Also, the component developed several assessment ins“ruments
for in-class use: a Cumulative Progress Chart, a Behavioral
Checklist for measuring changes in disruptive behavior, and a Site
Homogeneity/Heterogeneity Survey, for measuring the racial break-
down of each site.

On December 8, 1972, the federal Project Officer wrote to the
BESP-Director, seeking again to clarify the educational R&D stru-
cture of BESP. We quote:

ESP is testing comprehensive change in Berkeley,
This means that you must be sure your plans
include such variables as teacher training,
curriculum development, articulation among
alternatives, community involvement, evalua-
tion as part of the decision-making process

and new thrusts in administration and manage-
ment. What ESP monies should be used for

are special catalytic change costs. Train-
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ing, staff development, building of community
involvement processes, design of evaluation
procedures, development of new assessment
measures, etc., are all the types of areas
which should receive heavy funding during

the lifetime of the project to insure that
the changes brought about are lasting and
self-renewing.

Again, the federal definition is restated, and again the BESP
did not seem to be able to form consensual definitions.

This second year of the program found Level I staff still cop-~
ing with the perennial problem of eliciting operationalizable state-
ments of goals from site personnel. The stress laid upon this task
in the proposal for the second phase of BESP, written in April 1973,
shows both the critical nature of the effort, and the degree to
which Level I had theretofore failed to achieve it,

Finally, the 1972/73 school year was noteworthy as the year of
the Off-site Testing Moratorium. The administration of standardized
tests to the alternative schools was a problem that plagued BESP
from its inception. The pre-existing off-site schools, which came
under BESP auspices at the start of the program, were ideologically
opposed to administering the tests, and, prior to BESP, were not re-
quired to do so. However, with federal funding and the stipulations
of the ESP grant, pressure was put on the off-site schools to test,

a pressure which they resisted for the first year of the project.

At the end of this peried, a compromise was worked out: the require-
ment that these schools administer standardized tests would be sus-
pended for one year, during which time each of them (aided by Level
I) would develop tests acceptable to them and NIE. At the end of
this period, the schools would either resume testing with some accept-
able instrument, or be dropped from the program. Unfortunately,
1972/73 went by without sufficient work on this problem, either on
the part of Level I or the sites themselves. As a result, at the

end of the 1972/73 school year, the off-sites were required to begin
testing their students, with an instrument not substantially dif-
ferent from the District-used tests.

Director as follows:
Level I should work out with BESP and BUSD a

detailed plan for internal evaluation geared
to supplying decision-making data to the pro-
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ject.* I cannot stress enough how important
I feel it is to focus Level I activitiesz as
soon as pessible on project-related direct
service evaluation activities....Level I
could develop some ways of lcoking at in-—

" stitutional racism and issue regular quar-
terly reports on progress in this area.

Here a local goal (elimination of institutional racism) was
specifically mentioned as one of the foci of Level I evaluation, as
well as service-related evaluation effort--even though the BESP was
already one-half completed, and no "baseline" or "evaluative" re-
ports had been issued for "decision-making use." But as Cohen and
Garet have pointed out (1975) the relationship between research and
decision-making is by no means a linear one. They state:

The relationship between research and policy
in education is often relatively undisciplined,
evident in a loose and elusive interaction
among applied research, climate of knowledge
and belief, and public action.

Thus, the poor interaction relations between the federal ESP, Level
I, and BUSD/BESP was creating a climate where little or no positive
feedback could occur.

Year three of the project (1973/74) was the first year of Phase
2 of BESP, under a contract plan submitted to NIE in April 1973. 1In
it, Level I proposed the following data collections and analyses:

1. BAnalysis of standardized test scores, within and

across sites, cross-sectionally and longitudinally,
and in terms of the staff and student profiles of
each site.

2. BAnalysis of longitudinal changes in the Behavioral
Affect check list.

3. A Site Efficacy Study, a replication of the earlier
parent/student choice survey,'using the 11 cate-
gories derived from the original open-ended responses.
* By identifying evaluative research as a decision-making tool,
the BESP Director was following the commonly-held assumptions,
such as stated by Stufflebeam (1971) who said, "Evaluation is the
process of delineating, obtaining and providing useful information
for judging decision alternatives." This simple linear relation-
ship between evaluation and decision-making is much too narrow and
mechanistic, given the socio-political climates of educational

systems. o
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4. A Training Needs Assessment.
5. A field study of truants in Provo Park.

6. A study of parent knowledge in terms of the arti-
culation plan.

7. A Student General Opinion Survey.

However, at the outset of this plan period, it quickly became
evident that the proponents of this plan had outreached themselves.
In a memorandum to the director of BESP, the director of Level I
listed several reasons for the inability of Level I to fulfill the
design already agreed upon: (1) NIE had reduced ILevel I's budget
request by 50 percent--this was deemed too low an amount to fulfill
the plan. (2) Level I had anticipated using Level II as a source of
baseline data for the BESP student population.* It was only dis-
covered post hoc that Level II had not yet planned the kind of data
collection that would have facilitated the Level I effort. (3) Dis-
trict records of baseline data were either badly compiled or unavail-
able. Therefore, the memorandum went on, no hard data at all weuld
be collected by the Level I staff, which would restrict its effort
to the design of instruments and collection of attitudinal survey
data. Thus, an important part of the second phase plan was already
nullified by Level I less than six months after it was negotiated.

Als , an internal memo circulated in Level I at about the same
time men.ioned once again the necessity of concretizing site goals.
That this should continue to be an issue three years after the in-
ception of the project, shows the degree tc which Level I had failed
its central responsibility.

A meeting of Level I staff with the director of BESP three
months later articulated four basic problems of the component: (1)
poor organization--the component relied on crisis management; (2)
Level I was not following the second phase plan; (3) an ambiguous
relationship (tinged with hostility) persisted between Level I and
the sites; and (d) the Level I personnel were basically untrained
in the research techniques to do their jobs properly.

One outcome of this meeting was a memo in December 1973 from
the BESP director to the director of evaluation, expressing dis-
pleasure with Level I's lack of productivity and foreshadowing a
massive reorganization that was to follow in six months.

* This anticipation of conjoint use of Level II data by Level I
had grown out of a stormy session between NIE/ESP and the Level I
Director--a discussion which never involved Level II,
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Of the seven studies proposed in the Phase 2 plan, three were
completed: an analysis of standardized test scores (although not
Df the broad scope originally envisioned), the Site Efficacy Study,
and the Student General Opinion Survey. ‘dditionally, the component
attempted to approximate student SES by using as a measure parental
occupation, and compiled a racial breakdown of site populations.

By May 1974 the ominous tone of the BESP director's December
memo bore fruit: the entire Level I staff was terminated; the com-
ponent itself was radically restructufed and reduced in scope. The
federal Project Officer wrote: "An essential link in the overall
project apparently has not been forged."

During the period, April 1 - June 30, 1974, BESP revised and

updated the Five Year Educational Plan (negotiated in June, 1973,
with NIE/ESP). The Proposed Operational Plan for the final 24 months
of BESP was submitted to NIE/ESP August 4, 1974, for approval. The
plan had been revised twice: June 24, 1974 and July 30, 1974.

Both revised plans did not receive approval fram NIE/ESP. Included
in the Operational Plan for the final 24 months was a proposal for
reorganizing and restructuring the Evaluatlaﬁ Component (Level I)

of BESP.

In its Quarterly Progress Report of April 1 to June 30, 1974,
BESP requested clarification from NIE/ESP on the funding of Level 1I.
It claimed:

The first '"roposed Operational Plan' of June 24,
1974, sge:ified ten evaluation personnel plus two
clerical assistants. The revised plan due in
Washington, D.C. by August 4, 1974, prepared
under the aegis of the new BUSD Superintendent,
specified four evaluation personnel and no
clerical assistants under the direction of

BUSD's Research and FEvaluation Component....The
reduction of staff was in response to oral in-
formation that ESP Washington would only approve
funding for three or four Level I personnel.

No reason has been given...[for] such an arbi-
trary and limiting decision.

In the July 30, 1974, revision of the Proposed Operational Flan
for BESP (for the period July 1, 1974, through June 30, 1976),

...the proposal to reorganize [Level I] was made
on the basis of the general dissatisfaction of
site directors, the director of the project, the
District administration, and the Washington
office of NIE.
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gone major reorganization. The July 30, 1974, proposal stated:

he remaining evaluation effort, supported by
ESP funds [will] be divided into two parts:

T
B
a formative aspect lasting 24 months, and a
with work done during September, 1974, through
January, 1975.

defined.

Formative evaluation was defined by BESP Administration and
Level I as:

...information collected and used to modify

ongoing structural activities. Such informa-
tion is usually quite specific and is used to
make overall decisions regarding the relative
merits of the program. It will be developed

programs on an ongoing basis.
Summative evaluation was defined as:

of alternative programs on the basis of their
overall effectiveness to the total system.

3

hus, BESP Level I was to do both formative and summative evaluation.

This revised plan, submitted to NIE/ESF on August 4, 1974, was
not approved, primarily because NIE/ESP felt the plan was too broad.
With that, BESP Administration solicited outside help. Charles E.
Woodson, Ph.D., from the University of California School of Eduecation,
was hired as a consultant to z ‘ist in the rewriting of the July 1,
1974, through June 30, 1976, B. > Operational Plan that was even=
tually submitted in December, 1974, to NIE/ESP. This plan was
finally approved in January 1975.* 1In that plan, Level I was "to
develop a simple design to provide evaluative data from which recom-
mendations and decisions” could be made by the BESP Diractor "re-
garding the continuances of the individual programs within BESP."

* 1In fact Level I and BESP spent $93,754 on evaluative consultant
fees-=truly a large sum for such consultation for a fully-staffed
evaluation project!
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The Level I Evaluation Team was reduced from 15 members in
1973/74 to five in 1974/75. Two of the 15 staff members were kept
on, two additional professional evaluators and a secretary were
hired. The reorganizaticn of the evaluation component was completed
in September 1974 and it was placed under the direct supervision of
‘the BUSD Director of Research and Evaluation.

larterly report of 1975 came out (Jan-
defined its aim as,

By the time the first qu
uary I to March 31), Level I

--.to furnish summative data for the four
priority areas: (1) &tandard achievement,
(2) criterion referenced tests, (3) survey

of satisfaction, and (4) fiscal analysis.

Information was to be site-specific as well as project-wide. The
major aim of Level I's efforts was "to investigate whether or not
there were differences between BESP and non-BESP programs."* The
information was to provide assistance to the BESP Administration con-
cerning the survival of the entire project. (Before Level I was re-
organized, major changes had occurred in BESP sites. Agora and
Genesis were scheduled to merge effective Fall 1974; U.N. West, KARE,
and Willard Alternative were scheduled for phase-out effective Fall
1974; Casa de la Raza and Black House were phased out in Spring

1975 for violation of OCR regulations; and the West Campus alter-
natives-=Career Exploration, Yoga/Reading (HILC), Work/Study, and
HUI--were scheduled for placement under one director and budget
effective Fall 1974.)

The areas of highest priority, developed by Level I (approved
in January 1975 by NIE/ESP), were in order: (1) Examine data on
BUSD and state-mandated achievement tests in reading and math for
grades 10-12 and language arts for grades 4-12, administered in the
Fall 1974 semester and Spring 1975 semester.** Two major areas were
emphasrized: (a) descriptive data on currently enrolled students and
(h) longitudinal data on individual students. (2) Collect and exa-
mine semi-locally developed criterion-referenced tests. (3) Survey
satisfaction on the part of students, parents and staff in BESP and
non-BESP schools. (4) Collect other data useful for the decision-
making purposes of the BESP director available from BUSD sources and
developed by sites, including fiscal operation and staff utilization.
(5) Examine attendance patterns of BESP and non-BESP students for
differences. (6) Examine evidence of cultural pluralism within BESP.

No fé the similarity with Level II's 1973 SAC contract in terms

aims of evaluation.

These standard achievement test scores.were very limited data

deed. We have elsewhere criticized the ability to use such data

r this type of analysis.
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During the 1974/75 school year, Level I summarized the results
of data concerning priorities 1, 3 and 4 above. With respect to
standard achievement analysis, data were collected in Spring 1973
and Spring 1974 on BESP and non-BESP students from district-wide
testing programs: the Cooperative Primary Tests (grades 2-3), Com=
prehensive Tests of Basic Skills (grades 4-11) and the Cooperative
English Test (grades 10-11). The data from the Cooperative Primary
Tests (grades 2-3) and the CTBS tests (grades 4-6) were again
collected in Spring 1975 by Level I. The analyses focused on dif-
ferences between BESP and non-BESP student achievement. The ad-
ministration of the tests was mandated by BUSD for all students,

With respect to the survey of satisfaction of students, parents
and teachers within BESP, Level I developed and administered sur-
veys for 2nd graders, 5th graders and 7-12th graders, plus parents
and teachers, to assess differences between BESP and non-BESP
students, staff and parents. For students, data were collected in
December 1974 and May 1975; for parents and staff, data were
collected in February 1975.

The 1974/75 Summary Report of Level I claimed:
The fiscal analysis consisted of securing all
1973/74 and 1974/75 expenditure information
from the BUSD data processing office, the frans-
lating of that information for maximum analytic
flexibility on University of California com—
Puters...the basis for the budget planning
process of the BESP site directors.

To supplement the information gathered from BUSD et al., Level
I also interviewed site directors. Because the Board of Education
contracted outside the district to review fiscal management within
BUSD, Level I felt it would be wise to withhold its findings until
BUSD released its report. Level I had hoped to complete data
collection and develop a fiscal analytic system during the 1975/76
school year. A six-year cost plan of BESP was published by Level I
in December 1975. For each component and program of BESP, a pro-
gram description, rationale for phase-in (survival) and budget
justification were presented. There was no budget planning for in-

dividual sites or the BESP program as a whole.

