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This report is the result of concentrated cooperative work by tre 31 people who attended
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Frances Newton, Curriculum Supervicor, St. Teresa Academy, East
St. Louis, Hlinois

Dierdre Perry, Student, Cleveland Urbar Learning Community, Cleveland
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Bill Phillips, Principal, Marshall-University High School, Minneapolis,

" Minnesota '

Jim Robbins, Director, Technical Assistance Group, Quality Schools Network,

Office of the Superintendent of Public Instruction, Springfield, {llinois




Bob Schwartz, Special Assistant for Educa*ion, Kevin White, Mayor of Boston,
Massachusetts »

Ethan Seltzer, Student, Marskall-University High School, Minneapolis,
Minnesota '

Ruth Steele, Administrator, Parkway Program, Philadelphia, Pennsylvania
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Eva Travers, Alternative School Project, Philadelphia, Pennsylvanio
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Steve Wilson, Research Associate, Center for New Schools, Chicago,
inois

Tom Wilson, Executive Associate, Center for New Schools, Chicago,
Ilinois

Glorianne Wittes, Director, Center Associates, Ann Arbor, Michigan

Scul Yanofsky, Director of Research and Planning, Pennsylvania
Advancement School, Philadelphia, Pennsylvania

Darryl Young, Teacher-Director, Farragut Outpost, Chicago, llinois

The outstanding work of these individuals has made this useful report possible.
Naturally, Center for New Schools, which prepared the report, takes full responsibility
for its content.

The Conferecnce is especially grateful to Paul Coste and to UNESCO for providing

ideas, encouragement, and financial support that made this meeting possible.
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I. Introduction: The Current State of Alternative High Schools

Center for New Schools began planning for the recent conference on decision-makirg
in alternative secondary :r.chools based on an analysis of the current state of the alternative
school movement. This perspective was generollf shared by the individuals who atiended
the conference.‘

At the present time, the number of alternative schools is increasing at a tremendous
rate, both inside and outside the public schools. The alternative school has become the
latest educational fad, which is in the pro;ess of being marketed for mass consumption,

At the same time, the "pioneers” of the current clfern.ctive school movement (schools
that have now been in existenc= for two or five years) have experienced severe difficulties
in putting many of their ar"itious ideas into practice. With respect to the goal of involv~
ing students, staff, anc arents in decision-making, the types of difficuities that have been
gncountered will be anc vzed in detail in Section 1V. Some general patterns that run
through many specific problems experienced by alternative schools should be clarified
briefly. however, to help the reader understand the frame of reference for the conference.

Many of the alternative high schools represented at the conference were formed

primarily as a reaction against the inhumanity of the conventional school. As one teacher

]Needless to say, it was not shared by cveryone at the conference. In summarizing
generally shared view points that we emerged from the conference, we will omit the constant
qualification of statements with phrases like "Most participants felt that.,..", "While a
few’people disagreed, ....", etc. When there was substantial disagreement on a point, we
will describe the differing opinions presented.
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put it, "We were a lot more certain about what we were against than what we were for, "
Thus, people iried to build their schools as the opposite of everything the traditional school
stood for. In planning sessions, the argument "That's just like the old school" or "Take
attendance! That's just what the old school does." wwally carried the day. . Alternative
schools have since discovered that you can't build o new community merely by opposing
everything the old one stands for. The nzed to develop positive alternative practices has
become apparent,

Coupled with the unsuccessful attempt to build an alternative learning community

as ﬂ;e negation of traditional schools has been a misplaced in "natural organic growth" as

the solution to a!! problems. People began with the belief that once they were freed from the
restrictions of the conventional school, once people coﬁld relate to each other "openly and
naturally”, a beautiful new lc_acrning community would emerge. Agoin, the diffiéulfies

with this approach as it relates to decision=making will be spelied out in detail in Section

IV. In general, four problems have been encountered:

1. Even when teachers and students leave traditional schools, they still bring with
them their past experiences, attitudes, strengths, and weaknesses. These char-
acteristics often emerge in the new situation rather than some “natural" man or
woman. For example, one serious weakness of teachers and students in alter-
native schools has been their limited capacity to work cooperatively, which
can be traced, we feel, to the very limited preparation for cooperative action in
the American culture.

2. Alternative schools have discovered that certain functions (for example, the

counseling of students about. options available in the program) must be carried out
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for the school to survive and to reach its goals, and thet fheré are only a limited
number of approaches that can be used to carry out these functions effectively.
This reality implies careful planning and training to achicve desired goals. |t
conflicts with the idea that good ways.of doing things will emerge naturally and
spontaneously, that "anything that happens is the best possible thing that could
have happened. "

3. Unstructured "natural" development puts tremendous strains on participants, It
produces exhaustion and a high rate of attrition on alternative school staffs. Many
alternative school staffs have turned over completely in a period of two to three
years,

4. Many values and approaches that have been dybbed "natural® by the.initiators of
alternative schools reflect, in reality, the particular world-view of the American
white middle class. For example, the privileged social position of middle class
hip students allows them to down grade the importance of making a living,
learning to read, etc. This class-biased viewpoint is dangerously misleading
in developing an educational program for an alternative school that serves other
than privileged white students.

These shortcomings have recently become clear to many individuals working in alternative
schools, and they are trying to refine and alter their approaches to deal with these realities
- without losing sight of thoir original goals.

Most alternative schools began in relative isolation from each other. Within the past

two years, however, many have had @ chance to share their experiences at conferences,

through visits to other schools, etc. Through this contact, they have discovered surprising
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similarities in the specific ways in which they had tried to do things and in the results of
these efforts, For example, many schools initially tried to govern themselves with some
type of community meeting, but the community meeting approach disintegrated when people
b.eccme frustrated and stopped attending.

This similarity of experience was especially surprising to alternative school people
because of another widely-shared ' initicl belief. [t has been widely assumed that each
school would develop a unique learning community based on the particular set of people and
circumstances in its local situation. The surprisingly simiiar patterns of development observed
in alternative schools (including serious problems that con:tantly recur in schools at certain
stages of development) suggest that alternative schools must begin to learn from each other's
successes and fcilure; if they are to become a viable option for a significant number of
students. Such productive sharing of es:perience is extremely rare at this point, Schools
;tcrted within the past year are still learning little from the experience of existing schools.
They are beginning with the same set of deceptively simple ideas that have drained the
energies of their predecessors. The rapid expansion of alternative schools at the present
time further decreases the chances for a healthy alternative school movement to develop.

If thehistcry of previous educational fads provides any clues, mass marketing of alternative
schools will mean further dilution of their original gbcls and ideas and the development of
aldernative programs under conditions that will incréase their liklihood of failure.

In attempting to alter this likely chain of events, many within the alternative school
movemgnt see the necessity for schools to begin to learn from each other's experience. The
clternctiye school movement needs to develop a "trcdifion" that will allow a greater per~

centage of sshools to survive and to reach their amibtious goals. This tradition should spell

.
N
S
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out in great detail those approaches to developing a healthy learning community that work,

It should warn people away from mistakes of the past. This pressing need to share alternative

I
school experience was the stimulus for the conference on decision~making.




-_————
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ll. Rationale and Structure for the Conference

In the pas: two years, many people working in alternative schools have had the chgnce
to share experiences on a wide range of topics. One such opportuni ty was a conference of
six alternative high schools held in Philadelphia in June 1971, hosted by Saul Yanofsky of
the Pennsylvania Advancement School and supported by UNESCO. Such meetings convinced‘
those who attended that there were many common threads in their experience and that they
necded to share their common experiences systematically with each other and to somehow
communicate with additional alternative schools, including those just starting. One idea
that was suggested to help achieve this objective was to hold a series of meetings focused
on specific crucial topics in alternative school development,

Subsequent conversations and correspondence between Paul Coste of UNESCO, Bob
Schwartz of Adams High School in Portland, and Center for New Schools resulted in the
"Confgrence on Decision-Making in Alternative Secondary Schools." Decision-making
was selected as a topic for the first focysed conference because shared decision-making
has been an important objective of many alternative schools and because many probiems
hove been encountered in putting the idea of shored decision-makina into practice,

Center for New Schools took responsibility for selecting participants, for esmblzfshihg
the format for the conference, for making administrative crrcragements for the confgrence,
and for leading initial conference groups. One important decision that was made was to
devglop a working conference focused specifically on decision~making in which an important
goal wis to develop generalizations'that might be of use to other alternative schools. Thus,

!
the Centgr pressed conference participants to record and analyze their experiences and to



sce themselves as a working group that was developing some usefyl ideas that could be
eommunicated to others, not merely sharing experiences for the primary benefit of those
actyally in attendance. Three m.efhods were used to record information:

1. In quastionnaires distributed before the conference and as part of the warking
scssions on the first day, participants recorded information about their sehools,
the history of decision=making at their schools, and specific examples of their

! involvement in decision-making. |

2. Notes were taken on all conference sessions.

3. Participants were asked to write position papers and other commentaries based
either on the work of a group of participants or on their own individual ideas.

Other considerations that went into the conference planning were as follows:
1. Divarsity of Participants: Starting with the assymption that t~hosc; who attended
~ should have had extensive direct experignee in alternative schools, we attempted
to bring together a groyp that would be diverse in terms of region of the country,
typc of school, race, sex, and role in the school, The participants are listed
at the béginning of this rgport. Someg basic characteristics of the schools that
were represented are listed in Appendix A,

2, Balgnce betwegn pre=-planning and participation in decision-making by those in
attendanee. The Center clarified the overall goals of the conference and planned
and led the activitics on the first day. At that point, a steering committee of

| confergneg participants Wcs elected to set yp those activities for the second and

third day that coyld best mget the conference's objectives.
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3. Conducive conference setting. To promote uninterrupted discussion among par-
ticipants, the Woodstock Center was selected as the site for the three-day con-
ference. Woodstock Center, operated by the Sylvia and Aaron Scheinfeld
Foundation, was specially designed for small conferences. It is located in a
rural section of lilinois 60 miles from Chicago.

4. Working papers. To help provide an initial focus for the cenference two case
studies ¢7 decision-making in alternative schools were prepared. "Student
Involvement in Decision-making in an Alternative High School" by Steve Wilson
of Center for New Schools focuses on Metro High in Chicago. "Decision-making
at Adams: Confessfons of an Ex=Principal" by Bob Schwartz focuses on Adams
High in Portland, Oregon. Both are available from Center for New Schools.

A more detailed outline of the conference format, together with the mdin results of a

conference evaluation, are presented in Appendix B.
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Il. The importance and Scope of the Decision-making
Issue in Alternative Schools

Among the initiators of alternative schools, emphasis on the need for shared decision=
making has been justified partly because it is intended to help the student become more
active in decision-making in later life. Students can hardly be expected to become active
and independent in shaoping their life as adults, the arguments runs, unless they help shape
their lives in childhood and adolescence. However, alternative schools do not see
education during adolescence merely as preparation for Iater life; they view widespread
involvement in school decision-making as having several immediate benefits. The initiators
of alternative high schools have generally felt that alienation and disintegration within the
conventional high schools result to a large extent from authoritarian top-down organization

that leaves both staff and students largely : powerless in shaping important decisions that

affect their lives. Thus, the effort to develop a shared approach to decision-making has
bzen considered vital both as a basic precondition for o vicble learning community and
as a means for preparing students to become more active decision-makers in later life.

In some schools, the initial commitment to shared decision-making has been con-
sidered the primary objective of the whole venture, Thus, staff has been willing to endure
high levels of disorganization and sometimes to risk total collapse of the school program
trying to deveiop an effective procedure for shared decision-making (or waiting for one to
emerge).

* However, ‘even if decision-making had not been such a salient initial concern for
alternative school people, it would have inevitably become o central concern. Research

ERIC
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on organlzations of all types emphasizes the central role of making, implementing, ona
monitoring decisions in the survival and effectiveness of organizations. Thus, the attempt
to create an alternative school automatically involves staff, students, parents, and others
in issves related to decision-making.

In thinking about the range of decision-making issucs that arise in an alternative
school, it is useful fé start with a rough classification of three different levels of decisions:

Level of Decision Example

Individual Student decides where to ecat lunch.

Teacher or student feels someone needs to stop
people from throwing junk on the floor and
begins to talk with people about this.

Student chooses @ course schedule for himself
from the schooi's catalogue.

Student decides he wants to develop an
individual placement for himself and pursue it,

Teacher decides to help a student obtain an
abortion.

Director decides that for the sake of efficiency
all the locks on students' lockers must be com=-
bination locks-and that all combinations must
be on file.

Group Students decide with a teacher on mytual
responsibilities in working on a particular project.

A group of students who are close friends decide
to take a weekend cumping trip and get a
teacher to go along.

