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Organization of Final Report

The final report of the Special Education Simulation and Consultation
Part I is a description of

e
Project (SESAC) is presented in two parts.
project goals, objectives, procedures, results, and derived learnings.

Part IT represents the conceptual framework, its application in an operational

<

plan, and finally a series of papers which demonstrate training activities

used with the various client systems in the State of Michigan.
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The Special Education Simulation and Consultétion Project:
A Cooperative Project of the Michigan State Department of Education
and the Institute for Study of Mental Retardation and Related

Disaﬁillties, The University of Michigan .

1. Rationale and Needs .

Many special educavors have been redefining their role within the larger
! n ,
system of education because of their disenchantment with the traditional

service delivery system, i.e., the special class model (Dunn {968). Major

cﬁanges now occurring in specfal education, such as the integrated programming

model using the itinerant teacher in resource rooms, ace, in Gallagher's (1971)
.

opinion, too superficial. IHe sees a need to "redesign special education and

the.attitude toward the whole delivery system of services. The cry for change

comes from all categorical areas." He goes on to say that some of the majoxr

N *

headaches in special education relate to the absence of an effective back-up
or support system for the special class teacher or clinician.

John Melcher (1971) cautions that although special educators are striving

for the "normalization" of educational programs for handicapped children, . they
should be aware that a large percentage of regular teachers and administrators
continue to advocate the special class or secregated approacﬁ as a means of

serving children with special needs. lany special education teachers have
. A H
‘developed programs for noxmalization in an in-service capacity and have worked

with the regular classroom teachers in theix individual situations. They have

§ Y

been able to work out cooperative arrangements so that some of their handi-

t
capped dhlldren could be integrated into the regular classroom for part of the

-

L]

\
| : |

t
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day. ‘This approach is highly individual and may involve only two or three

regular classroom téachers. While this épproach should be fostered, it pro- ’
vides for the normalization of relatively few handicapped children, and only

after the child has been so identified and placed within the special class

model. The primary issues oZf identification and alternatives in placement

-
[}

A h .

are not dealt with. - . .

Mercer (1970) has charted the referral and placement process in publ.c
schools in Riverside, Califcrnia, in an epidemiological study of mental retar-

dation. She indicated that once a child manifests a combination of low 3

”*

academic achievement and an inability to play the ascribed student rolie,
he 4is likely to be perceived as mentally retarded by the classroom teacher.
The elementary teacher is one of the key individuals in the labeling process.

1 -
The other key figure in the school is the building principal, who must put 2

stamp of approval on children who are being placed -for special senvices.
. ‘
Once the regular classroom teacher identifies a child as having protlem, it

-
-

is crucial that help_?c provided with whatever resoukces are available. The build-
ing principal is a key-fesource in identifying personnei who can be ‘
helpful in problem resolution. Fostering an atmosphere of mutual support for
childrgn and teachers is primarily thérbuilding principél's responsibility.
Morse, Culter and Fink (1964) reported that most building principals who
arc in daily contact with programs for disturbed children have had little
sPec1alléat;on in working with the disturbed in their professional training.
They mentioned they felt uncomfortable in making decisions concerning these
children when they did not h;ve adequate insight. While they saw the need to
broaden the scope of their programs for handicapped children, they also ‘felt

inadequate in their knowledge of what was the best for these children. They

indicated that more and better in-service education was needed for both

” -

3 H

adninistrators and teachers.
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One of the major. objectives listed in a recent document entitled, .
"State Plan for the Delivery df Spectal Educaﬁioﬁ Programs and Services,
February, 1271 was to increase the knowledge ;nd understanding of handi-
capped pensonsAaﬁonq all edugators in Michigan. It\qu noted that one of the
most drsturbing and stubborn obstacles to the delivery of special education
programs and services to handicapped is the attitude of general educators.

In order to improve thi;'attitﬁdc, the Special Educatign Services of the
*achigan Department of E@u;ation indicated that they would utilize the following
strategies:

1. Encourage local and intermediatelséhool_districts to provide

inservice training to acquaint all their teachers and
adniinistrators with the field of special education and handi-

»

capped children. -

-

2. Participate in locd} and intermediate in-service'training programs
for general ;ducatoés gy proviéing special Education Services
personnel as/gresentors or by agsisting in the p}anning.

3. Develop and sponsox institutes, conferences and workshops to stress

~

educational programming based on individual differences for genera}
educators.
It 15 the responsibility of the leadership personnel in Michigan to move

general educators to a newvlevel of awéreness and cooperation in the delivery

i . +
of services to handiégpped childrch through in-service training. professionals
in the state department of educatioﬂ and in universities, and administrators
witnin local and intermediate school districts could partiéipate in such a
training effort. In the final analys&s, however, it is the latter leadership

personnel who will be charged with the task of providing continuous gupport as

programs evolve and are implemented.

—3_ £




{ N

I
5
i

!

The Gork of Bugke and Sage (1970) is a recent example of how special i //

/

education administrétors have attempted to change the attitudes of general /

education administ%ators. éage (1967) under a grant from the Bureau for //

Il
i

/ ‘ 4 ¢
. Task Simulation (SEATS) Game." s .
- i -F 7
- , z . /f/
The SEATS Game (sage 1971) is described below: //
" - /‘

The SEATS Game consists of both background materlal
and task inputs demanding problem solving activity. The
maLe§1als utilize both written and audiovisual media with
the major input of tasks taking the form of a communiga-
tiorf in basket, supplemented by telephone callsﬂ filmed
o Classroom observations, and roleRlayed conferences. The
coritent was selected with the objectlve o@,broad sampling
of/ situations confronting the director of special educar
-ion in a medium sized and typically organlzed administra- .
tive structure involving a comprehen31VL program of special
‘education services. ) -
/ The background material was des;gned to prov;do ]
/ realistic framework from which ‘decisions and actions could . —a
1’ be determined. ..Information is prov1ded to establish both
factual data and general, fecling tone in order to enhance
. the part1c1pants' 1nvqlvemenL in the problem situations.
- ' Unlike prev10us school district simulations, the. environment
for the SEATS Game was not taken directly from any existing
N locality, but/ptpreqean a composite of a number of real ’
/ places and organizations. . This composite resulted in a -
‘ school district of sufficiunt size to guarantee the exist- ’
ance of/chlldren of all types of cxceptionality, yet too
small to permit independent operation of programs for some
of the low incidence types of. handicdps, and thertfort,
requiring cooperative arrangements which are characteristic .
of many actual special. education organizations, and which
constitute a major source of the problemv pecullar to
; - special education.
In recognition of the fact that communlty socio-
cconomic conditions have influence on the devtlopment of ‘ .t .
special education, the baﬂkground materials were contrived
7 sc as to present issues for consideration most representa- - -
tive of those facing the greatest numbexr of persons in the
fiecld. State laws and administrative regulations were
simulated to represent a composite of those to be found
in states occupying a L. .1 average position in terms of
sophistication and development at the state level, but
leaving noticeable room for growth and improvgment.

1"‘
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Burke and Saée found that when they used the SEATS Workshop with regular
admlnistra;ors playing the specialiét role, they obtained the following
results: \

1. That building principals were less inclined tq;think that all

handicagped persons should bé placed in speciai education classes.

2. That moderately handicapped children could be placed in the reqular

classroom..

4. That the special education adminigtrator should not have the sole

responsibility for handicapped children within individual school

s,

buildings.

the authors concluded the following about their experiment: (1) that

7 7
e

the workshop could be lengtiféned to-obtain bettér results, (2)” €hat a control
_group could be utilized to more cleariy demonstrate the workshop s effective-
ness, and (3) that thls type of werkshop appears to have great potentlal for
hglplnq the local special education director form agbetter and more effegtlve
working relationship within his district. The use of the SEATS in this manner
iz viewed as a catalyst faciliéating thq‘dcvclopment of new models of service
delivery to the handicapped children. The real program of behavioral changéz
apparently 1s developed following the w?;kshop, with the local special educa-
tion adminmistrator working more closely with thg}general education administrator.
Burie and Sage reported on one follow-up of the workshop done in New
York in‘the spring of 1970. At that time, eleven of the twenty principals
whe participated in the workshop were present and expre;sed contihued‘éoncern
for prograﬁming, and a willingness to invest more of their own time in the
programming fér the subsequent year.

carmen (1972) attempted to explore the possibility within the Special

Pducation Administration Task Simulation Exercise (S.E.A.T.S.) Lo test a humgn

11




felations laboratory training experience and its ‘effect upon the decision making
respongpé of administrators to problem solving and human relations problem
diagnodis. Within the context of the State Education Agency Simulation

Exercise (SEASE) developed by Sage and Sontag (1971), Carmen sought Lo Jdetermine

t

-
x

whether or not the 20 subjects, 18 incumbent state officers, and 2 graduate '
students randomly d?vided into experimental and controlled groups, would
engage in drfferent activilies after a weekend of humar relations labor;tery
training. The human relatiens training occurxed during the middle of a two J
woeen training program usinéfthe SEASE. The resource model in this stuly was a
pre and post test control group design. The dependert eriables included
qroup problem solving and human‘relationsrproblem diagnosi;. Results indi-
cated that participants who underwent the human relations laLoratory Lraininy
- exhibited no significant differences in group problem solving and human

relations diagnosis. Cont;ary to what was pgedicted‘the experimental group

buecame less dpen\and more withdrawn oger the three testing period'years of

the study. Thg'uuthor suggested thi'ﬁorc would ke needed fur in laboratory

~

A\ ) . . ‘
training beyond tee Lwo days that were used in this experiment. He recomncnded

careful ocrecning of applicants for sclection jn the human relations training
should alse be undertaken. .
If benavioral change is to be sustained after similar workshops, the

specilal education administrator must provide the general education administra-

tor «i1th continwous support. There is not sufficient evidence to suggest that

simulation wockshops promote significant change over.extendedégeriods of time,

*

The 3ssue needs further study. .

N

Langdon (1972) surveyed building principals who had operational programs
¥

for educationally handicapped children in their schools with those principals

&

-

- L
who had no programs for the educationally hand;capped. He employed a stratified

.

| . .
L4

|

o -6~
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sample of elementary puilding principals from 15 Caiiidrnia school districts,

-

using ethnic minority, density, and size ofsschool districts as the factors in
tif- selection process: The samﬁleﬁpopulation included 61 building principals

« +

;who khad educationally handlcapped prqgrams and 80 without such groupings. Data

. - .

+ was obtained uslng an exten51ve mail questronnalre. . .

v *

S
‘ . In terms of prlnc ipal's charactorlstgcs, grlnCLPals who operated EH
T programs tended'to be younger, “tended tQ/be in their schools fewer years than

those panCLpalS who did not'have EH progrAms, and. tendea to be ones who had
= .

-

" - taken their graduatﬂ education programs outside of educational administration.

B
-

Thtoe prrncapals also viewed EH programs as successful as they returned
| cnildren back to their regular grades. ‘They 1nd1cated that they vere moderately
r Iy

successful in achieving that goal. mhese administrators gelt-thelr districts-

L (%4 i

could not be as effective w1thout such programs,

-

-

It was recommendedvto the State Department of Bducation and the local

. -

Q . . .
gchoml districts that prlnc1pals necd specific information about educational

Y
¢

handrcapped programs and students. The principals need a551stance in developlng

and establishing EH programs intérdéning-with behavior‘ptbblems and giving‘
N : !
remediral. a551stance._ The study also indicated that additioﬂal“research was
Y

P

L2 needed to determtne the qualltatlve naLure of the bUleL;g princiﬁals'

- ' P

involvement in*districdt policies regarding the establlshment of programs for

»

~

: Othe educationally ﬁandicapped. It was suggested that continued studies of

. © attitudes towards educational handicapped programs, spec@ai education course
. . . N BN

work and experience would be variables affecting-the establishment of/or W

e
J

. < > ~
) ’ quality of education handicapped programs.’ ~ ' A

*

The skills needed to sustain, significant behavior change in the -

principals go heyond providing technical information. Sage4(1967) found

Q .
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in the CEC report on professional Standard of Administration that tecbnical

skills were given a relatively étrong emphasis by doctoral 'students ,in special

education administration. Administrators of special education who were the

<

subjects of a random sample differed from the students, however, in that they

believed human skiIls"reqﬁired a greater time commitment than technical

.

skills. 'Based on a study of tasks as perceived by general and special

educatién.administrators or supervisors, Sloat (1969) recommended that leader-

ship personﬂel develop the human skills that are required to meet the expecta-

<

tions held for them by ?thers. He suggested field training and sensitivity
workshops in conjunction with formal course work be used as vehicles for
developing further the human skills of education leadership personnel.

In the most recently published study of the role of administrators of

special education‘érograms, Kohl and Marro (1971) reported that over three-

~
’

fourths or 822 of 1067, of those surveyed felt that school systcm in-service

programs were very important. The authors also solficited the amount of time

~

both these administrators and elementary buildiqg'principals devote to pro-

fessional growth activities. They reported a mean of 7.6 hours per week for

special educators,and a median of 5 hoprs per week for elementary principals.

.

In addation, institutes or workshops were ranked as * .e most valuable types

of training experiences.

% \ithin the state of Michigan, the Michigan Association of Administrators
of Special Education has already corfmitted time and energy to professional
growth and development activities. They expressed ‘an interest in pursuing

the use of simulatign as a vehicle for traiming.

The human skills in administration described by Katz. (1955) relate

~

closely to those described in the literature on consultation. Consultation

" has been definéd by Rhodes (1962) as "a person-to-person transaction which is

contracted to resolve problems asspciated with work roles. It is a human

“exchange involving the offering and acceptance of assistance, in which the

* ‘1 .

*

&

, R ,
S Jr ‘ ’ I
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recipient opens h%mself to the change effect of the assistor. The immediate
goal is problem ;esolution, the long term goal is pefménent change in the
prpblem-éolving approach of the recipieﬁt."

Unlike an outside consultant to the cducational system, the special
education administrator has a formal, intrasystem relationship to others

in the school district. His freedom of movement is restricted because of

*

his legitimized authority through role description and role expectations.
The administrator, however, can gain from the knowledge of consultation -
theory new insights into planned change within individual building programs

as well as in the entire school district. ‘Some basic concepts in consultation

- J ,
theory that relate to education settings are planned entry, development and

mainktenance of a relationship, feedback and evaluation procedures, and

finally, withdrawal techniques.
in summary, the special education administrator is a crucial keystone
’ x4 ' v
position within school  systems. If new models of service delivery arc to be
]

realized in local school buildinqs,‘the’administrator of special education ;

4

must play a leadership role. A vehilcle was suggestedf in-servige training

of building principals in the theory of simulation methodology, and continued

- P
: support of them by special educators through consultation. Followup will be an

integral part to determine the effectiveness of the intervention.

o

2. Objectives

i
1. To train special education administrators as co-trainers in the utiliza-"

tion of the SEATS Game as a catalyst to change the perceptions of general .
v - ‘ °

-
oducation administrators (superintendents or assistant superintendents or

he d

building principals) toward special education programming.
a.  to provide knowledge and present the status of spec al education
today.

-

4.0

+ERIC : -9-




b. to change the attitude of general education administrators toward
[ 4

.

the delivery of services to handilapped ¢hildren in their school

district. -

-8

2. To train special education admiﬁistrators in consultation skills ir order
to develop the skills of general educators as resource personnel in the
development and implementation of more integrated models pf service
delivery to handicapped children.

3. To evaluate the effectiveness of the SEATS model for in-scxrvice training
of building administration by détermining the extent of change ovgr;time.'

4, To develop new support systems for both the regular and the special
education classroom teaghers through the building principal.

- . .
5. To stimulate the development of more in}egrated service‘delivery models

forvhandicapped children within their individual school buildings.

3. Prototype Training and Consultation Model X

A, Planned Change Model

The Planned Change Model is a generalized model which outlines a set of
. . - 7

procedures by which an innovation determined by aAsystem is identified, .
implemé;ted, and sustained. The SESAC Project qsed Fhis models in establishing
an instructional grogram at the local éistricf Ievel which Qérked towafd the
goal of integrated service delivery to ‘the mildly handicapped child. The "
process illustrated in the model-was used in each district to aid them in
the planAing and implementation of their program.

Figure I illustrates the model as‘developed by Havelock and as modified

by the Project. The model consists of six stages with overlapping features.

The first stage is building a relationship and refers to establishing and
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defining the consultant ‘role, During this stage decision-makers in the Local

-

 School District are identified,” and through their input the parameters of the

Dist;ict's value system and goal priorities are defined. This stage overlaps
with the other stages in that maintenance of client satisfaction is’a must.

During stage II, diagnosing the problem, force field analysfé is used to
further define the District's priorities. Additional details are added to
District gqglé in terms of resources available in the system, as well as
restraints which could block the completion of the goal. Force field analysis
is the beginniné point of a needs assessment, Needs assessment defines;the

scope of the problem by providing baseline information. Local district

b

s

personhel were trained in these technologies by the Project..
During stage IITI, educational personnel were trained to identify
resources within their district, allowing them to implement their objectives.

Resources were provided linking one district to another where appropriate, and

subsequently, alternative solutions to the problem were outlined. During

stages IV and VY, educational personnel were trained to design interventions’

and aided in the implementation of their designs.

, Through the stages ofjg{inned change the development of the intgrface
hetween general and special educatisn was advanced. - By using this model to
involve the system, the Project accomplished two things: (l)ﬂfhd 1likelihood
that the innovation continue and (2) Ekillg and procedures which enabled the

district to replicate the process on a new problem which is the final stage

of the model.

T

~

_The rationale which prompted the project to employ this particular model
is the following. Once the district program has been designed, it is desired

that the treatment effect be continued after SESAC terminates. This means

e

that the Eeam trained in the planned change process are able togﬁbniinue its

¥ ~
%
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work because they have been trained in the technologies by working through a

parcioulasl proulem with SESAC gnidance.

The team, by the experience working on the district program, learns how
the change process ;élatcs to target audiences and instructignal'formats.
Figure 2 illustrates this relationship. The team is trained in strategies
for solicitigg input and support from significant decision—ﬁakers, and in‘
coordinating the effort with several target audiences.

+

B. SESAC Procedures

ohe: Planned Thange Model was implemented by the following set of
procedures. The Project employs a trainer of trainers strategy. After

initial phone conversations and meetings, a Prototype Workshop was run.

this was the first exposure to the Special Education Administrators Task
simulation (SEATS) Game. The Prototype was how the Project first involves )

a district. The audience consists of gpecial Education Directors, super-

>

intendents or Assistant Superintendents, and Administrators from Support

services. The SEATS  was also run for the Building Principals from each
i .

district. The SEATS game was used as.a preliminary diagnostic instxrument

. with rach district. During this building relationship stage the workshop

also provided an opportunity to mecet the client system and to introduce them

-

k4

to the Projoct.

AN

e

The SEATS (Séqo, 1972) game simulates the role of the Special Education

N

Director in a Local District. Examples of coordination of problems between

gencral and special educatisn both at the administrative level and at the
online teacher level are included. The simulation illustrates how apparent

individual problems at various administrative levels are really symptoms of
. b

‘a large district-wide problem. The administrators use the metaphor of the

simulated district to begir o define major priorxities for their own district.
© &0
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Additional definition occurs throngh the input of an advisory group
- N
representing the educational personnel. This team was the first group tfained
by the Project, therr function being Lo train others. A vo-p}anners~and
wmplementers of the district program working in conjunction with the SESAC
staff their role was well defined. figure 3 summarizes SESAé's role in terms

of training audiences. Table 1 describes target districts.

o 4. Problems

A. Expected Problems

1

The most obvious problem the project staff experienced was the

communication gaps that lead to low enrollments in some individual district

» ~

workshops., delayed follow-up and entry into fact-finding in other districts.

The k?y‘vgriable‘in project relationship with individual‘disﬁricts is
- \sgen'AS the security or the level of risk taking behavior individual

* directors of special education feel or are willing to engage.'

! The SESAC project staff, therefore, restrained from initiating

some entry behaviors which would intimidate directors. Major emphasis

bl

was placed on providing non-evaluative feedback and generating
alternatives to foster a climate of cooperation rather than coercion.

The acceptance of students as consultants by these districts was also
k] oo - ,
dealt with directly in sessions with directors and consultants.

additional expeéted E;oblems incluaed heavy time commitments for
all SESAC staff and the field personnel as well. Theé lack of dqté
responses from control group #2, which ip;ludes principals from second
year districts, principals who were not receiving either simulation

training and/or consultation services were also to be expected. The amount
1 ’ y

of time required to complete the data forms was evidently topo time consuming

for most randomly selected coritrol subjects.

aQ
asu

O
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TABLE I

SESAC PROJECT

SCHOOL DISTRICTS ~.YEAR | AND YEAR 1|

SCHOOL DISTRICTS.

