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of the design, on an indepth level, was based on a descriptive
analysis of the ethnic studies programs in a sample of schools
throughovt the State. The data for this analysis was collected by
personal interview with school staff members. Another asnect of the
design, on a broader level, was based on a comparison of the
components of ethnic studies program from a larger number of schools
throughout the State. The data for this comparison was collected by a
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the interview was to identify such major factors as historical and
environmental perspective, program description, program objectives,
population to be served, method, techniques and activities, available
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involvement. The second instrument was a shorter version of the
interview questionnaire. This was a precoded, short-answer
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schools were selected to be personally interviewed and 400 to receive
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PREFACE

The motivation for conducting this study developed from the
belief that education must reflect diversity. Our research, our
liyes, our goals, our pursuit of exceilence are all too homogeneocus.
No where are w2 as diverse as we might be. Our population encomwasses
nundreds of diverse groups, yet it is easy to see.that there has been

an overconcentration on the contribution and values of some groups

in our curriculum, while other groups, with values and contributions

of equal imrortznce are almost entirely neglectéd.
Platt has suggested one view of diversity that is worth quoting.
He cites "LaRochefoucauid, who writes: God has put as differing

talents in man as trees in nature: and each talent like each tree,

has its own special character and aspect.

The finest pear tree in the world cannot produce the most

'ofdinary'apple, and +he most splendid talent cannot duplicate the

effect of the homeliest skill."

Platt goes on to say;

"How many of us have gotten D's and F's in apple tree courses
simply because the teacher was too narrow to see that wé.had to .be
nurtured as pear trees? Progress would be faster and life would be
more intéresfihguif we phfsued édalé;'goéis'of éXcellence‘to be

sure, but goals of our own, different from what everybody else is

pursuing -- and if we encouraged the same sort of individuality in

-11-
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in othcré. I want life to be various. I want to see around me not
only @prnle trecs bhut dear trees, not only fruit trees but slow~
growing oaks and evergreen pines and rosebushes ang bitter kut

y
salubrious herbs and casual dandelions and good o0ld spread out
grasé. Let us be different and enjoy the differences;“

The greatest need of all for more diversity toda? is ;n the
area of education. The goal of making eduéation more diverse is -
perhaps just a part of a new educational revolution that will change
tke structure of our schools. Iﬁ we cuul§ make the transformation

to education for living almost a century age, certainlv we can make

the transformation to education for diversity tcday.

* John R. Platt, "Diversity," Science December 2, 1966
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Chapter I

IRTRODUCTIOCN

Two references are use:ul in placing ethnic studies in its

proper context. The first is a reference to observations mede by

the late Black scholar, William E.E. DuBois.l DuBois undertoock

to set down an accurate record of Rlack participation in the

reconstructiun of the nation. His scholarly research led to tle

S 3
.~

need to disclose th; eﬁ?rmity of the distortion of interpretation
and omission of fact pe;petuated in historical ang sociolczical
studies bg the most influential historians of the era such as
Burgess and Dunning. These historians and their students under-
took to rewrite United States history by turning it into a series

of apologia for the unreconstructed Southern life style. Their
interpretations were based on theories of white superiority. Duéois
cited specific instances of statements suppérting the steraotype

of Negroes és ignorant; éhiftleéé; and child—liké, statemeﬂts made
by historians of the day. He also quoted from an argicle written

by Frederick Jacobson Turner f&r the fourteenth editién of the
Encyclopedia Britannica in which Turner cites instances of corrup-
tion by black legislators without a mention of corruptlon in politics

as practiced by white leglslators. In short, DuBois outlines the

kinds of dlstortlon of history that have domlnated the teaching of

the social Sciences up to re:ent years.

In a subsequent chapter, the emergence of demands made on

Yilliam E. B. DuBois, Black Reconstruction In America, 1P60-1890

(New York . Harcourt Brace and Co. 1935) pé 237~241-265-277




school hoards of such communities as puifalo, and Mt. Vernon, New
York are outlined, thereby placing an element of the present siudy
into proper context as it »late~ to the original impetus for
black studies or ethr y The failure of the Buffalo §6S§e
of Education to follow mandates for integration set dowvn by the
State Department of Education and the demonstrations ﬁounted by
black students in Mt. Vernon because of inadequate busz service,
nafcotics in the schools, the lack of courses in Negro history aﬁd
the inadequacies of the counseling service are also treated in
this work.2 The implication drawn from DuBois' work clearly points
to the need for consideraticn of the state of historical ang
sociological writing as it has affected the climate in which-aﬁy
examination of ethiiic’ groups can be undertazken.

Further examination of the eurricula and text book materials
from 1935 to the 1960'SVShOWS li;tle in the way of increased in-
clusion of factual, ijective.material in history. text books in
general use in public schcols that would tend.to offset fhe |
misinformet}on set down as‘Standard‘fare by the qugess.-~ Dunning
schools of historical rewrites and their successors. Tﬂe gackground
of "ethnic studies" then, is tainted with the misapplications of
historical scholarship, eided and abetted by the racists theories
of the Lothrop Staddard - Wﬁ. Grahem'Sumner,- G. Stanley Hali 4‘

Herbert Spencer schools of thought.

2
Ibid pp 111-114




- the presistence of

" greatly towards the present conditions in urban centers and rural

“areas for black and white citizens.

on‘minority peoples such as Black and Spanish-speaking citizens, -

. in Romero's In Black Ame:ica?

While none of these ”“llOUS vehicles of racist theory and
sentiment are in current vogue, nor are they rarely acknowledyzd,
their influence in educational theory and

practice is seen in the persistance of resistance towards a
Y

thorough airing of the factors in history that contributed so

The‘need to ex?ldre these

situations and clear away the mlgconcebtlons throuch sound educatlona1

tralnlng and scholarship ought to be the task of ethnic studies.

Yet a CONSidgration of a calendar o” events raises the neéessity

for the second reference related to the context of this:study.
The lag between the period Ma? 1954.and May 1968,

significant

in terms of implementation of curricula that includes an emphasis

is examined by another Black scholar in a collection of articles;

In a chapter, "The Patterns of o : ‘h‘

International Conflict in 1968", St. Clair Drake, the sociologist,

traces the development of black protest in the'eduCational arena

demonstrations and

from 1964, when the first 'hot summer '
rebellions began in earnest in. the black ghettos, to the student

demonstrations and demands for more attention to the study of

3 o — ) o .
St. Clair Dprake, "The Patterns of International Conflict in '1968",

. Corporation, Washington, D. C., 1968) pp. 41-51,

In Black America, (EAQ) Romero, Patricia; - (United Publishing

56; 60-63,

. 89-97, 102-1009.




Afro-imericans on the college and high school levels after the pro-
longed fight over the passage of the Civil Rights bills of 19¢9.
The murder of Dr. Martin Luther King signalled the rise in student
demands. Student demonstratiops in Mt. Vernon, Lackawahna,
Rochester, Harts” e, New York City énd other éommunities in New
York State her1d- the establishment of commissions éo.study and
devise courses in black studies during the summef of 1968 and 1969,
The inception of courses in ethnic studies, then, has in the main,
beeﬁ a response to pressures generated by students and parents of
black origin, rather than the resulés of long-term planning or
committment initiated by local school boards or administrations.
.'Tfue tﬁét little precedent for‘concentration oﬁ black or
Spanish—speaking studies had béen set on a university level in
areas related to the main numerical minorities in the State of
New.York ~Blacks and Puerto Ricans. Aﬁq the precedents set in

African studies in the departments ofiAnthfopoloéy‘of coliegeé

" had not been extensively used as models for comprehensive inclu-

-sion of materials of a "nitty-gritty" nature on Africans as their

Black American relatives in the general or special public schools

or university curricula. While there have been cases in the

wastelands, in terms of "implementation of so called ethnic studies

- in public school systems, the institution of courses providing

for scholarly excellence appear to have been the exception rather

than the rule,

TR E TR NY




GENERAI, PERSPECTIVE QF THE STUDY

From the onset of Black student struggles for black studies

prograns jenerated primarily on c&llége campuses through the

recent period of increased de;andé for ethnic studies on elementary

and ~reonds levels, school systems have faced new quesfions

and troubling issues. They ha?e been exPerieﬁcing:a peripd of

sod al transition in a society that is’only beginning to realize

that it is pluralistic. They have been caught in a‘social revolu-

tion sometimes reluctantly, somet.imes willingly and forcefully, but
" inevitably faced with the question of.eduéational significance and

role in a changing social fabric.

Debate and controversy regarding what this role should be

.can be heard from'mény quarters.. In particular, the necessity

for scrutinizing the curriculum in terms of the needs of a plural-
- istic society has become a key issue. Some, accepting the basic.
structure qf Americaﬁ sbciety argue that the function.of education
is to preserve the cultural héritage, especially the western
culture. They stress the traditiénal notion of culture, that is
the transmission of culture means man's capacity to learn, fo
organize learning in symbolic formé, and to communicate this
"léarninq'as knowledge to other members of the species. Others
-reject this perspective and express a different hope based on the

existence of a variety of ethnic minority groups. They feel that




our society is enriched often unknowingly, by its multi-ethnic
characteristic. They believe that to focus only on man's capacity
to lea:n too narrowly defines the concept of culture. Beyond this
they question an orientation that so identifies - the aspiration of
various ethnic minority groups with those of the general society
that the possibility of playing a unique role is lost. And at
least some people argue that the insistence of Afro-Americans for
black studies programs, the protest of the Indian American against
the system of education that has seemingly igndred them and the
appeals from Puerto Ricans and o£her Spanish aAmericans, énd other
groups are clear directives for a cons£ant concerted effort toward
an education and a curriculum that reflects diversity.

Yet despite the considerable differences in philosophy and
judgement of society that afe représented by these points of view,
these voices merge in a common concern that the educatlonal system
hés 1n'fact coﬁtrlbuted té neéat:vé fac1al andlethnlc attitudes
of a veryAéerious nature and that the astonishing evidence of thg
provincial attitudes of middle class white America only further
enhances the need for immediate curriculum evaluatiqn in the

state of New York as well as elsewhere in the nation. Moreover,

there is general agreement that the question of desegregation

cannot be considered on the basis of sociological reasons alone,

but must be dealt with in terms of education implications. One



of the primary goals of desegregation is to provide in classroons
a microcosm of a community with a multi-ethnic, racial and social
milieu in the hope that pupils will come to have a more accuratc
picture of the adult society wi}hin which they will interact.
Certa;nly the curriculum, thrbugh the nature and characteristics
of specific teaching-learning situations, must become a'primary
means through which pupils learn to overcome the detrimental
effects of class structure. If this goal is to be accomplished,

" schools must change their orientation.

Major social forces which have begun to reflect themselves
in the program of the schools are identified as the growth of
new knowledge, the growth of population, the growth of the
econony, the influence of mass media, the short work week with
its resultant increase in time fof leisure pqrsuits, the changing
relationship among nations, and the incréasing urbanization of

"our population. Each of these forces influence who is to be

taught what is to be taught and how it is to be taught. Unfortunately,

the Concepf of ethnic diversity has not had such emphasis in our
schools. We have overlooked the fact thatbwe are a cultufe of
culturcs, a nation of diverse people and a society that is only
beginning to realize that it is pluralistic.

if Wé afe té heib scﬂoéls £o ébjeétiQ;lfwincludcuthe'eontri~
butions of various ethnic groups in the éurriéulum, we need to .

be able to delineate what factors are currently operating in the




systcin so that we can cncourage or discourage cheices. While

many shortcomings in our curriculum are obvious to scholars,

- schoolmen and members of ethnic groups, specific questions have

not been raised and problem areas are left not well understood.

We know very little for example about what school districts are

" actually doing about ethnic modification of the ™ Cuiuw.s ot

to mention school by school attempts in New York State, or about
what needs to be done to adjust the et£nic balance for study by
all children and youth in our séhools. What kinds of course
offerings with specific relevance to a given ethnic group.are

or should be included in a school pfogram? What criteria should
be applied to the selection of instructional materials for ethnic

and multi-ethnic education? What sources of evaluation are there

that help screen out shoddy and the opportunistic approaches?

‘Answers to these questions will be of immense importance if

- we are to begin to develop a new approach to¢ ethnic modification.

of our curriculum. This study was undertaken té provide an intensive
look at etﬁnic studies as conStitutéd by elementary and secondary
schools in New York State and on tﬁe baéis of fhese findings and
others to outline recommendations fo; change. It focuses
sﬁecifically on current programs and practices in_terms of what
specifically constitutes ethnic studies. ‘it'includéé what seems

to be some promising developments in the field. Hopefully, this
report will provide a partial ahswer to philosophical questions of

what is and what should be the quality of education and schcoling.



CONTENT Or THIS REPORT
Before turning to some of ihe issures involved in the develop-

ment of programs, it is important to spell out what we mean by the

term "ethnic®. The term "ethngn" hno © .8 to rofer to a

_variety of groups and people. It is recognized that there exists

in the United States today a plethora of ethnic groups and that
the differences tmat exist among these ethnic groups are great.

Te study the many groups that fit the definiation of ethnic in

the generic sense and then to multiply this by the diversity

that exists withim each group is bevond the scope of this investi-
gation. Nevertheless, it was necessary to come to a decision as
to what ethnic growpms we would focus on in this study.

Ethnic often refers to groups whose members share a unique

social and cultural heritage passed on from one generatidn to the

‘next. Ethnic group is often used in the generic sense to cover

racial, religious or nationélity groups iﬁ the United States who
assume to possess certain traiﬁs, real or affectiye, distinctive
from those of the larger“populatioﬁ. Above all eise, members of
such groups feel a sense of identity and an interdependence of‘faith
with those who share the custom of the ethnic tradition:

 In America members of some ethnic groups or their forebearers
may have come from the same country, as in the case of Italian and

Irish Americans. #Fheir group is often referred to as nationalities.



Some ethnic group moembers, however, like Jews are conjoir d by

common traditions and e.periences whigh transcend political boundrics,
They are frequently known as a "people". 1In a heterogeneous socCicuy
the intensity of ethnic identity or ethnicity is apt to be determined
by the attitude of the members ;f the dominant group in the society;
This attitude iﬁ'turn is often dependgd upon how closely one ethnic
group approximates the culture of a dominant society. Acceptance
may mean stronger bonds of ethnic identity as in the case of Scottish
and German immigrants to America while rejection and subordination

as in the case of Black Americans today may mean weaker bonds of
‘ethnic identity.

Since there was no term, unfortunately in the English language
wﬁich could be applied philosophically to all ethnic groups,
sociolbgists as far back as 1932 adopted the term 'minority’' in
é reiated éontéxt. Thus,Aﬁhe tefﬁ.minofify ﬁa§ ai;o'cbme to be
used to refer to those groups whosg members share certain racial
or ethnic ;imilarities which'are'qonsidered.to be different from
or inferior to the traits of the dominant groﬁp. While it is
not the purpose of this study to debate the issue of what the
tg;m_ethpiq mean;,.it i; impprtant.that tbe termlbe precisely
defined. Fof the purpose of this investigation, the term refers
" to non-white minority groups sueh'as Black, Puerto Rican, American

Indian, Oriental and Mexican American.



It is also neces:ary to comment briefly on the definiticn of
curriculum as used in this study in its broad sense as well as in
its narrower application to the Ftudy of content within the structure
of the school system. Traditionally, +the meaning of curriculum has
been to encompass all of the impressions and experienceé of the child
both within and outside of the school building while under the
supervision of the school staff. This belief has been modified
to inéorporate an empnasis on the physical ana emotional needs of
the child as a part of his experienceé. The curriculum of the
school, therefore, has been viewed in two phases. First the school
must help its students to be physically and attitudinally prepared
for learning and second it must provide the opportunity to learn
.G%, through appropriate utilization of the necessary ingredients of
ehvironmeht, maée;ials, and experiences.’ It is this latter definition
. of curriculﬁm that provides a framework for the inclusion of ethnic
studies. More specifica®ly, curriculum can and should be viewed,
at least in part, as providing experiences that fostér the concept
of pluralism. It is this view that is commensurate with the purposes
of this investigation.

Chapter II of this report will provide a general descfiption of
ethnic studies in elementary and secondary schools, the extent of
such programs in New York State and the relationship to racial and
ethnic studies. of interest also are ways in which ethnic studies

' differ in the range of scho.ols that ma.ke up the popﬁlation of this

investigation.

.11




.In chapter III we will turn to a description of vrogram.
objectives and the guestion of whether these objectives reflect
a realistic approach to curriculum modification. On the basis of

3

previous studies, reports from principals and cother educational
pergonnel and comments from a variety of individuals representing
ethnic minority groups, one would expect objectives to be primarily
concerned with such things as improving human relations and
establishing ethnic identity. However, receﬁt experiences with
programs cast a; least some doubt as to whether or not these kinds
of objectives can be accomplished and if not what are more
appropriate objectives for ethnic studies?

Chapter IV is concerned with program and program development.

It has to do with those Ffactors that have led to the initiation of

" programs in the schools., The focus here is on the various groups

who may.have been involved in the initial steps. as well as on how

ideas for the program were derived. There is also some emphasis on

the involvement of the professional staff in developing and

influencing the direction of the program.
During the past few years a variety of questions have been asked

regarding appropriate technigques for teaching Ethnic Studies.

In addition, there has been a flood of materials produced about

Ethnic groups, especially black studies materials. It might be
expected trat elementary and secondary schools would provide both

interest and direction in this area. However, it is not at all clear

12



as to whether or not schools znd school parsonnel have been able

to deal with these issues. Since almost every school distriét has
had to plow its own ground in terms of_developing a program,
questions concerning teaching' techniques and instructional resourcas
remain unanswered.

Finally this chapter is concerned with‘the outcome of programs
and activities. The question of expected results as exhibited by
pupil behévior, academic achievement and pupil performance is
explored.

Chapter V is devoted to a discussion and description of recent
developmenﬁs in ethnic studies, discovered among some of the school
districts inciuded in the study. In addition, some promisiﬁg
developments elsewhere in the nation are discussed. While the
information presented in this section of the report is by no
means exhaustive it serves to suggest s;me possibilities for
modification of the curriculum along ethnic lines: " Moreover, as

is true of this outline report the concern is for ways of thinking

about the whole congeries of problems; and ways of approaching

solutions.

Chapter VI provides a summary of the major results and a
general discussion of their implications for educatiop. The main
Problems faced in redeveldpiﬁg the cufficulum to érobide proper
focué on ethnic studies are identifiéd ana analyzed. Some

suggestions for future programs and practices are made as well as

13
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recommerndations for school districts and the state department of
(3; education.