A group of students who are friends begin to
plan o semi-formal dance for the school on its
second anniversary.
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Institutional Even though there is a rule set up by the
community council about not bringing drugs
into the school, most students feel its OK if
you're careful.

Seclection committee decides who will teach
at the school the following year.

All-school meeting decides that people have

a responsibility to attend classes they chose

at the beginning of the year.

Community council decides that people shouldn't
hang around the lobby of the building and asks
teachers to enforce this rule.

All threc levels of decision-making were discussed at the conference, but the major

emphasis was on institutional decision-making. The sharing of experiences among conference

participants revealed several common patterns for the development of institutional decision=~
making that had been reinacted at most schools represented at the conference. Typically,
the initiators of the school began with a commitment to democratizing their governing and
policy-making, committing mych time und emotional energy to the full discussion of issues
to be decided. Most schools attempted to involve bofH students and staff in this process;
in some, the emphasis was primarily on involving staff. The forum for this democratic
process was a whole-community or whole-staff mceting, in which the attempt was made to
decide all important policy questions. Two major factors limited the effectiveness of this
approach, The first wes the extreme difficulty of making policy in o large meeting. The
second was the limited interest many stydents had in becoming involved in decision-moking
oncé fhe petty rules of H.\e f'rcditic—)nc.l school (e.g. dress code, hall pcsses, etc,) had been

eliminated,
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Typically, the all-communlty meeting was soon characterized by poor attendance
and short tempers, At the same time, problems crucial to the school's survival and effective~-
ness were generally reaching a crisis stage. The need for an cltérnctive approach to decision-
making became apparent, This second stage could take one of several forms. The most
common pattern seems to be for the staff to slowly take over the bulk of decision-making
activity, with a few interested students continuing to take part in staff deliberations, Staff
mectings and staff committees thus beccmé the locus of Jecision-mcking. In some schools
where staff assumed the major decision-making role, the majority of the stoff remained in-
volved. In others, o few azministrators or teachers began to moke most decisions.

In a few schools, the second stage has maointained significont student ond! parent in-
volvement in governance by creating a governing board or committee system where certain
positions must be filled by students and/or parents,

Whatever the soecific structure for governance in the second stage, it reflected a
nartowing of the number of students, staff, and parents oct'ively involved in decision-
making. Responsibility had, in fact, been delggated or assumed by o subset of the total
school commuynity.

Saul Yanofsky syggestcd that this second stage requirés three basic conditions to make
it work:

1. General agrecment regarding the basic goals and priorities of the institution,

2, A high level of trust, so that people no fonger feel they have to be personally

involved in every decision.

3. A communications system that effectivgly receives suggestions and complaints from
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the community and feeds back information on decisons reached and action that is
expected from community members. |
I these conditions are not present, he suggests, the school will enter o third stage. |t is
characterized by constant complaining by staff and students, low morale, non-compliance
with decisions made by the governing group and statements. of ‘indifference about the fate
of the school ("I don't care what they do; I'm just gcing to teach English” or "I'm just going
to get my credits and get out of here "). It is difficult for a school to function effectively
and sometimes to survive in this third stage, It is also extremcly difficult to pull out of it.
This analysis is of course over=simplified, but it will provide a framework for the com-
plexities that will be analyzed in the next section. Despite the over=simplified nc'ure of
this model, one should not lose sight of the surprising similarity in the patterns of develop-
ment observed in alternative schcols with respect to decision-making, The direction of
“organic, natural" development is, in fact, highly predictable, and these predictchle

results make the ambitious goals of alternative schools very clifficult to achieve,
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IV, Some Specific Prablems and Some Suggestions

This section presents the majar results of the conference discussions. Several points
should be kept in mind in reading and applying these ideas. First, we have been selective
in presenting issues and ideas that were discussed. There arc over 250 pages of typed and
hand-written notes and comments from the conference, many cantaining ideas and arguments
that would heve to be greatly elaborated to make sense to someone who was not present.
Rather than attempting ta cover 60 or 70 different issues in highly condensed form, we have
chosen several that seem most central. Second, since peaple divided into work groups,
the pesitions taken on specific issues mcy not reflect the ideas of everyone present. The
reader shculd assume that there was some disagreement and qualification of every statement
that is presented. Third, conference participants ware tentative in many of their statements,
particularly those about different ways of coping with the problems they have experienced,
Thus, no one sees these comments as the last word on any issue, We hope rather that they
will be taken seriously as a starting point for thinking about ways that decision-making in

alternative schools can be strengthened.

The Ingredients

As we indfccfed in Section |, the development of decision-making in alternative
sehools is strong'y influenced by the initial attitudes and skills of bath staff and students,
The development of decision-making is also influenced by what we've called the institutional
context. The relationship between decision-making and each of these three dimensions--
student attitudes, staff attitudes, and the institutional context--was discussed extensively at’

the confcrence.,
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Spudent attitudes about decision-making: The attempt to involve students in decision-making

in alternative schools has run into many difficulties, One of two working papers prepared
for the conference wus a case study of Metro High School, entitled "Student Involvement in
Decision-making in cn Alternative High School". Most participants feit that the conclusions
reached in this analysis of a particular school closely reflected their own experiences in
atempting to invclve students in decision-making. Because of the general relevence of
this study, the participants recommended that it be carefully considered by other alternative
schools. One important theme of the Metro study that was widely discussed at the conference
were the initial attitudes about involvement in decision-making that students brought to
alternative schools as a result of their past experience. Without attempting to repect the
detailed analysis in the Metro study, we have listed below some points concerning students'
attitudes about decision-making that are *ypical of the schools represented ot the conference.,
1. Coming from regimented traditional schools, the students' major initial concern
in the alternative school was to gain autonomy in areas touching their daily
personal lives (c.g. freedom of movement, dress, expression, association). Since
alternative schools began by granting freedom in these areas, the interest of the
majority of students in other areas of decision-making (e.g. curriculum) was
extremely limited. Thus, ¢ common pattern was the attempt by staff to think of
ways of involving students in decision-making to which the students generally
responded with indifference.
Example: After an c’tempt to involve students in decision=making through ali-
school meetings failed, staff members encouraged students to form a representative

government, Most students were indifferent to the idea but went along with the
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selection procedure for the government. The students ¢lected met once, and never
set a time for o seeond megting,

2, Stydents generally saw their most desirable role in decision-making not in terms of
developing detciled programs and carrying them out, byt in terms of bringing
problams to the cttention of the staff (of griping to the staff) and then turning the
rusponsibility for formal decisions and action over to them,

Example: As one student put it, "What you got to do is to make decisions, Then
if we <on't like it, we'll let you know. You do something and we'll react.
Students don't dig sitting in meetings and stuff."

3. One of the deterrents to the development of o formal mechanism far students par-
ticipation in government was the students' strongly negative experiences with
student governments in their old schools. Staff and those students pushing student
invelvement were never suceessful in communicating an alternative image of what
a governmgnt coyld be to the majority of students,

Example: Sorﬁe. stydents intergsted in sports were talking informally, expressing
dissatisfaction that their olternative school didn't st aside money for sports equip=~
ment, An observer asked why they didn't start some sort of student government,
The students group agree:! that student governments never Jo anything except
moke rules and front for the administration,

4, Closely related to students' distrust of governmental structures, sehool-wide policies,
etc, was ¢ pers;onol ethic that con be summerized by two current cliches: "do your

own thing" and "hang loose." Many students saw the ideal community os one with

no government, where everyone would do his/her own thing and all disputes would
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be settled informaily, This made it difficult to arrive at broad commynity under-
standings and to carry them out even when there was verbal assent to them. The
hang loose cthic glorifics reacting to the fecling of the moment und opposes
planning, rules, and structurcd meetings, Hanging loose further weakens any
attempt to create cn organized means for making ond carrying out decisions,
.Excmple: In a community meeting, students agreed that everyone had a respon-
sibility to attend the classes they had chosen and that students would talk to each
other about going to class. In practice, students found it impossible to confront
their friends in enforcing this understanding.

5. Students’ attitudes about involving themselves in decision-making varied between
student subgroups. Generully, those involved in decision=mcking in an clternative
sehool are hip white middle class students, whose concerns do not represent the
concerns of other stydent subgroups (e.g. white and black working ¢lass students),
Examples Through four different schemes for student involvement in governance,

a greup of 10 students in 350 were clways the.oneswho remained involved, They
were mostly white hip students unrepresentativg of the students s a whole, For
example, many stydents in the school were interested in having a football team
and ¢heerleaders, but thehip students who were most salient in decision-making
meetings thought thuse uctivities were corny,
These students orientations to deefsion-making contribute strongly to the typical patterns of
development skgtchgd in Scetion Il They are the forces that act "natyrally and organically”
to frustratg attempts to involve students in decision-mcking. Some of their remifications will

be discussed later, including the question of whether it is really worth the energy to try to

~Q lve students in deeision-making,

E119




-18-

Staff attitydes aboyt decision-making: The stcff members of alternative schools begin with

many crycial assets,” They cre dissatisfied with traditional education =nd dedicated to find-
ing other ways of teaching and learning. They want to work with and know students and
fellow teachers as individuals, to humanize education. They are willing to commit o great
deal of energy to moking the alternative school work, Most are willing to stay unfil 6 p.m.
or later cvery night, 7o endure endless mectings, to question just about every aspect of
their own behavior and of the structure of their schools.

Yet the staff members of alternative schools also seem to begin with some attitudes and
belicfs that limit their offectiveness in both decision-making and in other ospects of build-
ing an alternative school: |

1. In their desire to be open and non-authoritarian with students, they fail to make

full use of the competence they possess and the natural authority that comes with
their experience., ROH;E:I' than promoting student involvement by being non-
dircctive, such staff mgmbers help create a chaotic sehool community that drains
the limited energy of students and staff,

Example: Stydents in an ’urbcn,clterncfive school decided they wanted to go on

g camping trip, They asked a teaeher to go aleng. Most had ngver been camping
before. Howcver, they relicd on cverybody to bring what was needed; they
didn't elarify any responsibilities students would have on the trip; and at the last
minute, they deeided to let some additional friends go along. The teacher stayed
in the background, feeling the trip was the students' thing and they would learn
from their mistakes. The trip was fiosco. Some students got drunk and stole

cquipment from other students and other campers, A student cut his hand with an
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oxe ond a huge bonfire got out of control for a fe'v minutes,

2. Staff members incvitobly play a key rofe in decision-moking within the school
becousc of their centrol relctionship to it. They are constontly present ot the
school and have the best access to informotion that shopes decisions. They have
pondered the gools and ncture of the school exfensively, and heve highly devel-
oped iaeos about what the school should become. They hove o professionol stoke
in the school's success thot is not .;,hored by porents and students. Yet they ore

often reluctont to foce the issues of power ond autharity implied by their role.

One common consequence of this attitude is thot the s.aff's decision-making power
increoses informolly, without the students or the stoff themselves being owore of
its extent.

Eicmplc: After the town meeting failed, there wos never ony formol ottempt to
creote on olternotive. However, more ond more, the stoff mectings become the
key orcne for decision-moking. Few students understocd this, however; ond did
not hove o cleor idca where certoin key deeisions obout the school were being
made. Since the stoff's assumption of power was grodual, they never cleorly
stated and publicized the foct thot they were making key decisions obout the
sehool's future.

4; Staff members hove greot difficulty in working cooperotively. Although thef
talk o greot deol obeut community, the conflicting concept of "doing your own
thing" is whot stoff members rcolly oct on, Becausc of ever-concern obout any-
one bgcoming too powerful, stoff is extremely reluctont to delegate outhority ond

to ollow members of the staff to ossume o leadership role.
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Example: Some students complained that there was no quiet place tostudy in the
school, that some students turned cveryplace into @ lcunge and made it im-
possible to study. Staff mémbers agreed to keep several sections of the school
as quiet areas. How=ver, only a few followed through on this decision when it
meant confronting studenis. Two staff membeis told students they didn't agree
with the decision, and indicated to students that staff members who were trying
to follow through on the agreement were just too uptight.
4, Having cscaped from the shoney expertise of the traditional school, staff members
underestimate the nced for alternative forms of expertise in their own school .
They rely too much on the notion that any well-meaning "open" person can be an
cffective teccher, counselor, etc,
Example: The staff believe that any sensitive well-meaning person can counsel
students individually or in ¢ group. However, counseling groups that were set
uﬁ disbanded ofter «; year, with students complaining about aimless wandering
discussions and staff expressing the nced for more training in group leadership
and group proeess.
These attitudes of staff members, which have decisively influenced the patterns of school
development with respect to decision-making, will Lo Jdiscussed again in the analysis of
specific issues presented later in this section,

Institytional context: We have called the third main ingredient in the development of

alternative school decision-nﬁking the institutional context. It includes both those parts '
of the cutside environment that influence the school (school system, neighborhood, accred-

iting agency, foundation, ctc,) and some key planning decisions in the devclopment of an
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alternative school that set clear limits on what can be done in the school oneg it is operating.