Ann Arbor
Bay City
Birmingham
East Detroit

Van Dyke

Warrenwoods

Garden City
Jacstn
Kalamazoo
Lansing

Saginaw

Wayne-Westland

SCHOOL DISTRICT

Dearborn

Ferndale

.Grand Rapids

Hazel Park
Port Huron

Region 4

-17-

s
Washtenaw
Bay ©
Oakland
Macomb
Macomb
Macomb
Wéyne
Jackson
Xalamazoo
Ingham
Saginaw -

Wayne

1sp
Wayne
Oakland
Kent
Oakland
St. Clair

Washtenaw
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Finally, the project director felt that Ann Arbor and LAFsing were

{ already :nundated by University forays, and that this would severely

' hinder the SESAC's project successful initial entry into these districts.

| - =

. After three years of relationship building, the SESAC project is Jjust
! . s
‘expeniencing significant entry into Ann Arbor; Lansing terminated

its relationship with the project after simulation training.

B. Unexpected Problems * © )

The most significant unéxpected problem encountered in the project
was the late res%?nation of the project's principal investigator on

August 10, 1973. This personnel change precipf%ated a chain of reactions
that will be presented below under departures,

A second problem was the inordinate or seemingly infinite amount of
time it took to introduce, clarify, re-define and re~clarify each maj;r
commitment from local school districts. Delays in obﬁain%ng commitments
made the SESAC staff revise Eheir project time table back ?y at least six

»

weeks. It made follow-up time in the consultation phase upto ten weeks late.

5. DeparEures from the.Original Project Plan

K. Personnel . .

#

As indicated above, personnel changes caused the SESAC staff to
consider alternatives to staffing the grant. In late summer when the

principal investigator's resignation was submitted, it was judged to be

very difficult to attempt to replace the principal investigator. The

SESAC project staff recommenced to the first year directors and consultants

the following alternative staffing pattern:

(1) Dr. Burrello as Project Director would move from a 20% time
-~ - commitment to a 50% one effective September lLst.

~

24




(2) Two project associates be retained instead of employing the
principal investigator. First year qontinuing;consultation
functions would be split from the second year simulation and
initially fact-finding functions. These project associates
would be assigned at least 60% or 24 hours per weck and would
work directly under the supervision of the Project Director
for 1973-74.

(3) In order to overcome the lack of administrative credibiiity

of the project assistants and to fulfill the continuing

training objectives of the first yeax district personnel, the
SESAC project would begin to establish a statewide consultation
training network by expanding its human resource pool to include
first year directors and consultants, who in conjunction with ‘
project staff, would participaiei

\ ’ 1) as co-trainers with SESAC project staff in the simulation training of
second year disgf}ct building principals; and 2) as co-consu1£ants with
project ;Faff in other first year and second year districts on thevbasis of
indicated needs and interests and skills. Tﬁe match of first year
participants with specific kinds of problems will be under the direction

of the Project Director. The research‘profect costs include reimbursing

L3

first and second year directors and consultants with'austipend plus the
cxpenses of their involvement in the project. A time commitment of three |

days per month during the simulation laboratory training and approximately

two days per month during the consultation phase was also earmarked,

o

- B. Cross-District Technical Assistance

! A second revised training objective was to plan and implement

five technical assistance workshops, which involved bringing-to the
i ’
SESAC project expertise from within or outside the State of Michigan;

individuals who will participate with project staff in developing work-

shops around specific issues such as program needs, assessment, educational

planning, team building, progress evaluation, and others.
N &>
For first year directors and consultants, a survey of specific training

¢

needs was undertaken. Besides continued participation in simulation training,

AL oy
& ) -
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J

they indicated interest in topics cited a?ove. The SESAC Pyéject staff also

sought a vehicle to maintain the group cohesiveness that evolved from the
. . 2 -

monthly consultation seminars. Consequently, the SESAC Project provided a
v TN

~ N .

series of 4-5 technical assistance workshops on these togics as well as |to
< continue district-wide sharing with one another during the 1973-74 “year.

C.  Training Intermediate School Districts and State Education Department

1. Rationale

puring, the first two years of the Project, SESAC worked with eighteen
mid-city school districts. The third and final.year of the Project was dgsigned
to carry éur‘learnings from these local districts to the n?xt organizational

, ’ .
level 1n Michigan--the intermediate school districts. This was implicit early

in 1973, but with the new State Director in Michigan, it was mandated that the

Project move to this population.

The interiediate districts represent the method the state has devised for
‘agqreqatinq school districts and distributing fuhds. They are truly intermediary
in that they support local functiohing and act as a ébordingtor between, the

State quartment and local districts. The evolution of the role of the

intermediate has been gradual from somewhat amorphous county districts to a

< ’

more highly organized regional entity. The MandStory act #198 provided ; new
and dramatic impetus to the developmerit of viahle intermediate distrigts through
giving them responsibility for planning, monitoring and evaluating special
: education érogramé in local districts. + This was highliéhted by the lack of
] -
good management sy§€ems at the ISD level and brought into focus the conflict

between monitoring or evaluating programs and ehforcing compliance with the

jaw and the more traditional role of program consultant/advisor. :The State

Speciﬁl Education Director required that the SESAC Project transmit its

learning to this vital group in the state's deli&er& network.

x

o ‘ -20-
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. .

2 Conceptual Framework ' . .

It was decided to use Organizational Development as our broad conceptual

-

basis for describing S.E.S.A.C. activities and the kind of approach we used

‘with school systems. Earlier, a planned change model was identified. This
2 N *

i3 not really a split in conceptual orientation but rather an extension and

]

‘elaboration. For this purpose, O0.D. can be defined as "a professional field :

[

Il ! . " . . .
which utilizes the processes of planned change in crdexr to assist organizations
£

to develop successful methods of self-renewal within the integrity of their

environments." This  is a somewhat simplified synthesis of the definitions

W *

of Beckhard (1969), Burke (1972), Horrstein (1972), and Sckein (1969) and was

’ {
intended to emphasize the. focus on the organization and its n s and culture

- ! %"
—

. H

rather than un managerial training, qgfsggp. This framework is gonsidered
appropriate for school systems in that ii stresses systematic plannigg and

‘hrublum-auiving rather than changiny individual psycﬁes and invelves ;;?\system
. * | - Land

¢ &

1n ¢xamining 1ts own Social processes (such as decision making and communication)

and legitimizes and institutionalizes procedures for adapting to needed change.
1* 1+ a long term process which can help an organization through a crisis as

w1l ar Jdevelop methods for self-renewal and planning. It promotes training

47 an acLive rather than a passive pursuit for che trainee and puts tﬁi\U;//

semtext for that training in the everyday work of the organization itself.

1t in applying behavioral science and systems knowledge to action for the

. *

{urpone of making organizations more effective. Although the short time

cpan with the ISDs did not allow for a full exploration and development of
* .

[ . a, b,

the conceptualization does provide administrators with a helpful

. framewnrk thoy could use and build upon in the years ahead.

3. Planning Phage

It was apparert from the start that S.E.S.A.C.- could not work with all

, R s
8 13Ds and that some method needed to be devised to select a workable number‘
4’ .

H
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N i . . . .
given our limited resources of staff and time. To help us-in this process,in 1974,

-

an advisory committee met in August to assist us in developing strategies

to inform the, intermediate schGol districts of S.E.S.A.C. and what we could

A
&

offer.them. 1In attendance at that session were the State Director of Special

= s

Education and staff of state consultant/supervisors as well as the directors

. of special education at Ingham, Muskegon,and Jackson intermediate school

districts. This group disqusséd the problems faced by the intermediate school i
) ;

district énd'begam the process of prioritizing those concexns which essentially
revolved around unclear role definition for the intermediate and lack of

management systems with which to deal with data collection, evaluation and in~service

functions. It was made clear that there are a great numbexr of differences between

[3

intermediate school districts across the state in their level of organizational,

sophistication and the ways in which they relate to local districfs.

Both the S.E.S.A.C. staff and the advisors supported making information

~

about S.E.S.A.C. dVailable to all the intermediates and allowing them to self-

A Y
select participatiom. No process for doing this was defined at this meeting.

% . . . .
S.E.S5.A.C. suggested a State Department team participate in the training offered

and a state liaison was assigned to the Project. The initial focus was to be to
provide an orientation of S.E.S.A.C. to the intermediate school district director
and whomever he chose to involve in order to increase their understanding of

. $.E.5.A.C. so that they could decide whether or not to participate in the training

. » »
L

sessions.
. F
F_ . . ) . . .
In September the State Department mailed an invitation to all intermediate

*

school hirectors of special education to attend a 1 1/2 day workshop to learn

P o cas s .
about S.E.S.A.C. and to explore the possibility of utilizing the project's
> resources in their districts. During the October workshop with the directors,

S.E.S.A.C. set all of the technologies, processes and interventions demonstrated

3
.

' ' . 23
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in local districts to the Organization, Development perspective. S.E.S.A.C.

also outlined the underlying values of O.D. to prompt making their own values
explic%t; From this overview, the temporary task force st%ucture was explained

as a short term 0.D. intervention with considerable probabilities for replication

in.dealing with specific organizational problems. (See TABLE II.) -

[3

The temporary task force model based on Luke's (1972) ten components

%

was the strategy for forming a task force as well as for the evaluation of the

-

task force training effcrl in June. It also became the focus of the service

offereé to self-selected intermediate school districts.. Those interested were

to define a problem area that could be dealt with in a 6-8 month time span, at least
to the point of developing a plan for,implementation Ehe following schobl year.

They were to consult key decision makers in their system and begin thinkinggpf
possible task force membe;s whose resources would be vital to solving theirﬁ<

particular problem. They were asked to return in November with at least one or
two aaditional staff members to further egplore’their problem area ané to decide
whether the task force model as proposed by S.E.S.A.C. would be beneficial to
their system. Of the 31 directors present, about 10 aéreed to. return in November.

six monthly one and a half day training sessions were deve%oped to support and .

assi1st the task force in problem-solving as well as to provide training that would

" enable them to use the intervention in tbe future on other problems.

Additional rationale for the task torc. approach was as follows: It would allow

each district to focus on a need of importance to them; building a team‘that works
off~s1te and on-si?e together supports both individual learning and organizational
change; teams focus on competency, not power; groups can generate vélia information
for effective problem-solving and decision making; the on-going work back home
would provide for immediate transfer of learning from off-site training; it was

»

a viable, teachable model in the time frame suggested.

At the end of the November session, six ISDs had committed to the training

_23;.
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via the task force model.‘ Two others needed to defer decision making until
they confurred with others back home. On~site visits were scheduled with each
distriat. Thuﬁé'503310ns WO T designed to enable S.E.S.A.C. to touch base
wit; top policy makers (superintendents), to assess the commitment level tq
and understanding of the chosen problem focus a£ both tasL force and decision
maker levels and to answer questions task force personnel had about the project.
To collect this data, a structured interview with theﬁsuperiniendent was used
which assessed his knowledge of S.E.S.A.C. and the task force and its problep
focus, hais suppo;t of the task force and his perception of the importance’of the
task force problem to the organization. Next, S.E.S.A.C. met with the entire

task force and administered a short questionnaire which explored their under-

standing of the project and problem focus, their commitment to it, their
perception of why they were chosen, what support they felt they needed from the
intermcdlate school district, and tested the trust level by asking whether they
were willing to share their answers in the groups. {See Table III.)"‘“

4, » Description of Task Forces

The following paragraphs +i.11 describe each task force, their chosen

.

~

\,

problem focus and factors which affecéed their performance.

K

1. Wayne ISD ~ The two directors of their area learning centers (one
later dropped out due to vague program administrative arrangements) and three
intermediate school district consultant/supervisor staff made up their task

-

force. The consultants had been on the job 15 montb;, the learning center

’
directors were new. They decided to focus on the problem of éoordinating
in-service training to the local districts, both general an@ special education.
Before training began in January, they reduced this focus to éoordinating

in-service training to the local districts, both general and special education.

Before training began in January, they reduced this focus to coordination of

34 :

B

-

-25=




“ TABLE III

Description of Dissemination Training Participation

October, 1974 20 ISD Directors of Special Education -
: 3 Local District Directors of Special Education
(33 people) 3 Directors -of Diagnostic Learning Centers .
3 6 1ISD Project Staff (Supervisors)
v 1 State Dept. Staff Member
November, 1974 8 1ISD Directors of Special Education
3 Local District Directors of Special Education
(34 people) 2 State Department
13 ISD Professional Staff
. 5 Local School Personnel
(2 ass't. superintendents, 1 principal,
2 special -education staff)’ .
i 1 ISD Superintendent -
) 2 Directors of ISD Diagnostic Centers -
January, 1975 5 1ISD Directors of Special Education '
through 1 ISD Superintendent
June, 1975 12 ISD Project Staff .
2 Tocal District Directors of Special Education
(34 people) - 1 Elementary Building Principal -
g o 4 Assistant Superintendent of Local Districts
1 Director of Regional Media Center’ -———-—
- 2 Directors of Diagnostic Centers
! 1 Remedial Reading Teacher
1 Local Special Education Supervisor
N 1 Psychologist from Child Guidance
- 3 State erartment Staff
7
Roles by Task Force: B
#1. 1ISD Director of Special Education #2. 1ISD Director of Special Education
ISD Staff ISD Superintendent
Ass't. Superintendent - Local 3 ISD Ass't. Directors
B Principal - TLocal
’ Remedial Reading - Local
#3. ISD Director of Special Education #4. 1ISD Director of Special Education
3 ISD Program Consultants ISD Consultant
. - ) 2 Local S.E. Directors
#5. ISD Director of Special Education 2 Local S.E. Consultants .
ISD Consultant 1 child Guidance Psychologist
3 Assistant Superintendents - Local
1 Director of Regional Media Center 6. 2 Directors of ISD Diagnostic
et v . Centers -

#7. 3 State Department Staff Members 3 ISD Consultants
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special education in-service. This is the state's largest intermediate school
district with 36 local districts rangiﬁg in size from 1,800 to 250,000 student -
popuiation. They received their first special education millage in 1974=75. The

dlreétor in Wayne became and continues to be an avid supporter of S.E.S.A.C.

2. Ka;gmazoo valley ISD - The Director of Special Educetion and tﬁe
three program consultants fogmed the task force and their fécus was to develop
an evaluation model for-EI, EMI, and LD programs. This group probably had the

!most active commitment énd support ffom the district superintendent of any group.
This group was intact and committeq in November and met every week as a staff.

They began well ahead of other groups since their focus was an important part -’

of their jobs. This intermediate district is dominated by a large city with
sophisticated programs surrounded by more rural areas with fewer special education

- -personnel. . '

- 3. Mecosta-Osceola ISD - The Director of Special Education, an

intermediate school district socials worker, and three local district personnel (an
Assistant Superintendent, elementary building principal and reading teacher) made
up this task force. There was no support for the task force or S.E.S.A.C. in

this district; in fact, the superintendent was openly resistant. In spite of
3 .

4

this, the group wanted to develop « moudel for helping building staffs deal with
children's problems at the building level. ?hef intended to work it through in

one sSchool system successfully and, hopefully, to disseminate it elsewhere.

4

[

This is a predominately rural intermediate school district with no coordination

petween districts and no leadership from the intermediate. Special education

1s not a priority matter; personnel matters are handled peremptorily and there is

-

low morale and high turnover. This group faced the hardest task at highest

risks and would lose two members by the end of the year to firing and resignation.

| \ S f
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4. Ingham ISD - The Director of Special Education and his three

~

administrative assistants plus the Superintendent made up this task force

which focused un the problem of assigning intermediate staff to local districts

in the most effcctive manner possible for both intermediate and locals. Ingham
is another intermediate school district dominated by a large city (Lansing)

surrounded by morc rural areas. It is also the home of the state capitol and

’
- <

a major university and has access to many resources. Its d%ﬁ&ctor is influential

.~

and well respected statewide and is a member Qof our'S,E.S.A.C. advisory committec.

This was another intact work group but somehow had trouble éigging into their
brleem or making use of the trainihg in the beginning. They later had a

breakthrough and went on to meet their goals in staff assignment and hope to work

o

next year on building teams of local and intermediate district people.
L ' : ¢ : : : )
5. Sanilac ISD - The Director of Special Education, one intermediate

~ -

school district staff member, three local assistant stuperintendents and the N

Director of the kegional Media Center made up this task force originally. This

(4

15 a rural district with a short history in special cducation and no history of

conrdination or planning. The task force focus was to develop long range plans

for special education for the entire county. Support from the Superintendent

t
was good and commitment level high, especially since they had -never worked

together. The Director rétired, the intermediate staff member was fired and

the final task force consisted of two Assistant Superintendents and the REIMC
Director who focused their efforts on becominy ad advisory committee to the

intermediate district superintendent in special education and, in particular,

the hiring of the new director. ‘ -

6. St. Clair ISD - The Director of Special Education, an intermediate

school district consultant, two lcoal special education directors, an EIX .

supervisor for the city schools, a mental health professional and a local district

) .
' 3 s
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consultant made up this task force whose focus was.to develop programs for
the emotionally disturbed including a day treatment center. This group was
late 1in forming, with very mixed levels of commitment to involvement with o~
S.E.S.A.C. and little cohesiveness due * changes in the pfoblem by the -

A}
director and because they had never really dealt with the resistance to t

training or to process learning (especially leadership issues). This

intezmediate schoolwdistrict\is also dominated by one large city surrounded

¢ .

by rural areas but is near to a number of outside resources and far more

sophisticated than its rural ncighbors. (S.E.S.A.C. also worked simultaneously

)

// working with the dominant city school administrators.) Much of their background )

work had been done by.a previous task force which .allowed them to concentrate

on getting their plan accepted. ) N

.

7. State Special Education Department - Three state consultants made up

this team, one of whom had been assigned as liaison to S.E.S.A.C. by the director

and who talked two.colleagues into joining him. They selected the development Y

.

’ .
of a complaint procedure on nbn-compliance as their focus and narrowed gi;t
L down to writing a documonf‘outlining how state Staff will deal with formal
complaints.=They had litile time to meet back home due to work pressures and

therr focus did not really lend itself to the taik force model on which the

-
~ ~

training was based. commitment, at least most of the time, was moderate

£

and very sporadic and only at the end did they begin to form a team. -The

.

issue they picked was not réally of great concern to any,of the three--
simply a job that had to get done, and probably could have beeg done by one

person 1n a few days. Having State Department staff at the sessions, however,

was very valuable in terms of their exposure to the field in a_new way and the

’

,
resources they could bring to the intermediates. No on-site visit was

-

*  conducted nor did we meet with their superior, the director, except on matters

-

<

¢ of general concern to the entire S.E.S.A.Ci Project.

ERIC ' | 35
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The on-gsite visits did enable the S.E.S.A.C. staff to become better
acquainted with t@e clients, showed commitment level to be generally high |

and,indicdted support from’the top in all cases but one. The staff also

s

gained a better understanding of the vast differences in the seven groups in

terms of make-up, pfoblem focus, interpersonal relationships, working

conditiohs and demographic considerations. } . ’ N

»

The ,staff's next task was to design the six training sessions to

v

maximize learning and give support to these diverse groups.

.

'

5. Description Of Training Program VN

- . _ . ) 2
The conceptual framework for the six training sessions grew out of the :

érqanizational Development basis of the S.E.S.A.C. Project which stresses
'd

human values and commits to self-renewal for organizations and individuals.

{

Lyman Randall has written, “"the aim of 0.D. is to bridge the gap betwecn

individual nceds and goals and those of the organization” . . . and "to fight

)

.the past.in the present in order to choose freely the future."

x

Both orqanizations and individuals attain their goals through ¢ffective
- L

“problem-solving. Problem-so]&;ng 1s the orderly, rational method of

addressing needs which rests both on planning and group process skills and

- knowledges for successful achievement. It is possible for an individual to

ut1lize the stages of problem-solving and appropriate planning procedures

when working alone. When the task determines that people must work together B
, .
' {as the,organizational setting usually demands), then group process skills '

becdme Lhe essentgal link for both problem-solving and planning. Luke (1972)

¥

i3 adamant about developing. these skills for a successful task force

a

~*

«npdvavor. . ,

.

