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This first interim report focuses .exclusively upon the f:‘fSt two years
. "y ‘

of this five-year project--what we Jhave called the "initjal planring®, and
"early implementation" stajes. As one important objective of the Experimental T

- ¥
_Schools program 3s to see "what sticks"--how to pring about lasting change--

a thorough conslderatlon of important research and pollcy questions of the
Experimental Schoolfrogram must necessarily await cdmpietlon of the f1ve—J
year perio;d.v At th time, a report will be issued on the lasting effects

of ~th1s prograxr——espec1ally its effects on rural youth, rural aflults, and 4

-

" their com}{nltles, Unt¥#l then our conclusxons should be viewed as tentative T
and subject toWevxslon as we expﬁd our data .collection and analysis procedures.

’I‘he) flndlng’s we present in this report are lllustratlve, not definitive.

-m_m S . .

. VJ; . We have tried to present a limited amount of- 1nformat10n in a form.likely—to—— -

____be useful and  interesting to“pzactkcaag—edecatofs——ﬁ:en‘we introduce the ten S

§chool d1str1cts and doscnbe‘ some of‘ tnelr history (C hapters,One*‘and Wo) ’ 'S
we 1dent1fy them by name . In presentlng their five-y&ar plans and caﬁsldernrq the
l implementation of these plans to date (Chapters Th}ee, Four, and Fn-'), we
have made every re;‘-lsonable effortito protec prlvacy. Such protection 1s
" essential in order to maintain theJ trust and.confldence ten school dlstrlcts

have placed in us.

. .
.

- Chapter One traces the beglnnlngs of the Qerlmental Scllools {ES) - .

program est®lished in 1972 by the U. s. Office of Educatlo'L It explains
' : the purposes of ES, 1tslér1ter1a, its pr\ocess for the select1on of ten

experimental sﬂes. 1lly it describes the .design of the research studles )

-

Y . M
year pro;ect. . ° 3

' \ \ Abt Assoc1ates has coordinated in order ‘:o document and evaluate the f1ve-

L]
’ + . " Chapter 'Two prov1des some background material on tha ten sites. The N
" ' first section’ 1dentifies them and some of thé&r pertinent statistics, a li‘stinqa,

in effect of so;\ldentlflable characterlstlcs. - A second section offers a

' nacgrativé sketch of: some h1stor1cal patterns that have shaped these communities.

¥ -
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A *1nal sectxon presents a looz/at the schobl districts as they are hyday and |

L -

most part, with the rest of ‘rural Amerlca.

the dilemmas they face, for th

The material in this chapter ‘has been selected primarily from the two-

volume report, RURAL AMERICA: . A Social and Educational *History of Ten

1 - =
Communltles, prepared by Abt Ass601ates. The'chapter should not be seen,
however, as a’ synﬁfesls of th1s large report. Rather, it is an attempt to

offer the reader,.:in brlef, a viewing perspectlve of the rural community as

%

jt affects this project. -
Chapter Three, on the other hand,r is a synthesis. This chapter breaks -

down those plans drawn up with federal ass1stance by the ‘ten small rural school

districts in l972~l973 It summarlzes the central questxons asked in each

proposal and explains how\these communities planned to f1nd answers.
/

'
1

s The first section deflnes the goals -these school d&strxcts envisioned
for themselves, what they.wanted for the1r students, t/e&£ schools, and their
communities. The second sedtion summarlzes and compares the most significant N
proposals for change as they appear throughout the plans. The third section
dellneates their common .plans for evaluatln? their progress and their,problems.
Chapter‘Three attempts no judgments or assumptions on the eventual cucvesty
—— ——-—--——or—fatlure-of these proposats. ——The plans- themseresT”iengtby documentq totailng -
more ®han 1,000 pages, are the sole source of the chaptér, a‘way we believe,
. of insuring their integrity along with that of their auihors. The voice in
) the;chapter, to the extent pdssible, is the voice, in the agoregate, of the -
I' - p‘eople who drew up the plans. kk - .

Chapter Four is a destription and analysis of the amount of impleenta-

tion achieved by these ten school districts at the end of the 1973-74 school year.

.

' , . - G

¢
[
Fe

- S itephen J.HFutzemeuus, Heter Wolt €, and Abby Freedman,‘EdJioné, B
) “.. Rural America: A Social and Educational History of Ten Comnunities
i N TCambrLdge, Mass.: . Abt Associates Inc., April 1%, 1975). '
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'/ P AR It explgins the terminolody ‘used to describe different ,
. .‘r- . stages in the five'—year process of change. - .
D v X LY 1
. M § :
> t deflnes the types of aeducatlonal change the B}xperlmentel
' - . Schools program is concerned with and how the tén sites
* differ in their approach to these changes,
7 . . .
i I . ) It offers some initial fi dlngs durlng the early EXperlmental .
i ] Schools implementation period, us1ng several graphs to illustrate"
’ the kind of materials used to develop our analysis. .
e 9 . . .
I ' ) J e - It sug‘gests some patterns of comprrehenslve,l éducatlonal ghange, not
)  as concrete ev1dence, but--3® indicators of the kind of mate 1al
} L . the final report will coordlnate.
A
' - Chapter Five ‘examines community and school characteristics that seem
to be assoF'iated with the ,findings*outlined in Chapter Four. It describes how
' . the¢ stage of a community's development, the social and cultural similarity
~ iv-i.thin a community, and the quality of life of a2 community seem to affedt

- |
T
¢
P -

educatlonﬁld‘:hange as prescrlbed by the Experxmental Sc.hools program.

S

The f1nal ‘seckion examipes the organlzatlonal characterlstlcs that

'\ ,/ seem to affedt educat:mnal change. At this stage k1n the program, five such

. characterlstlcs appear to have influence on the program in one dlrectlon or

~another. Tnese five--the pla(hnlng process; the desitre and impetus for chang

s
.

the amount of experlence with educatlonal change within® the school d1strlct'

organization; the commitment of school district leaders; and the‘centrallzatlon

%
P

"‘; " " and coordination of ‘decision Raking ¢ processes--are brlefly analyzed in 1fght

Caw

of the studles currently being undextaken

3

with the reminder that more materials will be available to answer pressing

Chapter Fiwe draws upon research in progress. The material is presgnted

" questions“ in the next three years. : » e ’
This report is interdisciplinary in focus and draws its data from a « - -
. . . ¥
variety of sources--historical documents, local project plans, census reports,

survey, questionnaire‘s, interviews, and on-gite participant observation. The
-

i

data vary greatly om one<~d1501p11ne to another——what is considared "hard"
data by the h1stor1£n, may be considered "soft" data by the experimental

psychologist. Subsequent reports will address this issue in greater detail.
w i . r’ .
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' : in their efforts of educational improvement.

. Full documentation of jthis study will not be available until. 1979, -

' districts prepared during the 1972 73" school yeag and on the.lr progress in¢¥,

need to learn about their efforts has often taken time away from thelir ‘Lrimary
: " ; ‘

-
.to us in the hope that what we learn from theiI experiences can be

» + - *
o : *
DT , .
I v .
- . & ‘ PREFACE ’, : ‘ .
v : N _— ‘ . .
N 3 * .
. / - . : v
=, ) - M = 2,

» 1hls documant 1s the first in a strlcs'of annual interim reports on

the buthanLL of the Experlmental Schools Program for small schdols st1v1nq‘ -

Rural Areas?

~

Exptplmental Schools program may hold for the 1mprovement of education in e

L]

It has been prepared to alert educators to the poténtial the

rural Amerlca. u

% s &

We. plan to pssue three additidnal 1nter1m reportsi}early in 1970,

1977 and 1978 Early 1&*1979 we will issue a multi- volume flnal report .

That veport wlll brlng together the flndlngs of th1s research effort)and

dlrect them towards seve;al audlences. . ’ s .
» * .

LA ¥ &

®, Federal décision makérs 1nterested in the pol;cy 1mpllcatlons

s - qf this portlon“of the Experimental Schools proqram, o

P

FR N o
) Practxclng educators at- all levels of the American educational
system interested in ways this program'zs applicable to other
. . ‘small rural school districts 1ntenested in educatlonal 1mprovement,

4

° Tralners 1nterested in the dlscovery of new knowlédge>and
techniques which can be used to assist practicing educators

. "‘ -

Researchers 1nterested in the(study of rural educatlon as a a
Soe=artiers
soctal and cultural phenomenon.

)

. * R - . <
This reportwdescribes only thg first two years of a six-year research program.

Our focus is’primarily on. the detajled plans these ten small rural school

1mplement1ng those plans durfng the 1973-74 “school year. We will update

this report each year as we gain further 1ns1ght into the 1mp1ementatlon . &
proCess and as we observe changes in the students and communities affected !
N A '
bg. these proJects. _ y
; : .

. . This long-term rese¢ .rch pebject 1nvolves mazy people.
grateful to the pupils, faculty, sta;F, and citizen

We are particularly
of the ten schooljdistricts
.which agreed to have us "look over t eir shoulders"'whlle thé& Contendfw1th

‘the problems and prospects of planned educatlonal change. We know that our

task of ;mprovinq‘their educationq% programs. They made th15 time available
useful to
the/many other‘small rnral school districts not participating in this experi-
mentalr program. : ) .l . B ' .

. i SR
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S e INTRODUCTION - .- . =
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An 1972 Congress reafflrmed 1ts hlstoilcal'commatment to équalxty .

.

-

'~ % by declaring that it wllh’be the’ policy of thc United states "to lmov1dt

to every person an equal oppo%tunlty to (ecelve an educatlon of hlqh dquality ”
S

regardless of his race, color *rellglon, sex, nat;onal{oriqrn, ‘or sdcial

1 Y U

class."’. After conslderable study and extenslve ﬁestimony\from t/presgnta-

3

tives of all segm nts of Amerlcan\8001ety, Congress c0nclude§ thaf thq\

.

.

-
..

American educatlonal system had not achieved this ob;ectlve, ‘and that theror

Pl

Iy
T

persists an “our society pronounced 1nequa11ties 1n the opportunlty”to rece1Ve

*an educatlon of h1gh quallty.” Althouqh/rn/quallty 6f educatxonal o?portunlty

. N

‘takes many forms, it seems partlcularlv pronounced in 1soLpted and semi-isolated

)

-

-

»

rural school districts wlth many low income familiés. * .

Rural America is larger than most people realize. One of every fqur

i

~Americans llVeS in rural communlt;esvor loc‘lltles. ‘As one observer recently

. pointed out, if our urba& populqtpon did nqt extst Yural- America would be

i

N 2

. large, enough “to be cla051fled\as the world's elghth l&rgest country. " To

- the sturprise pf most Amerlcans," James T. Horner p01nts;out, "there is pro- , .
. portlonately three t1mes more poverty on farms (three in ten) . than in our RPN

cities (one in ten). One half of the poverty‘famllles, those Wlth less than | 3

. 3 . g .o
$3,500 .ificome, are rural families.” - i . *
* o » . . ’ ¥

These statistics of rural life in- Amerlca are only part of the ;easOn ) .

“

.
. .
-
=

legislators have ‘shown concern for the ceqment of our country which remaLns a

vestige of a highlwprized frontler way of llfe. “The social structures, work

patterns, and youthful asplratlons of rural Americans are in flux. There hes

-

‘been, in rec»nt times, a decréase 1n the labor %equlrements of farms--a

' situation that has resulted in the migration of farm youth along with a -

“inable to cull a living from traditional agricultural labor, young people who

“
have been broughteup in rural onvironments tend to move in haste, wrthout much .

;. tehden::y to seek non-farm emph‘.;y:nent. Seemingly unneeded, and apparently’ 4
' R o~ . X E ] 7 < Q r\\.
- . s Y

/w LU. 5. Congress, public Law 92-318, b; 390. .

4

: // - B .
Horner, James T., "Rural Schools Remaissance vital®*for U. S.," in A Good o,

Life for More People: The Yearbook of Agriculture 1971 (Washington, D. C.:
J U. S. Government Printing Office, 1971), pp. 162-3.  °

kN

»
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'communltles mobilize their resources for educatLonal improvement.

to small rural school dlstrlctBQ&ts Experlmental Schools program——a program

.
: : - - d
E .

1nfoxmatlon or dellberatlon The problems they substqu»ntly face 1n urban,

+ e

suburban, ot extenged rural areas are made morewpalntul by the poor ur severely

limited eduoatlopal preparatlon affordedythem by thetr home iocales.
Eduoatlon in rural Amerﬁca“hgs,

for the most part, pxoved anadequate

for preparlng youth for diversified employment patterns in urban areas aifd

N
Soﬁlal trends, .

o N B .

economic change, a decrease 1n the ability of many communltles to remain self-

« =

the posslbllltles of an 1ncrea51ngly mobile way of llfe,

“sufficient;

s

expectatlons rural c1tlzens ,place on their schools.

+

incréased state and federal regulation, haJe all compounded the ‘

S

institutions, during tﬁe past decade, have rapldly fallen behind qmnetropolitan g § ‘
i

|

The1r educatlonal , ‘ .

systems. e * . "fw

’ |
e | < NEW HELP FOR RURAL (SCHOOLS ., . .
Iin July 1972 the U S Offlce‘bf €ducatlon 1ntroduc§d an 1nnovat1v~

+*

program of educatlonal reSearch and development, which could help rural L

*

It extended

estdbllshed ln l97l to assist l£rger school dlstrlcts. The Experlmental
Séhools prOgram was designed - toltest the assumptlon "that 91gn1f1cant and

lasting improvements ln educatlon, beyond those made pos51 le by pletemeal

1nnovat1ve ‘elements, - are more llkely to occur 1f comprehenvae changes are
1ntrodUCed ‘into all elements aof a jchool system.4 S o

This idea had its roots in prevxously funded federal experiments.
Durlng the 1960's thousands of educatlonal 1mprovement projects (many'I . e

supported by Tltle IlI ‘of the Elemen&ary and Secondary Education Act of 1965)

o

were optlmlstlcally inaugurated. [In spite of an enormous effort by devoted

teachers, pupils, parents, admlnlstrators, and ‘researchers, 1t was apparent

at tht end of the decade that these progrdams had not brought about lasting

.

imprOVements. Educat ional systems were far more complex, it appeared, than

many innovators reallzed.n

-

Fonuurrently, the Ford Foundatlon conducted a $30 million

=

'"omplehenSlvt

School mexovemenf Program Their llmlted research %uggests that a compre=- i

thSIVe program ought to "look beyond the manlpulatlon ‘of varlables with@n.

the school and reckon.mpre directly with outside factors such as financing,

L : , . 5 7
parent expectations, and lodal social and political pressures.”

W > “ ©

@ N
R ES
T

§

4NIE. Its Hlsfory apd Programs (Washington, D. C NIE Office of Fublic
Information, February 28, 1974), p. 38. ,
‘ : i .
SA Fourdation Goes to School (New York: The Ford Foundation, 1972y, p. do.

"o : o N
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The U. S. Offlce of Educatlon wanted to base its new 1n1tlat1ves on

what had been learned from past experiences. In order to study the lmpaLt

-

-
. . -
. . =
‘

@ O G Gu Gn TR G @ SR G50 &

of locally-1n1t1ated comprehen51ve educational change, in 1971 the HtFLCe of ¢

L 4
-

Educatlon believed it essentlal that:

- ) School dlstrlcts analyze their own problems and .devise s
. their own solutigns. -

) ,Local school personnel and the communlty choose new curriculum,
organizaticn, staffing, and internal evaluation.

-

° School districts include, in their plans fér change all -~ .
significant elements of thelr school programs $¢ tnat each .
. area 1is con51stent with and supportive of all other areas.

’ ° All grade fT&vels (K-12) be included in plans for change.

) Targe* populations be large enough for the new programs to be .
signaficant but small enough to be thoroughly evaluated

PrOJects last for five years to allow for cont1nu1ty and
internal integrity while p0551ble alternatives are tested
and retested.

The federal government agreed to commit loné-terﬁ funding and tech-
ﬁical assistance to a small number of diverse rur&l school districts. In

return, those districts would plan and implement their own programs. Through :

such agreements researchers hoped to -learn how to help other school districts

-

with SlMllar needs and problems. . 2. -

In sum, the Experimental Schools program empha51zes locally~initiated..

=)

romgrehen51ve educational change dependedt on communlgy partlclpatlon with

»

oy
VA
provision for systematic documentation and evaluatzon. The program's goal K

15 to study a few ip“order to affect many.

A NATIONWIDE, COMPETITION | BN

(3
/
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.o in March 1972, the Experimental Schools program announced a competition.
All school districts in the United States with less than 2,500 pupyls and

« -
serving primarily rural areas were invited to express thg{r interest 1n a new

-

five-year project. N

-

Could interested school dis trlcts proposé ways to buiid upon the

strengths inherent 1n their local communltles? They were :Dunbeﬂed not to ‘ .

4

.
.

be defensive about being a small district, and to suggest how they would
- 2
seek quality and 1mprOVement in ways specifically appropriate to smallress. "
, . “
POV ﬂ/ © . N «) |
prerlmental¢Schuulb Program:  Announcement. of a (ompetltlou tux,emall Fural |
Gehools (Washington, D. ©.: U. $. Office of Education, March 10, 19720 o 1
r \‘l ‘ | .
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Aruitoxt provided by Eic:

. Intérested school dlatrlCtS were asked to subimit info rmai igtters"af
nierest, " They wcrc advised thatball grade. levels (K-10) and all Htudentc
must b iucludwd in their plans, and attention given to problems ot pkull

porform1uq students JNJ students from low i1ncome famili os ‘” Thelr llt§~1~ wemild

#

o rural areas?

. ) ¢«
Apprqximately 320 school districts responded t@rzheﬁExperimental
Schools' 1nvitation, and twelve were selected for pattic;pationté S1x were
awardpd one~year gr;nts to plan in greater detail a five-year Project of
tumprph»no1ve educational change, with a firm understanding subbequwutl, thflbi
they would be tunded tor tour additional years; six others reCeLVPd Qnf-pear
planning qrants, but with the understqndlnq that long-term funding would be .

_conditional upon the resifits of their one-year planning procesd. *Four of

those~slx were subsequently awarded long-turm funding. » !

Exptrlmen*al Schools funding has been p[ﬂVLde ri’ s ten school drstrac

. i A
tor a transformation of thvlr educatxonal program. - It udmrgw ge wsed o Ay >

&

gor activities alrady under way, fotr routine [dpfldl lmpluvwn, nts, or for
the acquisition of materials. ,As ‘ome NIE th1c1al described them, thoz 5"
funﬁé‘should provideta favea=year “bubble" in each school eHstrict's Budqut.
Thoy are desiﬁﬁeﬂ to bedrkthe expense-of comprehensive edacational chaﬁgeo

o .

P

be reviewed by a belpftlon comm1ttee 1ntprebted m the followipg.guestions: . “
- Tl
T e Does the community amnd student population meet prodefined
¢riteria for.a small school district serving a rural area?
. Do the ideas for educatiomal change use local strengths
! and resources-to overcome weaknesses? ! g
B § -y . kN —
S - - i
T e Does™the dlbtrlc; proposal seem llkely to ov&rcome *its °
Stated weaknesses? ‘ L ow T, *
- o . e
. v % i =
® . boes the proposal represent a comprehens1v8" approach to o
- . problem solving? » ¢
. e - Will the proposed chaugca meet ﬁhw necds of LndIVIdudl
students 1n the district? * _
"%
s ) Will the community be 51gn1ﬁ1cantly anOlVLd in all d
. aspectb of the project? . e .
® Will the proposal benefit the district as a whole? o
. 3 " R
. - :
° Will the project provide for quallty education in smali -

g

. j/;
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T At thc hnd of thls five~- year peried, these échool districts are expected to

-
s &
¢
G

% T e doing very dltferent thlngs educatlonally-—wlthout depending on external o

funds for contlnulng pro;ects whlch caneé about because of their ES involvement..

. #

lbC‘I‘en small rural school dlstrlcts survived a rigorous selection process,

Yi - -

“educatlonal change Gﬂoqraphlcally, they are diverse--located in distinct

-
;-

regions of the United States (see Figure 1.1). &
] - - /‘g
5 RESEARCH TO ASSIST PRACTICE

The Experlmental Schools program alse conducted a nationwide competltlon

i

to select an 1ndependent research organlzatlon to "document and evaluate" its
) nmall rural schools pfo;ect 7 Each 1nterested organizatlon was aﬂked to indicate
its Capabllltles to conduct a larqe SCale, long~term research effort. How would
they deal with a series ox complex organizational and 1nter—organlzat1onal
* problems inherent in this type of applied edncational research?

