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from 1955 to 1964, has given way to wide-
spread effort toward a degree of racial mixing in
the schools. The Civil Rights Act of 1964, em-
ing the U.S. Office of Education (USOE)
to withhold federal funds from school systems fail-
ing to desegregate and the U. S. Attorney General
to force desegregation in all school systems, has
been largely responsible for this acceptance of
desegregation as a . The 1964-65 school
year began with only 604 of the 2,951 school dis-
tricts in the eleven southern states having made a
start toward descgregation. By the fall of 1965,
2,816 of 2,882 school systems had plans
for school desegregation to the USOE; 2,742
huve had plans accepted and are implementin

them.? -
Yet in many districts there is only token de-
- segregation—a handful of Negro students enter-
E ing previously all-white schools—and nothing
approaching integration. According to a USOE
sample survey including 2,891,000 Negroes in
; the schools of eleven southern states in the fall
of 1965, only 216,000 or 7.5 per cent were en-

rolled with white children.

Integration is a much more inclusive and diffi-
cult achievement; it means the realization of
opportunity by deliberate cooperation without re-
gard to racial barriers.

Our concern, which is now primarily with

@ problems of desegregation, is shifting perceptibly
PN toward a focus on the many complicated prob-
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Desegregation and Integration

A member of Phi Delta Kappa’s Commission on Education
and Human Rights outlines troublesome questions which must be
solved before desegration and integration of schools can take
place in the South, and offers some suggestions £r solving them.

By HERBERT W. WEY

lems of school integration. This paper delineates
the overall problem of educational desegregation
and integration in the South and poses a
number of troublesome questions for which re-
search must find answers if progress in this criti-
cal area of civil rights is to continue.

Studen: Desegregation. The South is faced with
the problem of planning for a form of accelerated
school desegregation which will result in a de-
fensible racial mixture in schools that had
viously been all Negro or all white. Although
the “free-choice” plan elected by so many school
systems in the South tends to move some Negro
children into formerly all-white schools, it does
nothing to move white students into all-Negro
schools. In addition, among those school systems
using this plan, no one knows the exact number
in which not a single Negro “chose” to tran.fer
to a white school. Districting does not seem to
be the answer, because it resuits in de
facto segrsgation, as it has in the North. The
question as to what desegregation plan or plans
should be used has not been answered, but it
must be answered in the near future. There are
at least the following possibilities:

1. Inner-city schools of the metropolitan cen-
ters might be combined with schools of the
suburban and surrounding county areas into a
metropolitan system, as in Charlotte, North Caro-
lina, and other heavily populated communities
of the South.

2. Urban areas may be divided into pie-shaped
districts starting at the center where Negro popu-
lation is usually most concentrated and extend-
ing out into suburban areas.

3. District-wide lines might be drawn deliber-
ately to maximize racial balance. This is a farm
of positive gerrymandering for desegregation
purposes.

2 Statistical Summary of School Desegregation sn_Sosthern ond
Border Siates. Nashville, Tenn.: Southern Education Repcriing Serv-
ice, December, 1965.
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4. Predominatly white and Negro schools
mlght be paired.

. Feeder arrangements from eclementary

to jumior high schools and from junior

high schools to senior high schools might be
altered to provide a more desirable racial balance.

6. New and typically large schools might be
deliberately located near, but not within, an area
ptedommatel Negro.

schools which draw students
trom an entire school system might be established.
The pew vocational-technical school of Atlanta,
Georgia, is an illustration.

8. School parks might be established to en-
compass a large area and take in grades ome
through fourteen. The Nova complex of Broward
County, Florida, is an illustration.

9. Bus transportation, particularly in large
school systems, might be provided to achieve a
more desirable racial mix.

If desegregation in the South follows the pat-
tern of desegregation in the North, those chil-
dren who most need racially balanced education
may be the last to get it. The Negro children
who do transfer to formerly all-white schools are
often those who are able to compete or who
come from more favored economic sections of
the Negro neighborhood. This means that many
desegregation plans which look promising because
of the gross numbers of children involved may be
including only higher-status Negroes and not
reaching those in greatest need of a better edu-
cational program.?