&

Bolow 1, 4 o hematic showing ‘the integratign of the three interdependent

-

functions of problem-solving, planning and proceés that formed the rationale )

36

ERIC - ~30- |

Aruitoxt provided by Eic:




for‘the six training sessions. The staff designers used an eight stage
problem-solving model that combinés ideas of Havelock {1973) énd Lippitt
(1968): 1) identify a felt need, 2) set»éoal for chanQe with criteria,’
3) collect and apalyze data, 4) generate‘alternative s;1utions, 5) choose a
solution (and test when possible), 6) implement, 7) evaluate, and
8) moéify, recycle, stabilize. '

The planning function covered both macro and micro planning and
involved processes such as goal and agendé setting, dividing the task into
component parts, scheduliné, assigning tasks, coordinating efforts, integratihg
. components and a continual effort of evaluating and setting next steps?.

-
-

Ghant charting.andvother forms of timelining deal with these processes as

¥

do most accountability models.

In the area of group processes, the S.E.S.A.C. staff looked at the stages
of group development as researched by Bennis and Tuchman (1965) and used a -
four-stage model cited in Jones and Pfeiffer (1973.) This model lists

developmental stages of groups in the interpersonal and concurrent task
]

phases as follows:

Interpersonal : Task
R bependency Orientation
Conflict Orqganization -
\ Cohesion Data Flow
Interdependence Problem-~Solving

Important to helping groups develop in this model are a dreat number
of interpersonal and gr;up process skills. Therefore, it Qas decided to
focus our training on the following: communication skills such as
paraphrasing, reflecting and perqeption checking; shared leadership behaviors,

decision making (especially consensus), accurate observation skills; giving
»

and receiving helpful, non-judgmental feedback; and task and process

|
* - !
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factlitation which necessitates learning to dif ferentiate between the
two.

!u'mmwuy,rmr(ﬁqpmlvm;lnrlhn*uxlmmlm.ufwuﬂcwiU\odr:vwm

task forces were as follows:
1. 1Individuald will increase their knowledge of and skill in using

group process with emphasis on communjcation, decision making, task and

process facilitation, leader/member functions, conflict resolution,

A -~

observation and feedback. . . .

P

2 Individuals will increase their knowledge of and skill in using

- . -’
a step-by-step problem-solving process.

3. Individuals will gian knowledge of and skill in using effective
planning processes. .

4. 'Pask forces will become cohesive productive teams.

5. Task forces wi}l produce a product to meet their owp stated goals. .

6. Individuals will understand the‘applicability of all of the above
to future work on problems/needs in their systems. .

To do this the staff used an integrated process of planning and problem-
solving in an orderly fashion iﬁ\each of the six sessions. Group process skills
and group’cohesiveness was pre and post tested and each task force was
required to keep a log cf its activities, make a verbal p;esentation of
their project to the group and write a final reporg of their Qork,

The staff had originally hoped to emphasize cross-dlstrxct resource
sharing through consultation trios and other groupings but were unable to

work this in logistically. Some of this did occur, particularly near the

end, and it did afford the staff an opportunity to learn to intxoduce this

another time.

~
-
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P. Dissemination: Traditional Orientation to SESAC

i
o

The SéSAC project was also charged with informing othexs both within
the State and eléewhere on traditional forums, for example, State and
Mational Council for Exceptional Children Conventions, ofher Univérsity
training programs, and to other interested pecople. These sessions were
primarily experiential and designed to assist the participant to effec-

tively cngage the SESAC objectives and procedures. The basic intent was

to provide a living and demonstrative model through SESAC staff in order to

give the participant skill practice in planning, designing, and be a part
of the process. Finally, the;e sessions were often an opportune time to
test the generalizability of our process to otherg who share a similar need
to those our districts represented. In other wdf@s, it provideé the SEéAC
staff the chance to re-run or use a training design iﬁtaqt a second giﬁé.
This truly bpuakh to the unique context cach consultation and traihing session
wesH originally developed with local dierict;personnel keeping foremost
in our minds \heir unique set of circumstances. In essence then, we could
not replicate any design but merely adapt it to a different set of objectives.
E. Pre-Service Training apd Action Research

1t may be clear by now that the SESAC séaff members were almost exclusively
.dotkoral students drawn from special'education, educational psychologx, edu-

e
cational administration, social work, and educational measurement. All were

3




.

expericnced practitioners with at least eight years ,of teaching, ‘consulta-

* -
R ~

g tive or supervisory experience. Only the measurement personnel were less J

v

o .experienced. Part of the draw to the project lay in the fact that they

were all 1n need of dissertations, and it was a paid experience which was

meaningfui and related to their potential prbfessional practice. Besides

these staff, others were rocruited to work with staff from the same depart-

ments. Those staff were assigned_as practicum students to the project.

)

- Most staff served ‘two full years. They all received credit’ for participa-

tion in the project seminars. Listing of their dissertations by topic and i

-

district will be presented in the results section below.
6. Results .

Introduction:

AN

pPuring the 3 years of SESAC, the project had 6 major components:

A) Simulation

B) Direct Consultation (meeting unique district needs)

) Consuitation across districts (meeting needs of several districts
at one time)

D) Dissemination Traiﬁing with ISD's .

'E) <raditional Dissemination: Orientafion to SESAC .

F) Pre-Service Training -

The results section is orgénized in the following order foxr each of the

»

3>

-pxoject components. After an introduction describing the component, tables

-

jlluskrate the number of people trained and .the number of days spent in
training. Folléwing the preliminary information is a narrative discussing -’

the relative impact of SESAC's efforts.

"f\
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A. Simulation Component '

.

puring the first two years of the project, representatives of each of

our 18 districts expericnced the Special Education'Administrators Task

b * .

* <
- simulation (SEATS) game. SEATS allows the participants to ‘experience the

. e

special education director in a &.a-

role and related workday problems of a

*

ulated mid-city size local district. The project had two main objectives in

-

. . ) . .
. conducting workshops using this simulator:
e <

1). Tb change the attityde of General Education administrators, so thgt
" they could work in a more cooperative efgort with Spe;ialkEducation.
2) To establish ; common 1anguage»systém in discussing district neéds;
which in turn became a basis fsr further work with SESAC.
The darta collected evaluates the simulation component in terms of these two

In addition, data was also collected focusing on the quality of

o

objectives.
the training from the vantage point of the pa;Eicipa@ts.

Table 1 reports the number of administrators trained in the two prototypes in

the two years that the component was active. The ultimate evaluation of

thes: workshops was the fact that all districts represented by these higher

levels of administrators believed the training co be of value. This is demon-

|
~trated by the fact that each s >f administrators from 18 districts re-

.

~estod that their respective principals also be trained using this process.

> €

The second table (Table [I)lists the number of "principals trained through

simalation. These numbers are reporied by districts. The table illustrates

that more were trained the first year than the second. This was because

*ne consultation component began the second year.

Table 3 simply summarizes the numbers of administrators trained. The

data is reported by administrative role and year of the project. Table 3

.

4y
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Table 5

NUMBER OF PRINCIPALS PARTICIPATING -
IN SIMULATION PHASE
REPORTED BY DISTRICT AND YEAR
‘ - YEAR 1 YEAR 2
DISTRICTS p* 1972-1973 1973-1974
Charxelevoix-Emmett I; 11
Ann Rrbor - 11
Bay City 23 .
, Birﬁingham ) 21
8 . East Detroit ' g
Garden City 21
’ Jackson 14
Kalamazoo 20
Lansing - 13 -
Saginaw ’ 6 -Q;Modified seats
- reported on
] van Dyke 8 District Consultation
Warren Woods ) 8 ] ‘ .
PO Wayné-Westland 14 .
Deérborn .9
Ferndale 11
srand Rapids ' 24
, Hézel Park ' " 6 -
» ’ Port’ Huron ) f 3 28
) TOTAL . 6 1%7 ‘ 78
*Initial progétype was implémented just after funding was secured.
v f

s i

.
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- here.

also notes the two-day simulation attended by State Education Department

personnel. .
The net result was that a total of 303 administrators were trained.

A total of 19 two-day workshops were held to train these individuals. This .

¥

investment in time produced the following results.

Results of Simulation

An external’ evaluation* of the project was conducted during the first

year of the project. Operationally, the first year was devoted to simula-*

~

tion training with the consultation begainning the second year. This delay

Y

was caused by the length of time required to schedule the workshops. The

evaluation design looked at both simulation and {onsultation activities.

Consequently, only the findings of the simulation activities are reported

.
- .
B

The external evaluator, Thelma Graeb (1974), found that builaing prin-
2
cxﬁals’ attitudes toward intggraiion of handicapped students improved after

involvement in SEATS. The measure used was the Rucker-Cable Educafional

4

Programming Scale. The comparison was between the participants and a randomly

determined control group of their district peers. . ;

7
H

This finding was confirmed by ‘another instrument, the School Building

[

Statistical Report (SBSR). As the name implies, this instrument reported
frequency counts of children b& category of service given by the school.

The data indicates that principals who participated in Simulation training

.

demonstrated the most even distribution of placements across all categories, "

P

and changes in programming were towards an integrative setting. By contrast,

the controls were less likely to try integrative settings as placemeﬁts.

.

-

*Thelma Graeb's dissertation

L'l 4_- A )
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g Table 6
NUMBER OF ADMINISTRATORS PARTICIPATING
' IN SIMULATION PHASE . .
REPORTED BY ROLE AND YEAR.. ,

. . - YEAR 1 YEAR 2 .
* ADMIN ROLE 1972-1973 1973-1974 t :
*Superintendents 1
. *pssistant Superintendents 11 6
X *Special Education Directors 12
Principals - 167 78 )

TOTAL 191 20

**kState Department Staff 14

. 213 90

*Participated in Preview Session of S.E.A.T.S. before
contracting for workshop for -principals. !

\ **Simulation developed for State Department of
FEducation Personnel




Consequently, there is evidence to support the fact that the training did modify

attitudes.

The second objective was to produce a common language system for discussing

”

! district needs. The simulated district in SEATS.became a common referent point in’
PN
subsequent meetings within the individual district. The examples illustrated in

the simulation became a convenient, non-threatening way for the special cducation

- >

director to describe district problems. It is also interestihg to report that prin-

cipals, as a rule, also were represented in these first meetings at each district: ,

It is worthy of note, because it evidences some increase of motivation on their

part, since these meetings were not mandatory.
Table 7 reports the participants' ratings of the various facets of the simula-

tion workshop. The entries on the table are mean scores based on ratings on a 1 to

.

5 scale with 1 being "poor" and 5 "excellent". It is readiiy apparent that the par-

®

tiELpants rated the workshops highly. The workshop for the State Education Dcpartment

1

-

was also favorably received. The original State Special Director, whose support was

- ~

instrumental in the design of the project, Marvin Beekman, retired during the middle

- . b4

of the first term. Murray Batten was appointed to that position. The State Directors

Y -

simulator (SEASE) was used as a vehicle to orienpt the Director and this staff to the

-

SESAC project and to acquaint them with the simulation methodology. One_week after
the new director took office the workshop was held. .
Table 8’reports how that audience judged the simulation. Verbally summarizing

that table, there are several points to make. All of them agreed the simulation

s

approach was highly appropriate, interesting and very realistic. Reports continue to

* -

be received from SED staff regarding the worthiness of that experience to this day.
The simulation came during the first months of transition between the new leader-
ship in the State offices and provided an excellent vehicle to hear the new director

I

share his notion of State Department functioning.

£
49
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: Table 7 . N
CONSUMER SATISFACTION ‘
N = 245 Principals
S.E.A.T.S. EVALUATION QUESTIONNAIRE RESULT

Egcellent — 5
Very Good - 4

Good - 3
Fair - 2
Poor - 1
. YEAR 1 YEAR 2 AVERAGE r
‘ . N=167 N=78 N=245
. ’ épTIViT[BS . 1
';ndividug£ O S 4.6 4.18
(¢.g. Phone Call, situations, in basket
items) .
Grovp . . . e e e e e e e e e e . 4 4.08 4.29

(e.g. Feedback and interview sessions;
committee meetings; case conferences)

MATERTIBLS . « v o o + o o o s7e o o o e 0 3.9 3.82 3.86

{e.g. Orientation slide-tape tour;
classroom observation film; litigatioh
£ilm)

PRESENTATIONS . . - o« o « « « o + o o « =+ « .+ . 4.4 3.89 4.15

(e.g. Introduction; Teacher-Supervisor
Interaction; Problem-Solving Analysis)

“OVERALL VALUE OF WORKSHOP. . . « « « « « - - . . 4.5 3.87 - 4.19

MOST

Sample Comments:

- "worthwhile experience"

- "hope to do follow-up"

- "new appreciation of special ed."

- "excellent; good leadership"

- "gained understanding of values involved in special ed. decisions and
operations" - : ’

= "staff support"

- "very valuable for all educators”

POSITIVE FEATURE OF WORKSHOP

- "whole program excellent” )

~ "excellent resource people; knowledgeable in their field; well
planned; good pace"” ’

- "group interaction; realistic problems™

- "new insight and respect for special ed."

- "inter-relationships developed ~among principals"”

- "in-basket (items) and feedback"

- "good staff and interaction with participants"

- "excellent opportunity zo f£all into role of another
administrator and think realistically about what we do to and
with kids in special education” .

- "gained insight into special ed. programs and trends in the field"

- "in-basket items realistically true to life, frustrating"

- "well organized; well preparcd” ’

- "problem-solving method”

- "good personnel -conducting woxkshop"

: 47
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(Table 4 cont.)

MOST NEGATIVE FEATURE OF WORKSHOP ,

5 = '""teacher-supervisor interaction" (presentation)
) "not too sure of what we were to learn”

- - "too much in too short of time" (Ed. repeated at least 4 tlmes)
"pressure of too many things to do and react to--frustration”

]

I

O

E MC -42-

Aruitoxt provided by Eic:




Table 8 . ’ N

B S.E.A.S.E.
Qpinionaire
Responses in Percentages
based on N=14

v

Directions: Please circle the letter in front of the response that most nearly
* approaches your opinion to the statement.

1. As compared to other methods by which a workshop in special education
. administration at the state level could have been pcesented, I feel
that the use'of simulation exercises in this workshop has been

- a. a highly appropriate and valuable approach . . . . . e e 71%
b. a better than average approach . . . . « « « « o o o o+ o o 29%
c. no better nor worse than any other approach . . . . . . . . 0%
d. not-as good as some other methods might have been . . . . o 0%
e. generally\inappropriate e e e e e e e .f,ffj. e e e e e 0%

) . 100%
2. Specifically, the written "in basket" items seem to be .

71%

a. outstandingly realistic. . . « « ¢ « ¢« o o e e e e e e

b. fairly rqalistic R 29%
. CONCELIVADLE « o + o o o + e e e s soa a e e = e s w e e e e ‘9% .
d. somewhat lacking in realism . . . . ¢ ¢« « o o ¢ o 0 0o .o 0%
e. highly unrealistic . . . . « « o o o % oo e om0 e e 0%
; ) ) 100%
N 3. In terms of time spent on follow-up discussion of the simulation
material, discussion was ’
. |
a. far £oo Lengthy . v « v v o e e e e e e e e e e e 0%
b. more than enough . . « « « « « + o o o . e e e e e s 0 7%
c. about the right amount . . . « « « « ¢ ¢ o o e e e e e . oo 43%
d. not quite enough . . . . .« . . . e e e e e e e e e s 43%
e. not nearly enough . . . . + « o o o e e e e e e e e e e 7%
, 100%
q. In terms of the total time spent on simulated activities versus other
workshop content, the emphasis on simulation was
. a. way too much . . . . . T e e e e e e e e e e e e e e e 0%
b. a little too much . . « o v o v o o o e o o e e e e e e e 22%
e. about YiGht o & o ¢ 0 e e e e e e e e e e e e e e e e e 44%
d. could have heen muCh mOre . . « « « o s- ¢ o o o « o o o o ¢ 7%
e. should have been Much more . . . « « « o + ¢ o o« o« o o o ¢ 7%
. ) 100%
5, The variety simulation approach could be enhanced most by greater

a. role playing situations . . . .« o o . . e e e e e e e e 8%
b. oral communication situations . . ... o o o e e e e v 33%
c. visual pictorial input . . . . . .. ee e e e e s e 17%
d. written communications . . . . ¢ + & e e e e e e e e p e 0%
e. an equal mix of the above . . . . o <« o o e oo e e e e 42%
) . —_—
Q 49 100%
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6. In terms of the amount of time which needs to be spent on background
information as a prerequisite to problem solving activity, the amount
-~ of background data_provided should be

' a. MUCh MOXE v v v « ¢ o o o« o o o o o o v o o e T . 1®
b. somewhat MOre . . . ¢« ¢ ¢ ¢ « v o v e o o e o e e e e e e . 36 77 -
c. about as we had it . . . « . ¢ ¢ « ¢ ¢ e 0 e e e e e e e o 57%
d. less than we had it . . ¢« ¢ ¢ ¢ ¢ @t « ¢ ¢ e o o o o o o . 0%
- e. not really nccessary at all . . . . . . « ¢« o« o o oo . %
. 100%
7. The group size was N -
~a. much too large . . . . . . . . . . . . . e e e e e 0%
b. a little too large . . . . . « o « ¢ « & o o o o . . e o 0. o 0%
. C. just about right . . . +« & & v v o o e e o wow oo 933
d. a little too sqgll e e e e e e e e e e e e e e e e e e e e 7%
e. much too small . . . . . ¢ ¢ ¢ 4 ¢ e 4 4 e e e e e e e . e . 0%
100%

8. This workshop would be best for people who were

a. administrators in special education units in state education

AGENCLES . . v v v v vt e e e e e e e e e e e e e e e e s e 54%
b. administrators with more than two years experiénce in state
o education agencies . . . . .« ¢ e e 4 e e e 44 e e e e .. 32%
c. state directors of special education programs . . . . . . . 7%
d. local directors of special education programs . . . . . . . %
e. students majoring in special education administration . . . 7%
1004

9.. The telephone calls I received were r. - !

.

a. very realistic and a valuable experience . . . . . . . . . . 53%
b. very realistic but not a valuable experience . . . . . . . . 0% -
c. realistic and a valuable experience . . . . « « « o« + o o = 32%
d. realistic but not a valuable experience . . . . . . « . . . 15%
e. unrealistic but a valuable experience . . . . .« <« o o« . 0%
f. unrealistic and not a valuable experience. . . . « . . « . . . 0%
<100%

10. The role playing situation developing regulations for "Educationally
Handicapped" was ’

a. very realistic and a valuable experience . . . . . . . . . . 14%

b. very realistic but not a valuable experience . . . . . . . . 0%

c. realistic and a valuable experience . . . . . . + < ¢ .o o . 65%

d. realistic but not a valuable experience . . . .+ « « « + + =« 21%

7 2. unrealistic but a valuable experience . . . . « « « « « .+ & 0%
f. unrealistic and not a valuable experience . . . . . . « + . - 0%

: L 100%

ERIC -44-
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11.

12.

13.

14.

15.

ERIC

I A i 7ex: Provided by ERIC

The Legislative work session was

a. very realistic and a valuable experience . . . .

b. very realistic but not a valuable experience . .
_ - «c¢. realistic and a valuable experience . . . . . .

4. redlistic but _not a valuable experience . .

e. unrealistic but a valuable experience . . . .

f. unrqqii%tic apd not a valuable cxperiénce . . -

The role playing situation (Personnel Training Issue) was

.

a. very realistic and a valuable experience . . . .
b. very realistic but not a valuable experience . .
c. realistic and a valuable experience . . . « .+ .
d. realistic but not a valuable experience . . . .
e. unrealistic but a valuable experience . . . . .
f. unrealistic and not a‘*valuable experience . . .

The cverall value of the workshop to me was

a. extremely worthwhile . . . . . .
b. worthwhile . . . « . . « . . . .
e. possibly worthwhile . . . . . .
£. a waste of time . . . . . . . .

x

e e e .. 243,
e g;g? 7%

e e e e . 69%

. .. . 0%
e e e e e 0%
« & é e - _ 9?»
100%

e e e e e 0%
e e e e 0%

e e e e e e 64%
e e e e e e 36%

e e e e e 0%
e e e 0%
100%

B T 57%

e e e 43%
* L] - - - 0%
e e e 0%

' 100%

he compared to the usual class having one instructor, ‘the team
teaching available in this qltuatlon (multiple instructors) was

a. a great advantage . . . . . . .
b. of some advantage . . . . . . .
c. of little or no consequence

d. somewhat clumsy . . . . e .

e. a source of consxderable confu51on e e e e e e e

In terms of replication of this activity
education administrators/consultants, it

a. extremely worthwhile . . . . . .
b. worthwhile . . . . . . . « . . .
c. possibly worthwhile . . . . « .
d. a waste of time . . . « < .+ . .
ra
04
~45-

in other states
would be

e e e e e 86%

e e e e e 7%
e e Te o . 7%
e e e e 0%
e e e e e s 0%
100%

with special

e e e e 64%

e S 36%
.. .. 0%
O o
100%




.