In June 1972 Abt’Associates won that?competition Abt Associated was
then asked™to deslqn and implement a documentatlon and- evaluation program to study
‘1he 's1X snall rural 5tho&¢ districts given long-termeconmltments Thls resear—h
was transferred to the Natlonal Institute of Education on Migust 1, 1972.
Tn{June\197} the number of school districts was. increased from six to ten.

. Since July 1972 those ten schcol districts have ~been ‘busy planning

c and implementing their five- year projects and Abt Associates has been coord-
inating'its program for thelr documentatlon and evaluatlon Abt Assocciates'
current evaluatxve design calls for a serles of separate, coordlnated research
studies within a single broad-effort called "A Longltudlnal study of Educational

5 uuhangehrn Rural America," or more briefly, "Project Rural.v ‘Two studies are
i fig conducted independently\at each district. They-are tailored to the
unlque thaxacterlstlcsxof these communltles, their school systems, and their
Plans for comprehenslve change. These "sxte -gspecific"” studies ask the follow1no

- -
Juestions:

- W i

(ay

. &. 0office of Education,ﬂﬁequest for Proposals Ne. 72-56, Evaluation and
—-Documentation of Experimental Schools Projects in Small Schoois Serving
- Rural Areas, May 10, 1972. -

-
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They stood rqady to develop and 1mplemenc their own comprehensive plans for » ™~
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'~ ° What factors in the social and educational history of each ' l
. district can help others to understand better how to plan ;
. and implement comprehen51ve educational change? * ' .
. . |
' ® What factors in the contemporary life of each school district .
and its associated communities tan help others to understand L !
better how totplan and lmplement comprehen51ve educational
' ' . change?
' Three other studies use uniform research;\_;idesigns for all ten school o
districts. These “cross-site" studies ask the ‘following questions:
e ‘what characteristics of communities. influence and are influ-
v enced by the process of locally-initiated comprehensive edu- -
cational change? N - -
) wWhat characteristics of schools and school districts influence
and are influenced by the process of locally-initiated compre-
hensive edudat®nal change?

® What ‘characteristics of pupils’ influence and are mfluenced
by the process of locally-initiated comprehensive educational

' change? B ; : .

Abt Rssociates has assembled a multi—diSCip]iinary team of anthro- '
' polpgists, educat&'s, sociologists, and soc1a1 psychologists. Cross-site
studies are directed by persons tralned in analytlc survey research. Théy

. work primarily in Cambridge, Massachusetts. Abt's approach to cross-site N

dataﬂllectlons depeﬂ{is on a blend of survey and field methods,

Site-specific studies are directed and conducted by trained "field

4

workers" who live full-time in each of the ten districts. Each field \ ,
l
worker :

> . ‘ ® is a principal investigator for a “site history” and "a site '
case study". .

) is a source of information for portions of the cross-site studies.

Y

.

questionnaires.

< -

' ¢ ., arranges for the administration of some of the survey
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policy. Specifically:

Abt is also pursuinhg a series of policy questions which will draw
their answers from the above noted studies: One set focuses primarily on u
the objectives/of the Experimental Schools program. specifically:

e - Can a holistic, district-wide approaéh to educational
change in~small rural school districts produce lasting
v - + .

beneficial results? | >

How do small rural school districts implement formative :
evaluation procedufés so that they can benefit from the :

Experimental Schools program?

O'EE,HOw can Experimental Schools program findings serve other
small rural school districts interested in locally-initiated

educational change?

abt is also interested in a series“sf broader questions of public

What educational needs set small rural school districts apart

°
from larger suburban and urban counterparts?  *

what different patterns“%f educational needs are found in
different types of small rural communities?

«

° How can educational resources of #@mall rural school

districts be mobilized to contribute to the overall qua ity
of life in rural communities?

». iy

How can other local resources contribute to the schooligg of rural
youth and the continuing education®of rural adults? :

™ What is the impact of comprehensive educational chadge on: .
the overall quality of life in small rural cémmunities? .

® what is a productive balance. between federal, state, and
local jnitiatives in achieving lasting educational change
in small rural school districts?

v

In areas where local initiatives are not feasible; what is
a productiwe balance between outside project funding, technical
assistance, and project monitoring activities? “ -

i
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TEN RURAL SCHOOL DISTRICTSl ’ i

Comprehensive educational change does not occur in rural copmunities in

-

isolation from SOClal, economic, geological and MWistorical factors-{§factors which

~affect all 1ocal school systems. In these ten rural school d1str1cts,2 separaued

by geography and size from the fragmentation and scphistication gf larger, more
complicated urban scciety, this interlocking of education, local eustoms, and
attitudes seems all the more striking. The people of these compunities arg often

still in touch g&th thelnghlstorlcal roots. Manyufounding families still live in

homes built. by grandparents “who homesteaded th§3surxound1ng land. Several cémmun-
ities are barely 100 years. old. Schoolkng, and therefore: schoolsg;havejonly\\
recently become an, issue im these "frontier" commuhjties. ‘
Understanding the roles these ten school districts h§veiplayed in
America's frontier expansion is crucial to an understand}nq tf their schools.

today. The men, women, and children whé survived and thrived in frontier

Qze have left behind a legacy—-a strong sense &f individualism; a true value
pYaced on nelghborllness, a fundamental attachment to working the land; and o
a spirit of industriousness wh1ch‘1n its day ke?t a vision of riches and i
opportunity in the minqﬁof"eadh~settlér. - ‘ﬁ

This chapter anglyzes the differences and similarities in the way

h1stor1ca1 development affected these ten school districts so that in 1972,

when the Experimental Schools program took form in eacH district, a varlety of

rural experiences could be tested. The f1rst section includes a series of
pasic facts about each district. It identifies the ten rural schoolﬁdistricts.

and provides current statistical information on -each one.

lH1stor1cal statements made in this chapter are based prlmarlly upon an analy31s
of the social and educational histories of each school district prepared by Abt
Associates Inc. under contract to the National! Institute of Education. For the
more complete historical statements, see Stephen J. Fitzgimmons and Peter Wolff,
Editors, Rural America: A Social and Educational History of Ten Communities
(Cambridge, Mass.: Abt Associates Inc., April 15, 1975j}.

»

b4

2Througﬁout this report we have used the term, “school district" to refer to the
administrative unit for these ten Experimental Schools projects. However, in one
instance (Union 58), the administrative unit is a supervisory union of three
autonomous districts. In another instance (Quilcene) the administrative unit

involves two autonomous d1str1cts, each with its own contract with the National -~N\”,

Institute of Education.

9
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A second sectlon considers significant historical xpatterns emerglng durlng

' the equy set;t;ement period of these localities and suggests some lasting effects

i ith the communlry at{large and the educatlonal systeﬁl in particular. &

' The final section exam%)nes :the school districts as they look today, and explores

: some dilemmas which they--and most other small rural school districts--currenﬁly face.
. . N ‘ R ‘ i -

. i ‘ - ~ BASIC FACTS

Ll

J State: Alaska e t
School Dlst{.rlct. Craig School District

Number ¢f Puplls {(1972-73): 148

* Number of Schools (1972-73): 2

Pef-Pupll Expenditure (CPI-AdJusted)3 »{']_.972-7‘3‘)_ Qil&215 «

'Locatlon. On Prince of Wales Island 60 air mﬁes west of *Ketchi-
¢ _kan, 750 miles north of Seattle, 220 mi. south of -Jupeay

l ” | Area: 75 acres (1972)

Pirst White Settlement: 1911
Population (1970): 272 .
Major Communities: Craig

Major Industries: Férestry. fi.shing, manufacturing (canning,
wood products)

State: Arizons. ]
;Schéol District:’ Willcox Public Schoh\%strict . e {v
;- Number of Pupils (1372-73): 1,503 o " « b

Number of Schools (1972-*73) 3
Per-Pupil Expenditure (CPI-Adjusted). (1972-73): $88¢ : ~

S

Location: In Cochise County, 80 miles east of Tucson
,_, . o Y

Area: 925 square miles -
population (1970): 4,535
Major Communities: Willcox .

Major Industries: Agriculture (cattle), tourism, retail ‘trade
and services

. ' ‘| First Anglo Settlement: circa 1858
311’1 order to standardize cross-sit’ié comparisons of per=-pupil e.penditure for
' regional cost-of living differences, the per-pupil expenditure data reported
by each district gxere adjusted using consumer price index (CPI) data for non-
metropolitan area$ in the fall of 1973. See U.S. Department of Labor, Monthly
|
|

!‘ O Hor Review (August, 1974), p. 59.
B
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State: Kentucky

.

School District- Hancock County School D1str1ct
Number of Puplls (1972-73): 1 510

Number of Schools (1972-73): 4 | " 2 . .
Per-Pupil Expenditure® (CPI-Adjusted) (1972L73): $739
‘Location: On the Ohio Rlver 90 miles west of Louisville =,
Area: 187 square mlles “ ) ‘ ;% r
First Settlement: circa 1800 »
Population (1970): 7,080 « g . ..
Ma]or Communltles- Lewisport, éawesvillg

Major Indﬂgtrles* Agriculture (tobacco, cattle, corn} soybeins
and wheat), manufacturing {stone, clay, lumber

/ - and paper’ products, sheet-plate aluminum) ﬁ
contract construction, retaxl\}rade, and ﬂ
N services ° . .
~ ¥ :
-
— —

State: Michigan

. y
School District: Constantine Public Schools
Number of Pupils (1972-73): 1,668 ‘ ﬁ
Number of Schools (1972-73)” 4 T
Per-Pupil Expenditure (CP;-Adjusted) (1972-73) $787

Location: In portlons of Ccass and St. Joseph Counties, 35
mlles south of Kalamazoo and 35 miles northeast
of outh Bend, Indiana .

Area: 110 square miles
First Settlement: 1828 :
Population (1970): 5,038 j

Major qumun1t1e5° Constantine E :
Major Industries: Manufacturing (pagpr products milk products,
recreational vehicles), retail trade, services

and farmlng) o e

& &
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State: Mississippi
School District: Perry C\hnty School Dfﬂ2r1ct ’ N P
. s . .
dlumber of Pupils (1972-73): 1,507 '
I - .
Number of Schools (1972-73): 6 ‘ o : o
ker—Pupil Expendlture (CPI—AdJuSEed) (1972-73)~ $672 | Lo
Locatioh, 100 miles southeast of Jacksord anf 60 miles :
northwest of Mobile . T k
Azea: 528 square miles , y - .
First Settlement: circa 1812 ' . _ _ - - .
{ Population €1970): 5,908 . . g L
i Major Communities: Ngw Auqusta, Beaumont, and Runnelstowh o v
Major Industries: . ‘Logging, manufacturing  (wood produdbs, textlleéi '
retail trade I 5

New Hampshire

State: N

School District: Supervisory Union 58 (comprlsed 03‘theﬂﬁorth- a
umberland, Stark, and Stratford Sdhool Districts)

Number of Pupils (1974-73): 1,128 )

Number of Schools (1972-73): 4 ° ’

Per-Pupil Expenditure (CPI-Adjusted) (1972-73): $473 o .

Location:
2J

Area:

In CoOs

' First Settlement:

Population (1970):

Major Communities:

miles northeast of Littleton, N. d.,

Berlin, N. H., 29
130 miles southeast

Csunty 27 miles northwest of

of Montreal, and 180 miles northwest of Bostonm
179 square miles =
. . »
1767
. ”
3,816
Groveton and North Stratford . .

Major Industries:

Manufacturing (paper and wood productb). retail
trade -and services

ho*

‘\:} |
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State: Oregon b Z 5 s LT

School District: South Umpqua School District 19C

Numbef of Pupils (1972-73): 2,275 : ’
Numben'of schools (1972-73): 5 ) £
Per-Pup1l Expendlture (CPI-Adjusted) -(1972-73): 5854 L }

Location: In southern Douglas County 90 miles souLh of Eygene ,and
’ 90 miles north of Medford , u .

Area: 340 square miles .
B

First Settlement: 1851
Population (1970): 8,037

Major:Commﬁnities: Canyonv1lle, Tri-City, Myrtle Creek nuyth
Myrtle, South Myrtles

Major Indusrries;“ Manufa?turinq (lumber mills),‘retaif trade, .and

services
A )

i

g

State: 'Souﬁh Dakota ‘

School Dlstrlct‘ Lead-Beadwood Scho?l Dfstrlct #106
Number of Puplls (1972~ 73)‘v 2,350
Number of Schools (1972-73): 8 .

Per-Pupil Expenditure (CPI-Adjusted) (1972-73): $1,176

Location: In LawrehceuCounty 45 miles northwest of Rapid City, 400
¢ miles nort® of Dénver, and 600 miles west of

. Minneapolis-St. Paul

Atea: 430 square miles

%
»

First Settlement: 1875

‘Population (1970): 9,858

Major Communities: Lead, Deadwood

Major Industries: Mining (gold) , tourism, forestry, rétall
i) trade, and services

i
\
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State: Washington

School Districts: Quilcene Schoeol Dist: .,

Brinnon School Distri .

Number of Pupils (1972-73):. 341 »//f’
‘Number of Schools (1972-73): ‘3 S

Per-Pupil Expenditure (CPI-Adjusted) (1972-72):

$1,016 .

LOCathgi\\;n Jefferson County 26 miles south of Port Townsend,

Area:

First Settlement:
Population (1970):
Major Communities:

Major Industries:

0 miles west of Seattle, 47 miles southeast of Port
Angeles ) '
" 100 square miles * )

1860
1,998
Quilcene, Brigpon

Logging, oyster harvesting, government
. laboratories # tourism, retail trade, and

g

d services R ]
, : .

. “;‘1

i —

f -
State: Wyoming = '
School District: <Carbon County School District No. 2 i
Number of Pupils (1972-73): 1,392 ,
Number of Schools (1972-73)» .

Per-Pupil Expendlture (CPI-Adjusted)

(1972-73)

$1,329

’

A .U - ) =N T N & s e =
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130 miles south of Casper, Wyoming, 75 mileé west of

Location:
Laramie, Wyoming and 200 miles north of Denver.
Colorado, . . .
Area: 4,300 square miles - .

s

First Permanent Settlement:
Population (1970):

Major Communtities:

.

Major Industries:

4,138 ‘

Encampment,@Riverside, Saratoga, Elk
Mountain, Hanna, Elmo, Medicine Bow,

McFadden, and Shirley Basin i

Agriculture (sheep and cattle), extraction
(coal, oil! and uranium)
mills), tourism, retail”trade, and services

o WA

manufacturing (lumber

14
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HISTQRICAL PATTERNS

»

The American frontier.aftracted all sorts of new people throughout the
#

18th and 19th.centuries, but those{who,settled in one area Or another during

‘that period were primarily interested dn only a few pursuits. Most were farmers,

ranchers, loggers, or miners-. M;5y were chiefly interested in acquiring large
tracts of land while it was being offered cheaply--in séme*gases merely for the
asking. On the wholé, the ten school districts involved in the Experimental s
Schools rural program were settled by people looking for one or another of these
possibilities. . . ,

R The towns of Northumberland, Stratford and Stark that make up
Supervisory Unlon 58 in Coos Coénty, New Hampahlre, the only northeastern
school district in the project, were the first to beﬁsettled by Europeans
among the ten project school d1strlcts. Aall three‘aere granted charters between .
1761 and 1764‘ which makes them three t1mes as old as faig, the youngest,Eur0pean
settlement in the program. The fact that Cobs County was settled at allals

. ;
something of a marvel., The winters are long and severe; the growing season . [

 lasts barely from June to m1d-September. In 1770, no roads coﬁld be found

ite Mountain Notch 4as bu11t. Settlers who wanted to go south

into or out of Cobs. Wagons couldn' t enter until -after 1800, when a road-
through the QP

.

had to travel by canoe on the Connectlcut Rlver--when it wds. open~—or by oxcart
on ice during months whéé,the river was firozen over. )
Understandably, the area now encompasslng Union 58 developed slowly.
By 1840,,fﬁpse three towns had a total populatlon of less i’an 1,200 people.
They were' farmers for the most part, and they consumed most of what they
uproduced. Trade was mosfly by barter and the route south st111 arduous.
Railroads came to northern New Hampshire in 1840, and Cods County
developed rapidly into a vigorous producer of lumber and wood products,
The area's agricultural business also expanded as railroads, enabled Co0s
County farmers to ship their products to the populous towns in southern

Y

Maline. With the comimg of the railroad, the milk industry alse boomed, and at Y

‘one time North Stratford had a large creamery which processéd local milk and
. X ;

» -~ v
. marketed it as far soutl as Boston, 200 miles away.

t s
1840 to 1900 were productive and promising years for Cods County.
After 1860, several saw mills were built in Groveton and they ushered in
the logging era. These mills turned out millions of board feet of lumber,

v

i
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much of which was shipped by rail to the urban areas of New England. tﬁ;
Connecticut River became a source for large log drives Which'gent millions of
Y bpoard feet of spruce logs floating to mills in Massachusetts. These di?ves,
held in the eprlng, when the river was high, were full of excitement for lotal
people. Thelr celebrationg, however, were short lived. The good tortdnes ot .
Cods County assocxated with. lumbering peaked at the turn of the ceutuzy

' After' 1900, most acce551ble virgin t1mber hadrbeen cut. ~ The towns of

‘ o

4 Stark and Stratford both of whlch grew and prospered with the lumber industry.

declined, shortly thereafter. The Whlte Mountains Natlonal Forest was established

»

in l9ll, restricting lumbering operatlons throughout northern New Hamfbhlre.
Technological deveiopments also undercut several 1ndustr1es dependent on wood
products. The development of cloth and paper bags, -for example, closed a

lérge."stave and heading" mill in North Stratford. Lardboard bobbins replaced
wooden bobbins, and another area industry closed down. —

Technology also took its toll in agriculthre: As modern farming methods
led to increased production and efficiency, marginal ferming areas like northern
New Hampshire became uneconomical. By 1900, two major industries of the area
had peaked and hegun their decline. . . “

v Nortrumberland *he third school district in Union 58, did* not experience

s

the same decline after 1900 because two papjf manufacturlng plants were located

in the town between 1890 and 1910. Paper manufacturing--a process which can

A\

use a poor quality wood--took the place of lumberlng and agricultyre. -Pulp and
paper production became a vital industry, “one which sustains the area to this
day. In Stratford, after the Great Depression, the Brown Paper Company pur-
~hased the old stave and heading mill and began manufacturing plywood. But
plygpgd did not pay as well as paper, and Strétﬁord never again achieved its
onmer level of prosperity In 1970, even the plywood mill had ¢losed 1in
North Stratford, and the community lost 1ts»ma]%f source of employment. Fore-
+men and managers. left town, taklnq w1th them much of the-area's leadership. Y

In their 200-year histories, the towns of Union 58 grew slowly and

enjoved brief "Booms." Although they.have hore or less maintained them-

other areas of the country. | . | ]

"

C/ selves, they have not enjoyed the qrowth and prosperity that characterizes .

.
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The history of Union 58, Néw Hampshirejhas many paralﬂils ih the nine
other rural sites. Many localities share the historical tradition Of using
land in specialized ways for farming and lumbering until it no longer supported
these special uses.. Many were unab}e to find other econcmic uses for the
land oy to replenish it. Wh%n this hapgehed} many farmers and loggegs looked
~¢ for hew land, eiéher in a nearby térritory or further west. Perry County,
Mississigpi, is the only distric£ in ;hich land resourceé have been successfully .
repienished SO that another generation could 1eap sizeable harvests. 1In the
© 1930's, the Givilian €onservation Corps spsgsored massive reforeélation

procedures, -a process that later significantly enhanced the-.county's economic

i 4

condition.
l The ecology of each£area, then, tends to be as significant as early
settleﬁent patterns., Salmon ryns in Craig, Alaéka, for instance, were over= N
exploited, causfng, in 195b, the collapse of large scale salmon fishing fndustry.
As fisving and canning had been Craig's major 1industries, its populftion declined .
rapidyy. In 1970, with 400 citizens, Craig haé the lowest per capita income
level “of all ten distrigts. . ; . -
Five school districts were once extremély rich in natural minerals.
Craig, Alaska, ‘Carbon County, Wyoming, Hancock County, Kentucky, Lead-Deadwood,

South Dakdta, and South Umpqua, Oregon still have a variety of accessible

silver, coal, o0il, copper,iand iron are available, but none provide the com-

»

|
|
|
mineral resources; yet they are not rich, today, in those-deposits. Gold and * |
|

munities with significant mining dependencies, with the exceptions of Lead-

Deadwood and “arbon County whe%é fully operational gold and coal mrving,

respectively, affect many aspec&s of community life. -

Farming and ranching are still prime sources of income in nine of the

”fwn di=tricts, though only one of the nine (Willcox, Arizona) 1s tnvolvefi dn
, : 5 F Y "y |
|

larqe‘sc34€q CvmpétlEiVe *ogribustness. " The other caght o are 51?"“’ tor Hnpar S,

with extremely fertvle Land n the- raves val ey but o surroundineg Tereatn

that 1:: heavily forested.. Raﬁbhinq 15 %ull of similar problems. . o éoqph
Ump<qua, for example, the range land is not as rich as other range land
avatilable to huge ranchfnq operations in the United States. More acsres,
theretore, are needed to feed fewer cattle than are needed 1n other meore ferte b

areas. The area“around Willcox, however, 1s considered by many to be the

best range land in Arizona.