Scme key aspgcts of an aiternative school's institutional context that affect patterns of
Y asp P

decision-making in¢lude:

1.

School size: 200 students scem to be the upper limit in sehool size before o
qualitatively different set of problems e.merge in decision-making (some would set
the limit much lower--at 50). 200 is the largest number of students that will
allow most stuclents and teachers to know ecach other at least by name and facce.
Within such ¢ community, many grievaneces and conflicts can be dealt with in an
informal face-to-face way. It is much casier for students within sych a school to
have a personal stoke in its operation, In large schools, many decision-making
megetings are preoceupicd with logistics, and the options open to people for
dealing with such issves as fighting and secyrity are severelx limited, A “school"
could bg composed of a nymber of units of 200 provided they are geographically

separated, But the mgre fact of having 1200 or 2000 students in ong logation is

-impossible to overcome, even with a house system or other means of sybdividing

stydents, '

Free choice of the school by students: Ideally, students shoyld have as free an
option as possible to choos¢ a perticylar alternative school. With sych free
choice operating, diffgrent alternatives can clarify at the time the stydent decides
whether or not to enter the school the type of education they offer and alse the
responsibilitigs they exéé?:t st‘udents tofulfill, -Based on thé .e);perience of sgveral
alternatives now in existence, the attempt to impose an alternative on a stydent

body that has no choice about whethgr to attend (e,g. by taking over a neighbor-
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hood schoo! through agrcement with the board of education) is unworkable.

In connection with this issue of student choicc, it should be remembercd that
few public or private schools can be chosen with complete freedom in the current
educational system. An alternative school may reprusent @ student's only viable
option, given repressive and dangerous treditional schools, compulsory attendance,
parental pressure, and the lack of meaningful job cptions for young bcople.

3. Student diversity: A hallmark of meny alternative schools has been their commitment

to attracting as cliveise a student body as possible in terms of race, ¢thnic group,
social class, and previous success in school. Particular alternative schoois have
been hard=-pressed to mect the necds of such diverse student bodies in onc scheol
program, and there is some evidence that it is the white middle class student who
benefits most in cach situctio.n. A different approach is to create a serics of
schools that make a greater attempt to elarify the types of programs they will
offer and students they can serve. The pros and cons of this idea are discussed

under the heading of Student Diversity later in this section and in the werking

paper contained in Appendix C. Whatever one's position on the issue of

student diversity, it is clear that the initial decision made about the student body's
composition is a crucial choice that affects many aspects of the school's develop-
ment including decision-making.

4, Physical Location: Tha choice of a location is a key consideraiion influencing

the decision-making process in several crucial ways. Survival in certain locations
dictates limits on student activity that often become thorny issues in alternative

schocls. For example, an alternative school within o traditional school must
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consider conflicts with conservative tenents that can result in eviction. Schools
located in areas with high burgiary rates must consider how they can work out

the concept of an open campus without losing all their equipment. Failure to
consider physical location ond to clarify the constraints it puts on people as a
condition for entering the school will result in constant hassels related to this issue.

Program history: Most alternative schools begin with no history of post eperation,

which is to their advantage. However, some alternative schools don't start from
scratch, For example, when a traditional school is designated to experiment and
a new staff is brought on, or when an alternative school in a crisis hires a new
director, key events of past history forclose certain options that may be possible
in a completely new alternative. For example, a large alternative public school
had several serious racial fights and a new director had been brought on. It
seemed clear to him thut one more incident in the school would result in severe
restrictions being placed in it, and he felt that he had to limit open access to
the school to outsiders and to make the rule that students had to sign in ot some
class or learning center at all times during the day. Others might have chosen
other responses to the situation, but the point is that past history places constraints
on alternative schools that connot merely be wished away.

Reiationships with Funding and Accrediting Agencies: Any alternative school is

constrained somewhat in its operations by its relationship to funding and accrediting
agencies. A public alternative must constantly fight to maintain its cutonomy in
the face of school board rules and decisions. A private alternative must expend

large amounts of energy raising funds from individuals or from other organizations.
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(e.g. when VISTA pays some of the school's teachers). No alternative then operates
"outside the system". Schoals merely choose the points at which they wish to relate
ta the larger socicty. Such relationships put important eanstraints on the school's
autonomy in decision-making. They force the schaol to constantly reconcile its

own cgenda with the agenda of othcr organizations and individuals. Survival

with integrity means that as many pcoplc as possible in the school undcrstand
potential internal/external contradictions so that they can be faced honestly and

reconciled in rlecision-making.
Some Specific Issues

The preceding discussion of three important ingredients fer alternative school decision-
making student attitudes, staff attitudes, and the institutional context=-should help clarify
the analysis of six specific issues in decision-making that received spccial consideration at
the confercnec. The following analysis of these issues can not be consideicd a blueprint
for desirable alternative school decision-making, but rather as an importunt but limited
starting point for further discussion, experimentation, and analysis.

Should students be involved in decision-making? The lack of initial interest in decision-

making that has been experienced in almost every alternative school caused conference
participants to xethink the rationale for student involvement and to ask whether it was really
necessary. Some people argued that the original rationale for invslving students was that
school initiarors had felt that students reclly wanted to be involved, that student involvement
wos vital tc the survival of the school. Bosed on their experience with widespriad student

apathy, they argued that it would be better to place decision-making clearly in the hands of




-25-

the staff and to devote more staff energy to finding out what students wanted through talking
and working with them, rathcr than constantly prodding them to become directly involved in

o formal decision~making ;sroccss. Other participants responded that they did not fecl a
viable school community could be created in the long run without dircct student involvements,
They presented two main arguments:

1. If stucdents' main avenuc for involvement in decision-making is through complaining
and expressing opinions to staff, thcy will, in the .icng run, see the school as
being governed arbitrarily and become alienated from it. Without bearing respon-
sibility for working through a decision-making proccss and carrying out decisions,
they will expect that their complaints will always be remedied without undet-
standing the difficultics involved in actually making and carrying out decisions.

2. Lower and working class students and ethnic minoritics get short-changed in
alternative schools. A decision-making procedure left primarily in the hands of
middle class teachers will reinforce the class-biased nature of many alternative
school practices.

The argument that it isn't nccessary to involve students in decision-making was
questioned from a sccond perspective. It was argued that cven if stucdent involvement is
unnecessary to make the alternative school work in the short run, it is necessary os a
preparation for later life. To fail tc involve students in decision-making, it wes argued,
was merely to reinforce the passivity students had acquired in the traditicnal school and
traditional culture. Two commentcries were written on this issue by participonts. Jerry
Fletcher discusses ways that alternative schools might preparc students to identify and to

actively protest significant infringements on humcn rights.
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Steve Wilson's papcr on Mctro, whilc bringing a gencral reaction of accuracy from
most people, is also profcundly disturbing in a numbcr of ways. One secms especially
important to me. Students only protest about trivial issues of personal comfort. As
long as they are comfortable, as fong as they have freclom to meneuver in their
individual expressive rcalm, they tend not te protest about other kinds of issues.

It could be argucd that our sccicty suifers from o similar inability on the part of
its people to identify and respond to significent infringemcnts of human rights, ... it
may not be a coincirlence that in school the same thing scems to happen. Students
only protest over creature comforts which affect them. ... Suppose we feciled that
possibly the most significant education for citizenship was the ability to identify a
significant infringement of human rights or basic American rights when onc is brewing,
and to be willing anc! able to protest in some significant way. If schools provided
training in such citizenship competencies, they would presumably provide opportunities
for protests about significant social issucs.

However, protcsts interact in complex woys with cnergy and emotional resources. ...
We o} too often assume that fighting for any cause is good cnd educational for students
(or that cny form of student decision-making is good). The assumption seems to be
that small successes lead on to large undd more significant successes, that practice
in decision-making on a smatl scale, in which a student is successful, will give him
confidence to take on increasingly more Zifficu!t dccisions; that successful protest in
small matters will lecd on to the undertaking of protest in more significant matters.

The evidence from Matro and Adams would scem to indicate that success in the

cxpressive, creature comfort area leads to aputhy. Passibly we should give much more
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thought to what kinds of expericnces in fact lead to an cnhanced ccpucity te undertake
more significant srotest, Alinsky's techniques, for instcnce, den't put people through
G long series of small srotests to train them for more significant undertakings.

The possibility of fatigue, of cnergy drain, is tco real, We ought to werk on the
issuc of sclcctivity, of how to know when o fight is sc important s to descerve the
expenditure of our limited emctional und ¢nergy resources.

Glorianne Wittes prepured a working poper expressing . consister.r point of view. She

distinguished the nolitics of crotest and the politics of institution building, She argucs that

the lotter may be more necessary for student involvement in alternative schools but that
“both are valid vehicles for change, and Loth should b encouraged in alternative schools. "
The politics of institution-lwilding shc argues, "rcquires ¢ different motivation, o morc

sophisticated awareness of means and ends, and an articulated ideology." She criticizes
the nebulous frec-flowing atmosphere of many clternative schools onc! feels that the sctting
of limits is healthy for studcnts' development, so long as their are clear avenues for the
resolutian of conflicts:
Tension provokes particisction in attempts to change the unpalatable situation,
Institutional structurc and constraints (provided they cre not unduly repressive) may
be more productive to tecch citizenship skills to kids than an environment which, like

a vacuum, noses No constraints to move ageinst, Compulsory attendonce, no smoking

)
rulcs, etc. may force kids ond staff to articulate values, to consider reclity pressures

and external constraints, ctc. and in some cases gencrcte active forms of studont

protest,
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To be accountable to students @ teacher must hold vzlues and demonstrate these
values in some sort of course structure, cluss requircments, ctc. Without these, students
Jon't know what to ¢xpcct from the tcacher ~r whet is expected from them. . Account-
ability builds in constraints, and with it, possiblc conflict between students and
tcachers. ...
Some specific suggestions for increasing student involvement in decision-making are
contuined in Scction IV of "Student Involvement in Decision-making in an Alternative High

School™. /dditicnal suggestions arc also presented in subscquent carts of this scction.,

Trust, Commitment, and Leo-lership: Participunts' comments about their schools focused

repeatedly on the gap between expressed desires to:form @ cammynity anc the actual be-
havior of staff and stuclents:
-==We jropose to e a community in oyr proposal, yct once @ stulent is in here, they
don't want to be involve! in becoming a community.
--=Thecre also cxists a problem in clarity among students concerning what is an
clt¢rnative and what is a copout,
-==We nced to -lcal with the gap between the fantasy and reality of love and community,
---There is a lot of sclfishness growing out of the concern for individual ficedom on the
faculty,
===There is too much love talk. Not cnough love action.
For Loth students and steff, “building a community" and "Zoing your own thing" comc
into constant conflict. Ir practice, staff and students are often unwilling to change their

own personal prioritics or habits for the goo:! of the community. For cxamplc, in onc school,

the following incicent occured:
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Within o few months gfter moving into a new building, the walls were covered with
marks and writing and the carpet with coffee and pop stains. Most students and staff
were dissatisfied with this si tuatio;w;. funds for recarpeting and repainting would not
be available for five years. Furthermore, the disintegration of the building left the
school open to attack by o hostile school superintendent who orgued that the alternative
school was demolishing a new building at a time when many kids had to attend pre-1900
schools. But from doy to day, it was impossible for studcnts (who talked a great deal
about devzioping a caring community) to kecp their feet off the wall, to pick up pop
cons so they wouldn't be spi‘lled, etc.
Teachers often follow the same patterns as students:
We tried to keep teachers' poperwork to a minimum, but one thing we really needed
werc complete information forms on courses pcople intcnded to teach., With 150
courses, missing information fouled up our wholc registration procedure. Even when
this happcened o couplc of times, though, o few teachers still didn't bother to get the
information in on timc or to fill out the forms completcly,
Semc might arguc that the issuc in these examples are not crucial; others strongly disagree.
The point is that the dynamics representcd by these examples constantly recur in alternative
schools. A situation likc the following onc is thc exccption rather than the rule:
During a basketball game two studcnts got into an argument. We have physical
education at a Y.M.C.A, If a fight brokc out (and students from the school customarily
scttled disagreements by fighting in their day to day lives), we wouldn't have had
facilities for gym. This would mean no crcdit and no gradation unless we found other

facilities. | chose to walk out of the gym and let them decide if a fight or o gym
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program. .. .1 hopc it helped them to sce that you cantglk things out without fighting

or that sometimes personal things must be sublimated when the goal of the whole popu-

lation is involved.
Staff and students of alterncive schools have been reluctant to deal dircetly with the low
lcvel of cooperation in altcrnative schools, since this reality runs counter to the alternative
school idcel-gy. For examplc, when a particular form of governance fails, the tendency has
bcen to try another fermal $tructure (¢.g. represcntation based on groups of friends rather than
diversc counseling graups) rather than to confront the lack af commitment to the community that
undercuts cach specific structural change.