Another question for which an answer must
be found is this: What constitutes racial balance?
One possibility is to define a racially balanced
school as one in which the ratio of non-whiies
to whites is the same in each school in the dis-
trict. Thus if 15 cent of the total student
enrollment were Negro, each school would have
a balance of 85 per cent white and 15 per cent
Negro. A more general answer would define the
ideally balanced school as one whose student
body includes roughly 20 to 45 per cent non-
white. The obvious disadvantage is that in sys-
tems where there is a small percentage of Negro
students there would have to be some all-white
schools in order for cthers tc be racially balanced.

Evzr though accurate statistics are not avail-
able, we know that many southern Negro young-
sters of school age are not in any school. In
Burke County, Georgia, for example, approxi-
mately 800 Negro youth are not enrolled. This

2T, P. Peui ﬂsw and Patricia_Pajonis, Sociel-Psychological Con-
siderations of ull’ Balanced Schools, a Report of the Advisory
Committee_on Racial Imbalance and Education. Boston, Mass.: State
Board of Education, April, 1965, pp. 87-108.
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is nearly one-sixth of the Negro children of school
age in that county® This problem is peripheral
to segregation but related to it, and a solution
must be found.

Population Shifts in a Desegregated Community.
Closely related to various methods of effecting a
more desirable racial mix in schools is the baf-
fling shift in populations after some desegregation
has occurred. There is a good possibility that
Negroes who live in traditional rural poverty
areas will move to urban slums, and that popula-
tion shifts will take place within a community
or school district as schools are desegregated.
When Negro families buy homes in formerly all-
white housing areas the tendency in large cities
is for white families to move out. Soon the area
becomes mostly Negro and the result is de facto
school segregation. For example, in Atlanta,
Georgia, when the Kirkwood Elementary School
was opened to Ne, at the start of a new
semester in January, 1965, 500 Negroes enrolled
and white enroliment dropped almost immediately
from 522 in December to sixty-seven in January.

One suggestion now being made to Negro fami-
lies is that they purchase only every third house
in a formerly white housing area, making it hard
for white families to leave because they cannot
dispose of their property.

The Ability of the Negro Student. Studies made
by Pettigrew* strongly suggest that there is no dif-
ference in the innate biologically determined abil-
ity of Negroes and whites. At the same time, any
number of studies have reported that Ncgro stu-
dents in the South score consistently lower as a
group than do whites on standardized ability and
achievement examinations. One example is the
study made by the Educational Testing Service
for the Atlanta, Georgia, city schools in 1955
and 1956. It showed that in reading Negro stu-
dents on the average ranged from one grade level
behind white students at the third grade to four
grades behind at the twelth grade. In general
achievement, 40 to 60 per cent of white pupils
at all grade levels were at the 50th percentile
in the national sample, but only two to 10 per
cent of Negro pupils at all grade levels were at
this percentile. This study notes that such con-
ditions are not unique to Atlanta city schools.®
In a 1959 study by Wey and Corey which con-
firmed these findings, test results showed less
difference at the first-grade level than in later
grades, and reading was the skill in which Negroes

8 Donald Ross Green, Black Belt Schools. Atlana, Ga.: Southern
ch:onal Councxl Novembcr
¢T. B. Pettigrew, A Profdc of the Negro Amevican. Ptinceton,
N.J.: Van Nostrand, 1964.
ﬁLummg and Tmlmu in Atlanta Publu' Schools. Princeton,
N J.: Educational Testing Service,
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were farthest behind.®

Since studies of racial diffcrences have failed to
demonstrate any inherent defici in learning
potential of any group, obscrv::cydiﬁerences in
achievement must be the result of other factors.”
One compreliensive study of American education
has shown that the most significant variables de-
termining the ability of children to profit from
their schooling are the character of their imme-
diate social environment and the socioeconomic
class from which they come.®

Projects now under way in imaginative school
systems indicate that constructive attacks can be
made on weax motivation, poor language habits,
and other deficiencies of Negro pupils. Also, mil-
lions of dollars are being spent on compensatory
education for ivileged children of pre-
school age. C'vil rights groups, however, are chal-
lenging some of these programs use they are
cartied on in Negro neighborhoods and are seg-
regated so far as the participants are concerned.?