&

8 o (\()5)53 i "4 | 1



i

-

,

-

&

ERIC

Aruitoxt provided by Eic:

e
u

¥
N

Two groyps of people tend to dominéte the early set£TEment of all ten
school districts. One greup appears to have been restless, on the move for
bigger an& better "opportunities.” As soon as one area appeered to be drying
up--or was appagently ready for profitable salei-this group moved on. B

Another. group apprd&ched each front}er with a wish for stability.

They wanted to put down roots.‘fco&s County maintained a slow but steady <.
growth of such se&iiers.; Opportunity for land speculatlon or quick 1ortune,~ ;
was not avallable. ‘%our weqtern dlstrlCtS, Carbon County, Craig, South Umpqua
ana\Qullcene, Wa*hlnqton, weﬁe settled by people who felt the frontler had
been reached. More than anythlng~e1§e, these settlers. seemed to want! to
establish a stable 30ciety{i o ; , .
- Most dlStI‘lCtS had" #.wo or three ma)or economic attractions. Farmlug,
of course, was the most prevalent.& wa dlstrlcts, howeVer, were bu11t up
around one important natural resource& Crdlg subsisted almost entirely on

its flshlng industry and in Lead the Homestake Gold Mine, still in operation®

today, was the sole reasbn for the town's establ;ehment 100 yeara ago. Muﬂh

. of Lead real estate, for example, is rented or.leased from the mine which Luns

under the town, prohlbltlng bedrock title to most of the land. Local Cltléenb

they can't fully own the 1and their houses are built on.

If a 1oca11ty wasn't superbly suited to farming or”some other industry
during the opening of the frontier,”it often sprang up simply because 1t was
on the way to othef lands turther west.é Willcox, Arizona, situated in the
midst of semi-arid land, qeemingly unsulited to agriculture, becafe a way
station 'Ln 1846 for a stage route from St. Louis and Memphls to San Franclisco.
In 1878, thp southern Pacific Rallroad ¢ ompdny began bUlelnj 1ts trans-
continental track through Arizona. Company policy required the establ Lshmert
of work campSIevery eight miles along the rdute. Today Qittle remains of
these small camps, except those which grew into towns=--such s Willcox.

The early settlement of most of gﬁese communlties was strongly
intluenced by the “VpntUdl arriwval uf WOmETL I most cased, whenswer g
uuﬂmUU1t§<Wab = _abllbhed (which generally ‘meant that 1t had beoen made sat.,
transportation routes hdd Leeon cleéared, the means for making a living and
housing provided) women were sent for. ‘The”arrival of women meant to any
frontier town tﬂat:a new phase was“abouf to begin. Women meant families,

homes, and children. Women meant “civilizing” the town,. The arrival of

women, and subsequently, children, also meant the establishment of schools.
I V’ 18 i o ‘;'
. S nave - \, i
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5 EARLY EDUCATIONAL PATTERNS
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“ Rural schoqlhouses generally served as communlty\5001al centers where

€

ple suppers, dances, uhrlstmas pageants, barbecues, and public meetlngs were

held: Beyond that, they symbolized the dawn of a neighborhood. They brought

3

“

a change iﬁtoAthe wilderness air. _ ' ez

»

The operatlon of a local school dlstrlct served, importantly, as

a way to educate qeople about the worklngs of local and county government,

@0

~ particularly in fiscal and polltlcal matters. .

) The first schools were small and 1solated serving, for the most'part,
)
1nd1v1dual nelghborhoods within each county. Tg serve larger areas would havg

meant trhnsport}ng children ovpg,many miles of rough terrain in a time when
modern transportation was neither available nor imagined.

.

It lS not surprising that the first of our districts to embark on

3

publlc educatlon is located in New England, wh&re in 1647, Massachusetts

~

' enacted into law the flrst statewide conuept of public education. 1In cods

-

| |
- &N . = e =

houngy;town records report aﬁproprlat1ons for public schoollng from its

earliest days (the 1760 s) and regular school _sessions also seem to hg ve

.

been conducted from thp start. ﬁany of the. earllest schools in other dlstrlcts

.

fy wgregprlvate and supported by tuition paid by local families. Private schools
: -were usually in session a major part of the year. Once public education

started, school sessions were shorter, often only 3 or 4 months of the year--.

e

a.problem due in part to insuffigient funds. Perxry, South Umpqua, and w111éog

all ngan with these abbrevxated programs.

Y

»
*
#

Some communltles,‘on the other hand, moved quickly in the dlrectlon of

-

lwng annual sessions. Constantine, Michigan, had a public school system, and

RS

twelvé-month required attendance, only twenty years afteruits initial settlemgnt.

Ny - ﬂ . .
School facilities expanded in most communities at the turn of. the 20th

t

5
B &

century. a chanqe‘that meant more for some communities than for others.

leluoxp for example, has always replaced its SChOOlbbUlelngS at reqular .
g intervals and has the newesf and most up-to-date facilities of all ten

sites. At the other end’ of this spectrum, the four schoo%s in Union 58 1n

Mew Hampshire were all built before 1917. .

- B *
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prior to the 1960's, however, most of these communities had spent

nearly 40 years with a stable and fairly well protected way of life that

.

- .. o

enabled their schools to rest comfortably within the - traditionzl confines of
educational patterns accepted priof to the first world war. Self-contained
classrooms, emphasis on texthbook learning, low teacher turnover, small local
schools, neighborhood . school boards (mostly on a volunteer basis), defined for
these rural communiiies an uncomblicated system for educating their children,
one which they had enough confidence in to leave pretty much alone. For many

|

families, the same teacher whe taught the parents in grade school later

-l .un N

taught their young children. These teachers, mostly.women, were established |

figures in the town. Discipline fgr the vouth of the community was rigidly ;

controlled, with teachers and parents sharing“conventional attitude€s towards !

child rearing and social performance. ” f/“
Thé 1960 %s brought to ;ﬂese tenfﬁqz%rigﬁs some changes that have ‘

affected the expectations placed uponftﬁeir schools. For several communities=-

Hancock, Constantine, Willcox, Quilcéne, South Umpgua, and Carbon County--

changes in the work force and types of occupational roles werg required by

|
|
\
neﬁ industrieg‘in their areas. Many of their citizens, it turned out,
wanted to :live "in the country" but without farming in“a serious way. Rural

non-farm residences became more popular than working a farm or living in a

village. These_fgmilies gradually began to vocglize their concern about

educating their children in a way that would Se responsive to their life

expectations, expectations that did not necessarily include perpetuating a
rural way of life. )

Rural youth, during this time, slowly assimilated some of the attitudes
of socia& reﬂelliousness prevalent during the mid-60's in urban centers. In
Constantine, for jnstance, the young people w;fq‘anxious during the early 70's
to shed their "hick! background" and assimilate i% éress, speech, and political
sentiment the "youth culture” that had filtered into rural areas. o

This process of assimilation took time, witﬁdmost children in these
districts aware of the cultural lac between themselves and their urban peers.

Although they are concerned about "catching up", as shown by their attempts

to travel more, visit cities and purchase clothes, records and literature there,

they are cautious. While many young peoplle in these communities want to lessen
L

i

the cultural distance to the cities around them, they do not necessarily want

to live 1 urban environments. Some who think they do, in fact, aften refurn.
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some, perhaps from a nostalgic wish tofget back to thplr.roots, live the way
their par hts wished them to. Others find it dlfflcult to cope with an urban
pace of life. .
*Currenktly, there is a sense of uneasiness, infringement, and frustra-
tion among theée rural communffies, coupled with some pride in rural ways,

fome conventiaonal values that includg a wistful yearning for the autonomous

community that their forebears had sustained. As late as the 1920's, the self-

- L. % . .
sufficiency of many of these communltles\outwelghed their dependenég on the
- R ‘ \ L3

outside world. for services and goods. Currently, however, changes ih transpor-
tation, commnnicationsﬁ mechanization,\ggricultural production, -and integration
of various fovels of society have ;ossened their ability to maintain self-
sufficiency. ‘ - -

National trends in education have also intruded on rural life. As

-their citizens have struggled te maintain individualism in the midst of

economic diversification, an& in the face of sociological transformatlon across
the country, these communltles have also confronted the. nece331ty (they were
told) of school district consolldatlon. More than the problems of their youth,
district consoliéation and economic changes (both discussed in a subse%ugnt
section of this chapter) have forced the;e commuﬁities to.begin an intefﬁallr N
dialogue over the future of rural education.

’

This dialogue had barely begun in 1972 when the Experimental Schools

»

£ . . ’ ‘ . . - .
program was in its gerfination stage. All ten of these districts had minimum

_ experience with federal funds in the field of education. ESEA Title I and

11T funds had been explor?d by almost all of the districts; Head Start programs

had been initiated in seweral; but none of the federal funds coming into these

districts were very large. For the most pért, citizens felt that federal money
was a mixed blessing, and they were wary of any outside influence determining for
them the direction of their children's education. It was difficult, oftsn, 1o

L

determine the worth of a program when it had a federal label on it.

Several districts tock great pride in the1r schools, placing a high
value on education for their children. But some felt differently. It was not
immediately apparent tc them how a "modern” education or any prolonged ppriod
in a school system would benefit their children. Academic skills were recognized
as important.. But how could such an education make a child grow up to be a great

fisherman, or even catch enough fish to make him competitive with the current

s
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market? Education, it seemed to many, was not necessarily going to produce
an aggressive crop of loggers, or farmers, or ranchers. ' )

Prior to their selection in the Experimental Schoole program, these
dlStrlCtS were asked to enumerate the resources and problems in their educa—
tlonab systems. Their response, as stated in their letters of interest,
indicate this conflict between what they thought to be happening in end vital
to the rest of the world, and their urge to retain what they valued in their
communities. "“According to test results,"” one district responded, "many of
our students are underachievers (particularly in reading and mathematics)."

' On the same page one district lists its problem--"limited parental

and "limited interest and understahding of citizens of educational

= W

negds"; and its resources--"some well-informed parents who press for a more

support,

relevant andwprodhctive educational program." This message might read, "There

are some here who are concerned about the direction of our education and will
be vocal éhvocates for change in our schools; but some here are ambivalent
ald wi}l resist change and interferehce."

This is, perhaps, an age-old conflict, yet one thét has particular
meaning for small rural communities where voices are heard, for the most
part, face -to-face, between people who are dlrebtly involved.

Several communities report ‘that daily atﬂendance -in schools is low;

the dropout rate is high;: teacher turnover has drastically increased; there

are limited curriculum*offerings; inadequate financing; a high retention rate f

of underachievers with no appropriate programs to accommodate special needs.
The plans that eventually emerged from these communltles (Chapter Three)
lndlcate a common goal for changes in these areas. Diversity in educatlonals

options is particularly needed in rural localltles where there will élways

be some children equipped and anglous to go on to higher education, as well ak

g Joudly proportion who will rapidly enter the work force--a rural work fOfLE

at rhat. “

. CURRENT RURAL DILEMMAS

By 1972, when the Experlmental Schools program issued its 1nv1tatloh o

to isolated rural communities, these ten school districts were facing a
number of qemmon rural dilemmas. First, they needed to solve the problem of
eqpnomic planning--for many, economic survival. Secohd, they wanted to find

i

ways to preserve theinxiural flavor, their life-style and work habits, while

o
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meeting, at the same time, the demands of their youth, and in some cases, | -

industrial promises or possibilities. Third, they had just emerged from a’ _
‘r & w

process of school district consolidation, a process which had left scars in

each locality. Some needed to find ways to heal those wounds and make t&§51;7

newly consolidated dlstrlcts work for each locallty--to preserve local
1ntegr1ty. “ ’ '

Economic Changes ~ :
- & el
- o ® .

Through the sixties, the communities within these ten school districts : A

‘experienced a series of ups and downs. Their economic development was
influenced by two geheral trends:Psome communities hung on to one or two
industries for their major economic sustenance, developing a single or:
narrow industrial base; others were more d1versxf1ed broadEQ}ng their base
of economic dependence. )

Cralg, Alaska, Union 58, New Hampshire, Perry County, Mississippi,
and Lead-Deadwood, South Dakota, for example, changed very little durind the
60's. They were &ll dependent on one oy two méjgr\inzijtries. Their lack of

The other six school districts have diversified their economies.
Constantine, Michigan, for instance, depended on agriculture and small industry

for many years. Its economy, consequently, fluctuétﬁ% with the rise and fall of

o

river and rail transportation. With changes in national patterne of life
style and recreation, Constantine became a locele of new mobile home and
recreation vehicle manufacturing plants, creating an entirely new industrial .
basé. ~ ’
Qullcene, washington began its economic life as a logging, farming, and
mining community. Then in the 1920's, the federal government built forest .

service and fish hatchery installations there, and these continue to affect

the economic condition of Quilcene. . -

o

Willcox, Arizona began as a railroad community. Beginning iﬁ:the early
1900's as farmers denﬁ}oped irrigation systems, their farming potential multi-
plied. By the 1960' s, retirement communities and other servige industries
previded several other opportunities. : - .

These ten school districts, as a result, face separate problems.
Diversiﬁ}cation offers, on the one hand, economic sustenance, egpeciallyv o
during upheavals in industry. It also means industrial expansion,‘industrﬁél
work patterns, and the likelihood of losing valuable rural qualities--

ecoloq1cal balance and beauty, sma%ﬁ?igf]‘relaxatlon and 1ndependence.

. ,
' diversification has affected their growth, and socialagtitudes.

W |

' 'Ful IIM Provided Iv!llc
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Hancock County, Kentucky is a good example of a community growing rapidly

L C o . .
due to industrial expansion but riskipg, in the bargain, a loss of a rural

iy
3

life style. . .
During the 1950's and 1960's, Hancock expanded its industrlalikectuz
consciously and successfully. -Tile manufacturers, paper mills, and aluminum
prosessing plants iocated on some of the higher ridges.in the Ohio River
bottoms® Seventeen hundred new jobs were created between 1960 and 1970..,

Hancock expanded. It expanded its dreams for economic dlverslty and an

array of occupational optlonb for 1ts cltlzens. It also*kxpanded its population

and overnight was flooded with new famllles seeking housing and good public
schools. The school system was not orepared for such a huge influx of new
stﬂdents and was overwhelmed. 1t also found itself answerable to new demands
fron industrial leaders that the school system be responsive to requests of
new resldents for modern educatlonal programs.

’ Hancock, consequently, provides a unique test*ng ground”’ for the
Experimental Schools program. Of all the ten school districts, it has taken
the initiative to révamp its scheol system while undergoing dramatlc change
in lts socﬁoeconomlc patterns. In spite of problems and the concern ot 'some
that Hancock will lose more than it gains, Hanc¢ock is embracing change ln
several aspects of life. ‘ - @ -

Communities that have not diversified are more likely to retain their
rural flavor, but face another problem--how to keep their youth content with
a communlty 11fe that offers few occupational optlons and meager economic

L4

reward. b

) Many rura;tcommunlt,es experlence a trend towards in-migration durlng
national periods’ 3%j1nflatlon, recesslon, and depression. During the 1930 S,
for example, population expanded 1J aL} ten &f these school districts. when
higher paying "urban" jobs become scarce, urbanites seemed té want to return
to a more basic way of life, living closer to the land. A parallel trenq

which may affect these ten localities seems to be occurring in the mid-197@'s.

District Consolidation

Playing against these problems of economic expansion, and the wish

to retain rural smallness and independence, has been a national trend towards

consolidation of rural school districts. All ten districts have experienced

consolidation controversies within the past *several years. *

\Jd
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Consolidation was conceived as an answer to the difficulties most
rural comﬁ;nitips share--raising the mone?»needed to operate a modern school
system. . Consolidation, it is argued, can eqdalize resourcé; available for
education in different parts of rural counties. Consolidation can create a
larger and more efficient school ¥istrict. It can ease the problem of
, teacher gecrditmeqt. Becdause teachertsafaxies can be made competitive with
larger school districts in the area, the pool of potential teackers may be .
larger, and‘tﬁg rate of turnover may decline. /
‘ This sélution to the problems of these sten school districts, however,
did ’tﬁtake into accoungiéhg;?ole small fown schools often play in maintaining
community identification. Schools are one of few remaining institutions over
which there is still some local, rather than state or federal, control. Many
high schéols‘have become in the eyes of residents a symbol of community prestige.
. Athletic teams elicit a Yot of excitement and loyalty from all generations.
They have helped define local identity and have become important to' rural
culturaf‘x&iy}ty. To lose their schoélé, many feared, would be to lose this

-

. - W

sense of local definition. 5
) In éhe 1960's attempts were made by the étate of New Hampshire to
dissolve Union 58 and have the districts of Northumberland and Stark join with
several other towns in forming a consolidated regional school district. This
was resisted bitter%y ana successfully. ‘

Carkon County, fWyoming has struggled wﬂth‘state—enforced consolidation
m;re recently. Its problems are typical. Once the state announced its unifica-
tion plans, the people in Carbon County.were beset by a feeling of apprehension.
There was widespread fear throqghout WYéming that the stipulation fot‘unified .
districts to be divided into equalized trustée resident areds might give a
yreater measure of power and fundingﬂté more densely populated areas.

In 1969 a Wyoming state committee han?ed*down a mandatory decision to
consolidate Carbon Count; by Decembe; of 1971. Many issues riding on that
decision were not solved ﬁntil the spring and summer of 1972, the;éxact time

of the Experimental Schools initiation. For Carbon County District No. 2,
: : ‘ .

consolidation was aJﬁontinuinq issue while it was ‘also trying to plan for

-

ional chanéefin a federal program.

comprehensive educat
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While Hencock was dealing with industrial deyelopmeht and tryinq to *

§
‘arbon was trying to cope with another threat to its rural attractiveness--

. cope with. the‘socxal phenomenon‘ﬁhat such developfent brings to rural life,

a statewide pdlitical thrust into its local autonomy. The events in Hanc@ck

and Carbon are typical of problems in other rfiral communities, both in par-
]
tlcular and as symbols of - larger!%hanges occurring in.rural America.

F1ve other d1str1cts, Cralg,“Lead—Deadwood, Union 58, Quilcene, and
South -Umpqua, ‘have found t e process of consolidation divisive. 1In most

K w

cases, the divisiveness was caused by a sense of loss of lécal control &nd

* o‘
- O = on o
~

local identity. ' . e

. ‘
i . "

- .

"

s IN SUMMARY

*

What are the effects of these developments,fboth in the communities

-
Y
4
&

)

at large and in their educational syétems? Strong feelﬁngs towards local
schools, similar to the support given various athletlc programs, characterize
a common community struggle. The people of these comnunltles are loyal to
their towns anhd to their\history. They still place a high value on indivi~
dualism. - .

Yet the rural tendenty to exhaust land resources with little forethought

for future ge eratlons ard for the future Jlfe of the communlty, as seen 1n the

a

early settlement patterns of these districts, has created obstacles to economic

¢

v

o
<

development 1n rural Amerlca. Some of these communities are determined to retdlh
as much self- -sufficiency as ,they ar;\able, to restrict or prohipit economic d1Ver-
Y si1fication, and to keep aloof from urban living patterns. Others have come to

sense the need to broaden their economlc base and plan carefully the future of

’ ) .
- Ny T o B

the communlty. These communlfles wartt to use outside resources to insure that
they will be able to subsist with some degree of self-sufficiency--a strong
feeling of individualism, and a pride in their accomplishments--without losing

the rural flavor of their way of life. 4
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. Their ‘geographic, demographic, écological, economic, and social L
4

.