DESIGN 2ND METHOD OF THE STUDY

This study was designed to investigate, on different levels,
several facets of ethnic modification of the curriculum of
selected public schools throughout the State of New York. One
aspect of the design, on an ihdepth level, was based cn a descriptive
analysis of the ethnic studies pPrograms in a sample of schools
throughout the State. _The data for this analysis was collected by
personal interviews with school staff members. Another aspect of
the design, on a broader level, was based on a comparison of the
components of ethnic studies programs from a larger number of.
eg’ schools throughout the State. The data for this_COmparison was

collected by a mailed questionnaire.

Instruments:

| TWo.ihsfruﬁéhts Were'aeveiéped by ﬁﬁe.érincipa} investiéator
in concert.with the project staff. The first' was a guesti§n~
naire which was administered in an interview. The purpose of the
interview was to identify such major factors as historical and
environmental perspective, program déscription, program objectives,
population to be cerved method technlques and act1v1t1es, ava11~ _
ablé 1nstructloﬁal resources, staff and- personnel and community
involvement. The questionnaire was designed to be used with one
Or more persons depending : on the number of peoplé-involved in

the ethnic program of a particular school. It was designed to

give the individual a wide range of freedom to express himself

ERIC | 1




within particular arcas. Specific questions werec developed to

elicit information regarding pertinent data.

The second instrument was a shorter version of the interview ¢
questionnaire. This was a precoded, short-answer questionnaire
yhich was mailed to a representative number of randomly selected

. schools. A special check list describing ethnic studies programs

was developed as a part of this questionnaire.
Sample:

One hundred schoois were selected to‘be personally interviewed.
Three indices were used to select this sample of 100 schools. First,
a representative geogrgphical dist;ibution throughout the stafe was

obtained. Using the geographical regions in the Survev of Enrollment,

Staff and School Housing, published by the University of the State

of New York, séven of the thirteen regions were selected. 'They

' were; New York City; Long Islané Regign, Rockiandfwéstchestgr
.Regibn, No;therﬁ Region, Binéhaﬁton Region, Rochester Regionband
Buffalo Region. Second, the percentage of the total State student
enrollment was computed for each of fhe seven regions in order to
determine the appropriate proportién of fhe 100 sample schools tq
‘be selected from each region. (See Table I) Third, since the 100
sample schools were comprised of elementary andvhigh schools, the
ration of elementary to high schools was obtained for the regioné

under consideration and the proportions from each region was adjusted

15



to agree with the elementary to high school ratio.

@ | Table I

Geographical Distribution and
Proportions of Schools Selected

. . Percentage Proportion of
- Enrollment of Total - 100 Sample

Region 1969-70 Enrollment Schools
New York State 3,442,809 "100% | 100
New York City 1,113,826 32.3% 41
Long Island 630,187 18.3% 23
Rockland-Westchester 225,425 6.0% 9
Northexrn 94,227 2.7% 3
Binghamton 90, 450 2.6% 3
@ Rochester 240,341 6.9% o]
‘Buffalo 331,779 9. 6% 12
: 78.4% 100

It was Eonsidefed.néceséary.to“séleéf a la;ger nﬁmber of
schools for the sample that would rgceivé mailed queétionnaires than
for the saméle that would be ihvest;gatgd thrqugh bersonal interviews.
This deéision was reached on the basis of the fact that mailed
questionnaires cannot be used to study an issue in depth. Theréfore}
_»a‘wider range of rgsponsgs was sought which would permit more bredth
to this aépect of the study. Accordingiy, 460 Qcﬂools Qére séléctéd

throughout the state.
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Using the enrollment -data in the Survey of Znre)
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and School ¥cusinz, published by the University of the State of New

@Yor}:, the percentagé c¢f the total state student enrollment x‘eas com-
puted for each county in 6rder to determiﬁe the appropriate pro-
portion of the 40C sample schoolg'to be selected from each county.
The appropriate proportions were derived and the specific schools

were randomly selected.* .

Procedures

Since a crucial element to a successful interview is to create

an atomosvhere in which the individual feels at ease and free to

express himself, careful attention was given to the interview pro—

cess. The principal investigator and the coordinator of the study

begén the interviews with both principal and superintendents. At

%3 the level of the superintendent interviews conducted by the principal

iﬁvestigator ran smoqthly. On the otﬁer hand, principals and teachers
'appearedvto be more restraiped with thei;'comments. That is, they - ‘ i
were more likely to say what fhey thought he wanted to.hear rather

than what tﬁey felt of believed.. As a result, experieﬂced interviewers
were recruited énd given a training périodlin which emphasis was

placed upon: (1) how the individuals were to be approacheq, (2) schedul-
ing of the interview, (3) the climate in which the interview takes

_placé, and (4) the development of interviewing skills.

* (See appendix)
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The princivals of each of the selected schools were contacted
by members of the project staif who explained the purpoée oi the
study and asked for an appointment with the appropriate personnel.
Although most of the principais were cooperative, some were
understandably reluctant about granting interview appdintments.
While the reasons for this varied the one cited most often was
that appointmenis could not be granted until authorization was
obtained from the cocmmunity superintendent's office and/or the
community board. In some cases, New York City principals wanted
the permission of both the superintendent and the community school
board. When these stipulations were encountered, lettérs fequesting
permissison for interview appointments were sent to the appropriate
offices. Permission was grantéd in most cases and a tofal of 90
interviews were conducted. These 90 schoo;s also complefed shorter
_qgestiqnnaires,

A covering letter was obtained from the director of the
Commission which explained the purpose of the study and introduced
the principal investigator asking for the cooperafion of the
selected schools to complete the mailedlquestionnaire. These letters
were méiled to the principals of the schools with the guestionnaire.
The response to the first mailing was moderate and a follow-up
mailing was sent to thes: schools who had not fesponded. - A total

of 200 questionnaires were returned.

18



Chapter II

GENERAL DESCRIPTION OF ETHNIC STUDIES

b4

In chapter II, some general descriptive data obtained
- from the mailed guesticnnaires wili be presented, and relationships
between several variables that were identified from the data will
be considered. Two indicies were used to select the sample of 400
schools that were asked to complete these questionnairés. The sample
was selected to represent a geographical distripution and éo reflect
the approprizte proportion of student errollemnt in each county
No attempt was made to match the.schools on any criteria.
The questionnaires were mailed to the attention of the principal
ég’ of %he schools, and as indicated in Table 1I,it was the principal who
tesponded in most cases. Of the 278 schools that replied, 207 or
.75 per cent of the questionhgires weré coméieted by the prinéipal of
the school, 28 or 10 per cent were completed by the assistant principal,
7 or.3 per cent were completed by a'teacher, and_36 or 13 per cent were
completed by department chairmen, curriculum spécialists or other
school personnel.

One hundred and thlrteen or 41 per cent of the schools that
responded were elementary schools, 62 or 23 per cent wefe.junlor hlgh
schools and 77 or 28 per cent were. high schools. The remaining 26
or 9 per cent were kindergarten through twelfth grade schools and

seventh through twelfth grade schools inclusive (see Table III).The ratio

o of elementary to high schools in most districts in the state as reported.

10



= Table 1II

Questionnaire Respondent

b

'No. of Percent
‘Schools
Principal ' 207 75
Assistant Principal 28 10
Teacher 7 2
Other (Department chairmen,
Curriculum specialists, ete.) 36 13
Total 278 100
S | Table III
. Level of School
Elementary Schools 113 41
Junior High Schools : , 62 23
High Schools 77 28
Kindergarten - 12 19 7
Seven - 12 7 2
Total 278 100

20
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by the Survev of Enrollment, S:a anc¢ scrool Housing is 2 to 1

C:’ or 3 to 1. The distribuition of schools that responded is a close
approximation of these ratios.
¥
For the purpose of this study, the various schocl districts were
definéd to be urban, suburban or rural areas. Since the urban areas
. had the largest proportion of the total State student enrollment, the
suburban areas had a smaller proportion of the total State student
enrollment, and the rural areas had the smallest proportion of the
total State student enrollment, the largest number of schools included
in the sample were from urban areas, a lesser number of schools were
from suburban areas and the least number of schools were from rural
areas. Table IV indicates a corresponding proportion of schools %that

eg’ responded; 135 or 49 per cent were from urban areas, 8l or 29 per cent

were from sururban areas and 62 or 22 per cent were from rural areas.

-Bthnic Distribution

As shown in Table V, the total student enrollmené of the 278 schools
is 389,578 with a mean student enrollment of 1406.42 per school. The
total minority group student enrollment is.144,699 with a mean minority
group student enrollment of 522.27 per'school. Howevér, an examination
of the professional staff of these schools Presents a somewhat different
picture. The total professional staff of the schools is 22,801 wifﬁ
a mean staff of 82.3 per school, ané the total minority group staff
members i§ }Zg};with a mean of 6.43 per scﬁool. There are 4909 profes-~

sional staff members épecifically involved in ethnic studies programs

with a mean of 17.72 per school. Of the total number of professional

21



Table1v

Denographical Type

¥ _ No. of Pércent
Schools
Urban ) 135 . 49
. Suburban 81 29
Rural 62 22
Total 278 100
Table Vv

School Popdlation Distribution

Professional . ' Total Mean

D " Staff members - 22,801  82.31
Minority group staff members _ - 1,781 6.43

Ethnic studies staff members ' 4,909 17.72

Minority group ethnic studies 932 3.36
S - staff members S S '

Student

Enrollment ' ' . 389,578 1406.42

Minority grcup enrollment ' ' - 144,669 522.27

22



~

staff merbers invcolved in ethnic studies programs, 932 are memhers

of a minority group with amean of 3.36 per school. In other words,
while 37.5 per cent of the total student body is composed of minority
group members, only 7.8 per cent of the total professional staff are
minority group members. Furthermore, in the crucial area cof ethnic
studies programs where it is of vital importance to have adequate
role models, only 18.9 per cent of the professional staff is composed
of minority group members.

The use of paraprofessionals in -the classropm not only presents
an innovative sourca of assistance to the teacher but also affords
an important opportunity to provide more role models to minority
group students. A look at the paraprofessional staff members involved
in ethnic studies programs shows an increase in the percentage of
minority group membe;s employed but there is still much to.be desired
in this area.

As shown in Tablesvyi andyg only 82 or 30 per cen; of the 278 schools
indicated fhat they employ paraprofessionals in their ethnic studies
programs. Thesé 82 schools employed a total of 3180 paréprofessionals
in the ethnic studies programs with a mean of 11.48 paraprofessionals
per school. Of the 3180'paraprofessionals, 848 or 26.6 per cent Qere
minority group members with a mean of 3.06 per school. Even though
a higher percentage of the paraprofessionals than the professionals
employed in ethnic studies programs (26.6 per cent of the paraprofes-
sionals as opposed to 18.9 per cent of the professionals) are minority
group members an obvious gap exists between the percéntage of minority

group role models available in the school and the percentage of minority

. 23



Table VI

Employment of Paraprofessionals

Yes

No

Not relevant
No response

Total

Table VII

No. of

Schools

82
173
2
21

278

Paraprofessional Distribution

Paraprofessional

Minority group paraprofessionals

., 24

-

Total

3,180
848

Percent

30
63
0
7

100

Mean

11.48
3.06



group student enrollment.

From the data obtained in this investigation it appears that the
employment of paraprofessionals in ethnic studies programs is rore
prevalent in urban and suburban areas ﬁhan it is in rural areas.
éimilarly, paraproiessionals seemeé to be utiiized more in élementary‘
and junior high schools than they are utilized in high schools (see
Tables VIII and IX.) Of the 82 schools who reportedthat they‘eﬁployed
paraprofessicnals, 50 or 60.8 per cent of trem were located in urban

areas, 22 or 26.7. per cent of them were located in suburban areas, and

10 or 12.1 per cent were located in rural areas.

Table yIII

Employment of Paraprofessionals by Demographical Type

Demographical Type No.of Percent
~ Schools

Urban ‘ 50 ’ 60.8

Suburban o 22 26.8

Rural : 10 12.1

Totals ' 82 99.6

Forty-four or 53.5 per cent of the 82 schools who repliéd that
they employed paraprofeSsionals Qe;e elementary schools,. 16 or 19.4
per cent were junior high schools, 9 or 10.9 per cent were high schools,
10 or 12.1 per cent were kindergarten through twelfth grade schools, and

3 or 3.6 per cent were seventh through twelfth grade schools.

278



Table IX

Employment of Parapfrofessionals by Level of School

Level . Ro. of Percent
Schools

Elementary 44 53.3

Junior High Schools ' 16 19.4

High Schools 9 10.9

Kindergarten - 12 | 10 12.1

Seventh - 12 . 3 3.6
82 99.5

Although no attempt was made in this investigation to ascertain

why the prevelance of paraprofessionals was highest in elementary and

junior high schools in urban and suburban areas, one might speculate
that this is due to the larger pupil pef teacher ratio in the urban
and suburban areas and to the heavier pupil maintenance activities

required of teachers in the lower grades.

Integration and Avpbroaches to Ethnic Studies

As stated in Chapter I, a special check list describing ethﬂic
studies programs was developed as a part of the mailed questionnaire.
Eight_approaches to the presentation of ethnic studies in the public
schools were identified. The principal investigator, in concert with
the project staff, categorized these approaches as either strong or

weak programs. The categorization of the approaches as weak or strong
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teaching about ethnic groups. Six approaches were designated as weak
and two were designated as strong. Those approaches which were
designated as weak were:

1. A district program ccnducted outside your school
sponsored by funds from Federal, State or other
sources,

2. An informal avoroach outside the rejular
curriculum including assemblies, ethnic clubs, etc.

3. Provision for ethnic instructional resources
and materials such as books and films, with no
specific fotus on program.

4. A shared learning program with other school (s)
that has a predominance of ethnic students.

5. A team teaching approach to at least one course
that involves some combination of disciplines
such as Black History, art, music, etc.

6. Integration of ethnic studies into regular or
traditional courses in the curricuium.

It was also considered that any combinations of these six approaches
‘used by a school was still indicative of a weak program.
The two approaches which were designated as strong were:

7. A series of courses aimed at specifie teaching
about an ethnic group.

8. A combination of items 6 and 7.
Likewise, it was considered that any combination of approaches used

by a school that includeg‘approaches 7 and 8 was indicative of

" a strong progran.

O
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An exanination of Table X shows that 189 or 66 per cent of tho

29 278 schools that responced have weak ethnic studies programs as definea
ijn this investigation. Only 70 schools or 25 per cent of the schools thaut
responded have strong ethnic studies pfograms as defined in this invecti-
tigation. Two schools replied that they had no ethnic studies
program and 17 schools or & per cent used various éombinations of
approaches.

In view of the concern both pro and con, regarding integration
of public schools over the past decade, we deemed it important to
assess whether or not a relationship exists between the number of
minority group students in the schools and the approach to an ethnic
studies program. From the data obtained by questionnaires, the per-
gentage of non-white student enrollment was computed for each school.
A onhe way analysis of variance was COmpﬁtgd to determine the degree
éf’difference between the strength and weakness of ethnic studies
programs and the percentage of non-white student enrollment. The
results of the analysis of variance revealed that the sample of 87
schools with strong programs has a mean of 51.0 per cent of non-white
student enrollment and the sample of 189 schoolg with weak programs
has a mean of 25.8 per cent of non-white student enrollment. The
aifference between.fhe saméle means‘ié 25.2:pér cent; that is, the ’
schoois with strong programs had 25.2 per cent more non-white student
enrollemnt than the schools with weak programs. Although some of thié

difference between the means may have occurred by chance, there is

Q a 95 per cent probability that the difference between the mean per-
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Table x

<:> Apprecaches to Ethnic Studies _
No. of Percent
Schocls
1. A district progran conducted outside your 1 0
your school sponsored by funds from federal,
state of other sources.
- 2. An informal approach outside the regular 10 3
curriculum including assemblies, ethnic :
clubs, etc.
3. Provisicn for ethnic instructional resources 27 9
and materials such as books and- films, with
no specific focus on program.
4. A shared learning program with another school(s) 3 1
that has a predominance of ethnic students.
5. A team teaching approach to at least one course 4 1
that involves some combination of disciplines
e@» such as Black History, art, music, etc.
6. Integration of ethnic studies into regular or 120 43
traditional courses in the curriculum.
7. A series of courses aimed at specific teaching ™ 6 : 2
about an ethnic group.
8. A combination of approaches 6 and 7. 4 64 23
9. A combination of approaches 2 and 6. 8 3
10. A combination of approaches 3 and 6. 16 6
11. Miscellaneous combinations of approaches. 17° 6
12. No program. : 2 1
Tutal 278 99
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centage of non-white student enrollment in schools with strong
ethnic studies programs and the mean percentage of non~-white student
enrollment in schools with weak ethnic studies programs .is at least
15.67 per cent and at most 34.75 per cent. Furthermore, there is

a 90 per cent probability that the difference between the mean per-

éentages is at least 17.2 pér cent and at most 33.3 per cent.

These findihgs, then, provide a strong indicution that the higher
the percentage of non-white student enrollment the more likely it is
that the school has a strong ethnic studies program, and conversely,
the lower the percentage of non-white student enroliment the more
likelyit is that the school has a weak ethnic studies prbéram;

We do not kncw that an increaée in non-white student enrollment
will result in a strong ethnic studies program, nor do we kn&w that

a strong ethnic studies program will lead to an increase in the

"enrbllment of non-white students. However, we can state with a high

aégree of confi&éncelfhaf a positiVe'relationéﬁip'exists now between

the amount of integration and the strength of ethnic studies programs.

Relationshions Between Ethnic Studies Factors

It was believed to be important to determine what relationship
if any e#ists between the level of thé schools included in the sample
and the  type of approach used for ethnic studies programs. Therefore,
a Chi-square contingency coefficient was coméuted using level of school
as one variable and approach to ethnic studies as the other variable.
Since only one schooi 6f the total sample indicateq that it utilized:

approach number on: f{i.e., a district program conducted outside your

school sponsored i, funds from Federal, State or other sources), this
30




approach was omitted. The 17 schools that had miscellaneous combina-

tions of approaches were also omitted as being insignificant for this

computation. 1In all cases, any rows or columns withlzero frequencies
were ignored in the éomputation§ of the Chi-square coefficients. The
Chi—sqhare.for these two variables was found to be 61.852. With 32
degfees of freedom, this result is significant at the .0l level of
confidence. In other words, there is a .99 per cent probability

that the relationship found in this sample of schools between the
level of school and the approach to ethnic studies did not occur

by chance.