As the project completed the simulation workshops, many learnings were
reflected upon. Although the simulation did result in a change of attitude a
towards mildly handicapped by principals, our contact with Special Education .
Directors produced anticipated findings and fruitful results.

The Directors and Principals throughout the sessions countinually pointed-
out similarities and difference between the simulation and their home district.
puring the first year these informal observations_ led to the development of the
B contract fer the consaltation phase. In the simulatjon phase during the second

"~ year, a more formal system of recording these observations was devised. = ',

At the completion of the first year the directors agreed that.the simulation
had to some extent sénsitized principals to special education needs, and was =~ — - — -
therefore beneficial in the long run. However, as the directors conve;sed it
became apparent that each district had unique priorities for moving toward the

goal of cooperative, service with General Education.
’ ¢
These priorities became the focal point for the other phases of the project:
District Consultation, c¢ross district consultation or technical assistance. The
project's experience became the basis for the remaining project phases:
Traditional Dissemination, sharing out learning from local district experience;
and ISD Dissemination with Training, training based on learnings from local

Districts.

N
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B. . CONSULTATLON COMPONENT

.

“Phe Consultation Phase began late in the first year of the project.

The: varion; requests fof service can be classified in Il major categories.
Al

These categoriecs are consistent with Table 9 showing the amount of days

spent in the district. The following narrative described the\project's ac-

- »

tivities in the districts in terms of the zategury of activity.

’ kg
Staff Consultation and Entry into Local School Districts
{f N =

The purpose of these meetings was to determinc what services the dis~

tracts wanted to prioritize and to determine the revel of support which the

-

district's chief administrator or designee for both general and special ed-

i .
ucation programs and perspnnel was willing to endorse them. These needs

then were matched to SESAC criterion (see objectives) and resources. Each

e

of the districts contacted expresscd some interest in receiving consultation

g

via SESAC. ©Of the original 18 contacted, 1l actively gought the project's

Z, [ [y

. services, four districts could not schedule this type of service, and three

-

districts after some initial activities had to respond to other more pressing

. = S

priorities. The net result Gf these meetings were 11 contracts with SESAC.

v

¥
-

Building Inside T&ams

N
-

The inside team was a multi-disciplinary advisory committtee to the

Special Education Director. Nine districts developed these teams. The orig-

inal purpose was to aid the Special Education Director and the SESAC staff
members in the district. For the Ditector, tne inside teams represented either
a narrowly or broad-based support system designed to validate and extend the
nerds administrators identified. Data on system needs was gathered from

-

teachers, supportive services, and parents before a specific contract was

+

writtoen.

In the Adistricts who re pested the most service the team became

1

o
b
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nstitutionalized. ;he 5kill they gained in diagnosing in~service training
needs and co-designing appropriate training cxperiences, as well as aEtual
oxperience in conducting these in-service training sessions, made them to
an extent independent of SESAC. S@x districts still hawe ongoing teaws
after the termination of the project's consultation and training activities.

The concept of inside-outside change agent teams was a critical element in

many districts. The districts were always advised that the establishment of

teams elther permanent or ad hoc was an organization intervention which could

.

e used independently from the project. Their existence continuing in many

-

districts, therefore, was not surprising. ’/,’,,ger»~—

Needs Assessment

This type of consultation involved the further definition of training

" needs within the district. Of the 14 districts requesting this sexvice, each

of them devised needs assessment procedures which involved general educators

in thg;plannlng process. Some of the outstanding examples of this type of
servieo are represented by the following districts: Bay City, Warren Woods,

el Wayne-Westland. . -

The focus of needs assessment in Bay City was to determine to what extent

the regular education teachers could use special education services in the

1dentrfrcation and prograhmlng for pre-school and kindergarten children who

were naving difficulty succeeding. The net effect of this pre-school assess-
ment program was to restructure the service delivery network to optimally
mect the needs of potentially learning or language disabled children and
regular education teachers. The results in an abbreviated summary were:

Hopefully, this early intervention'would reduce the likeli'iood of a special
education aiternative until the resources in the regular school program and

+

supportive services to it were fixed beyond reasonable parameters.

]

. SRS I .
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4 .
Employing 1 slightly different focus, Warren Woods developed a needs

asgansment 1notrament designed to ident ify the needs of the district's special

odueation con altant so Throagh a e ot dtecalive quest ionnaires with

suymmary data reported back after gach quostf‘ynaixu, a process known 2ag

the delphyi technique was used, in which two groups were surveyed with regard

to the desired role for the special education consultant. The two aroups

surveyed were the consultants themselves and the district's school princi-

pals.  The rosults were that although both groups agreed with regard to the

majority of role functions and responsibilities, there was evidence that
. there was minimal cooperation between the groups. This lack of communication
. was primarily because formal and informal communication structurcs were lack-

ing, and theo- persons were pow expected to play rew roles. Since many of the

* consultant: were previously counselora, soclial workers, and psychologists,
p Y 3 *]

¢ »

“
they woere approhensive ahbout hroviding instructional interventions to chil-
) 191 ¥ )

H

Adren or rogular teachers:  Consequently, the results of this survey were to

© desiqgn a series of workshops in which both aroups contracted a definition of
- *

~ . 2
the conultant yole.  biaritr s identificod in thie survey between what the

consultants were actnally doing and what they desired Focame the basis for

cpecialized k1l trainine, i

Wayne=-wo otland dospgned s survey administered to teacher, educational

con-saltant:. aned pars nte., 7 The wurvey was used to determine the educational

needs of potential dropouts in a junior high school. TInitially, a vague

. satimats of tis pecds of 30-40 children were identified by four counselors.

Care 400 ohi Viren wers identified eventually by all three groups. To meet

fhee meeds Of the o vonnusters, an in-servace training program was implc-
'& -

mented after an < =bonsive four:aay in-service paid for by the districts
during the summer of 1973.  In 1973-74 the resource=~consultant program was

initiated and continued consultation and small group training was provided

Q -y
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by the project.

Evaluation

The Project received four requests for program evaluation. Bay City
was interested in the evaluation of their Developmental Learning Program.
Sagrnaw requested the evaluation of a project designed to produce alternate

service delivery s¥stems at the building level. The evaluation in Warren

v

Woods concerned the present operating strength of their Teacher fConsultant

pProgram which became the basis of the needs assessment activities described

»
- -

above. The fourth evaluation activity was designed in conjunction with the
Kl - Y ¥

staff at the junior high school to.evaluate the resource program.

-
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Ppals, and other supervisory personnel through the project. Two highlights R

— ~52=

STAFF DEVELOPMENT

Staff development activities of the SESAC project were both district-

based and across districts. The latter will be reported as a Team Building

L3

v

’ *
Workshop under the Technical Assistance section of this document.

-

Table 9 reflects that eight districts requested staff development S

in-service training or consultation. In five of the districts, role confliet _ |, ’

-

between principals and supportive scrvice staff or between different levels .

of special educators was the source of the conflict. “In each district careful , .;

.

« r
data and roles collection occurred with the warring parties separately. This

-

included a specification of the pain, its source and etiology, and the Assess—

ment of the separate parties to commitment of psychic energy and time to deal .

A

with their dissa&}sfaction together aided by a SESAC staff member. In four
of the five cases, successful reduction of the pain can be reported in the

fifth case, and a significant stalemate was identified,between district psy-

.
.

chologists and social workers. -

The remaining three districts contracted for more specific group process
training for their principals or special education staff. These sessions

were t#0 to-}our days. The most,significant results that can be reported’
&

- .

is that in two of the three cases the district staff continued to work on

[

tasks in small groups at the termination of the supported activities. One

small group produced alternative program descriptions for secondary students.
4

[
v

This project became the ba3sis of an advanced degree for a staff member.

-

z

LEADERSHIP TRAINING . . .

-

Leadership training was often an implicit if not an explicit objective

e

of the SESAC staff especially in their interactions with directors, princi-

~ - R )
besides the simulation training wgich was always very well-received occurred -

in'séginaw and Port Huron. 7 technical assistance workshop v s also undertaken '
: &
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/by project staff in this areca. Some mention will be made of it later.

- ThuhSaglnaw.1g$dership'training occurred through the United Services

UpProicct and was directed at the director of the project, the director of
special education, and a sub-group of. the project participants called the

Steering Committee. Ongoing consultation and use of an outside consultant

>
7, -

by the pzo;ééﬁ girector proved successful in his gaining support of the

¥

’ project -by the district's chief administrator. This was demonstrated by .
the éndorseyent and the commitment of resources to the implementation

phase wf that project. The Director of Special Education was also facili-

.

tated to_utilize her outside consultant to argue for planning time and con-

tent skills needed to get her project off the ground. The utilization of

-

naew, significant constituencies was also a prime. concern in assisting her
EL/ L

1n 1mitiating structure and gaining recognition for the systematic impact

-~

of thi. projectebeyond her special education. The Steering Committee was

. . -~

composed of four teachers, two resource teachers, a reading specialist and
T

a supervisor of speech and language. This group received training in plan-
nipg, designing “eam meetings, and the presentation of proposals for program

bupéoit and ;écilltating needed resources. Again the fact that all proposals
- - . \ . ’ .
\Were: in essence accepted and supported with additional resources speaks to

the: u <55 of the consiultation and training in the necessary leadership
: ‘.

skills to initiate and organize strultures to facilitate change.
The secend leadership consultation and training activity was imple-

mented tn the Port Huron schools. This sequence was initiated after con- L,

-

‘sultation with the Assistant Superintendent and in conjunction with the

Technical Ass;stance Workshop on Leaégrshlp. This latter activity was mdst
4

;1gnlf10dnt in that the paftlcxpantb Were 1arge1y from a sub g%Oup of building

s
= -
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\ -
principals from Port Huron. This sub-group became part of the assistant

superintendent's cadre who became the trainers of 60 other central office,

.

\géilding administrators, and department heads participating voluntarily
in\three two-day training sequences. The major outcome of the training is

\

N\
yet \to be determined in that data collection on the generalization of the

\
training to building principal work group interactions is still being
\ : o

analyzed by a_SESAC doctoral student staff member. The delay in reporting

\
is due to an administrators’ strike in the district. This effect became

A

part of the study as well as the measurement of the training and diffusion

. model utilized in this study. It shonld also be noted that the superintendent

'

of the district was released by the Board of Education. The assistant super-

intendent, however, continues in the district still maintaining good rela-

r

tions with his work group, other central office building administrators, and

-

department heads.

ASSESSMENT AND PROGRAMMING

S

’ These activities are related to the implementation of in-servite train-

ing derived from consultation with administrators and staff in Saginaw and

* .

Wayne-Westland. In both districts, a contract to provide this service for

University credit as an incentive to staff wag obtained. SESAC staff with,

1
University teaching status or support gave in-service 'courses on classroom

y

teacher assessment of learning and/or behavioral problems along with pres—
A3 &r

¢

criptive programming skill practice. Here again in Saginaw the results of

the projects are not yet analyzed due to the late date of the final da;a .

' . — . .

_eollection activities. What can be reported now, however, is thqt the

instructors need extensive support in the implementation of learning pres-—

-

. £ . : . . .
criptions in classroom settings. Targets for continued in-service have been

G4
_54_
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identified for both regular and special education. .

In Wayvne-Westland a similar experience was provided the initial group

‘

,of twenty~two tcachers seen in the summer of 1973 and spring of 1974. " This

\
group reported strong intere§§ in continued development Qf their skills in

providing for the pluralistic ngeds of their students. Two of the 18 are
considering advanced study. The commitment to extend the initial resource

consultation program to a full resource room and consultation program has

been received with great enthusiasm and support from this staff of teachers.

>

SPECIAL EDUCATION PROGRAM DEVELOPMENT AND COORDINATION
Four flLstricts requested and received consultation related to a pre-
dominant issue on special education both in Michigan and in the nation, the

>

fragmentation of special education services.. In Table 9 the four districts

are presented who either expressed the need Lefore or during consultation

I3

on district concerns. The related problem or direct implication of this

~

need 15 the lack of identity, and in some cases, direct confrontation between

special education personnel. This consultation was directed as surfacing
i

the problems related to the fragmentation of services with the director and/or
the inside teams. The outcome of the consultation was professional staff

development with Garden City, facilitating role changes in Bay City. In-

" 2

service of special education consultation, reading specialists, and compen-
satory education in Kalamazoo around issues of how to target the differences
and similarities in children and work with regular class teachers. The
fourth distraict again was Saginaw. Here the_ issue of the impact of the

'

United Services Project on special education was merely surfaced. The

.

z

project's only identifiable successes here related to the consultation pro-
vided the dircetor and helping her deal with the variety of administrative

and supervisory relationships between special education program needs and

those perceived by her collcagues and peers, two assistant superintendents

- "55_ ]
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for elementary and secondary education. She reports directly to the super-

intendent.

»

ALTERNATIVE SERVICE DELIVERY OF SERVICES TO EXCEPTIONAL CHILDREN,

The SESAC project worked with two districts over the course of our
three years in identifying or developing program alternatives for a variety
of exceptional children types. The project role was often knowledgé training

about program alternatives, working with staff to plan new alternatives and

assisting in the implementation or in the evaluation of program alternatives.

> -~

Phe results of pfoject activities have already been related in previous

.

sections for both districts, Saginaw and Wayne-Westland. It should_be'noted
that in July, 1975 Wayne hired two staff members who were torparticipate in

a new Learning Center project that included Saginaw and Ann Arbor from the

<

Master's program'in special education. ‘Both students have been trained by

SESAC staff. - !

-

GENERAL~SPECIAL,  EDUCATION RELATIONSHIP

The issue was the subject .of every relationship in all 18 districts, if

the simulation and consultation sequencé can be seen in the following way.

The initial purpose of the project was to sensitize assistant superintendents

and directors of special education to thg general-special educatioﬂ reiation-
ship s; that they woﬁld endorse the participation of other general education’
adm@nistrators in sﬁmglation training around ‘the role of special educati»n in
their building. The consultation phase, where nine of the disgficps spoke

*

to this need in the area, the topic was highlighted in the project contracts.

Besides what has already been said, Saginaw and Garden City were exten-

sively committed to dealing with this issue. Saginaw proceeded to obtain

_over $160,000 to work directly. with this issue, because the SESAC project

solicited and wrote the prototype project in less than two days to obtain the

O th
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funds. The district's special education director performed miracles in
just the same space of time (note the objectivity in reproducing these

results). ~ Both Wayne-vestland and Kalamazoo activities in this have already

> E

been noted.
In Garden City the dis?rict receives assistance in the adaptation of
the SEATS material and utilizes their adaptation in a design developed by
the project with every teacher and administrator in the e tire system. Th-*
intent of their in-service t;aining was to sensitize regular educators to
the planning and placement process for individual children through role
differentiation and program responsibiliﬁy. Six hundred staff were involved
over three separate building-by;building sessions. The most obvious issue
here 1s that a system is demonstrating its capaciéz to provide in-service

leadership for their entire system. It was repoxted to be one of the best

in-service training activities the system has ever had.

MEDIA

Two media projects were initiated and completed in Hazel Park and Sagi-

naw. Both produced Video-éape and slide tape descriptions of their programs
for us%‘in orienting new parents, staff, and administrators to special edu-
cation 1n thelir sy;tems.y Resource directories were also produced by ééginaw.
C. Cross District Consultation and Training: Technical Assistance

The results of these activities-are placed in this section to indicate

that they were implemented during the consultation phase of the project in
vach of the project's three years. Table 10 provides a summary.

/ . . .
Ber.1des the two yearly consultation seminars, which were for {irectors

atd e additional staff from cach district and pre-service students assigned
h ? 4 b
1ot proastroum to SESAC, the project offers a series of technical assistance

workshops designed to meet the stated needs of staff from the districts.

*

6.3
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Table 10

TECHNICAL ASSISTANCE
ACROSS DISTRICT TRAINING
Reports name of workshop, number
in attendance, and number of days

- ' Mumber of Number of -
people days
Consultation Training (a seminar)
) Year 1 ' 28 6
Year 2 18 6 i
Co-Training Workshop in Simulatien 6 1 »
hPPC Workshop 7 37 1
N Team Building Qorkshop (State) 31 2
Team Building Vorkshop (Regional) 25
Leadership Workshop 10 1
Futiires Conference 10 3
Totaig 225 20
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These workshop topics were identified through a survey undertaken in the
summer of 1973.

Consultation Seminars

These yearly seminars were for two district staff members (one had to
) r'
include the director of special education) and project pre-service students.

¢

They ran concurrent with staff consultation activities and were offered by
the.project for University credit through the extension service. In each

year of the seminar, participants were exposed to consultation theory and.

ey
practice. Models of relatiBBship between SESAC and district staff were con-
ceptualized as an outside-inside relationship. This relationship is analogous

toe the special education (outside) relationship to regular educators (inside)
. X N ¥
the system. Participants were selected and brought on board during the

initial entry phase of-the project's consultation in the district. Efforts
- ¥

Lo

were made to secure a supportive dyad for the director in order to provide

for the rntegration and backhome application of learning. Pagticipants were
/
. //

urged to develop coniracts with their partners to pilot-test their learnings

/
in staff meetings, supervisory conference, and in other génsultative rela-

/

tionships in their jobs.

/ !
The participants evaluations of the seminars were 1.94 on a scale where
y 4

l=shperlor and 5=poor for the first year, and 4.4/on a scale where S5=supérior

. . R i
and l=poor. In other woxds, ratings of overall value of semina¥s were good

and excellent for each of the two years.

Co-Training Simulation Work'shop
1
puring the summer survey of directors and supervisors for first-year dis-

Frictw, a total of 10 ont of 24 requested training in the use of simulation.
S1x of the ten were able to finally commit themselves to a one-day workshop
de<igned to upgrade their training skills and familiarity with simulation.

'ﬂ L2

0D
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1 These six dirrctor: woere then selocted to participate in one of the {five

-~

simulation worksnops that were held in Lhe second year of the project. .

EDUCATIONAL PLAMMING AND PLACEMEUT CONFERENCE WORKSHCP

The first technical assistance workshop was held on December 5, 1973.

Thirty-one participants representing 18 local and intermediate districts
attended as well as two representatives from the State Department of
Puulic Instruction. The workshop focuses on two areas: the Pducational
Planning and Placenent Committees (EPPC's) and alternative service

~

delivery models.
Participants shared information on their local district's policies
and procedures for conducting EPPC's. The new mandatory.law for special

education had just recently gone into cffect, and this was the first

-

opportunity local districts had to share their procedures, policies and

concerns regarding this aspect of the law. Data was collected and dissem-

rs

- inated to all of th

-

: participants.

The second part of tne workshop, alterna%ive service del?very models,
was conducted by bLr. Garv hdamson, Chairpersoa‘of the Special Education
Dcpurtncnt'at the University of iliew Mexico. His present action on the
Fail Save Progran sparhed a discussion concerning the need for alternative
service delivery nodels, tne EPPC as a mechanism for decision-making -
regarding placement, and the methods of accountability that could be’used
to monitor a stude;t'q proqress within the system.

The workshop was successful ian accomplishing several objectives. It
provided the partiélpxnts knowledge coAcerning LPPC's. It stiﬁulated them

©

to design nov proccdures for conducting EPPC's. It providad participants

the opportunity to gairn resources by linking with other districts. It
ok I
LY

-
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L8 ] . .
provided S.E.S.A.C. with needs assessment data on how EPPC's are conducted

and what S.E.S.A.C. could do to help the local districts. ~In addition,

e T DeW servace delivery models were explored and their feasibility- for local
lotormin )

_districts determined.” T -

TEAM BUILDING WORKGHOP

This workshop plan was also based on the tremendous interest expressed

in team building on the survey form completed by the first year special

~ ¥ o

education directors and their consultants in June, 1973.
The goals of the workshop included: )
1. To i1ncrease an individual's effectiveness both as a leader and
4s a member of a work gréup.
2. To help lecaders release the fullest human potential among
nembers of work grohps. '
3. to provide an opportunity to practice human relations skills
, that will pe helpful in building effective team relationships.
Learning targets were around the following issues:
1. Getting verbal messages across and clearly understandina other ¢
persons' verbal messages. )
g Becoming more aware of pgrspnal and otﬁer persons' nonverbal
ressages,
3. Bringing to the surface and constructively dealing with hidden
“feellnqs, iﬁouqhts and intentions that are within and between
:)L‘r%(ﬂlfﬁ' \

d, Becoming more able to accept and deal with differences -

sersonal and others.