These gen rural school districts bring to the Experimental Schools
prnqLJN some common historical derivations “and a nggber of similar current
dllemmab They share with other rural communities a stzuggle with school
dlstriot-consolldatlon, a need for increased efficiency, and educational
improvement. Along with most of rural America, they remember and live in

accordance with-a traditional code they are reluctant to put aside. A

structures, however,” are dijverse. This d1ver51ty offers the Experlmental /“

Schoold program an opportufiity to observe the operatlons of educatlonal change

@

in a varlety of settlngs that, in the conglomerate, represent a wide spectrum

sd

% ) & -

of rural communi'ties. . . -
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. . 3 CHAPTER THREE
. ’ ¢
’ ) . TEN PLANS: RURAL ANSWERS TO RURAL NEEDS _ .
= » . g B ."'&
The Eiperimental Schools program emphasizes involvement of the -

“total school system" in any plan for comprehensive change. As a result,

*

the ten proposals submltted by these small rural school districts are
" lengthy documents, a compilation,of a great many distinctive plans for l
educational?change, adding up to more than 1,000 pages in all.r ﬂ -
These plans represent a response by local ‘people to their own
needs as they complied with the expllo}x 1nstruct10ns issued by the
Experimental Schools program. These, then, are the final plans submitted
after a year of plannlng, a time when the proponents for each plan tried
to.assess both communlty need, direction, and support, and the priorities
of the federal government.
TheBxperimental Schcols program wanted local people to pinpoint
. their own Skoblems and then decide how to solve those problems. Each

plan, consequently, was preceded by numerous meetings between community

-

groyps and school personnél. The plans, in sum, represent what ten rural
school districts fe;l they most need and want in light of their perception of
what the Experlmental Schools program would support.

This chapter, a synthesis of these plans, takes as its voice the
§§tance of the proponents for educational change in each community. The
words used here are a summation of the words used by the authors of these
plans when finally accepted by the National- Institute of Educatlon for

funding under the Experimental Schools program.
- ‘ -

P

v ° AN OVERVIEW
4
‘This c1epter contains a summary of central questitns asked in each
"proposal and an explanation of how these communities planned to find answers.
The first section summarizes the goals these ten small rural school
districts envisioned for themselves. What. did they want for their students,

their schools, and their communities?
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The second section synthesizes how they planned to achieve their

goals. It summarizes and compares the most significarnt proposals for

change, discussing five central 4uestions which the Experimental Schools
i yﬂ !

by
A28

be

!

program asked them to abswer:

° Wwhat were theirMlans for curriculum change? e

e How would they provide for teacher training?

° what provisions would he made for parents and other citizens

* to participate? '

] In what different ways would they use their time, space and
facilities? o

- - C - » - ) - * : k3 »

° How would they adjust their school organizations, administra-

tion, and governance to effect lasting change?

The third section explains their plans for self-evaluation during

-the life of the project. What questions do they plan to ask in order to

it

know how well they are achieveing their goals? To whom will these ¢
questions be addressed? How will they make use of their answers?
s -4 .
5 . RURAL GOALS

-

. In 1972, when the Experimental Schools program invited small rural_
SCHOOl)diStriCtS to participate in an experiment in comprehensive
educéfional change, no attempt was made on the part of the federal govern-
ment to define community or educational goals. The government was .
primarily interested in observing the .process of chénge in each of these
cgpmunities. B;ch”community as a consequence, was as&gd to set its own
gr2ls. The government, in turn, would look over their shoulders to see
what it could learm-from them. In order to define what they wanted, each

district asked itself three questions: g

How would they like their children to be different?

These ten school districts, widely distributed over the Unitedk'x
States, are in some respects as-different from one another as they are
different from typical urban and suburban communities. Yet they share a

common concern, peculiar, they feel, to their rural situations. They

-, '
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geportxtgat their children, sepa;atea from ;Le mainstream of Amef&can
urban aceivity, often feel alienated,‘ignored, and irrelevant. Those
who do graduate from high school f&nq;xhat their education, most often
“traditional" ;and geared primarily for college preparatﬂon, has provided -
them with few skills they tan use id“ehe world of work and adult
respon51b111t1es most of them shortly ehter. ; |
’ Moreover, as life patterns out31de thelr own communities have
~ changed, they have not béen helped to see their own environment as
productive of individual success. in recent years, eduacation has seemed
irrelevant toflife in their own communities. School has been a place to
be, not a place tq}use. These ten districts wanted to make their echools
more useful--particularly to those for whom the schools were de51gned,7
their children.
! v All ten school dlstrlcts wanted their students to be.better
prepared--for life in the hometowns, or localities, but also elsewhere.

They wanted their highﬂschool graduates to "master tHe skills necessary

to participate in the shaping of our community's future". Preparation for-

adult and civic respongibility, and for the world of work is a central

theme runqing through all ten projects. Their voices form a chorus:
y

»
"Academic programs must have a.purpose that each student can
identify with." .. . 2}
) "Our schools will help each st ent select goals that bear ‘
- directly on his future livelihood and happiness."”
’
"Our school system seeks the realization of improved pupil
achievement and greater commitment and readiness  for entry
into the world of work or continuing formal_educatiog."
"We want to offer students a comprehensive basics program to
allow them to be competltlve in modern day 3001ety upon
graduation from high school.” : :

"We want to provide a relevant, comprehensive education fpr
students which will prepare them for any vocational pursuits--
a background to cope with living. in this area or any other
area of their choice."

‘ o onaK
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Recognition that students need to be better prepared for the world

=

of work opened the door to more specific goals for rural students.

) Several districts felt that an early educational program
should foster sel” -confidence, a necessary prerequisite,
they pointed out, to success. g

L 4

.

® Many stressed an individualized curriculum throughout the
K-12 programs in order to fit specific studies to individual
. goals. '
® Néarly all wanted basic skills: readinq, writing, and

arithmetic--solidly built into each child's background in
order to prepare him for all opportunities beyond school.

-

® Rural isolation, many pointed out, often precluded . LS
participation in urban cultural opportunities. They'

wanted mere cultural enrichment programs for their students
* in order to broaden their scope and perception of life.

Finally, they wanted to initiate programs that would help
students who had not previously experienced educational
success. .

.
L

¢
]

How would they like their schools to be different?

Almost all the communities had previou7i;~:;ganized their educa-

tional program through traditional "self-contained classrooms," especgklly

at the elementary level." They wanted to expand the components of tngée

programs to include a wider choice for every student. As one pla?/;tated:
"Many students have Tittle conception of life outside our

county because they have had few travel experiences.o‘ol
- instructional program has been contained in our classrooms.
Outside of varsity athletics, the community and the schoél
have little contact.” ) :

0

Their goal: "To develop curriculum where studéntd use
community resources and travel experiences to gain a more
realistic perspective of life."

This is a central theme--expainsion of the learning process.

Expansion, for these communities, meant many things. On the one hand, they

-

. .
- : .
L . 4 B
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¢
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*+

wanted to open the walls of the classroom to include a greater visionary
perspective .for students. They wanted to expose their students to a

. . J . .
larger environment than previously associated with school work in those

o
. commun?kies”x Every community saw its natural environment as a primary

)
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. source for this expansion. They could see that by using their environment
as a classroom, they would be serving two purposes. They would offer o,
' students a relevant, varied program in which to practice classroom skills;

F and they would prepare children for life in their ﬂome communities.
/l Secondly, they wanted to expand the subject matter taught in the
classroom-to inélude appropriate material that would make studies more ’
. relevant to rural 1ifé: Materials used to teach basic skills needed, they
) felt, to be brought closer-to home so that children could ﬁake a connectiono
‘j‘ Qpetween their education and their life outsifle of school. '
_Finally, they wanted to expandﬂtheir teaéhing methods to include
a range of possibilities”for different personalities and learning methods. .

{ Their schools, some felt, had been too tféhtly structured. Teachers

&

often felt locked into programs and curricula which had come to be the

. end-all in instruction.
"Oour faculty was concerned: that they were narrow in their
_approaches to teaching children and were locked into their
curriculum area. For‘example,.high school math teachers did,
not know what teachers were doing at other instructional
levels or in other academic areas. They needed to share
their program with other staff members.”
Most schools wanted to re~examine their method and "style of teaching
in order to improve their abilitv to meet the needs of individual children
» head on. 1If, for example, 30% of their high school students went on to college,
- those children ought to get a solid preparation for college work. On the other

hand, those who did not go on to higher education ought to have a total

*

school prggram, K-12, which prepared them for other options. This meant ,
“‘séveral“distriéts pointed out, théf teachers and school administrafbrs‘yould

have to spend more time and effort early on to offer intgresting and

practical instruction. Several districts expressed a desire to break down

old fashioned concepts’ of th% sort that inhibit personal involvement-<-fraom

teachers and students=-in schooling.
‘ Getting rid of inhibiting systems and styles, theybfelt,‘was only

the beginning. These school districts wanted to find new ways. They took
a year to examine their options and independently founq‘a foew common paths
9 b , .

to explore:

&
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®  Reorganization of qchedullnq in order to accommodate
new courses (vocatlonal, outd001 education, cultural
enrichment programs) and new ways of teaching basic

*;

. skills,
. Establishment of tralnlng programs for their own teachers
and staff.
) Festructuring of communication channels in order to

facilitate change in all aspects of the school program. -

How would they Like their communities to be different? . .

-

BExtending instruction into the community is one way to bring rommurnities

into the sthool system. Rural school districts are diffuse, covering

wide expanses of laﬁd; serving people who live miles from each other with

B

no public transportation. Several districts noted that their citizens
felt either apathy gr alienation towards their schools. Many felt

their Experimental School Project would provide a motivational opportunity

for schools to involve their entire community in change.

¢ . Most school districts agreed that community involvemept was vital to the

-

.
S

success of the whole program. They planned to use their localities in many

ways and, most important, they wanted to give-something back in return:

) They planned“to Keep their communitieéymore informed on
"the issues and happenings within the school system.

SO They planned to seek out citizens to.serve as members
of various advisory boards during thé lifetime of the
project,
i * Thgy,plaﬂnea to use their citizens as evaluators. .
® They wanted to make the whole educational syStem and its .

facilities more open tc the public, more ailable for
a greater number of people of all ages.

] They wanted to increase community interaction through
extracurricular activities and shared materials.

. they wanted the dadult population to come into the schools
and share their expertise; and they wanted the students to
a2 out in the community and learn through “on-the-job"
SXperienses,

L They wanted community representatives to take an active
part in the governance of the system.
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RURAL PLANS

~

o

Goals, of course, can “emainhvisionary. They are certain to if
careful consideration is not g‘xen to an implementation program. The
bulk of the proposals 1ncludé’g;ta11ed explanatlonswkq‘ways the school
districts plan to achieve their goals. “

Individual plans - differ, of course, due to problems énd‘aspirations
unique to one or morie school districts. A district located 50 miles from
the Gulf of Mexico is likely to have dlfferent priorities than an island
in Alaska. A district with a population of ten thousand peoplé will have
different ways of wérking together than a village with only 300 residents.
One district is situated near the Canadian border; another near the
Mexican--cultural assimilation and enwvironmental demands affect those -
populéations in different ways.

Nevertheless, all ten plans, as a body, have noticeable cohesive-

PO

. ness, due perhaps to their determ1nat10n to have their schools prepare

L3

children for adult life. The proposals have a common theme--:let our children
be prepared.” »
< The following section synthesizes these rural school districts' -

‘attempts to answer the question: how can we achieve our goals?

Fal

Curriculum Cptions

‘The plans express a desire for chénge in eight significant%
curriculum areas: career education; outdoor education; cultural enrich-
ment programs;'basic skills; counseling programs; early childhood and
adult education programs; health and physical fitness; and diagnostic

tgaeltring methods. -

Four of the eight curriculum changes were proposed by all ten

school districts. These four are integral to the céntral preparednéés
theme of }he preject and _were proposed with a high level of detail and a
strong expression of needl Some districts, of course, provided more
detail tﬁroughout theiraplaﬁs than others did. The following proposals
are listed, consequently, in an order which reflects their proportionate
emphasis--in terms of detail and expression of need--in each individual

plan even though the authors of some plans defined their projects more

caréfully than others. -

[:ic - o

o e » . ( (){1‘)

a a8 o= e




G o8 on G0 A9 e =

L
{ z

Aruitoxt provided by Eic:

Qo
I

Career Education. ’All districts wanted to dive their students

at least a sampling of cateer expgriences, enough to acquire some .
direction and a realistic understanding of the vocational opportunities

and requirements involved. Different localities, of course, had different

options, depending on khét industries and natural resources were available.
Forestry, farming, fishing, manufacturing, mechanicql engineering, and

business education ranked high in their plans. Whatever the local ;n-

dustries, the schools wanted to make use of them.

Most districts saw (.grédual progression from elementary to
»

secondary levels of experiences. (\

"We hope to develop in the elementary school child ‘concepts of
self-awareness and identity useful in a work oriented
society.'

"Junior high students will be exposed to & variety of career »
optivns.” -

“Secondary school students will receive sﬁecial training through
exploratory courses, and an oppgrtunity to develop skills
likely to be he¥pful in training at post-secondary levels."

&

A few districts proposed job clinics; others pfénned to publish
"human resource" directories in order to match employers and employees;
almost all planned to expand guidance counsellng to provide greatér

vocational testingy, offer employment information, and help students plan
»' .

for careers.

Many districts proposed "mini-courses” at the secondary level in
order to allow students to explore new alternatives. 1In this way, students

would no longer have to commit themselves to a whole semester in one‘trade,

and could afford to sample several possibilities in the space of one year.

o

One district decided to establish a "Career School" as bart of a

four-school organization.

"I1f a student decides he does not wish to obtain a high
school diploma. he may enter the Career School without the
basics and work toward obtaining anaemployable skill...

An older, out-of-school learner who may have dropped out
or graduated from high school may enter the Career School
anytime there is an opening.”

35
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Another community wanted its newly instituted counseling program

to stress "specific vocational skills needed for the job market".

Career education stangs out as a major curriculum change for

_these school districts. Theyhsaw new vocational programs as a way to

satisfy an overwhelmlnq need Fo prepare rural children more thoughtfu’ly
and more practically for a cohpetltlve society. . How deeply they feel about
this 1s indicated by their careful articulation that a comprehen51ve career
education program should be*a serious and vital component of their whole

school system, from klndergarten to the twelfth grade. - 5

Outdoor Educatipn. Outdoor educational programs were propoéed

for asnumber of reasons. Local wildlife, forest reserves, and other
environmental locales could be used as a means of expandlng classroom
confines; as a laboratory for the application of basic skills; and ‘for
instruction on the problems of community responsibility for natural
rescurces. Use of these native locales, most schools belijieved, wohld guide

their children into a vision of their own community setting as a source

of learning, pleasure, and adult satisfaction.

"Outdoor experiences will begin at the kindergarten level .
with an Qutdoor Laboratory. The 6th grade will take part !
in a Wilderness program. Beyond this students may elect i
more advanced outdoor experiences: the 7th and 8th grade,
can elect an exploratory program; independent study will J
be offered at the.high school level. High school students
can also take part in a leadership program which will
train them to assist in the elementary outdoor program."

Another communlty set fiwve repzesentatlve goals for Jtself

) Devel&pment of an outdoor ar%a for use as a laboratory.
< ’
) Programs for the use of areas already developed.
) The chance for students to learn vocational skills through

work on construction and malntenance of outdoor sites.

® Study of environmental problems and man's role in solving
. them.
e Use of their environment in programs that offer children

opportunities to develop skills in commun1Cat1qno, decision
making, and problem solving.
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as part of its env1ronmental studles. Junior high students would be

-

Pne school d1str1ct planned to build and ma1nta<% a nature trail

‘

asslgned the task of building the trall. They pldnned to' ‘make benches,'

put up sidns, clear a pathway for the tra:Llr cover it with bark mulch,

and produce a guide booklet for distribution.

An 1mportant aspect of these outdoor education programs as they

were expressed in the plans is that they have been perceived as a compre- .

hensive component. They were planned to service all. proposed cutriculum

ohanges and\objectives. Furthermore, it was pointed out that they could

be related td\ each community's resources--resources. peculiar to their

isolated locality and essential to their sélf-esteem.
1

Cultural Enrichment Programs. Isolatioh and difficult terrain

meant‘that these communities often were estranged from their state and area

cultural programs.

'

? .
"Our geographic isolation, particularly in the winter months,
has made it difficult for us to develop cultural programs.

No community has sufficient population to attract toudring
artists, and there are no theaters, concert or exhibition :
halls. The long distances over rugged mountain terrain

to cities which may have attractive musicals, artists'
exhihitions, theater presentations, frequently prohibit

or prevent attendance at these functions."

Whatever the terrain, the need was the same. All schools were

eager to include musical skills and appreciation in their "cultural

enrichment" program. Most planned to introduice a variety of programs--

country music, folk and rock music, orchestral and choral, hoping that

. aspects of popular culture might help in attempts to teach basic skills.

They planned to design workshops for their staff and students,

seek nearby university personnel as consultants, and hoped to acqu1re

multi-media facilities that would bring urban experiences 16?8 thelr rural

environments.

.

;They wanted their students to acquire skills in a variety of arts

and crafts, both for reason of aesthetic appreciation @nd practical

training.

|
W

™

0

"The basic arts and crafts program is designed to cover. art
history, proper design techniques, texture, color, per-
spective and visual effects. Our students w1ll be exposed




> to tools, techniques, mgthods, and means. Sfudents had ~
more initiative and resourcefulness. The resources are
» available but the students do. not know how to use them."

<

{ -

One community planned several "minor cultural events" in order to

. . N\ “
expose their children| and the rest of the community.to the living arts.

"We will. sponsor a series of cultural activities--including T
drama, poetry, dance recitals, art exhibitions, mime,
puppetry, folklore, and crafts."”
o
- [
Envirogﬁental programs, it was felt, could help children become

B

o o8 =»

~
€.

aware of their responsibility tb their ¢ unity and its natural resources.

Cultural programs, they hoped, would offer children a sense of the

-

enjoyments they could find in tkeirrown localities. Furthermore, as they

devgioped their own talents, ey hoped they would see their children

v

’faéyelop a stronger sense of self and commuﬁity worth.? ) .
v These communities, many cut off from the rest of the world by fore?§§
and mountains, could accept the inqvitablg absence of an art gallgryu But,

they wondered,” could a progfam that offered facilities and space to develop a

zjocal ceramics shop recoup a measure of artistic pride? Rural crafts needed

to be given more prestige and space in their schools, and these programs were .

seen as a beginning. v

~

Basic Skills. Several communities noted that, their students

%
! .
tested below the national average. They wanted to updaté their-programs

so that teachers throughout the 2lementary and secondary levels had some
understanding of what others weig/doing and how one area of learning

. could be used within another.

L 8

They proposed to use a variety of language arts and math programs,
packaged by mational publishing houses. Tea;hers would help each other
master the intricacies of these programs. Frequent pupil testing and
remedial prbgrams were built in to e;ch proposal.

In keeping with a major theme of “pefsonalized" teaching, plans

were made to allow each student to meet various levels of learning at his or

- ® ' ”’ ‘ B
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her own speed. Elaborate recording systems were envisior.~d by some in
order to keep track of each student's progress--a process made more
" .

complicated, they feit, once a standardized curriculum was dropped.

i < ' «

" One conmunity planned to create a "Basics School", an ungraded

individualized program. “ i

' “The Basic School will serve all students. It will teach
reading, language arts, math, 'science, and social studies.
Any cne wio has not developed minimum cdmpetence in these ¢

. J‘areas will be enrolled. Age is not a criterion."

The Experimental Schools program could help these commanities

revamp their basic skill programs in at least one fundamental way' they
wanted o build up their libraries and resource centers so that the ?

teachers could use primary source mater1a1 in language arts; so that

a5 U5 G0 Sn o8 o mm

childrerkcould use multi-media materials to spur interest-and provide new

ways of, learning. Basic skills had always been a part of their schooling.

«

\- - -

-~

But it hadwnot always been a successfu1~component. All the plans recog-

——N

" nized that chlldren had to master basic skills in order to be coqpetltlve

in a world fhat requlred those skills, - g

+
The above four curriculum changes stand out in the plans as*majo:
i

-

needs. The following four were emphasized by some but not all of the

districts. Within a particular plan personal development programs, early

o “

childhood and adult education programs, health and physlcal fitness

©

proq;ams and/or diagnostic teachlng methods may be presented as central
to the Experimental Schools Project. When.this occurs, however, it is
an exception. For each of the followinhg, in fact, no more than two plans «

- proposed these curriculum changes as a central theme or as a-major

component of thelr project. Several others, nevertheless, included
ﬁroqrams in‘one or more of tie follow1ng areas as part of their plans.

These components are listed in order of their occurence in all of the plans.
W

Personal Development Programs. Several plans stressed that parents

and teachers felt many children in these rural communities had very low
opinions of themselves. Although they often lived 100 m?les from the
nearest c¢ity, and worlds away from urban life, their children were

growing up exposed to television. Their own lives seemed pale in contrast

; 39 “
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e % in their community's histo:sy.

hd .
-

to what they saw happening on television screens. They needed to feel

more important—rmore hopeful that they could have the same range of

" aspirations as their urban peers. .