The Negro Student's Self Concept. Much of
the literature on education of the Negro suggests
that lowered goals and limited opportunities have
prevented him from developing his educational
potential.’® It further suggests that the school,
particularly in its guidance services, may in-
tervene to assist the Negro in these aspects of
his educational development. There is some evi-
dence that the Negro personality changes in a
desegregated school. How much change takes
place and the reason it occurs in certain schools
but not in others are questions that need to be
investigated. A few studies have found that al-
though Negro students have lower aptitude scores
on standardized tests, they have higher aspira-
tions than comparable white students in regard
to educational training. Blake concluded that the
higher levels of aspirations of some Negroes are
attempts to maintain self-esteem in the face of
discrimination.!!

That many Negro students who aspire to fur-
ther educational training do not make the effort
needed for success is partly due to their feeling
that many career opportunities are closed and
that they do not know whether they can usc their
advanced training after it has been completed.
School counselors must aprise students that, as

¢ Herbert Wey and John Corey, Action Passerms in School De-
segrogasion. Bloomington, Ind.: Phi Delts Kapps, 1959, g . 212-14.

7G. Grambs, “A Guide to School Integration,’” Public Affairs
Pamphler No. 255. .

.8 Oscar Handlin, Rece and Nasionality in Americen Life. Garden
City, N.Y.: Doubleday, 1957.

Meyer 'Weinberg, “Civil Rights and the School Man,” PHI

DBELTA KnPPAN, May, 1964, 8 371.

10F. Parterson, Negro Self Conceps: Implicasions for School end
Citizensbsp. New York: McGraw-Hill, 196S. .

L Eliss Blake, Jr., "A Comparison of Intra-Racial and Inter-
Racial Levels of Aspiration.” Unpublished Doctoral Dissertation, Uni-
versity of Illinois, 1960.
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the civil rights movement continues, additional
career opportunities are becoming available to
the southern Negro.

Vocational aspiration is an aspect of a stu-
dent’s self-concept that is closely related to his
motivation. We need further information about
how the Negro child can be assisted in improving
his self-image and the way experience in an
integrated classroom can enhance this image.

Academic Achievement of Negro and White
Students in a Desegregated School. The effects
of large-scale descgregation and integration upon
the academic achicvement of both Negro and
white students are as yet undetermined. One re-
cent study indicated an improvement in instruc-
tional programs after desegregation.!? Another
concluded that desegregation has led to significant
increases in Negro academic achievement and has
not adversely affected the achievement of white
students.'® More than token desegregation is nec-
essary for the full effects to be known.

Faculty Desegregation. Whereas student de-
segregation has made at least token progress in
the Deep South, faculty desegregation, with a very
few notable exceptions, is practically nonexistent.
For example, a 1964-65 study of faculty desegre-
gation in the schools of Kentucky showed that
only fifty-seven districts out of a total of 167 had
any measure of desegregated faculties. Only 673
out of a total of 15,150 teachers serving in inte-
grated schools were Negro.* This undoubtedly
reflects the fact that the USOE has not pre-
viously pressed for faculty desegregation.

However, the picture may soon change mark-
edly. In March, 1966, the USOE issued new
guidelines and announced that it would require
desegregated faculties next fall in southern school
districts receiving federal funds. Under the new
guidelines, districts will have several alternatives
for faculty desegregation. This federal pressure
will probably result in rapid faculty desegregation,
although it may be marked by tokenism.

Displacement of the Negro Professional. A feel-
ing of responsibility for the unemployed Negro
teacher by southern school leaders, tenure laws
in several of the southern states, and fear of
failure to comply with USOE regulations will
tend to minimize the number of Negro teachers
displaced. Nevertheless, a December, 1965, NEA
report which noted the down-grading or displace-

13 Herbert Wey, “'Desegregation, It Works,” PHI DELTA KAPPAN,
el Mever: Wsinbass, ‘Reseorch om School Desegrogation, Chicago
eyer Weinberg, Reseorch om School Desegrogasion. Chicago:
Integrated. Education Associates, 1965, weres
1 Morris B. Cierley, Facslty Desegrogation in she .Kmm&( Pab-
Isc Schools. Lexington, l%z Buresu of School Service, College of
Education, University of Kentucky, September, 1965.
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ment of 668 Negro teachers was not encourag-
ing."® Added to this are the more than 1,900
Negro coilege graduates in 1965 who have failed
to gain teaching positions in the South.