An ekamination of Table XI indicated that most of the strong
gthpic studies programs are found in the high schools; thai is 39 Qut
of 71 high schools reported having strong programs. The iowes; number
of strong ethnic studies programs gré foqnd in the jgnior high schools,
with the elementary'schoéls having,siightiy moref: while 17 of the
105~elementéry schools in this sample reported having strong programs,
only 8 of the 58 junior high schools had similar ieports.

A further breakdown of the relationship between the variables
of level of school and approach to ethnic étudies programs was made '
according to demographical type. Separate Chi-square coptingency
coefficients were computed for these twé variables for schools that
~were located in urban areas, suburban areas and rural areas (see Tables
XII, XIII, and XIV). In all cases the Chi-square coefficients were
found to be significant at the .0l level of COnfidencé;‘ The strongest
relationship between level of school and approach to ethnic studies for

[]{U:‘ this sample of 260 schools was found in those schools that were located
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in suburban areas. Although the relationship was significant at the
.01 level of confidence, the degree of the relationship was lowest in

-Be 'A
the schools that were located in rural areas.

A faétor of ethnic studies %roqrams that is of wvital concern
is whéther or not these programs are a required part of the public
school curriculum or are merely offered as electives. Therefore,
Qe.attempted.to ascertain what relationship existed between the con-
tingeﬁcy‘of ethnic s;udies programs and the level of school. Again
a Chi-square contingency coefficient was computed and was found to be
significant at the .0l level of confidénce. As indicated in Table XV,

more elementary schools reqguire their ethnic studies programs than do

junior and high schools, and the fewest number of reqguired ethnic

studies programs is at the high school level. This.finding is not

too surprising when one recalls that _ more elementary schools

had weak pPrograms. One might well specuiate about the valﬁe of

requiring students to participate in weak programé. Similarly, one

might wonder why more schools with strong programs do not require

them as a regular part of the curriculum

A further breaidown of the relationship between the variables
of level of school and the contingency of ethnic studies'programé
was made accordingltg_demographical(type. Separate Chi—sguare chtin-
gency coefficients were computed for these two variables for schools
that were located in urban, suburban and rural areas (see Tables XV,
XVI, & XVII). 1In all céses the Chi-square coefficients were found
to be significént at the .0l level of confidence. The strongest
reiétionéhip between the level_of school and the contingency of ethnic
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Table xXv

%@ ' Relationship of Level of School and
the Contingency of Ethnic Studies

>

Contingency ' Level

Flem. J.H.S. H.S. K-12 7-12 Totals

Required - 72 0 19 12 3 146
Elective ' 9 6 50 2 2 49
Requirea & Elective 6 4 22 3 2 37
Totals 87 50 71 17 7 232
ﬁ}=63.018 |
df=8

)L”is significant at the .0l level of confidence.

Table XVI

Relationship of Level of School and
Contingency of Ethnic Studies in Urban Areas

Contingency : ' - Level:

Flem. J.H.S. H.S, 7-12 Totals

Required - 40 22 9 1 72
Elective 4 2 20_ 1 27
" Required & Elective’ 5 1 1 0 22
Totals 49~ 25 45 2 . 121
}91=48.848 | |
df=8

_ ;bzis significant at the .0l level of confidence.
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Table XVII

Relationship of Level of School and
Contingency of Ethpic Studies in Suburban Areas

Contingénqg . Level
. . Elem. J.H.S. H.S. K-12 7-12 Totals
Required 18 11 4 3 0 36
Elective 3 2 9 1 0 15
Required & Elective 1 0 6 3 2 12
‘Totals | 22 13 19 7 2 63
! >
Y =31.737
. ~df=8
@ : }zis significant at the .0l level of confidence.

Table XVIII

-~ Relationship of Level -of School and
Contingency of Ethnic Studies in Rural Areas

.Contingency Level

Elem. J.H.S. H.S. K-12 7-12 Totals

Required 14 7 6 9 2 38
Elective 2 2 1 1 1 ’ 7
- "Required & Elective 0 3 0 0 O 3
Totals 16 12 7. 10 3 48
s .
: v
- & =10.995
af=8

/viis significant at the .0l level of confidence.
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(:> studies programs for this sample of 232 was found in those schools
that were located in urban areas. Although the relationship was
significant at the .01 level of confidence, the degree of the
_relationship was lowest in | schools that were located in rural
areas.

In summary, the data obtained from the mailed questionnaires

" suggests that schools, in genéral,in the State of New York have® .
taken at best a token approach to ethnic modification of the
curriculum. Moreover, the extent of integration is a key factor in
the decision to implement a program. The empiriclé evidéncé
indicating the relationship that exists between the incidence of
strong ethnic studies programs in séhools and ethnic distribution
of_studént population supports othér arguments citing thelneed f&r
integfation. ‘There are obvigusly a great maﬁy factors involved

" in determining the reasons for the current situation, but the

implicatior{ of these results seem clear.
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Chapter IIXI

OBJECTIVES Ol ETHRIC STUDIES

This chapter is concerned wi;h-a description of program
objectives and the question of whether these objectives reflect a
realistic.approach to curriculum modification. Informatibn on the
task schools are éurrently expected to perform is derived from
interviewing a variety of school personnel. Objectives and goals of
schools are described as perceived by participants and others with
particular interest in the schools and with some ideas on the
objectives of ethnic studies as a part of the curriculum.

On the basis of previous studies and @ review of the literature
it was expected that the objectives for such programs would tend to
focﬁs on the more traditional notions. of curriculum improvement.

Such goals as improved intercultural understanding, awareness of other
éthnic'groups, pfoviding for'ihtercuitural educafion, and creating an
iﬁproved climate for integration have been described by a Qariety of

writers as well as organizations such as the NEA. But the new.

" interest in ethnic studies, brought on by the advent of black studies,

has created an emphasis on goals more pertinent to specific ethnic
groups. As a result, schools have become increasingly concerned with

objectives such as ego identification, ethnic‘pride and heritage.
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It may have come as a surprise to many educators, but not
to some members of ethnic groups, that many schools would bc only
minimally interested, informeg, or prepared for some of the demands
for programs that' focus on ethnic groups - even though the vacuum
that existed in the knowledge of the history and cul£ure of ethnic
groups, the distortions and omissions in textbooks, and the negative
self-images of children was dramatically projected to a national
audience. Efforts to bring about changes in our curriculum are
beginning to he successful but toa few Americans and too few educators
clearly . understand what the years of schooling under a homogenious
curriculum, primarily based on the aspirations of a white society,
have done to the ability of educators to recognize the need for
change. We approached this study wondering whether these effgcts
have been altered and whether the picture has been changed in 1971.
Would the objectiyes of school programs reflect the great diver-
sification of ethnic groups in our‘society? |

Stated Primary and Sgcondary Objectives

All schools interviewed were asked a series of guestions
regarding their stated primary and secondary objectives. First

they were asked: What were the stated objectives of the program?

. Schools that indicated they had no objectives were asked to describe:

Wnat would be the objectives if they had to develop a program?
Then, in order to encourage the interviewee to consider objectives

in depth, they were asked what are the primary objectives of the
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program and finally, what are the seccondary objectives of the program?
The purpose of this line of questioning was for the interviewee

to consider what would be an actual objective rather than an ideal
goal. On the basis of a variety of responses to the questions
regarding stated objectives, seven categories were formed:

They were: Identity and Pride

Knowledge

Community Involvement

Attitudes

Understanding change in Society

Relevant Curriculum
Awareness of Ethnic Cultures

SO WM A W N

These categcries were examined by geographic area, school
level and racial and ethnic distribution of student populations.

Among the items listed by school personnel and included under

_the objective of identity, were the following:

Developing a positive self concept

Promote identification

Instill pricde in ones heritage

Build prlde in ones culture

"Build dignity :

Greater awareness of sé&lf through awareness
of ones heritage v

Stress an individuals origin

8. Awareness of ones own life style

Ot S W e

~
.

Included under knowledge:

1. Fill in the gaps that exist in history
and provide a true picture of American history.

2. Provide knowledge of race and culture.

3. Expose youngsters to the writings of minority
groups. .

4. Develop awareness of hlstorlcal cultural heritage.

5. Investigate’ and approach cultures for anthropology
and psychological base.

6. Improve the study of geography.

7. Learn current events.

8. Develop the ability to qulcxly evaluate sociological
matertals.
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9. Develop enrichment in ones own culture.
10. Learn the contribution of the Blz Xk man to
American history. '
11. Understanding the role of the Black man in
American history.

12. Stimulate learning through racial identification.
3

Included under Community Involvement:

1. Stimulate aporeciation of urban growth.

2. Increase interest in community and local affairs.

3. Increase activities in community and local
affairs. :

4. Provide parents with information about minority
groups.

Included under attitudes:
1. Develop favorable attitude toward all ethnic
groups. :

2. Develop understanding between ethnic cultures.

Included under understanding change in society:

1. Understanding that all people share a common

@ . humanity.
2. Understanding the assimilation of minority
groups. _ o ‘ _
3. Understanding the interdependence of man.
. 4. .To build bridges between whites and blacks.
5. Understanding the ecology of man.
6. Stressing the need for understanding peoples

of the world. .
7. Understanding the changing society.

Included under the awareness of ethnic cultures:
1. Develop awareness of ethnic cultures
2. Understanding the inter-relation between Black
and Hispanic cultures.
The results show (Figure I) that about 20 per cent of the
schools had no stated objectives. What this means is that insofar

as principals and other school personnel could determine they did

not know of any place where stated cbjectives for ethnic studies

were written. -
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The results also show that the objectives identified most
often were pride.and identity~23 per cent, knowledge 13- per cent,
and unde;standing change-9 per cent. Whlle most schools 1ndlcated
an interest in improving attitudes relatively few identified this
as a part of curriculum modification. It is aleo intéresting
to note that even with all the pressures that exist from -community
groups, the objective of community jnvolvement was almos®t complétely
overlooked. |

Obviously there is a great-deal of overlap involved in
identifying the objectives of ethnic studies programs. While
Figure 1 provides a broad general look at these objectives, it is
not clear whether or not these schools feel they are im?ortantJ

There was little difference between elemenﬁary and secondary
schools with regard to 1dent1fy1ng ob]ectlves. The only exceptlon
was that some elementary schools listed "developlng leadershlp
as an objective of ethnic studies while this was nét the case
for secondary schools. Insofar as geographical area was concerﬁed,
in the more pgavily populated areas such as New York éity and
Buffalo almost ﬁalf of the schools listed pride and identity
as an objeéfive. This was not true of the other a;gas: (Néssau,
suffolk, Westchester, Northern, Binghamton, Rochester). As a
matter of fact, thg 23 per.cent 6f schools who listed pride and

identity were all from either New York City or Buffalo. Table XIX

shows that these two areas have the highest distribution of ethnic

[]{U:‘ ‘pupils in districts included in this study.
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PERCENT RACIAL/ETHENIC DISTRIBUTION OF PUBLIC SCHOOL STUDENTS

>

IN DISTRICTS INCLUDED IN THE STUDY

_ Spanish American
Region and Surnamed Indian &
School District Negro American Oriental Other
New York 33.7 24.2 1.6 40.5
Buffalo 37.7 1.9 0.8 59.6
Binghamton 3.6 * 0.1 %6.2
Rochester 31.1 3.7 0.4 64.8
NASSAU COUNTY
Glen Cove 12.0 6.3 0.7 8l.0
Hempstead 74.2 2.8 0.6 22.4
Roosevelt 81.7 1.8 * 16.4
Freeport 32.2 1.8 0.1 65.9
Roslyn 4.4 0.2 0.3 95.2
SUFI'OLK COUNTY
Babylon 5.3 1.6 . 0.1 93.0
Wyaﬁdanch 93.0 2.4 * 4.4
Patchoque 1.3 4.1 0.1 94.5
Huntington 6.3 3.0 0.3 90.4
Central Islip 11.7 7.3 0.1 80.8
ROCKIAXND COUNTY
Pearl River 0.2 0.5 0.4 °8.9
WESTCHESTER
Greenburg 30.9 0.3 1.0 67.8
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(table XIX continued)

@

PERCENT RACIAL/ETANIC DISTRIBUTION OF PUBLIC STHONL STUDENTS
IN DISTRICTS INCLUDED IN THE STUDY*

Spanish American
. Region and Surnamed Indian &
" School District Nearo American Oriental Other
WESTCHEST..2. {con'd)
Valhalla 10.2 0.3 0.7 88.8
Mount Vernon 45.8 1.4 0.3 52.5
Scarsdale 0.8 0.3 0.4 '98.5
White Plains 18.9 l.6 0.2 97.7
NORTHERN AREA
CLINTON COUNTV
@ Plattsburgh 1.4 * 0.2 98.4

Note: Examination of other data taken from the above source shows
that (1) there are 1,026 schools in New York with no Negro students;
(2) there are 6 schLools which are all Black and that the enrollment

in these schools accounts for nearly 1 per cent of the State's

total Negro enrollment; (3) almost oné-half (47.7 per cent) of the
Negro students in New York State's public schools attend a school

that is predominantly Black, i.e., 50 per cent or more 6f the students
are Negro.

| *Taken from

Racial/Ethnic Distribution of Public Schooi Students and Staff
in New York State 1969-1970 '

]ERi(i The University of the State of New York )
ammm  The State Education Department Information Center on Education
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detzils the 1669-70 distrikbution of Negro and Spanish
Surnamed American stuéents by locaticn in the State. It can be scen
that of @ll public school Kegro students in the State, 72.3 percent
attend schools in New York City’while an additional 10.8 percent
attend schools in the other five major cities. Nearly 93 percent of
the Staté's Spanish Surnamed American students_attend schools in New
York City.*

This is not to suggest a cause and effect relationship but on.
the other hand the high degree of involvement of Blacks in school
affairs in these areas is well known.

An examination of primary objectives revealed an almost
idenfical listing as that of stated objectives. Moreover in answer

to the question; What are the actual objectives of the program?

thére wire few responses. We had anticipated that perhaps some

programs were developed as token efforts to maintain the peace or

~ to sooth the demands of some community ethnic gfoups. While this

has clearly been the case in many communities school personnel

were reluctant ‘to make comments on this issue.

Formulation of Objectives

In addition to the importances of obtaining a general piCtﬁre
of what objectives are deemed most important, there is a need to

learn who and how objectives are formulated. To explore this

* Taken from Racial/Ethnic Distribution of Public School Students
and Staff in New York State 1969-70; The Universityv of the State
vf New York THE STATE EDUCATICN DEPARTMENT Information Center on
Education ) :
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,TABLE XX

DISTRIBUTION OF NEGRO AND SPANISH SURNAMED AMERICAN

PUBLIC SCHOOL STUDENTS

IN
NEW YORK STATE ,
1969-70
N Spanish Surnamed Negro and Spanish
Hegro American¥ Surnared American
. N Percent |, : «calPercent (No. of Nepro P?YCGNC
Location No. of Negro of Statel™®- ©°f SSA of State and .SSa of State
Students N Students SS A ' Negro and
PreK-12 Negro PreK-12 A Students . SSA
Students] & Students PreK-12 o
Studen:zs
"Big Six" Cities -
Albany 3,701 0.7% 39 Fk 3,740 0.5%
Buffalo 26,940 5,2 . 1,393 0.5% 28,333 3.5
New York 376,288 72.3 270,265 | 92.7 646,553 79.6
Rochester 14,586 2.8 1,739 0.6 16,325 2.0
Syracuse 6,773 1.3 80 *k 6,853 0.8
Yonkers 4,003 0.8 . 1,328 0.5 5,331 0.7
Total “Big Six" 432,291 83.1 274,844 94.3 707,135 87.1
Rest of State 88,196 16.9 16,766 5.7 104,962 12.9
Total State 520,487 100.0 291,610 | 100.0 812,097 100.0

.* "“Spanish Surnamed American" 1

Cuban, Puerto Rican, Latin

** Less than 0.1 percent.

.

ncludes Mexican, Central American, South American,

American or Other Spanish speaking origin.
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aspect of our investigation we asked: Who formulated the

.objiectives? The general categories of answers were as follovs:

1. The principal
2. A curriculum committee
3. Facvlty * _
4., Faculty and students
5. Combination of faculty, parents and students
6. A district ethnic studies list of curriculum
. : objectives
7. Community pressure
8. Student needs
9. Don't know
The results show that almost 20 per cent of those responding
indicated they did not know who formulated objectives. The
category mentioned most often, as we expected, was a curriculum
committee which included faculty and principal. (See Figure 2).
Significantly the inclusion of a process that involved both
eab students and parents was mentioned by 18 per cent of those
responding. Whether this is a result of the stress for ethnic
" studies or demands for student and parent involvement in curriculum
decision making cannot be determined at this juncture. This ob-
servation, however, appears to support the literature and the
findings of previous studies.
Three other categories bear wentioning. Faculty (members
acting'individually) was mentioned by 12 per cent of those responding,
" which may indicate that there is still opportunity to include in
the curriculum those objectives deemed to be important by
individual teachers. More specifically, this was true in a number

of cases where the teacher hzd a desire to include some areas of

Black studies such as, a Black history or a Black
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literature course in the curriculunm. Interestingly enrougn, this
<:> occured in areas that had few Black students and in Gistricts
| that appeared to be middle to upper class. It was also true in
these cases that there was more opportunity for dialogue between
the teacher and the administration or whoever was responsible for
curriculum develorment. Abcut 9 ber cent of those responaing
indicated they merely established objectives by using some curriculum
guide that came from a central coordinating curriculuh ccmmittee.
While the objectives listed in these guides are often appropriate
and sometimes clearly thought out, we wondered if this.response
-was an indiciation of a lack of'support for ethnic stﬁdies'in some
‘schools since they did not appear to be interested in formulating
their own objectives. It was our impression that they did only
what is suggested by those with more authority. 1In these schools
ethhié studies ‘prcbably represents a token.effort.