These school districts wanted to hélp their children relate more

*positively to adults, other children, their scho&ls, and to the larget

‘community.  In order to encourage this process, they’built into their

eurricurgm a variety of counseling services, activities, and group
. 5 - . €
experiences: ] f . ‘4 L

.
-

° They proposed to offer courses in family life and communlty
atllng at the-elementary and seconuary leyel.

° They wanted to rekindle thirough special projects an interest

)

. . S
® They proposed counselor-training for their staff so that
teachers could offer students special forms of support.
f‘i Some schools proposed systems of "peer counseling", in attempts
@j to get older .students involved with younger. :
i . v ) N N

~" @ Some wanted programs that' would help students select and carry
out leisureL}ime}activitieSu

Early Childhood and Aduit Education Program Several districts

wanted to 11b1ude preschool programs for three and four year old children.
Since this was often difficult because of the distances between homes

and the necessity of busing very young_children fOf leng periods,

two communities wanted to take preschool programs to the children

in vans. Others wanted to offer a limited program, two or three times a

week, in existing elementary buildings.

Adult. education programs in arts and crafts, and other useful
studies of local interest were planned by some in order to service the
larger community and involve them more directly as beneficiaries of the

Experimental Schdols Project. &

Diagnostic Teaching Methods. Although all school districts

stressed the need for an individualized teaching approach in classrooms,

two of the plans proposed a spe01allzed methoﬁ of insuring this process:

"Diagnostic teaching is a process by which teachers assess
the needs, abilities, and interests of students through a

series of profe551ona1 decisions. Teachers then use these
findings to design more meaningful learning experiences in
terms of needs, abilities and interests of each child."

Y
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‘Diagnostic teaching, once in operation) offers teachers a series
of check-points of student progress. ‘That is, from the kindergarten
- program on through high school, students are tested and exposed to a
L4

variety of professional assessments which assist teachers' analysis

and indicate where programs need to be adjusted to meet“individual student

needs. Plans called for spe01allzed personnel~—gu1dance counselors,

psychologists, remedial teachers~-to work.. Wlth teqphers and students at
. |
This process, it was felt, could be very helpful in a community

crucial periods. .

with increasing populatlon--partlcularly so if the newcomers were arr1v1ng
from more worldly school systems. Diagnostic teachlng methods would offer

0 rural teachers a bonus--they could greet new families with a spécialized

system that would insure a program specifically prescribed for their

children. ‘ T . ) .

r Health and Physical Fitness Programs. A ‘few communities,

i

particularly one with little in the way of health care personnel‘(qoctorsﬁf“

1réi;istered nurses ogathe like), felt that health care would be beneficial
L]
to the whole community if it could be built into the school system. These

communities also wanted to include a strong physical fitness component.

"We will familiarize the students and the community with
information on the various health problems in our area-
that are a direct or indirect result of lack of physical
fitness training. We hope,that such a program w111
promote healthier students; combating our hlgﬁ'abSentee—
ism--primarily due to “improper health care and 1nadequate
physical development."”
PP
% . : " .
Curriculum revision, all schools agreed, was cen%ral to any plan
for comprehensive change. Their plans, éousequently, are’larqely devoted

to descriptions of specific courses, tiemtables, and methods to be used 1u
the above eight major curriculum areas. :
Most schools ¢learly feig that the more exact they were 1n working

out this aspect of the Experimental Schools proposal, the greater their

change of accomplishing godls and meeting needs defined by theilr citizens.
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.One aspect of the plans which does not show itsélf in the abéve
listing of curriculum changes is the emphasis all ten districts blacé on
the values inherent in all curriculum areas. In their atteépts to be
more responsive to non-colleg®e boun@ children, they wanted to make if
clear that étudentsuwho chose alternative educa{iona; paths would be
respected and allowed to develop a étrong sense of their own worth and
abilities.

Each‘of tﬁe curriculum areas, in addition, were iniended %o be
consistent with and supportiveuof,each oth€r. Considerable planﬁipg,
therefore, wenﬁ into attempts to weave thé teaching of basic skills,
for instance, into environmental studies or cultural projects. Curricﬁlum

changes were meant to show students how they could use what they were

learning as well as offer them interesting ways in which to learn.

-

Faculty and Staff--Retraining and Adaptgtion

Educational c?ange, ac%brding‘to these plans, could only take
placg with the cooper%Fion of faculty<;nd s%afs. \Some plans indicate a
greater awareness 6f ;3e burden to be placed on teachers and other staff
than others. Most proponents of the plaﬁs realized, however, that their
staff was going to be more visible than evex before. schdol children were
certain to be curious about a new ahd véried classroom: schedule; pgrents
were going to be watching carefully, and having their say, in some’cases.

about what was happening in the school buildings. So teachers, it was

felt, had to be alert. Some plans indicate a systematic effort to help teachers,

" feel positive about the changes. The most ambitious and clearly writtefi plans

sth an, awareness of a need for teachers to‘feei’the changes called for would
prove good for them too. Mpst plans, at fhe least, préposed some p{pgramé to
help teachers come to understand what they would be doing during the life of.
the Efgegimental Schools program and why. “ -
%JJZt thekpianninq Lével, teachers and administrators had an opportunity
to staté problems and sudgest ideas; Usually, t£e authors of the plans polnt
out, there:vas'a rangé of interest in the project--some wery eﬁthusidsth,
some ambiv§ient, some suspicious. The mas@er plans, 1n response to these
feelings and to tZé stipulations of ‘the Experihental Schools program, proposs

a variety, of suppbrt structures designed to provide teachers and other staff

.~
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with an orientation to new programs, new teaching methods, new ways of haudling

interdepartmental and cemmunity communication and the like. g

Inservice Workshops. All proposals included i1 service workshops

for facu}ty. These workshops were *intended as short term training_sessions

in specific approaches to instruction. Some were to be conducted by A ”
outside consultants, others/%y teachers within the system who had spe01a1f -
tra1n1ng in one or another of the relevant academic areas. Some workshops

were proposed in an effort Lo facilitate team teachlng techniques or

-

coordlnate the curriculum 1n,ill d1s01p11nes. Math teachers, for instance,
could be made aware of current happenings in the language arts so that

students could benefit from a coordinated program.

Summer Sessions. Summer programs in the afgtrict“were proposed

for staff to receive a concentrated planning and instructional program.

Some communities saw these sessions as times to acquaiht teachers with

new mateérials. Others planned to teach new methodb of instruction. Still =%
others focused on career education, or other major new components of the

curriculum.

University étudies. A few districts hoped to bgnefit from the

proximity of a nearby college or university, whose department of ‘education
miéht ﬁelp,them either set up local summer workshops or provide special
on-campus training for selected teachers. Budgets were:provided to cover

s¥h programs for four summers.
p .

~ Extended Contracts and Released Time Provisions. Many districts
planned to ektend their teacher contracts at t?e beginning and end of the
school year in order to‘send some teachers to workshops or use them in the
reorqanlzatlon and planning of\the project.
A form of "released tlme" was also built into several of the
proqrams. Teachers were to be paid*for days they used to visit other
~lassrooms, schools, and districts. In this way teachers might see how other

»

o
teachers adapt their talentssto new teaching methods and become acqualnted

x

with problems other than their own.
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i .
Use of Aides and Paraprofessionals. 'Because teechers' time

and talents were to be taxed heavily, the pYans proposed that they receive

some classroom help. Some districts set up volunteer programs in anﬁp

attempt to involve parents and‘othernlocal people in the schools and use

them as a resource in such programs as career guidance, outdoor eduthion,

§ B .
. 1

and ‘the arts.

Many districts wanted to hire a variety of .instructional and clerical

aides to relieve teachers of paper work and additional classroom demands

during the early implementation of the program. .
One $chool system decided to select certain teachers as "heiping

LS

teachers". They would be paid additional salaries, work three to four

weeks longer than the regular schedule, and serve as consultants to other

teachers throughout the building.
Some districts wanted to use student tutors: older, ‘more skilled,

students trained by teachers to assist younger children in individualizéd”

themselves when they were. teaching, then review the tapes later for self-
evaluation and sometimes team discussions. They hoped that in this way '
teachers would see their own weaknesses more clearly and would strive to
adjust tnelr style of teaching to the goals of the project. '

Staff Development Center. One district proposed the establlshment

of a center for teachers in the district to use as a minl-college.
“Teacher training 1nstitutlons currently lack flexibility to
1 supply our staff with training that speaks directly §o these
J changes of the Experimental Schools Project. A district
center will design regular programs of tralnlng and assistance
to meet our specific needs.” L

4

Media Centers.s#ost of these rural districts wanted to establish

media or resource centers. These centers were planned as a major resource

for teachers. who could use them to become famllxar with new materials,

to share valuable selected materlals, to discover materials for students
special needs, and to propose acqulsltions. Media center personnel could
provide, they felt, valuable advice and experience in disséminating materials.

Some districts planned to use them for a variety of staff development

functlons--orlentatlon programs, workshops, and self-evaluatlon seminars.

' stddies. K . . : L .
, Vldeo-tages.f A fow dlstrlcts wanted thelr teachers to video-tape -

(nnsHd
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In keépinq with a philosophy of/individuali;ed instruction,‘nedia
l <y centers could provide teachers with another means for offering exploratory
stndy to independent learners. ueveral communities wanted their teachers
to use them as student 11brar1es of a special sort--students would be

allowed -time to workgln the center%, on materials prescribed for them, at

%

ready could reinforce their sense of self-esteem through independent
learning, and teachers could be free tdﬁspend more time with students who

were experlenc1ng dlfflculty.

X B LI
oy

*
' their own speed. <In this way, several plans pointed out, students who were

’ oubstantlal support for teachers had to come, however, from the

“

ommunity--and from each teacher s private commltment to try something new.
These 1ntanglbles the plans could not” provide. The above eight support
structures represent, slmply, an attempt to build 1nto the Experlmental

; Schoq}s program a number of essentlal supports for their staff. All ten

proposals reflect an understandlng“that most rural teachers had walked a

lonely road too long. . & —

@ i -~

[

In keeping with the crgteria,set down by the Experimental Schoot’
Program each school system planned to turn to its communities for help in
assessing its needs and strengths. Plans were made to include parents and

' 1

other citizens in varlous committee dassignments which wéréd intended to help

a wide range of c1tlzens feel ‘a part of the program. In addition, the

.¥ the benefit of widespread cooperatiorn.

J >
4 A

y ) All ten plans intended to establish advisory bodies to
meet reqgularly and provide interested members of the
community with _.ccess to school personnel.

- . e tlost districts planned to provide specific openings on
. governing bodies so that many seqments .of the communlty
"could be represented.

e+ Most districts suggested that ad hoc committees be formed
wherever and whenever a use for them arose.

® Several districts planned to invite the community to help in
tts evaluative programs--answering questionnaires,” providing
criticism and the like. .

. . broponents of the plans felt community participation would give schools

ERIC s
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Providing spaces within the organizatifgal network of the schuols
was, however, generally a minor thrust in a strong effort to solicit community
interest. Wwhat the school districts really needed--much more than friendly
advice--was help, in a very physical way. Moét districts, consequently,

tried to balance their school's needs with those of the community. ©One

way to accomplish this was through the development of human resource banks fcr

use' in the school and, in return, offering special prodgtrams in the

schools for all sectors of the community.

Human Resource Services. Every district needed volunteers. ‘Thev

needed them to carry out new programs and to help teachers duriny initial

periods of the program which were bound to be exhausting and, sometimes,
trying. Most of the plans called for four specific volunteer programs:
e Classroom aides to lend a helping hand wherever needed.

e Worksite supervisors for many new vocational and environmental
programs. '

® Chaperones for field trips and summer camping programs.

e Career counselors, gathered from local industries, for new
vocational and guidance programs.

The plans indicate that most school districts hoped volantecr pro-
grams would serve a dual purpose——provide adgdtional resources for new |
programs and initiate broader communlcatlons with the adult community.

Some crommunities hoped that by having more parents and hther citizens in fhw

school bulldlngs at various times, they could help bp;dge the generation gap.
v -

‘.11

i

i "what was once a natural order for families has ceased to exist
even in rural communities. The dlsappearanre of the extended
family has deprived many children of the opportunity to develop
helpful relationships with older adults.”

special Programs. If many citizens were going to work hard for

bwetter schools, something had to be offered the community for seriioes

rendered.  Most communities noted that rewards had to be tangible and more

immedlate than the general appearance of happier or more knowledgoeable ofadesit -,

All wplans wive evidence of a sense of responsibility to the community .
4 7 L
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“Min isolated rural communities, the school is a major sociai
ipngtitution (the only one with any resources) and as such, it
should accept a large share of the responsibility for the quality
of life within the community. We suggest the very nature of the
small community makes it neceS$sary for schools to provide a greater
variety of experiences than would ordinarily be found here."

The Exﬁériméntal Schools program, many school districts decided,
zould provide an opportunity to show their communities how the schools
could directly service young and old. Many of the school districts, for

example, embraced farming communities with special needs and schedules.
"in a farming community, summer is an incredibly busy time for
adults. Many men and women work sixteen to eighteen hours a
day. Before the mechanization of farming, even the youngest B
child could be helpful. ‘With the arrival of modern equipment
younger children can rarely make a contribution. In our community
this often means that children are left to their own resources
for many hours a day. This is particularly true where both
fathers and mothers work." ,
. 3
The following four programs, most commonly proposedgin the plans,
are outgrowths of this specifically rural need.

Summer programs for childzen, teaéhers, and iA{SﬁiﬁfﬁT and available

adults were proposed. They included ovutdoor educational activities,,
fémediﬁl work for studemty, retraining workshops for teachers, amd enrich-

ment programs for adults.

“Because of our geographical location, three distinct climatic
regions span a distance of only two hundred miles. Though it-
is easily accessibie, many of our students reach high school
age without having ever visited the Pacific Ocean....This
provides us with an opportunity to study a new environment first
band....Students will travel by bus to a state operated visitation
camp. ...Two groups at a time will live for five days at a camp to
study the coastal zone. The students will fish, gauge tides,
- record temperatures and wind velocity, dissect sea animals,
-study plankton, collect driftwood, visit a Coast Guard station
Y and have fun creating seasrcapes and sand sculptures,®

i

»

Recreational programs of all kinds were expanded to include more

[
ey

people in the community--children during the summer months, adults during
.. /',

N . . A s 5 B - ; s
the wigter. Senlor citizen needs were surveyed by some; time and %&
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acikities were also to be made avallable for their activities.
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Certain curriculum changes, such as an environmental education

eompénent, might attract, it was proposed, a number of skilled workers

(lumberman, foresters, fishermen, etc.) and community leaders into special
f

programs--camping trips, omnsthe-job experiences, travel and so on.

Finally, *adult education classes were seen as a magnet for

“
community inwvolvement. Through these coursee, and other recruitment
drlves, several dlstrlcts sought to attract citizens who had never gradu-
ated from hlgh school, espeulally young adults who had recently dropped
uot but hopedhto finlsh their educatlon.

‘ The proponents of the plans hoped that these proposals would
coorqinate the efforts of the whole community in making the Ekperimental
S¢hools program all-embracing. Even if their plans for a broader approach
to the education ®f all citizens were not as successful as the architegts
of these plans hoped, one consequence, they were sure, would follow--the
Schools would be more visible in the community as new programs were

initiated- and expanded out into the localities. Some response seemed bound

to be forthcoming.

New Wayé of Using Time, Space, and Facilities.

( Most communities planned to make school facilities open to com-
munity use in more ways than had previoﬁsly been the case, bRecognizing
that school buildings were vital- resources, sometimes the only solidly-
constructed, flexible facilities. -available for community use, most school
districts agreed to make them available to a number of community groups on
an "after hours‘baeis." This was an important "show of faith." A commun-
ity Jdrama group, for example,” that had struggled for years soddenly found
a high school auditorium available to them, as well as resources for ad-

vertising and promotion.

Many sphools planned to open their media centers to the public.

B}

» N
. |

Much of the materlal purchased through the Experlmental Schools
fundlnq could' be given broader use, the plans point outi if it could ke

. used by other groups and individuals.
‘\
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"~ .they already had established. It was easier ta expand their use of

ks

Py

" to create learning cpbibles and rotate materials so that individualized

- to push over fo make room for preschool and adult education ?fograms.

"The Media Centers will be opened at 7:;20 a.m. for students and .
teachers to use their resoprces before school begins.

They will remain open till 5:00 p.m. during regular school days.
The Middle/High school facilities will be open two evenings a week."
\ Many districts had a hard time scheduling curriculum changes.

They wanted to find time for many new programs without cutting ;hért,what

time-dthrough summer programs and later weekday hours--than to restructure,
sensibly and with a senSe~of innovation, existing schedules. Several
schooié planned, nevertheless, to make use of "mini-course" concepts,
"block scheduling", elective programs on special days ("Friday electives"),
and to eliminate semesterﬂscheduliné. One comnunity planned to change.' ST
their course commitments at specified times, called "opening datés".
Mosfro% the buildings in each school system had been ccnstructed to

service traditional self-contained classrooms. One way of converting

limited space into versatile space was to construct "learning centers"

within.each classroom. A few communities wanted to use media centers

programs could benefit.

e

The most significant change in attitudes toward the use of existing
space could be said to lie in plams to expand classrooms by including the
outdoors. -Many communities had never thodéht of their natural terrain as
a learning laboratory before, though once the concept surfaced, the pos-
sibilities seemed suddenly limitless. Not only could they use space
differently, but "school time" could mean all hours of the day and all days
of the week. Programs could extend into weekends, vacations, and summers.

New programs, of course, meant new uses of some space, Someone had

Several communities, however, had left over space they were only too
happy to turn over to art and career workshops, or to preschool and adult
education programs. “ }

A few communities felt that traditional time-credit systemJ/of
matricuiation were obsolete, and planned to éliminate the four-year high
school concept altogether. A student ready to go on to adult responsi-
bilities before that time, they felt, should he able tc make alternativé

49_
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;cheduling arrangements, and earn a high school diploma in advance of

others in the same curricular track. This would prove, they felt, a
striking innovation in several rural areas where students were needed for
fhli—time employment{at an early age. Even so, these same students
eventually needed aL&iploma in order to pursue further educaticn or new
emﬁlofhent possibilities. ’ )

) Many communities planned to help teachers find time to plan for
ﬁhese various;éhanées“without si?éining”tight schedules to_the breaking

point. " | i

e will alter schedules in order to provide time for teachers
and administrators to participate in Consulting Groups and in-
service training activities. As soon as the plan is ready for
implementation, students will be dismissed cne afternoon every
two weeks to provide additional flexibility for the staff in
terms of planning and meeting."

£
Rural communities often found it difficult to conduct after-school

activities because children had to be bused long distances to their homes.

Two plans called for after-school bus runs to and from outlying farming

areas so that students could participate in various enrichment activities...

musical programs, athletics; clubs, environmental projects.

Two plan§ called for "interim periods", usually a week, when students

might pursue individual studies or projects. Afterwards students would be
asked to evaluate their use$of»tiﬁe and facilities, :
Cne plan summed up the dream of many for expandinq tﬁé facilities,

space, and time of each school system,

"A major goal of this project is the development of a school
curriculum in which the boundaries of the classroom are un-

limited. A community-life centered curriculum is the extension

‘of the natural learning environment, with the school classrcom
serving as a coordinating center for a variety of experiences. I}
In this curriculum the community and the school move closer
together as resources are shared cooperatively. Within the
community anhd beyond, travel is an integral part of the goal.
It 1s an effective tool for developing awareness, exploring
ideas. and interests, building skills and generally bringing
the student into a better perspective with his world.”

2
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- Orgenization, Administration and Governance

The Experimental Schools program presented many of these communities
with a dilemma~~how could the existing administrative and governing bodies
oversee the prc;ect without taxing already overworked individuals and up-
setting long establlshed lines of command? All communities had school
boards already wgsgged“down with responsibility. Every district had a

superintendent--also overworked.

"Small rural districts have traditionally faced one major

problem in administration which largé urban districts haven't

had to contend with--the scope of administrative responsibilitj.

Small district school personnel find themselves trying to be

‘all things to all people'. The result is often a very syperficial

kind of inVvolvement in all phases of educatﬁonal management and o

leadership. This makes the sharing of decision-making authority

most difficult. It would be unrealistic to copy the complex

administrative hierarchy typical of a large district. For

example, a rural system could hardly justify assistant prin- - .

cipals in each building or assistant superintendents for each , 4

major area of district services., We need a different type of .

organizatiom®" -

= Q!yi"

The Experimental Schools Pprogram permitted these districts tc .
gxperlment with some possible answers. At the planning stage each &
district had d}séovered parents and c1t;zens wlll%ng to express stronq
interest--a real community voice. The problem was ‘how to keep those )
parents and citizens involved. The first %tep in that invoivement would

come with the assignment of those most dedicdted to some sort of adminis-
. .

trative body. ’ .
Many districts, therefore, planned to reorganize their governing
bodies so as to embrace two separate functions: advisofz and decision
) ]

aking. .
m ’ )

P N
Advisory committees were designed primarily to keep a flow of

communication going between school district and school staff. They could ! -
also function, however, as a means of assuring school personnel that the
Experimental Schools Project was working. Through knowledgeable reports
from these coﬁmittees, school' staff could modify‘its plans in any way !

thought practicable.