Other information/analysis systems under development during
the 1974/75 school year by Level I included: The Student Data File
and the Standardized Achievement Analysis System. Both systems
were developed for potential use by BUSD after BESP funding ended,
not for use during the life of BESP.



Recommendations coming out of the 1974/75 Level I report were
geared primarily to the evaluation component or design itself. The
most detailed recommendation concerned BESP Evaluation commitment to
the maintenance of a strong BUSD Office of Research and Evaluation,
expanding to include three more evaluators.

During the 1974/75 school year, Level I proposed changes in the
evaluation design, deleting some facts and adding others. The major
areas of Level I examination for the 1974/75 scha@l year included:
Administrative Survey, further development of a BUSD information
system and Information Needs Survey, Achlevemant Analysis prepara-
tions, a Narrative History of BESP, evaluation of the HILC' s, and
development of materials for the post-AERA Conference entitled
Educational Evaluation and Public Policy, 1976.

Duties of Level I staff were redistributed for the 1975/76
school year. Rather than four .full-time evaluators (as in 1974/75),
there were three full-time evaluators concentrating their energies
on: (l) Narrative History, (2) Administrative Survey, and (3) the
Information System Development Project, and preparation for the
post-AERA Conference. The fourth evaluator was employed half-time
by Level I, and continued to evaluate the HILC System.

\U‘

A number of consultants were contracted by Level I to help with
the Student Achievement Analysis and development of the Information
System. Individuals from the Survey Research Center, the University
of California Computer Center, and the University of California
School of Education assisted Level I during the 1975/76 school year.

The criterion-referenced testing was dropped from the Level I
désign for thé 1975/76 s¢hool yéar. Level I ciaimed that the

sannel whg felt CTES was not an adequate lnstrument far assesslng
educational effectiveness. However, CTBS testing was found to be
as good a gauge (or as poor a gauge) as the IOX and EPIC tests
(eriterion-referenced tests utilized), particularly for the K-6th
grades.

The BESP site staff attitude toward the criterion-referenced
tests was the major cause for Level I's proposal to discontinue
their use. Most staff of BESP projects viewed evaluation as use-
less, and additional testing of children created hard feelings
between BESP site staff and Level I staff. Level I was anxious to
become involved in more personal relationships and to provide a
supportive role for the entire project, a role different than what
had been the experience prior to reorganization of the Level I
team in June 1974. NIE/ESP approved the discontinuance of the
criterion-referenced tests.



During the 1975/76 school year, the evaluation of the High In-
tensity Learning System was amended to provide a summative view
(rather than formative), determining the impact and output of the
HILC System in BESP.

The High Intensity Learning Center Evaluation report provides
an in-depth description of the practices in the reading centers.
The evaluators did not find any difference in achievement of HILC
over non-HILC students in either reading or student attitude toward
reading. Ievel I did not have the resources or time to determine
interactive effects among attendance, attitudes, time spent in read-
ing and growth in reading scores.

The Information Needs Survey was compiled from open-ended gques-
tioning of the BUSD administrative staff. The report's recommenda-
tions included the necessity for more study, more funding and, not

The section of the report entitled "Student Achievement on Norm
Referenced Tests" detailed a series of analyses of variance in
Spring 1976 test scores in Reading and Mathematics, comparing BESP
to common schools, and sites with each other, for students at three
different pretest (Fall 1975) levels. Notable in this effort is the

background variables which conceivably confound the results, were
attempted; thus, the results can be construed as inconclusive, since
possible masking and specification effects were not taken into
account. In addition the sample studied was biased, in that it in-
cluded only those students who took the pretest; since, on the high
school level, teachers select students to take the test (CTBS) on
the basis of the teachers' estimates of the students' low achieve-
ment, the sample screens out the brightest students in the District,
leaving a population below mean achievement for the District.

The Administrative Survey was conducted during the first guar-
ter of 1976 (January 1 to March 31). BAccording to Level I,

Persons who make key decisions in BUSD which
directly affected alternative schools were

interviewed. The major purpose of the survey
was to assess the impact of federal funds in

bringing about comprehensive changes in BUSD.

The Administrative Survey Report drew on intensive interviews
with the BUSD superintendent, School Board, BESP director, and site
directors. Because of the small sample size involved (N=11l), the
report is highly anecdotal in nature, the percentage fiqures given
are not useful for any but illustrative purposes.
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The Narrative History of BESP was added to the evaluation de-
sign in the period July 1 through September 30, 1975. The History,
when completed, "was to be a collection of narrative descriptions
of project participants' experiences in thke BESP." (This report is
completed, but may never be issued, given the inflammatory nature of
some of the anecdotes.) _

1976," is primarily a description by its author, the Coordinator of
BESP Evaluation, Berkeley, of his experiences during the five years
of the project; for this reason, possibly, it dwells most heavily
on the evaluation aspect of the program. It is written in a conven-
tional style, directed primarily to interested laymen as a sort of
"how-to-avoid-the-pitfalls" manual. However, the documentation for
the points the author makes must be found in other sources, if at
all.

This report, entitled the "Alternative Evaluation Report, 1971-

Level I Evaluation received more money in the years of 1374/
75 and 1975/76, with the exception of Jefferson Tri-Part, than any
other component of BESP during the five years of BESP funding. By
far, Level I received more throughout the five years than any other
component within BESP. VYet, it was generally duplicating Level II's
work. No formative evaluation ever materialized.

Problems Encountered by Level I. It seems clear from the above
history that, in terms of its mandate to evaluate the progress of
BESP for the specific purpose of feedback to the £ites for their
guidance, the effort of Level I in the first three years was markedly
unsatisfactory. Much of the time was spent in attempting to gather
basic biographical data and trying to determine the goals against
which the success of this project might be evaluated, and as a re-
sult little time, facilities, or resources were available for actual
evaluation. Why did Level I staff apparently have such difficulty
in fulfilling the function outlined for it in the original evalua-
tion plan? Several reasons emerge- from the history of Level I.

To begin with, the personnel involved in the formative evalua-

chosen to undertake the evaluation. The technique selected was one
developed at Columbia Teachers College; a consultant was hired to
train the staff in the nuances of this technigue, but no permanent
staff member was thoroughly conversant with this style of evaluation
from the beginning of the project. There remains a question, then,
of the degree to which the concept involved in the task was under-
stood by those designated to perform it.

A second problem faced by Level I in attempting to evaluate

ESP was role ambiguity on two levels. The first ambiguity felt by
the Level I staff concerned responsibility. There was considerable

209



confusion evidenced by the Level I staff as to whether its primary
responsibility was as a support organization for the sites, or as a
representative of the BUSD and OE/ESP. This role ambiguity problem
took on a more serious character as the sense of ambiguity was also
shared by the site personnel. A feeling, prevalent among site per-
sonnel at the beginning of the project, that Level I cbservers were
coming into their schools as "spies" to evaluate them for the bene-
fit of the district bureaucracy caused an immediate show of general
staff resistance to Level I, Although efforts were made at the
outset of the project to clarify Level I's function both to the pro-
fessional staff of the sites and within Level I itself, staff hos~
tility to the presence of Level I on their sites probably contri-
buted to the continual lack of feedback provided by Level I through-
out the project.

Another area of ambiguity was the relationship between Level I,
the internal, formative evaluation component of BESP, and ~evel II,
the external, summative component. There seem to be several facets
to this problem: (1) general uncertainty as to the meaning of
formative evaluation, as discussed above; (2) actual overlapping of
the functions of Level I and Level II as stated in the evaluation
proposal (Level I was also given a secondary summative responsi-
bility); and (3) the uncertain position of Level II at one point in
would be transferred to Level I. At another point, it was suggested
that Level I be transferred to Level II.

These role ambiguities were not satisfactorily resolved within
Level I during the first three years of the project. Certainly,
they brought additional strains into the working of a unit already
operating under other organizational handicaps.

Additionally, our field work indicates that there was virtually
no contact between Level I and its counterpart within BUSD, the Re-
search and Evaluation Department, until the two were merged in the
final year of the project. This lack of cooperation between two
organizations with similar needs and complementary resources sacri-
ficed an important potential facility for Level I, which could have
benefited from such additional aid.

There seems to be no question, then, that Level I's primary
mission, to monitor the ongoing project and to feed the information
back -to the sites, was largely unfulfilled. A brief survey of site
directors at the end of the third year df the project was conducted
in order to gauge their attitudes toward the performance of Level I.
Of the 15 site directors responding, more than half made uniformly
negative comments. Generally, Level I was either never seen on
their sites, or was seen only as a test-taking and test-supervising
organization--as getting information from the sites, but never as
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giving information back. As a result of all the above problems,
which by the third year of the project had been deemed to be of a
chronic nature by NIE, Level I was massively reorganized for the
fourth and fifth years of the project, its size and scope massively
reduced, and the formative nature of the original task largely aban-
doned in favor of an, essentially summative evaluatian, paralleling
the task of Level II. It was merged with its BUSD counterpart,
losing whatever autonomy it originally had.

But, overarching all of these difficulties was the basic lack
of understanding that BESP was an educational R&D project. For
example, more than half way threugh the project, NIE/ESP wrote to
the BUSD superintendent as follows:

For your information, the purpose of ESP is to
test whether change would be better and more
lasting if it were comprehensive rather than
piecemeal.

We believe that the fact that BUSD, and its students and consti-
tuents, neither understood nor accepted to the fullest extent that
thelir zchool district was an Eggerlment and that the six millien
federal dollars were granted (unlike a morass of other educational
grants) in order to study the impact of certain educational R&D
strategies (under the rubric of "comprehensive change") caused such
a structural gap that a myriad of misunderstandings and role con-
fusions developed, as particularly evidenced in the two evaluation
components, Level I (formative) and Level II (summative)--neither
of which was ever realized in its pristine or rigorous definition.

In the spring of 1974, the new BESP Director wrote:

There seems to have been, from the beginning,

a lack of clarity as to what should or should

not take plaﬁe in this prajéct- There seems

Sldes [BUSD and HIE/ESE], that shauld nat be

present. Almost like a contest as to who is

going to be responsible for the failure.

This sense of frustration, of communication failure and of als=
trust indeed characterized much of the project's history.

3. Dacumentatlan and History of Level IT (Summatlve Evaluat;an)

As to the summative evaluation experience, Level II's history
lends further credence to the structural problems created by the
lack of recognition on the part of all participants that they were
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(in the words of an NIE/ESP official) "participating in a multi-
million dollar program to help provide some answers to the question:
'Should change be comprehensive rather than piecemeal?'"

The first RFP for BESP's summative evaluation allowed for a
wide scope of flexibility and innovation in the evaluation design
and effort. The well-funded summative evaluation contract was it-
self an educational innovation, a new and daring approach to educa-
tional project evaluation, one which was a substantive adaptation of
the R&D methodology for educational uses. The climate was ripe for
evaluative innovation. Further, documentation, i.e., good historical
analysis of the ongoing process of BESP, was thought to offer great
promise for further scholarly educational research. The DEEPS re-
sponse to the RFP for summative evaluation was a promissory note,
which broadly stated the evaluator's awareness of the impact of the
social context upon any educational innovation effort. The two co-
directors were innovative (and controversial) scholars. Leonard
Duhl, M.D., was a psychiatrist and prolific writer; Jack Seeley was
a professor and a writer of philosophical social commentaries. Both
were extremely sensitized to the late 1960's Berkeley climate of
"Free Speech," of student revolt, of politicalization and resistance
so characteristic of the Vietnamese War era. Both co-directors were
avant-garde in their views and generally resistant to bureaucracy
built on routine. Duhl intended to give only one-quarter time to
the effort while he continued to teach full-time in the School of
Environmental Design of the University of California, Berkeley,
leaving the day~to-day operation of Level II to Seeley, who organized
the project employees around independent study issues. One's im-
pression was that of a graduate school, with Seeley as a dean and a
teacher. Most of the DEEPS staff were graduate students, intent
upon studies which could lead to their docteral theses. A third co=
director was later hired, a Black doctoral student in education, who
after a few mﬂnths came to feel he repfesénted DEEPS' "Black face."

evaluat;@n metheéolegy was be;ng assigned tc him, while most of the
resources were allocated to a relatively large staff of young students
Eﬂgaging in independent study. In addition, DEEPFS employed a number
of prominent University of California educational scholars as con-
sultants, each being free to develop summative evaluation themes.
These consultants were only marginally connected with the project,
although it was hoped that they would create new approaches to the
whole evaluation effort. The federal project officer was initially

impressed with such an array of talent and Enthuslasm, and encouraged
the DEEPS staff to enlarge on the “documentation" of processes and
issues as they emerged in BESP.:

upon DEEPS f@: an Evaluatlgn plan.“ Ihe cl;matg begaﬂ to ;@@L as
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greater pressure for the development of an acceptable summative
evaluation plan mounted. Four separate DEEPS plans were submitted
from September 1972 through January 1973. All were rejected by
NIE/ESF as too vague or too unsound methodologically. NIE/ESP de-
manded rigor instead of innovation and the rules of the game seemed
to have changed radically. DEEPS staff, now under Scientific Ana-
lysis Corporation sponsorship (following the transfer of the Level
I1 grant from a Los Angeles-based firm, HIRI, to the San Francisco-
based SAC),became increasingly frustrated. NIE/ESP staff became im-
patient and demanding.

Finally, after several stormy confrontations, NIE/ESP called
together a site-visit team of experts in educational evaluation
(David Cohen, Michael Scriven and Henry Dyer among others) to assess
the DEEPS effort. At that point Dr. Duhl and his major staff re-
signed, leaving the grant in the hands of SAC, which up to that time
had nnly exercised fiscal and contract administrative responsibility.