‘There were few differences in geographic area in terms of
formulation of objectives nor were there differenées with regard
to racial or ethnic-student popuiation. In.gene£al, the schools

“included in this aspect of the investigation suggested objectlves

and goals that were moré idealistic than realistic. Moreover,
objectives were usually stated in general terms rather than specific
program goals.. In addltlon, it wasnrare that‘ldentlfled objéctlves
wWere listed behavigrally. Thé échools tended to suggest objectives
based on philosophical beliefs that may not be possible to achieve.
It is our conclusion that, in gyeneral, schools ﬁave not given serious

thought to the formulation of objectives,
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Chopter IV

Program Develozment

INITIATING FACTORS

In addition to the importznce of acquiring information about the
objectives of ethnic studies programs we were interested in finding
out what some of the factors were that led to the initiation of the
program and what school and community organizations, if anyv, had
been involved. We also explored the guestion of related activities,
instructional resources, teaching techniques, and progrém outcomes.
More specifically, we wanted to know if there were any groups

that requested the initiation of an ethnic studies pregram in a

‘school and if so, what gYoups these were. We were also interested

in how the ideas for the program were derivea and who were the
initial participants in the .planning phases of a program. And
finally, we wanted to know if opinions were sought ffom community
ethnic groups regarding the de&elopment of a prpgrém and what data
were used as a basis for formulating the program.

Before looking at these questions.more closely, we might

comment again that the intent here is to examine these isgues in

terms of school level, geographic area and racial ethnic distribution

of students. When asked the question, what are some of the factors
that led to the initiation of the program in this school, the

following list was obtained:
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Most schools cave a multiole answer tovthis question, however, we
were primarily interested in categ&gies that occured rost often. The
results snhow (Figure 3), that 24 per cent of the responses indicated
that the program initiation was a decision of the administration,
and 22 per cent indicated that the initiation of the program was
suggested by a teacher or teachers. Although the responses.indicated
that almost 50 per cent of the time programs were initiated by
administration and staff, we suspect that the actual number of times
this occurs is even greater. On the other hand, requests by students
‘E’ or by community members represented 17 and 16 per cent of the
responses respectively, indicating that both students and parents, in
at least some ceses, shared in initiating an ethnic studies program.
And finally, about 14 per cent of the responses iﬁdicated that the
initiating faétor leéding to the'deveiopment of the program was
thg result of a district wide prograﬁ. |
There were no differences in terms of initiating factors with
regard té elementary and secondary schools. Insofar as geographic
“area is concerned, the schools in New York City and in Nassau and
Suffolk Coﬁnty tended to suggest that it was either the administration

or the teacher who was the prime initiator.
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On the other nand, responses from schools in Wesichester and

Buffalo indicated an almost even distribution for the follewing

(2}

categories: part of a district wide program; administrative dJdecision;
suggestion from teachers; requ;;ts from students; requests from
commuhity members . We had anticipated some similarity between

New York City and Bufialo, since both are large cities and both have

a high racial and etnnic distribution of students,and similarity
between Nassau, Suffolk, and Westchester Counties. In any event,
with regard to this guestion, thi; was not the case.

We also wanted to know if there was any group thét specifically
requestgd the initiation of ethnic studies in the school. (Figure 4) The
schools were about evenly divided on this question between yes and no.
° The only interesting finding here-was in Nassau and Suffolk County

“where all of the high schools said Qes and all the elementary schools

said no. In Westchester County each school intervie&ed said that

'groups had spécificaliy fequested initiatibn of an ethnic studieé

Program in the school.

We then wanted to identify these organizations. = .. The list
included suéh groups as:
P.T.A.
P.A. (Parent's Association)
Informal parents groups
Community Organizations
Teacher Organizations

Teacher's Union
. Students

Nound W=

More than half of these responses indicated that specific

groups requesting programs were either student or community

O ‘ ) ) . 56
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organizations (Figure3 ) which seems to support the evidence cited
in Chapter I.
In New York and Westchester the responses covered all of these

organizations. In Nassau and Suffolk County (since it was only

the secondary schools who indicated that any groups at all had

requested the initiation of a progfam) as expecteé, varent teacher
associations or parent associations haa not requested ethnic programsz.
There was an emphasis, however, on community organizaticns in.this
area. The most interesting finding was in Buffalo. Sevenéy per

cent of the responses indicated that an ethnic studies p#ogram

had been specifically initiated at the request of a community
organization. Again this supports other observations made in this

report regarding the Buffalo area.

PLANNING THE PROGRAM
The next guestion we asked was, "How were ideas for the pfogram
derived?" ' Responses to this question included the following: (Figure 5)

Code - l. Investigated other ethnic studies programs in
the district and/or state.
" 2. Requested help from the State Department of Edueatlon
in planning the program.
! 3. Requested help from a college or unlverSLty in
planning the program.
" 4. Attending conferences and workshops on ethnlc

o studies programs.

5. Was the joint effort of teachers and administrators.

6. Was the work of a school curriculum committee.

" 7. Was the joint effort of community representatives
and curriculum committee 1nclud1ng teachers and
school administrators.

" 8. Don't know.

! 9. Other (specify)
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_As is true in thé previcus question, the response list 4 most

of<en indicated that ideas were derived as a result of joint
efforts of teachers and administrators. As indicated in Figuie 5,
the distribution of the rest of the responses was fairly even. It
should, however, be noted that New Yérk éity had the heaviest
concentration of reéponses which suggested that these ideas were
derived as a result qf joint efforts of teachers‘and administrators.
Responses from the other geographical areas were fairly even.

As‘we expected, teachers were named most often ~s. participants
in the élanning phase of the program, (Figure 6). School
administrators apparently played only'a‘mddarate role. Interestingly
enough,. wﬁile students may have been involved in initiating a pro-
gram, they did not appear to be involved in the planning phase of
.éﬁ, the program. About half of the schools indicated that they sought

opinions from community ethnic groups.regarding the development of
the progran. It came ashnq_surprise that the groﬁp.consulted most
often was black and that the géograéhiéal; areas'whére this occured
‘most often were those afeas that héve nigh concentration of black
students, such as New York City and Buffalo. We also wanted to
know what daté were used as a basis for formulating the present
program. The choiges included:
. Make«up of the school (raciallethnic distribution
of student population).
Location of school

Curriculum evaluation or survey
4. State or national trends in education

W N
. .
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Other
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1%
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Committee
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School Administration
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Local_School Board
4%

District Administrator
8%
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5. Don't know
6. Other (specity).

The results shew (Figure 7), it was the make~up of ¢*2 school
or fhe racial ethnic distribution of school population that was most
often used as a basis for formul;ting the presenf program.
Howevef,'schools also used state or national trends in education in
many cases as the basis for forﬁulating a program. While it may
appear that some schools are paying attention to the diversity
of students who are in their schools as well as state or national
trends in education, we suspect that there are other more pressing
reasons for the actual formulations as ipdicated in Chépter I.

We also wanted to know what organizational problems, if any,
were evident in the initial phases of the program. It came as no
surprise thét the most outstanding'responée was that of finding
qualified teachers. Especially in é%eas wheré they were initiating
black studies courses.such.as Black History and Black Literature,
mosf-séhooié founa-fhéfxfhey éﬁuld ﬂotvfiﬂd.£eacﬂérs-wﬁo had aaequate.
background and preparation. Moreover, it was especially difficult
to find a black teacﬂer with .appropriate qualifications.

With regard to the length of time in planning a program most
schools indicated, at the very minimuﬁ a month, and most .took much

longer than that. The kinds of things professional staff
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members did in planning a program are obvious.  They included

such things as working with community representatives to set up
policies, working on a committee to develop curriculum and helping
to select instructional materiéls; The greatest involvement,
however, was in éhe area of selection of instructional materials.

We also asked how the goals and purposes of programs Qere related

to the way it was implemented apd operated. The greatest number -
of responses sﬁggested that implementation and operational procedures
were written into the goals of the Program.. In other words, those
who have programs were not just tﬁinking about content but implemen-
tation as well. And finally, we asked #ow staff members were
deployed to insure program outcémes.‘ The overwhelming'answer was
s;mply that ethnic minority membéﬁs were‘assigned‘to teach courses
and direct related activities. ‘In 6ther words, in schools where
black teachers were assigned, it was highly prébable that they would
be invol&ed'in the prégram.u We interpreted.this‘to @eén that most
administratofs and other educational personnel assumed that ethnic

minority members, and in most cases black teachers, were qualified,

“interested aw? willing to teach courses or to direct related activities

in ‘ethnic studies programs.

- While this is desirable, providing an individual is interested, it

"often presents problems. Some teachers who represent ethnic groups have

been put in positions without regard for qualifications. And very often
individuals have beengiven a position without the authority that goes

with it,
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RELATED ACTIVITIES, INSTRUCTIONAL, RESQURCES, TEACHING TECHNTQURS

Q;g

Up to this point, we have been concerned with program initiation
and program objectives. The next few sections of this report focus
on instructional resources, teaching techniques and related activities,
Since some of the more traditional notions of ethnic.studies Programs
were in the form of such things as brotherhood week or assa=mblies
that celebrated certain ethnic holidays, we wanted to know what
other activities were related to the Program. In answer to this
question, a list of six different kinds of activities were reported:
. Clubs (minority culture)

- Special ethnic programs (music, dance, dramatics,
bi-lingual). .

- Political organizations (Young Lords, etc.)

. Trips ’

- Assemblies (celebrating ethnic holidays).
- Workshops (parent student or after school courses) .

[\

[o) NS L I - ¥V

An examination of reéponses revealed thét by far the most

.’prévalent~kind of aétivifyt was assemblies (Figure8 f: ‘This was

true in both elementary and secondary schools as weli as by geographical

area. That is, schools tendéd-to.uge assemblies more often as

a.relateé kind of activity for ethnic studies programs. The use of
‘assemblies appeared to be quite closely associated with‘hﬁether or

not there were such things as clubs that focused on minority group
cﬁlture‘in the schools. These are often initiated-by étudents, such

as a group of black students who wanted to form an Afro—American

culture club. Some schools had ;pecial kinds of ethnic programs such

- as those that involved music, dance or dramatics and quite often
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bi-lingual kinds of programs. In some areas, Harlem for example,
they have had such things as Afro-American Culture Week or programs
that were asscciated with othe{ "school community groups. In a
numbgr of schools in Nassau and Suffolk County and in Bufflao, we
found that there were a number of parent workshops associated with
ethnic studies programs. These were workshops in the form.of after
school affairs and sometimes after school cburses that were relatéd
to the study of ethnic groups. We had very few responses that
suggested a relationship ketween a political organization and ethnic
studies with the exception of some activities by the Young Lords
in New York City.

Most ;chools said that the related activities described above
were related to the program objeciiyes. This is logical since
some programs consist only of what we have described as related
. activities and not formalized courses. It should also be pointed
out £hat'most séhools felt that program activities were appropriate
to meet the needs and interést of specific ethnic groups as well as
the rest of the student population. We also wanted to know if’
any of the program activities had been altered to make them appro-
priate for the population served. That is, have you ehénged your
ideag about what cught to be included in assembly programs or clubs
as a rasult of a renewed focus on‘fhe cohcerns of ethnic groups?

About two thirds of those interviewed said yes.
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Whether or not schools conduct related activities that ave
ég) ‘associated with some sort of ethnic studies program appears to
have a great deal to do with ethnic ratio distribution of students.
That is, in those areas where there were significant numbers of
black students or in communities where a significant number of
blacks lived, you were more likely to find -related ethnic studies
programs. On the other hand a good many administrators and teachers
in schools were really not very much concerned with activities that
focused on ethnic groups. But even in these instances where there
appeared to be. . little interest on the part of admiﬁistrators
and teachers, if students wanted eomething, it habpened. Moreover,
it made little difference whether the students were black or white.
eﬁ’ , " A .freguent guestion in educational circles is whether or not

special teaching techniques are needed in ethnic studies. In view
of this, se wanted to know what teaching technigues were used in
the schools interviewed. We obtained the following list:

1. Lecture (often guest speakers)

2. Team teaching

3. Audio-visual (films, video taplng, bulletin

boards)
4. Bi-lingual (using individuals who sboke Spanish
or Swahili)
5. Indivicdualized 1nstruct10n
6. Special seminars

7. A biographical approach

The technique mentioned most often was audio-visual aids (Figure9 )
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The next highest category of responscs indicated a team teaching
approach which seems logical since schools can make more effecient
use of personnel with this approach. In terms of geographical area
and racial/ethnic distribution of popﬁlation, there were few
differences. |

Abéut half of the schobls felt that fhere wefe.adequate
instructi onal resources available. Most of the difficulties in
obtaining materials centered around insufficient funds. Special
resources and materials for enrichmént often came from personal
collections or outside sources.

>We had anticipated that the majdrity of schools interviewed
would not be well informed on the question of instructional
resources and.teaching techniques. Whether or not the schools .
.considefed this aspect of ethnic mocdification of fhe curriculum
important was not clear. The problem of obtaining ‘appropriate -
materials’is® difficult, thus ‘- a number of school districts have
developed their own materials. However, more effort needs to be
put into creating new strategies and methods of teaching ethnic
studies. Although district; throughout the nation have conducted
special workshops on teaching such things as plack history, and
hired numerous consultants,.most are still searéhing for more

pPromising approaches to teaching ethnic studies.
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PROGRANM OUTCOMES

All schools interviewed were asked a series of questions about
their expectation of programs. These questions were designed to
- ’
determine what school personnel thought ethnic programs could actually
do. This line of inguiry centered around pupil behavio?; performance, -
and academic achievement.

Almost all of the schools indicated that the program at least
partially contributed to the attainment of program objectives and
that they had expected changes in pupil behavior. They listed the
following changes:

1. discipline problems
2. more pride
@ ' 3. poéitive attitudes
4, better intergroup relations
5. awareness.
6. assiﬁilation
7. more involvement in the affairs of the school

Responses to these questions were fairly evenly distributed
among the categories listed. We also asked what measured changes
in the behavior of the students resulted from the progfam. This
lisf, was somewhat different and included the following:

1. -increased attendance
2. more positive attitude

3. better rapport with professional staff
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4. No mecasurements applied
5. don't know
6. other
As expected the largest percent of responses said no measure-
ments wére avplied. A significant number of schools, howeve:,

indicated that the = 1t had been increased attendance, z more

- positive attitude,and better rapport with the staff. We were also

interested in getting some indication of expected changes in pupil
performance. Most schools expected changes to occur and listed the
following:

1. better attendance
2. greater achievement (reading level changes,
- in class on oral and WIitten.tests - skill

improvement)

3. positive attitudes toward learning and an
increased interest in reading materials

4, §£eatér aséiratiohs.
The najority of schools indicated that they expected greater achieve-
ment and more positiﬁe attitudes. When asked what measured changes
resulted from the program, we again found a high percentage whe had

not applied measurements although a number of schools reported greater

~ use of the library. Finally, we askcd if there had been any environ-

mental changes as a result of the program. The list of responses were:
1. improved community area

2. student dress changed

1
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3. scheol hulletin boards were improved

4. community attitudes toward the school
were improved

5. Black Sélidarity.
6. fewer student demands
7. less school damage
8. overall better growing relations.
While there are obviously notable exceptions, schools in
general while having stzted cbjectives did little to determine
if they were meeting their stated goals. 1In any case it would be
difficult to determine a cause and effect relationship between
such things as academic athievement and@ ethnic studies programs.
€§, . On the other hand, it does appear that there were indeed changes
as a result of a program. Certainly the environmental changés
‘are obvious as well as better rapport with staff.‘ Nevertheless,
it is our obéef?aﬁidn that théfe is a vast:diffefengé be£ween
what sch&ol persvianel expects to happen and what gctually happens

as a result of an ethnic studies program.
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Some scheool systems have inaugurated what might be classified
as ethnic studies programs that are of more than routine interest
in terms of goals, content and the development of permanent value
to the school system served. The programs mentioned hére were
not chosen on the basis of merit but to providé an even more
detailed description of approachkes to ethnic studies. In most cases
the name of the school is not mentioned, however, in some instances
it is necessary to refer to a specific program. “The student popu-
lations of the schools and districts described here range from A small

percentage of ethnic minority students to those with very high-

distribution of ethnic students.

@ Ethnic Studies In A Small Citv
One échoolﬂsystem's administraﬁive head stated that they have

. begun to integrate material on Black American History into all grade
levels instead of establishing a separate course of study in Black
,History-or Black Literature. While this initial statement appeared
to indicate positive action by this school system it is also true that
the school board had met with the State Commission oﬁ Civil Rights as
:far back as 1969 after which a committee was formed and a program of
study outlined. 1In any event the approach to ethnic studies in this
district is probably typical of efforts in cities of this size who

have a small percentage of minority groups.

74




- N -

nigh scheols in this area and a junior hi

~ s
nowa M

There are two

ke

a pooulation that is about 30 per cent black. A course of study in
one high school for eleventh grade American History precsents an
instance of the inclusion of what appears to be significant materials
concerning black participation of iife in the United States.
Culturéi,involvement is stressed, and some attenticn given.to the
. continued existence of political, economic and social inequities,
examples of distortion and omission were noted in the materials.
Marian Anderson "blazed the trail" at the Metropolitan Orera as
Ulrica in "Un Ballo in Maschera" by Verdi, not in Il Travotore, as
indicated in the syllabus. Treatment of Miss Anderson's efforts is
further coﬁponded by failure to point out that even though ghe had
been acclaimed by Toscanini in 1927, she and all black singers of
all natioﬁalities did not aépear at the Metropolitgn Opera until

®

the’l951 season. This was not an iséiated example of inaccurate

I o ‘
infé{mation or omission of fact. It is typical of the treatement of
\lfﬁcgpésﬂt found in ghe syllabi in ﬁéﬁy cdufses.. Wﬂilé %eférenéeé to
ethnic groups are incl;ded in the content of the course, the treat-
ment is.often inappropriate and invalid.

The other high school currently offers a course in Afro—Americaﬁ
Literature. The authors studied are more relevant to the_currenﬁ scene
than'those studied ipAvarious genre of writing in‘another course
(Modern Authors) which examines the.woris-of James Weldon Johnson,

James Baldwin and William Styron. But inclusions of Dorothy Heywood's,

Porgy and Marc Counelly's Green Pastures could hardly be interpreted
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1; for the selections of William Styron's novel, presumably his treatment

T of the Nat Turner Rebell’® - que of the three selections listed is
likely to enhance any stuuent's critical understanding of the black life
style since all pander in differeng w3avs to the stereotvon2 df the
ignorant, supersf 1tious syndrome imposed on black by many white writers.
The exclusion of the younger more perceptive black writers such as

Sonia Sanchez, Don lLee, EJ Bullin;, Nikki Giovanni, Larry Neal, Sam
Greenlee or even a Claude McKay from anearlier generation ié significant.