Anotber closely related problem is the failure
of Negro professionals to qualify for administra-
tive and supervisory positions. In addition to
prejudice against the employment of Negroes in
such positions, those who seek such employment
face qualitative and quantitative standards which,
largely because of their educational backgrounds,
they find exceedingly difficult to meet. In none
of the states is there a Negro school superinten-
dent except in districts which have all-Negro
student enrollments. According to latest estimates,
there are only 300 Negroes on the professional
staffs of U. S. colleges and universities with pre-
dominately white student bodies. There are some
4,000 Negro professors in the predominantly Ne-
gro colleges and universities.!®

Competence of the Negro Teacher. Southern
school leaders generally agree that Negro teachers
arc competent to teach Negro students, but say
they are not competent to teach white students.’”
Negro teachers have received at least as much
formal training as have the whites. But there is
no question that Negro teachers do less well than
w .«cs on standardized tests. A study of National
Teacher Examination scores made by Atlanta,
Georgia, teachers during academic 1955-56 re-
vealed a difference of 95 points between the
weighted common examination means for all
white teachers and all Negro teachers.

Obviously, this gap must be closed. As a basis
for developing programs to upgrade Negro teach-
ers, studies should be undertaken to determine
what tl. deficiencies of the Negro professional
actually are.

Desegregation of Higher Education. Educa-
tional leaders have noted for many years the
vicious cycle that has characterized Negro educa-
tion in the Souch. Negro teachers who themselves
were disadvantaged and inadequately prepared
teach deprived children at the elementary and
secondary levels. Negro students who go on to
college are generally taught in predominately
Negro institutions by Negro professors who them-
selves have been trained under discouraging: cir-
cumstances. To break this dreary sequence the
desegregation and integration of schools in the
South must not stop with the elementary and

5 Repors of Task Force Appoinsed To Stndy the Problem of
Displaced School Persomns} Relased to School Desegregasios. Atlanta,
Ga.: Southern Educationsl Foundation, December, 1965.

Charles F. Smith, Jr., “"Do You Want Me?,” PHI DILTA
KAPPAN, May, 1964, pp. 405-406.

37 Southern Education Reportins; Service  Somthern School News.

Nashville, Tenn.. February. 196
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secondary schools but must be extended through
higher education, including graduate and post-
graduate work.

At present, Negro institutions of higher educa-
tion are the chief source of Negro professors in
higher education in the South, and this will con-
tinue to be so unless immediate and definite steps
are taken. Many of these Negro institutions lack
regional accreditation, funds adequate to operate
their programs and attrac. superior staff, good
physical facilities, library facilities, student schol-
arship money, and faculties representing the
strongest graduate schools. Money will help, but
more than money is needed. As long as the in-
stitutions remain all-Negro, or practically all-
Negre, their educational programs will probably
be inadequate.

Integration of higher education must be a two-
way street. Negroes should move easily into pre-
dominatly white institutions, and whites into in-
stitutions predominatly Negrc. Although institu-
tions of higher education in the South formerly
limited to whites are now open to Negroes, there
is little practical effect on the education of Negro
youth. Even as desegregation speeds up, it will
be a long time before southern institutions at-
tended predominatly by white students will offer
anything but limited opportunities for Negroes
unless special programs are undertaken.

High admission standards characterized by high
cut-off points on standardized tests and high tui-
tion costs will restrict Negro enrollment to very
small numbers. The mean score for entering fresh-
men in the public Negro colleges of the university
system of Georgia in 1958-59 was 272.8 on the
verbal section of the Scholastic Aptitude Test.
Entering Negro freshmen in 1964-65 had a mean
score of 265.9. On the other hand, scores for
freshmen entering predominantly white institu-
tions in the University of Georgia system were
395.6 in 1958 and 450.7 in 1964. The Negro
scores were not only much lower but showed no
improvement over a six-year period, while white
students’ scores movecC up steadily.!®

Upgrading and desegregating Negro institutions
of higher education and helping Negro students
meet the admission and tuition requirements of
white institutions arc essential if the South is to
have a truly integrated program of higher edu-
cation.