The federal NIE/ESP director and SAC staff began a stormy re-
lationship, each suspecting the other of dealing in bad faith. SAC
advanced an evaluation design, based on developing a longitudinal
study of BESP/BUSD students and an in-depth study of each BESPE site.
In February 1973, SAC placed the DEEPS grant under "suspension" and
laid off all DEEPS staff. The summative evaluation effort was halted
as a skeleton SAC staff sorted out the past work of DEEPS, and NIE/
ESP deliberated the fate of the BESP summative evaluation contract.
SAC was asked to give a full report and account of DEEDS' work, and
to develop any pieces possible for early completion. The first SAC
report on the development of a choice structure in . BESP was com~
Pleted shortly thereafter. This report was an attempt at summative
evaluation of BESP options, focusing upon the ability of parents/
students to choose an alternative school within BUSD/BESP. The re-
port documented little choice due to a number of system effects, such
as zoning, special interest tracking, counselors, referrals and a
lack of distribution of specific site information which would have
permitted informed choice to be made by parents or students.

A second report followed in September 1973 which traced the
history of BESP over the first two years-~focusing upon each site's
development. At that time the first Level II evaluation grant was
terminated and a new NIE/ESP RFP for a contract was issued. As pre-
viously stated this RFP was guite specific, calling not for an inno-
vative approach to summative evaluation, but rather for narrow, ’
specific responses, based on previously described methods of pro-
cedure, to three specific questions regarding how well BUSD had im-
plemented its plan and its effect upon the system and the pa:ents
and students in BESP. This narrow perspective did not permit a
complete summative evaluation, but rather allowed for an evaluat;an



of BUSD's implementation of the BESP plan, according to criteria
specified a priori by NIE/ESP.

Problems Encountered by Level II. SAC hesitated to reply to
the RFP but finally came to feel that, given the atmosphere of sus-
Ppicion and doubt left behind by the DEEPS/NIE/ESP struggle, only by
bidding and winning a new contract could SAC regain its reputation
as an organization capable of competent evaluative work. Pride came
before the bid.

SAC won the new contract, competing against a dozen or more
bidders, and NIE/ESP reluctantly re-awarded the contract to SAC,
based upon the merit of its work plan as judged by outside-NIE bid
evaluators.

In September 1973, a division of SAC, the Institute for Scientific
Analysis, began to work seriously to answer NIE/ESP's three questions,
placing observers at each site, selecting a sample of students for a
three-year longitudinal survey, and carrying out all the methods out=-
lined in the Work Plan Chart (see Appendix II). The annual reports
were submitted which traced our findings vis 3 vis the three contract
questions. o )

The first report was received poorly by NIE/ESP. It was not
accepted, nor was it rejected. A complete rewrite of the report was
demanded, and the contract was to be cancelled if NIE/ESP's demands
for revisions in the report were not met. A summary of the findings
from ISA's first report are to be found in Chapter 1 of this report,
all of which found the BESP to be failing to meet NIE/ESP's goals as
expressed iif its RFP questions.

After a difficult confrontation and many staff changes in NIE/
ESP, the report was finally rewritten in part and accepted. The
second report consisted of interim findings and was accepted by NIE/
ESP without challenge.

After those,difficult days, after a new NIE/ESP director and a
new NIE/ESP project officer were installed, ISA's work continued.
Throughout, ISA's position has been that a summative evaluation re-
quires a broad perspective, and in this report, at the close of the
contract period, we have chosen to go beyond those RFP questions to
assess BESP as an example of an attempt to carry out an educational
R&D project. Our final summative team has consisted of social
scientists, a political scientist, a social-policy writer, a computer
analyst, and two educational professionals. This final report is a
cooperative and collaborative effort of all.



Level II's current evaluation (1974-76), as a summative effort,
is that the RFP asked erroneous, or at best, irrelevant questions,
given the social realities that emerged over the five years of the
project. Perhaps the NIE/ESP Director should have asked if "change"
had been the true commitment of the participants, and, if so, what
kind of change under what conditions, and whether or not the parti-
cipants realized the project was an eduzational R&D experiment in
which their district had been a subject for study and evaluation.

Had such an understanding evolved, we believe the history and
the outcome might have been different than what we observe today.
Indeed, BESP might be described as a six million dollar misunder-
standing on the part of all parties involved.

4. Summary of Level I and Level II Efforts

Summarizing the history of Level I and Level II gvaluation
efforts in BESP, we note that most schools had little contact with
either Level I or Level II evaluation teams during the first 2-1/2
years. Contact was often made under crisis situations with little
advance warning, when one or the other team had a sudden need for
some kind of data. Roles and purposes were unclear to most parti=-
cipants. Information gathered under these less than ideal con-
ditions was seldom if ever fed back to the schools in any useful
form. At the same time, with the "phase-in" process hanging ominously
on the horizon, it was clear that survival was directly linked to
evaluation.

During the course of the second Level II contract, two major
reports at the close of each year were issued. These reports, us-
ing a wide variety of data collection and analysis methods, found
no differences between BESP and common schools, and, in general,
documented BESP "failure." These reports were never widely dis-
tributed or discussed at the local BESP level.

Our final summative report now raises our gaze from the narrow
RFP questions to the broader issue of methodological problems in-
herent in educational ReD. We feel this frame of reference provides
an explanation for the "failure" of this educational R&D project.
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APPENDIX I: CHRONOLOGY OF SIGNIFICANT EVENTS (1963-1976)

The choice of the Berkeley Unified School District (BUSD) as
a promising site for the federal Experimental Schools Program's
educational R&D effort derived, in part, from its reputation as
a district willing to change and ready to act on pressing social
issues. As early as 1963 the district had begun planning volun-
tarily to desegregate its schools, and its subsequent achievements
in racial integration gave BUSD a nationally acknowledged "pro-=
gressive" stamp. By 1970, and again voluntarily, the district had
moved ahead to engage in various types of "alternative education."
These features of BUSD's history could be taken as signs that the
district was willing to work toward comprehensive change. Since
E5P's edu~ational R&D effort needed such prior commitment, BUSD
seemed to have high potential as a site for a "comprehensive change"”
experiment, and was subsequently chosen to be a beneficiary of
federal largesse for such a purpose.

The chronology that follows traces these events, although
admittedly in a somewhat sketchy fashion. Nevertheless, we in-
clude it to achieve several purposes. On the one hand, the chrono-
logy may be read simply as "background information" so that the
reader has some sense of the flow of events. Since the main text
of this volume tends to be more analytic than descriptive, an
orderly presentation of concrete details may prove useful.

Second, educational evaluations tend, on the whole, to be
short-sighted and narrow-minded: they tend to concentrate on the
specific programs they have been charged to evaluate, and tend
to ignore everything else. That is a serious error, because no
program in education or in any "human service" sector is encap-
sulated to such an extent that "outside" forces and events do not
impinge on it. 1In the chronology that follows, we have included
at least the most notable "outside" events that affected the opera-
tion of BUSD and, either directly or indirectly, of BESP.

Third, the implementation of a federal Rs&D strategy in a
local school district is necessarily marked by a considerable organ-
izational complexity. Interested parties include the federal govern-
ment, its several agencies, and numerous persons acting as its
agents, not always harmoniously; the state government, which in
the case of BESP stayed in the background, but which promulgated
other rules and regulations affecting local education; the legally
responsible policy and administrative organs of the district; the
district's constituency, including affected parents and students;
and the administrators and staffs who actually carried out the
program in its daily operation. To take these various organizational
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"levels" into account, we have divided our chronology so that it
actually consists of several. By reading across the page from
left to right, one can get an appreciation of the organizational
complexity of the project; and by choosing a single column and
reading down the pages that follow, the reader can appreciate
the sequence of events in any single "level."

If the reading proceeds jointly across and down, we hope to

full a complexity as possible within a limited space, and of fixing
this educational R&D effort in its proper historical perspective,
placing it in time, and tying time to event, event to process, and
process to completion.

3 and ends with the district's

=t

Cur chronology starts with
plans for the 1976/77 school vyear.
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BERYELEY (NIPIED SCHOOL DTSTRICT

THE BERIELEY COMVINITY

SIATE MND FECERAL GIVERMHENTS

liﬁ] =64 LR YEAR:

s s = S g

i Hmrd af Edu:atlan Eaaxd=
;g_amntad camnlty eomittes rece
Bendd desegreqation of Jintor high
schools and reduction of the tracking

of students acEording to heir tested

abilify. Mo recomends re=
dlateieting of elamentary schoals and
comeneatory edigition Jar loweghiiled
stidants,

195;-55 S0, 1

%

f Detober: Election & reall b

t‘ag lﬂc’_ i sc‘mls 's E-

reated, Plan sets o one Yehmrade
sehosl b gerve 4] of Barkeley Gth
- gradess.

| sthool board neabets 4 held, Racall

i urqgé by 1S [Parens’ Micelitim
for Relgiborhood Schoola] fommed to
protast buslng, Reall filla,

1555-55 SCHEQI. YE\R

su:t P@n fnr 're;:hmlgr; beqim
it Cn lighus using parenty &3
"comialty aides.”

Elemntary and Secandary Education ktis
plseed g_ 0.5 £ Congreni Hiking p;mhla
allocation of fisds 1o four targst arans (g
Barkeley. Comunity lnput about the use of
these funds produces the first tantative
WApH twards dusegragation of Berkaley's
alumantary ichioals,

1955—57 szm mﬂx

Emn i EE;HI!, usé of parentd
48 Aldai 0d 4 pllet demegragation
peogran n targit ichaols,
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BERKELEY (NIFIED SCHOOL DIFTRICT

THE EEEELEf M"ﬂ

STATE AP FEOEAAL GOVERNZNTS

St 1957 Sumeer Acts Program at

ezkeleg High tried by Jay Kanley P
“Peter Fleuhard, This i Berkeley's
Titst iltemative progras at the
secondary level, Progaz staf bagia
grtersive negatiations with 355
adninistration to set up an alter
ntive school at 3RS,

1357 ES ECI-EIDL YEAE
Ee:sten‘hé Tﬂm Barker becones Pripe
_15;1_ it H:Kmlex (Cnntinuaﬁiﬁn
Schoal), Parier and staff ape cailed
*ehi 1% angry yowng een.” They re-
varp the school, beginning ts attract
3 vhite eomtep-zulture glasent to
{ts loozar atoosphare.

Fév BHS Temorta i "Tenilon in the

sndary Sﬁl'ﬂél! lJztf 'md.im
chilmnj. Comaltten Eocomands
irplementation of adalnistratively
created Bodel schoal for 1,000 &ligh
qraders at Vast Cugprs,

October: Sehosl Kaster Plin Comitise
{comunity group eppeinesd by board)
recormends that elemntary achools
be deseqreqited, pirent farticipation
be urged, and ability tricking be
desaghaniad,
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BERXELEY UNIFIED SCROOL DISTRICT

THE BERNELEY COMMINITY

l?gE EE E*FIIJL YEAR:
lm‘.za i:"‘ﬁl;ls ife
desa re;;‘ed Foir 3ttendance zones
ife ereited, with erogs=towt busisg
10 overtomd Tesidential segremation,

Sezténbé; i hz;lﬁqlhm EJSD
Sxﬂaérlnteﬁdent as T arr.hite:t af de—
Bqregation, announces his resig-
rasion.

F‘be@r‘y‘ Eamunity’ i Schaal,

Seprevber: "Other Ways,” 4 teacher
Lrsining center, i3 started by radical
edueator Herb Kohl dn a store frone,
Center prozpts lively discussion of
siterative education. Qther Hays ia
sanctloned by BUSD aad supparted by

# Cirnegie Grant, (Kohn i ausher of
several books sighificant to free
achaal movement. |

Gctober: Blgtk Student uninn at B

(l?q?l_ b:gms it 3, _P:a;rnm ls
funded by BUSD and Ford Fowdation
Ard features spen=strictured Jearnieg
and student participation in declsise-
giking.,

farch: Dr. Richard Fasté: 1!
lEFﬁiﬂtEﬂ gg:rlntgmgnt ﬁf S0
He cones vith sucessifil msrd ln
deseqracition and {nnovative edycy-
tion, Board chirges Foster to
laplement dscentralimation at High
Schoal,

presanty dmrﬂn ta baard: B Blask
courses, comaslong, crrloulup
asoclate, firing of razist teachers,
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BERKELEY UNIFIED SCHOOL DIATRICT

THE BERKELEY COMANITY

STATE A FECERAL GOVERSMENTS

lEa?*lQ?D SCHOOL YEBR:

Fall Deeentralmmn Comiitten
‘fgrié A8 IS to study bresking ¢
Kigh Sehool into smaller instruce
tiandl imits,

Semmr DEher HﬂVg EE‘E in

; 'mﬁy
s;‘ml Em: m:h sthqgl stu:lems
Hezb & Kohl iz direetor, Sehonl
attracs mostly the "diffieult and
tumed-ait" stulents. Fiseal suppert
by BUSD and Carnegie,

Septenber: Enwar:wntal studies,
altemative subschoal it Litcaln

(4=6 grade), eragted by Helvin Strogd,
Progran festures use of the comunity
8 & resurce for learning,

Spring: Alkemmative elassroon gtafted
i I.éiunte (K-S) ﬂ m:andag Etuﬂints
fmm Other Wy Other Ways, Pragran prompts
I:eél‘.mgs of LeCante and Lincoln
parents with Herh Kohl, Parents
secure BUSD sanction to start an off-
site elementary alternative in 1970-
1L year.  (This schoo] beging an P,
Later called Kilinanjaro,)

June: M! an thitz frEg
sc"laal is prﬁpﬂﬂﬂ to Board By | By Boms
_pmnts and taachers st Willard
Junier High,

4 Lhicans Tnsk Farci & QL
by Board Board to mﬂy probless of the
hllim;ual Chicano student 1n the
Berkeley schools.

Hatch: President Wxon's hessage to

£ongress E!ll‘ for in:;ess:d ipport for
&duggiiﬂml 1nnnvgtian ind regesrch; pros

poses establ{shoent of Nationdl Institute of

Educatlon, and urges approval of exper-
imental schooli program,
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BERKELEY (NIFIED SCHOOL DISTRICT

THE BERKELEY COMMUNITY

STATE AND FECERAL COVERMENTS

Sumer, 1470: Pllo: Clcao Stulls
St viog B2 s,

Sumnary Elack Hpuse rsE!a pre=

sentgd t0 Eaa:d gx =u__§g! Ja@ksan

Plan is to set up an ethnically
oelented and relevant sehool for
Black students unable to develop in
praset high school setting, Board
approves this off=aite program as

§ project of CH5,

Spmer: Comunity igh 11, an outs
qrovth of Comunity High Seteol, 18
planned by Jay Manley with suppoct of
overfiov denand for €15,

Sumer; MAE (Pmnu and Toachers
far Altimatiw I ucaﬂnn) 1Y) fm
schoal for K<6eh qraders at “vatlow

Birkalay parka,

Aet, gaie' B E&ngrm. 188 1p the the

Gmcg a_f Eduﬁntian_. HEH_. T‘Helv; milllon
dollars approprlated to fund ESP for the
flrat yaar,

170-71 5CHOOL YEAR:

“Falle "Optlons Through Bartleine-

7 tlﬂn, 4 Ford-funded project, begina.
In:ludel ﬁthar Hays; Gdyssey, Black
fouse, plamning grant for Gluna Crumal
({1ater results in John Mulr modal) and
Jeffarson. Jafferson; & nev k=)
progean, features thres wodels, mach
giing different Lnatructions] styles,
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BERKELEY UNIFIED ECHOOL DISTRICT

THE BERIELEY CORANITY

1?76*11 SCHOOL, YEAR, FALL!