™4

A course, EBEthnic America. is offered as a twelth grade elective.

The course description lists contents as

"a basic look at the composition of various nation-
alities and racial strains in American society.

ea' ) Particular stress will involve origin and background:
characteristics; migration; obstacles; success and
failure; contributions. This course is not intended
to answer the problems of our society, buat onlv to
convey to the student some measure of understandlng
and enlightment.'

We were not provided with a syilébus,'this comment on the content of
the course cannot be made.
Elementary and junior high schools visited in this district present
a more generalized apprevach to the inclusion and implemen£ation of
ethnic studies content. Accors ng to principals interviewed most
cufriculum sources have I¢ilowed the mandates set down by the New York
State Departmart £ Educatioi. 'Ohe.school functions as a coemmunity
school K-6, on a model cities grant. The school is able to augmenf its
’ resource center through funds provided by the grant., Continued functioning
[}{ﬁ:‘ of the community school concept as vehicle for involving parents in the

“EETE . education process is uncertain after model cities funds are expanded. It it

4
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One community schcocol is located in a deteriorating “"irner city
area. The schecol's population is Precominantly black and non~-Enzlish
speaking Italian and students are twe vears behind academically.
Model Cities established the goals of this school and iden ntified
enrichment of the curriculum as a major goal. Team teaching, audio-
visual aids and traditional methods of teaching are used. There is

no emphasis on ethric studies and even if there were, teachers would
have to be trained before anything like Black studies could‘be
incorporated into the curriculum.

In another school (K-9), located in an upper middle class area
of white residents, the biack students are transported in Ey bus.
The pre~kindergarten Program is financed through Title I funds. The

schoQl's library center is of special interest for its acquisitions

in the various disciplines as they relate to black and other minority

groups. Dispzavs, field trips and éncouragement to use the facilities

.of the 11brary were noted to be far above the average effort seen in
other schools in various 10ca1ities."

Introduction of ethnic studies materials into eiementazy schools
has been done by two Consultants from the division of elementary ed-
ucation, using workshops as a vehicle for introduction. In-service
wqushops have not been used. The consultants cited'an example of
ihtroducter; biographies on Afro-Americans -in, the fourth grade at

the one community school and the use of a new text on The Social
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to be noted thrt 211 of tre directors

One cemmunity schoel is located in = deteriorating “"jinner cit
area. The scheol's oonulation is oredc:inantl" blzck anz nen-Znzsligh
speaking Italjan and students are two years behind academicalls.
Model Cities established the coals of this school and identified
enrichment of the curriculum as a major goal. Team teaching, audio-
visual aids and traditional methods of teaching are used. There is
no emphasis on ethnic studies and even if there were, teachers wouldg
have to be trained before anything like Black studies could‘be
incorporated into the curriculum.

In another school (K-9), located in an uprer middle class area
of white residents, the black Students are transported io by bus.
The pre-kindergarten Program is financed through Title I funds. The
school's library cepter is of special interest for its acquisitions

in the various disciplines a8s they relatce to black and other minority

groups. Displays, fielqd trips and encouragement to use the fac111t1es

"of the library were noted to be far above the average efiort seen in

other schools in various localities.

| Introduction of ethnic studies materials into elementary schools
has been done by two consultants from the division of elementary ed-
ucation, using workshops as a vehicle for introduction. In~service
workshops have not been used. The consultants cited an exanple of
1ntroductorv biographies »n Afro~Americans -in, the fourth grade at

the onr community school and the use of a new text on The Social
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Scicncers, larcouri, Srazce znd Jovinovichiin thie fifth orile Ior onut
of curriculum. Tre assistant superintendent of instructicn
iﬁ and the Directec> £ Secondary Education iudicated that the Englisn
- curriculum for the high schools will be revised during the summer of
1971. Consultants from a 1ocalycollege and the New York State Depart-
ment of Education will assist.

The Central administration indicated that social studies teachers
are supplied with iext books, film strips and study plans for use in
planning class work. The high school administration sets aside a
period for ccoperative vlanning for the social studies division. The
plzn is to be extended to the English Department during the 1971-72
school year.

The population characteristics of the last census in this area
% revealed@d a relatiwvely small percentage of Black Americans. There are
|

- very few Spanish-speaking residents and few American Indians. There
are a total of 350 Jlack students in the school system. Blacks are
employed in the service industrigs as painters or unskilled laborers.
There is one black policeman and one black physician in the city. Some
iﬁdustries have a minimal number of black employees. In this -
school . system, there are:no black principals, administrators or
heads of departments although there is one black vice-principal aé oné

of the high schools.

‘ Ethnic Studies In A Large City

While the above description is an exsmple of a smaller citys'
handling of ethnic studies, it is also useful to look at the profile

of a larger city. 1In this city a system of appointments is used hased
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one black principal of a high scheool in the city. Two elamentar
Q;achool principals are black.

Perhaps the most interesting school in term: of ethnic studies
in this area is one located in an all black arzz. Much of the
immediate surrounding area has been leveled as a part of an urban-

’renewal plan. The lots are vacant and overgrown with grass and
plants. The school was formerly a regular school adjacent té an
elementary schcol serving a public housing develcp—ent in the area.
Directly across from this school is a iunior high school - housed in
a building converted from a technical high school which has been
relocated.

This school was created in response to the demands of the black

,{%kxmmmnity for community centrol of schools. Since the Board of Education
coﬁtinues to be centralized, an agreement w§s rmade for control of
policy. A board-of 15 :iembers, 5 each from 'a State Teachers College,
from the community and from the Board of Education was 'selected.

The Board of Education accepted the program only on condition that it
retain fiscal control. 2all salaries, purchases and resources are
funded by the Board of Education.

Career opportunities training for paraprofessionals aré offered
‘through an agreement with a State Teachers College. The Board of
Eduzation does not participate in the plan and two courses are¢ now
offered at the State Teachers College. All student teachers are

{:ﬁinterviewed by the school committee mentioned above.
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 may send their children to this school by choice. Thus 399 children

)

rmateriel in ari, rusic, dance, librory mozerizls, Hullef.n boards
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evaluations of effect of curriculum have been made since the program
is only in its second year. ¥ollow up for achievemént levels is
planned in order to measure the degree of achievement of that. objective
in terms of response tc interesting learning situations. At the time
of the interview, children were being tested, hence few classrooms
were visited. They aorcared, however, to have sufficient materials
available for use in enrichment of course .content.

The community organization responsible for this school is «
federation of 124 black professional,lay and church organizations.
The faculty is comp: =d of fifteen black and nine white teachers.

The twenty-four parap.ofessionals «.v staff are black and the neighbor-

hood bas 100 percent black residents.

Of the 503 children enrolled, 99 percent are black. There are
no Indian or Spanish speaking children attending at present, and parents
are transported to the school from all areas of the city. The school
noQ has a long waiting list. Curriculum was developed after the
school staff had sent the principal to several educational sites in .
other states,.although the program was-appgoved by the ﬁarenis, the
effect of the curriculum cannot be measured because the program has

not yet completed its second ryear,



Although the scheol was constructed in 1937, it is a spacious, solidy
Q
constructed building giving evidence of careful maintenance policies.
The principal indiczted that median income is about $10,000 per year with
b;uecollar workers predcominate. Most black families are blue collar
workers that have moveé into the area from the center of the city.
The principzl szid that the ratio of black to white is changing
“exponencially”. While the neighborhood has been stable in terxms of
white femily occupancy, it is predicted that it will be an all "rlack
neighkorhood within the next five years. 1In this sense, it follows
the national trend in the maintenance cf segregated housing. There
are five public housing developments in the area serving the school.
All were constructed 2M-35 years ago.
@ . .
Ethnic studies includes only Black studies at this school. There
ére three students of Puerto Rican ancestry and 510 black students in
a total population of 2200 students. Black studies courses were not
introduced into the curriculum until the . . Board of Education
introduced a syllabus on Afro--American history for grades 11-12 in
1969~70. The chairman of the Social'Studieé Department said that a
course in Afro-American history is offered as an elective éourse
during the senior vear. The corventional social studies curriculum

does not Place any specific.emphasis on black or Puerto Rican figures

in history. The curriculum follows that issued by the Board
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the ninth and tenth veers in the nigh school.

World Historv Regents courses now include units on 2irica and
Asia. These units have been included since 1967. Treorc~ically, a

st ‘dent may complets the four yecar high scheol study course without
having had any significant, structured contact with ethnic studies in
either course or ti.pical exploration.

In summary, the implementation of ethnic studies courses in this
system is related to the cegree of emphasis placed on inclusion at
any given time. The text book materiais ‘used in the general arezas
of social studies “ollow the national trend of exclusion of specific
materials related to the black and Spanish speaking elements of .the
general popﬁlation} The implementation of such materials still depends

.ea'oﬂ the inclinations of the department head and the individual classroom

teacher iﬁ relzations to his degree of committment to include a repre-
sentative amount of material in general courses. The elective courses
are available as appendages to the regular curriculum attracting
primarily black students.

The five elective subjects in social studies for the senior year
are: Econocmics, Afro-American Histeory, Sociology, Current Issues,
and Government. There are no electives in Latin-American or Puerto
Rican areas. The courses in Spanish are taught by a Central American
instructor. 1In short, the school administration appears to have
followed thie dictates of the Board of Education and had not voluntarily

initiated any ethnically oriented study courses befcre the Board issued
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is typified by the activities of the Suserintendent in the area of
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Human Relations. Develoomen- of 3ibliograrhies and other materials
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pertaining to minority groups had bégum prior to 1
results of those effcrts has been reflected in such a croject as the
Resource Center for Audiug-Visual materizals under develcpment at a
junior high school. The project is funded with Title I funds. The
principal and coordinator held conferences with interviewers and
jndicated that the Center nas alreadv acquired the most complete
catalogue of audio-visual materials in the County. The materials

will essentially serve as a resource bank Oii black and Spanish oriented
materials for the entire city. New materials are constantly under
review by the coordinator and his staff of paraprofessional personnel.
The materials are also made available for‘qommunity use in the school
since special events are planned under the auspises of the resource
center in an effort to involve more residents in the educational
efforts. While the schcol routines are still beset with problens of
disruption formented by &« group of school leaders, the curriculum in
social studies and English has develcped some areas of emphasis on

eth: .ily relevant materials as au integrated part of the courses

of study. The ninth year social studies course fcllows the materials
recomménded by the State Department of Education. Courses of specific

content on Black Americans are taught on a volunteer basig by black
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A Multi-Zithnic Zooroach

The following is a2 descripticn of a multi-ethnic approach in one
>

New York schcol disirict that reguires special menticn. This effort
to include ¢hnic studies in the school was financed . nder a grant fronm
the New York State Urban Education Program. A task force was created
to provide supplementary curriculum on ethnic group contributions and
their role in society. The areas around which these materials were
developed were rezding, language arts, social studies, and science.
The ethnic groups to be included represented the ethnic mzke up of tie
district. They were Italian, Jewish, Black, Spanish, and Irish.

Resource units were developed in the four areas describad and with

the advice of various consultants teachers gathered materials. Each

set of resource units were then given to individual teachers who were

asked to study them and use what they could in the classroom. 1In
addition, in-service workshop§ were held, lasting approximately
fifteen weeks and open to anyone. They attracted approximatcly one
hundred teachers and were moderately successful.

The following summer a small group was established to review the
resource units and to make revisions based on the comments suggested
by teachers. Wholesale revisions were made at this time but the
revised units were not handed out. Instead, it was decided to hold

some additional workshops, but this time cne teacher from each school

attended. This teacher was to become the expert on .these materials

O
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or in other words the resource person. These seminars lasted eight

weeks.

These ethnic studies resource teachers then went back'to their
respective schools and conducted other workshops on the use of the
éthnic'study matexzials., They were reqdested to study the unit and
to develop a paper product in the form of lesson Plans. These multi-
ethnic lesson plans were to become part of the regular lesson. The
best ones were chosen and distributed. »fhe major goal of this
approach was to develop pride in ones ethnic group. Howevér, the unique
thing here is, that teachérs will be criticized if they aré not
using multi-ethnic units in subject matter areas where it is appro-
priate.

'.In this district with one high school, (9-12) there are also

@g’ specific classes on Black Studies. A single diploma is issped,
covering all areas of major concentrafion i.e., college preparatory,

. general academic,,commergial,-and vocationa;,..$he school plant is of
unique desigqf covering a larée land area and is lbcated in an upper
middle clasé area. Virtually all blaék students areitransporfed to
and from the school by busses. , . .

The princim 1l extended the courtesy qf freedom to pursue the-
fesearch in any method selected by the interviewer. Department heads
'bf disciblines»most-directly-involved with ethnic studies were met
during an introductory session. Subsequent conférences were held with

two teachers that participated in -the construction of the multi-ethnic
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approacb, the teacher of Afro-nmorican history, the resource depariment
head, the guidance coordinator, five classroom teachers and a student.
In discussing individual choices of methods of teaching with mombors
of the social studies faculty, one member stated that she does not
subscribe to the idea of emphasizing the significant contributions of
any group since, in her opinions, this only serves to further polarize
opinions. It is necessary to po{nt out here that she also said later,
that she had been given the benefits of a parochial school education
adjuncf provided by her parents, hence she had some concepts concern-
ing her specific religious and culturél heritage provided independently.
In her classes in world history, which are for honor students only,
she doés not utilize any phase of the "multi-ethnic" approach, empha—
sizing, instead, the most salient features of the majof civilizations
.égb in history; Presumably this does not include much material on Africa
since she' did not indicate such, though she had been advised that the
scope of the_presept_research activity:is‘én'implementgtion of ethhig
studies.

Anotﬁer instructor, a teacher of éocial issues~¥ an elective épen
to level 3 or level 5 students said that the position of the Black man
in the historical perspective of the Unitéd States receives examination
in material related to sociological and historical aspecté of the blaék
éxperiences.

Five other teachers discussed their disciplines with the interviewer.

All were unanimous in their deprecation of the material available to
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them in text books. Texts revised as late as 1967-68 after the
sensitivity towards the Black ang Puerto Rican existences in the
U.S.A. became a fact for educators, do not include relevant, accurate
or full treatment of factors related to the Black, Puerto Rican or

*
American Indian groups.

Tﬁis scnool appears to be administered with a respéct for
academic freedog'agd a basic dependence upon the individual teacher
to meet ideals of providing = adeguate instructional Program for
all students. -In the matter of implementation of ethnic studies,
there are no controis imvosed by the Department of Social Studies.
Examination of library materials, special resources and freedon to
acquire materials indicates the school administration makes full

pProvision for such acquisitions. The extent of the use of the

"taulti-ethnic" materials then, depends on the personal phllosophy

body he or she is teaching,
- The academic Program is divided into three leves. ILevel one is
the honors course for students of exceptional ability. Level three

éncompasses the average students. TILevel five deals with the low

~and under achievers. The results of elementary school experiences

L]
and response to testing places the bulk of the black students in the

level five grouping. Reading skills and deficiencies in that area

pPresent problems for many of the black students. fThere is no structureg
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remedial adjunct that could enable the level Ffive students to seleck
the elective courses in Affo—American Histery or African History. Thesec
courses are open only to level three students.

The course in current issues has three sections, and is open to

x
level five students. The course in American history have no specific
content given over to historical material aboﬁt specifié ethnic groups.
The ninth year course.in world history includes unité on Afro-Asian,
European and the Graeco-Roman civilizations.

Avcursory and by no means inclusive summary of the implementation
of ethnic studies here would indicate that the setting up of specific
courses in Black History has been done. The courses, however, reach
only a miniscule portion of the student population because of the
course level -and the fact that the courses are oben to seniors only.

The student that drops out of school before reaching the twelfth grade

has no opportunity to experience instruction in specific areas of ethnic

‘'studies. . B o L ; S R ',{ah

The content of the specific courses, African and aAfro-American
History is comprehensive in its outlined coverage of relevant areas;

bibliography is current; extensive, giving gvidence of scholarly

" planning, execution and committment to a comprehensive approach to

the subjects. But the courses reach relatively few students, leaving
the majority without specific exposure to areas of knowledge that
might ewventually contribute to elimination of persistent stereotypes

and racist reactions born of a lack of'specific information about the
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affects of racist thought. The numerous studies conducted in the
area of racial class tensions indicate that racism continues to be

more overlly expressed among the }ower middle and under class stratar

of all ethnic groups. Hence_the thrust of multi-ethnic studies

would apéear to be needed more on this level of achievement in this.
- school system .

Further illumination on the reason for inception of the multi-
ethnic approach is given by an examination of the history of
community pressure exerted on the school board by the black
citizens residents for inclusion of relevant material on their

" heritage in the curriculum. The multi-ethnic approach had not

been inaugurated in study or practice befqre the black community

Qﬁ' voicéd ifs discontent with the cur;iculum. The extensive study
conducted under a grant from the New York State Urban Education
Program and deséribed earlier had miged reaction partially because
§f opposition mounted by the white ethnic groups in the community.
But pressurés were applied and the current courses in Black Studies
in the high school are the result cf these pressures.

This district is typical of many areas in the stafe. While
members of ethnic groups press for the inclusion of théir contributions
in the curricﬁlum, the dominant group, usually white, does not see this

as important. School administrators who want to respond to there

- community demands are caught in the middle. Thus curriculum innovation

&3 becomes a political concern rather than a pedogogical issue,.

C

89




Freeport, Buffalo, Roslvn, Rochester and Kew York City

Looking at some specific areas in the state of New York provides

. a brief view of what some schools and districts are attempting to do

to modify their curriculum in terms of ethnic studies. In the
Qillage of Freeport, Long Island seﬁool representatives sougﬁt out the
services of The Board of Cooperative Edu;ational Services (BOCES)

and the New Yo;k State Education Department's Division of Inter-
cultural Relations to carry out a project to improve multi-ethnic
education. The Racial Ethnic Action Project (REAP), federally

funded under title three of the Blementary and Secpndary Zducation

Act (ESEA), was set up to develop such a program over a three year

. period. The Freeport project is the first program of its kind on

Long.Island and is designed to serve as a basis for similar projects
throughout the state and nation.

'The purpose of the project in terms of its general goéls.is to
open communications among people of different ethnic and racial
backgrounds iﬁ an effort to redefine a sense of»commbn purposes
among the éitizens of Freeport. In general they.are concerned about
the discord.within their community. They believe that positive
action and change can result from inner action among teachers,
students, parents and | concerned individuals of fhe‘comﬁunity.