Training for Teaching the Underprivileged.
Teacher education institutions in the South are
now beginning to realize that unique training must
be given a teacher who intends to teach culturally

1 John A. Griffin. Unpublished speech given bef the Whice
House C%nference on Civil Rights, D‘l“e:eecmbe'tl 1965.Me '
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deprived and disadvantaged children. Further-
more, the fact that Negro teachers will be teach-
ing white students and white teachers teaching
Negro students with increasing frequency raises
certain questions. Does the typical Negro teacher
have the necessary training to teach the middle-
class white student? Is the white teacher brought
up in middle-class American culture capable of
teaching disadvantaged pupils effectively? Should
teacher-training institutions develop programs
specifically for teaching in such special but not
uncommon circumstances? Without special train-
ing, can white teachers teach the disadvantaged
Negro child as well as Negro teachers?

Teacher Atti:udes Toward Desegregation. The
problems teachers face, the choices they make,
and their personal and professional adjustment
constitute 2 body of information that needs to be
gathered and analyzed as a basis for facilitating
desegregation programs.!® Little is known about
how Deep South teachers, both Negro and white,
feel about the social changes going on about them,
of which school desegregation is but one manifes-
tation. There is some evidence that many Negro
teachers there are quite apprehensive about pos-
sible loss of employment, inability to compete
with white teachers in desegregated schools, and
the possibility of being required to spend time,
money, and energy broadening academic prepara-
tion. Few white teachers have resigned because
of desegregation, but many have little confidence
in their ability to teach the Negro child. This
is due in part to the fact that they have been
indoctrinated with the notion that the Negro child
lacks academic ability and potential.

Teacher attitude and morale will undoubtedly
have a tremendous effect on the quality of the
instructional program in schools undergoing de-
segregation and integration.

Community Acceptance of Desegregation.
While it is true that education can be more suc-
cessful when schools are desegregated, it is also
true that the education which schools provide
takes place in a community context that greatly
influences its effectiveness. When life and oppor-
tunities outside the school are segregated, the
best efforts of teachers to develop the talents of
all students will be seriously handicapped. The
feelings of many Negro students are epitomized
in the statement of one young Negro girl who
concluded a report on her experiences in a newly
desegregated school with this comment: “As
graduation approaches I realize that I must soon
enter a large community and the problems which

¥ Robert Coles, "How Do Teachers PFeel?,” Satwrdey Roviow,
May 16. 1964.
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I may face baffle me. Will 1 be able to continue
to enjoy the sense of belonging and security that
I have experienced in my high school? Or will
graduation mean for me a loss of a very friendly
atmosphere to one of obscurity and perhaps in-
tolerance?”

Many southerners contend that desegregation
will be accepted in a large number of communi-
ties only as the older generation dies off and the
younger generation takes its place. Nevertheless,
there is a need for continuous study of community
attitude toward school desegregation and inte-
gration.

Leadership Role of School Superintendents and
School Board Members. The leadership role of
school superintendents and board members as
desegregation and integration move forward is
going to be difficult. A new sensitivity to the com-
munity will be required. The use of human rela-
tions councils and other citizens’ groups can be
effective, with proper support and direction by
school leaders.

Continuous study of the role of educational
leadership and its effects on desegregation and in-
tegration is especially needed over the next three-
or four-year period. Demonstration projects to
illustrate the effect of good leadership by the
superintendent and board could be organized in
selected communities.

Curriculum and Instructional Innovations in a
Desegregated School. Instead of trying to adapt
present curricula to the underprivileged child, we
need to abandon what has clearly failed and
create completely new materials, procedures, and
programs. The production of instructional ma-
terials making clear the role of all races in our
American heritage, for example, can and must be
done at once. The following are some ideas on
new or modified materials and methods now being
tried in desegregated schools: 1) Training compe-
tent high school students and using them as tutors
for other high school students and as teacher
aides in the elementary schools. Students who
do this work are sometimes paid for their services.
2) Purchasing inexpensive reading materials for
students and parents. 3) Initiating work-study
programs for high school students, enabling them
to relate their studies to the world of work and
to earn money while in school. 4) Providing
pre-school experience, such as nursery school, for
all children ages three to five. 5) Establishing
boarding school units for children during the
middle school years.

Such approaches need to be carefully evaluated,
and the promising ones must be publicized.