Septanbar) Pmn 6 Tmhm far
Alte:na:ivg thication (le P affs
te free school, El_ 18 for LeConte
lnd Lim:alﬁ mdenu ad &b.

 §chool. faaturss pare parent partieipatinn
in elasdrocm and parental eontrel of
declaion-naking (latar to be called
Hilmnjar),

1570-71 sermn ‘:‘E!E SPBIHG*
" Febrid g -l T Piscai erlals
annauncad and dzbated. 'nm ﬁlllinn
dnllu dnflcit is fmem fﬁ: i}

1571 1, Hemd, lcnqthy Board Witk
;bup: sbout Hly; £@ it expenany,

mtiv! mm:hnal gglg it glﬁ.
Schioal hat been | plasned and 1@1:-
minted by tenchers and adninis-
tratars on BHS Deemntralination
fomifttes,

Fabruary: Comnity Wgh 11 (later
called hgora] beging at BHG.

F;bruiry: EHS Edimselien ex | expross b 5 bo
Eaafd thit @y_wlll Aot sarw Blagk
chun hg;;usa af its lehllz iiun-
tu; Elﬁ- “Board dlrects cowe
selors to contlnue to aerveall
sehadls,

uﬁians fgln_i: ta Etﬂm tuth'-

Eutbml a1 molution to budost ;
Tachar pmtsit pandlng staff oty

to the Board, Black statf froa bit
protast that neely hired ninority
taachate will ba the Hest to e flmd
indae taniatu ulas,

Fabrua puary1 Exparinental 5Ehaoli Frograp

dvarda BOSD 4 510,000 planning graot to
ﬁlmg 1 propoil, Pﬂ;ﬁnl bt

iddenin fivieyeir cogprahens{ve chang,
orlented to needs of & target population,
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BERKELEY UNIPIED SCHOOL DISTRICT

THE BERNELEY CORMNITY

197&71 SCHOGL YEAR, SPRING:
Febfuary: Foter anounces Bf

,Elmning grint o board, BUSD has
60 day to prapare ESP prepasal,

Tebrury: Board adopta Dlstrict ni;trict
gily, mtinq glinim:lnn of racten
In the ehools and tha delivery of
basiz skills to minbrity students

b top privgities.

Har;hx susn Eﬂﬁﬂﬁél invim tg
ﬂva m rmmﬂ Ernn ldllrLilm-
tors, teachers and cominlty group,
b comunlty comittes seremns, and
& aduinlstritlve team selects legg
than half of this nusber fo submit,

Mareh: Board frsese o0 gi_ri; itlp=
uil!!! th;t liml crlm vill be

wolved by salary reductions and
stalf attrition rather than by
blanket staf! cothicks,

heetli Flrst Draft Backoley's
xEELmnta SEhﬁgli Plan passed by
BowEd and subedeed | t thi nationa]
ESP office, Chicams comunity out
in foree at Board neating to demand
that Casa de Lo Rata, an altarmating
for Chicans, be lcluded, Board
pastes plan on condition that Capa
be Lneluded.

|l ;___ Qﬂiumt! E0hAg bgf“g
10 cit dlarupect in schooly

?{T}:am guth, and €0 dinand 47

iltermitin progran for L‘hlc;rm;

March-dpril: Altermative Schaels
Hmmk. i :munltg iﬂ ln ;!EE.
uE alternative qdu:atiﬁn. ittarpts 5]
nflumnee Pﬂﬂ of B5F profect,
crﬁup arques for altarmatles school
participints’ nput Lnts pluwning and
into the orginieational atructurs of
peoject dusion. Ineludes obfenits
school pecpla (K limndare, Black
House, Other Mays, Glysmay).
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BERKELEY UNIPIED SCHOOL DIStRICY

STNTE D FEDERAL GOVERNVENTS

L9701 BN, YA, NG
g rim E? plin propired by
hush mm:tﬂsim o schools
‘ (Hi_lmﬂ. Teanklin] adled to duaign
10 RLELL US0R'y request for Ko12
- artloulation {n tvo experimsatal
. sopas, PLans wabadtted to (0K
en May 21, 1971,

. { e for dasontins b wlliey

Junn Hamd g ki ]
di!cu; diseun !EF ﬁh!irid ﬂ Tostar ind

mrd. Altmimvu Sel'ﬂall hmtk
cmtlnm tﬁ pmnt Ehat nﬁn-llm-

Rone D pqr:ml _ﬁmm thit their

t,

& _1: USOE neqotlates changs In
Barkaleg's Hsit-dnft L8P plan, USGE

stipulates that (1] e sceauneability muat be
preciaely dalinaated; (1) two control sonms
Wit be wied, to belance agalnat aiperimant
in two soresy (3) within wpazimental somss
options must apan K=12j (0) Lowl I wvalu-
atlon design should be mare wpacifle and

wot ovirlap Lawel 1T evaluation afforty,

Juner UB0F swards !nzkahz L mllion to
1ud the pr prnjm for 30 wonthi,

ta o p:atnting e Dnelualon of Back
Houng i Cara do 1 Rama i 3 fedanlly

!ﬂrﬁﬂ prngm

smmian of ﬂgyl_ VBP0 BOOES
lﬂnmt:tian and Evalution o of Bxpe Bxper=
{antal Prefacts {n Gehooli).,
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BERKELEY EXPERIVENTAL
SCHO0IE PROJECT

BERIELEY ONIPIED
ECHOOL. DIETRICT

THE BRRNELEY CORONITY

IMTE AXD PEDERAL
COVERANENTS

1971-72 SEImL TEAR, FALL:
, Enbu “HESP begln,
511 nev schoolt (hork
Study, Jobn Malr, 0 |
Target; Cums dy La Ram,

Collegs Frep, Franklin)
jaln the ten alemdy in
operation before 2P fupe
ding (East Cimis, Ene
vironmental Studiss,
Odyssey, Othar Rayi, Aqora,
Genesly, Kilimanjaro, Black
Houre, Model Scheal 3,
Jefferson), BESF Central
Suppact Staff gees undar
way, statled almst antinely
by BUSD persomnel. Cow-'
ponenta {neluds Melnistra=
“ton, Bvaluation, Tracning,
Medin; Publie Informition,
Fanlly Teansictions, Dee
s follovi BUSD wyaten of
etnttallzing supportive
servicns,

_g_uﬂz Can b comnity
:gani:e i meh-in [\
1] idmnistritln nfﬂm
to p protast the iﬂ;ﬂeqmm

of ficilitias baing pro-

vided to Cuma by the BUED,
Casa s located In prafibe
1& Rinq iminr H'igh. PIE

e hnt_h_:@m 14 _hnt ruming
vitar,

Laery Wells Mells, Fiest conral B5p

Sapteiber: Fumr farm ll! ﬂl:uctl

dlractor, that il poaitiens {n
BESP ard to be £iL1ed vith e
current empleyess having *parmanent
status® axcept for penitions nesding
hilinqu;l mehm. :x:gp:iam il

Novesber U idminhmtinn I
Ei it Balfd tt 119 ﬂnﬂ
teacher !nd i nun—t sazhing posis
tinm uill hn ta bq alinlnated

™ dlﬂliﬂiﬁ; wreliont, Firing
Em:i s :tm in |f£|=t: thins

migmd paal Sitill xq:gﬁ:tii by
BUED; thess parsomnel are to by
placed af vacancies ocewr,

Deeber: Berhaley Hish plani to
;un::nmtl o auveﬂ of baile
Langu gmlln to wdarachiaviry,
Langusge Labs will be expinded 1
Speing and eoquiced duzing 197373
for students toating below mla
Leval; 40 alectives & bu dise
contlnued) junlor bighs plan o {5
#tall or une oinllar Lunguige laba,

[ "

Novimber) Office fm' Civil

1ghti, Hﬂ, vrim BUSD

that Elack Hnun lnd L‘m
canst itutlo i) i

E‘ nd b pusnhli Vio-
latlon of T{tle vI of 1364
Clvil Rights Aet, Title V1
forbldy eaclal segregatilon
15 any Cederally-funded pro-
Juct.

Decunber: Eenater MeClellan

Hlu fuml complaiit it |
gniﬂst Black Hause ind Gaa)

with Ok, OCR trects
Bazkaley to anver the coo-
plalnt.
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BERIELEY (NIFIED
SCHOOL DISTRICT

TIE BERZLEY CONMNITY

STATE AYD PEDERAL
GOVERNKENTS

1571-7! SCHEOL YEAR, SPRING:
: ﬂgﬁx EESP dimﬁnz
ﬂistrihutu §30,000 fm
admlnismtive _EL“

zqm Behoals,

: Fﬁnﬂl i to be md En Py

slta mﬂll nd thi to
allow off=aiten fo "
qeants for progran davalop-
st cather than for

. Bagllities,

Hotuye D choos
join BESR, Echodl of the
Aets (B45) [matures inte
Yyrating arts with ecade-
{es, WOT (Vest Campus)
provides enrlched cluses
for "high potantial® 9th
gradari, Collegs Prep 1s
didgned to agulp Black
students for hlgher educie
tien,

.E‘_“!’ BESP :chml; fm

B ity
Ddyil!y vintd {9 refuse to
adiit atudeits conlng from
Eilimajacer by desin of
praject, BESP wtudeits ife
to have fint priocity at
pther BESP schools, Other
Ways alters its focus £o
becoms in sthnocenizie
{contnuad on nest page)

Marchi BHS Mainfstration regorti
tﬁ Eaard abeut peoblens cauged by
mnrdary BESP wibschools, FRepart
states that alternatives are cir=
ciait{ng BHS procedutes, resulting
in Increased tenaion betwaen alter-

| sative and comon school personnal.

Mpeils Buparlatendent Toster un
nounces t0 Board hii imnt :u I

il slan, #ffactive ot the o of the
197271 schwol yuar,

Mebraaryi P fmvestle
qaten the offact that
sibschaole are having o
Berkelay High, Gtudy
comitten Feports that
wrale of taachars Lo
coumon ichools Ly wry
low; due e extra find
1 fredem to Innovate
that subachooly hava,

sarch: Stull BAlL {g paned
_lgy_ﬂnliiarnin aglllltur .
Waasurs outlines grievance
procedizes necomaty fot

firing & cartificated -

ployas, and tequires schoal ﬂ‘

dlatrieti to avaluate all
gartificated parsomnal,

pells The Offfee for
cmi Jﬁé' HE, Elm
Bluk House #nd Cain 15 h
Em i i *probable nehs
ml__hn:a with Titla VI ol
th Clvil Rights Act of
1964,

uld
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BERAELEY EXPERDENTAL BRRICLEY (NIFIED TH BERKELLY CONHITY SITE MAD FEDERAL
 HHONSPROTECT scooL DISTRICY . NERNAEATS

1571*?2 SCHO0L YB! SPRING:

!lcl'ml primeclly for Black Springi Jeffarson Sehool appasls to

stodents and [ revmed | By erintanﬂent Famr to intercads

Carvay Institute, Joffors | In erlal ibout thelr sehoel dir-

%en parents and staft setar. Fostar directs Diraotar of

charge thelr BESP aite dic~| BESP to nterceda at the schuul, '

Ktot vith {gnoring thalr '

pecommndations, Cam

cominlty divides over

{nsue of bast teaching

style. Killeanjere divides ! P

gver vhather or 5ot to firs

& tacher, Ganmnld rijcta

i warly BUE deadline for

prajacting 1972-73 entoll-

ek, ind Josed thee

taachers (allotted on badls

of enzollsent) o a renult,

Zpring: Tosting erady,  |Dprily s gnding ko Level 1 crislsl Macch-Juna: USOE yequests
invalving Leval 1, U50E, 11308, with l:lsﬁ!. supnrintnrﬂlnt ardas all T frea Leval In ammiﬂn
ind BESP off-sit schoolis | BESP nchools & udninister dintricts desian and the callection of
Level T 1s unabla to pmiuﬁui mandated schievemant tasts by die ° baseline data on all BESF
an evaluation design dcoapt<|15, itulants,
able to TROE (March<luma),