The project has outlined the following gozls:
. . l. To improve self images of students
s 2. To improve the understanding of various

school community groups o one anothers
needs and problems

3. To improve attitudes of students from
different racial and ethnic backgrounds

90N



towards one another
4. To create a siructure desigred to give
students and community a voice in curriculum
develooment.
5. To improve the achievement of students in
social studies.
In order to achieve these goals, teachers students and
parents are to cooperate in designing and preparing a guideline
of enricheé multi-ethnic and racial materials. The New Yérk State
* social studies curriculum will be the foundation for the set of
curriculum models which will include the contributions of all of
the recial and ethnic groups that have made America. The guideline
will rep;esent as accurately as possible American historical, ethnic
and racial experiences. In cnnsul?ation with the offices of the New
York State éducatibn Department the guideline will be prepared by
teachers, parents and students. It will include model lesson plans
qﬂbuni£s, bibliographies and multi~medig resources. The guidelines
will not be restricted to social studies, but where appropriate will
be interdisciplinary in nature relating to language arts, SCieQE?'
music and art.
The first year plan will be curriculum guides for grades five
‘and eight. Grades six, seven and nine will be developed the second
year. During the third year, grades three, four and ten will be
revised.
Another part of a project task will be the development of a
resburce center of ethnic books, filﬁs, filmstrips, recordings,

program materials and other audio visual materials. These items

will be catalogued and made available for use by the entire district.
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Other scrool districts with similar prcblems to those of the cormunits
of Freeport will be invited to observe and share experiences in the
hope that they may achieve similar community and school resolutions.
¥
The Buffalo public schools Blaqk history progaram has spurred the

creation of a group of interracial study clubs and Afro-anerican
cultural organizations with a wide range of programs for goth Black
and white students. These high schocl clubs which are starting to
become full fledged extra curricular activities typically operate
in these areas: music, art, dance, social exchange, panel.discussipn,
historical inquiry and field trips. The most active of tﬁese groups,
the Interracial Researchers Club at Bennet High School,has produced
a motion picture for wuse . at human relations meetings. The movie

was made under the auspices of the New York State Education Department.

The Buffalo school district has a curriculum guide Eistorv of thc

Negro in America for grades K-8. The guide was:developed by a
curriculum committee which included‘students. Studeﬁts will con-
tinue to serve on curriculum comﬁittees that are reséohsible for
shaping the Black studies program according to the superintendent.
Plans aré also underway to involve parents in committee work. Thé
guide is designed to give the K-8 teacher pertinent material that

" can be incorporated into his daily classroom instruction. It does not

form the basis for separate course in Negro History.
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The Ruffalo school system took its first official note of Blacgk
history in the spring of 1967 when a bibliography on the cultural
and historical contribution of American minorities was published
and distributed. Schools were inétfucted to order all pertinent
béoks not on their shelves. 2as a result each school library added
about tﬁirty to forty books relating to Blacks.

The Afro-American Studies program at Roslyn High SChOOl‘QaS
introduced in 1968 for a school that has fewer tﬁan 60 Black students
and a school population of 1500. The program includes three major

areas presented by team teaching; Afro-American History, Afro-American

Literature and Afro-American Art, Music and Dance. Each area of

study is designed to compliment the other. Consequently a typical

unit may involve a recording and discussion of historical documents,

the interpretation of a related poem in the enjoyment of a correlated

folk song, spiritual or contemporary Black musical composition. The

belief in Roslyn is that one needs a flexible approach in order to
teach either Afro-American or ethnic studies. |

Iin Rochester, the. approach to ethnic studies has been primarily
concerned with Black studies. As early as 1963 the city school
district began developing a supplemental unit called tﬁe Negro in
American life for use in eighth grade English and social studies
classes. A separate course in black history started in 1967 at the
Rochester High School with the greatest Black enrollment. A year
later another high school offered a similar course as an elective

for students in grades 11 and 12 and by the 1969-70 school year
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all nine secondary schcols in Rochester were ofiering an elective coor. .o

in Negro Eistory for black ané vwhite students from grades 9-12.

e;% The 1364 curriculum guide for eighth graders, The Necro and

American Life was originally dev?loped for English courses. It is
now used as teacher's guide for the general ecducation cf eighth
graders especially in English and Social Studies. It follows the
premise that just telling history to the students frequently ends
in a humdrum class. Straight textbookx reading can bring the sama
resul: and furthermore the general texts stress £oo little of the
nature of slavery. Consequently the guide recommends some readings
that are vivid and poignant enough to,arou;e the most restless
student. It suggests that students learn about the specific horrors
and sufferings endured on slaveships by reading a first person

@ account of an inspection of a slave ship made by a Rev. R. Walsh in

1829. The account, "notices of Brazil" appears in a book called

Heritage of America. Although most schools today avoid Harriet

Beecher Stowe's Uncle Tom's Cabin, the eighth grade guides suggest

it be used. The guide also recommends Mark Twain's, Huckleberry
- Finn for its satire on Southern cqnventions and customs; | -
Ever since the late 50's.and early 60's the New York City
Schools have been trying to do something to make the curriculum
more meaningful for Negro and Puerto Rican children. They were oné

of the first to approach textbcok publishers in 1960-61 and ask for
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textbooks that were more authentic and more realistic. There are
obviously more courses and programs relating to minority groups
than anybody.can begin to count,®and nobody even tries. The
dynamics of changing programs and the efforts at decentralization
that_have given district superintendents éreater responsibility
for curyiculum and instructional méterials e ve made it .impossible
to keep an aécﬁrate inventory of everything that is happening in
New York.

The New York City schools are subject to 2 ioose control of
subject matter because of the dissimination of courses of study by
the State Board of Regents. They publish courses of study for‘
social studies and English, two areas in which inclusion of ethnic
studies is most likely to permit a wide variety of approaches: Principa;sy
of high schools in New York City can implement programs

'that.originate with the department chairman who has 5 supervisory
role in improvement of instructibn, thus if a departméﬁt chairman
in English or in social studies is interested in suéh things as
Black studies, his high school can offer a wide variety cof courses
in this area.

' Some examples of activities in New York City's decentralized
séhOOl distficts which are composed of elémentary and intermediate-
schoolé are on Afro-American's studies project in District 29 which
4includes an advisory council that represents .a broad cross section of

ég’ the community. The council is composed of parents, teachers,
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supervisors, curriculum ccordinators, civil rights lcaders and
specialist, all deeprly involved in all stages of project plannina.

In District 5 in Manhattan, there is a special heritage corps cf

17 performing artists who provide énrichment experience for

students. District 2 has a Director of Afro-American studies who
conducts deronstration lessons on a regular basis and prepares
curriculum materials and anotated bibliographies was well a;

serving as a consultant for teachers on an individual basis. District
16 has a groud of 11 teachers actinc as resource people, who work

under a director of Afro-American culture. And at District 15, in

'

Brooklyn there is a~ Afro~Mediterranean Art and Culture Center
operating under a coordinator of Black history and Puerto Rican
Culture. It provides demonstration lessons and teacher training.
The scope of the center is broader than Black and Spanish culture.
It includes materials from Italy, North Africa and the entire
' Mediféﬁraﬁean.area for'stﬁdents who havé‘ahcestefs ffomvfhis region.
The New York City séhools have several multi media resource
centers that have materials on mihority cultures. One such center
at Harlem Public School 92 in District 6 is specifically aimed at
emphasizing the history of minorities and their role in dgvelopment

of the community and of the state. The center, operating under a

vay
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federal grant, has a professional staff including two librarians a*iis
an audio -visual specialist. It serves 38,000 students and 45
public and non public schools. Another resource center in Harlem

with materials on Blacks and Puerto Ricans is part of a joint




project operated by the Board of Education and the Bank Street College .

) of Educatioc

A Tk x ard of Education of the éity‘of New York is also
involved in a variety of activit;es related to ethnic studies. It
réquires all teachers to fake an approved course in Human Relations.
The Humaﬁ Relatiohs Coufse and other in-scrvice courses for teachers
werelprepared by the Board's Office of Iﬂteréroup Education and
offered to all teachers via television workéhéps. ?hé Board has
also set up another series of city wide teacher training programs
in cooperation with the Af;ican American Institute, a non-profit
organization that is not part of the school system; The Eureaus ;f
Enéiish and Social Studies as well as the Bureau of Curriculum

Q@D Development have tried to help teéchers by gathering suggested

resource material and learning activities for the classroom. Two

‘recent .publications are: cultures Around the World a course of

study and related learning activities for grade 3 and Black Studies

Kindergarten Grades 1l-7, a course of study and rélated learning

materials and activities.  These were published and distributed in

1970.

SAN FRANCISCO'S MULTI-ETHNIC INSTITUTE
- One new approach-in ethnic studies. is the Multi-Culturé Instl*te
in San Francisco founded by Frances Sussna. The goal in this program

is to preserve the ethnic identity of Blacks, Jewish, Chinese, Japanese

and Mexican American children by treating them both as members of
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their specific ethnic groups and as members of the larger society.

With its five group approach, the program has attempted to create a
redefinition of the concept of integration by bringing studénts
together not only as human beings of equél worth but also as membe;s
of diverse sub-cultures. The prégram includes approximately one
hundred youngsters in the age four to five yroup éttending géneral
studies together for part of each day. Fér.the rest of the day.
students meet iﬁ classes with other membérs of their ethnic group to
learn about the history and culture of the group. Once a week all
the students meet together so that childrendf one ethnic grdup can
teach the others about their own unique heritadge..

The following is an outline of the Multi-Culture Institute:

The'Program

‘The Multi-Culture Institute now has classes for children of

'3 through 9 years of age. The program is divided into two levels:

(1) nursery.ahd kindergarten;'(Z) first_through,fourth_grade...'_

The younger chlldren have classes from 8:30 until 12:00 and day
care is prov1ded fcr those needing 1t. The Program 1nc1udes all school
activities impoftant for children of.these ages,'e.g. those concerned
with orientation to school, réading and math readiness,listening skills
and habits, oral languaée skills, geogfaphy and weather concepts, arts
and crafts, American holidays, health and safety; pﬂysical education

activities, music, dance and drama.
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Introduction

Each day the younger children have some learning experiences
2 et o

related to one of ﬁhe'four principle ethnic cultures studied at the
school. An ethnic teacher comes to the class bringing to it language,
foods, >ngs, games, folklore and othef varioug cultural elements.
'Tﬁe genc .1 studies teachers.build'gn these activities at ofﬁer times

dﬁring the week.

Full bay Classes

The older children have classes from 8:30.to 12:00 and fron
1;00 through 3:00 with a éne—hour lunch period. Some of theﬁ also
“remain beyond that time for extended day care. There schdol day is
diyided as follows:
| 1. intégrated‘classes for a full program of

general studies (e.g. English, arithmetic)
(8:30 to 12:00); and

D

2. separated classes for each ethnic group to

have an extensive and intensive educational

experience ;elated to that group —,(l:OQ_to 3{001
The ethnic groups are, Afro-American, Chinese-American, Jewish-American,
and Latin-Ame¥ican. These groups are in many ways dissimilarubu% have at
least one.attribute in common: a particular backéround wﬁich merits re-
cognition and exploration.Therelis also a fifth, polyethnic group whicgﬁgi
is made_ﬁp of children whose backgrounds are Filipiqo, Welsh, Canadian,
German,}French, Scottish, Irish, English andANative—American. fhe

polyethnic class has units on the contributions of various ethnic groups

to American life. These_children'are given a brief view of several
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cultures without an in-depth study of the language and culture of
their own ethnic groups. Its purpose is:

1. to demonstrate the difference in the two
approaches; and

2. to provide a model for public school districts
which will initially use the separated appreoach

for only a portion of their children.

Sharinc 2ctivities

There are periodic combined sessions in which each group ngghgsk
the others about its own group. Every Friday afternoon one of the
ethnic classes is host to all of the other classes for approximately
30 minutes. The children, led by the host group, share ethnic songs,
dances and folklore.

The program for ethnic instruction revolves around speciai days
in the calendar of each ethnic group. For each special day, there
are weeks of preparation in the form of related stories, songs/
_;mprov1sed plays, and arts and crafts actrvrtles,.leadlng to a
culmination. Each such culmlnatlng event is attended by all of the
‘oider children. ThelhOSts for the program have the opportunlty to
present with pride their event, while the other children gain an “ay
experience in awareness and appreciation of otner cnltures.-

Language

‘The languages- taught are Spanish, Hebrew, Swahili and Mandarin,
with some Cantonese also.. Language lessons are built on the unit
themes, with songs poems, taped conversations, arts and crafts, music,

drama and story-writing. These are done ostensibly in preparation

.
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for culmination,activities, although primarily for the children's

ﬁ% learning and enjoyment.
SRy

Academic Skills

The approach to academic skilis is one of individualized in-~

struction,:geared toward developiné independent learning abilities

and habits. Achievement’is.encouraged'end recognized} but children of
unequal abilities are not pitted against one another. No gfades are
given and in place of "report cards", there are individual parent-
teacher interviens in which both hopefnlly gain and give insights
useful for the child'e benefit. Although religious traditions are
mentioned as they relate to the culturee, there is no theological
instruction. This is left to the home, church or synagogue.

The Institute hopes to ‘initiate a similar program on the

junior high level in the near fnture. Tne seventn graders attending
" 'will be in integrated classes,for'pert_ofuéach_day.and,in-"ethniq classes

for the remaining .part ot'the day. The integfated ptogram will include
instruction in ali subjects normally studied at thosé grade levels,
presented through the Multi-Culture orientation. The ethnic

program will include all branches of social studies, language,

applied arts and fine arts. Some of the children wiii come from
"bilingual homes, or from homes where only the second 1an§uage

(e.g. Spanish) is spoken. For these children, there will be a

special concern to approach the seoond language in a way which will

develop their respect for it.
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THE FAR WEST TARORATORY MULTI ETHNIC
EDUCATION PROGRAM

Q%@ : The Far West Regional Laboratory for Educational Research
and Development has been concerned with ethnic minority groups
for some time. Early laboratory efforts included reports on

California Indian Education; Afro-Americans in the Far West,

Mexican Americans, and Native Americans. The most recent

effort, however, that deserves more +than just a passing interest
is the Multi-Ethnic Education Program.
The primary goal of the Multi-Ethnic Education Program is

to help minority children develop in accordance with 1life styles

and social plans of their community, and to enable them to function

adequately both within their community and the dominant society as
Gﬁ’ eqﬁals. The goal of the program is to develop an internally

- consistent model educational system through which parents are

4involved in-educafional decision making. -  In support of this

objective, they blan to:

l. involve the various'interest groups which constitute
the learning community, that is parents, teachers,
students, administrators, and interested members of
the community, directly in the education of ethnic
minority.children-in-a.planned-way; — - - - - - :

2. to develop valid and reliable data about the social
and cultural contexts of children from the various
ethnic minority groups;

3. to develop a set of alternative learning environments

which include features which strengthen ethnic minority
children culturally, psychologically, and socially;

4. to develop a model preprofessional training program or
a system of alternative routes to credentialing;
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5. to develop curricula which redirect that which is
presently emphasized in public schools; and

6. to develop a set of in-service training products for
@@5 the purpose of providing teachers with information
and culturally relevant educational practices, and
effecting attitudinal change.
To implement these goals and objectives the followinn

. system has been proposed. A map of the total system of the

Multi-Ethnic Education Program is shown in Figure 10,

Figure 10

A Map of the Total System of the Multi-Ethnic

Education Proagram
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1. the child is viewed as the central sub-system;
2. supporting this sub-system is a second sub-system-- the

. learning environment.
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STARTE DEPARTMENTS OF EDUCAT ION

»

in = related development concerning ethnic modifications
of the curriculum, it is important to look at what some state
departmemts of education have done. 1In a survey published by—the
Naitdwnal School Public Relations Associatioﬁ* in one of the

Education, U.S.A. reports, it appears that some states‘have tax=n

‘wteps that may have far reaching effects.

"The Education, U.S.A. survey of state departments of education

founfl seven states whose legislatures have passed laws requirimg

or recommending that the contributions and achievements of mimority

groups be included in school curricula. These states are Cali¥ornia,

Illinois, Michigan, Nebraska, New Jersey, and Oklahoma. Six mpre

states~- -Kentucky, Missouri, Nevada, Pennsylvania, Rhode Islam3;* |

-

‘and Vermomt—- are trying to accomplish the same purpose throumh

policy statements issued by their state boards or state departments
of education.

According to the Education, U.S.A. survey, the first law

rediakting to minority history was passed in California in 1961.

* Black Studies in Schools, National School FPublic Relations
Association (Wasshington, D.C. 1970).
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Thgllaw forkids the state department of education to épprove,any
textbock ! at "doesbnot correctly portray the rcle aﬁd contribution
of the American Negro and members of other ethnic minority groups

in the total development of t;e United States and of the state

of éalifornia."_ Furﬁhermore, if such a book is found in any

public high séhool iﬂ'the state after éh invesﬁigatibn by "impartiél
experts" and a public hearing, the law requires the publisher to
pay for the investigatibn.

Another law.passed in Califorhia in 1965 requires the state
board of education to adopt textbook; for civics and history
courses in elementary and high gchools that "correctly portray
the role and.contribution of the American Negro and members of
other ethnic groups in the total development of the United
States and of the state of California." A still later California
law, approved in 1968, insists~that:social.science coursés in-
grades 1f12 "shall include the early history of California and a

study of the role and contributions of American Negroel, American
. . . ;;;} 3

-Indians, Mexicans, and other ethnic groups to the economic, political

and social devel opment of California and the United States of America."
The Oklahoma State Legislature passed a law in 1965 that direéts

the state board of education to require accredited eiementary and

secondary schools to include the history and culture of blacks and

other minority races in their curricula. The board adopted the law

as its policy and ordered the state department;of'educgtion to

deveiop an appropriate bibliography and tobinclude minority history

and culture courses.
105



An Illinois law, passed in 1967, tries to cover all ethnic groups
in the region. It reads: "The teaching of history shall include
a study of the role and contr}butions of American Negroes and other
ethnic groups including, but not restricted to, Polish, Lithuanian,
German, Huhgarian, Irish, Bohemian, Russian, Albaniah, Italian,
Czechoslovakian, French, Scotch, etc. in the hiétory of this country
and this state.,”

The Illinois State Department of Education o nducts supervisory
visits to schools throughout the s£ate to see 'if this statuﬁory
requirements and others are being met. Schools are also required

to submit an annual report, outlining the steps they have taken

" to meet the various regulaticns.