—

For 3?e first time, somg districts made provisions for students
to serve on steering committees. Students were to be elected to.represent
their peers.on all sorts of ad hoc committees, advisory councils, and

administrative cahinets.
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reason that they ayranged for Abt Associates to study the program. ] ’

The decision-making arms of these systems were accountable to,their

elected school boards and superintendents. Several school districts had
discovered teachers who were dissatisfied and otherwise alienated from the
lines of commaad. fhe Plans reflect an attempt to bridge that gap and
provide for administrative functions by using teachers in vital governing,.
evaluating, and coordinating rolee. No school district could afford ts
hire extra help. for all the governing jobs necessary., So this system

of placing teachers, parents, and students on committees to oversee the
implementation of the pro;ect could serve a dual. purpose."‘

One community set up a curriculum cabinet in order to review pro-

posals that came in from advisory councils’ or individual teachers.
"The cabinet's major function will be to screen all curriculum
proposals to determine if tney fit into the comprehensive
program, if they can be evaluated, and if they are feasible,"”

* Most dlstrlcts planned to hzre extra ‘help, nonet&eless. As most

PO —— .

superlntendents were given the add1t10na1 ]Ob of belng pfaject dlrectof.

supplemental help was needed in the ranks just below superlntendent level

Several school districts therefore hired a project assistant. In this%way the

superintendent of schools maintained direct authority and responsibility - .

for the project but delegated considerable detail work to his assistant,

a post planned only for the duration of the project. *

£

. .,

' RURAL JUDGMENTS

The federal government's prime objectlve in fundlnq these ten isolated i

rural school districts for a five-year experimental project was té obtain S

knowledge from each district and, together, froem all districts, so that
¥y ) )

rural communitiee all over the United States <ould benefit. It was for this

But the government also felt it important for each district to study

itself during the course of the five years. 1In this way the districés could
keep track of whether their plans were working, and make changes when thej
seemed necessary.- For this reason, each schoolr district was regquired b"

the Expﬁriﬁental Schools program to plan an on-going evaluation program in

order to answer, for themselves, the question: how will we know if we are :
e .

achieving our goals?

¢ 3
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Each school dlctrlct was asked to prov1de, at the outset, procedureaa

that would help them eJaluate themselves. Four basic evaluative steps were

to be establlshed at each site:

A System for Self-evaluation \;z> \

Districts.planned to have parents, teachers, students, and

staff take part in evaluative procedures. Some planned to use frequent

student, teacher and parent;gpestlonnalres. Some planned to train teachers

to ﬁse attitudinal and basic skill testlng materials. Social workers, .

guidance counselors, and occasionally psychiatrists were needed.

School districts anticipated that this kind of suppork personnel could hel

teachers‘as they encountered special probfems. i *

Teacher worksh6ps were proposed. They were designed for group (‘?‘

discuigion of new teéching methods and styles. Teachers and administrators

were to be asked to file annual reports on the progress of the programs they

were involved in.

»

A few districts ﬁianned to hire professzonal consultants to help .
them w1th their evaluations; but for most, the process was ‘to be an '
internal affair. . N
Districts planned to conduct comparative $tudies from year to yeat .

in order to measure progress made since the program began.
~ N - .
"The local evaluator will examine component records, conduct
visitations and/or intérviews to assess how these activities
have been met and will make recommendations for further
prdgram development." (mm
|

Lnterpretation and Use of Evaluative Results f

At. periodic 1ntexvals;lappropr1ate personnel planned to ccllate
material ﬁfthered at the grass roots level. Decisions about the
success or failure of warious progra%s couldn't be postponed. In this -
way, on-guing evaluation meant .Yseful innovetion during -the life-time of
the project, n;t just at the end. . ‘

“The lecal pvaluator will conduct a longitudinal study to

determine if high school students involved in the Language Arts

program continue their educatlon as participants in the Adult
Education program.” . o )

53
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Dissemination of Resuits N

The community-at-large, and the teachers, needed to know how things
were goihq and what was to be done about aspects of the program that were
not a success. Newsletters, reports and meetings were planned to keep

everyone up to date.

opinion and.interest and as a means of transmitting relevant
information to the community.”

.

Modification of Plans

The general purpuse of on-going evaluation is to allow for adjust- \\
ment in the plans, as a result of community feedback while the project is k
. in progress. On-go;ng evaluation meanb[that occasionally everyone would

have to go back to the drawing board t& solve whatever was going wrong.

\, -

3

. A | | IN SUMMARY

. Ten rural school districts, widely distributed over the United States

but united in the belief that their school children need, deserve, and can

*

. "Community inventories will be used as a basis for gaining

benefit from a prdgram“of comprehensive change, haYe cited the problems

eth believes most fundamental to its school and community context,' and.

outlined the tactifs each believes most likely to ﬁfoduce ﬁoluflons to

their problems. A number of districts share‘common problems and propose

comparable strategies for change. But =sach has also put forward a ,

diagnosis, and plan of'action, all its own. ,
& v v L

Taken as a group these plans propose a_wideuranqe of possible -

LY

solutiond to current educational needs of rural youth.
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CHAPTER FOUR

EARLY PROJECT IMPLEMENTATION :

; K
% - # £
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Chapter Three exploree ten s@ali‘rurél school districts‘ plansr
for comprehensive educational change. This chapter examines the experience
these communities are having implementing‘those ;l?ns. It is an interim

’ report. At the end of.this five-year pnéject we may find an entirely dif-
%efent picture in each district. This does fiot mean that material gathered

so far ig not useful; on the contrary, it provides us with a history of

e
N

the earl;{process of change .in a wide range of pural localities.

-

-

At the end of this program, evaluative research undertaken to
'

study each project during each year is needed in order to pull from this

experiment methods for educational change for other rural school districts.
This chapter explores some material accumuﬁ@ted to date and presents some

early pictures of what seems to be habpening. It is divided into two

sections. The first section describes the process of change as we conceived

of it in 1972 (before we began our Study of these ten districts). It -,

clarifies the types of educationgl change these disStricts are attempting.

The second section answers two quest10ns.~\What differences in early ES
plementatlon are ev1dent within: ﬁhé%z ten districts by the end of the
1 1973v74 schbol year’ What dlstlnguls:Ible pattern4 emerge out of the

early attempts of all ted to achieve c prehen51ve gducational change?

1}

In the dlscu551on whlcﬂ‘follows we have not attempted to answer ANy
these questlons definitively. * Rather we have chosen to illustrate our
approach with a few examples derived from the preliminary analyses which
we have conducted to date. A more complete analysis will be available

in 1976. 3

THE PROCESS OF PLANNED CHANGE

F )i
ﬁb Students of planned educational chanJe generally v1ew it as as
procesgfof introducing new educational programs into a school system within

a seriéﬁ of definabje stages. New programs requlire careful planning and

ot

analysis. Recognizing a need for ehanges is conceived as the first step,

£

soon to be followed by a period when new programs can be proposed, weighed,

-
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tried, modified, and/or rejected: In theory, the process of.planned

educational change can be separated into five stages:

® Needs aéseéément ﬂ \ .

® Initial planning )

* éérly implementation -

® }ate{'implementation‘ o : >
‘e Instituéionalization 3

* L]

.

”, . . :
In practice, some school districts may meld these stages. Based upon what

change generally requires a systematic progression through all five stages.w

‘There seem, however, to be many pitfalls along the way. It is expected

is presently known by others about the change process, lasting planned . :
that educators may be forced to abandon or drastically modify some plans l
during the first four stages. How long a school district devotes to gach

stage usually depends onvthe type of changes it has undertaken., Whatever .
the type of change, careful attention generally must be devoted to each

stage in order to achieve a smooth transition to the next.
~ N
Needs Assessment - - v

Planned educational change theoretically- begins when key individuals &ithin

a community or its educational system be&ome aware of discrepancies between

what a school system is accomplisﬁing,and what it ought to be accomplishing.

The impetus for an awareness of these discrepancies can come from one or
more of the following:
. Student enrollment increases.

® NeW‘faﬁ&lies and new students bring about a dramatic
change in the social makeup of a school district.

A regionab\agé:ﬁditing agency files an adverse report.
A new school board member is elected. .

A new superintendent of schools is appointed.

A new source of external funding is announced.

o i
These events may produce several other actfvities bound to

Spur on an educational dialogue within a community:

) Educational shortcomings are discussed at public meetings. N
. ! }\»
) Citizens' committees form to learn more about the schools. X
° Newspaper articles are often critical of the schools.
!
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. ®ational goals can be processed into action--for example, the ten plans
.. L]

s

* Local- educators produce studies of school problems.K\' hro
i . A

¢’ Community groups issue school surveys. . -
’ |

. y . . i \
If a school system and its surrounding community agree thag - - |
s - .- - . v |

changes are needed, this stage may be a very brief one. If serious dif-
ferences of opinion persist, it could continue for many vears, with little

noticeable progress.

Initial Planning . o {

Once there is agreement during the needs assessment period, a
school district may elect to enter a period of systematic plamning. 'Thi;
stage, the "initial planning™ peried, is a particularly crucial time for
communities and school systems{ Vague goals need to be clarified and
made sufficiently explicit to serve as effective guides to action. Dﬁring
this sta;e, proponents for planned educational change within a community

- may produce a formal statement which articulates ways community and edu-

~

described in Chapter Three.
- m»Thec"initial plannfhg? period is a time when teachers may wvisit "
other school districts in thé midst of implqﬁénting some kind of change so ’
that they can see how others cope with new prograﬁs and teaching methods.
Communities may decide to set up ad hoc committees derived from local/
educators,?nd various interested citizens so that a bXoad span of icdeas
can be tfgped. Some communities-may hire coggultanti © help”find ways
to carry out comprehensive changes and to clarify fo} teachers and‘admin-~
istrators the process of planned change.

This period enables communities to plot their 10n# term involvement
in educational change. Theoretically, at ité conclusion, the motivating

forces in each school system will have acquired widespread support fir an

extended period of innovative educational programs.

Early Implementation . ‘\

1

The transition from "initial planning® to "implementaticqg' iz a

i

crucial one for a school district undertaking planned educational change.
During the early implementation stage, new programs and ac%ivi!igs begin.
Often this requires a réarrangement of school schedules and phys@cal

space, as‘well as a modification of many rules and regulations. ﬁrequentlyw

teachers, pupils and parents must learn new roles andffelationships.




i

o
|
|
|

.

#
P and
'

ey,
-

The early lnplementatlon stage is a period of pogpegtial tension
and dlsequlllbzlum both within the school system and between the school
system and. its community. Even w%ith thorough 1ni11al planning, a host of
unanticipafed problems seem to arlse. Once 1mplem;ntatlon beqlns, it is

difficult to return to thé drawing board to dec1de, fornexample*“ R

o To whom teachers Should turn}for assistance in solvxng
! problems assoc1ated with a new curriculum.

S

. Where teachers can find the time to learn the intricaciee
of a new instructional approach. 7
N "
*
. When citizen members of advisory committees should have -
a mAJor say, and when this responsibility resides with &
;elected school board members.: =~ -

" All change imposes‘htresses and strains upon schoold as organizations.

»

SOEe can be handled easily, others not. I€~the individuals most responsible
for implementation of new programs -- or those most directly affected by
them ~- are not able to resolve these tensiohs, the changes in prospect

may have to be substantially modified dr\efen abandoned. Conflict between

teachers and administrators is likely as‘boéh groups strucgle to discover

.

how to change some established educational patterns without unnecessarily

disrupting their own lives.

Later Implementation

Usually at the end of the first year of inéensipe early implemen-

tation a point is reached where a consideration of possible "mid-~course

a

corrections" seems warranted. A hose”of‘huestions, sugh as the following,

may require discussion and reevaluation:

4
) . Whioh innovative activities seem to be working afid which
co ‘ do not?
) . What modifications seem warranted? |
1% ) ’ .
‘ i“} o Are there any components that need to be abandoned?
’ ) ° Are there any new components that should be added?
|

- For example, the Experimental Schools proqram dld not necessarily

expect districts to implement all new pr0ﬁedures at &nee. Most planned to
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_system that they are no longer viewed as "experimental .

h

.. . ¢

de01de in advance ugnﬂ a loq1eal sequehce of, act1V1t1es ‘and systematically

L

add new ones as they become more experienced. Some districts would try

out selected activitijes im§tially, in order to learn first hand which ones

might work and which ones might not. Regardless of the approach, all

school dist{}cts underéoing planned change seem eventually to reach a point
where theyjmg§£‘pausefbriefly to assess their progress, make some hard
decieions abeﬁt what is working and what is not, reorganize their innovative
"early"

effort, and then push forward. This is the transition point between

»

and "later" implementation.
Some dleIlCtS may have planned for instance, to introduce at the
early implementation E\;lod‘ﬁ new readlng or mathematics program. New
currxcula: materials and a more democratic teacher-pupil relationship
may have been expeéted to be eq@ally essential to the success of the pro-
gram. Aféer iggwfirst year, however, several schools might conclude
that the new materials are quite effettive but changing teache¥~pupil
de

relationship is more .difficult than they had expected. They might deci

to include some staff txaining sessions. For the following year then, they

might schedule teacher workshops, plam for teachers to visit other school
districts, or /create sspecial summer training programs.

Once a school district is able to feel that its "new" pfograms

are na longer disruptive to its organization, that c¢rises and conflicts

seem less frequent and lntense, it is expected that the final stage in the
process of change can begin; ‘

Institutionalization’

&

.An innovative program has been conceived as "institutionalized”

when its components have become so accepted by an ongoing educaticnal
Zeaghers

students, administrators, parents and other citizens no longer speak of

their programs as being “new‘ They come to accept thelﬁyﬁﬂﬂ&Vdflve

Programs as the establlshed way things are done. Howsver, one or two pockets of

ha11~~nre res1otance may prevent successful institutionalization.

In order to evaluate whether or not a schoo district has sucr

et

fully institutionalized its plans for charnge, eertaln guestions must be

asked:  For examole,

e
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o Havg Fhe policy manuals of the échool district been formally
modified to gcknowledge the changes being. implemented?

] Has the regular budgeting of the school district been changed
to provide for local funding of all instructional roles, curric-
. ) ular materials and administrative roles created by the change
~effort?

) Have all relationships created by the change effort been widely
accepted by teachers, administrators, students, parents, and
other citizens?

.(

P

If the answer to such questions is "no," institutionalization of the planned

change is unlikely to be acnieved.

TYPES OF EDUCATIONAL CHANGE ¢

AN
Not all educational changes Are alike. We have found the plans
of these ten small rural school districts described in Chaéter Three to
) they differ in the comprehensiveness of changes to
be implemented, and ,
] they differ in the scope of changes to be implemented.
These two terms--comprehensiveness and scope--have specific meaning:
¢ "~
and usefulness in the analysis of planned educational change. The fol-
-~ lowing is an explanation of their use in this project.
Comprehensiveness -~
' At the time of its announcment of a nationwide competition, the
Experimental Schools program defined comprehensive educaticnal change as a
process which must involve at least the following six "facets" of a school .

% . R .. .
system: curriculum; instruction and staffing; community participatiocn;

use of time, space, and facilities; school organization, Aministratisn,

and governance; and ongoing evaluation. Although each school district

*

was required to respond to all of these six facets, their plans show that
the empha31s they placed on each one varied from dlstrlct to district.
This variation, it turns out, is useful. It provides the Experi-

mental Schools program an opporcunity to study several different approaches

]

; ;
' be different in 'two important ways: N . .

to comprehensive educational change.

60 -
TIIEYs ,



4

A

ERIC

Aruitoxt provided by Eic

By the end of the 1973-74 schewl year, for instance, a picture of
Feow well each school district had been able to carry out programg of a com-
prehensive nature indicates that some school districts were experiencing more
visible success than others. On the basis of our analysis to date it appears
that this variation ls due to two major aspects of the initial planning staff..

The first factor involves the clarity of the document resulting from
the plamilng process. Those school districts who were able to produce ex-
mlesit, complete, and carefully thought cut plans for the program have, so
far. appeared to be more prepared for the complex precesses involved in edu-
cational change. Their plans, have served as important blueprints for ali
of the practical problems involved in thelr programs. '

The second factor involves the strategy each school district selected
tor thelr implementation process. Certain school districts planned a graduai
introduction of new programs and methods inte their school systems. Others

planned to introduce the major proportion of their project all at once.

The term scope refers to the measurement--how "big," how "widespread,™
frow "difficule--of a particular school district's aims for any facet of change.

Thesr plans alse differ in the sgope of their intentions:

™ Some plans call for a very small amount of change
in a particular, facet (for example, curricular
changes only in reading), while others call for a
much larger amount of change (for example, curricular
changes in reading, mathematics, social studies and
science) .,
Seme plans indicatée that changes in a particular
facet will be limited to a single school or grade
level, while others“squest that changes will be
widespread throughout the entire school district.

. Some plans call for the type of changes in a
rarticular facet which seem to be rather easy for
any school district to implement (for example, the
adoption of a new textbook series), while others
want to try some changes that traditionally have
been extremely difficult to implement (for example/
team teaching). Further, gome plans call for changes
which are similar to what existed previously while
others call for very different ones. Senerally speak-
ing, the degree of difficulty is rlosely related to
the gimilarvity or difference of the proposed change
ta what exlsted prewiously,

) X
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Any attempt to compafg these ten districts on the degree to which they have
in fact implemented educational change must take into accoun* both compre-
hensiveness and scope. In order to assess early ES implementation, then7 it
was necessary to measure three "dimensions" of scope in regard to each df

the six facets of comprehensiveness.
. How big are the changes taking place? !
' How widespread are the changes—faking place?
. How difficult are the changes taking place?

Figure 4.1 presents graphically the 18 questions to be asked of each
of the ten school districts at various points duriné the chahge process.
This survey was conceived as a way to measure the three dimensions of change
within each of the six fagets of ;omp;ehensiveness. For example:

. Question 1 asks "how big a change in curriculum
has been achieved?"

) Question 5 asks "how widespread a change in
instruction and staffing has been achieved?"

e Question 18 asks "how difficult a chénge‘in
ongoing evaluation has been achieved?"

The results of this survey rank each school qistrict in comparison
with the other nine for each of the 18 guestions. Each district was also

assigned a single overall rank {"scope score").1 Although it is common

1 ; . .
4+ B rank on "early ES implementation" for leach of the ten school
districts was computed using thé following procedure:

1. The ES project within each school district ﬁas divided into a series
of “components" as specified in the final plan for that project.

2. For each component that was being implemented in the spring of 1974,
the "facets" of comprehensiveness which it contained were identified
by our on-site researcher.

3. YFor each facet a separate score for each of the three “"dimensions”
of change being implemented was computed from data supplied by our
on-3ite researcher,

4. Sceres were then averaged across components, producing one score for
earh of the ten school distrie

Figure 4.1.

3 5
tyg for each of the I8 guestions in

%. Each district was then ranked relative to the other nine districts on |
on each of the 18 scores. N :

€. Finally, to create an overall rank, the 18 ranks for each district W e
averaaged and the resulting a ranked.
? 750
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. DIMENSION OF COMPREHENSIVE CHANGE
FACET OF COMPREHENSIVE CHANGE » ,
How big is it? u -y How widespread is it? Ho‘r difficult is it?
Curriculum Question 1 Question 2 ngstion 3
Instruction and Staffing Question 4 Question 5 ., Question 6
Community Participation Question 7 Question 8 . Question 9
Use of Time, Space, and Facilities Question 10 Question 11 Question 12
Organization, Administration, and Question 13 Question 14 Question 15
Governance
Ongoing Evaluation Question 16 Question 17

Question 18

;
i

I
1
1
5

I

I
1
!

'

:
1
1

i

i

Figure 4.1, Eighteen questions which must be asked to learn about the scope of comprehensive educational change.
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practice té express a high rank with a low number, this system expresses a
high rank with a high number. The district with the highest rank in the
scope of early ES implementation, conseéuently, recéives a rank of "10" and
the lowest a rank of "1". v .

Variations in rank show once more how some of the schooi districts
tried to introdice more programs than others in the aggregate, but that
emphasis in individual programs varied,wps the quantity and quality of
change being implemented. For‘instance, certain school districts d
emphasized curriculum changesifh the first year; others concentrated
on staff development or on organization, administration and governance.