One means for encouraging coopcration that has worked well in some situations, but
has serious limitations, is to appeal to the nced for unified action when the school's survival
ts threatened. |n a crisis situation, individual differcnces and concerns are submerged (c.g.
when the school might losc its building lease becouse of conflicts with other tenents). Appcals
to the school's survival also work well in the first year, when it may be operating on a trial
basis or under special scrutiny by thc community. But as time passes, appeals based on threats
to the school's survival lose their cffect. Furthermore, the frequent use of this type of appeal
suggests that in normal timcs strons ecoperative cffort in building @ community is not necessary.

Related to the problems of cooperation in alternative schools is the problem of mutual
trust. Because onc of the major shortcomings of the traditicnal schocl is its top=down authority
pattern, participants in alternative school have guarded carefully against any accumulation
cf power in the hands of onc person or group. This concern has unfortunately led in many
cases, to an extreme tack of trust. Thosc most conccrned about decision-making feel they

must directly participate in the formulation of ¢ven the tiniest decisions ond plans. They
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are unwilling to delegatc authority to their fellows tc work thesc things out in more menageable
groups and to allow individuals to play a leadurship rolc in rcaching decisions or carrying out
tasks.
But, as indicated carlicr, dircet democracy has not proved a viable means for operating even
a small altcrnative community. The failucr of the town mecting or the all-staff meeting, when
they are the only decision-making forum, diminishcs trust instcad of increasing it. (tis clear
tha: olternative schools must develop mechanisms for decision-making that will build trust
rather than diminishing it, and that thcse mechanisms must involve the willingness to delegate
authority and to allow individuals to assume lcadership.

If the observations in this subscction arc correct, then the participants in alternative
sehools necd to develop a much greater capacity for coopcrctivé action, sacrifice, mutual
trust, and willingness to delegate responsibility and accept leadership.  Once ogain, these

" They must be seen as explicit objectives to work toward

qualitics will not "emerge naturally.
and not as the obvious outcome of sinccre hopes and dreoms. The structure and practice
within the schools must reflcet these objectives, and staff and students will nced specific

educatian in skills related to achieving these difficult goals.

Clarity in Decision-making: Participants were agreed that one primary characteristic of a

successful approach to shared decision-making is clarity. This runs counter to the philesophies
of many alternative schools who pride thcmselves on lack of structurc and the fact that decisions
arc often made on the spot ondon a person to person basis rather than being structured and
institutionalized. The tacit assumption has been that al! structure limits freedom and inhibits

growth,
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Conference perticipants adopted a different viewpoint, They felt that some clorificction
and structure empowers pcople rather than limiting them. For example, if decision=-making
mectings arc always callcs! spontaneously, if the agendes of meetings aren't publicized, if
meetings arc long and rambling, if results aren't publicized, this free=wheeling approach
drastically restricts the typcs of people who will be involved in decisicr-making. Information
about times, places, and topics of mectings and information about what went on at previous
meetings will flow largely through informal friendship networks, often consisting of staff and
a few tuned in students. It will be difficult for other students and perhaps some staff members
to attend meetings that they chance to hear about when they are not certain what will be
discussed. Even fewer people will stick out one or more of these meetings when it seems cs if
nothing gets done and no one ever gets to the point.

In a situation like this (which is typical of many past altcrnative school experiences),

a measure of clarity and structurc will broaden participation and increase the amount of
energy that is productively directed to strengtheningkthe school. At the conference, pcrtici=-
pants identified several arcas in which greater clarity would strengthen alternative schools:

i. Goals: in some schools, there are basic and continuing conflicts that results from

a difference of opinian about what the school's goals arc.  In other schools, there
is a differential awcreness of goals, with some people having a highly developed
perception of the school's goals and with Gthers having no idea that the school has
any goals at all. Lack of agrecment about goels leads to constant wrangling about
specific issues and contributes to a lack of trust and an unwillingness to delegate
auvtharity .

Without belicving that a school's goals will ever be perfectly clecr or that they
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con or should cll be stated in tcrms of behavioral objcctives, conference porticiponts

suggested thot:

a. A stotement of a school's goals be formuloted! with porticipation of everyone in
the school.

b. Thct these goals be stoted os specificolly os possible.

c. Thot to the extent pussible, thcy be ordered in terms of importonce.

d. Thot they be widely and continuolly publicized to every member of the school
community.

e. Thot they be reviewed regulorly ond modified when opprepriote.

Externol constroints: Any person joining the school community should be given o

cleor understonding of the externol constroints imposcd on the school ond the woys
in which these constroints offcet the school's operation, If the school is in on

office building ond students aren't permitted to go into certoin ports of the building,
this should bc mode cleor initiolly. If stoff members must fill out certoin meoning-
less reports to sotisfy o funding ogency, this shoulcd be mode cleor initiolly. This

is not to soy thot extcrnol constraints con't be chonged. However, people should
understond thot they currently exist, so thot they will never feel that they were
deceived when they became o part of the school.

Internol understandings ond limits: Unlike external constraints, internol under-

stondings and limits ore those thot the school community con set for itself. Schools
should, of coursc, bc cxtremely coutious in setting up understondings ond limits, but
if they exist thcy must be clorified to all teochers ond students who enter the school.

For stoff, such limits might include the definition of their responsibilities in terms of
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teaching, counscling, developing new courses, participation in dccision-making,
participation in staff development, and poperwork. For students, such limits might
include responsibilitics for participating in learning experiences, decision-making
and ccmmunity rcsponsibilities, and behavior limits. Conference perticipants
questioned whether any school community ean function for long without clarifying
such responsibilitics (always subject to change, of course).

Overcll Plan for Decision-making: Without presenting a dztailed model for

governance structure, participants agreed that the governance structurc for any
particular school should be described as precisely as possible and that its structure
and means of functioning should be clear to every person in the community. If
someone has a complaint or an idea, they should know exactly when and where they
can follow through on that complaint or idea.

In gencral, we feel that the best governmental structure would inciude o repre-
sentative governing board, a set of standing committees that deal with recurring issues
and activitics, and special committees that come inte existence to Jeal with specific
problems. These groups should include stuff, students, and possible parents.
Different sized groups, with diffcrent compositions, and different methods of pro-
cedure are appropriate for ciffcrent types of decision-moking. Alternative schools
should accumulate experience that suggests which types of forums are best for which
types of decisions. For example, all-school meetings are, on the basis of past
experience, ¢ffective forums for ciring opinions and grievances for a smaller group
that will then make a decision for building solidarity in crises, and for deciding

between well-articulated alternatives on key issucs that are of high interest.
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Since a mujor -langer in any representative decision-making process is that there
will be a gap between the decision-mckers and the rest of the community. a major
activity of the governance structure (perhaps the concern of a permanent committec)
should be to inform pcople about the nature of the governance structure, the decisions
that have been made, and the ways in which additicnal people can get involved in
decision-making.

One working papcr prepared at the conference by Mike Lawler outlined some
tentative idecs about the clynamics of effective decision-making structures. This
paper is contained in Appendix C.

Proccedures within decision-making groups: The conference participants believed that

decision-making should be as efficient as possible, consistent with cveryone getting

a reasonable hearing for his or her views.  This weuld imply an agendla, some rules

of procedures, and a procedural leader who is supported by other group members in
this role. Within such a framework, some suggested steps wére developed that

should be taken before a decision is made. Thesc steps call for analysis, clarification,
and agrecment in the following areas:

a. The issue. Examining and clarifying the issuc focuses the attention of those
involved on the heart of the matter. This clarification should include such
points as the relationship of the issue to the goals and current structure of the
school.

b. Boundaries. Once the issue has been defined, an examination must be made
of the boundaries involved. These include external boundaries such as ac-
countability to outside agencies, legal constraints, etc., and internal

boundaries such as deadlines, lines of responsibility, ctc.



- -36~

c. Roles in decision-making. Responsibility for gathering information related to
the decision, clarifying alternatives, or actually the making of the decision
may be dclegated in some way. Responsibility for actually making a decision
or for gathering information rclated to the decision may be delegafedA in some
way. This may requirc setting up new roles or redefining roles for this
particular decision-making process. If such clarification of roles is necessary,
there must be formal agreement about any role definitions set up.

d. Rules of procedurc. Participants must agree on clear rules for moking the
decision. Preferably, procedure for making decision will have been set up
in advance, and not developed on the spot while a specific issue is under
consideration,

¢. Follow-through. The group who makes the decision must be aware of the
need to define a follow=through procedure when the task is completed. This
consideration must take into account responsibility for carrying out the
decision, possible repercussions of the decisioning dnd sanctions that might
be necessary if the dec.ision is not carried out. Consideration of this issue
before the decision is made shoufd shape the final decision, This analysis
may reveal that a seemingly attractive decision cannot be carried out or
would require too much effort for the benefit involved.

It should be recognized that this pre-decision process may take as litte as five
minutes or as much as several weeks. Eccn step should be clarified before the next
is taken. At any time along with way, obstacles to agreement may cause the process

to shift back fo the first stcp and begin again.
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Carrying out dccisions: Alternative schools have liscovered that carrying out

decisions is much morc ifficult than making them. Several ideas were atvanedd

about ways to increasc the chances that dccisicns arc cerricd out:

a. Within dceision=mcaking mectings, it should be elear to cveryone present just
whet decisions have been made and whe neerls to lo what to carry them out.

b. There should be an cffective procedurc for communicating decisions to people
in the schocl community .

c. There should be a general understanding within the schocl community that
people will abide by decisions mede in the regular decision-making process
whether they personally egree with them or not.

. There should be a roview process built into the governance structurc, so that
svecess in carrying out decisions can be cvaluated and in some cases sancticns
applied for failure to abide by decisions.

Conditions for thg cxclusion of teachcrs and staff: When alternative schools are

started in an atmosphere of high commitment and gocd feeling, the possibility cf
kicking someonc cut is scverolly not considerc!, The lecision to exclucc someone
is especially unthinkable at the start, when the scheol is scen by many as dealing
with the needs of the widest possible cress=sccticn of students. A honcymoon
period at the beginning of the program confirms the judgment that "we just don't
have many of the problems that other schoc;l.s have "

Yet every schocl represented at the confercnce has becn faced with the nce.

to exclude some student or staff member. In reflecting on this cxperience, the

following pcints arc mode:
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a. |f the limits an”' uxpectations in tin. srocram had been merde clear fram the
bcginning, the scheols woul:'n't, in mest casces, have driftet into o situation
where secmeonc was 5o fare out of line that he/she hod e be excluslc .

b. Each school shculd have u process that invalves ¢ sct of steps prosenting
feedback, opticns, counseling, cte. to semeene who is sericusly outsicde the
cxpectctions that arc sct us. However, when all clsc fails, the fincl step
in this process must be ¢xclusicn,

c. Without clear limits and a clear process for <!caling with students an' staff
who fail tc mect community expectations, the decision to exclue someone
will incvitably be seen as unfair and harsh and can semctimes tear the school
opart. |f limits are unclear an! must be invented at the time a decision is
made cbout whether to excluzc someone, people will point to ¢ Jozen
examples of others who dJid the same thing or something worse with no
consequences. It is disasterous to be deciding the school's gencral policies
and the fate of an indivirdlual ot the same time,

The preceding discussion of clarity in dccision-making might sound harsh cnd autheriterian to
somc, out of keeping with the spirit of alternative schools. Two points should be madc in
responsc to this cbscrvation. First, since the core of the clternative school movement is ¢
sensitivity to the individual, wc assume thot the suggestions made here will be interpreted in
the lightof that sensitivity, The intent of this ciscussion is to help overcome some serious
contradictions that conference participants have observed between the growth of a healthy
open community and a stylc of individual action thut justifics individual selfishness under

thc banner of frcedom. Sccond, the notion that structure is nccessarily limiting is simply
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innaccurate in light of the expericnee of alternative scheools in the post five years, On the
contrary, this axpericnce suggests that cur continued growth dopends on ocur ability te
develep structurc that can strengthen clternative schools.  To continue the rhetorie of orgonic
growth in the face of recent cxperience weuld refleet ¢ disasterous inability to profit from
past successes and probleins.