The New Jersey State Legislature passed a joint resolution
in December 1967 recommending that the commissioner of education
take the necéssary action "to assure that the hi;p school curriculum

fairly and adcurately depicts the role of the Negro in the history

~of the United States and that appropriate materials to achieve

this purpose" are included in the curriculum immediatel?. Six
months later the legislature appropriated $60,000 for inservice
training for high school teachers on the role of the Negro in American
hisfory. However,-it is a tradition in New Jersey for the iegislature
to recommend curricular changes, but not o dictate them, so local
schools are not required to Jollow the legislators' recommendation.

A 1969 law in Nebraska calis for textbooks in American history

and civil government to include contributions of ethnic groups.
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It also says that all American histery conrses, beginning in 1971,
"shall include and adequately stress contributions of all ecthnic
groups to the development and growth of America as a great naticn”
and, specifically, their contribﬁtion to art, music, education,
medicine, literature, science, politics, and government, aﬁd

the war services in all wars of this nation."

The sta£e 1aw§.invboth Connecticutband Miéhigan get.at the
issue solely‘thrbugh réstrictions on textbooks. A 19692 Connecticut
law says: "Each town or regional board of education shall, in
selecting textbooks for‘social étudies, use textbooks which present
the achievenents and accomplishments 6f individuals and groups
from all ethnic and racial backgrounds."”

Two years earlier the Connecticut State Board of Eéucation‘had
issued a policy statement, noting that "in the éast, a majo; effort
of the public schools was directed towards what can be termed
" 'Americanization." This puts great emphasis ﬁponibuilding a common
‘culture and molding individuals into that culture.. Conformity
rather that diversity was stressed.

fToday there is a growing emphasis upon diveérsity, the role
of minority groups and the contributions which thej have made....

A truly perceptive teacher will find many opportunitie; to help
pupiis develbp an undefsfaﬁdihg and an.apbreciation of the cohtri;
butions of mémbers of minority gfoups to our culture. Not only
social studies but language, 1iterature; music, art, and many

other subjects offer opportunities for achievéing this goal.”

107




o a—

The Michigan law, the Social Studies Textbonk Act, requircs
local textbook selection authorities to select social studies toxt-
books which fairly include th? achievéments and accomplishments
of ethnic and racial groups. This 1966 Act also orders tﬁe state
superintendent of public instruction to make an annual réhdom
survey of social studies textbooks in use in the schools of the
state to determine how well they meet.this objective.

The first such survey, conducted during the 1967-68 schocl year,

found the social studies textbooks to be "very seriously'deficient

in their treatment of minorities in general and Negroes in.particulaf.

The review panel also concluded that 12 American history textbooks,

ﬁsed in many other states as well as Michigan, "are historically
inaccurate, misleading, and distorted." This problem has also
been recognized by other states amd several of them, including
Michigan,_have issuedgu;deliqe;_ﬁor.§ele§§ing multifethpicn_
textbooks; . | |

of the six states which are working through their state boards

or state departments of education, Kentucky.ahd Pennsylvania

have taken the strongest positions. In_May 1968 the Kentucky
State.Board of Education ordered all high schools in the state to
include "adéquate treatment of the‘historical significance and the
importént role of the Negro gnd_other minority races in our nation's
growth and pProgress" in their 'senjor year American history courses.

And the Board directed the state department of education to prepare

- guidelines for the teachiﬁg of Negro and other minority race history.

1C.
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Consequently, the state department developed a 128-page rescurce

unit, Contributions of the Neuro to American Life and Culture, which

suggests a variety of approac?es,resoﬁrces, and methods. The Board
said that if a school does not use these guidelines it "will be
considered a deficiency in the accreditation process in this subject
area."

Also in May 1968 the Pennsylvanié State Board of Education

directed schools to include the major contributions of-Negroes and

other racial and ethnic groups in U.S. history courses. The

department of public instruction followed up with a series of

recommendations, interpreting the new regulation. The Pennsylvania

recommendations suggest that "minority group content" be taught

in both elementary and secondary levels throughout the entire so-
cial studies curriculum. |

. -+ The recommendations encourage districts to-offer a separate
elective course in Negro o; minority group hisfory "where local

needs indicate." However, the department says a separate course

will not fulfill the state requirement “which was designed to

eprs?kall students to these long-neglected areas of our history."

The department also advises that materials about minority groups

" be integrated into history curricula, not treated peripherally as

a supplemental unit. and it suggests that materials should not be

limited to the contributions of outstanding individuals, but should

include "the varying roles which minorities have- played in the course

of American and Pennsylvania history."
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Requirements In State Of New vork

According to, Minimum Requirements For Schools in New York

As Contained in the Education Law, Rules of the Board of Regents

and Requlations of the Commissioner of Education, there are no

state reéuirements_fcr Ethnic Studies in terms of instrﬁctional SRR |

program requirements. : : . ‘ ' ﬁ

-

The law is stated as follows:
Subjects of Instruction
Statute. Instruction is required by law (Ed. L., 3204,
-subd. 3 (a) (1) in the first -eight grades in the following i
subjects: Arithmetic - : {
reading ' :
spelling _ 3
- . ' writing : | ]
English language '
‘ : geography , N
United States history : ‘ -
civics .
hygiene

‘Physical training
New York State history
science

Beyond the first eight years, instruction is required
(E4. 1., 3204 (3) (a) (2)  in:

English

civics

hygiene _

physical training

American history _
Communism, its methods and its destructive
effects (permissive)
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9 In addition, the law (Ed. L., 801-810) requires that

provision be made for instruction in certain special subjects,

3
including:

patriotism
. citizenship ‘
history, significance, meaning, and effect of
of Constitution of United States and amend-
ments thereto ’
Constitution of New York State and amendments
Declaration of Independence
the flag
the nature and effect of alcoholic beverages
the nature and effect of narcotic and habit-
forming drugs
humane treatment of animals and birds
fire prevention
Conservation Day and celebration of other national
and patriotic holidays
deleterious effects resulting from the use of
QE' . cigarettes, drugs and narcotics, and excessive
use of alcohol. '

Regepts Rules and Commissioner's Reaulat’ons

(1) ngh School (CR part loo)

An approved high school 4-year course of study shall
-include the following units of work or their equivalent:

English : ' . . 4 units

Social Studies (including 1 year

of American history) 3 units
Science 1 unit
physical education L unit




®

Additional free electives shall be studied to make a total of
sixteen units as the basic requirements for a local diploma for a
four year highk school. The completion of a total of 18 units
including at least one year of mathematics is required for the
state regents high school dipléma.. A'unit is a years work in a
subjéct requiring four or five per;ods a week of 40 minutes of

prepared classroom work.

(2) Junior Hich School

Grades 7 to 9 shall include:
English
social studies
science
mathematics
health education
drawing
music
practical arts
The Commissioner of Education, Ewald B. Nyquist however, has
made the following statement: "In summarizing,thevlaws, rules and .
regulations as enumerated herein, it is not suggested that simply
adhering to them would constitute a satisfactory educational program.
All districts exceed these absolute requirements in varying degrees.
It is the task of 1eadership in each school district to devise
the educational program which meets the needs of that community":
The following table is useful in providing some information

showing the incidence of "ethnic programs”" in the public schools

of New York State as defined by BEDS course codes.
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Table XXI*

NUMBER OF CLASSEé, TEACHERS AND STUDENTS
IN SELECTED COURSES '
NEW YORK STATE PUBLIC SCHOQLS

1969-70
Course Classes Teachers Studenté
African (as a foreign 16 12 340
language)
Asian and African . .
Culture (Studies)JHS 8,082 2,728 224,942
African History 242 123 15,716

*Information Center on Education
November 5, 1970
JJS:DM -
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Chapter VI

SUMMARY AND DISCUSSION

@ A Chance of Orientation
This report has been concerned with an examination of change in
.orientation or what we consider’an important value which underlies
schoois in the State of New York. In education we havé assumed that
America was truly a.meiting pot, and therefore, any variation between
school childéren Qould have éo be individualistic and psychologically
based rather than ethnic and cultwrally based. Moreover, our edu-
cational institutions have assumed that the most useful way in
which to encourage Americanism is to ignore racial and ethnic dis-
tinctions, submerging them in an undifferentiated curriculum. .The
strong implication acquired by accepting this belief is that the |
@ American idea requires us to strive to be more American by losing
. any thing which distinguishes us from a non-descript fictional

prototype. This concept is discouraéing éhd-detrimeptal to Americans - .

who either have names, family backgrounds or group associations that

ére aifferent from the majority.

| Since a major key to every individual's behavior isbthe self image,

society cannot afford to ignore any aspect of that image which may

be of great importance in the child's mind. Whether we like it oé

not every child defines himself partially in relation to his racial

or ethnic ggoup and also defines that group in relation to the American

scene. Without direct intervention by the school, that definition like
@g} sex knowledge will continue to be acquired on the streets and may‘be

inaccurate, unwholesome and subject to bias.
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Obviously, we cannot prevent any child
but we can and we usually do deprive him of the tools for exploring it
positively and realistically. This unrealistic approach has deepened
feelings of alienation and produced youngsters who have deficeint
understandings of themselves as well as others. & child knows if he
is different in the national origin of his parents, his religious .
affiliation or in the color of his skin. If he is taucht exglicitly
or implicitly that the less said about thig the better, the affects
will be confusion, low self esteenm and bitterness for the "different”
children and a false sense of supefiority for the other children. Just
as one's community endeavors to proVide é child with important affective
and cognitive learnings relevant to an individuals identity, as an
American or as a Californian or as a Southerner the content of our

curriculum needs to provide similar learnings for other important

.- aspects of his identity_and by so“doing_legitimize these identities

in the minds of all.

It has too often been aséumed that the proximity of~different
groups to one another Qill automatically result in better understanding
between two groups. Very often it does not. At presént children can
and do go through twelve or more years of typical schooliﬁg whether
in segregated or integrated classes and come out totally unlearned in

either information or attitudes about what the rest of society is like.

' These learnings cannot be laft to chance. ‘They require intensive
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teaching, and yet those in ou schools who want to provide ¢
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generally have neither training nor resources to call Cn. Desegregation
alone is insufficient to prevent racial and ethnic distinction from
being used as barriers against intellectual and social communication.

It is most important that we bring_about a change of orientation.

Ethnic Studies Materials

Curriculum content in English and Social Studies related to Bladk s
or other ethnic minority groursdoes not appear to reflect any recogni-

tion of poetry, prose or social criticism beyond James Baldwin's,

The Fire Next Time, published in 1965. For example, the works of
contemporary black writers such as Dan Lee, Larry Neal, LeRoi'Jones,_
Sonia Sanchez, Nikki Giovanni, Ed ﬁullins and countless others are
missing from the descriptions and syllabi of black literature courses

set up as electives, presumably for those students of mature academic

+ ability able to handle the materials of these writers. The fact that

these wri£ef§ are yéuﬁé,.ééniempora¥y écti&isfg in‘éhé area of social
criticism and literary fervor may account for their aﬁsence from the
reading lists.

Few éf the materials we examined could be said to deal four
square with the politics of controversy, black writers of'significance
after James Baldwin, or with the actualities of qiscrimination by
.ﬁhions Althdﬁgh public documentation of such practices is available

in some segments of the daily press’ The trend in ethnic studies as
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related to the inclusion of matenr z2ls in the standard courses appears

to be the presentation of a treatment of the prcblem

of ethnic groups and their origins in bland simplistic temms. Emphasis
on role models is limited to the non-controversial ones, as determined
by the domipant group -~ in the traditionally chosen areas of enter-
éainment and Sports. In many instances, these figures presented, such
as Jackie Robinson, Marian Anderson, and Ralph Bunche have retired
from the limelight into which they strode during periods before many
of the cufrent students were born. The work of a Martina AFroyo,
Andre Watts, Frank Robinson or an Andrew Brimmer are not seen in the
syllabi in current use. .

A survey of courses dealing with minority groups indicate that

in all instances of specialized courses, the Black American in history

g’ and Jetters are dealt with, but little is included concerning the ‘

z-Spanish-speakinq A@erican‘qr thg American Ind;an;_ Populatiqn surveys
ihdicate‘that the black citizens ére the largest group of students-.
whose histqry as a specific group of American citizené has been
omitted from fhe various curriculum in terms of_subﬁect.matter. In
turn, the blacks have been most vocal in their concern abcut inclusion
of relevant, accurate materials concerﬁing their role in the devélop—
ment of ﬁhe United States of America. The t:end_tOWards establishment
of courses of study in ethnically oriented disciplines or electives

- ~would appear to defeat, or at best,-vitiate the opportunity to reduce'

tensions and systems of misinformation caused by a general lack of
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knowleége concerning minority groupr involvements in history,
(3, lettefs, science and other disciplines, if the material is not
integrated into the courses given on all achievement levels in the
intermediate and hich schools of‘public.school systems. Those in
line for the most beneficial results of studv, black and white, are

for all intents and purposes not given the opportunity.

In the school systems in which implementations of ethnic sfudies
programs was being extended bevond the minimum inclusions of subject
matter set down in New York State Department of Education Curriculum
Guidelines, the school systems continue. to reflect staffing patterns
based on the cumulative accretions of discriminatary patterns inherent

e in the relative absence of opportunity for and encouragement of members
of ethnic minorities to enter public schqol systems over the yeérs.
The pattern of staffing fér heads of departments,‘central administration
" and for'féaching.stéff‘needs'tb Bé exahiheéiU

In alﬁost every instance, policy,:staffing patterns and implemen-
t%ﬁion in ethnic.studies programs (as well as in all other academic
and vocational disciplines) is determined, instituted and carried oﬁt
by persons of Caucasian descent. ’

The incidence of élack, Indian or Spanish speaking teachers, heads

of departments, administrators and classroom teachers is not consistent

with their individual percentage in the population of local census
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or statewide census figures. Irmplementation of ethnic studigs prograns
@ has remaineé within the province of caucasians who are in policy
making positions on Boards of Education, in individual schools and
devartments except in some community controlled schools.

The relative lack of minority group teachers and the virtual
absénce of minority groﬁp administrators and heads of departments
means that the minority group chiid must developr his sense of a
balanced vie@ and his analysis of ethnic.group histories through
the administration and program designs of whites. Moreover, the
relative absense of role models for children, eséecially in depart-
menta}, planning and administrative areas may alter the development
of incentives for students to reach the upper levels of their .
potential for achievement.

The fact that interviews with school personnel, heads of depart-~
ments and administrators find them deqryiqg thg_lqu ofntext_books
that give adequate coverage of material related to éhe ethnic
minorities'of:%1ack,Spanish—speéking and Indians in i97l is eloguent
testimony to the fact that equal opportunity to atténd desegregated
educational facilities did not necessarily have corallaries of
immediate examination of curriculum and materials. Revision in these
areas have lagged considerably. Of course the development of an
activist approach to Civil Rights througﬁ the sit-ins, wade-ins

demonstrations or through student demands for Black Studies courses
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and the calendar movement of the inception of curriculun fevisions
and institution of ethnically oriented courses within the social
disciplines indicates a similar lag.

Responses in interviews with heads of departments and adminis-
trations indicated that little follow-up is done to evaluate the
pravalence of use of ethnic materials provided for the classroom
teacher. The statemént of one social sfudies department head
reflects a general attitude. He suggested that follow-up on teacher
practices in the classroom is an infringement on academic freedonm,
hence he had not raised any questions on use of ethnic materials with
members of his staff. wWhile this may not necessarily be detrimental,
it does mean that identity for ethnic students, especially black
students, is still related to a syndfome in which the status of

inequality is evident on a daily occurance basis.

Ethnic Studies and Intearation

.it Qoo'sugééotea.oériieg £hat.aoseg;ation of.schools does not
necessarilf héve a corollary in immédiate examination of curriculum
in order to bring about ethhic modification. Wﬁile school iotegration
is not sufficient in aﬁd of itself to provide the kind of. schooling
that reflects the diversity of our population, there appears to be
a strong relationship betweon.incidenoe of stfong_ethnic.studies programs
and racial/ethnic student distribution of population.

The data presented in this report in Chapter II strongly suggest

@ that 1ntegrated schools are more likely to have strong ethnic studies

Programs and that schools that are not integrated are likely to have
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either wezk programs or no focus at zll on etinic minority c¢rours.
Regarding the guality of schooling there are at least two distinct
but related points to be made from these observations. First, if we
accept the notion that the study‘of ethnic groups enhances the curriculum
then it follows that integrating our schools can improve the gquality
of education. 2nd secend that while bringing stu'dents of different
backgrounds together in the ciassroom is important, it is equally
important to provide for the integration of curriculum.

We need also to look at some other facts. In New York there are
more than 1000 schools that are 100 per cent white. Our data indicates
it is .unlikely that these schools will have programs which reflect
the diversity of our population. It is even more unlikely tha; these

@ schools will have integrated staffs. Moreover, in these schools it
is probable that there will be a continqation of an education that
distorts the history, the centribution, and the facts akout contemporary
* - ~social problems. :
Indeea we might well consider that unless we provide for an
iﬁtegrated curriculum, children will be deprived of the opportunity

to work with truth. Schools must be dedicated to the disseminatisn

of knowledge, and through their very nature they must be able to see-

the world as it really is and not as any individual or group would like

"it to be. This means finding out what the experiences of ethnic

minority groups have been and making available this knowledge to all
. students. It is nearsighted and narrow visioned to try to teach
© American literature, history, social studies without considering such
things as the plack experience. Africa, the second largest continent

Q -
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in the world wish the largest block of coun ries in the Unites Hotions
and one of the richest areas with respect to human and natural

resources should OCCuPy a continuous and cumulative Dlace in ko+th:
eiementary and secondary school curriculum. Far from restrlctlng stulents
to the study of one culture and’heﬁce crippling them in acquiring the
skills and knowledge to understand a rapidly changing society, ethnic
studies can be a major motivation to entice students to greater involive-
ment in the process of education. Students, black and white; will
benefit from ethnic studies Programs. In other words, ethnic studies

is above all a pedogogical device and should be viewed as such.