Other school districts emphasized "big" changes at the expense of "widespread"
or "difficult” ones. Some school districts tried to initiate some change

in most facets, but held back froum introducing any difficult changes~--%t least
during their first implementation year.

A study of this survey indicates at this point that some interesting
patterns of implementation may be emerging.

° First, the early implementation of certain types

of change seems particularly critical to a high overall "scope
score" whereas others do not.

\
|
|
° Second, some scores which determine how big; how widespread,
or how difficult changes are seem related to sach other
or to some of the scores of the six facets. 3

. “Third, of the six facets of implementation studija, certain
pailrs seem to relate to each other,

and scope, and how different patterns of change are currently affecting

|
\
|
The following section examines how differences in comprehensiveness
=arly implementation of these projects.

DIFFERENCES IN EARLY ES IMPLEMENTATIONM

|
5ur first effort to assess the "scope" of comprehensive edurational
~hange achleved by each of these ten school districts was made at the end

of the 1973-74 school year.. At that ﬁaint, each of the ten districts

had been through a year of intensive initial planning followed by a

vear of early Implementation. In Séhe districts, these first }
two stages overlapped. We Saw this as an ideal time to begin to get a

sense of where the districhkg stood in thelr efforts to implement change.

]
£
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Our assessment of these ten school districts at this time is only

° ESEA Title III prgjects which had been underway
for several years.

) State funded educational change proijects.

° ‘Other federal funding received subseaguent to
the ES grant.

—a

We were careful, therefore, to distinguish in our survey between those
: .

Our answers reflect only the scope of early ES implementation.
The discussion which follows makes no judgment about the eventual
"success" or "failure" of these ten projects. It is simply too soon to

know. During the next several years we expect to discover within these
to achieve lasting educational change. ©Only then will we be able to say

types of school districts.

Relationships Drawn from Early Implementation Data

-

i
1
i
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1
i
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ing success in implementing curricular changes.

Question 1 asked:

® How big a change in curriculum had been achieved
in June 197472

/ ~ .
that only 10 percent had undergone guch change).

|

nnea

in terms of those changes which have resulted from their contracts with the

changes which were directly attributable to the initiatives of the Experi-

mental Schools program and those which were attributable to other sources.

which approaches to early implementation arewlikely to work best for which

# Each of the ten plans reviewed in Chapter Three placed considerable
emphasis on curricular change. These ten small rural school districts ob-

viously intended to give priority to this facet of their program during the

Figure 4.2 presents a ggaphical representation of the answers derived from

cating that 95 percent of all relevant curricular areas within the school

system had undergone some ES-initiated change) to a low of 10 {indicating

Y . 9
wuge Experimental Schools program. We excluded all recent change which could not

be att;%buted to the initiatives of the Experimental Schools program such as

ten districts a variety of ways which may enable other rural school districts

1973~74 schocl year. However, in Junie 1974, the ten districts had had véry-

ecach of the ten schdol districts. The scores range from a high of 95 (indi=
[ 4
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ten school districts than it is in others.

Figure 4.2, The scope of the curricular change being implemented is much bigger in @
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Tihe results of our survey, furthermore, show that school districts
not stres%xng curriculum as much were more actively engaged in staff devel-
opmesit-~-a first step, as they saw it, £owards implementation of curriculum
‘changes later on. School districts may not be able to simultaneously empha-
size major changes in curriculum and staff development during an early imple~
mentation yeér. & choice may be necessary.

Another relationship is seen in a study of thdse districts emphqsiz-

ing "big" curriculum changes. Those districts do not seem to have "wide-

spread" implementation of their staff development procedures. Rather, staff

development is limited to particular skills. Workshops seem to be limited to
a few teachers who teach certain subjects or certain grades. They tend to be
"one time" events rather than extended or ongoing in-service training. They
are more ilkely to simply meart information rather than af fect the teacher
rcle significantly. )

There also appears to be a relationship between changes in curriculum
and in the use of time, space, and facilities. Many "big" curriculum
changes seem to inv&ive changes in the use of time (such as "mini-cour;es"),

the use of space (such as open-space clazsrooms or groupings), and the

use of facilities (such as career workshops, new audiovisual egquipment,

ete, ).

Anotheﬁ reldtlonbhlp exists between community part1c1patlon and
orqanizatlogj admlnlstratl on, and governance. Increased communlty partici-
pation seems to have ramifications for the organization and governance of
the school district. Boundaries between the school system and the communi-
ties become less defined and old ways of %nfluencinq decisions change. A
balance in the authoritygstructure chqngesT Community members, parents,
even pupils find themsel§es more aware of what isgoing on in the schools and
become more involved in day=to-day operation of the school system.

In some school districts, this relationship has taken the form of
an acgive curriculum cabinet or advisory committee. In others, comnunity
participation has beewn limited primarily to invelvement (as students and
Instructors) in adult education classes. The latter has influsnced tﬁe
community's awareness and interest in the schools, but has bad less effect
wit change in governance,

Beports derived frem uxmxigr surveys may be more revealing at the

ervd of the program than at pfhowhto [¥, tor instance, 4 schonl district with

a

N
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very low score on the curriculum implementation in 1974, but with a higher

score on its staff development facet, reaches 1979 with a high curriculum 1

oo
o

score on an instituticnalization graph, the conclusions drawn from all of i
these reports will be very different than they might be now. In this way -
these graphs serve primarily as historicai pictures which will eventually

document an evolutionary process~--a process currently in progress and con-

sequently without,.at this time, any final suppositions. 5

1 e

Difference Between Extreme Districts

|
|
|
|
There is considerable variation in the rankings of these ten school

districts on each of the guestions. 1In fact, no district had the same rank

for all eighteen questions.

1

Figure 4.3 p%esents the ranks on each of our 18 guestions for the

5 »
school district whigpfwe ranked highest and lowest in overall scope of early
ES implementation. There were three questions for which the districts that
ranked highest and lowest overall, also ranked highest and lowe§t:

] . ) How big is implementation of curricular change?

) How big is implementation of c¢hanges. in instruction

and staffing?

How difficult is implementation of changes in corgani-
zation, administration and governange?q

-

However, on all 15 other questions, these two districts diverged from their

extreme differences in .ranking.

In no instance did rankings of the two districts reverse, alithough

in cne 1instance (when we asked the question "how widesprgad is implementztion

of change in insfruction and staffing?") their ranking is very close (% ws.

2). Althouqh there is a tendency for the district ranked highest in owerall
scope of early ES implementqtion to alsg\?g ranked highest on answers to wcach
of the 18 questions which constitute that ranking, the pattern for the dis-
trict ranked lowest is not nearly as uniform. Similar variation exists for

each of the other elght school districts.
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Figure 4.3. A comparison of the districts highest and lowest in overall scope of early ES imple-
mentation on each of the six facets and three dimensions uf comprehensive educa-
tional change. (The numbers at the top: of the columns refer to the rank of that
district on that question. A rank of 10 is the highest; 1 is the lowest.}
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PATTERNS OF COMPREHENSIVE EDUCATIONAL CHANGE

Thebe ten small rural school districts differ considerably in the

*

tional cha

strategies yhich they have apparently developed in order to achieve lasting educa-
ée. Some have emphasized changes in organization and governance, others
changes in curriculum. Some have emphasized big and widespread changes; others
show changes which are more difficult to achieve.
Two very different "patterns of change" are represented by those
districts to which we have 3531gned a rank of 9 and 3 in the overall scope of .
changes. Change proflles for these two districts have been presented in
Figu;e 4.4. - This graph demonstrates how the district that ranked 9 in overall
scope seems to have adopted a change strategy which emphasizes big and

widespread changes in:

® curriculum
: [ ) community participation , and
® organization, administration and governance

P

In this first year of early ES implementation, this district placed relatively

less emphasis on changes that were difficult.

)

The district that ranked 3 in overall scope seemed to be adopting a

verv different;approach to comprehensive change. It seemed to be placing more
emphasis upon changes that were difficult, particylarly those in:
I
i /

y
¥ J

® Instruction and stafiing

) ‘Community participation, and /
7

) Use of time, space and facilities. /

e
<

This distinction between these two school districts is particularly

-

dramatic in the case of community participation. The district with a rank of

9 overall had the following ranks on =ach of the three dimensions of scope:

> ™ How big a change? A2
] How widespread a change? 9
N B it
j ® How difficult a change? i I
The district with a rank of 2 overalt had the following ranks on sach of the .

three Jdimensions:

A“_**MA, e ~.

> How bBag a change? 1
° How widespread a ~hanye? 1
) How difficult a4 change? 3
-
a MEENRT
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Figure 4.4 Not all districts had the same pattern of early ES implementation. Some tended to
emphasize changes which were big and widespread, others changes that were difficult. 4
{The numbers at the top of the columns refer to the rank of that district on that ques- ‘
tion. A rank of 10 is the highest; 1 the iowest.)
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Clearly these two districts have talen very different approa%hes
to th participation of citizens within their educational systems. ©ne has i

atteﬁﬁ;ed changesbin citizen participation that were relatively big and wide-

spread; but relatively easy for any school district to implement. ‘The other |

has attempted changes in citizen participation that were relativelv difficult .

-

B
%

\
vet chose to introduce those changes in a small and limited way. What, impli- |
%, cations might such a difference in strategy have for the long-run institu- ‘J J
tionalization.of comprehensise educational change?
Answering that»quest&on at this poiniwwould be speculative. It

could be presumed, for instance, that a school district able to involve its

-

citizens in a series of "big" and "widespread" cﬁanges. whether or not thev

were relatively éasy, ought to be able to recruit its citizens for a new .
stage--taking somé "difficult" steps.
Likewise, it could be argued that a school district able to intreduce
"difficult" changes, even though in a 1imited and small way, bpght to be
‘able to build on that experience. Having gone through the worst first, change‘\
might be easier thereafter. )
- Material gathéred so far should got, however, be used to fuel such
specuiatiVe assumptions. These early surveys serve primarily as indicators
of how small rural school districts may ftrq?e of f" emphasis on one or v
another facet of comprehensive equcationgl change in order to cope with
. the total impagct of such » massive program. If any conclusions are to be
made in 1974, they ought to be limited,’for instan€e, to the significance
of this trade-off policy. Smallgrural‘schooi districts may find that they
cannot unifogqu introducg educational change in all six facets of the
Experimental Schools program during aniearly 1mp1eméhtationﬁyear. These
ten rural school districts may also find ittimpractical to introduce

change at a Eonsistent level--equally big, equally widéspread, equally

» w
I

{difficult. R |
L]
The long range significance of choices made by these school

f
districts at this stage will, furﬁhermore, not always bewapparent. As

Chapter Two demonstrated, edudational change®does not <ccur in a sacuam,
¥ +  The ratid%ale behind each school district's plan most likely depends on

the pectiliarities of 1ts wituation. Chapter Flve examirnes commanity arnd

school characteristics that seem to be agssociated wirh these decisions.

5
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CHAPTER’FIVE
a . ‘
WHY ARE SOME PROJECTS FURTHEP ALONG THAN OTHERS?

As of June 1974 differences among the ten Experimental Schools.
projec=ts ar? substantial. These districts vary both in their owerall

o . .
scope of early ES implementation‘iand also with respect to each of the

4
- s o e .
,

- 18 quth1ono whlch we asked in ‘crmlng that judgment.” Why is this
AT

the case° Whiat is there about these ten small rural school districts which
might explain why some of the projects were further along than others at
‘the end of the 1973-74 school year? s

We have organized -our search for answers to these important ques=-
tions around two possible explanagions:

» We looked at the community beyond each school betem to seer o

if various characterist¥cs of that community mlght explain
differences in early ES 1mp1ementatidh
-~

F <

&

-

° We looked at the schocl system as a complex organization to
‘ see 1f various organizational characteristics of 1t might
explain differences in early ES implementation.

There are, of course, several reasons why such comﬁunity and o%qani—
zational characteristics could influence the process of educationai chanQe.
In general, we were guided by the ass sumption that pablic education in rural
Amer1ca dves not take plﬁce in a social vacuum. whdfﬂgop on 1n\§ “hools can
ke very much 1nf1upnced by a warilety of external factors (of the type described
in Chapter Two} which @Lther block or facilitate the type of plans describedy
in Chapter Three. Some of these factors require change to occur mgre rapidly; -’

others prevent its <ccurrence; some samply create a Qettinq in which change 1s

P

more difficult; still others create a setting in which change is easier.
In P0n°1d911 ng both the community at large and the organiza-
tion of the school system itself we are making no assumptions about the -

inevitability of the various “"social factors" we have identified. we pelieve

&

that their effects are real, however. Efforts at comprehensive change
used in this program will need to take them into account, If lasting
chapge 13 to be achileved In other small rural districts, strategies being

used by these Experimental o*hunlJ projects will need to e podified to 1t

local eondltions.

I l(:
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vpdrtlgular factor belng related to it. ﬁowevex, in most 1nstance> the'

and caution 3galn:f nvr—‘t‘qe—uelaLlZ iny from these 1r‘,t§f;f1m findigs.

Many community characteristics are beyond the control of bhoth

i . %

citizens and educators.  Still their existence must be acknowledaed in
any carefully planned effort at educational change. And while the school

system's organizational. characteristics are clearly more subjett to

alteration 5} educators and interested citizens, even these are¢no€\a1waYS
easy to modify without very car=ful pﬁanning. “ ‘
The foeﬁs for this interim report is solely uponlthe "early
1mp1ementation“ stage of the five-sgage process described in Chapter Four.
The wvarious characteristics which we have found to be predictive of the -

scope of <arly implementation may not necessarlly be the ones which by

1979 will prove to be most pxedlctlve St the’ scope of 1nst1tutlonallzat1nn——

the final stage. 1In fact, both our theoretical framework and the experience
of those who have studied this matter within other types of organizations

suggest that §uceessful institutionalization does not necessarily follow

rapid implementation.1 ]
The conclusions preseneed in this chapter are based upon an analysis
of only the overall ranks intreauced i éhapter Four. In mosfwinstancee,
theee ten ranks'have been'grodped into three discrete categories: high,
moderate, and low. 1In no case is ;he overall rank of early ES lmplemenfas

tlon perfectly correlated with a community or organLZatlonal Charactstlbtl

Thils, there ate 1mporbant exceptlons to every one of our conc1u31ons Ln
1 , "
some instances, these except10us are no doubf caused by 1mperfect10ns 1J[th~

way in which we hqye meabured elther the scope of early 1mp1ementat10n ar the

probably reflect the fact that the phenomena we seek to expldln are very
Lomplex and 1nvu1Ve simaltaneous interaction among many factors. Clearly the
rwlatlonghlpsb ;e' Qmmunlty ‘and ordanizational factors and early ES 1mylw—
mentation which we desrrlbv are. more complex than we currently realize, I
future repmrts, some of this complexity will begin to unravel. Until then we

ET] at best m»rely note qeueral trends, speculate about why they zeem to 2xist,

W
U

4

See, for example, Jerald Hage and Michael &Aiken, Social Change in
Complex Organizations- (New.York: Fandom Houge, 1970)N

74 :
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WHICH COMMITNITY CHARACTERISTICS MAKE A DIFFERENCE?

Sour analysis of how community forces affect the process of educa-

rionyl change has relied on several sources:

] We studied newspapers and other public documents
avallable in each community to learn about historical ‘
trends. _ ’ . . |

. We =xadined in detail the 1970 U.S. Census of
Population for each school district to iearn about
its current social and economic characteristies,

* e

sent gquestionnaires to a cross—section of
izens within each community to learn about their
itudes and values.

<1t
att

F -

- W have [ound that many characteristics of the lafqer gommunities in
wWhiich these ten efforts at educational change are taking place appear to be
rolated o the soope of early ES implementation. BAlthough there are excep-
PERSTEY ;o4 bigh scope of early ES implementation tends to be asseciated

favorably with:

. An expanding econdmy,

i
. B popdlation that 13 relatively large by rural standards,

L ]
HE

popialaticon thar is relatively concentrabed gecgraphically,

. 4 popolation with relatively similar social and cultural
Ccharacterisrticyg, B

prdlation with relatively & metropolitan

{Q
]
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® the stage of development of a community.

® the social and cultural similarity of a
community. N .

° the general guality of life in a community.

Stages of Community Development

_L

@)

=
|
l

There are important distinctions in the stage of development of
rural communities which parallel similar distinctions ameng nations, states,
and regions. A host demographic characteristics of rural cemmunities

distinguishes them in their ability .to implement educational change.

Although all ten of these rural school éiétricés are "small® by
urban standards, some are considerably smaller than others. 1In general, the
smaller the population of the school district the less advanced its early‘
implementation (Table 5.1}.

All of these ten rural school districts are econqmically "poor" by
urban standards. Most lack an expanding téx base which can be eas}ly tapped
for the support of their public schools. .In general, within these relatively.
poor districts the lower the median family income of a school district, the
lower the scope of earlﬁ implementation (Table 5.1).

These ten rural school districts also show decidedly different
patterns of population g:pwthi Some have been losing population in the“Feriod
between 1964 and 1970; others have been growing rapidly. Districts which ere

high in implementatier tend to be. those which have rapidly increasing popula-

rions (Table 5.1).
The experience éfudealing with increasing numbers of pupils appears
: I g
t ()

bring new iLdeas into these rural districts. Aadding new classrooms to

wffer an advantage. An influx of families from other communities may

. % . L I ) L ) o
accomadate new pupils may be insafficient; communities often feel a push

to adapt thee quality and form of their educaticnal projrams. Fural school

districts which are not relatively large, growing, or wealthy often wmust

@ake a special effort ko mopilize those human and economic rescuroes which

4 . . N P
in obler S}’@;ﬂ;sl districks Seem to make early lagolewentation more advanced.
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TABLE5.1: SCHOOL DISTRICTS EXHIBITING A HIGH SCOPE OF .EARLY ES iMPLEMENTATION

TEND TO HAVE DIFFERENT DEMOGRAPHIC CHARACTERISTICS FROM THOSE
WHICH ARE MODERATE OR LOW . o
'S\COPE OF EARLY ES |MPLEI;I!ENTATION
DEMOGRAPHIC CHARACTERISTIC Low Moderate High
{N=3) {N=4) {N=3)
1. Population in 1970 4,600 4,200 6,700
2. Rate of population growth: B
1960-1970 - . . —-#2% 0% +16%
3. Median family income (adjusted |
for ny-metropolitan regional
cost of living differences) | $7,264 $7,682 $9,375

* a & .
v B
. N
. .




Social and Cultural Similarity”&w} : .

Rural America is characterized by a wide ‘range of intercommunity
social an¢ cultural patterns. Some communities share common racial or
ethnic traditions; others are more¢ divérse, Some communities have one or °
- Lwo major industries dominant in tﬁeir distgicts; others have a diverse -

econonic base. Some communities share a common religious preference; others

-u—n-

provide a wide range of religicus institutions.
In general, early ES implementation seemed to be most advanced in

those school districts which are homogeneous in their social and cultural

-

characteristics.

It seems reasonable to speculate that there are social and cultural
"zleavages" within some rural communities which makeiimplementation of edu-
cational change difficult. Variocus citizens often disagree on educational
goals, and on how to accomplish goals. When this happens, differences re-
garding political, moral, or ethical issues (often unrelated to matters of
education) can spill over into the schools and make the implementation of
educational change particularly difficult. Those school districts with .
homogeneousi?xﬁal and cultural characteristics seem to have an advantage

when it comes to the early implementation of educational change.

Quality of Life

"Qualityrof life” cen mean different things to different people.
Toe some it is me?ely community development; size, wealth, and growth means
gquality. To others it is more closely associatedeith social and cultural
background; for them, being with others of similar background means quality.
guality of community life can also be viewed more broadly--how well a com-
munity he;ps individuals achieve their basic social needs. 1Tn our assess=
ment of this aspect of a community, we asked a cross-sectlion of clbtizens o
tell us how satisfied they were with services or benefits they recelve Trow

fifreen areas of community life.

X

. Sehools

® Jobs

L ]

. — -~
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o Health services :
° Protection of the natural envircnment
e - Housing
“ L
n o Economic strength of farms, industry, banks and stores
-~ e Social services such as family counseling, édoption, youth,
' and elderly programs @
e Newspapers, television, radio, books, magazines, and telephone
. i )
: Y . Buses, trdins, planes, boats, cars, and roads
»
°® Police and the courts
" . .
°® Recreation and leisure activities

) Churches .
® Family life

Citizens were asked to answer in terms of a five-point scale ranging from

"1 am very satisfied" (coded as a 5) to "I am not satisfied" (coded as a 1).
On the average, citizens within these school districts are only moderately
satisfied with the gquality of community life. However, in general, the more
satisfied citizens were, the higher the scope of early ES implementation
(Table 5.2). A community with citizens at least moderately satisfied with
the quality of life seems to provide a climate in which implementation of

educatiocnal change can be more rapidly accomplished.