My B 'rintmignt and ﬂﬂ_ﬁ;
layr Laval 1_@53? Dle~ {schools work out tanting con i

tor erder sehools to ad- | Off-siten can have one yei i ;
minimr dutrict t!!t!. 73) to craate altarnativ achlove
0ft-slta schosls ofuse, |t tarts, DUSD and BESP malw-

tlon comCannte AtH 10 aailat than,
Lml I': ;dizi:tﬁ: Hligﬂi;
_ _____ _ £ __ _

0
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%ipn assistg BESE's dir-

Attmms of EESP 5
sr@urt :aﬂpﬂnénts

:I A1 clasaroon Leachers pe-
quited by by Assitant Su ﬂrlntmﬂﬁnt

Tralning arranges for BESP
classified staff to anmol]
in teacher credentialing
progran and plans to instl=
tuté High Intensity Leat=
Ring Centers in BESP
schesls. Family Trans-
actions halds comunity
eeceings to inform ebipic

ninoeities shous BESR,

Yedis supports gite uses of -

media and Public Informes

ector with U20E progress
reports and prepares BESP
brochure. Adninistration
beging wark on Allisnce
Toposal to counter 0R's
chargés against Black
Houge and Casa,

Juﬁz EESP'g CenEral gig-

=Ehﬁﬂ15 xsalatmn from
each other; 2, BESP adnin
{stration's inability to
"dﬁﬁant:aiizE* deai;ian=

AEllity ta USDE,

uf Instruction to write behavioral
abjectives for thelr 19771
elasses. Pupose 19 to collect dita
ipah, which ta base evaluations of
teachers' performances (Stull Bil1).
Teachérs' success in raising miner-
LEf studenta’ skills will be hasia
of their evaluatiens,

Hy: B Admiﬁistratiaﬁ Announces

- s T by ot
sitg sthaqls BHS feels that off-
site courge gffe:ings are belov
their standasds, Director of BEGP
pioposes o becofa the principal of
ﬁhe aff slte Sﬁhﬁﬁlﬁ. ind thus

Hay: BESP BESP workshop with Board,
BESP's dizector cites pesds; BUSD
Hinancial suppert in ataffing;
suterony for en-sites; BUSD flacal

oSt support for off-sites; lifeing of

testrickiong on hirlng of classi-
fied peraonnal,




e

TrTE

il

o
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Sumer, 1900: Sumer: Teachers' Uniohe segotiate June: Naiicnal ESP moves to

vith EUSD ovet testi to be ueed £
BEASLTE E:s*hgr: gurcass with gtee
dents (Seull BLLL evaluakions).
Compranise {ncludes teacher-made apd
criterion=referanced testy as wall
85 district-mandated achievement
teats.

neuly ereated Mational In-
stitute of Ldusation; WIE i
to fogter edicational e
geafch;

k=J) combining day cafe

sd‘ﬂﬂls hnnq .5? EaEﬂl ta
1 & Early Learnirg Center
is an wngraded free sehool

with instruction. Willard
and YARE (7-8) focus on de-
Livery of basle skills ta
urderachieving minority
students,

m‘.és are dgzl e
latmn af ¢ _;g! godes by thi
Berkzlty Firs Marshall,
Filinanjaro starta recdel=
ing and Odyasey locates
temporarily at West Campun

Septasher-October: ALl BUSD person-
nel mrnlved Wi 1n;£:u:tmn B

pare !tlf-mlu;imn fms for
the hselatant Superintandent of
Instruction raquired by Stull Bill,
Emphazis in evalustians will ba on
how well amployes enhances the basic
skills of afrarity studanta,

h

il
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BERKELEY EXPERIMENIAL

BEASELEY (NIFIED

THE BERIELEY CORMINITY

STATE AND FEOERAL

b 1. el SCHROL DISTRICT Ve
197273 SoH00L, ¥EA, FALL:
Detober: ga_!‘; fm,lzze, October: Board directs Superinten- &:tﬁhgr

alligee Progonl, M-
ance is to combize pore
tizng &f frasims at
Ucvesey, Black House, Casa
de 1a.Raz3 and an 2zisn
eemponent. This desiga

1 prezented as a7 apswer
to "probable non=covpliance’
by Black House and Casa
(cited by OCR), This and
tvo subsequent plans are
rejectad by OCR.

dent ta taka 810, 08 (frﬁm udistrid

buted BIE) rezerves) and apply It to
8043459 needs of the eff-site
sehanla,

Nﬂvﬁber‘ﬂtttmher BEEP'g nirectnr

?javgr:-ber Dr Edwar‘ﬂ

far LEV&‘ I Eualuat*gn
Turner contunleates 1 iltes
that Level I vill assume an
"sdvecicy fole.” Evalus-
tion i to be vievsd 2z s
respurce for sives. Gites
are asked to appoine their
e internal “docunentar
wha vill submit a yearly
*advocate's report” o

sit developnents,

fall: Bight sehoals imple-
gent __j‘}lrrtg _ﬂ Ltarmnq
Centers to foster ILRQUAQE
skills of widerachievers
W&k, College Prep, Willand,
KARE, Jefferson, Genesls,
Garvey, Last Carpus),

negntiates vith with BUSD about how ta
thaseels atfesites and allot thegs
schoals mors teaching alats.

t prodice plar fnf st
H0-onths funding, Deadline
is Mareh L. [lan must in-
elude method of phasing BESE
inta the BUSD,

u)
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BERKELEY EXFERIMENTAL
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EEREELEY (NIFIED
ECHOOL DISTRICT

THE BERELEY COMMINITY

STATE &40 FEDERAL
GOVERSMERTE

1973-13 SCE&L’JL YERE, FALL:

ﬂi:l Bﬂﬂfd ul'ELHEE tensiong
between camon sshml a%ﬂ EE
natives at BHS, BIS administra-
tion repoets ehat che situation has
imuroved; hut that comunication
between the two seqrents ig stiil
inadequate,

dahuary: hereditation Tesm of
Hef.tl:rn nzsaﬂatian uf S:hmls anﬂ

l:ﬁt&dlﬁitiﬂﬂ gf Bgrkgley High.
Tean gives enthuaiastie approval
for BHS, bt expresses concem
oVer tensions betveen coemon echool
and HESP subschools.

Janugrv- ebru x BUSD ami th!
suﬁje;t of lzhml vlnlanzs,
Lengthy Board meetings result in
nev disciplinary procedures
{passad by Board, Fab, 21),

I~

e
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BERIELEY EXPERDNENTAL
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STATE WD FEGERAL
OVERINENTS

Emaz Explﬁrmgn {‘ﬁh
grade) glvez jobeorientad
glassas o piddle achje

VEEL,

‘ufth; EESF Sltg D;:=

‘SP‘

strustuu; Concerns m-
¢lude:

1. FRoles ambiguews, Dir=
‘ector of BESP has little
pawer {n B, But much
pover in BESE,

1, Gcheols are {sclated
aid aze untamiliar vith
adninietrative decislon
regading ather sehonls,

3. Lack of sice input
into sealf selection of
gervices by Support Staff
CORpORERTE.

4, Omesite subechos] dfg-
ectors have little sutomony
in relation to thair comon
gehool adainlatration,

ebruiﬂ EESF E,I;L (Eerkele s

mysigy Gavgrning Emrﬂ pm:zsts
tht the Odyasey Flaf has nat been
subniteed to nor supported by thas,
The former King Clustar 5chos]
(King Junior Aigh) asks that thelr
plan (adel ¥) be {neluded, Bourd
sppeaves plan for submittal, stipus
lating that Model ¥ ghould be in-
cluded ang that BESP direcear
should meet with parant qroups ob-
jecting ta any part of the planning
process. Plan ncluden 26 nites
(the 23 In existance pluy Model ¥,
an Mlin Compenent, and & Barkaley
filgh School Laarning Centers pros
pasal), Boerd rasecves pharogutive
to et BESP quidalinas at 3 Latar
date. Plan sumlited to the Natlon
il B3P with Board agpeoval,

Fargnts) r!cﬂmends [}
Eﬂgﬂ tighter seructurs
and moee diselpline for
Black studénts; and
direct lnvalvement of
Black parents with
taachaes and In progran-
aing for Black stedests.

assunes résp@nsmhty for
BESE'S Level II evaluation.
Change from DEEPS &5 AL is
result of USOE's displeasure
over evalution and documens
tation conducted by DEEFS.

EL Final Hliﬂnfe Pro-
Es_gl i: Ermm;eﬂ Ei EESF

] IIH. Froposal ihpulitllw
that Gasa, Black House and

Odyaney will spend half of
eich day In shared 2ctivi-
tles with other Alllance and
BUSD mchosls, j
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ey

]

BT

Haj: Su';nntendent 1ﬁfaﬂns Board
hat W EEL ts Rnd" E?EL“E
55?.!.. I Bgfkgial La belng neld ]
;gndlng the 0ffice for Civil Iughts
tuling on the BESP Alliunce Plan fod
Black House and Casa. Psderal fundd
to BUSD under Energency Schesl
hesistance Aet hava been vithheld
by FBH eince January 1973, peiding
RIEh & settloment,

June:  Supariatendent rmtnr nati-
Em ] and EUSD thal; Black Hﬂlﬂi

and Em & ll Raza vill bo cloemd, |

Spring: Beckeley's £5P
audited by HIE,

i OCR's asgecsnent af
Lisnes | ﬂiscuszeﬂgi

E’P Eunﬂs far secord 30 JD -
Fanths are threatened unlasg
Black House and Cast ars
elosed. Thess schacls ans
eited for nen-compliance
with Title IV of 1984 Civi]
Riohts Act dnd Executive
Ordat 11248,

Juie: NIE awards Eerkelw
52 ] mllian t fund BESF
for the gecy second 10 months,

June: OCR gatd conditions
under vhich Black fouse and
Caga may be reopened;
studenti can enly spend

13 percant of day {n these
ichools, racial peeportions
of teaching staff muit be in
Line vith overall dlatrict
Extian,
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- duly: BESP Culdelines aze sat by Sumer: 5AC L avarded
Board after three monthi of Board contract to conduct Level
ind adeinistrative distussion. IT Evaluatisn of BESP.
Guidelines address all alternatives
in BUSD:

. , 1i 7o be phased into BUSD, BESP
schoole and 4R ather niw alteys
rative pust shov adherence t4 BUSD,
polictes, be raclally Incegrated,
insure commnity involvement and
participant satlsfaceion, and deton-
sirate thit students perform as vell
16 conion chaol studentd on stan
dardized testy or othar "aceeptable
1 M1 altematlves are to be
treated squally, vith sam staffing
and flscal allocations as sther

e BUSD gchools. Staffing ix to cone
form to BUSD staffing pattern, The
Tight to rental funds for off-alta
ichaols was Unresolved.

3o Alternatives will be encouraged
& a1l grade levels and {n all
attendancs zones.

be saparately adalnistared,

160
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Sumer, 1973:

Rugust: John Newton 1s

appointed aa nev Director of

BESP, Larry Vells hasomsy
Bsslntant Suparintandent
of Instruction.

of & proposed 5,75 paecent hiks,
‘and elininates 3686 prograns. Total

Surmers  USD approves 20¢ tax
inEr'aasg. The 4 gerﬁéﬂt r‘ls;.

cludis al pgrcgnt pgy hike in le

revanue will still be 52 niliian
lemk than last year.

Summf SU 'Elntenﬂent tal.li
Althﬂugh llnnritin imprm yeaely,
test results ave ho battee or v
in Experiunntal proqesns, Sapn
teats are quastionable and lmprovad
skills scores taks time.

July: EuEEintendent )
receipt of ESF grant of 82,867, §2,867,7%5,

exeluding Black Howss and Cusa da Iy
Rag,

Sumer: Schoal teachers
plojes sl
stelke, Proposed 5,03
percent wage hikp re-
jeeted, 1 percent hike
ippraved by Boatd,
Supeslntendant's of fer
of "] percent plus* in
negotiations rejacted
By wnlong who arque too
much spent o adninistrs-
tion, Strike possible,

Euman Elnﬁk Eﬂmunit"

din:u;;iuﬂ vty ausn Mg
lhmt more iffi;:iu is=
struction and Inereaged
tachar accountability,

Sumery Serrano ve. Prlest
EDﬂIt dachian requirinq
equal. funding of a1l edice-
tional facilities n Call-
fornla dua to g lnto
effact, but raturmed to
lover eourt.
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STATE AND FEDERAL
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1973-14 o0 1B

Hearlv 8l BESP prograns
e ;ffected dve:;elg by
Teduced BB funding; overs
erovding due to increasad
enrollnents; and under=
staffing dus to BUSD's
hizing freeze, firing of
mny classified Inatrue
tlonal ataff in sese
sehools, and reasgionnent
of other BUSD teachlng
stall into BESP prograns,

ggta i Hman Annaunced £o

Board that Blm Huum and Camh
ans cloied, '

Ealli BESP gonfoms ko OCR Saptenbers School bus delvars in
Quidelines but aetempts to arkahi !Eflkg fa: ong TR
tetain thlcally relevant | dopand pay rgiag;-qﬂmﬁd by the
education: Black House | misp,.