ERIC ~61-
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5. beveloping supportive openness in different settings, such as

in one-to-one, small group, and large yroup situatlons.
L4

6. Raising own and other persons' feelings of security and reducing

£

feelings of personal anxiety.
Most of the participants in the workshop were positive in their
evaluation of the workshop. They felt they had improved their skills
"somewhat", but felt more stroggly that they "could demonstrate" the

activities of the workshop with little, if any assistance. There were no

v

significant differences across districts with regard to these ‘items.

Looking at the measures of how "Involved," "Comfortable,“ and
!

"Useful” the participants felt with each activity, we found involvement

was high, usefulness moderately high, and comfort was neutral (i.e., some
1 / ’
people were comfortable and an approximately equal number were not comfor-

table).

.

on &)l threée of -these measures, we found significant differences .

between :different districts. 7 ) -

—

The instruments used in this workshop are being redesigned, It is
felt that extending the scales to five-point and eight-point scales will

allow the participants to more precisely express their opinions and

g

feelings. - .

The Hunan sevelopment Inventory was given at the beginning and at the

o

end_of the Team Building Workshop. Participants’ mean écores on all four

scales (Genuineness, Understanding, Valuing, and Acceptance) increased

from Pre-test to Post-test. There were significant differences (p .05)

on three of the four scples as well as on the overall score.
A & ’

£3 0
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Table 11

’

Pairwise T-Statistics: HDI YPre-Test, Post-Test)

L * N = 32 of 37

Means-
. Post
Variable Pre Diff. Signif.
Genuireness 14.84 X .78 .0316
14.0
Understanding = 14.63 - . 169 .0958
: 13.94
Valuing 15.69 47 .85 . L0419
* 14.84
Acceptancs 15.94 .94 : . 0069
: 15.00 .
Total Score 61.09 3.25 . 0052
57.84

Analyses of variance showed no significant differences across districts
on ~ither pre~test or post-test measures.

A sccond team building workshop was implemented in July, 1974 with the
tlayne County Intermediate School District‘serving as a total of 28 social
workers and psychologists. In the one-day session, similar results were
ob-aincdl from this regional sample of local and intermediate échool district

personnel.

LEZDEKRSHIP SKILLS WORKSHOP

A survey was distributed to principals through directors of special

-

.fducation in the 18 districts. The results indicated that the major training
needs, in order of priority were: >
1. %Sroup facilitation skills (especially dealing withAblocking behaviors

and dealing with feelings).

Mroblem=solving skills.

oY
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3. Leadership style.
The workshop was then designed using that data. Ten principals were
selected to atteud the two-day workshop. Foci were attitudinal, knowleddge

and sk%ll development accomplished through lecturettes, readings, and exper-
iential activities: Backhome strétégiesjfor continued cﬂgnge were planned.

Activities included skill practice in.group facilitation, practice using
a problem-solving procedure, applying both of the above in a simulated EPPC
meeting, cxperiencing the effects of various leadership styles and clarifying
roles and values as related to leadership.

Participants completed an evaluation at the end of the workshop, rating

the experience at 5.5 on a 1-6 scale. Participants indicated 4-9 learnings

gained.

Informally, much discussion involved the role of the principal in the
EPPC process, with many indicating they were considering an attempF at a new
leadership role. \

Another form of evaluation to be completed is an organizational climate
surve . The iRstrument war designed to measure backhome application o? learn-

gt over £t . The instrument deals with communication patterns, oucnness,

decroion-making responsibilities, effectiveness of meetings (especially EPPC's)
and the role of khe principal in FPPC's. The Organizational Climate Survey

(pre-test only) was given 1in May; the data 1s‘being_analyzcd. A post-test is

a3t 1 el in October.

Irn t% plarnming :tage now is a training program in which several of those
- <
tarticipating building principals will, along with the director of special
clycation, the superintendent, several program directors, and special education

supervisogs, receive further training in leadership skills and then train the

i":)
[

7
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b v ! <. . N\
g . .
ining €0 administrators in their digtrict. This program was implemented
-~ » N . *

cipals 1n the districts we are serving with instructions to distribute to their

teachers‘and return. We received 1%] returns, including 20"priﬁbipais, and
1}7 teachers and other staff. This data is part of a research project to |
PR Y T %

‘.
N .

determine, 1f there are any effects from the Leadership Workshop: More exten-

.
-

'

[ ]
sive evaluation is underway and will include post-test administration of the *
1 ¥ .

questionnaire. .
- ',‘ -~ v o

Preliminary analysis of the data has shown the need for training and con-

-

. saltation for some schools in leadership, proplem-solving, and decision-making.

J“ 0 X

As expected, there are signficant differences across districts with regard to
- 2

| — )
ade,

Measures examining "perceptions of contributions to effective meetings"

these measures.

-

have revealed most people underestimate others' perceptions of their contri-

-

’

butions (1ncluding those‘dé‘the principals). There aﬁe significant differences.

[

across dustricts with regard to perceptions by teachers ¢f their principals'
~~

contributions.  More anmalyses of these data are ‘underway.

FUTURES:. Long~Range Plannfzg fo& Special Education .
, ST,
/ £

The last of the technical assistance c oss-district's workshops were two

conterences called "The Futures: Long-Range Planning for Special Education".
. .

& Fheoe conferences were designed to assist educational leaders ;h general and
- ¢ ~ * .
sfrcral education at the local rcgioﬂal,_staEg;,fEaéfal.and university levels

-

=" . £ 7 v L . L.
v v to project a set of al?crnatlve futures for ;ducaglon and specifically special

s -

- /
* - " ¢ . . . .
« cdueation for o tfee year 1980, Partisipants were first, however, introduced
N ) .

to the concepts of futures andufutdfe'technologies from futurist, bio-medical,

..

. - i S
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-

economic, uocial-psycholegieal, and educativnal perspectives. These scholars

operating ag interactlng resuvurce pgrsons vith the rarticipants, board members,

‘

suaperintonlont s, and director© of cpecial education  set goals, prioritized

goals, anl sct action teps ror the accomplishment of those goals.

- n~

The data was then organized into a scenario depicting the yeax 1980. It

: T - . . . v
was also used”in the establishment of a Focus Delphi composed of cight goals

-
v

and twenty-twoe action steps. The gquestionnaire was distributed to the confur-

>

ence participants and sent to anothcr 150 special education administrators through

. ,;_.:i
Michigan.- Approximately 651 of all poteptial respgndents rctq{ned the ques-
> ; s

12

-
-

tionnaires. .
' : el
The data was senk ©ut in two rounds.  The

[

decarid round \r.;ontai'.ed the

.
-

porccntgq? responses of tore Lirst round participants. The second round data
- * .

"

was then analvzed and all fed back 13 the original conference partigipants.in
. r *

a socond monforonze held three month, after the initial confdrence. Additional

" data was alio collected from 15 stote departménts and ¢ few state board members.

’ S -

The second round re~ults wert a little better than 55% of *potential respondents.

The purpose of the data feedbAch was designed to aenerate implications

: B S N . .
of the data, *h procest, and the results for State Department usage, regional

/

}ni_lﬂgd} ‘c} nl d1ofriet anh, and finally use by the University personnel.

7
?ha\yéeults and amplicafioas of th optire Hutures activitie§ were fed back
/ . - ' .
to yhﬁ Stat . larector, respondents who did not participate in either of the
! » * ‘ - ~
two conferen.es in dugnst. There will also be printed copies of the procecd-

119 as well as vileotapes and sugyested conference formats to provide each

potential waer of i softwars and process in their own backhome situations.

N




D. Dissemination Training - Inéermgdlate School Districts and State Education
Department N )
This section of the report considers each of the six training
4 £ i} N
workshops in terms of the goals for the workshop, the participants' -
‘overall satisfaction with the workshop, and a summary of.learnings from X
. the worksho}. The overall satisfaction rating is based on a 5-point scale.
Sessiop I: .Janhary 28, 29 . . .
. ~Goals: .
qg‘ ’ 1., Individuals will be introduced to the concept of identifying and
. sharing their competencies and rolgs related to task force membership and
functions. ’ '
e -~ A% hY " - ¢ L
2. Task forces will begin and continue to develop as teams through
. ) the following: .
» q * \_/
- ' a. increased communication skill . > - ’

b. increased-knowledge of group interactions

.c. increased knowledge of task force members c ‘

3. Task forces will estimate the level of group cohesiveness and
assess changes over the course of the workshop. *

4. Task forces will identify and commit to specific responsibilities
to carry out before next session (e.g., set next meetings and individual
tasks). .\

5, Task forces will be introduced to the problem focus of the task ’
foree - and begin to identify the reSources rcpresented by individuals in .
them, ¢ N

' " @, Participants will have a beginning awareness of S.E.S.A.C. staff
resorees that are helpful to reach their.objectives.

<‘ibjiotive§:

& . . —— -
. - 1. Begin the understanding of differences among task forces.
} R 2. Reain work on development of artask force team.
L ,  RBegin understanding of S.E.S.A.C. staff resources.
. . )
’ 1. Individual contracting with task force for own learnﬁhgs.
. “. Ckill practice in identifying behaviors in groups, paraphrasing,
mnd g1ving and receiving feedback. ) .
E . 17y ’
. {)
Q )
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.*Session TI: TFebruary 25, 26

ERIC

.

6. Begin understanding of problem-solving format including both
task and process issues.

3

7. Task force individual time to bhegin planning.

I3

8. Utilize Human Development Inventory (HDI) at beginning of workshop
and end of workshop sessions to get an assessment of the task force cohesivénefs.

9., Utilize Group Skills Questionnaire (GSQ) to get an individual
assessment of abilities an individual is willing to share with the te¢ force .
and those skills the individual wants to learn:; to provide data for S.E.S.A.C.
staff in designing future workshops to meet individual needs.

-10.' Bring on board members of the task force who are new to the
training design. ) ‘ :

11. TIndicate to task forces S.E.5.A.C.'s expectations of them for the
training period.

3
Satisfaction Evaluation:

‘*he participants rated the workshop at 4.25.

'Summary Learnings:
* 1. Utilizing a singularity of focus--building viable task force
teams~--give a-sense of cohesiveness to the flow of the workshop which allowed
the training staff to treat all the task forces in the same manner.

-~
-

2. The HDI, as a measurement tool of group movement, is probably
not a conclusive instrument*but it does engender discussions by groups on
their interpersonal relations.

"' .- -3. Leadership style, decision-making, dealing with conflict and
disruptive bhehavior, and effecting openness and trust were the skill areas
identified as the highest. learning needs, which could be classified as

predictable.

4. Two areas—-time to practice skills and time to work on the task
force problim--were identified by participants as having the highest priority
in terms of the allocation. .

-

Goals: '

- N

. & . N
. 1. Fach task force will identify their mission goal statement and
will put the statement into a model format for problem-solving and macro

planning. . .

y . .
2. PRach task force will continue to assess their group maturity and
its implications for the task force .functioning, both as a team and in terms

of other groups back home.




3. Each ‘task force will identify their data needs--how it might, be
collected and how it will be used--and what power the task force has over

data.
4. FEach task force will assess the instruments and materials used
in the January workshop. .
satisfaction Evaluation:
. The participants rated the workshop at 4.13. ‘
Summary Learnings:
1. Evaluation must be blaced in a time that emphasizes its importance.
2. Having participants evaluate a workshop at the very conclusion of
the workshop, as people are departing, does not facilitate good data
collection. *

3. The nature of a particular acti&ity must be understood to be able
to plan for a sufficient amount of time to actualize the activity, including
summary processing. .. :

&
.

4. Dependent upon the partlcular focus, a lecturette after the
experlence rather than before can reinforce learnings by participants in
a special way.

¢

5. A method of working -at the discrepancy between "where the system
is," "where the system wants to be," and what data needs to be collected is
a difficult concept to teach. (This is based on staf’ aobservation of the
progression of moving groups from mission goals to identification,of specific
outcomes in order to generate data needs.)

i

6. Participants ranked theirx preferences on workshop time utilization:
task force work time,experiential learnlnq, conceptual input from staff.

Session ITI: March 25, 26 & April 9 (Sanilac & St. Clair)

Goals:

1. Each task force will examine resource materials provided by
S.E.S.A.C. and determine applicability to data collection and use.

2. Each task force will time line their project through 1mplementatlon
and evaluation.

.

3, Each ta k force will become aware of the need to plan forugalnlng
acceptance for thelr change project. L .

4. FEach rask force member will practice skills in conflict resolution
with the focus on interpersonal and intergroup conflict.

75 ‘ v
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‘Satisfaction Evaluation:

The\participants rated the workshop at 4.50.
AN
fiumnary Learnings:

1. Awareness of the need for acceptance of innovation must be
designed into the sequence to match the readiness level of the participants.

. . 2. There is a dilemma of when to introdhcg particular learning
components in the sequencing when working with different task ferces at
different places in problem-solving.

3. A staff rehearsal, when there is a heavy responsibility on the ’ \\\
staff to facilitate cognitive inputs and to help groups practice skills of
initiation, differentiation, and problem-solving around conflict, is
desirable. ' L

-

5. By allow;ng individuals to choose whether or\not they are going
to participate in any given activity, individuals w1tp1n roups may *choose
differing activities and thus raise conflict within- the gr up cad to'build
in even more time to allow group to resolve*differences aroynd w1111nqneqq e
and deewir® to participate and its trade off w1th group—task’ perception ox

’ needs. . -, . . ~
. “
6. Staff may be seen more as information/knowledge resources than
as process facilitators when groups are struggling.with a very emotlonai o
issue. \\ *
\ : 7. Groups may have difficulty defining the kind of help Fhey need. °, -
! .
Session IV: .May 6, 7 \ R
N - '\ " _
. Goals: \ — . ANy
\ = \

i
N 1. ‘Task forces will experience conflict in differing power
relationships where rules apply. ) ! .
4
.. 2. Task forces will become aware of the need for. and gain skill 1Q\ L
designing data feedback presentations. . op
Ny N

. ’ 3. . Task forces will develop their own evaluafioﬁ,schema with staff
at workshop (see Summary Learnings {9, 10). ; %
. N p

_ 2 , c\ :

Satlsfactlon Evaluation:

»

The participants rated the workshop at 3.8. «~

A . [
1o T
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Summary Learnings: 4

LY -

1. -In planning data collection, you often do not know in advance
what you really want to find out, which may necessitate two rounds of data
collection.

+

»

2. The people who collect data and those who give it often hav€_‘
different ideas on what is important. However, if you take this into
account by being open-ended, you may end up with little that can be
compared across population from whom you collected. ‘

* o
3. It is difficult to separate opinion type data from inferences.
When generating inferences during the presentation, it is important to
have carefully planned structure to facilita?e this.

4. 6ata feedback is most difficult when the audience is composed
of both informed and non-informed people.

5. It is difficult for people to remember data that is only verbally
presented and thought should be given to charts and/or handouts.

3

6. _ Although we all criticize presentations, it is difficult to have
a group generate and agree upon the criteria for evaluating a presentation .

they havé not yet heard. o 2 //////

7. fThe greatest lecarning was reported by those peonple who discussed

data collection, had data collected from them and were Part of evaluating

_the presentation.

8. We learned what kinds of criteria are ihpo;tant to the par%icipants
as they evaluate the workshop (i.e., "time allotment, seeing activities
clearly related to objectives, seeing activities related ‘to their needs,
Being able to clearly gpe learnings in an activity).
;,x . .

c2- We have a better idea of those aspects of the workshop that -

. coikribute to "overall satisfaction" ratings.

.

10. Perhaps because it was their own evaluation format, we received
i q1e atest number of comments yet. Thinking about the evaluation in a
nes: way triasered constructive critiquing.

11. 1In having participants generate expectations for the next
workshop, 1t appears that they have difficulty in analyzing or predicting
therr futd®e needs. This may mean that some kind of context may be needed.

> - >

1. It'1s postsible that groups appreciate staff most when staff is
deployed as consaltants to groups dealimg solely with their particular needs.

-71-
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Session V: May 28, 29 ‘o~

-, :
+

. Goals: - .

¥

1. Task forces will know the format for written final reports
due in June.

2. fTask forces will determine the process of their final report
presentation to the entire group in June, within parameters set by staff

- . {time, evaluation, feedback).
B

- 3. Task forces will surface their needs and identify the kind of
help they want from staff. a

Sy

-

4. Individual task force members will assess their needs in group
process, selgct one to work on,\and gain additional skill in this area
through learning centers.’ v

. 5. Staff will feed back data.collected from the group on May 7th.

6. Task forces will discuss and derive learnings from the task
force assessment data feedback in thé\?xea of problem solving. ,

\,

/ Satisfactionvaaluation:

The participants rated the workshop\at 4.31.
. PRl )

s Summary Learnings:

—

- 1. Assessment tools are moétghﬁlpful'whe participants have a
follow-up opportunity to use the datf to further their owghiearn;ng.

N\

2. fThere seems to be an intractable {gsistanée to taking the tim
to plan and design presentations to meet specific outcemes with speaific
audicnces. One assumption may bhe that educators are patterned to stand
in front of groups and talk and find it difficult to deal with interaction

and feedback. P - ,
. . -}
3. The c=uccess of the last chance learning centers support that Q’
' participants Jid learn the value and releyance of group proriss skills. kY

) - :

1. Prosess skills may be best learned when the particiéént expresses
- the need and has a choice of experiences. )

s Process learning may be better highlighted outside the intact

ta1sk foreo through cross-groupings.

¢. FPlarning ample time for processing an activgty enhances learnina
and increases participant satisfaction.

ERIC ' .
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‘»§ession Vl: June 18, 19

This workshop was designed differently than.the past five. The qoals B

were in terms of getting post workshop data: HDI, GSQ, and a final evaluation

form. The other goal was in terms of the task force presentations. Each

of the task forces presented an hour session on their project. 1In addition,

. -
’

the training staff filled out an assessment of the preseniation.

Summary Learnings:

1. Each group was sincerely eager to hear other presenfations,

paid close attention, and participated willingly when asked for feedback.,

!
i

2. We became aware of how much more:staff knew about ¢ach group
than the groups knew of each other. !
. |
i

3. Their desire to know and learn from other groups'/experience ’

emphasized the need for more cross-group sharing during traiping.

. f
4. All groups but one utilized all the resources of;the task force
in their presentation. : ‘

5. Three of the five groups who presented designed a process for
obtaining feedback. (Both 4 and 5 indicate the applicatioﬁ of training.) .

H4
' i

e ,~ .

ERIC - 3
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RESULTS OF DISGIMINATION TRAINING

Besides an evaluation of each work shop by participants there were four
other major evaluation activities that occurred during the simulation training
with Intermediate 5chool Districts. The four remaining measureé are listed
below: (1) the Human Development Inventory (HDI) pre-post tests to measure group
development in four areas genipneness, understanding.and accepgfnce in living;
(2) the Group Skills Questionnaire (GSQ) which identifies a series of group
skills; (3) the final workshop evaluation which presents both taék"force self
report of gruwth and perception of SESAC ‘staff performance over the six month

period; and, finally (4) product evaluation of each of the documents produced by

the seven task forces.

1. (THDI) - At the end of six and one-half days of training, the seven task
J
forces showed an increase in development as teams, as mgasured by the human
1

develog&ent inventory (THDI) crossed three of the four variables -a) as a

-

total group they increased significantly across the four variables of

geniuneness, undeistanéing, acceptance and between pre- post- test period

from January to June. Three individual task forces gained in one variable

and one gained significantly in all four. In January there were

significant differences between groups on genuineness only, and in June we

found significant differences between task forces on understanding first

+

and accepting. In summary, all seven task forces increased developmentally

€

as functional teams.

12 %)
.

(G3Q) - At the end of the training it was expected that individuals would
1ncrease in thei; self rating on the indi;idual and group skills as a
composite score and in the five subtest scores labeled group process,
communication, qroﬁp facilitations, leadership style and problem solving.
unfortunately, only sixteen persons of thirty-four who took both the .

pre-test in January took the post-test in June. Of the sixteen, fifteen

-74~
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increased their composite scores and one decréased, not significantly,
however. In terms of sub-scores, eight of the sixteen increased in all
five categories, there were not, however; enough respondents to test for
sigﬁificant changes in groups. Individual increases scores varied from .3
to 1.é on a 5 point scale %;th the total score.

Final Evaluation - The following evaluation of the task forces include
thei; percdption of their learnings, related to usefulness and probability
of future use. They covered the following areas: Problems solving, group
process, task force development. There were ten components within the
conceptual model that were rated both by the task force members themselves,
the staff perception task forces and the task forces perception of staff.
An overall rating was also achievéd.’ Fiﬁally, there was a series of
evalugtion guestions ;elated to future commitméht and desire for SESAC

project services actigities, including a willingness to pay for these

services with a much more substantial commitment than they had under the
. / .