WHICH ORGANIZATI@NAL CHAPACTERISTICE MAKE A DIFFERENCE?Y

in order to understand how the organizational nature of these

Jdistrices influences the process of educational change, our researchers:

. Sent gquestionnpaires to all teachers and administrators
within each school district te learn about their life
hiistories, role performance and current attitudes.

s

|
|
. <
E

° Stipd Led
about ot
and @

srganizational charaste
3, dizrricts,

0ol
|
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TABLE 5.2. SCHOOL DISTRICTS EXHIBITING A HIGH SCOPE OF EARLY ES
IMPLEMENTATION TEND TO BE CHARACTERIZED BY A HIGHER

: QUALITY OF COMMUNITY LIFE . -
INDICATOR OF QUALITY OF SCOPE OF EARLY ES IMPLEMENTATION
- COMMUN'T&UFE‘ Low Moderate High
l ‘ A _ IN=3) (N=4) (N=3) {
1. Schools o - 33 "33 - .35
' 2. Jobs . 34 | 35 36
3. Public welfare for the handicapped, :
. aged, and children 29 3.1 3. 0 .
i " 4, Local gqvérnment - | 28 ¢ 2.8 3.0
. 5. Health Services | 29 | 34 3.0
6. Protection of the natural environment . 29 3.1 30
. oo
l 7. Housing 2.8 . 28 3.2
8. Economic strength of farms, industﬂry, , .
' banks and stores ‘ 3.27 3.1 34
9. Social services such as family counséling
adoption, youth and elderly programs 2.8 29 3.0
. 10. Newspapers, TV, radio, books, } &
; magazines and telephone 29 3.0 3.1
' 11. Buses, trains, planes, boats cars and roads 29 3.0 3.1
12. Police and the courts | 19 2.3 3.0
. 13. Recreation and leisure activities 3.1 35 3.8«
14. Churches 3.9 35 3.9
. 15. Family life 4.2 4.0 . a1
' Average across all 15 indicators 3.0 3.1 - 33




From this research we noted a large pumber of chara-teristics which éppeare?

to! be rejiated to the scope of carly ES'implementation. With some exceptions,

1

] . g 4+

: 1203 by : ' .
. An experienced faculty -
) Strong leadership from key administrators
. A team of committed leaders - s

¥ - , | »

°® Teachers and administrators ready for change
. Teachers and administrators dissatisfied witt.dhat thiey have been

- : able to Jo for their students

® Teachers and administrators with recent access to new ideas
, !
® Freguent coordination of teacher planning activities
- ° Past experience with systematic educational change
S

What 15 there about these characteristics which seem to affect the ability
. - .
of a school district to lmplement comprehensive educational change?
. ) "

!

We have formed five general conclusions on the basis of ocur experi-

ence to date. The scupe of early ES implementation increases with:

) thorcughness in the planning process and clarity of plans,
- ° breadth of the desire for change and the recognition

8

that more needs to be done for students,

® - past experience of the district with systematilc change,

- . e Y N u
® degree of commitment andecontlnaity of educat ional
- teaders, and -
/”" = _
i/ A == . . i o o “
* P IS0 § =T fv‘f crostd thea b eorr ared central tcat on of e ion
: |
the sehool districk,
N
The Flanuing Process {
i o .
- Az moted v Jhapter O, o Juae [0 cnctwees -
_ ] .
LA ol S AwArded g Capr-rear grant }_‘w;;" e i 1 "
el o EA e A determinad wlape for o SRRl e Chancne wWatliew 1
[E Il A I T TE W AECARIES A0 (T In acceptvng the plamming joant, e
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“tors, and involved citizens.

¥

staff to the preparation of a five-year plan for comprehensive educational
change within that district. Althouglt this was not alwaysrclear to either
the school board members or the professicnal staff -within the districts, the
planning year was seen by the staff of the Experimental dchools program as
critical tor developing not only gogls and méthods,‘%ut also commitment and

i

enthusiasm. ‘ ) . ;
/

The ten school df:trlcts differed sub@tantlally in how they us

. the resources made avaiiable through their planning grants. In all

o

districts <citizens were confused about this commitment which their school
board had made to the Experlmental@Schoolb program. Was thisja grant of
money to raise the salaries of teachers and administrators? Was it a grant
to buygnew textbooks and supplies? Was it a grant to add n'éﬁéd\additional
Classroom‘space? The answer to a}l of these questions was no, but it took
a considerable while “in all téen digtricts for the unique requipgments of the
Experimental Schools program to be widely understood by teacheré, administra-
Once a‘commitment was understood, some teachers and administrators
in some-districts were alarmed and angered at their school board. In most
districts, the letter of interést had been the wbrk of a single pe:soﬁ (often
the superintendent, but sometimes a key principal or teécher). Thus many
teachers and admiﬁistrators were caught off guard. As a result a great deal
»f time had to be set aside during the planning year to explain to,educatof;

and citizens the opportunities and responsibilities associated with the

Experimental Schools program. In some districts teachers and principals were
anqgfed by the excessive demands the Experimental Schools'ﬁrﬁqram would ma}e/
upor: their professional autonomy and perqona lives. Why had they nut been
consulted before the letter of 1nterpst was kubmltted to Washington in April,
or at least before the grant document was signed in June? Citizens in some

L3

comunities alse resented the apparent intrusion of the "federal gowverraent

(2]
{
{

. . §
i thelr 1local atfairs. L]
For these and orther reascns the planning pear was a diftficult one
g , - L
For all ten of these rural school districes.  Within @ It

fleere was at least one point at which Some thoaght was glven o Ssevering

the relat: uh;uiw Akl the Sebools program; the realivy of what
. K
s erpected of them e 4 v ke coctwihelming. £ staff mesber From e
@
Bz 1t | oo le proaram, oo @ach B Pnited i e |
-" _ . 3 i
s ~ A
RIREELN




>

‘.

,

. . ~ '
4 O OR oD O & o0 O v T = e =

«

s &

" times during the planning yea},‘andwp&fered additional counsel by tslcghonv.
Still, each district fow.d the preparation cf e five-year plan to be partic—
ularly demarding. : A

None of the districts seemed to have a realistic qﬁder?taqdinq of

- how demanding this planning period would be. 1In prévious Title 131 and Ti

I11 graants, they had writ fen ‘very brief and often vague proposals. Tﬂlq

time they had to prepare an extensive blueprint (some of the plans eventu-

ally were in excesz of 100 pages). &althougyh these districts could hire o
consultants for some hglp, théy were advxsed Lo use consultants as a Supple*”” ¢

< ment tgfiocal plann:ng and not as a substitnte for it.
¢ There is a relationship, paturally, between this one-vedr piégning
process and the scope of early Eé'implementation. Although it is difficult
}o quantify the qﬁality of the tem plans, it is apparent to these who read
® them carefully that they differ considerably in their clarite and theiyr
grasp ot how the1r~educat10na1 systemb could be different in five vears.
In general the scope of early Eo implementation ranks higher in
those school districts with clear andico;c1se plans than in those where the
plans seem cloudy ana diffusef “The ﬁost effective plans have*speiled
various roles and responsibiiities associated with new sducaticnal approacice
. es. Teachers and administratcors krow what 1s expected of them. Parentz and
students understand how their experiences are likely to change.
Those districts unable to clearly Adefine their goals and wmethods
“seem to have experienced particular difficulty in implementing camprehensiwe
change. Without a clear plan to refer to, teachers, administrators, parents,
and students seem to have spent considerable time and energy atrugglineg to

clarify what they should do.

Desire and Impetus for Change.

=

In June, 1973, aftér the Experimental Schoo%& SYauls § g} hdd Centatively

’ adeepted their flve-year plan each ot these ten rural school, disz

pment callivey For the twgiles

j uﬂd 4 long-term contract ﬂltw tae federal gow

k'—:ﬁm*&‘ﬂtdt 1«:vn ot tnel‘r prosgram, At that” time, each di Styick Tegat b boted 1eoely

Foo e the Pederal funds to trapsiorm, its edacarional groavas san the ways

o
1 i ﬁwi in 1ts plan.  Although school boards oy each Jdrstoidt Sopogieid Suline
i v
RGO n wﬂ’#“ t, the-fisrricts dittered i thee eabenis o owbhaoh whies
ot L Einent Lo changes " wass wide ) Thome ek vesodpsibhle foit

gl efment ong thes olan.
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T our analysis of these differences during the Fall of 1973, we

asked all teachers and administrators the following guestion:

S 1o your opinion, was it a good 1dea for your school district

~ $

to become an Experimental Schools project?

Across the ton districts, the percent of respondents who answered “yeg”
to this question ranged from a low of 39% to a high of 83%. Even after a
vear of planning and of general dissemiﬁation of the opportunities provided
by this program, there wefé many differences among the ten districts in the
degree to which teachers and administrators welcomed this opportunity.
School districts found to rank high on the scope of early ES implementation
generally had a higher percentage of teachers and administrators who sup~- ‘
ported the project than did those found to be low {Table 5.3).
% similar finding emerged when we asked a cross-section of citirzens

:f they thought the new funds from the Experimental Schools program would

improve their schools. The resplts show that 21% to €5% of citizens who
responded felt such benefits would arise. Districts ranked hi%r in the
scopaagf early ES implementation generally have a higher percentage than ‘P
those Q&nked low (Table 5.3). It seems, consequently, that in those school

districts where both school personnel and community residents are skeptical

]
f
A - . . . . ;
>f the ability of the ES project to benefit the community and its youth, the
scope of early ES implementation has been adversely affected.
In order to assess the gxtent of impetus for change and the sensi- ¢
otivity within the school district to the need for systematic change, we
azked teachers and administrators whether they felt that each of the ¥ellow- '
ing was a serious problem for their schools: S
I’
e Wz hawe too many puplls who do not have the
gradenis abllity necessary to succeed in school.
] Too Few of cur graduates are able to succeed in

whatever wschool or college they go o next. .

We Peolt that thely response to the Filrst starement could give ws some wdea

S b

o the dedres to which teachetrs and adwinistrators

i

vaw Gaterials™ with which they mast work to e g

distyict,  foswers o the second guestion oowrd tell ugy how £hue

caal ity of the "fimished prodos

Rt

o i iz

&
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SCHOOL DISTRICTS EXHIBITING A HIGH SCOPE OF EARLY

TABLE 5.3.

IMPLEMENTATION TEND TO BE CHARACTERIZED BY

COMMITMENT TO CHANGE

A BROADER

-

INDICATOR OF COMMITMENT TO

SCOPE OF EARLY ES IMPLEMENTATION

Law Moderate High

CHANGE AN = 3) {N = 4) {N=3)
1. Percent of teachers and adminis- ’

trators who feel that their ES

project was a ‘‘good idea”’ 59 59 68
2. Percent of.citizens who feel ”

that their ES project will )

improve treir schodls 34 47 46




- Figure %.1 portrays the"deéree to which "raw materials"” and "finished
_‘ ;breducts" are seen tc be e problem for the school. Itvdemonstrates;that
SChOO%adiStfiCtS low in early ES implementation generally perceive their‘

e pupil raw materials to be more of a probiem than Jdo those districts of meder-
ate or high early ES implementation. However, districts low in -early ®$
implementaticn do not skem to accept as much i:zponsibility for the subse-
quent lack of Buccess of their students. 1In the districts moderate or high
in early ES implementation, there is generallyka much greater discrepancy

. between the -two types of problems. Evidently if teachers and administrators
sense that the school district is not doing as much as it could for its
pupils, this provides an important impe;us towards early implementation of

comprehensive educational ghange,
Fi

. . u
Experience and“Knowledge Base

%

i
t

These ‘ten small rural school districts, as noted above, differed

Although the extensive planning required as part of the Experimental Schools
program was unigque for all ten districts, twok%istrieﬁsohad had much more
experience with systematic change efforts than the“gﬁher eight. Both of
those districts seemed to have had a head start in the early implementation f
their five-year plans. Although in both of these districts there .seemed to

“haVe been considerable teacher resistance to nurther systematic chdqqe the accu -
mulated experience with previous change efforts seemed to overgome such
resistance and expedite melementatlon.

Another diménsion of the accumulated experlience of a school district
iz the numbé; of years teachers have taught in their present school and
sehool distr&ct. Small rural schools have been particularly plagued by
teacher turnover. The turnover rates from cne year to the next are often
in‘excess of 50 percent. Those districts which ranked high in the scope of

ﬁearly ES implementation generally had teaching staffs with more local expe-
iﬁ?iene; than those which ranked low (Table 5.4). Altheough one might ke
tempted to argue that youngaand relatively inexpegienced teachers bring
¢ with them a cer rtain frEbﬂn-bé and receptivity to ehange ot characteristic

" of fthelr more exper Lenoed udllwaQU (LI this argaient doss not hold up in

these ten dmall rural scoheol districre.  Some ;z:f ssivngl erperience in the

chogd and =l

ool Adistrict seswms plmporeapt to the achiewremsnt of A

' . in their experience with previous efforts at systematic educational change.

firuh SCGwe\qf carly £9 mplementaricn.
= k 4T mar iy 2
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% . Too few of our graduates are able to succeed in
////% whatever school or college they go to next. -

s

We have too many pupils wha do not have the
Serigus academic ability necessary to succeed in sc!hooL .
Problem ., 3 > —
Moderate " , 21
Prob!%m 24 8 7
1.4
ey % | %
. /
| % %
B % / |
;‘ . bl 0 % %

Low Moderate a High
SCOPE OF EARLY ES IMPLEMENTATION

Figure 5.1 School districts exhibiting a high scope of early £S implementation tend to be
characterized by a large discrepancy between-the degre2 tc which pupils as “raw
materials” and as “finished products” are seen to be a problem.
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TABLE 5.4. SCHOOL DISTRICTS EXHIBITING A HIGH SCOI;E OF EARLY ES
IMPLEMENTATION TEND TO HAVE TEACHERS WITH GREATER .

EXPERIENCE

e

SCOPE OF EARLY ES IMPLEMEN%ATION
R.OF TEACHER EXPERIENCE

INDICATOR-O : Low Moderate . - High
P : (N=3) (N=4) (N=3) |
* 1. Average number of years of teaching |
" experience in their present schuol i
 district 4.0 years 4.7 years 5.6 years 1
. ¢ - i - ‘
= 2. Average number of years of teaching ‘ : |
experience in their present school 3.4 years 4.5 years 4.6 years |
|

e
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Commitment of School District Leaders . >

.
- L 4 -

In all ten school districts the scheol board had formally contracted

3

rd

‘ with- the Experlmental Schoo%f program of the Natlonal Institute of Educatlon
tq/ﬁ?plement their plans. Nevertheless, the commltment of school dlStrlCt
leaders during the implementation year {(particularly that of the supervnten~
dent) vagied con81derably from ane iistrict to the next.

Apparently the $cope of early ES- lmplementatlon depends heavily upon
“the commitment of school district leaders, particularly that of the superin-
tendedtﬁand his key administrative aides. If a superintendent provided the o
impetu?‘for a letter of interest and then took&hn active role in the prepara-
tion oﬁ the five-year plan, that district tended to be high in the scope of

. . ¢ . l

‘early ES implementation at the enrnd of the 1973—74~§chool year. If a superinter-

k3

. '
> .

dent ﬁad not‘provided the impetus or had been replaced by a successor with
different ideas, then that district was ofteh less successful. ~ .

’ Early ES melementatlon also ,seems to have been affected by the support
prov1ded a superintendent from his admlnlstratlve team. If a superinten-

dent seemed to be acting on His.own, if his key aides did not share ‘his

enthusiasm, implementation was often impeded. :

¥

. ‘

Centralization and Coordination of JDecision Making

During the planning year, the staff of the Experimental Schools 5

' program stressed the necessity of in?élving a*wic spgctrum of school’ and

e commuﬂlty sentlment in the planning precess .Distric were'encouraged”tow

PR

form advisory councils which 1ncluded parents and stq&%nts as well d4s o

Vteachers and adanlqtrators Thls requlrement underscored an assumption !

>

WldelY held by educational planners that if meaningful 1oca11y—determ1ned .
five-yeIﬁ plans were to be prepared, and if there was to be support for
the implementation of the plans once created, it would e essential to

have participation from those responsible for plan implementation.

Each o(’the ten districts made some provision for "participatoryy
democracy" but advisory counsels' influence overgthe planning proeess varied
° considerably among the .ten districts. Figure 5.2 presents graphically the
degree of"influence of the school board, superihtendent, central office

staff, pr1n01pals, teachers, parents and pupils in the districts which rank .

theuhlghest and lowest in the scope of early ES implementation. Our scale

Y

= e -

of influence runs from & 1qw of "zero" (no influénce at all) to a high of -

{ERIC o nna® . ,

PR provind b e . 7/ v
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Figure 5.2. The School District Hi‘§f|est in Early ES Implementation is cne in which the Superin-
' ~ tendent and Key Aides exerted greatest influence in the Planning Process. The School
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ized aq one in which the gsuperintendent and his key aidgs” played the crucial ..

-to bear fruit-during this ewrly implementation sStage,.

" ranked highest in the scope of early ES 1mplementatlon {Figure 5. 3)4

. ,natural (i.e., unplanned)'change. When ‘comprehensive‘planned" change is

i

- :
- *

“éour" (a ‘great deal of influence). It is“apbarent ln;Figure 5.2 that the-

district which ranked highest in early ES implementatil¥n®can be character- ¢

role 1n e plannlng process with minor roles being played by prlnc{pals, o
teachers, parents and puplls. 'On.the other hand, the dis rictufoundwto be )
lod@st in early ES 1mplementatlon apparently took mére seriously the.demo-

cratlc\as::mptlons of the Experimental—Schools program; hoWeve;, eﬁ;hasls {

on a broader base of power and influence in the planning process 4did not,seem

[ o

This pattern of pOWeq‘and influence 1q.the planning process is not ) \
merely confined to two’ ‘extreme dlstrlﬁts. In Flgure 5 3a l di strlcts are " d
examined afEer belng classified as hlgh, moderate, or 1ow 1% early ES imple~ |
mentatlon. Although fot all three typeﬁ of dlstrlcts e superlntendents are
generally reportéd to have exerted more 1nfluence on i/ plannlng;irocess than

dldsprInCLpals,_thlssdlstlnctxobhls partxcularly pronounced in those d1str1cts _

~Early implementation sgems to be most advanced in those d1strlcts
where authority and declslon-maklng powers were centpéilz d 1n the superln- -
tendent and one or two key aides. Such firm, centrallzeqrpontrol may be .
necessary to achieve broad' coordination of thewproject amdyto properly allo- =~ &
qate resources. New comprehensive prograﬁs similar to the Experimental .
Schools program seem to need ‘strong léadership to cut red taée,-ang‘other;
wise prepare thle entire school system” for change. dentral%zed leadership * “
also seems necessary to counteract resistincé to ohange. whenezer influence‘
is exerted‘by subordinates (or by outsiders) the change process can often be
co—opted; diverted, compromised, or even sabotaged. Although a decentralized .- s
schoo;’system ifuoften advocated on the grounds that it is more “flexible"
tha; a centralized %ne, such flexibility seems better suited to {acilitate
the obJectlve, flexIibility during the plaﬁhlng and early~1mplementatlon stage
seems to ihhibit‘rapid implementation. . . e - -
‘In the long run, ‘these results may offer different perspectives:
a long period of'strqng leadetrship by the Superlntendent,may undermine the

»

initiative of subordinates and dlé‘surage their 1dent1f1Qatlon with the fate

of the project. Their commltmep&)to the project may last only as long as

current funding (or the current superintendent). _ It remains to be seen
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J anure 5 3. School districts exhibiting a high scopa of earlyxs lmplementatlon tend to be characteriz-
od by a large discrepancy between the infiuengs of principals and ‘the supermtendent in the
>|dent|f|cat|on of the type of system -wide changes to be mplemented
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. whether this strategy of strong centralized leadershlp whlch seems to be ]

effective dnrlng early 1@plementat£pn is ,a2lso effective for 1nst1tht10nal-

1zatlon of change. W111 dlstrlcts which now show thie most advanced scope

of early Esxzazlementatlon be able to Create changes wh}ch,perslst beyond  * N
' ;

N B | 4
federal fund technical assistance, and contract monlterlng’ Or'W111
¥

district$ which depend more hfav11y on the partlclpatlon of pr1nc1p£ﬁs, N .
teachers, parents, and pupils eventually achieve fmoreflasting change? More Tt
materials will be avallable to answer these questions next year.
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