#nd Caga are dishanded,
Casa's dirsetor bacones
BESP director of Chirame
Studies, snd CAZR studenti
are moved to Jefferson,
Colunbis, Pranklin, Odyaaey
wod hgora, The Black House
Biregtor becones a consul=
tant to BESE, and Black
House students are placed
&t Garvey, Genesls and
College Prep. CGarvey is re-
vanged; moving from a Black
facus to a nultl=cyltupal
enghasli; and 18 zelocated
in the 0ld Black House site,
changlag 1ta name to United
Nations West and trylng to
attzact white students to
the program,

Septenber: NIE/ESP 5 ro
arganized. Buddlng. DiE-

ector of Level T Bvalus
tion, resigna, Gold hecomes
E5P Director of Evalustion;
Williana takes over aj Pro-
gean Dlesctor for ESP,
Bucknan bacopes Barkeley's
Project Offieer for Lawal

11 Bvaluaticn,
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197‘ 71! SCHOOL YEAR. F&LL'
BESF budﬂeting be:angs an
;ssae. BESP Director
freezes BESP progran bug-
geta pending his ovn apdit
and balancing of expune
ditures, BUSD/BESP enters
Into negotistions with NIE
concetning overhead costs
that BUSD wants charged ta
the ESP contract,

D:r.nbg:' Cﬂl!“l 1Ey zduca-

'PHEHE FJ,\BDHE:! Eznm to
Inforn Berkeley Comunity.
ahait ESP,

ﬂmt juvgn_il_e afficeri_ pi_E;él £aa
pus) students and Board protast the
presence of rmad offleem,

C\:mbe:! Admimstramrx gnd

din to inégsmd ;nrallmt, Lack
of instructional supplies, and

cuthack &f teaching staff,

Detber:  BUSD Administratien pr pre-
poses tentatlig tenmlvg budgst for 16741
ichool year, T year. o hold line on fax
rate and quarantee ceachers § pat-
tant pay hike, a eedustion of total

staff by 10 in propoasd.

Qctober: BUSD subnite
selection of & nev supar=
Intendent to publis de-
hﬂt‘ﬁi

Fall: Federal ¥ progran
audit of 300" Bilingusl
Childsen's Television Fro=
Ject (MABEL) and of B3P
ordered by NIE, BUSD/BESP
negotiates with NIE 15 Lp
elude overhead costs in the
EEP contract for the second
10 month,

B
=
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mented: Level T continues Graduate Sehool of Publi.,

to serve {ndividual sites Foligy dre -

of & consultant basis; e by Level 1 to do coste

phagizes critetion-based benefit analyais of BESH;

tests for basie mkilly report being unable to do

studies deroqraphic chae- ga beeaysa of poarly

aetaristics of BESP's popus kept budgetary and

lation and partielpants’ ateendince records at

opinions about the program; BESP aitad and {n BUSD

and ranis {ndividual altes Muiniutrative offlces,

in terms of "alte-native-

ness” and "affectivensss.”

Lavel 1] addresses ques

tians of eduzational/{n-

stitutional changs {n BUSD

resulting from ESP, by means

of & longitudinal etudy of

samsles of students in BEST

and comon schools, and by .

docunenting for aach site
§ignificant chinges in
staffing, educational style,
dEganization, and rates of
attendance; student drapout
and vandaliss,

nght inl-

BESP Training o Lnd
tiates "nini qrants,* Zmall

sus of ooney are made

svailable to BESP sites o |

inngvative progrims such a3
Jabi Muir's to purchase

cooking equipment in order
to provide & 10¢ braakfast

for disadvantaged students, |
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1973 H SCHOOL ‘!‘E!E, SPRING
liLl

g_t;aE Dié t Eallim; i
folleent and ocher pro=
blent, BESP plans in 1974
75 10 closs KARE and United
Nations Wese, to merge
NLilard Alberastive vith
itg comen schoal, and to
#arge Agora and Genesia,

"\ B, Willisms, resigne after birter

Spring: Teachars and elassif{ed
enployees egatiar. & With Bﬂa:ﬂ ovar
budget and gtaffing patearn i for the
174-75 schol year, Board pro-
miags to ralee employees’ salarles
b‘y 52 l milliﬁn i Eﬁ ;nn:inue t gi

EEEE! '

Epring: Heuteﬂ Baird lﬁﬂ pinity
dacuesions ovet ﬂg of "
Superintendant, Board uplxts
slong racial lines over vhather to
hire & local Black resident ar a
Black applicant from out of town,
One of the two Black Board meshari,

Eighz and & recal] ehreat,

Kaj: The Board sllocatss 5 allozates $1,000 to
mvgstiqm the possihilities of
reopening Cags da la Raa and Black

Hauge,

Pabrudeyr The National
Task Farce for Bllin 1)
Culturall‘ Euéd EduEr
Emn ind memhﬂts uE

Egrkelgg Chiaaﬂu an
ity sk Bnafd 0 ln-

migat ey '_nin Em

o la Raza, Tha Board
dlscuaies #pending $3,000
on revievlng the eqal
porsibilitien of reln-
stating Casa and Black
Haiige;

May: Thees teachers
fired frn 0 Vgt co-
E};;_ f to Board that no
ane remaing in the pro-
§ER &4 teach baile
skills to students,

danuary: Facions resigns as
Herkelgy i HIE[ESF Ftnje:t
gran, Avarer tms hee
placi:

)10
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BERIELEY UNIFIED
§CH00L, DISTRICT

THE BERVELEY COMMNITY

STATE AND FEDERAL

197374 SCHOOL, YEAR:
’_:11 HS? B, 40 enter-
talnoent and information
falr; is put on by th BESP
prograns for the Barkelsy
comunity,

fumper, 1974 Evaluatina

My Laval §, Wilson is appolnted
by Bagtﬂ a8 Beekeley's first Black

Superintendent of achosls.

Surmer: Board beging di:m;iana

results Ear 1973‘74 re-

majﬂr differgn:es bgmgn
BESP 2nd non-BESP schools
in tems of (1) diversity
of edueational of ferings;
{3) dropaue, trusney and
Vaidalism rates; (3) parel-
gipants' satisfaction with
school, I addition, &
dual-tracking in BESP {s
described, vherehy highe
achieviag vhite "slppie’
students attand one type
of alternative schaol, lowe
achieving minority youths
srother. Leve] [ dis-
afraes With the the EUSE,!‘EESF
decision &0 phasg-aus 50m
sehiools and censolidate
others; arguing that the
affected szheols are high
on thelr "alternative-
effectiveness” seale #y
Berve & high perceniage of
poor and minarity students.

dhaut brinqiﬂg aly !Eﬂﬁ.’lll ot
new Barthquake codes, as decresd by
California's Pleld Act.

a1
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STATE AND PEDERAL
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s, 1
July: BER? participites
¥ith BU3D and ogher m—

tﬂm in ;hm-ﬂay nation=| YARE and U West; and merger of
ol conference In Boeryville| hgora and Ganesle, A and Collegs

on altarmative education,

July: BESP Dirsctar Nevton proposey

ta Eaa:d Ehg nlimin,al:mn of Willad,

Prep, and West Campus progeans
(Career Exploration and Basic
Skllls), Leval I Director dls-
tqrees, stating these achools rats
high an *altaenativaness-etfective-
ness® and in cerving poor and
pinaity students. Board complaing
aver lack of adequate evaluation
Infornation about progiams and
follovs Nevton's recomendations,

July: Laval Nilson becones Supers
intendent, B

Mugust: Boaed & dggt 5 1074=T5 buag_e

igugs: “_"mfmn'ml Piaﬁ

eExE iE

15;_5 Hajnr ampﬁasis ‘i‘s’an
the integration of fully
developed alternatives and
support services ints the
BUSD by the end of tha
funding perlod. Level I is
8adn reornnized: anaff iy
rediced and 2 fe plan g
drawn up foe the fina] two
yeats of BEZR,

and tafﬂng nange ' mﬂludirlgi
I praperty tax increase; & slight

reductlon in elassified staff; and
» reshuffling of existing teaching,
adniniserative and support seaffs to
£i1] vacneles cauaed by atecition,

Mumiet: Board continues to discuss
Bh:b: E‘;“ﬁ‘; ﬂmnﬂ: for | bitte‘;
gdmtinn, allocates § 510,000
hasistant Buparintendent for thly
furpoae. .

o1
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Leamis q H
tfrf' ’

1, 14 Yaga :

Geaifing 15

b 4t all 510 a8

coprn Sohoals EE 7 Erans
fereed in ihe few staffing

s in attitudes o=
ard setmal, peors aed self
and 1n standardized achicve
Fent test scores, afd to
eanduct & fiscal analyais
f BESF gites. Leve] [1
continges 8 leanitudise!
avaluation,

B115% of SNALNATLAY 14 roversed faT
il ieveln, nav lrg i gf'ziﬁf pale
uated by tho 04

W seeking costeaf-
7 ray increass and o promise of
fi liyﬂ. f: i

fa skeike fnr 5 7: ;erzént Py 1na
Crease deried by BUSD, Strike ix
f rstalled by BUSD's re-hiring of
2L gut of 41 temporary veachers and
Comnitaants Lo 89 percent pAY
foost in 1974=T5,

vic

Plﬁyfég hﬂtieén 5Ehﬂﬂl§
that resuited from the
statfing degigion to fill

& opesed up by
stirision, ©

a3 WarkLag eondit1ons
piblie; ad g ipoiude
gitinen Eartxcrm{’mn 11
neqatlétlunsi Segsuit 13
galled the “mept and confer
regobiating process.




BERKELEY UNIFIED
SCHOOL DISTRICT

THE BERKTLEY COMMUNITY

ealleges.

Trainihg
f@f 4
evaluation of curri-
culum, instructien, staffing, and
d:strict staff and eliect attitudes,

salar imcreases are curtalle
eatio pay reduced; allecations for
inztructional supplies, employee
insurance, and censultants are cut
back; and plang are made to fill
vacant el m teaching slots with
existing administrative staff wha
hold proper credentials.

tion of the BUSD
inta K=5, §=8, and 9=12
grade units,

FUAEY: Alameda County
central Labor Council
grants BUSD employees
sEtrike sanction.

Gald is appeiated
Difector.
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T BERELEY coutTy

Gering, 1975: BERD's

& pragEs b
Bidgets gl
fif ;”35;"1 inty Ee BLEO,

L InLc:wurJ wn ok BES's) in

“geratigies,

5, Nefatiatisns by BESP
vith Biap aad HIE for
BIVLNY Ky fipan)ara in
147575,

:ﬂe ﬁgﬂfqufaELDns Urqts
t*ai §=3 include early childnaad
it 4-5 gchools Femin, three
148 schoals be crested (King,

il m West Cafpus) and 265

. that they mig
Rited far ehe 197577 school year,
Hury are mnecity staff, latest
BIs2 tRployess 1R HESP and gther

J Hﬂ te, f;;fally tafizeryacive

educater joining the Beard, The

Board i new composed of ane Black,
nt Aafan, and theee white meibels.

850 fore talls teacher
T With nev 137575 cantract.
xeaﬁﬁerg p:gm;sed B:5 pereent pay
hike if surplus funds can be foind,

warch: Bethelay PIA
roanils 4 ﬂthef £

2N raups urge teach ;egarerr
fgt to strike and BUSD's

Mpiniatration to 1009
aut difficultles with

| teachers.

Al?dt&;, Etrkelgy i F:ﬁ;éil
Affieer for prograns,
asaumes Ehis post s well,

:gq{*nu1n§ f;rant gl comie
mert to 5thoal for both

sing aad staff, ard
eamnchds L0 progran's pais
enes for their continuing
supgetts

hpril: Cupp Jains Alvarez
45 joint Froject Officer fof
Berkeley's Leval 11 Evalié=
tion and E3P programs.
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ECHREFRLES,

THE BERKELZY QomumITy

nillien, Pradic

513855 PRAGET who elaimg he ovep
tated defieits petielt now

k) s grade Eﬁrf\fi_i‘43§=
tions for 14 Barly Childhoad
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This appendix outlines the procedures by which the Institute
for Scientific Analysis carried out its summative evaluation of
the Berkeley Experimental Schools Program.

Our analysis plan was designed to be comprehensive (see Work
Flan, next page). Both field observation and gquantitative analysis

were employed on a number of data bases reflecting the different
segments of the community affected by or affecting BESP. In terms

of qualitative research, classrooms were directly and systematically
cbserved from the outset of BESP, both by ourselves and by our pre-
decessors, Documentation and Evaluation of Experimental Programs in
Schools (DEEPS). Additionally, ocur field staff conducted a series of

individual site directors to officials in BUSD's central adminis-
tration. Finally, a continuing record was kept of published material
pertaining to BESP, both that produced by the program and district
{e.g., publicity releases, information brochures), and relevant
articles appearing in the local press.

Quantitative research took three forms: collection and analy=
sis of statistical information or. various data bases, the adminis-
tration and analysis of structured survey instruments, and analyses
of coded classroom cbservations. The first category included re-
cord searches for background statistics on our sample of students
and teachers (sampling procedures for each of the data bases will
be discussed below), analysis of BUSD's standardized test data for
our student sample, and evaluation of fiscal data bearing on the
budgetary impact of ESP on BUSD, The second category included
structured interviews carried out with both our student sample and
their parents for the duration of the program; with a sample of
BESP and common school teachers; and with random samples of the
Berkeley population. Finally, the field workers' observations were
coded on-site so as to make them amenable to quantitative analysis.

Naturally, a study of this magnitude is bound to be extremely
complex, both in terms of the various units of analysis and of the
methods used to study them. The following is an attempt to clarify
the procedures used by this study. The first section describes the
selection; the second concerns itself with the design of the in-
struments used and the construction of scales to tap the achievement
of program goals; and the third section describes the metheds by
which the data were processed.
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1. SAMPLING DESIGN AND PROCEDURES

In discussing our technigues of sample selection, we must des-
cribe three different processes: the selection of th= student
sample, the selection of classes for observation, and the drawing
of samples for the community survey. The administrators and direc-
tors interviewed by our field staff were not subjected to sampling,
since they comprise a very small population; the field staff simply
interviewed all of them (N=25).

The Student Sample

within a tolerable range of error at a specified level of confidence.
A second geal was to use a sampling design that would facilitate
the three-year longitudinal study of the students in our sample.

the sample would consist of first, fourth, seventh and tenth grade
students. Parents of the student sample (presumably the real choice
agents at the first and fourth grades) were also surveyed.