Grouping Policies Within a Desegregated
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School. Ability grouping must be carefully studied
in relation to desegregation. Dodson says, “Homo-
geneous grouping within the school is another
form of de facto segregation. Within its confines
the culturally disadvantaged child can be as sep-
arated and unequal as he would be in the de jure
segregated school.”? Weinber3 concludes that
heterogeneous classrooms embracing racial and
wide ability differences are consistent with satis-
factory academic progress.** In response to the
contention that homogereous classes are more
teachable, Lipton writes: “This procedure matches
the weaknesses of teachers rather than the facts
of educability, and brings in its trail the danger
of stereotyping the average child at a level of
performance far below his true capacity.”??
Although desegregation and integration pose
many grouping problems, they also provide op-
rtunities for creative experimentation in a still
much-disputed area of education.

Communication Problems in a Desegregated
School. Most surveys agree that communication
skills are a major problem of teachers and stu-
dents in desegregated schools. Psychologists long
ago established the fact that children from de-
prived homes use a “restricted” language which
includes only the base elements of communica-
tion, few modifiers, and no long phrases or com-
plex sentences. Teachers who misuse English or
have a strong dialect also pose a problem and
find these deficiencies “a barrier to acceptance in
desegregated schools,” according to a study by
Bash.?

A recent publication of the National Council
of Teachers of English points out the necessity
of using different approaches to teaching com-
munication skills to youngsters from disadvan-
taged areas.2* Dorothea Leonard, a doctoral stu-
dent at the University of Miami, reports that
communications research in respect to desegrega-
tion and integration is inadequate in amount and
quality but is improving. Studies generally agree
that children should know the oral language
patterns before they are introduced to the printed
page. Deutsch?® and Davis®* strongly emphasize

9 Dan W. Dodson, Crisis in the Public Schools. New York:
Council for American Unity, February, 1965.

£ Meyer Weinberg, 0p. ¢s#. .

» Aaron_Lipton, ~Classroom Grouping and Integeation,” Integraiod
Educasion, Pebruu;-March. 1964.

% James Bash, The Teacher’s Role in she Desegrogaied Classroom,
Bloomington, Ind.: Phi Delta Kapgogm press).

8 Richard Corbin and Muriel by, Lengsage Programs éor the
Dssaivantaged, Report of the NCTE Task Force on Teaching ish
n; tllzle [‘)sxl:ad:;nst;;ed. Champaign, Ill.: Nationsl Council of Teachers
o . .

'gﬂnin Deunsch, “The Disadvantaged Child and the Learning
Process,” in Edwcasion in_Depressed_Aress. New York: Teachers
College, Columbia University, pp. 163-80. .

® Allison Davis, _"Teachi% Langusge and Reading to Disad-
van o 91;Ie3ro Children,”” Elem 1963,
pp. 97

entary English, November,
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this point. Lloyd®” argues that reading thould
attempt to tic speech with the familiar and not
try to change the child’s speech.

Over the next four-year period the quality of
communication between teachers and students
will have a profound effect upon the success of
ae total program. Rescarchers and educators
must study communication under the conditions
of desegregation and integration in order better
to understand its unique characteristics and to
develop and put into effect action programs which
will bring about improvement.

Use of Evaluation Instruments in Desegregated
Schools. Uncritical acceptance of the results of
an intelligence test in a desegregated school and
attempts to base a curriculum on them often es-
tablishes much lower upper limits to a child’s po-
tential than are warranted. Muriel Crosby, direc-
tor of a Wilmington, Del., project with the cultur-
ally deprived, raises many questions about group
testing.2® She states that it is almost impossible to
find a testing instrument that provides a fair ap-
praisal of the ability of the student, that is, one
that measures potential insead of experience. She
feels that we have done more harm than good
with standardized tests that try to measure the
effect of experiences a child has not had.

Scales?® points out the unfairness of comparing
a Negro with a group of which he has not been
a member and suggests that satisfactory test norms
for the Negro population are lacking because
many samples have excluded Negroes and others
have included only a very small group. A na-
tionwide survey by Campbell and Coleman for
the USOE may make it possible to separate the
achievement in schools which is due to home con-
ditions from the achievemen: which is due to
school conditions.3?

Descgregation and integration in the Deep
South may cause us to take a new look at the
whole field of evaluation.