Stuclent Diversity: Alternative schools have hzd o commitment t5 deal with all types of diversity

on dimensions likc racc, athnic group, socizl cluss, level of besic reading and math skills,
intcrests, past suceess in scheol, ond personality, They feel that considering any one of these
dimensions, the troditional school has served only o certain small percentage of students.,
After scveral years of experience, the question is now being thrown back at altcrnative schools:
How successful have alternctive schools been in dealing with student diversity 7

With respect to race, socicl class, and ethnic group, it scems that alternative schools
with diverse student bodies have bencfitted white middlc cluss students most and low=income
studcnts in gencral and cthnie minorities least.  Many populcr cssumptions of altcrnotive
schooling hove a middlc closs white bios. For exomple, the notion of ollowing o student to 4o
his or hcr own thing is finc for o stucent with bosic reading, writing, ond moth skills, but
of questionoble volue to o block or brown student who locks these skills. Further, it is
questionoble for middle closs teochers to tell block ond brown stucents thot collcge degrees
ond moteriol things oren't importont, when the middle class tcocher hos occess to them, but
his/her students con't.

In the decisien-moking groccss, the some types of bioscs ogoinst the nen-middle-closs-
white students occur. For exomple, obscrvotion mdicotes that low=income block students in o

diverse olternotive school were Icss oble to toke odvontoge of the school's coursc options
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beecuse they had Hifficulty coping with the lony catalogue through which information about
courscs was communicated andd Locause they were fass tuned in to informal communication
nctwerks cbout the charactoristics of the courses.

The stucdy of "Student Involvement in Decision=making in on Alternative High Scheel”
deseribes the ways in which instituticnal decisicn=making in the schoel fails to mesh with the
styles, values, and pricritics of "bleck school-alicnated stuc!

The diversity of stoff in an alternative school seldom mirrars the Civersity of its stuclent
boly. This imbalance stcms in cart from a biased set of assumptions about what constitute
a qualificd teacher, with the persen who has done widle traveling, attendc! a prestigious
university, and cxpound's ¢ hip philosophy favorcd over someone who lacks these credlentials
L stisintim=tely fomilior with the proccss of growing up in ¢ low-incomc neighberhood in the
city. A major part of this problem is the difficulty of ilntifying tcachers who are in touch
with the realities of lower class and lower=middlc class students, cven on fecultics that cre
diversc by racc.

In the working paper preparce at the conference by Fritz Mulhauscr (sec Appendix C),
he argucs that alternative schools have foiled in trying to Ec all things to all pcople. The
impulsc to save the world resulted in cmbiguity about what the strengths and weaknesses of
altcrnative schools arc. They have created ¢ different learning cnvironment that serves some

stuclents bettcr than the trazitional school, but not o differentisted learning environment thet

scrves the needs of differcnt stulents in liffurent ways. Instcac of a set of similer alternative
schools that claim they caon scrve cveryone, he advocates o scrics of alternative that clarify
more preciscly what types of students they scrve, what types of progrems they con offer, what

their expectations of stulents are, ctc. Such alternatives already exist, serving, for examplc,
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block students, Chicano sturlents, white lowcr-income studlents, and stuents with specicl

carcer interests, For exzmple, of the schools represented =t the conferenee, the Group School
serves lewer=income class sturlonts, while the School for Human Scrviccs is for students interest-
< in human service occurnations,

Even within such fccuse ! altcrnatives, however, diversity will, of course, continue to
be a major issuc. A scheol dealing only with low=income white students desires te be much
more cffcetive then traditicnal schools in responding to the eensiderable Jiversity still reflected
in their student borlies in torms of skill levels, life goals, porsenalitics, interests, styles of
action, «te. Thus, in both thosc schools thet ¢ ntinuc to a-'mit the widest diversity of
students and in schools that beeeme more focused, cenference participants sco o need fer
incrcased capacity within particular schoels to deal effcetively with diversity .

As in othcr areas of congern, conferance participants felt the attempt should! be to
anticipate problems and to clarify goals and werk towards them, rother than hoping that the
needs of diversc groups of studonts can be sct by being open and alluwing relationships to
evelve "natually "

With respcet to decision—mcking then, the question - f student diversity raises issues
like the following:

1. Eoch dimension cf diversity that exists within an.alternative school (e.g. race,

career interest) puts cn additional strain on the effart to reach and carry our
widely~accepted decisions within the school. How much diversity can o school

have before legitimate decision-making brecks down?
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2. Within any alternative school, there will be initial differences in the desire of
students to participate in decision-making and the extent to which students will gain
desired ends in the decision-mcking process. What types cf procedures can help
lessen such disgoritics”

2. few ideas about dealing with diversity in decision-making are contained in Section IV of
“Student Involvement in Dccision-making in an Alternative High School." The type of
clarity that was discussed in the previous scction would, in the opinion of conference partici-
pants, clso contribute to the dcvelopment of an acceptoble decision-making procedure in the
light of student diversity.

Decision-making and the Curriculum: Decision-making relates to the curriculum in o number

of crucial ways. At the level of the individuol learning experience, decisions must be
rcoched between the student and the teacher or facilitator about the nature of the experience
and the responsibilities of each person involved. At the institutional level, decisions must
be made about the total structure of the learning program, dealing with questions like the
following:
--How do the learning opportunities we provide'rclcte to the school's goals for
student development?
--Should certain specific learning experiences or certain types of learning
expericnces be required for all students?
--How can the internal ideas about the curriculum be reconciled with external
constraints of school systems, accrediting agencies, and outside orgonizations
that cooperate with the school (e.g. of o museum or business that wants to

aoffer a learning experience for students).
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These questions suggest some thorny issues that alternative schools have encountered
*.i practice. After years of socialization in traditional schools, most students have “failed
to seize the initiative to cvolve their own learning ervironment". Most students have not
identified individual intercsts and pursued them indcpendently.  Most students have not
related specific learning uxperiences to overall life goals.  After many years of painful ex-
perience in traditional schools, students with skill deficiences have often not attempted to
correct them in the alternative schools; on the contrary, thcy have sought to avoid learning
experienccs that involve skill work.

The rapid collapse of naive assumptions about the typical student taking control of
his or her own learning led alternative school initiators to scc the need for strategics that
would facilitate the transition of studcnts from the status of dependent to independent learners.
In most schools, the result has been a smoragasbord of specific course offerings, o wide
sclection of courses from which the student can choose. Gencrally, students are able not
only to choose from a widc variety of course offerings, but also to exert effective pressure
for courses that arcn't offcred and to develop ard teach their own courses. In theory, the
stage in which a student chooscs cotirsus frem a wide menu of offerings is a transitional stage.
This will be followed by a final stagc of truly independent learning in which students define
thcir own interests without the course structurc, by pursuing group and independent projects
and extended lcorning activities that they themse!ves have developed. In practice, this
theory has cncountered a numker of difficultics:

1. Many students do not transcend the stage. of choosing courses from the expanded and

varied course catalogue of the alternative school. Further, they continue to deal

with the alternative curriculum the scme way they dealt v::h the treditional
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curriculum: as a game to be beaten, a puzzle o be selved. The students continue
to scc themsclves as a passive ccnsumers of cducation,

Some students do move beyond the course structure ond becom. ‘lved in independ-
ent and group projccts that thcy have defined themsclves, extenacd internship ex-
periences, educational travel, etc. But the students who grow in this way often
tend to be the students who bencfit most from whatever type of educational program
thcy find themsclves in, whether it be traditional or altcrnative. The students least
likcly to rcach this stage arc those who are also scrved most poorly by the traditional
school.

The quaiity of the smorgasbord of course offerings as a curriculum leaves much to be
desired. First, its rclationship vo the school's cverall goals for learning is often
unclear. [f a school is trying to combat racism, for cxample, or preparc students

to deal with rapid cultural change, thc smorgasbord assembled from specific tcacher
and student intercsts may have no clear relation to thesc goals. Further, these
mini-courses may not be related to cach other; and the process of cducation within
particular courscs may be quite conventional, even though the course has a groovy
title or mcets in the community,

Some felt these criticisms of the smorgasbord course plan, while containing some
valid points, ovcrlooked its advantages. They argue that alternative schools do not
yet have a sufficicnt experience base to develop comprehensive plans for curricula.
They feel that the smorgasbord approach, by encouraging many different rypes of
learning activities can operate as a natyral selection mechanism, since the best

mini-courses can bc retained, and refined and slowly build into a coherent education=~
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al program, whilc the cnes that don't work can be casily dropped. They don't fecl
that the problcm of groovy courses titles masking conventional teaching metheds is
caused or cncouraged by the smorgasbord approach. On the contrary, they feel
that when students and teachers develop courses they arc interested in, the potential
for effective courses is enhanced.

Growing out of these concerns with tho typical alternative school curriculum, a number
of specific suggestions resulted and a number of specific issues were sharpened to the extent
that they can now be analyzcd further. There was gencral agreement that at the level of
the specific learning expericnce:

1. Teachers should devclop and learn about specific alternative classroom approaches

and techniques for promoting independent learning.

2. Models should be developed for decision-making within & specific learning experience
that will provide a plan for the specific expericnce that takes into account the needs
and responsibilitics of tcacher and student, These agreements should include both
limits on behavior and lcorning expectations that are satisfactory to both teacher
and student.

There was also gcneral agrecm-.nt about the need to ok very critically at the smorgasbord
curriculum, and to begin this inquiry 'y recognizing that the mere consumption of educational
courses from an expanded menu falls far short of our ultimate goals for alternative learning
programs. Discussing this desired reanalysis, however, led to two final perplexing questions,
both of which are closely related teo other issues of decision-making discussed earlier. The

first question is: Given the Jdesire to bring the curriculum merc directly in line with key

learning goals of the school, what legitimate decision-making ond curriculum development
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process can be employed to move in this dircction? One school, for example, attempted to

pull together its smorgasbord curriculum by centering cducation around "core courses” focused
on urban problems and taught by scveral teachers cooperatively. The plan was a failure,
partly due to inadequatc planning and skill in cooperative teaching, partly because the core
coursc idca was not strongly supportcd in practice by many students and tcachers, who wanted
to raintain the smorgasbord approoch. Much more thinking nceds to I» done about ways of
reccnciling the need for developing new approaches to curriculum with the concept of shared
decision-making and the gencral problems of clarity, trust, commitment, leadership, bencfits
to stucent subgroups, etc. outlined carlicr.

A second perplexing question closely velated to the first is the question of specific re-

quirements: What experiences or competencies should be rcquired of all students¥  Most

participants agreed that the present lcarning program of the typical alternative school can
often have the cffect of limiting later options for students. This shortcoming stems partly from
the school's incomplete analysis of what options in terms of collcge, [cbs, cte. it would like
to prepare their students for. The preblem partly stems from the fact that the open cu‘rriculum
allows students to avoid certuin types of learning cxperiences (e.g. students with low rcading
skills who avoid courscs in rcoding). There was gencral agrecement that alternative schools
have to think much more critically about their responsibility to prepare students for the choices
and barriers they will confront after Icaving school. There was also general agreement that
alternative schools hed to be much more cffective in counseling students about the implications
of immediate educational choices in terms of their cffects on options open later in life.

There was disagreemcnt, however, about some further sicps. Some people advocated

minimum skill levels for graduation from an alternative high schcol (Community High School,
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for example, requires 12th grade reading and 8th gracde math ability for gracuation), Others

termed such competency requirements "rigid and out of dete,” Others argued that certain
specific lecarning cxperiences should be required of oll students. Scme felt that carefully con-
sidered requirements were the only way to prevent students from closing off key !ife opportu-
nities, while others felt that the school's responsibility was tc present as much information as
possible about the potential benefits of a specific learning expericnee, but to maintain the
individual's ultimate freeclom to decide what he/she wantcd! to <'o.  Charity Jumes suggested

a context in which certain specific learning expericnecs could be made mandatory while
guarding against the prcliferation of rigid and inappropricte requirements: “In my view, it
should be permicsible within the lecision-making framewcrk for a group of teachers to say to

a student (or rathcr cne of them by agreement), unless you can give us a good reason why you
shouldn't take such and such a course we're going to make it a requirement for x wecks, but
we are cdoing this with you in a spirit of inquiry and want yau to come back later and say if

it helps or if not, why, not."

Burning Cut: When an alternative school begins in an atmosphere cf high commitment and
good feeling, little thought is gcnerally given to the need to conserve energy. The hallmark
of the clternative school staff and student body is their long hours ot the scheol, their willing-
ness to make the school the central, often the.only, focus of their lives. The organic philsophy
of development has a postulate that is supported nicely by the evidence of high commitment
that is present everywhere when a school opens: the notion that all mistakes are growth ex-
periences that automatically bring the school closer to an ideal method of opcration. Applied
to decisizn-making, this idea might lcad to a statement like the following: "We know the all-

school meeting probably won't work, but when people sce it's not working they'll learn from
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their mistakes and try scmething else." The imoge is one of a sailing ship, tocking now this
way and now thot, with the crew becoming increasingly more skillful in keeping the ship on
course.