The first step toward this goal was to obtain the most current
available list of registered students from the school district. This
list of 14,200 ID numbers was obtained on October 15, 1973 from the
data processing service of the district and provided the foundation
for our sample selection. Like all lists of this type, certain
students included on it no lenger attended a school in the district,
anc others in attendance were not yet listed. Without further in-
vestigation, it was assumed that the characteristics of those who
had left and of the new arrivals were similar in the aggregate.

The list included the following data for each student: grade,
room assignment or counselor's code, physical school (address of
school), last schoel attended, BUSD ID number, birthdate, sex, race,
and zip code.

The data cards we were given did not, however, dencte the
student's actual school; i.e., on-site alternatives did not have
unigque codes. Only the physical school site itself was given, and
to obtain a listing of students in a particular on-site alternative
it was necessary to examine each student's home classroom assignment,
comparing the classroom with a list of "alternative rooms" at the
school. In this manner, we created a new variable equal to the
child's school.
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However, even after extensive consultation with BUSD data pro-
cessing personnel, not all classroom numbers could be defined as
common or alternative with absolute certainty. In some cases, no
on-site alternative classrocms could be identified on the cards.
Specifically, identifications could not be made for KARE and Willard
Alternative schools because they have no standard BUSD administrative
code to identify their students. Further, the BUSD had not identi-
fied any students as participating in the On Target School Program,
although an administrative coce does exist for this purpose. In
effect, these three alternatives were administratively invisible
and their students could not be distinguished from the common
school students at their sites simply by using the data made avail-
able to us initiaily.

Two lists from the original list of ID numbers were then
created. The first consisted of all first, fourth, seventh and
tenth grade common school students regardless of site. The second
was a list of alternative school students, including students from
KARE and Willard Alternative whose names were obtained directly from
their schools. Since no list of students in On Target could be ob-
tained cither from the school or the district, On Target was ex-
cluded from the sample. '

Sampling Within the BESP Sites

T. » procedure used for sampling the BESP student population was
predicz :ed on our need for a sufficient number of sample subjects
from each school in order to enable us to describe its unique aspects.
With this in mind, the total population of those BESP schools which
had fewer than 30 students n the first, fourth, seventh and tenth
grades were included in the sample. Students in the other BESP
s:hools were then selected by a stratified random procedure and use
cf sampling fractions. Since our previous surveys and field work
Fad shown that secondary school students transfer out of a district
at a relatively higher rate than other students, we used a higher
gampling fraction at the seventh and tenth grade levels. Accordingly,
after each BESP school was stratified by grade and ethnicity, a
larger proportion of seventh and tenth grade students was selected in
order to increase the likeliheod of having an adequate number of
students at the ninth and 12th qrade levels two years hence (see
Sampling Chart, next page).

Sampling Wi;hinﬁC@gggnisﬁp@q;

13
The common school population was not stratified by school since
this procedure would have produced no appreciable gain in information
required by the contract. However, a minimum number of students in
each grade was sought and more students in the seventh and tenth
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grades were sampled, as in the BESP sample. The sampling procedure
in the cormmon schools consisted of stratifying the whole population
by grade and ethnicity, and randomly selecting students within each
of the ethnic strata from first, fourth, seventh and tenth grades.
Varying sampling fractions were used to assure minimum acceptable
cell size and a common school sample not to exceed 300 (see Sampling
Chart, next page).,

As mentioned above, the sample was drawn in order to facili-
tate longitudinal study; therefore, it was stratified by selected
grade levels so that a three-year follow-up would give us a popula=

— " tionof wlom some members would have been in all grades of the pro-
gram at some point in the study. However, in the second year of
the study, it was thought necessary to add a sample of students who
were then in ninth-grade BESP programs (the junior high school age

cohort of the original sample was then in the eighth grade). The
pPrimary reasoning behind this was that the ninth-grade programs

were unique in being single-year programs, "bridges” between the
junior high and high school BESP. With the sample designed as it
was, the evaluation would have ended before the effects of these
programs on their students could have been measured. For this
reason, a special 10 percent sample of each ninth-grade BESP pro-
gram, stratified by race, was drawn in the second year. This sample
was used only to describe the ninth-grade sites, and was not com-
bined with the three-year sample for lengitudinal analysis.

The Classroom Sample

In choosing a sample of classrooms for observatien, our goal
was to highlight distinctive features of the program, rather than
to achieve randomness. Therefore, classrooms had to meet two cri-
teria in order to be observed: (1) they had to inelude at least
five of our student sample, and (2) they had to offer either in-
struction in basic skills (reading or mathematics) in the case of
-elementary school classes, or a course unique to the program (e.g.,
drama in School of the Arts). The number of classes which met
these criteria were 288.

All of these classes were observed with use of a structured
observational protocol; additionally, in the second year, the
teachers of these classes themselves became a sample with whom a
structured interview was conducted.

The Community Sample .

Two community surveys were undertaken by telephone, one in
1974 and the other in 1975, to get an idea of how knowledgeable
the Berkeley populace was of BESP. The community samples were
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drawn from a "reverse" (street address) telephone airectory with
the object of obtaining a random sam pl of all Berkeley residents.

The telephone numbers in Berkeley were contained in 54 pages
of the directory. A calculation determined the numbers per page
needed to draw 500 random telephone numbers from the directory.
Once that determination was made, the length of the columns on a
page were calculated at intervals. Numbers from commercial places
or offices were discarded if selaeted and the next non-commercial
or non-office telephone number was used. In short, the procedure
comprised a systematic sample with a random start, using each page
of the directory.

Interviewers were instructed to go through the complete list
efﬂre making a return call to unanswered phones. Numbers which
ere out of service were replaced by the next phone number in the
directory column. Calls were made in the evening as well as during
day to insure that the sample would not be biased by an over-
sentation of retired people and housewives, Interviews with

re
residents were completed after two rounds of return calls.
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2. INSTRUMENT DESIGN AND SCALE CONSTRUCTION*

For the student interviews, three forms were used: one for

seventh-12th gqraders, one for fourth-sixth graders, and one for
first-third graders. The separate forms were necessary because Qf
the disparities in maturational level in our large sample. The
junior-senior high school instrument made cognitive demands and
discussed topics that were considered inappropriate for elementary
school students. Therefore, we developed simplified interview
schedules for the younger segment of the sample.

- The Elementary Interview

The elementary level instrument was restricted to inquiries
about the degree of a student's satisfaction with his or her school
experience. We wanted a measure that was appropriate for first and
fourth graders, and our first concern, therefore, was that the in-
strument not require the children to be verbally or conceptually
sophisticated.

gu;des ana questlgnnalrgé useﬂ and some of the majcr scalés con-
structed from the resulting data. Actual copies of the instruments
were included in our previous ISA Report, A Descriptive Analysis of
BESP (1974-1975), September 1, 1975.
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Obviously, it was inevitable that some skill was required, but
we attempted to minimize the skills that were necessary. The ques-
tionnaire we developed was administered to small groups of 2-3
children.

For each question we offered a trichotomous set of respondent
lternatives consisting of faces: one smiling, one frowning, and
re intended to be non-committal. Each student was asked to ¢olor
in the face that indicated how he or she felt about various educa-
tional areas being probed, and the child responded by coloring in
the face that corresponded with his or her feelings.

. O

Initially we worried about whether first and fourth graders
would be able to answer questions about their sense of satisfaction
with school. It was possible that the attitudes of children in
these age groups are situationally determined and that no consistent
attitude about schooling is likely to have coaiesced. Yet, when we
administered the questionnaire, we found that most of the children
were able to respond meaningfully to our major categories. For
example, we asked our first graders if they had been instructed in
reading or arithmetic, and virtually all of them knew what we were
referring to vhen we used these terms.

Another validity question that we investigated while pre~testing
our instrument concerned the test situation itself. We noted that
many of the children seemed to be anxious about having the "right
answer," and some copied the answers of others.

This anxiety was apparent even among first graders. Perhaps
some degree of anxiety about proper performance is endemic to any
educational setting. Be that as it may, we worried lest such anxiety
serve to decrease the validity of instruments based on subjective
reports.

In order to minimize such distortions we emphasized to the
children that there was no "right answer,” that the questionnaire
was not a test, and that we were interested in opinions and feelings.
We also asked our proctors to seat students (without being obvious
about it) in such a way that copying would be detected. We then
reduced the ratio of students to proctors, so that for each proctor
the number of students was rarely more than three; this allowed us
to monitor each child's performance fairly closely.

In the second year of the study, we felt that sampled students
who were by then in the fifth grade were capable of giving more in-
formation than had been asked for in the elementary interview. We
therefore developed a third form, a modification of the junior-senior
high schedule described below, for use with the fifth grade.
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The Juniceren%pr”gigh_schq;l and Parent Instruments

The instrument for the Parent Survey was constructed to parallel
closely the junior/senior high school interview schedule. This was
considered important in view of our desire to compare the educational
attitudes of students with those of their parents and to assess the
effect of their correspondence or disparity on educational outcomes.

The questionnaire included, but was not limited to, (1) a choice
structure battery to tap both the effectiveness of information and
the sources of consumer choice in BESP, (2) a knowledge of violence
and vandalism battery and (3) measures of outcomes for both parents
and students. Various scales were formed in the first year by factor
analysis of individual items and thereafter by B-C-TRY Cluster
Analysis which was deemed, after the first year's experience, to be
a more robust technique for determining relationships between the
variables. A description of the scales built in this way follows.

Factor Analysis

A. Pa;egtfgpqﬁgnt7E§EeptationsAand Satisfa;;ion,yi;h School

We included identical gquestions about expectations of and
satisfaction with school in both student and parent interviews.
Student and parent responses were then combined in a Matched-Pair
Scale built on student-parent consensus about the following six
general areas: agreement on choice, agreement on satisfaction with
present school, agreement on perception of student brogress, agree-
ment on trust in the function of education, agreement on high
interaction at home about the student's education, and agreement on
future educational expectations of students.

B. Quality of Education Scale (QE)

Since the validity of standardized test data has been placed
in doubt in recent years, educational researchers have turned to
affective measures to assess student progress. The quality of edu-
cation scale is one such measure that ISA developed, and is composed
of the following items in the student questionnaire:

1. How satisfied are you with this school? That is, in terms
of satisfaction how would you rate how you feel about your
school?

What would you like to do when you leave high school?

. What deo you gxgg;;’to do when you leave high school?

- In academic terms, what kind of a student would you say
you are?

How often do you eut classes?

W L
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6. Have you ever thought of dropping out?
7. Teacher-student interaction scale sgore:

1. How often. are your teachers willing to listen to your

problems with school work and help find solutions?

2. How often do your teachers encourage students to get
together and help each other with hemework?
How often do they give you positive suggestions about
your school work?
How often do you work with teachers in planning what
the school work will be--like what topics will be
studied, or how they will be studied?

'R
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1. How often does your school give you chances to do
things that are challenging?
2. How often does your school give vou chances to make
vour own decision about rules?
9. Trust in the function of education scale score:
1. Do you believe if you study hard, you can succeed in
the future?
2. Do you believe that you are getting a good education
in this school? ]
3. Do your parents expect you to do well in school?
1J. Can you honestly say you like school?
11. Do you think your school is preparing you for what you
want to do in the future?

Cluster Analysis

In the second year, having investigated more efficacious methods
for constructing the scales necessary for the study, we typclogized
each of our samples according to the following process.

For each sample we took batteries of attitude gquestions (in the
case of classroom data, we took a battery of observation variables),
and clustered each of them by means of the B-C-TRY Cluster Analysis
Program. This is a program that defines the structure of relation- .
ships between variables in a correlation matrix; it is similar to
factor analysis with certain important differences: (1) B-C-TRY
clusters are never orthogonal, but are always intercorrelated to
some degree; (2) cluster analysis attempts to define each cluster by
extracting for each a set of cluster-defining variables chosen as
the most collinear variables on the cluster.*

*This method was developed by R. C. Tryon and D. Bailey; a
program and degcription are availablé at the University of
Computer Center, Berkeley.
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The batteries used in this process were as follows:

Student Sample

A. Student Educational Choice Battery. A battery of Likert

items investigating the importance of various aspects of scheols to
the student choosing the school he/she attends is posed, as follows:

As you chose the school you attend, how important were the
following items in making this choice?

. Very important

. Fairly important

. Not very important

- Not important at all

B L b

l. College Preparation

2. Job training or developing a job skill
3. Emphasis on ethnic identity

4. Emphasis on personal growth

5. Emphasis on political education

6. Emphasis on learning basic skills

7. Ethnically integrated

8. Friendly and considerate teachers

9. Friendly atmosphere among students
10. Good program in art, music, and drama
11. wWide choice of slectives
12, Strict discipline
13. Loose structure

An empirical cluster analysis of this battery revealed three
clusters which intercorrelated at approximately .6. Since cluster
III was defined by variables which were also definers of the ather
clusters, the empirical solution appeared to be a poor one; since
two clusters alone accounted for nearly 90 percent of the communality
in the matrix, it was suggested that a two-cluster solution would be
a satisfactory one. Therefore, the operation was performed again,
but restricting the rank to two. The resulting two clusters, account-
ing for 58 percent and 30 percent of the cormunality in the matrix,
were identical to the first two clusters extracted empirically, con-
firming the validity of the manipulation.

The two clusters extracted and their definers are as follows:

Cluster I--Humanistic Educational Goals, defined by:

8. Friendly and ccnsicierate teachers important
9. Friendly atmosphere among students important

4. Emphasis on personal growth important
7. Ethnic integration important
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Cluster II--Skill-Oriented Educational Goals, defined by:

2. Job training or developing a job skill important
6. Emphasis on learning basic skills important

12, Strict discipline important

1. College preparaticn important

5. Political education important

The correlation between these two clusters is .57; these clus-
ters are positively associated in this sample, so some members of
the sample hold both humanistic and skills-oriented goals important.
This finding reflects, to some degree, the format in which the
items were administered: respondents were asked, simply, which
goals were important, and were not asked to rank-order the goals in
terms of their importance, a procedure which would have produced
sets of competing goals.