»

- Federal or partial State funding.

A, all groups self rated their own learning lowest and future usefulness

of what occurred under the task*forccs higher.

B. In terms of total group responses on compone;t of the task forces, the
rmean scores ranged from 5.18 to.7.54 on the 10 components of the task
force. Lowest rat%?gs occurred on insufficient‘time to complete tasks
and in support of superintendent. Highest mean ratings for the total
community were between the relationships between roles and tasks.

Individual tests were means for each component ranged from 1.4 on

support for superintendent to 8.0 on several variables.

C. Total cqg;;;ity response for total satisfaction of the training

teeached a mean score of 6.6 range. Task force's response on overall

A P

catisfoction ranged from a low 4.8 to a high 8.0 in two task forces.
3L '
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Table 12
Seven Task Force Mean Ratings of .
staff, Themselves, and Staff Perceptions of Task Forces
e
Task Forces of Task Forces of Staff df A
! Staff Task Forces Task Forces
|
| 7.75 '5.43 4.55
7.72 . 6.40 E 5.93
, 7.61 - 7.86 . 7.00
7.70 ) 5.86 Co 5.26 ..
8.60 6.91 5.65
6.p6 6.95 4.22
~ 290 . . 6.61 . 716
Total - ‘ )
Group * ° \ 7.48 6.49 5.68 .
Means ‘ ‘
D. Ratings~on staff-rating of staff cohesiveness ranged anywhere from g'
. ..
7.09 to 7.90 the lowest score was on openess and highest was on :
support of project director. The total group meaning regarding task
N e \
‘l .
force perception of staff was 7.48 on the 8 point scale, *the group
mean for the task force rating themselves on}components task %orqes
/was 6.49 and our staff rating of the seven task forces was a tating
// of 5.68. The staff he;e obviously did not share the same
perceptions task force members had of themselves on the 10 !
- I L4
components of the task force model outlined by Luke. Table 12,
_ above, presents the findings. !
E. On the question of selection of SESAC for future consultation and
~
) training in their systems and the willingness to pay of the 16
respondents to the final que;;ievnaire, 14 or 16 indicated that they °*
would be willing to buy the services and a total of 14 of 16
—~—N
‘ 372 ,
) & ’ - . y (B
Q =76~ & 1 "




¥

indicated that they wanted the services for the future.
To summarize the final evaluation we suggest the following
A comments: MOST DISAPPOINTING ASPECT OF EXPERIENCE:

1. Task forces were under heavy “’me pressures to do this task in

addition to regular job.. If Tas: Foice mission is important to

organization, then release time should be provide. (concrete

support from system).

-

2. , Training Time: Fewer sessions, longer sessions with more time
for process skill training, closer-toéether, no; distributed
' over six months. Task Force £ime at work shops should be
pre-pianned by Saqb group with specific goals to be
* ’ accomplished in a pr:-determined time frame (i.e., you will .
have two hours to comblete your aéenda). Could use staff as

procéss observers. Spend thirty minytes critiguing the

process of their work session.

ERE
. LY

i




MOST SIGNIFICANT LEARNING SUMMARY

1. Learning support conceptual training model. Validate
importance of group process skills and planning their link to
effective problem~solving.

2. Indicates Fransference of learning.

) 3. Increasc¢d self-confidence (self-worth) of trainees.

N ¥

SENERAL COMMENTS

1. Strong Support for integrating a varigfy of ISD Groups: knowledge and
understanding of other ISD's, meaningful contacts across state, shared
problems, get outside perspective and feedback, tended to minimize
minor gripes and help focus on major problems. A summary recommendation
was to build in and legitimize sharing across groups in every way possible.
One comment on wanting chance to select own learning components - might
be tried again like "last chance centers".

PRODUCT EVALUATION ) ;

Ail seve~ groups turned in a written final report of their activities,
most of which followed the format suggésted by the SESAC staff. They included
the context in their district in which the task force was formed,_fbe problem

\ they worked on, their goal for change, all activities the task forcé had ac-
complished, a time line of their project through evaluation, and what future
actions they intended. These reports varied in extensiveness and complete~
neﬁs as could be expected. Two were highly sophisticated documents suitable

for distribution to the system's management. Two concentrated most heavily

i3
: >

1
on their learnings throughout the training sequence. One contained compiete

documentation of their project, but delegated the repoxt writing to one member

4

only and did not address learninys from the experience or delineate future

/ Y .@
' plans. One report had to be put together by the three remaining members of their

/
/
/ group since they had lost the other three due to system changes in personnel.
| .
e e
NN B
|
x 3}

. O \ i
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:> In summary, the reports verified our expectations that each group would
demonstrate learning of the problem-solving and planning processes which ,

ucre rwo of the objectives'of the dissemination training phase. .

In our last session in June, cach task force had one hour to present

- «

their project- and solicit feedback from golleagues if they so desired. Rive
- - -~ - e— . N -

I'd
. .

>

of the seven groups did so. Unforeseen circumstances prevented the other

able to do this. All five presentations demonstrated some

/

learning about designing information-giving sessions and two did an out-
‘ >

standing job of designing a process for soliciting feedback that would be ,

two from being

helpful to their projects. Since we had devoted Ope-half of one training .

session to de<igning data feedback sessiens, we were able to see a demon-
stration of learning in this area. " The genuine interest in and support for’

other groups underscored the benefits ‘to be gained from mixing diverse

x

groups 1n training. Had we designed more cross-district sharing throughout

the six months, we conld have increased these benefits greatly.
x

v

-

3 .
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E. Results of Dissemination: Traditional/Orientation

"In Table 13 a }otal of 26 actual information-sharing and knowledye or

o skill practlies sessions w5rc held with over 220-224 persons.t The table pre-

sents the number of participants broken down by role and the type of session

they attended. The class of activity varied with project needs within the

state as well as the nation. In both the New York and Rhode Island experi-

“

ences, skill practice was again the focal point of the training. It should
-also be noted here that the State Education Department Special Services Area
staff sometimes hichlighted individually. 3ince the project did not get

closely involved with the Department until the third year, the Gtate Director

-

used the project for periodic updating. ;
) P

‘ F. Resylts of Pre-Service Training and Action Research

A total of 24 advanced students were a part of the SESAC project over the

-

three years 1t existed. Students were solicited from a variety of speciality
. . \ -
arcas in oducation and psychology as well as from social work, because this
.

DESAC projectifwas a part of the University of Michigan's -Institulc for the
1{ ¢
Study of Mental Retardation and Related Disabilities (ISMRRD). The Inscitute

15 an interdisciplinary training facility for students gxom.a¢ least twelve

i diseciplines.  The Institute is also organized into two parts: (15 ¢linical
training services and (2)’community training services. This project represented
a major thrust into the second category. It was ;150 one of é;e firct large-.

scale e=fforts to train pre-service trainees within this component of the Insti-

£

tute. Finally, it was important to interface pre;service studénts with their

Aieeciplinary practitioner colleagues tc create_similar work groups within the

project 1n, order to model certain interdisciplinary behaviors . and certainly
£

smooth-functioning teams of staff with diiferent interests and exﬁerkences.

! ~

1
o ———
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The following is a breakdown of the number of students by speciality area
and tenure on the project.

23 *
s

Npﬂgggugf_gge-Se;vice S;uaents Area of Study __Tenure on SESAC
.12 i ’ Special‘Education Admin- 4 - l-year _ .
~ T istration 6 - 2 years g
P . - 1 > 3 years
l -1 year _
I - 4 Teacher Training 1l -1 year
General Education 2 - 2 years
Administration o
, : "6 n Educational Psychology - 2 - years
: . - Interpersonal- and 1l - year
% .
’ Organization Processes
Exceptional Children 1 - year
) Measurement 2 - years
Curriculum and Instruction 1l - year

The paid staff who are also doctoral students has numbered from 3 in 1972
to a high of 9 in 1v74- 75. This total of 12 students includes 7.doctoral students
who have either finished their doctorates or will finish by fall, 1975. 1In this
group of seven, si< will. complete their degrees under the auspices of the SESAT
Prp;ect. Their dissertation topics and districts.contributing to their disser-

tation are presented below. - . 9
Name Topic . Districts
" James E. Gilliam Influence and Contributions Grand Rapids, Garden

. N of Participants in E.P.P.C. City, Warren Wood: .
Wayne-Westland

% . .

y d

-, Thelma Graeb First Year Evaluation of All first year
- SESAC Project Activities districts except
‘ . Garden City

.
. - -

*  Duane”Kuik Evaluation of United Saginaw
- *, Services, for Exceptional
Children Project

Evan Peele reer Training and Diffusion Fort Huron and
* . of Leadership Training St. Clair ISD .
Roger Reger . Analysis of Building All 12 first year
. - ,Principals Decision- districts, Garden
making in, Simulation City
Thomas Rivard (BEd.S.) Projecting‘Alternative Kalamazoo Valley,
Secondary Programming ) Wayne, Kent
James Siantz Futures: Long Range . Ingham, Jackson ISD's,
Planning for Special Grand Rapids, Livonia,
Education Bay City, Kalamazoo,
Saginaw
- W) 2
O

ERIC
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Summary of Results ) A

¥ .

’ Table 14 and Federal‘Table II give the final tallies of SESAC efforts

&

in terms of time in days; a total of 352 on site and 1,825 trainees over the

L

| life of the project. The trainee time commitment to pre-service students -

N ! . X .

was purposely omitted. Since tb'~ entire project was designed to provide .
» ’ . _ . .

learning opportunities for all students involved, it was impossible to

~ ®

estimate student time, supervised time especiallyin

. .

Table 14 :

TOTAL TIME INVESTED

0
(,Wé/qd in days) *= .
~

N Dazs:
A. SIMULATION PHASE . . . « ¢ o « o oo o o o o 36

B, CONSULTATION PHASE . . . . . . . « « . . « . 260
CLTECHIIICAL ASSTSTANCE o . 0 0 0 e e e e e e e 18

1, TRADITIOHAL DISSEMIMNATION . . . o o« o « .+ & 26
(Orientation)

ot E. 0 DLICEMINATION © m v v e e e eg e o o o o oo 12
' (Training with ISD's) //2 TN, -
TOTAL: 352

3

*foflocts Lime spent delivering service of site.

O

h‘ElﬂC - :
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) . ) Table IB , .
/\ - , Project Staff Prowiding Services to Rccipicné in Tabls IA "
— ) Number o v
Type of Staff ‘Part-time

-

yll-tiqxe-

{As Full-time Equivalents) -

Professional Personnel~
fexcluding teachersy

—_

Teachers

Paraprofessional

L

Table IC

If applicable: Services to Those Hahdicapped Not Included in Table 1A

Service «  Number of Handicapped
Screened —
Diagnostic and- Evaluative v, - *
= L2

Found to Need Special Help

Other Resource Assistance N B
. 3
. . e ‘Table i ¢
. & Prescrvice/Inservice 1raining Data
: Number of "% |. - Number of Students Received
Handicapped Area of Persons Received ) Preservice Training by Deégree Sought
Primary Concentration I ice Traini
nservice Training AA BA MA Post-MA
Multi/ﬁandicgpped . ) ¢ N )
Administration st = 2nd 3rd st 2nd 3rd
300 332 285 8 )2 4

Early Childhoo& " e

Trainable Mentally Retarded ’ v

Educable Mentally Retarded 25 53 14 ~

. / 5 ;

Specific Learning Disab"ulities 200 88 20 ©

Deaf/Hard of Hearing - N } ) »

Visually Handicapped
T ) . T, .

Seriously Emotionally Disturbed 15 18
~ - 1 &

Speech Impaired 25 12 °

Crippled and Othor Health lmpai?éd 37

N 3 3 . . 1~

Alaiv2t 5 X1 S QAT £ LM S AT Lt LES 23 383

TOTAL (550 868 393) ) 24

- i

If data tn Table 11 above differ by more than 10 percent from those i yl)ur approved application, explain.

M 9037-1, 1174

-84~
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7. Learnings\and—Imp@ications . -
.
L4

This section of ‘the report will be organized consistent with the Results
format. The SESAC project learnings were obviously numerous - some expected
bhut many unexpocted'lrarniggs, too. From learnings in the simulation, con-
sultation and training activities, implications for other practitioners will
be drawn. A series of next steps wiil also be identified within a statewide
) service delivery network.

A. Simulation
Az the objecti;es and results indicate, the Special Education Administra-
tor Task bimulator (SEATS) proved .o Le a valuable yehicle to sensitize general
educators, bLoth.assistant superintcndénts and building administrators. Simula-
tion adaptations were also made by both project staff and the project's clients
1n Garden City and Saginaw. Ov;r 680 additional persornel in those two dis-
rricts were exposed to critlcal issues in the education and placement of handi-
capped chi Ldren.
Cines thee project otaft hod the opportunity to have the SEATE jame author
1 proyort consultant whe n 1 came time Lo up«late SEATQ, our learnings in ]

th¢ arsa ot small yroup planninyg, collective bargaining, power and especially

1n de~iqgning training activities were solicited by Dr.'Daniel Sage. Three
- rd

=y
-

wtaff member , worked with Dr. Sade and generated a series of new activities
anit dosigns for the New SEATS, or NSBATé, as it will be published.
Two other major learnings that can be derived from our simulation exper-
gempes swere-: (1) requiring the participation of assistant superintendents in
the amtial workshop in each of the first two years of the project and in the
1 jot tat ion procd e before contracting with a local district; (2) rdentification

N -

of in1ldwng prancipal=' necds to wmplement similar training programs wilh
= *

fhyiz profes ional staffs.

EMC , ~30=
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B. Consultation .
The single most difficult concept to comprehend about égue SESAC project

w23 the rénge and breadth of the consultation activities in Fach of the local
districts. While cach district was involved in exactly the same mann(r‘during
simulation after the initial needs assessment upon which contracts werc writ-
ten, cach district moved in a unique direction. It becam& a major task to
maintain staf{ awarencss of cach district's needs and focus. The obvious de-
mand< made upon project staff were frequent and varied. One of our first
learnings during the consultation phase was how overcxten&ed the staff guickly
"pecame. Even with the apparent assistancg of six students assigned to the
project for practical experience, they werc not édequately involved in pre-

planning. Modeling and debriecfing sessioAs were frequently the most benefi-

. . ) % . . . .
cial training activities along with the cong%itation seminar which received
34

-

high marks from the students.
During the first year, it became apparent .that entry into each of the
school districts was, a time-consuming process. The single most significant

factor in gaining entry into these districts was the sense of security or :

-
.

risk~taking behavior.the director of special education and/or support "this
role lncumbent received from their superordinate, the assistant superintendent.
Instrumentagion and data collection were.élso significant factors in evalua-
tion of consultation and training activities. This 1earnng w;s quickly cvi-
dence@ again in the initial contacts with the second—year’dist;iqtﬁ, too.

The most difficult task during the consultation phase was evaluation of
change due to project-district staff rela.’onship. A number of organizationél
deyelopment wilestones were achieved, such as the establishment of inside teams -

{
which still cxisted after the project terminated its contract. Still the need

to rstabli.h ovaluation criteria for each contractual item was evident. In

ERIC '

Aruitoxt provided by Eic:




many cases the original project objective related to creating more favorable

Slimats . an thee general-speeial «ducation interactont Hard data around a

. 1
nuiber of children placed in more integrated settings within regular classes R
was impossible to assess, however.

# .

A project objective that evolved was the desire to eevelop within Michi-

gan a human resource pool. This pool of experts or éxperienced problem-solvers

with first-hand experience ready to share was developed, tested, and evaluated .
by the project. Jr every case where the project solicited the assistance of

dircctors in other districts, both the district and the visiting director found
/

the relationship profitable and rewardiné. They qdiékly agreed ta continued

- ]
exchanges.  The implication for the staff was the need Ffor closer logistical
, .
upport and communication between project staff, a resource person and a dis-

triet liaison. The project director insisted upon frequent progress reports

since the project staff had established the district relationship, and would

N

~ontinue thelr work.with the district relationship after the resource person

finiched, ?

¢, Cros:=District Training .

3
¢

Fach sross-district tralning activity was well receivod. This gives sup-
port to the need for continued professional devplopment for practitioners.
They will come and participate if they identify their needs, and a group of

t
frainers or consultants would honestly try to feet their needs.

These activities were excellent illustrations of the unique contributicns

s

s that a number of practitioners could make to one ancther. It was our best

advertisement for the concept of a human resource pool of practitioners sharing

i
- . v
and learning from one another. We wish we could only have done more f8r them.

-

Many of our participants report these activities were major mental health sup-

o1 L1 ve pechani s,

ERIC . o7
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The variety of roles that project staff playeq\during the consultation
' .

phase were: (1) catalyst, (2) process helper, and (3) resource linker. The
ﬁourth role descrxbcd‘by Havelock ;s solution-giver surely intruded during
our more impulsive moments. The critical learning that grew out of our con-
sistent examination of roles was related to the indepegaent;dependent rel;tion-
ship that was developing between project staff and directors or otheg inside
team members. A summative learning and consequence was that when tbe’outsido
SESAC team member gets cnamoured with a training design to a particular inter-

vention tactic, the design or tactic has probably become the raison d'étre,

-

not the client's need. : . o

The project will continue to dréw.learnings from experiences with the
district. One final staffing issue that has significance for replication of
outside-inside tram models employed in SESAC is the need for continued team
QQVQ;opment and dyad change effort? on tke part of staff. Often fntervention

e,

tactics demand process observers soNEhaL parkic¢ipants or consultant-trainers
4o not involve thgmselvés in the task or process of the groups at work. Co=
training obviously demands pre-planning and co-Gesigning to obtain tcam involve-
ment and commitment to the training or intervention strategies and tactics.

At least two days of planning became our rule-of-thumb before

ach day of
on-site interaction with the client system.
D. Dissemination Training
The project director, the State Director of Special Bducation‘Changed over

the course of the project from Mr. Beekman to Mr. Batten. Both, however, were

committed to rnvolving personnel from intermediate school districts (I%D) in

SESAC.  They believed the project's fogus on develdping local district person-

ni:1 and their rélationship to general educators should'be a primary function of

+ -

1SD's. The project therefore had to involve all ISD's .through an orientation .

t)

ERIC . ,
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to SESAC. The basic strategy the project committed itself to was training,

N

Therefore,

a

not building awareness of its objectives, strategies or tactics.
task force model was seclected where cach district formulated’its own problem-

focus supported from the top administrator, and team menbers were chosen on P

the basis of their competence or key role in planning for eventual implementa-

tion of a proposed plan in the following year. Building a commitment of task

' -

force members to group development and .the necéssary group norms needipg group per-

and continuous SESAC staff work. The results

formance on task was initial

-

indicats that team growth was evident within teams and by staff observation of L

task forces over the six months. Here again staff cohesiveness was a determin-

: ing factor i1n their ability to medel and process task force activities. The

-

data agaln suggests that the staff had more cohesiveness.than the task force }

initially, and the staff grew even more cohesive over time. , «

-

Learnings from this third year of the SESAC project have been many and

1
v

-~

varied and will probably continue to emerge in the fusire as we digest the

< wps cLene mors thoroughly.  There are still many gpestions to keep in mind a# to

L . £f10acy of the choices we made along the way,- especially in terms of

fel
Ve tien af lients, method. of training and use of resources, lack of ohn-site
¥

wory oand raapility to do follow-up.

N

.

bt ally, 1t was Aiffieyle forprople to learn about SESAC's effceots in
¥ . .

-Jin:di sehool distrists and to extrapolate any meaning for their own application.

I .
. This Pecam —onfused with what staff were able to

-

offer ISD's, which-'was a much
[ 2

porse limited gervice model. It might havesheen better to do the information

s .
- .

N
i ssion for that purpose in the spring of 1974. We

N

caAr 1y at o a Ssparate

th- fall with sessions that dealt only with ISb's and

~

meght theny uave beqgun

< A
mirgid Jeexd.  This wonld hdve enabled us to yroup clients according

Wit tie
s

oy 3 A Juor

S, ‘ ‘
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and concentrate training to deal with this. It also would have legiiimized ¢

concrete cross-district sharing of perspectives, problems and resources. This,
in turn, would have beecn the beginning of a statewide technical resource shar-

ing that was one of the goals of SESAC. We also think it would have lessened

peu.

the cliances” of task forces disintegrating along the way. ~
A second weakness was the lack of on-site work with our clients. Over

the ~ourse of time we did learn a fair amount about cach district's unigne
t ) .
LN

,onvironment and working conditions, but on-site work would have given us impor-

-

tant Adlragnustic information eaclier and supported the task forcdd in its p43k-

: R Lo 5 - .
~ home environment. This idea is supported by the concept, o1 consultation as
° M h JEN ™ "

&

-

; L. e r Cs .
the base from which training activities can and do cmerges Training, by itself, |,

g
-

has a much more limited impact on a system and faces the problcm o;/;xansfer

oé;learning being solely left to the clients' underétanding and m¢fivation.