A cornier but more appropriate image might be of o person running across a field, with
someone firing o gun ot him/her, Eoch time this person mokes g.mistake, he/she is shot in
the stomach, with a corresponding loss of vital fluids ond u cumulotive droin on the capocity
to run, stumble, or crowl forward. This image is much more appropriate for considering the
development of aiternotive schools, sinec it takes into account the limited omount of energy
ovoiloble to o given school over ony extended period and the high cost of eoch mistoke.

This drain of energy, this process of “burning out" which was referred to often at the
conference, must be carcfully considered in the development of any plon for decision-making
in olternttive schools. For the psychological stresses and the cndless romb!ing meetings cf the
typicol olternative school decision-moking process are viewed in retrospect os a mojor con-
tributer to the burning out precess. Some specifie generalizotions about burning out, bosc:!
on altcrnutive school experience, follows:

1. The initiators of o schocl ond the first group of stucents ond teochers involved in its

operotion have on abnormally high level of energy in working on the new project.
Yet they assume that they themselves can sustain this energy level and that teochers
ond students who are brought in later will also operote ot these high energy levels,

2. One monifcstotion of burning out is that students and stoff begin to narrow thcir

concerns within the school by withdrawing from decision-making and other octivitics

(e.g. o formerly octive tecacher who withdrows into just teaching a particular subject).
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3. Another mcnifestqfion of burning out is the high rate of turnover on alternative school

staffs. Many schools turn over almost completely in three or four years.

This past experience suggests strongly that decision-making procedures must be developed
with constant consideration to their cost in terms of the limited pool of energy availabie, Past
experiencc with burning out also reinforces the initial premise on which the conference was
based: the crucial need at this point in history for alternative schools to begin to learn from
eachother's specific successes and failures in areas like decision-making, so that valuable

energy is not waste in repeating approaches that have a high probability of failing.
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V. Some Conclusions and Some Questions

As we have tried to emphasize and reemphasize in this report, the conference did not
come up with a handbook for decision-making in alternative schools. Many important
decision-making issues weren't covered in conference discussions, others that were discussed
aren't included in the report, many discussions raised more questions than they answered, etc.
At the same time, the conference did make significant progress on a number of topics and
reinforced for many the idea that there are common patterns in our ecxperience and that we can
find ways to learn from each other.

At the risk of further over-simplifying the complexities of alternative school decision- |
making, we have summarized (below some of the ideas presented at the conference which
elicited gencral agreement). Some of these ideas are generalizations about past experience,
especially problems in our past experience. Some are positive principles for future action,
but few spell out exactly how things might be done. For each statement, a number of specific
questions should be raised: How could this be done in practice? What are th; dangers of
proceading in *his direction? How should this idea be modified in a specific school ?

Yet the need for further analysis and experimentation should not obscure the extent to
which the conference participants were able to agree on the common threads in their past
experience ard the common issues that are key to the strengthening of alternative school
decision-mcking in the future. The commonalities are summarized befow:

1. You can't build a healthy alternative school merecly by opposing cverything the

old school stands for.
2. Even when teachers, students, and parcnts leave traditional schools, they still

bring with them their past experiences, attitudes, strengths, and weaknesses.
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These characteristics oftcn emerge in the now situation rather than some "natural®
man or woman,

3. The staff of any alternative school will almost incvitably play a central role in the
school because of their cxpericnce, constant accuss to information, professional
stake in the school, etc. Ways must be found to reconcile this reality with an
cffcctive plan for shared decision-making.

4. Certain functions must be carricd out for an altcrnative to survive and reach its
goals, and there arec a limitcd number of approaches that can be used to carry out
these functions cffectively.

5. Many values and approaches that have been dubbed “natural” by the alternative
school movement rcflect, in reality, the particular world-vicew of the American
white middle class.

6. There are strong similaritics in the specific ways in which variaus alternative
schools have tried to reach their goals and in the: problems they have encounterced.

7. The alternative school is in danger of becoming the latest national fad in education.

8. Alternative schools that are just starting are repeating many of the same encrgy-
consuming mistakes of uxisting olternative schools.

9. Direct democracy through all-school or community mectings is inadcquate os the
primary mcthed of decision-making. Some effcctive form of representative
governancc must be found.

10. Students whoe cnter alternative schnols typically have limited interest in becoming
involved in decision-making, beyond insuring their freedom in areas touching

their daily personal lives, such os dress, movement, association, ctc.
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11, Students strongly distrust anything thot resemblcs traditional governance structurcs
because of their ncgative past experience with student councils, etc.

12, Students gencrally sce their mast appropricte role in decision-making in terms of
compicining to the staff and letting them solve the problems. But unless they arc
invclved in the complexitivs of meking and carrying out decisions, it scerns unlikely
that students will focl the institution has dealt ardequately with their problems.

13. Student involvement in decision-making is often limited to a small subgroup of
middic class hip students. Other subgroups aren't adequately represented by thesc
students,

14. An importont gocl of an alternotive school should be to help students learn to become
cffectively involved in decisions about key social issucs not ticd to their immediate
personal comfort.,

15. In their desire to be cpen and non-authoritarian, faculty fail to make full use of
their competence in alternative schools.

16. Having escaped the pheney expertise of the traditional school, staff members
vnderestimate the need for new forms of cxpertise in alternative schools.

17. 200 students scems to be the upper limit in school size before a qualitatively
diffcrent set of problems emerge in decision-mcking. Beyond this limit, it is
impossible tc scttle many crucicl problems theough fact-to-face contoct,

18. 1t dous not scem workable in practice (in addition to whatever ethical problems
it raiscs) for an alternative to be imposed con students who can't freely choose it.

19. Physical location places key canstratints on clternative school decision-making.
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»
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No alternative cperates "outsice the system." Schocls merely choose the peints
at which they wish to rclate to the larger society. The schocl will constantly
face the issuc of conflict between its own agencla and the agenda of the cutsicle
individuals cnd crganizations to which it must relate.

Staff anc studcnts of alternative schools act mere often on the idea of "doing your

own thing" than con the idca of "building o community.” In practice staff ond
stucents are often unwilling te change their personal prioritics or habits for the
good of the ccmmunity

Censtant appeals to the donger of external threats are inadequate te build on
aliernative community,

There is often o limited amount of trust between people in alternative schools.
This is relate tc an extreme reluctance to delegate authority or to cllow anyone
to play a leadership role.

One of the primary means for strengthening alternative school <lecision-making
should be to increase its clarity,

Withoyt clarity concerning basie goals, continuing conflicts on specifics ore
likcly to immobilize the school.

Schools shoul! clarify what external constraints they cperate under. Any student
or tgacher joining the school should understand that ot that point in time, these
external constraints are o reality of the sechool's operation.

While maintaining an atmoshpere of freedom and sensitivity to individuals,
aliernative schocls must define the understandings and limits that have been set
up internally. The resulting responsibilities of students and teachers should be

clarified as a condition for becoming part of the school.
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28. A clear structure for sharcd deecision=making should be developed that tells the
school community who “lec’: s what, how, and when, The noture of this
structure shuule! be cffectively communicated to cveryone in the schoct.

29, Since a key dunger in = representative Jccision-making proecss is that there will
be o gap between the ccisicn=makers cn the rest of the community, ¢ major
activity of the governance structure should be to infarm pecple cbout the decisicns
that have becn mate and the ways in which additional people cun feed back
information to or get Jircetly involved in decision-making.

30. An cxplicit procedurg should! be followe ! within the decision-maoking mectings
that clarifics such issucs as the relation of the Jlccisicn to the school's goals,
the external constrcints that might be in confliet with the decision, cte.

31. Alternctive schools have feund that carrying cut decisions is even more ifficult
than making them, Any dccision must include the definition of clear respensibilities
for corrying it cut.

32. Members of the school community should agrece to comply with legitimate decisions
even when they Jon't personally agree with them,

33. Clear provisions should be developed for the exclusion of staff and students. A
process should be spelled cut that providcs many opportunities for feedback, self-
defense, etc,, but culminotes with the possibility that a person can be exclude
from the school.

34. At present, middle class students sce their concerns acted on in schools with diverse
stuclent boclies more often thar cther stygents, Mcans for remelying this situation

must be found!.
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35, School initiaters should carcfully examine their reasons for sceking a liverse
stulent bocy anl their czpocity to 'cal with onc. Another possible approach,
is to create o serics of slternative schools each with 2 unique sct of purposes,
rather than a'mitting everyonc to a single schocl with vegully Jefined purposes.

36. Even as cne of 1 scries of foewscd scheols, un effcetive alternative sehool must
be more cffective in dealing positively with liverse cultural boekground's, interests,
attitu lcs, abilitics, cte,

37. Transitional strategies are necessary to help students move from dependent to
inepencient [carning. These strategics must not have the effect of creating o
new brand of passive lecrning within a more humanc environment.

38. The pros and cons of the smorgasbord approach to curriculum must be carcfully
cxplored and alternatives developed that will work in practice.

39. Decision-making about a direction for alternativc school gurriculum raises cll
the problems of clarity, tryst, commitment, leaership, benefits to subgroups,
etc. raised in other decision-making areas.

40. Tcachers nec! tc lcarn aboyt and develop positive olternctive approaches to
classroom Cecision-making techniques of teaching, and techniques of inclivi:tual
anc! group counseling. It is not enough tc be o warm open person who wonts to
move in a new lirection unless onc is working to develop such skills.

41, There was disagreement about the value of requiring certoin competence levels
or certain lcorning experienees for all stucents, The pros and cons of this

issue should be theroughly sxplored.
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42, Alternative school staff and students have limited emount of encrgy, an:! "burning
out" is a majcr threat to alternative schools, Overall Zecision-making structurcs
and specific decisions should both be considere! in light of the best ways of using

limited ¢cnergy.
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Appenldix A,  Characteristics of Schools

In inviting cople to the conference, Conter for New Schools scught inlividuals with
extensive Jdirect expericnce werking in alternative schools. Below are listed 17 alternative
schools in which cne or mere confercnee participants has werke ! for at least one year (longer
in most cases). Nct all participants were still associate with the school where they hasl. this
expericnce.  The list is prasented! to give the reader o general unlerstanding of the types of
schcols whese histury of ‘cvclopment forms the basis fer this report. Naturally, the listing
of a schoul in this appen-lix docs not imply cndorsement of any of this report's conclusions.

Schoo! information is based on forms filled! out by confercnce participants.

Azams High School
Portland, Oregon

Public district high school.
3 ycars as an alternative school.

1250 students. 20% black, 80% white. Urban and Diverse. Many working class
students.

Conception of thc school based on the:model of the teaching hospital, emphasizing
the instruction of studcnts, the training of ecucators, and research, Emphasis on

humanizing the teacher-studen? relationship. Key component of the school an
inquiry~oriente gencral eucation course.

Alternative School Projuct
Bryn Mawr, Pennsylvania
Public. Cooperativg effort of several school Jistricts.
) year as an alternative school,
120 students. 75% suburban (mainly white) and! 25% urban (mainly black).

Use of eommunity as a resource. Secks to expand learning options available to students.
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Carcer Study Center
St. Paul, Minnesota

Public.

2 1/2 ycaors cs on slternctive school.

110 students, 20% black, Latin, and Indian. 80% white. Students chosen because
they can't funetion in conventional high schools.

An ecducctionsl intensive carc unit for students unable to survive or function in the
regular sccondery school. Emphasis on intensive individual and group counseling,
skill development, job placement, and electives in general education.

Cleveland Urban Learning Commynity
Cleveland, Ohic

Non-public.
2 years os an olternative scheol,
BO stucdlents. Reflcets Jiversity of Cleveland area. 80% urban; 20% suburban,

Aimed at bringing high school age people together from every port of Cleveland to
relote to resource people as a source of education and tc share their diverse cultural
cxperiences with other students. Students develop individual course plans which contain
the objectives, goals, skills, activities, and evcluation of their work with resource
people and shore their cxperience in seminars conducter in each sybject area.

Comuwnity High Schocl
Berkeley, California

Public.
4 yeors as an clternative school.

209 students. 24% black, 65% white, 6% Asian, 2% Chicarno, 2% Native American,
1% cther.

One cf several alternatives to Berkeley's main high schocl.  The main objectives of the

school are to buil:! o community and thereby develop in each studert the ability to be a

contiibuting mcmber of the community in which he lives; to helg students learn to live

in an integrated community by groviding cn environment that reflects the racial and

cultural diversity of Berkeley, and to help students achicve a fully functional reading
Q ability (12th grad) cnd «it lcast ¢ minimally functional math ability (8th gradc).
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Farragut Outpost
Chicago, Illinois

Public. An annex to Farragut High Schcol. Receives support from the Better Boys
Foundction.

4 years as an alternative high school.
31 male students.  100% black.

To give young men who have been pushed out of rugular high schools a second chance
to complete a high scheol e¢ducation,

The Group School
Cambridge, Massachusetts

Nen-public.
1 1/2 years as an alternative school.