Teacher Training

While this report has not focused ot teacher training as such,
we recognize that the single most important ingredient in the attain-
ment of the goal of curriculum for, a pluralistic society is the indi-
vidual classroom teacher. His or her willingness to serve as an agent

of change is essential if we are to have viable programs that 1nclude

- various ethnic groups. While a textbook can contrlbute to the under-

lying purposes of a program it is not a Panacea. The teacher remains
the key to the implementation and inauguration of this course of action.
It is the teacher who can demonstrate that change has been a univetsal
condition of human society throughout time. It is the teacher who per-~
mits the past to be understood on its own terms without the dlstortlons
of biases. imposed by middle class mores. It is most important that we
develop teacher training and retraining programs that develop the kinas

of competencies necessary to teach in ethnic studies Programs. It is

~essential that we have teachers who Pay special attention to their own
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objectivity and subjectivity in the interpretation cf the record

€:> nf ethnic groups.

.

Essential Decormendation s

The implications of this stﬁdy have been developed at length‘and
in a variety of areas. As much as possible we have attempted to stav
close to the bcdy of data which is, of course, based oh the views and
perspectives of school personnel. We have, however, gone beyond these
data +to reiflect on reievant needs and problems. In closing .the most
salient of our sucgestions are presented in the broadest context
possible so that the development of a curriculum that reflects the
diversity of our population is properly seen as a wide rahging
challenge rather than a special problem.

.1, School administrators, especially those in charge cf
curriculum and instruction, must assume the basic
responsibility for ethnic modification of the curri-
culum. It is clear that our findings and those of
other igvestigators agree that parents and students are .
rarely in a position to provide this kind of judgement
except as contributors to a balanced effort, but one
which is directed by educators. However, sucli res-
ponsibility does not preclude accountability - account-
ability to the students, to the public - if indeed
cooperative approaches to the inclusion of ethnic studies
can be devised to provide such accountability.

2. Inasmuch as parents have a legitimate right to make
decisions about the education of their children, the
previous observation in no way precludes the participation:
of community groups in 'educational affairs. It is strongly
urged that parents as well as others in the communi ty
continue to engage themselves in the affairs of the school
by learning what is being done in the school so as to
enable them to help promote accurate teaching akout various
ethnic groups. '
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3. wWhile individual schools have a major role, the State
Department ot Eduvcation, the gcard of Regents rust also
assume responsibility by suggesting to the legislicature
that laws reguiring and recommending that the contri-

putions and achievements of ethnic minority grouvs be
' ijncluded in the curricula, specifically ED. L., 801-810
should be amended to include adeguate treatment of the
historical significeance and the participation of Black
Americans in American 1ife. It should be required that
ethnic minority group content be taught in both elementary

- . and secondary levels throughout the curriculum. Daficiency
in these areas should be considered in the accreditation
process.

4. A law should ke enacted requiring'local authorities to
select social studies and English textbooks which fairly
jnclude the achievements and accomplishments of ethnic and
racial groups. The Cormissioner of Education should be
required by law to make an annual random survey of sotial
studies textbooks used in the schools of the State to deter-
mine how well they meet the above objective.

5. A section on ethnic studies should b2 included on the
regents examination.

6. Teacher training institutions should develop and offer
@ . courses and programs in ethnic studies in education. These
courses and prcgrams should become a part of what 1is '
required for certification. Moreover, state educational
. jnstitutions of higher learning should actively recruit
and train ethnic minority group members who can begin to
£i1l the void in the distribution of ethnic staff members
in the schools. We encourage the use of career ladder
approach that provide the opportunity for paraprofessionals
to become teachers. . '

7. Although the thrust of this study has been propelled by
the necessity for inclusion and planning for ethnic studies
in the curriculum, it is a revision of our philosophy of
education which is the essence of the report. It seems
logical and appropriate that a pluralistic nation ought to
have schools that have a pluralistic curriculum based on a
philosophy that emphasizes cultural distinctiveness not
assimilation. The concept of the melting pot is not an
appropriate guide for new educational directions. It suggests
that differences that exist among Americans of varying back-
grounds can be ignored. It implies a cultural monologue
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rather than a cultural dialogue. True integration
is based on differences rather than sameness.

The blends and patterns of education which should
obscure former educational deficiences in favor of

a system of education that respects the life styles
of Blacks and other ethnic grouwms clearly necessitates
creative leadership. It is the commitment to such
patterns rather 'than the pdlendcswhich should be the
greatest concern for such leaders. The goal of
education must be to preserve the ethnic identity of
Black, Indian, Chinese, Japanese, Puerto Rican, and
‘Mexican Ame rican children through a curriculum that
emphasizes the value of cultural diversity.

The pressures that have led to ethnic studies programs can only
mean a healthy development for education. However, in dealing with-
almost any difficult problém that is striated by sharp emotional
conflict there is a time when it is easy to stop asking questions, to
relax the pressure, and to live with compromise. We may be in or
approaching that stage with the question of developiné ethnic studies
programs.in thé public schools. If a rgspite takes place, it will be

unfortunate because this relaxation often extends to a permanent truce.

"As in all areas of study and in academie disciplines ‘the search for

leéitimaté‘purposes and effective content must continue. At thié point
iﬁ 1971 we stili know very little abéut what can and ought to be done
in the way of designing and developing ethnic studies programs. And

we are unlikely to learn much more if we allow our interest to sub-

side as soon as the clamor subsides.
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'[ Objectives

APPENDIX A

)
INTERVIEW SCHEDULE

Time

Date

Interviewer

Person Interviewed

Position

We are interested in learning about the ethnic studies program
in your schiool. To begin, I would like to ask you a few questions
about the objectives of the program. Will you please tell me:

1. What are the stated .objectives of the program?

2. What are the primary objectives?

3. What are the secondary objectives?



4. Are the objectives ordered according to priority?
a. yes c. don't know

b. no + d. other (specify)

5. How were the objectives formulated?

6. Are the objectives logically related to the needs of the
" population served?

a. yes c. don't know

b. no d. other (specify)

7. What are the actual objectives of the program?

8. Do they differ from the stated objectives?
a. yes N "don't know

b. no ' d. other (specify)

9. If yes to question 8, ask: How do they differ?

~10. Did implementation realities cause modifications in the '
objectives that were eventually pursued?

: . a. yes c. don't know

b. mno d. other (specify)




Program
Development

11. If yes to question 10, ask: What were these implementation
realities?

12. What were the modifications that they brought about?

13, What were some of the factors that led to the initiation of
the program in this school?

a. Was part of a d;strict-wide program

b. Was the decision of the administration
¢. Was suggested by a teacher(;)

d. Was requested by community members

e. Was requested by students

f. Don't know

g. Other (specify)

14. Was there any group(s) that specifically requested the
4pitiation of an ethnic studies program in the school?

a. Yes c. Don't know $

b. No (Go to d. Other (specify)

Question 4)
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' 15, If yes to question 14, ask: Wnat group(s) were thney?
| a. PIA

b, PA

c. Informal parent's group

d. Comnunity organizaticn

(specify)

e. Teacher organizaticn
f. Teacher's union
g. Students

h. Other (specify)

16. How were ideas for the program derived?

e a. Investigated other ethnic studies programs in the
et S B I district and/or state,
> 4 .
@ ‘ b. Requested help from the State Department of Education

in planning program.

c. Requested help from a college or university in planning
program.

d. Attended conferences/workshops on ethnic studies programs.
e. Was the joint effort of teachers and administrators.
f. Was the work of the school curriculum‘committee..

g. Was the joint effort of community representatives and
curriculum committee/teachers/school administration.

h. Don't know.

i. Other (specify)

17. Who were the initial participants in the planning phase
of the program?

o a. District administraters  e. Teachers
é - b, Local school board f. Parents
é éﬁ, ¢. School adwministrators - g, Community tepresentatives
é d. Curriculum committee h. Don't know

Q

[ERJ!:‘ ' i. Other (specify)




-

18, Were opinions sought from community ethnic groups regarding the
development of the prcgram?

a. Yes c. Don’t know

b. XNo (Go to d. Other (specify)
question 20)

19, 1If yes to question 18, ask: What groups were consulted?
&, Blacks 4, Averican Indians
b. Puerto Ricans . e, Chinese g. Others (specify)

¢, Mexican-Americans £, Japanese

20, What data were used as a tasis for formulating the present program?
a, Make-up of school population
b, Location of thg school
c. Curriculum evaluation or survey
d. State or national trends in education
e, Don't know

\ ) £, Other (specify)

21, Were there any organizational problems evident in the initial phase
of the program?

a, Yes ¢. Don't know

b. No d. Other (specify)

22, 1f ves to question #21, ask: What organizational problems were
evident in the initial phase of the program? '

,ﬁ@; Program 23, Was there a planning pcriod for the program?

a. Yes c. Don't know

b. No d. Other (specify)




24.

26,

27.

28,

29.

If yes to question 23, ask: How much time was there between
the initiation of the planning period and the starting date
of tke progranm?

>

a. less than a week d. three weeks

b. one week €. omne month

¢c. two weeks ) f. more than one month
(specify)

Did any of the professional staff participate in planning
the program?

2. Yes c. Don't know

b. No d. Other (specify)

1f yes to question25, ask: What roles ¢id the professional
staff play in planning the program?

a. worked with communiiy representatives to set policy.
b. worked on committee to develop curriculum.
c. helped to select instructional material.

d. other (specify)

Do the staff members have any influence in shaping the
program’'s direction? )

a. Yes ¢. Don't know

b. No d. oOther (specify)

I1f yes to question27, ask: How much influence do staff
members have in shaping the program's direction?

a. Very much d. A little
b. Much e Very little
c. Somewhat
Are the program's goals and purposes realistic?
a. Qery realistic
b. Realistic
¢. Not very realistic

d. Very unrealistic
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30. How are the goals and purposes of the progran related to the
way it was implemented azd operated?

31, Were the program goals (objectives) adequately implemented?
) A .
a. Yes c. Don't know

b. No d. Other (specify)

32, How were staff members deployed.to iosure program outcomes?

Relate 33, In what other activities related to the program axe the
Activities
students engaged in?

34, Are the activities related to the program sbjectives?

a. Yes c. Don't know

b. No " d. Other (specify)

35, If yes to question34, ask: How are the activities related to the
program objectives?




e
9 36.
37.
38.
qﬁ’ 39.
Teaching
Techniques 40,
41,
42,

Are the progran activities appropriate to ueeting the needs
and interests of the specific ethnic group as well as the
rest cf the student popuiation?

.

da. Yes c. Don't know

b. No d. Other (specify)

If po to question36, ask: How are the activities
inappropriate?

Have any program activities been.altered to make tham more
appropriate for the population served?

a. Yes ¢c. Don't know

b. No d. Other (specify)

If yes to question 38, ask: 'How are activities altered to
make them more appropriate for the population served?

What teaching technigues are used to achieve the anticipated

- (desired) (projected) change?

Are the teaching techniques approﬁriate to meeting the needs
and interests of all segments of the student population?

a. Yes Ce . Don't k“ow

b. No d. Other (specify)

If no to question 4l,ask: How are the teaching tochniques
inappropriate? :
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43, Were any teaching technigues altered to make them mrr2
appropriate fer the pogulation served?

a. Yes s+ =, Don't know
b. Yo d. Other (specify) T —
44, If yes to questioné3, ask: How are teaching teahnd
- altered to make them more apprepriate for the papu.
served?

Instructional
Resources 45, Are there adequate instructional resources available to
: achieve the program objectives?
e . a. Yes c. Other (specify)
b. MNo
46, Do you have any difficulties in procuring the necessary
materials?
a. Yes c. Other (specify)
b. No
47. 1f yes to question 46, ask: What kinds of difficulties?
48, Are special resources or materials used for enrichment as
well as part of the regular instruction?
a. Yes c¢. Don't know
{E) - b, No d. oOther (specify)
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Q 48, If yes to question48, ask: How are the special materials
used?

50, To what extent has the program achieved its objectives?

a. completely d. not at all
b. partially e. don't kuow
c. little f. other (specify)

Program 51, To what extent did the program activities concribute to
Outcones the attainment of the project objectives?
@ . a. completely d. not at all
b. partially e. don't know
c. little £. other (specify)
52, Were any changes in pupil behavior expected as a result
of the program activities? )
a. yes - : c. don't know "
b. no -~ d. other (specify)
53, If yes to question 2, ask: What changes in pupil behavior
were expected? o
e . 54, Were zay changes in pupils' academic achievement expected as
| ‘\3 a res:lit of the program activities?
a. Yyes c. don't know
»\‘1 M
: b. no d. other (specify)
EMC , (sp y
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55, If yes to guestion54, ask: What changes in pupil perforrwance
were expected?

>

56, What measured changes in the behavior of the participants
resulted from the program activities?

a. 1increased atteundance
b. more positive attitﬁde toward education
c. better rapport with professional staff
d. no measurements appliled

. - e. don't know

@ ' . f. other (specify)

57, What measured changes in the performance éf the participants
resulted from the program activities?

a. increased reading scores
b. greater use of library
¢. more creativity

d. no measurement§ applied
e. don't know

. £. other (specify)

58, Were there any environmental changes evident as a result of
the project accivities?

a. yes e don't know

b. no d. other (specify)'
(:b sg, If yes to question58, ask: What were these changes?

145



1-12 (1)

»

ot
]
bt

: e
UO00O0s00 O O 0O Ogo g Qg

1-14 (&

REREREN

APPEXNDIX B

ETHNIC STUDTIES IN EZLEMENTARY AND SECCNDARY SCHOOLS

Iy

Place a check in the box in front of the sentence that best describes your
approach to ethnic studies in the curriculun,

a, A district program conducted outside your school sponsored by funds from
Federal, State or other sources.

b. An informal approach outside the regular curriculum including assemblies,
ethnic clubs, etc, .

€. Provicion for ethnic instructional resources and materials such as books
and films, with no specific foeus on progran,

d. A shared learning program with another school(s) that has a predominance
of ethnic students,

e. A team teaching approach to at least one course that involves some
: combination of disciplines such ag Black history, art, music, etc.

f. Integration of ethnic studies into regular or traditional courses in the
curriculum, ’ .

g A sevies of courses aimed at specific teaching about an ethnie group.
h. A cowbination of items f and .

How long have you had an ethnic studies program?

a, omne yeér . [:] d, four years
b. two years D e. five years or more

c. three years

If you checked "£' in question 1, what specific courses contain ethnic
studies unitg? ' o

a. History I:] e, Music

b. Social Studies [:] f. Mathematics

c, Literature [J e. Sc:;’.'ence

d. Art [ n. other (specify)
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1-15 (4) 1f you checked "h" in questicn 1, what courses do you offer?.

E.

b,

Ce

d.

€.

1~16-17
(5) Total nunber of professional staff in your ethnic studies prograz:

1.18~19 :
(6) Total number of minority group members on the professional staff of ycur ethnic
studies program:

1~20-22
- (7) Total number of professional staff in your school:

1.23-24
eﬁ’ . (®)

Totzl number of minority group members on the professional staff in your
school: ,

1-25-28
(9) Total student enrollment:

1-29-32
(10) Total mumber of minority group students:

1-33(11) Are your ethnic studies program or courses:
[:] a. required (:] b. elective

1+-34~35 : L
(12) Percentage of total student body participating in ethnic studies progran:

1-36{13) 1Is your ethnic studies program funded by:
D a. Local school funds S D ¢, State funds

[:] b, Federal Funds [:] d, Other funds(specify)
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97 (14) Do you employ para~professionzls (parents, teacher aides, etc.) in your
ethnic studies program?

a, yes b, no
1-38-40 D D

(15) Total number of para-professionals in program:

1-41-43
(16 Total mumber of minority group para-professionals in program:

1~44 (17) Toward what group(s) is your ethnic studies program orieated?
[:] a, Black [:] d. American Indian
D b., Puerto Rican [:] e, Japanese
D c., Mexican american D f. .Chinese
1-45 (18) The program was started by:
[j a, Community pressure
CJ b, Student demands

B ‘

e D c. Faeunlty requests

] ¢. other (specify)
1-46 (19) What person or groups are involved in the process for adding to or
revising your curriculum?

[:] a. Curriculum director [:] e, Teachers' and parents' 'com:nittée
D b. Departmental chairmen D f. Superinter;dent of Schools

D e, Principal [:] g. None

D d. Teachersf Committee D h., Other (specify).

[:] - Elementary

D Intermediate or Junior High School
School:

NANE TYPE []  High School

Address:

Name of Individual filling out questionnaire:

sition:
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Mailed Questionnaire Sample

REGION Proportion of 420 S:mple
cg? New York City
New York City 129
bd
LONG ISIAND - 73
Nassau 38
Suffolk - 35
- ROCKLAND/WESTCHESTER -26 6
Rockiand
Westchester ’ 20

MID HUDSON -21
Col mbia
Duchess
Greene
Orange
Putnam
Sullivan
Ulster

BN ped O\ o ped

CAPITAL DISTRICT - 20
Albany :

@ " Rensselaer
Saratoga
Schenectady
Schoharie

Warren
Washington

DO e DN S GY N

NORTHERN REGION - 11
Clinton
Essex
Franklin
Jefferson
Lewis
St. Lawrence

G et ()t et NI

MOHAWK -~ 12
Fulton
Hamilton
Herkimer
Montgomery
Oneida

N=NON

(> BINGHAMTON - 11
, Broome 7
Cherango

Q. Delaware
EJXU; Otsego

N~




RECICY Proporticn of 400 Szoole

<> ELMIRA - 11
' Allegany
Ctemung
Schuyler .
Steuben
. Tioga
Tompkins

NN WO W

ROCHESTER - 26
Genesee
Livingston
Monroe 1
" Ontario
Orleans
Seneca
Wayne
Wyoming
Yales

S e NS N

SYRACUSE REGION - 20
Cayuga 2
Cortland 1
0 Madison 2
v Onondaga 12
Oswego 3

BUFFALO - 38
Cattaraugus 3%
Chautauqua . 4
Erie ' 25
Niagara : 6
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Districts

Broome County
Binghamton

Clinton County
Plattsburgh
Peru I ‘
Flusable Valley

Erie County
Buffalo
Monroe County
Rochester

Nassau County
Glen Cove
Hemstead 1
Hemstead 8
Hemstead 9

- North Hemstead 3

New York City
Rockland County
Orangetown 8

Suffolk County
Babylon 9
Brookhaven
Huntington 3
Islip 12

Westchester County
Greenburgh 8
Mount Pleasant
Mount vernon
Scarsdale
Wwhiteé Plains

School
The

APFEXNDIX D

Districts Included In
Interview Sample
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