\

Training alone also runs the risk of seeing only the small gro as the client

rather than the total organization. This near-sightedness is a hazard for both

of information

rclient and consultant and can result in pre-screening ou

-

< wource . that are vital Lo the success of a change effort. In addition, there
. S ’ , . : .
1. the risk that necessary linkages Lo other ‘parts of the systems will not be
- $
3 ¥ X x x I3
considered, legitimized, or made available.

* @

Thé thxrd_problem which is related to the second was "the inability to

-

Y

-

do follow-up work with cach task force. In most cases, their products were

plans tha: are to be imp;;;;;zgaiq\f&i\:uture. " They have invested a great

deal of tipe and effort and could undoubtedly benefit from consultant assis-

tance and ~upport thronugb the difficult period\uf involving others in imple-

- ¥ -

i
.

menting, evaluating and modifving their change plans. ~ R

s -,
\ '

‘what‘uxj.?:}ur gave us a much broader and deeper understanding of the

2 M - k ] N . * - 3 ] =
tremendous diversity within and across intermediate school districts. From

éophisticatcd, diversified staffs of 111 professionals td only 1 staff in

»

o . - - :
: - -90- . .
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Lake Coant /, iuterme fiate  Lchool disteortbs cange widely in almost every as- i
pect of orgamization anl servioo 1 rrormend.  Several have access to outside
LSOy Cono afed e f: maay are pot awace of or near to needed supportive
Assictanc.  Ai) sta’: aare dacne 1 new appreciation for the job of our .
State Deportmedt profe: aonils who mrst provide servicees for all these con-
drtuent . ,
- .
~hr ie 1t taat the Cbefw trainiayg oxperience verified the relevance
of aroap procese. soll traintng as bolny needed and wanted by educators who
contingdl iy mi-t owor ko with otivios avcomplish their goals. It would be
important in tne Tnture 5OOuUSe thi~ v.hicle to increase the quantity and qual-
- - - -
ity OF irtes 1 con botwsn local listoicts and intermediates, and between the
Seat . Dt acapene s 1nts cme 1iaics.
* 4
Wor cwney Tlo ey to chero 1op A cimergent training Scguence over timewas ____———"|
¢ - ;A_‘__ae_é’fr' r
. I
. PR - ,—a—"—"‘f"‘ékg
o0 gt iy fat te Fie Shoac statl—FETTEqUl red us to search our
: 7".=‘_d_,_)é‘1"_"4‘-”- B
"—‘"—’—.—é-—'—"- 1 M =
320 RO e i) R O T R Lar Bgroamds, to maximize theuse of -atl
the e o Lo it b homoceg taor in o productive, ¢ffective team.
TR R PR BT R A ot wf the most worthwhile accomplishments
of the year. ot v ataff pemders vere consistently with the Project; .
s - .ot '
three- GLer - tats i o e o7 Lime o tie ffort and two more contributéd
special st RS W often disagreod on where or how to proceed with
the tra 1o, s sypp v wcye able ro creatively utilize the best
- 3 M ’ - t
shainkiicy o) oa s 3 et Aot tant®y, overy Staff member took the time and
- -
cffort Laoon Coerr gt af onr lient grouis, Where the'y were, and where * .
thery mantot tooaa. mactres Lave data watio cach other enabled all of us to
“ A« » . . - *
kewp qn wtep ot Lot e srion . talh forces and Lo maximize effectiveness
- A .- - ;
D Uk oLy Ut cen s ard Lie 1n et S/ we cont tuually (:valuateg) the Lraining
Jeendgres LOLL sno te ol of shidity Lo meet our obijcctives and for matching client
. * ©.
u) J "
=)j- R
. v h
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4
neads. We scarched tor and tried out many nes methods of training and evalua-

. -
F

s A . P
tion and thereby increas~d our repcrtoire_as trainers. We learned from both

|
- failures and successes anl were constantly open to critiquing ourselves and
) 3

N
our team offortz. 1t wa- a challenging job and donc well. .
new

E. Dissemination Traditional Orientation

x
-

We did not have tim’ to move ourgide of Michigan. Basically, road shows
s L4

gave us a chance to replicate our designs without major modifications. This

- -

: only ocourrcd three times.  In other disseminations we basically applied our ;
. 8
learning™ but had to cveate new desians due o the nature of the request from

the cli.nt Systems. - . [—

. Pre-Scrvice Praining ' S
N R T .

PR

T . . . -
It should be poted thal project staff were primarily hired as employees.
T .

.
o

I -

- e N . . . - -
e They were eoxperienced pra.titioners who interrupted their professional careers

to Larsue advanced doctoral stadies. The project did serve a practicum require~ .

ment for those majoring in cpectal education administracion under Dr. Burrello.

»

For others in rdurationai psycheloay, the project afforded an opportunity to
#

. %

peact i‘:r:‘j'n Jerteging ot brathieg, implementing air! evaluating their efforts.
- ’
‘i .

For obtheor obhurent

ol prod et taff o per e, our major problem was time com-

-

mitments and Ehe deagth S Lime it took to bring them on board in the project .

- .

50 that they -onld move into thHeir consultant relationship with,a district.

O ey eyt o110 that a concommittant seminar needs to be offered

independent of project stafif moctings if students are to be involved in the

kY

. -

future or 1n any rplisotson.  The students as well As.the staff need opportu-

\
- nities to oxtend learnings awl intograte their learnings within the conceptual
framewocks nzed in Lhe proyoct.  They also nced assistance in planning for '

evaluation, sharing <deogns, readings, and new training games and materials. .

N ¥s - .ﬂ
The ovierall < uccens of the district intervention as well as the dissertation
» —

* £

} 9 ’ :

-92- }
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-
project staif memsers Wno were able to dove lop and complete” other forms of

.

technical Josas rancy becanse of the project gives testimony to the fact that
B,

. i,

Universits otdentss 1 wexd of research :ites can work in an interdependent
fashion. ’Io di1:tei L rofased pavticipal ion in student research. -
8. " Next itep. ]

As the 3ESA: pioject was neariny iic completion. the State Director and
“ontinued role in assisting him and

Another

.

Project Director committed 375,006 Lo-+ts
his staff-re-cxamining thelr roles and functions in relation to ISD and local
aiministrative, supervisory and consultative

e
schuol district personnel in the
from ISD's - are. curzently 1n hand or projected for a four-year term.

ranks. Some continuwsi federal dellars - $40,000 and an additional $20,000

F

$12,000 1s alrealy commitied from the Saginaw schools to Follow through on

year's appropriation of #24,000 to complete seven building plans to inte-
[

last 3
grate. and maintain handicapped 8 ldren in regqular programs whore possible,
oI, had children with special needs

i
a fitting futur- Jdisection tor o project whi
beys Ticators of ibls purpoce.

as the ultimat.

[
f
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Preface

These chapters are based upon. three years of planning, implementing

4
evaluating hundreds of interactions between practitioners and university

based personnel committed to improving the relationship between special -

and general educators who deliver services to exceptional children.

el
sProfessional personnel from twenty-five regional and local school districts

with school populations ranging from 10,000 to 40,000 partic’ pated in

= -

the mutual development of these materials. The practitioners who worked
with our staff were drawn from the ranks of teachers, principals, -

psychologists, social workers, therapists, consultants, supervisors,

® .
directors of special education, curriculum or in-service and assistant

superintendents, and superintendents themselves. These same client groups
were participants as well Fs_CO-planners and co-trainers.

In these chapters—@e have attempted to outline the basic principles
from the literature on ch;nge and organizational developmenl that Quides
our practice with these client groups. We also describe how we apply

. .
.

those principles and, finally, a series of specific in-service training

kN

activities for the reader to review before adopting or adapting them to
their own unique context. The specific in-service training activities P

grew directly out of the needs of our clients. We feel they are represen-

.
et . P -

tative ok the current issues in special education as it evolves under
1eqislati§e and judicial mandates for full, equal and quality §ervices
for all children. .. ”,

These chapters are primarily designed to assist the practitioner who isj

confronted with needs for change in the nature of relationships between

‘reqular and special educators. It Should serve those practitioners in . -

ERIC
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/ administrative and supervisory relat}onship§ to either regular or special
educators who are examining tﬁeir working relationships. Finally, it is

.- . designed to assist those practitioners whose major responsibility is the

desiqgn and iﬁplemcntatxon of in-service training sessions for regular and

special education personnel.

P I
e ———

oy
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Chapter I

CONCEPTS RELATLD TO CHANGE IN EDUCATIONAL SYSTEMS

EQan Peelle

\]

Change

as educators, we have traditionally been concerned with the

-

individual child. Change and innovation efforts are made with the child

in mind, ultimately. Various strategies for bringing about change have

been employed such as variations of direct service to children, alternative.

-

programs, Such innovations

curriculum development, teacher training, etc.

have focused on changing individuals or on minimal modifications of

<
methodology or structure. Few innovations have actually been evaluated,

shared or rooted. For the most part, innovation in education has occurred
i a vacuum, resulting in piecemeal projects and criticism of “jnnovation:"
Those of us concerned with improving education for children are .

involved in one way or another in attempts to bring about change or

innovation. 1In this time of rapid change, pluralism, increased interaction

-
-

and interdependence, it Becomes necessary to consider the complex relation-
ships of 1ndividuals,‘organizations and systems. Most importantly, as
educators it is crucial -and_possible for us rationally and humanely to plan
change. Powerful forces for change, as well as strong criticism of education,
necessitates a‘commitmené to being proactive rather than reactive. Planning
change using a systems approach in;re§ses the possibility of bringing

about meaningful change.
H
) .
In any s..».al system, both change ﬁnd resigtance to change are

i .
natural phenomena. A variety of forces, individuals or groups are
i .




constantly working together toward or in oppositioﬁ to some outcome.
o
The forces may come from inside or outside the system. Usually, the

strength of the force for change is accompanied by a proportionately equal

_force opposing the change. Sometimes forces for and against change may

- -
*

exist simultaneously within the same systemn.
“Change", or an alteration of the status quo, can occur in different

—
ways. Evolutionary change emerges slowly and in small increments. The

Pl

changes are not radically different from the status quo; therefore, little

resistance accompanies this type of change. Change may also result from a
-more purposeful attempt to briné about larger, though incremental, reforms. y

Since the change goals involve more obvious alterations, more resistance
N
. ’ LT

is likely to arise. Revolutionary change involves a planned attémpt to

alter drastically the state of affairs. Resistance to this type of change

1s usually high. The type of change effort usually employed in educational
systems and organization; is of a reformist nature. While there are
advantages dnd“disadvantages associated with refrrmist change, it is casily
applied to the systems with which we are concerend, so-.discussion of change
will focus on this particular type of change.

The force for change is related te a gap between '"what is" and
"what should be." The widtﬁ of the gap varies ﬁrog}intens? dissatisfaction
to the desire to do something better—-in a sense, ;o try to improve something

which is relatively adequate. A system may or may not be aware of the need

for change. Within a system, various components may view the need for change .
*

! differently. -

Elk\[c ) = 1 \} .;

Aruitoxt provided by Eic:

.




There are some geheralizations and vecommendations that can be made

.

regarding resistance to change (Watson, 1967):

A. Who brings the chanqea - .
1. Resistance will be less if persons involved, teachers, board
nembers, and community leaders, feel that the project is
) their own--not one devised and operated by outsiders.
2. Resistance will be less if the project clearly has whole~"
hearted support from top officials of the system. ’

B. What kind of change? -

’

kR Resistance will be ‘less if participants see the change as
) reducing rather than increasing their present burdens.
) 4. Resistance will be less if the project accords with values
and ideals that have long been acknowledged by participants.
‘5. Resistance will be less if the program offers the kind of
new experience that interests participants.
' 6, Resistance will be less if participants feel that their

autonomy and their security are not threatened.
C. Procedures in instituting chénge

7. Resistance will be less if, participants have joined in-
diagnostic efforts leading them to agree on the basic
g problem and to feel its importance. . -
- 8. Resistance will be less if the project is adopted by consensual
yroup decision. L. »
9. Resistance i1l be reduced if proponents are able to empathize

with opponents, to recognize valid objections, and to take

. steps to relieve urnecessary fears.

10. Resistance will he reduced if it is recognized that innovations
are likely to be misunderstood and misinterpreted, and’ if
provision is made for feedback of perceptions of the rroject
and for Ffurther clarification as needed.

11. Resistance will be reduced if participants experience
acceptance, support; trust, and confidence in their relagiqns

' with one another. g o

12. Resistance will be reduced if the project is kept open to
revision and reconsideration if experience indicates that
change would be desirable.

while re=istance can he reduced, there is a certain amount of pain

4

connected with change. Before change can occur, it is sometimes necessary

N . .
o increase the pain level by surfacing conflict or dissatisfaction.
& .- g - N
. A§equate1y p]#nninq, imﬁjementing and revaluating ‘a change effort involves
.. i o

commitment of a good deal of tim= and enerqy to the task, living through

&

=




\

Fiy -
frustrations and ambiguity, stgyggling with goals and values, frequently
- > L . .
the learning of new skills, new ways tq_woikgtogether, new leadership

Rl
styles and often, modification of structures, ;Eocgﬂures or poiicies. . :
It means making time to do more than “'fight fires." Such a commjtmént is N

. »
necessary if chanae is to be significant lasting hnd on-going. The .

v - R

/ i S . .
purposeful planning of change can lead toward adaptation of innbvations and L

// ' . s B

systems and the Organization :

There.:is a theoietical, empirical éndgpractical'rationale for

' ‘ -

at
.

sy 1f-renewing systems.

h s

] -

employing a systems approach in order to bring about change. Change does

not occur in a vacuum; it occurs<2"a soq;al system and should be Iﬂanned -
A 1 L i -

within the context of that system. Numerous interacting variables in,thew
- S ‘ . ‘ i .
¥ i

human systeim also interact with a .change effort and, in reality , those
variables may both affect and be affected by that effort. /. )

i i A system is an aggregate of dynamic elements which are in soma\way ' N

P . . ‘ , . A -
interconnected and interdependent and ¢perate on the basis of missions with
: . ¥

- functions and tasks related to those,missions. Individua]s,,qroups and ’ /

. ’ subsystems comprise the system which is surreunded by the Iarqer environment

=

of ‘the community, society and the future. BAny component may be a subpant j

: of any system; in other;words, any system may be surfBunded by a 1arqer .

; 1 . —

system. All systems hﬁve an environment. Monetary,phySical or human resources
are fed into the system and allocated among components in order for miss10ns \

to be accomplished. Systems may be Open or closed; an open system is .

’ \ -
related to and makes exchanges with its environment, while a closed system .

-

is the opposite. The way the components work togetheé, utilize resources e
\\\i and interact with the environment to fulfill its missien determines the )
. .o \\
. a- ’ -~ .\
4 .

. O ‘ . )
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effeétiveness‘pf the system.

Organizations are special cases of the more general concept of
R |

. «

v

systems, being social units created for attaining specific goals through

prescribed activities which are determined 5y a particular structure. L
v (_.. . ¥

Subpa}ts of organizatighs are interdependent upon each other in terms of

.~

onship to the larger organi-

-

~
3

N , -
goals, functions, resources and their relati

- -

.4 ) . . . .
zation. There may be a variety of organizations whic

7 -

-, -~ . * . .
in terms of their op ration within the larger'system. The interactions
L4 . . 14

3 = ‘

h are interrelated

and 1nterrelationships are complicated by overlapping memberéhip of

cgﬁﬁgnents as well as one or two-way communication with internal or
- \ . * ’ *

external components. In simble terms, the relationship of components

a

looks something like this: ) ) .

' . S SYSTEM

! / 7 . * INTERACTION .
, g ' \ PARADIGM -
- : !
- - ' 177 ’ P -
4 X '% g y ! N
3 ¥ : :
y D p ;
4 o
A . S ’
cw B N - o -
- . . - . —s\ 3

*

individual - can be part of one or arty. number of groups

, L.
- 2. Group - can be part of one or any number of subsystems

3. Subsygfém/subpart - any number of subsystems can exist in a system o
4. System/organization - any number of systems can exist ir a supra- .

structure
5. Suprasystem/larger system - a number of suprasystems can exist
“ within 'the environment, [ .
LA

‘6.  Environment/community/society/the.'future
? ’ ¢

) s

~ —-5- . . B
. ‘ . T

: : ’ / ”'1 4. U ! A
. ‘ *
LI . / .
R}
. . ‘ . L.




To illustrate, the image is of a teacher (individual) who

initiates a sex education curriculum unit within a group of 5th grade -

" N

teachers (group) svithin a school building (subsystem) within a school’

district (system or organization) within}q "people-helping" unit of

‘N

society (suprasystem) within a community or society (environment). That

- -

| action is initiated on the basis of projected future needs and will have

some impaét on tﬁe future (environment). Individuals, groups, subsystems
R .
and other organizations interact within the suprasysEém and interact with

-

the immediate community environment and the remote state, national and
,

\ world environment as well as the =nvironment of the future. o

A
In thinking about’change, it is important to understand this complex

-

. ° inreraction. The problem and change goal, the target component,'énd,the
%o&e of intervention need to be care%ully planned W%thig £he context of the
‘ system. Erequentiy, multiple: problems anq goals, multiple target components
. and .multiple intervention modes need to bé?co;si;eéed. .-

~

Change at one level of a system may affect and be affected by other
-~ £~ .
levels within the system. When change occurs in any part of a system, other
: . oy

parts are usually affected, demonstrating positive or negative reactions

- Y
~

to the change. For example, change in an individual may have impact on a )

group and chHange in a subsystem may have impact on individdais within that -
. . subsystem, on other.subsystems or on the larger system.

¥ ~ ’
In essence, a change plan should consider possible consequences as

well as power and influence patterns. Within the context of the system,

support and commitment to a plan can be developed. From the beginning,

-

\‘1, . 1 .
B . L4 Y.

.




an adequate change plan should include ways to support, maintain and . ~

stapilize the change, ways to spread, diffuse or disseminate the change

3
-
LN

and ways to modify and continue to change. |
Early change efforts showed that individual change has limited

transfer to real settings and is minimally effective in bringing about

larger, long lasting changes (Havelock, 1973a; Nord, 1972; Schmuck & Mgles,

o

. . s .
1971). One must consider the social setting, norms, role expectations and

~ . \

support from administration, peers, an& other significant groups.. For
. " Y f‘; N
learning to transfer, individuals need the opportunity to apply their
A\

. B . - . :
learning "back-home" and to receive support and feedback. Along with this,
S Ve
experience has taught us that the most sigpificant change often results
1

-

»

. Lo . .
from working with many levels or components within an organization. Support
A s . . s
from top level. administration is often crlt;pal. Usually, the- change goal—
4 ~ \ N :\1
requires alteration along several dimensions--e.g., normative, interpersonal,

skill, knowledge, process or structural.. ’ y

. Y - .
A single innpvation is more readily adopted when a systemsrgpproach,

is employed. More importantly, though, a system can learn the processes

necessary for creating a climate in which innovation can continue to occur.
Al o

.

Miles (Schmuck & Miles, 1971) says:

It is time for us to recognize that successful efforts at
__planned change must ‘take as a primary target the improvement
of organizational health--the school system's ability not
only to function effectively, but to develop and grow into
a more fully functlonlng system...Attention to organlzatlonal
health ought to be a priority one for any administrator
seriously concerned with innovativeness in today's ’
educational env1ronment.

< i - (}’3- 1)

Empirical evidence repérted by the Cooperative Project for Educational

™

pevelopment (CUPED) (Schmuck & Miles, 1971) supports that claim. The

-~ I
o ¥’
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Project found that school district and building innovativeness was a

function or organizational variables such as the degree of leadership sharing

|
|
|
3 )
|

and personal support provided by principals, the adequacy of problem-solving
procedures, perception of the reward system favoring creativity, the degree

of trust among colleagues and. the amount of teacher initiation of

innovative proposals. No relationship, however, was found between - .

innovativeness and per pupil expenditure (p. 21).
" It is believed that change and innovation can occur i effective,

healthy organizations. Those organizations are considered to have a

-

conducive climate in that they are dynamic, organic and open systems rather
than static, mechanistic and closed. A number of dimensions upon which _to

judge organizational effectiveness have been suggested by-Schmuck & Miles
. (1971), Likert (1961), Churchman (1964), Watson (1967), and Zaltman, et. al.