B. Student Values Index. An index of dichotomous (yes-no)
questions asking which of a set of typical short and long-term
goals are important to respondents is posed, as follows:

How important are each of the following items to you?

Important
Not important

Getting a good job when I get out of school
Having friends think I am all right

Staying out of trouble

Driving around in a really nice car

Getting good grades in school

Getting by in school without doing too much work
Getting what I want without cheating

Being loyal to my friends, whatever. happens
Having enough time to do things I want to do
Getting by in life without working too hard
Making it through the day without too much hassle

H OO0 O U B L R
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Cluster analysis extracted three clusters which had very low
intercorrelations, ranging from .02 to .22. This structure accounted
for more than 90 percent of the communality in the correlation matrix;
however, a three-dimensional space plot of the cluster structure pro-
vided by the program revealed that one of the definers of Cluster II
was actually located in the area of Cluster I; in addition, its em-
pirically derived assignment was inconsistent with the substantive
- meaning of its cluster. It was therefore decided to reassign this
variable (#11 below) to Cluster I; this reassignment raised the clus-
ter intercorrelations, but did not otherwise affect the parameters of
the structure. The new structure had a clearer, more interpretable
meaning.



The three clusters extracted and their definers are as follows:

Cluster I--Present-Oriented Values, defined by:

10. Getting by in life without working too hard

6. Getting by in schoel without deoing too much work
11. Making it through the day without too much hassle
4. Driving around in a really nice car

Cluster II--Peer/Socially Oriented Values, defined by:

. Being loyal to my friends, whatever happens
. Having friends think I am all right
. Having enough time to do things I want to do

WO I D

Cluster III--Future-Oriented Values, defined by:

5. Getting good grades in school
3. Staying out of trouble
l. Getting a good job when I get out of school

All three clusters are weakly but positively intercorrelated;
Clusters I and III correlate more highly with Cluster II than with
each other. The Present and Future-Oriented Value Clusters are,
for all intents and purposes, orthogonal.

C. Parent Educational Choice Battery. The parent sample was

asked identical questions to those in the Student Educational Choice
Battery. An attempt at a cluster analysis of this matrix was unsuc-
cessful, since there was little variance in the matrix to start with;
most of the parents thought all of the goals "important" in choosing
a school. Thus, we had no choice but to abandon the use of this
battery in our analysis.

Student Record Search

In addition to the structured interview material on sach student
in the sample, background information was gathered by a search of the
students' BUSD records. This background information included students'
sex, ethnicity, the occupational level of their parents, and informa-

special status, if any, and disciplinary history. This information
was merged with interview data, so that they could be analyzed
together.

Our student. data included 2 record of standardized test scores
over the five years of BESP, collected and provided us by Level I
Evaluation. These test scores provided an alternative indicator for
the analysis of student progress.
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Scores were provided for two test series: the Comprehensive
Test of Basic Skills (CTBS), with subtests in Reading, Language,
and Mathematics; and the Cooperative Achievement Tests in Eriglish
and Mathematics. 1In general, the CTBS was administered in grades
1-8, and the Cooperative in grades 9-12; unfortunately, however,
due to irregularities in the testing procedure, many scores on each
test battery were missing for a large segment of the sample. Never-
theless, the remaining test data were integrated into the student
data file and used, with caution, to supplement attitudinal indi-
cators as a measure of program outcome.

Di;e;to;sfrigterv;gys

All BESP site directors were interviewed twice during the
1973/74 school year. The first interview,conducted early in the
fall semester, elicited from the directors lists of classes which
they felt were the most innovative in BESP. These classrooms were
initially observed, since BESP protagonists felt they were the best.
Subsequently, classrooms were chosen for observation according to
the sampling plan described in the previous section on the Classroom
Sample.

The second directors' interview was conducted at the beginning
of the second semester. Most of the interview questions were de-
signed to elicit opinions about the four BESP goals:

Questions 1l-11, improvement of basic skills.

Questions 12-31, educational options and practices.

Questions 32-49, racism.

Questions 50-61, - incidences of violence and school vandalism.

Several other subjects were also included in the interview,
especially those bearing on the rapport between school staffs, stu-
dents, and parents:

Questions 62-68, student responses toeducational opportunities.
Questions 69~77, parental participation and responses to edu-
cational opportunities. )
Questions 78-83, power-sharing and decision-makiag.
Executive and Administrative Interviews

Key administrators in BUSD and BESP were interviewed to obtain
an overall view of the project. The BESP director was interviewed
numerous times during each school year. Important decisions and
project interaction with NIE/ESP were monitored. Other administra-
tive staff, e.g., of the training component and accounting office,
were also interviewed.
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Interviews were held during the first year with the superin-
tendent and members of the Berkeley School Board*, Central Adminis-
tration, and other key administrators in BUSD. Upon attaining office,
the new Superintendent was also interviewed.

Although initially the staff and administrative. interviews were
intended to be similar, it was decided that different approaches
would result in more useful information.

The administrative interview, unlike the staff interview, was
more loosely structured and was tape recorded. The questions that
were asked of the BESP director dealt with the project as a whole,
and were of the following sort:

1. Define innovation, what it means to you in an educational
setting. ' ‘

2. Do you think the people who are involved in BESP perceive
these goals as something real and tangible? Or do you
think they are still operating in a way they think is
effective?

3. How about your perception of the organizational structure
within BESP? What types of decisions are easily made?

The questions directed to the support staff dealt more with
the operation of the project. Scme questions included were:

1. Describe the history of the entire central support staff.
2. Where does the pressure for accountability come from?

3. Do you think there is competition between the alternative
and common schools, or what?

Te.

cher Interviews

The sample of BESP teachers selected for interview during the
first year was a 20 percent random sample of each BESP school. In
BESP schools with a large staff, the sample was stratified by race
and sex. The sample for the common school staff was selected to
match the BESP sample by sex, race, and grade level.

The interview guide included the following topics:

1. Teacher goals and strategies,

*All were interviewed with the exception of one school board member
whe was unavailable during the scheol year.
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Educational options.

Basic skills.-

Violence/vandalism,

Parental participatien.

Racism.

- Opinions about the Experimental Schools Project.

~0 0 W s L B
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In the second year the teacher interview was expanded and held
in conjunction with classroom cobservations. The second=vear dues-
tionnaire contained items that covered the following issues:

. Respondent's assessment of his/her students.
Judgment of the "uniqueness" of respondent's program.
Respondent's educational goals. .
Retrospective comparison of program with regard to goal
achievement.
5. Assessment of program's effect on vandalism, violence, and
racial tension.
6. Respondent's perscnal educational ideology.
7. Degree to which respondent has input into ecurriculum changes.
8. Teaching techniques used.
9. In-service training taken.
10. Respondent's professional identity.
11. Student attendance.

12. Parent participation.

i L B
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The items dealing with issue #3 above were identical to corres-
ponding batteries in the student and parent interviews. For compar-

method (see abovae), revealing two goal clusters indicative of "Tra-
ditional" and "Liberal" aducational goals:

Cluster I--Traditional Educational Goals, defined by:

- Improved student scores on standardized tests.

Increase basic skillg ability in your students.

. Develop greater respect for discipline in your students.
. Prepare your students for the next school year.

Ll
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Cluster II--Liberal Educational Goals, defined by:

12. Encourage.greater participation of students in choosing
goals, planning curriculum, and other classroom activities.
4. Encourage independent activity and creative expression.
8. Develop a positive self-image in students.
13. Deveélop a respect for cultural pluralism in your students.



The Community Survey

The community survey, .a trend study carried on in the Berkeley
community over two successive vears, was concerned prineipally with
the success of BESP in responding to the demands of consumers and
potential consumers. To that end, the brief telephone questionnaire
contained items referring to (1) the respondent's familiarity with
BESP in general and individual BESP programs in particular, and (2)
satisfaction with the school system in Berkeley, and where appro-
priate, with BESP.

Classroom Observations

Observations by ISA field observers were undertaken both in-
formally and formally. After a letter of introduction by IsSA for
entry into the school (classroom), the field observer's presence,
impressions and subsequent informal discussions with the classroem
teachers expedited the descriptions of the BESP Programs as pre-
sented in Volume II. Aside from this informal means of gathering
information, the development of an observation code agsisted the
systematic collection of data for Volume I with respect to the
classroom structure, curriculum, teaching styles and use of aides.
The observation code finally developed was incorporated into a
checksheet format, adapted from the Weber Teacher Observation Code
(Weber County School District, Ogden, Utah, 1962) and based on
techniques suggested by Dr. Francis G. Cornell and his associates
at the University of Illineis.

In addition, the observers noted for each classroom such infor-
mation as teacher ethnicity and sex, and ethnic and sex character-
istics of students. This information was combined with data from
the coded observations to form a classroom observation file.

The cbservation instrument was Pre-tested at each sampled grade
level for inter-cbserver reliability by several ISA field observers.
They ccmpleted the protocol twice per period; each recorded obser-
vation covered five minutes, during which they were instructed to

- focus intensely upon the classroom situation rather than to indulge
in leisurely perusal or random ethnographic recording. A ten-minute
interval between the two five-minute spans allowed the observers
also to record classroom events other than those specifically asked
for by the observation instrument.

Randomizing the cbservation times necessitated different ap-
proaches in elementary and secondary school classes, because the
elementary schools have longer and more undifferentiated time seg-
ments per subject than those at the secondary level. In the ele-
mentary school classes the observers recorded their sets of chser-
vations at the beginning, middle and end of class periods. The
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original intention of dividing secondary school class pericds into
two segments turned out to be unfeasible, because most classes spent
at least the first five minutes “getting organized"--a factor which
sut into the period considerably. Therefore, in the secondary school
classes, only one five-minute time span was used for recorded obser-
vations, leaving plenty of time, of course, for noting events and
details that were not covered in the observation instrument. At both

. elementary and secondary lévelg, each class was observed (at
ieast) on two different days, selected at random. The recorded ob=
servations began in December, 1974, and extended through March, 1975
for the elementary schools and the end of January, 1975 for the
secondary schools.

From the coded information garnered from these structured obser-
vations, we cluster-analyzed a number of variables so as to type the
classes along empirically derived dimensions. The variables analyzed
were:

1. Type of delivery--lecture/structured discussion/equal par-
ticipation.
2. Type of thinking required--memory-identification/thinking-
generalized/thinking-interpretation.
3. Degree of affect--none/low/high.
cussion, or do the students, or neither?
5. Mutuality--do both students and teachers share equally in
class discussion?
6. Student domination--do students dominate class discussion,
or does the teacher, or neither?
(Questions 4, 5, and 6 were derived by dichotomizing Item
5 [Types of Domination]--teacher vs. all other categories,
mutual vs. all other categories, and student vs. all other
categories.)
7. Number of disciplinary interruptions.
8. Type of class goals--short/long.
9. Do students lsave room without reprimand?--ves/no.
10. Peer teaching--ves/no.
11. Number of aides.
12. Number of groups into which students are divided.
13. Punitive affect.
14. Rewarding effect.
(Questions 13 and 14 were derived by dichotomizing Item 4
+ [Types of Affect], similar to Questions 4, 5, and 6 above.)
15. Physical freedom.
lé. Verbal freedom.
(Questions 15 and 16 were derived by dichotomizing Item 6
[Degrees of Freedom], similar to Questions 4, 5, and 6 above.)
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Since each class had anywhere from one to six abservatiqns,
each of these indicators is an average of all observations of that

characteristic.

Cluster analysis of the Classroom Observations Matrix pro-
duced four factors, of which two were defined by only two items
in the matrix, and were also defined by definers of another cluster.
The matrix was therefore reanalyzed with a rank limited to two.
The resulting two cluster dimensions, which account for 52 percent
and 25 percent of the communality in the matrix, correlate with each
other at .36. The two clusters and their definers are:

Cluster I--Structure, defined by:

5. Mutality in class discussion

1. Type of delivery, from lecture to equal participation
12. Number of groups into which students are divided

11. Number of aides

Cluster II--Affect, defined by:

3. Degree of affect, from high to none
4. PRewarding affect
6. Verbal freedom

b

Using scales composed of these two sets of items, we typed each
classroom according to its degree of structural and affective "open-—
ness," and used this typology to investigate whether BESP classes
differed from BUSD classes, and whether any differences found had
appreciable effects on student Progress, ‘

Finally, aggregate data wera collected on staffing patterns
in BESP, to determine age, sex, ethnicity, teaching status, and teach-
ing experience of the staff at each site.

3. DATA PROCESSING

All data processing on the Level II project was done with a
software packagr “he social sciences called the Berkeley Trans-
posed File Stat .al System, nicknamed "PICKLE." The package was
designed by the = vey Research Center at the University of California,
Berkeley. The hardware system used by the project is the €DC 6400 at

The software system provides most of the operations required by
social scientists performing statistical analyses on large amounts of
data. The system includes capabilities for file management, for vari-
able generation or transformation and for univariate, bivariate and
multivariate analysis. The same "language" is used throughout the
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system, so that once general rules are learned they may be applied
in many instances.

The system is designed to handle a large volume of data by a
transposed or inverted data structure. Most file systems store
data by cases, PICKLE has the unique property of storing data by
variables. The advantage of an inverted or transposed system is
that it cuts down machine tim: needed to process data, thereby
saving costs, unlike packages such as the Statistical Package for
Social Science (5PSS) which can only handle a limited number of
variables., The data collected by the Level II research team would
have been too voluminous to be handled by most social science soft-
ware packages without splitting the data into different files and
thus increasing costs in machine time. 1In addition, a feature of
PICKLE gives it the capability of creating, from its own file, a
binary file suitable for direct input to SPSS, thereby giving the
PICKLE user the advantages of both programs.