Integration of Student Activities. Student activi-
ties and social affairs are a vital part of the total
school program. In the desegregated schools in
the border states, white students and Negro stu-
dents are on the same teams and in the same
music groups; they take gym classes together,
eat in the same lunchrooms, and attend the same
dances. They are generally polite and considerate.
They speak to each other in the halls and accept

21 Donald Lloyd, “Reading American English as 2 Native
Process,”” Challenge and erimeniasion in Reading, International
Association and Confereace 47-51.

( roceeding{. 1962, p;.
# James E. Miller, “Don't Expect Miracles,” Sowtbers Educavion
Ro&om gcuI{-Au’mt. 1965, %28.
E. Scales, “"Messured: at Is the Standard?,” Clesring Homse,
December, 1964, pp. 195-202.

® Jim " “T'Questions, Controvenies snd Opportunitles,”
Soutgm Bducation Report, ﬁovember-beambet. 1965, pp. 2-7.
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cach other as classmates. Their relationship, how-
ever, ends at this point. They do not accept each
other socially and there are very few cases where
white and Negro students become close friends.*!
The regulations of the USOE do not refer to in-
formal social relationships, and this is under-
standable. The implication is clear, however, that
much more information is needed if integration

is to be achieved.

Continuing Education for Negroes. 1n the Deep
South adults more than any other large group
need the advantages of continuing education. The
resources for such education need to be examined
with respect to their availability, the range and
nature of programs offered, and the geographic
distribution. A national effort is now under way
to develop community support for literacy and
basic educational programs which are community
planned but largely financed under the federal
poverty program. The effectiveness of these adult
education programs and what they will accomplish
to assist the Negro adult will, of course, have a
major influence on school programs of the South.

A study by Knoblock and Pasamanick® is
quite suggestive of the relationship between the
intellectual and physical development of the Negro
child and the education of the mother. These
data indicate that at forty weeks of age there
are no significant differences between white and
Negro infants in any field of behavior. By three
years of age, however, the developmental quotient
of white children rises while the same quotient
for the Negro children drops. The greatest loss
is experienced by those Negro children whose
mothers have little education.

Project Head Start is mow offering several
unique programs that involve parent education.
In addition, other parent education and continu-
ing education projects need to be devised and
undertaken.

Financial Support for Desegregated Schools.
While elimination of the dual school system in
the South will allow school officials who have
the ingenuity and desire to do so to make better
use of the funds they have, this will not auto-
matically increase the total funds allotted to the
support of the schools. Federal funds earmarked
for new and/or additional programs will help,
but the magnitude of support for the general in-
structional program will not be appreciably in-
creased. School officials will face tremendous
difficulties getting taxpayers to increase their

1 Wey and Corey, op. cit.
11, Kaobiock and B, Pusmanick, “Havironmental Factogs Affect
xm Huin;sno Development, Before and After Birth,” Pediesrics,
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support of schools while carrying out a program
of desegregation.

As a rule, Negro teachers in Negro schools of
the South get along with the basal text provided
by the state. White teachers in white schools,
however, often collect money from pupils or
parents to purchase school supplies for a more
effective instructional program. As schools are
desegregated, it is almost certain that many Negro
families will be asked to make genuine sacrifices
to see that their children have the necessary school
supplies. The child from the lower income family
is also going to be confronted with additional
financial burdens if he wants to participate in the
activities program oi the desegregated school.

It is clear that schools in the Deep South which
are moving forward with desegregation and inte-
gration will face serious financial problems. These
problems need continuous study so that available
funds will be better spent and additional funds
made available.

Use of Negro School Facilities. Recently, and
quite generally, the South has made a tremendous
effort to construct school facilities for Negroes
that are at least equal to the facilities used by
whites. In many communities the Negro schools
are newer and more modern than those used by
whites. It is felt that white patrons in these com-
munities will not be willing to send their children
to schools built for and formerly used by Negroes.
No one seems to know what will happen to these
buildings as more and more Negro students trans-
fer to white schools. In some school systems the
buildings and other facilities are turned over to
the Negro community for recreational uses. In
others they are earmarked for pupils who do not
choose to transfer to whitc schools. In still others
consideration is being given to removating the
buildings for use in the desegregated school
programs.

Each of these ways—and others will undoubt-
edly be suggested—needs to be studied carefully.
For example, while turning formerly all-Negro
schools over to the Negro community for recrea-
tional purposes might seem on its face to be de-
sirable, the practice does perpetuate segregation.