37 students. 90% Italian and Irish American; 10% black. Llow income cnd working class

Cambridge youth.

Educctional and vocationcl cppcrtunities for blue-collar youth, age 14-21. Provicles
v certificd alternatize for kids ane! parents who cannot off. d existing private alternatives .
Dcveloping an on-geing cemmunity corgoration and school that seeks radical change in
traditional public agencics that affect youth, ¢.g. schools, clinics, policc, courts.

Marshall=University High School
Minneapolis, Minngsota

Public district schocl, serving the Southcast community, with 2/3 of students from other
parts of Minneapolis.

2 ycars as an alternative school.
1130 students. Reflects the cliversity of the city of Minnegpolis.

Sceking to diversify student learning options through mini-courses, individual study,
rescyrce centers, and other alternctive learning rograms.
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Metro High School
Chicago, lllinois
Public. City-wide.
2 1/2 years as an alternative school.

350 students. 55% black, 5% Lutin, 43% white, 2% other. Reflects tiversity of the
city of Chicago.

A school without walls cooperating with 150 businesses, cultural osganizations, and
community groups. Emphasis also on building community within the program and! humaniz-
ing student-teacher relationships. Program based on 10 week learning units, individual
stucly, or special programs of black stucies, day care, sceretarial training, ctc.

Parkway Program
Philadelphia, Pennsylvonic
Public. City-wide.
3 1/2 years as an alternative.

800 students basc:! in four geogrophically=separate units. 60% black und Latin; 40%
white. Primarily urban; some suburban students.

The first school without walls, emphasizing the community as classroom. An important
focus of the cxperience is a tutorial that meets !aily. Considerable cutonomy given
cach of the four units.

Pennsylvania Advancement Schocl
Philadelphia, Pennsylvonia

Public. A non-profit organization closely tic:! to the Philadelphia Public Schools.
5 yea's as an alternative school in Philadelphia.

360 6th and 7th grade students from Philadelphia public und parochial schools who are
eorolled for one year ¢t PAS. 45% black, 30% white, and 25% Puerto Rican.

A multi-faceted institution with two main goals. (1) To develop programs with students
who attend PAS that respond to student need, interest, and learning style. (2) To work
with Philadelphia tecchers and administrators to introduce them to alternative programs
and to work directly with these people to help them implement these programs in their
own schools.




Pilet School
Combridge, Massachusetts

Public. Alternative cpercting within o Cambridge public high school.

2 1/2 years os an alternative school .

130 students. Reflect the racial and socio~economic composition of Cambriclge.
Emphasis on building community, new learning options for students, Scme courses in

rcgular high schocls, A cooperative program betwcen Cambridge Public Schocels and
Harvard TTT Program,

St. Mary Center for Learning
Chicago, lllinois
Private Parochial.
4 1/2 ycars as an alternative school .

660 female students. 40% Latin, 25% black, 20% ethnic white; 15% suburban middle
class white. 85% urbun.

An emphasis on process c:lucation, including cirtical thinking, creativity, valueing,

and affective lecarning.Emphasis on the student assuming responsibility for her ewn
lcarning throughout life.

St, Teresa Academy
East St. Louis, lHlinois
Private parochicl.
3 years as an alternative school,
540 femalc stucents. Approximately 25% block, 75% white. Urban,
Attempts to meet individual needs through a more personalized and humgnized
curriculum, structure, and student-tcacher relationship. Flexible scheduling, Extensive

electives offered. Much work is done in individualized study using programs based
on performance objectives.
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School for Human Services
Philadelphia, Pennsylvania
Public. Annex to Bartram High School.

1 year as an alternative school.

165 students. 90% black, 10% white. Urban stuclents from Bartram High Scheol interested
in human services carecrs.

To provide an alternative within the existing structure based! on principles of affective
humanistic education and to provide a coordinated experience with volunteer job

practice in human servicc agencies. Half time job placement and half time school courses.

School courses arc based cn a program of affective education developed by teachers in
the Philadelphia schools over the past five years.

Shanti' School
Harford, Connecticut

Public. Cooperative effort of six school districts in Greater Hartford.
1 year as an alternative school .
50 students. 60% whitc; 30% black; 10% Latin. 60% wrban; 40% suburbs.

A regional school without walls. Aimed at helping stuclents to learn to live together
and to use the community as its chief learning resource.

Walbrook High Szhool
Baltimore, Marylan:!

Public. City-wide under epen enroliment plan,

1 year as an alternative school.

2300 students, 100% black. Low income to middie income, urban.

Seeking to diversify its cducational program through increasing courses available to
students and permitting free choice among 10-week mini~course options, Increased

community pariicipation by parents in defining the school's emphases. Pregram focuses
on students intcrested in communication.
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Appendix B, Evaluation of Conference Format

The three days of the conference were organized as follows:

Sunday evening:

Monday morning:

Monday noon:

Monday ofternoon:

Monday evening:

Tuesday morning:

Tuescdlay ofternoon:

Participants arrived af Woodstock Canference and received in~
formation about other conference participants and schedule for
for the first day of the conference.

Large group orientation for alt participants.

Participants broke into small werk groups to discuss specific ex-
periences of individual decision-moking in alternative schools.
Part of the eriginal intention was to rotate people through three
small groups on the first dav so they would get to know all
participonts. Participonts wrote up their example of individual
decision-making.

Examples of individual decision-making were typed and duplicated.

Participants used examples from the morning to develop generaliza-
tions about decision-making.

Participants met in third work group to isolate important issues to
be discussed at the conference and to select representatives to @
steering committee.

Steering committee met to develop an agenda for the next day
consistent with conference objectives and the wishes of partici-
pants.

Participants met in five work groups whose focus was suggested by

the steering committee, including groups focusing on such questions

as "What experiences or accomplishments should be required of all
~n

studentst", "How do you develop norms or limts of behevior for
staff and students ?*

Depending on the morning's experience, groups either continued to
mcet, regrouped to discuss other topics or broke up and wrote up
their discussions and conclusions.

Groups and individuals were strongly encouraged to write working
papers representing group or individual ideas.
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Tuesday evening: Specific discussion of the working papers prepored for the con-
ference.

Wednesday morning: Discussion groups formed around topics suggested by participants,
not necessarily directly related to decision-making (e.g. black
students and alternative schoois, political essumptions oi alter-
native schools.) ‘

Evaluation filled out by participants.

Wednesday afternoon: Initial summary of evaluations. Notes on all conference sessions
passed out to participants. Final conference session.

Participants leave for home.
The evaluation forms filled out by conference participants consisted of nine questions to
which short essay answers were requested. The following responses represent clear trends in
this information:

Successful experiences: Two themes predominated in people's descriptions of successful
p

experiences during the conference. First, people enjoyed discussions in which they talked

in depth and with specific examples (10 responses). Most often this experience came in the
work groups on the second day. For some, it came in the first day sessions in which a specific
structure was set up for cliciting experiences.“ Second, people enjoyed discussions in which
they participated in making what they felt were ac:urate generalizations about the different
schools involved. (14 responses) They also enjoyed mulling these generalizations over and
thinking (either by themselves or with others) about how they might apply these ideas to the
strengthening of ?heér own schools. .

Unsuccessful experiences: The most frequently mentioned negative experience (9 responses)

was the inability of the groups to push through systematically to generalizations based on their

experiences. It was felt by these individuals that the conference should have stuck to a clear
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theory-building design rather than responding to the desire of some pgrticipants to discuss
various topics. The desire for more rigor came primarily from rescarchers ant administrators,
The second most frequently mentioned negative cxperience was a specific instance <r instances
ir which the discussion was carricd out at a very vague or abstract leve! with hcavy use of
edvcational jargon. This response came mainly from students,
lso mentioned 5 times as an unsuccessful experience was the evening discussion of the
conference papers. Pecple liked the popers and referred to them cften in other conference
discussicns. Most people who cited the evening meeting as unsuccessful felt that it was merely
a case of bad timing--that pcople were just too tired to Jeal with an evening discussion,
Other unsuccessful experiences mentioned at least twice were "too much pressure in
too short a time, " "groups were changed too often on the first lay,” and "students were often

ignored in discussions. "

Diversity of Participants: When asked to explain whether the diversity of the back-

grounds of participants (espccially role diversity of student, teacher, alministrator, researcher)
was a help or a hindronce, 13 responses felt it was a help, 5 a hindrance, and 6 both a hindrance
and a help. Regardiess of this initial Judgment, however, many responses touched on similtar
thet;nes. Diversity was a help sometimes because it did in fact bring a larger set of ideas and
perspectives to bear on problems in many instances. Diversity was sometimes a hincdrance be-~
cause it multiplied the expectaticns people had of the conference and! it often coused people to
work at cross purposcs.

The overall judgment seems to be that the diversity was good, but more effective ways
should be devcloped for utilizing diversity as part of a total approach to analyzing an issue

like decisicn-making. For example, perhaps researchers could develop a medel for decision-
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making that students could then react to, thereby allowing researcher to talk theoretically but
still come down to carth after they had formulated their idecs.

Can schools lcarn from ecach other's experience ? Every response indicated that people

had observed significant common patterns in the development of alternative schools, and four
responscs indicated that this realization ‘1ad been crystalized specifically at the conference.
16 responses indicated thct participants had observed ex‘tremcly similar common patterns
between their schools. 11 responses indicated thot whilc they saw “some unique characteristics
in particelor schools, they scw common goals or common events recurring in many situations.

Three respondants vrho saw strong similarities between schools added that they still
anticipated great difficulty in helping schools to learn from each other. Two expressed doubts
that on>'l report of conference results could bc !y helpful to another school. Another said
that whatever the medium of communication, id to hit another individual at just the right
time to have any cffect.

Was the_pressure_to focus on specific examples helpful 7 12 responses. indicated it was
helpful, sincc it got people in the hobit of talking concrctely and communicating more
effectively. 6 responses indicated it was not helpful, mainly because it provided people with
an excuse to tell long stories of limited interest to others. 4 responses indicated that it wasn't
helpful to focus on.specific examples because they weren't put systematically into any kind of
analytical framework. One suggestion was that examples could have focused on successful and
unsuccessful instances of decision-making with an effort then made to decide why people failed

in some instances anu succecded in others.

How should a future conference be set up? It was much more difficult to classify the

” — -~

responses to this question than to the others. & responses suggested giving up on the idea of
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diverse work groups and bringing a group of peoplc together who could follow through on w
rigorous effort ot building a model. Four responscs recommencled that more students be invited,
and four othcrs that the conference be made more diverse by bringing in broader folitical
perspcetives, more black an<d Latin schocls.  There were 12 other specific ideas, most of them
suggesting modifications in confercnee format that would have helped the group reach general-
ization more casily or work more cffectively,
Scme Tentative eonclusions: Out of the respenses deserit:ed above, it scems possible to
draw two basic cenclusions that should be of use to those planning similar meetings in the future:
1. After uetually trying for three lays to focus on a speceific topic, cite szecific
cxcmples related to it, ond generclize from these examples, most participants felt
that this type of dircction was definitely a valuable one to pursue. Doubts about the
process of working with specific examples and making generalizations resulted more
from specifie difficultics with the conference format (e.g. people had to move too
much between groups the first day) than from a general dissatisfaction with the whole
approach. As the cvaluation response indicate, people left the conference with
* the fecling that they did have a good deal te learn from finding common patterns in
each othcr's experiences and wante to continue this process.
2, Thcthorniest issuc at the conference was participant diversity, with some suggesting
a less diverse group, some a more cdiverse grouvp, ond some a diverse group with more
homogencous subgrouns for working on specific problems. Suggestions for dealing

with this issuc should bc a.high priority of planning for any subsequent conference.
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Appendix C. Two Working Papers

Every conierence member was involved in writing up some past experiences and perspec-
tives en individual schools. Notes on the main points made in all meetings became part of
the conferencc record. In addition, a number of participants wrote working papers at the
conference that presented the ideas of work groups in which they were involved or presented
personal perspcctives that were stimulated by the conference discussions.

These reecords of the conference have been incorporated into the conference report, most
without attcmpting the impossible task of crediting individuals. In the body of the report,
several working papers preparcd at the conference are quoted extensively. In this cp‘;endix,
two additional working papers are reproduced in their entirety. They are p’resented because
they illuminate clearly several of the key issues discussed in the three days at Woodstock.,

"Studcnt Selection as the Most Basic lssue™ -~
Fritz Mulhauser

| would like to suggest a hearsay: that it is time to give up the dream of making the mclt-
ing pot work inside alternative schools, when it has not worked in any other segment of society.

By melting pot, | mean the very basic idea we ought to bring into our schools, that we
ought to secek out and welcome cvery sert of student (and non-student) that new exists in
public school. Not only dces it scem to me this idea is hard to support on cducational grounds,

but when we add to it the usual additional goal in our schools of "creating community"--we arc

at the farthest limits of our ability. We just don't know how to bring it off, and | would like
to suggest that the struggle is more inncrvating, exhausting, and perhaps damaging, than the

results justify,
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Recommendation: That a new school consider with the utmast care its reasons for seeking
a diverse student bady. Why do we want "a mixture" of students?
Because we find it more titillating ta have some screw~offs amang the
grinds? Why do we want cvery ability level ? Can we handle the
demands that a diverse student bady places on the teachers? Have we
got staff that have even the slightest idea of what goes on the heads of
of some of the sub-groups in the school ?

Here is my analysis of some of the reasons far sceking aut the "diversity" we have, and
some of the consequences for both the institution and the individuals within it.

Initial conditions: A young and hopeful staff, angry at the wrongs af the eyrrent schools,
and the wrongs of the society, resolves to change all that in a new setting. Their depth of
discontent means many unusual and new ideas will be tried, and that autside threat will be
high. Naturally, anc would like as many allies and converts as possible. (I do not think that
many schools really believe it when they say "We're just one alternative, for some kids."
Secretly we wish the whale world was like us.) The combination of being against a lot of things,
and needing validation of a risky stand on them, means that the founders of the new school will
describe their hopes to potential students in many diverse ways--none very much bound by what
is likely or possible. Oftcn staff themselves need the approval of young people very badly and
this is another pressure cgainst narrow promises.

The result is that students of cll sorts flock to the new school with as many motives and
capacities as exist, each expccting the "better” school to solve his or her own special reeds~

academic, family, personal, economic, ctc. The aura of a new and fresh start leads to high
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expectations anyway. The desire to be morc creative than the outworn schools meons that staff
will be very unclear about the boundaries of their competence: "O!d so-and-so was a counselor
back at X High School; | can do as well cs he did." The new school's set of tasks expands
and expands-~fed by student hopes and staff drecams.  Some of the mixture of student and staff
goals are absclutely bound to conflict head-on, and the usual lag in developing group commit-
ment to anything in particular means there will be an extended period of conflicting goals.
The effects? | sec tremendous overextension of staff, in service of the multiple goals.
Therc is usually a half-baked remedial readding program; some faltering attempts at "talking to*
seriously disturbed individual kids" random institution of new courses, programs, etc.--without
much mere thought than the public=school Title Il patchwork. | see inconsistency of staff,
none realizing that someone clse already tried to do that, or lid it another way, or told a kid
not to do it that way, ctc.

The distrust of expertisc that is endemic in new schools, will usually mean that pcople

don't ask for help--or the Jisorganization of the school will mean that--for example--not ail

counselors get the training they nced, or that only the English teachers share a more scnsible

marking/reporting system,

The effects on students? The fundamental fact of accepting every student who walks in,
will mean-just as it dloes in public schools teday-~that some can be helped to grow and develop
in interaction with staff and other students, and others cannot be much helped. The alternative
may shift thc group with which it is successful--as indeed many schools succeed with school-
alienated white middle-class kids--but is it reasonable to expect the alternative to do better
with all kids? Why do we ask that of ourselves? Beccuse our hearts are pure, shall we be

rewarded ?
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| believe that alternative scheols cre very unsettling for some students=-just as are
regular schools, and that the initial conditions | described above make it very difficult for
staffs to admit that. We nced support, and we know very well from our public school models
that admitting institutional failure dcesn't win friends and influence pecple. We nced to be
respected by students, cr even liked, and kicking somecne out of a scheol (suggesting he go
clsewhere) ruins a relationship quickly. In the school | know best, staff had almost no effective
response when a student got really mad; staff would just wilt, admit any personal failure or toke
any type of blame, to end the cncounter.

Nor do | feel that the "unsettling” effect | mentioned is invaricble growth=producing.
Our alternative school environments are not a great decl more diverse within themselves thon
are public schools of today, I'< guess. They are diffcrent, but not more differentiated internally.
Thus therc aren't many alternative ways ¢ student can survive within an alternative school--
such as finding a sympathetic coach to relate to when one has failed in the classroom, Staffs
attracted to new schools are younger, less personally securc, less witling to admit failures, etc--
and as such are homogencous (although different from regular school teachers).

The point of all this is,ll'hc:t alternative school are going to be foxed by precisely the scme
issue that foxes the public schools we all deplore: trying to do too much for too many with too

little. | start with student selcction, since that is a policy vericble we can control in many

cases. | hope | don't give the impression that | mean just that alternatives:should scek out the

good kids, and let the rest go hang. But why not a more differentiated set of alternbtives, each

with some identity among its clientele and mission? Without such o differentiation, without

saying "Here is the type of student this school will probably help, and with whom the staff

can relate”--without that kind of honesty, | think clternative schoals will go on making promises
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they can't deliver. | prefer to dcal with the student variable, because | doubt that one single
institution can retain within it the diversity of staff (and their conflicting goals) needed to meet
the fantastic range of ki<'s that crowd the doors of the altcrnctives.

So wauld there be fewer kids served by the sehocls under my plan? Perhaps. But if | am
right in believing that a good! many within the present clferncfivcs arc not having vc.|>ucble
experiences, then we have recreated the public scheol situation. Having fewer, better-selected
cr sclf-selected students who are having more universal growth-producing expericnces, woul:d

seem to me more desirablc. Imposition on students of a staff desire to re~create community they

fincd missing in their own lives scems both misguided and maybe unethical-=in the sense that the

cffort will praduce volumincus conflict, and we have (often) little reason to belicve that our

skills are adequate to hondlc it.

"hunches cbout Effective Decision-moking"
Mike Lawler

If we had it to <!o over again, whct would be done differently ? What have we learned
from the two and a half year history of the school? These questions have forced me to try to
generalize in spite of my suspicion about generalizations.

After aur morning discussion, | sat dawn and tried to put some notions down on paper. We
talked about them some this aoftcrnoon, but they are nat shared with the intention of being
representative of our conversation. They simply suggest my own initial cttempts to formulat
some general hunches about decision-making. What | am looking for is a way of thinking which

better prepares me to work on issucs, crises, ct. al. when they arise=-a way of thinking as an

organizer in alternative institutions which helps me anticipate developmental issucs in the history

of an organization.
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Lately, | have been trying to statc such notions to mysclf and talk with othcrs about them,
but express them as simple, declaratives. Therc are lots of qualifications and tentatives etc.,

but | have found it very difficult to get any further without almost cverstating the point and

then developing the qualifications.

Bascd upcn the histery of our development, | would suggest thot:

1. Levels at which Zecisions are formulcted and the composition of decision mcking groups
should be more systematically matched with the nature of the ongoing policy arecs
faced by thc members and the schocl .

2. The more an issuc is perceived by the members to aoffeet them or the school as a wholc,

the morc important is the matter of the lcgitimacy of the decision-making group which

formulates a response to the problem. ... Legitimaey is o broad term. [t includes,

for example, prior formal autherization to maoke a decision and emotional responses
of members to the Jecisicn-making group before and during the decision-making
process.

3. Individual and group "fantasy", ¢.g. paranoia, manipulation, exclusion end sc forth,

are diminished when decisions are time limited and the mecns of formulating those

decisions are vicwed as encouraging alterations or substantial overhauling. .. .alsc

when location of Jecision-maoking and accountability are spelled out pricisely tc

éveryone in advance.

4. The more goals become complex (and therefore the work), the more an institutional

must face the issuc of developing a mere complex system of decision-making. |t must

also face the matter of meshing a more complex way of doing business with the nature
of the goals and demands of doing the work. .. .thc means must maich the expectations

Q in o sense,
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5. The morc autencmous the institution the higher the pricrity can easily be given to

internally determine geals and pricritics.

6. The less autonomous the instituticn, the more the deeision-making groups and appara-

tus or process must bear the strain of recenciling tensions between the agenda of the

system (e.g. school, diccese, private cgency) in which it exists ond the agenda of

the school itsclf; the decision-makers must not only decide but be able to takie the

hcat off often conflicting agendes.

7. The morc the scheol is "politically orientcd" the mere the decision-making people
and system must resolve a tension between inclusicn, process orientation, political
learning and pelitical skill development by kids and parents and the press to move
rapidly in anoften chaotic political environment, scizc opportunities when they arise,
and be aggressive and! effective in pursuit cf political goals.

8. The more the school chooses to relate to external groups, powerful persons, agencies

and the like-the more the decision-making must resolve the fact of skill diffcrential

between adults and between adults and kids with respect to dealing with these groups

cffectively in terms of the interests of the school.

9. The mecre successful a schoul becomes at encouraging participation in decision-making
or power sharing or consultation-=the greater the necd to involve people in imple-

menting the decisions in which they have participated. ... The more people are involved

in implcmentation the more sophisticated they become in formulating policy in action

terms...."OK we agree. Now who is going to do what and when, what is the
strategy, who is most intcrested in what parts of making this go, who can best “c this

piece of the work ?"
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10. The more a cdlecision affects the schocl as an institution, the more crucial it becomes

to rely upon the formal, previously=agreed-upon ways of doing business. .. .1f the

contract about how to decide or who is leciling is sidestepped by the infinite

number of informal means, the schonl looses in the long haul. . . .Accountability
becomes murky: the weakness of the pricr arrangements is often then overlooked and
forgotten until the next time when "pragmatism" justifies sidestepping. ... Moving with

what you have previously agreed to at least strengthens in some fashion the process

of building a viable institution which stan.s somewhat apart, on its own, separate

from personalitics and informal ways of doing busincss.

11. The power to determine entrance to and termination from the school (teachers, staff,

students) must be clcarly stated from the onset. .. . )f the grounds for membership and

the rights of membership are net set out clearly in cdvance, you get into a crisis and

not only are you handling the issue. .. .but the issuc of "who has the right to influencc

the outcomes, who can be involved and in what ways and places" at the worst moment-
' )4

when such questions are colored by peoples stakes in the crisis of the moment.

12, The more successful a school is in developing full participation by members, the more

—

conflict will eventuclly arise around two themes: . geal definition; b. allocation cf

scarce resourccs. . . (A first this conflict will largely be among core adults, then it

will shift to between conflict between core adults and students, and then if teachers

become an effcctive, cohesive, thinking and proposing group it will shift to between

students and tcachars wiils c-zision=making graups playing the role of arbitration....
13. The more complex the work or the goals, the morc important it is to have a strong

lower level of decision-making whick makes access and feedback more likely than say
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with a governancc body. . ..Also the morc important it becomes (if the group is to
effectively pursuc its geals) for the decision-making groups =+ varicus levels to work

out arcas of action or sphercs of decision=-making and some mechanism (overlapping

membership of something) for providing continuity to some cxrent between the decision

oa

making groups. .. .It is casy to develop an effcctive governance body. It is more

difficult but in the long run more important to fevelop those decision making groups

which make shorter term decisions and function at a differcnt level of policy making.

The more complex the goals and work, the more iiiely it is for the decision-making

groups or proccss tc have difficulty setting prioritics. Further, the priorities will in

many instances bc cither exclusive of competing in terms of scarce ensrgy and

resourccs and skills. ... This results in a fuse getting blown, frustration builds, life in

the school gets very rough. ... 1t is better to not ddo secme things and set priorities to

do others.,

The greater the degree of goal complexity or the morc kids grow the more demanding

they become, the more the school is successful in its own tcrms=-it is grewing, people

within it arc growing and succceding-~An' the mcre the decision-making groups and
persons will facc the issue of standard's, professionalism, inter-personal difficulties
arising from increasing expectations which canno! be met immediately.

The: more depenlent the schocol is upon exteincal sources for funding, the more the
“top" governcunte group will face the issues of resolving tensions~-conflicts between
what sells, who supports what, and the rest of what you want to do which is without
support....The process of funding is viewed as iﬁvolving "distortion" by ommission ur

emphasis of the interns; priorities of school members. .. . As a result, more tension
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will accur between thase formally respansible far making such taugh decisians and the
members generally. .. .Maybe the tensians connot be avaided, but they can be antici-
pated by thasc who must decide and plan for.

The mare the “tap" gavernance bedy includes persans not dircetly invalved in the

school. .. the mare likely it is that the issue of "yau are not clase to the situation

will arise. ...

Cantinued grawth after initiol histary of the schaol is dependent primarily upan the

uxtent ta which the means af governance and thase active in that pracess can antici=-

pate the futurc,...What issucs arc we likely ta face....The plonning copacitics of

decisian making graups becames as important ar passibly mare impertent that the
arbitratian functian or the resalution of mare immediate issucs.

Wher the schaal is undergaing on expansian ar is foced with the appartunity ar need

af develaping additiana! resaurces external to itself, decision making faces the

problem of gaal canflict between allacatian of resaurces for strengthening present

lcarning resources ar allocatian ta obtain a patential future benefit.