W HILE there has been considerable study of
desegregation in the North and in the bor-
der states of the South, very little scientific and
objective inquiry has been conducted in the Deep
South. There is a lack of dependable information
on the number of Negro children actually attend-
ing school with whites, for example. We do not
know the number of displaced Negro teachers or
the extent of faculty desegregation. We lack de-




May, 1966

tailed knowledge of student and teacher attitudes
in segregated and desegregated schools, of Negro
student and Negro teacher ability, of academic
success achieved by both Negro and white stu-

dents in desegregated schools. It does not appear
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that such information will be systematically ac-
cumulated and interpreted unless steps are taken
immediately to establish and support arrange-
ments and facilities for doing the research that
is needed and will continue to be needed.

A Redefining of Rights

By S. SAMUEL SHERMIS

OME time ago I was discussing educational phi-

losophy with a public school administrator. We
reached the topic of rights and I asked him what
rights he considered important. He mentioned the
right of free speech. A few minutes later he lamented
the poor attitudes of young Americans, particularly
those who picketed the White House. Did he not, I
asked him, just express a belief that the right of
free speech was important and did not this include
the right to criticize the government by organized
protest. Well, of course, this was true, but still, the
whole idea of picketing the White House was tome-
how undemocratic and unpatriotic.

Was this man confused about the meaning
of rights? Or had he simply compartmentalized his
beliefs, so that the right of free speech was one
thing and patriotism another? Perhaps both. What
seems important is that this administrator illustrates
a widespread approach to rights: Verbalized state-
ments are either contradicted by other statements
or are coutradicted by behavior.

Lack of clarity about rights reflects a tendency
to divorce beliefs and practice. The assertions people
make have seemingly little to do with behavior.
Thus it is possible for school people to verbalize ad
infinitum about individual differences, expression,
democratic choice, and freedom—and to violate
these in a thousand ways every single school day.

It would also seem that the divorce between
theory and practice proceeds from our cultural at-
titudes concerning rights. A right is taken to be in-
alienable, inherent in all humans at all times and all
places, absolutely necessary for human happiness,
fixed and permanent. This is scarcely a recent way
of viewing rights, for one can imagine the Founding
Fathers talking about rights in precisely this manner.
To Jefferson and others it was self-evident that all
men were equal and that all men had a right to rule
themselves. These self-evident rights were included
in official documents and today still e..ert consider-
able impact on thought. Of course, it was equally
evident to many on the other side of the Atlantic that
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men were naturaliy unequal and that the masses of
men had a right to be ruled by a small minority,
who, it was equally self-evident, alone possessed
the requisite talent and intelligence to rule.

People of the nineteenth century viewed rights as
absolutes. Following a perverted interpretation of
Adam Smith, men were supposed to be naturally
selfish and should therefore have a right to accumu-
late material possessions hindered by few ethical
considerations. Or, as in the Dred Scott decision.
the Negro had no rights because he was naturally
inferior,! a decision appiauded for its wisdom and
insight by slaveowners. Onc comes to feel that the
entire process of defending some particular value
by calling it a “natural” right is simply a self-serving
argument that can be used equally to defend in-
tegration or segregation, democracy or aristocracy,
laissez faire economics or government control.

However, practice is out of dint with theory. To
the extent that one can theorizs about rights as if they
were absolutes, one can hide indefinitely from
one’s self his own motives. One can give lip serv-
ice to democracy, freedom, individuality, and uni-
queness while engaging in practices which are un-
democratic and predispose to rigid ccnformity.
What is apparently needed is another way of view-
ing rights, an attempt to theorize about them as
they may be observed to function. The foilowing is
an effort to descrive and characterize rights on
the basis of the way people behave. Here is another
set of assumptions about rights—in effect, a new
definition of rights.

Some Characteristics of Rights

The writer is assuming that a right is essentially
a statement of an extremely important human value.
The important value is not assumed to have been
there always, waiting to be discovered by higher
intuition, but is a humanly contrived belief that ex-
presses what some people in a certain cultural con-
text and at a particular time deem of supreme im-

1See the author’s discussion of inferiority and its defense in

“The Probable Philosophical Bases of Racial Prejudice, wi* an

ll';sgn 5lmis ?23 (signcepts of Inferiority,” Edwcationsl Theory, April,
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