(1973). The recommended characteristics arc; of course, ideal. We are

suggesting, however, that administrators can have a critical role in

N a—
e

. ~
establishing the norms, ‘processes and structural mean$ to !ghable their

-

ofganizationS'to approach the ideal. Each of these dimensions can be

considered in terms of "the way things are," "the wéy things should be"

¥

and "how to éet there. "

Dimensions of ‘Organizational Effectiveness

.~

1. Goal focus: In a healthy;otqanization, the goals are clear to

members and are accepted by them. Organizational and peréonal goals of

’staffﬁmesh reasonably well. Those goals are congruent with the demands of

the environment, implying, as well, a congruence of goals between related
-~ [ IR N

t
-

organizations. __. (
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2. ommunication adequacy: In a healthy organization, there is

relatively distortion-free, open and direct communication vertically and

w

horizontallytwithin, between related organizations and with the larger
environment.] There is seeking. and sharing of information. and feedback

mechanisms aie established.

3. Climate: In the healthy organiz;tion, members are attracted to:
membership and have a sense of well-ﬁéing and satisfaction. The cli&ate
exists wherein peers support each other's growth. There is openness, trust
and risk-taking. In conflict or negotiation situations, there is trust that
"the rules of the game" will be fgilowed. The affecéiVe state of the

organization is a legitimate focus.

4, Resource utilization: In the healthy organization, resource

allocation is planned and coordinated based on needéwgstablished by admin-
‘x v ~

istrators, implementors and consumers. Roles are established according to
£ 4 . -

needed function and skill available; role boundar%es r%main flexible. The

- affords "self-actualization."
1

fit between peof L12's disposition and role demands

*

- ‘ . A >
Attention 1s paid to resource renewal through training, linking, peer sharing

and acquisition ¢f new resources.

5. Optimal power egualization: 1In a healthy.organizationsy. the

x

distribution of influence is relatively equitable. Collaboration and

L 4

negotiation rather than coercion exist and influence is based on competence,

information and the involved individuals' or group's stake in the outégme.

Leadership style is flexible, &dapted to the need of the group agd admin-

istrators are committed to using, when possible, a participatory/shared

’

influence style. : .

s




6. Conflict: A healthy system .recognizes conflict as a healthy,

N

natural part of the change process and deals with it openly and con-

.

structively. Attempts dare made to equalizé‘or, at least, balance the

power distribution so that negotiation can occur. -

7. Innovativeness: A healthy organization is self-renewing and 1is

invélvgd in a problem-solving process related to itself, other organizations
and the envigonment. It is a "future-sensor" and is prepared to move
proactively in positive.directions rather than reactively responding to

crises or overwhelming forces for change. It develops and utilizes skill

and knowledge diffusion and dissemination technologies. It seeks to influence

»
as well as utilize innovations in related fields. Risk-taking, creativity,

support and sharing are rewarded and legitimized. Resources are allocated

~

for the purpose of inngvating. The change function is legitimized and

»n

supported by providing the internal change specialist. .
. ' '

o 8. Future orientation: A healthy organization is able to tolerate

aTbiquity and uncertainty.- The organization scans the~envinonment to

anticipate needs and trends and continually makes adjustments over time.

Both short and long range planning gccur and evaluation and a feedback ,
procéss exist. In essence, there is a "plan to change."
Planning Change

- . .
Within the generic framework of planning for change, Organization

Development (G.D.) and Planned Change are the basiChqpproaches employed s

for effecting reformist change in systems and organizgtions. Both
- a5

approaches are relatively new and are still being developed. The distinction

~

between them is unclear and, for our purposes, is unimportant.
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Organization Deveiopment was tirst introduced in the induastrial and

business sotiing. More recently, its applicability to the cducational oetting

las been demonstrated.  The COPED findings (Schmuck & Miles, 1971) suggest

-

that crucial dependent variables such as innovativeness are correlated with

organizational variables (e.g., trust) which have been shown to respond to

0.D. efforts (p. 22).

The Organization Development approach aims to help administrators
improve the effectiveness of orgénization. It is a planned and sustained
effort to supply behavioral science for organization improvement. O0.D. is

employed to maintain as well as to modify an organization.. Emphasis is on

the system rather than the individual. "System" can mean the entirc

organization or a subsystem such as a department. . Emphasis, however, is on

improving the ability of a total system to cope with relationships within

the system and with the environment. .
. )

Organization Development is toncerned with four basic interfaces?

(lawrence & Lorsch, 1969): ‘

1. Organization-environment: key problem--assessing and adapting

to changes in the environment. .

2. sroup—group (within. the organization) : key problem-~integrating
\ -~

o
and coordinating. \ .
’ ’ 1.

3. 1Individual-organization: many problems--motivation, role

expectations, commitment to goals, self-actualization, etc.

4. Person-person (interpersonal relations with the organization):

key problom--people working together in groups or superordinate-subordinate

«

interactions. - R




Organization Development may be understood in terms of three

dimensions:

1., Problems diagnosed by the inside-outside team (shown on

vertical edge on mgdel below).

A 3
2. Focus of attention or target of change effort (shown on diagonal ’
edge). ) - .
3. Modes, of intervention which may be employed (shown on horizontal
_edge). )
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2’ Thé modesgqfiintervehtion which may be employed are as follows:
1. Training or education: procedures involving direct teaching
or experience-based learning. Such technologies as lectures,
exercises, simulations., and 'P-groups are examples.

2. Process consultation: watching and aiding on-going processes

and coaching to improve them. - e
)

3. Confrontation: bringing together units of the organization
(persons, roles, or groups) which have previously been in poor
communication; usually accompanied by supporting data. _

4. Data feedback: systematic collection of information, which is

then reported back to appropriate organizational units as a base

. for diadgnosis, problem-solving, and planning.

5. Problem-solving: meetings essentially focusing on problem
identification, diagnosis, and solution invention and
implementation.

6. Plan-making: activity focused primarily on planning and goal
setting to replot the organization's future.

7. 0O.D. task force establishment: setting‘“up ad hoc problem-
solving groups or internal teams of specialists to ensure that
the organization solves problems and carries out plans continuously.

8. Techno-structural activity: action which has as its prime focus
‘the alteratioh of the orqanization'é structure, work-flow, and
means of accomplishing tasks. .

»

(schmuck & Miles, 1971, p. 9)

These interventions are not mutually exclusive. 'They may be used

simﬁltaneously, and can flow into each other. Strong 0.D. programs typically

involve many or all types of interventions at one time or another.

Any O.D. intervention may be analyzed according to problem, focus and
mode of intervention. For example, there may be lack of elarity about roles
of special services personnel (problem-role definition); general education

adninistrators are concerned that xole'definition occur and that information
1 -

be shared with teachers (focus-intergroup). This may involve process




N

consultation, perhaps some confrontation rega;ding need; data feedback
regarding perceptions of existiqg services, needs, problems, etc.;
problem solving meetings involvi;q special and general education subgroups;
and techno-structural activity, establishing of some form of team, perhaps
building teams or a joint special ed/general ed advisory -task force (mode
of intervention-multiple).

0.D. involves members of the system in diagnosis and planning change
in their own organiéation. Rather than accepting diagnosis and solutions
from an outsige "expert,” organization members work with the aid of an outside

consultant. Because change is ongoing rather than limited to a specific

-

period of time, a subsystem within the organization is often created to rlan,

&

manage and evaluétgithe contipuous process or organizational self-renéwal. .
Members of such—a subsystem operagz as inside change agents and frequently
link with cutside consultants. xSuch sunsystems may be cglled "task forces"
or "inside change teams” and may expand, contract, disband or reform based
: . X .

on need. Change does not come easily or quickly and two or three years is
f a typical time period for completion of significant and self-sustaining
chante. An orqqnization is not.changed permanently, but is involveq in
continuous self-renewal.

Planned Change is a process which is intepded to make more likely .
the acceptaﬁce by and benefit to the people who(;re changed (raveiock, 1973).
This approécﬁ is more concerned with bringing about change or innova£ion
and Im=s with system maiﬂtenance than is 0.D. The emphasis is on usina

resources to assis: a client system in problem solving. The training mode

of intervention is deemphasized and process consultation emphasized by many

practitioners of Planned Change.

AN
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There are several roles a change agent can employ. These roles

are‘not matually exelusive although a change agent should, with the client

-

-~

system, mutually determine which role is to be utilized at a particular

time. Change agents can be either inside or outs}de the system and hold
j any title or position. Four roles according to Havelock (1973a)‘are:

; 1. Catalyst: upsetting the "status quo," energizing the ;rbblem-
ﬁj solving process, "getting things started.™

2. Silution giver: giving solutions while éware of appropriate
/)/ . timing, audiénces and strategies facilitating aaaptat;on.
-
, 3. Process helper: collaborating with the client in the process
of change by employing problehlsolvinq skills to:
help the client reboqnize and define needs; ‘
help diagnose problems and define goals and objectives;
help the client acquire relevant resources;
help the client generate, evaluate and choose .solutions;
help the client adapt and implement solutions; .
hglp evaluate progress. v
4. Resource linker: helpiﬁh cligpts’find and use resources ingide,,
and outside the system. ‘
A fi%th is added by other practitioners of Planned Change:
5. Trainer: learning at awareness, attifudinal, knowledge and/or
zk1ll level. "Expgrt" resource, in coqtent or procéss_are;. Pufposefully
teaches or designs opportunities for learning to occur. - ,
Many of the change specialists stress the problem-solving focus ;nd
‘ each hés an individual variation of the stages in the process (Havelock,
19734; Lippitt, et. al., 1958; Zaltman, 253;315,§1973; Churchman, 1968).
) For our purposes, those numbrous proplem-solvinq models can be synthesized
into a basic model:
~15-
Q
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1. Entry: building relationship, learning about the system

(1r-ople, resources, etel), defining roles.
2. Fact-finding: dJdiagnosis, data collection, needs assessment,

force-fielding, defining the problem.
3. Establishing change goals
4. Generating solutions: evaluating and choosing '

5. Action plan: articulating explicitly a step-gy-step plan

including plans for a "trial.period" and an evaluation plan; resembles the

writing of objectives.

6. Implementation: carrying out plan, collecting evaluation data

7. FEvaluation and modification

These stages are not necessarily sequential. Typically, building

and maintaining relationships occurs throughout a project as does fact-

b 5
finding and acquiring resources from inside or outside the svstem. Evaluation
. L4 .

LY

ﬁg? lead back to other stages. Efforts in the various stages may occur

out of order or even simultaneously. . ’,

All along the way, actions are taken to gain acceptance, increase
- N

the possibility of adaptation, stabilize the innovation and enable the

system to b§came sélf-rengwing. Involving members of the system facilitates
acceptance and stabilization of change. Key people to invo.ve at
appropriate points ﬁigh; be: decision makers, influential people, innoVators
and resisters, people who are sources of informatién, people who are '
affected by changes and those who will implement changes. Frequently,

forces for and against change are analyzed and strategies are developed for
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either incrqufnq or decreasing those forces. By discussing and
demonstratin; the inpovation, awareness, -interest and commitment can be
developed. Involving mehbgrs of the system in plannin? change increases
the possibility that change agent skills will be‘éiffused, furthex
gnabliné the system to become self-fénewing. °

Working much the same way as fhe 0.D. process consultant, a
process helper change'agent develops a collaborative relationship with

the client. Usually, an inside change team is established. The team

changes and makes contact with key people as the need arises.

[
[
(e

o

+

%
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A Case Stﬁdy : -

The previous example of ;\ghange effort involving the initiation

-~
of a4 sex education curriculum gan be uggd to illustrate critical points

that should be considered when planning for c%ange. As an inside change

x \

agent, the teacher would probably have'a diﬁ%ﬁ%g;; time implementing
such a charge single handedly, even if she had been to a workshop on sex

. o . - -
cducation. Therefore, the teacher, aware of a need, might enlist the
*

. -

support of several teachers, parents, and, pérhaps, students td gain
: . - “

< , = M

+* legqitimization from.administration. That group picht bacome am ad hoc

inside change team. They might enlist the help of outside consultants who
- - ) i , . ) ‘ /:'( .
., are experts in ‘the change process and in -the content area.

The team might do some fact “finding related to perceived neecd,

norms, support and resistance, interest, gx}stinq skill knowledge,
< 1 , - ot
l expertisé, etc. pata pigbt be collectéd ffém other‘jﬁgchérs, parents,
) students and commu;ity!ageéc}es. Reviewinqhthé;fﬁrrent*legislation,
' litcrgiure and resea;ch in the field might add’vqlugblé.data. Having

kg

: diaqnose& the situation, they would probably define the problem and devéelop

a rationale. They might.learn that venereal disease has increased; ghat

P .
B * F =

le with the trend toward deinstitutionalization, sex education for the

handicapped has become a recognized need; that students indicate little .

rnowledge and high interest; that the community mental health center’has
. .‘“‘

L _
been - interested i1n starting a program; -that no program ex1§t37_that parents {

-

and teachers are ambivalent; that teachers do not have, the déquate relatiod-
. ~

vy .,
L]

. -
-¢1t with students or knowledge to teach sex education'; tha I time or
/ © ’ o [
means oxists for training the teachers or teaching the studentsf tu.. a

. -

.

? 3 . s

R
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good program with developed materials has been tried in a nearby reqioen,
ete. |, The next step would be to define change qgoals based on information
M - » >

gained through fact-finding. " Broad parameters and outcomes of the program

would be defined. N

> . g . < -~
Alternative strategies for accomplishing those goals would be

brainstormed and evaluated regarding fedsibility, consequences and impact.

Appropriate solutions would be chosen and an action plan (objectivés) would

. -

be written. For example, the team, comprised cf particular teachers,

.
-

parerts, students, administrators, counselors, mental health staff members

.
.

and outside consultants would investigate resouxces. Release time would

be established for visitation, planning, inservice and support group

‘ meetings. By a certain date, a curriculup.uni; would be<developed to be
priloted in one school and then disseminated. A certain number of inservice
days 1nvolving parents and teachers would be planned to bring about
attitudinal, knowledge and skill changes. A counselor would supervise a
group of student "peer counselors." Mental health staff members'and teachers

would team-teach courses, providing each other support and feedback. During

-,

the lissemination period, those. teachers and mental health workers would

.
-

team with teachers at other school. Information ‘sharing and demonstration

N
would occur 1nvolving other schools. Formative and summative evaluation

.

wonld occur dealing with perceptions, knowledge and skill gain, results

such as changes in V.D. statistics, recommendations for change, ectc.

while this example is simplistic and brief, it demonstrates a

number of 1mportant points related to planning change.” Change was planned

within the context of a system. Various components were ‘involved in data

.

-19-
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collection, planning, implementation and evaluation. The attempt was

x

made to understand the system, assessing its norms, resources, ctc.
The school did not operate in a.vacuum, -but involved parents and
community agencies. It involved those people to be affected by the change--

students as well as teachers. 1Inside and outside resources were

t

»
I

identified and linkages established for effective utilizat@on to occur. . .

Support was built in.for attitudinal, knowledge, behavioral and role change

via legitimization,team practice and feedback. Diffusion and evaluation
. s ,‘/‘
were planned from the beginning. A problem-solving process was followed

- and an appropriate trial period planned. Consequences were considered.

Power and influence’ was diagnosed and the plan included key Beople:
Administrative support was sought. Changés were planned along different

3

dimensions--normative, interpexsonal, skill and knowledge. Process and .

’ -

mechanisms were planned to facilitate the change.  Role function and policy

-

changes were included. The system has adopted an innovation and has

developed new ways of operating which will encourage self-renewal.

v

av

-20-
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v " Summary

.
The purpose of this section was to provide a conceptual framewerk

.

- . for planning, change 1n a system or organization. Badic concerts were

1 R
discussed involving:

1. cn%.qe - - -

-

2. Systefts theory and organizations .

3. 'Two approaches employed in planning change in organizations--

- Organization Development and Planned Change

4. Critical points to consider when planning change = )

~
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GLOSSARY

Change - alteration of the status quo

Change agent - one who tries to facilitate change

client system - person, group, organization, system with which the-change
’ » ’

agent works .

component - clement; any unit within a system, from.a single individual,to
a subsystem

Environment - circumstances beyond the control of the system. Tncludes
"givens", constraints, future, time community, society

Group - an informal collective with which the individual identifies. An
individual may be a member of any number of groups. Any_number of
groups may exist within a system 7

-

Innovation - implementation of an idea conceived of as '"new"

Organization ~ a more specific case of a "system"; a recognized aggregate
of individuals who perform distinct but felated tasks in order to
accomplish a goal. Created for attaining specific goals through
prescribed activities determined by a particular structure.
Emphasis on goal attainment and formal structure distinguish the

organization from other systems ’ s .

Orqanization Development {(0.D.) -btho planned and sustained effort to
apply behavioral science for organizational improvement. Concerned
with organizational health and maintenance as well as change.

. . 1

Planned Change_— purposeful designing of change to improve the functioning -
of & system. Is intended to, cnhance the possibility of acceptance
and benefit regarding an innovation. Stresses a "problem solving”
approach to innovation.

Resources - humam monétéry, physical things put into the system in order
for it to éq$omplish i'ts mission

Self-renewal -~ a system's ability to continuously sense and adapt to
changing external and -internal circumstances in such a way as to
strengthen itself and to optimize interactions that occur within
the system, between the system and other systems and between the
system and the environment “ :

Subsystem - subpart of a system; has the cﬁ%racteriétics of a system;
has mission of the system, may also have own related mission.
Subsystems are interdependént upon cach other in terms of their -
relationship to the encompassing system

Suprasystem - larger system encompassing any number of systems

*

system ~ a delimited aggregate of dynamic elements that are interdependent
and interconnected. Has a mission, members, member functions, J
resources and an environment. All but the simplest have subsystems.
May be a subsystem of a larger system or suprasystem

~22-
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Chapter 1¥ .

&

APPLICATION OF CHANGE PRINCIPLES IN SPECTIAL FDUCATION

-

Leonard C. Burrello ‘ , .

4

. In this chapter, a description of the Special Education Simulation

and Consultation Project (SESAC) is developed to demonstrate the application”

- - -

of organizational development and planned change principles to the special

~

education social system in the public sciools. While special education may

. ’

be viewed independently as a social system itself, it largely parallels the
hierarchical structure of the larger social system of the schools. Functionally,

the interdependent relationship between general and special education is

apparent in allocating and integrating roles and resources to achieve the

«

.

goals of thevschool system. Operationally, the interdependent relationship .

takes efftct in the day to day personal interactions between staff,‘children '

and parents. A more complete delineation of the relatlonshlp between qeneral

and special education placed within a social systems framework can be found o

in Burrelilo (1973) and Burrella and Sage (1976} . ‘ ’
- For three years this project was supported almost exclusively by the

Bureey fgr the Education of the Handicapped through the Mipbiggh‘State

N Department of Special Education. At the termination of the prejeet in 1975, ,

federal, state, intermediate and locdal school district, and university funds-

sustain its focus and activities. The goals and objectives .of thelproject

are designed to create a climate for organizational and interpersonal change

in school districts. The major vechicle to accomplish this task is the

{
continuous development of outside-inside task force teams to assist in the

<y
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re—dc finition of special education as a quasi-independent instructional

- .
sub-system of qeneral education to a process helper-trainer role within

the schools. -

-

- Burrello,,Tracy, and Schultz (1973) have provided a set of assumptions

» W

¥ ~

to outline a conceptualization of special education labelled experimental

education: )
. ) This conceptualization has two méjor thrusts. The first'&s
. the determination of services on the basis of experimentation
and evaluation as opposed to an unplanned response to.a large -
number of children with special neéds. The other centers on
the delivery of services or alternative educational options
within the general administrative and management structure of
schools as opposed to the continued development of the delivery
system within a separate administrative organization or sub-
structure. " - '

. - )
13

SESAC project staff attempt to model a change agent role for . p

*

r TN .
consultees-~local special education directors and' consultants. They, in

’

turn, hopefully model behaviors consistent with a process helper and resource
linker to their client systems, administration, teachers, parents, and

children. These outside relationships have been déscribéd dynamically by

-

Havelock (1973) in Figure 1.

~ R

’

The current issues facing special educators include mandatory

legislation, new administrative rules and requlations, mainstreaming, severely
handicapped children, continued litigation, and fina&;y, limited resources

to implement the mandates and changes in reaching the goal of quality

services to exceptional childfén:‘ TheseAissups require carefgl study

before initiatinq changes in the structure: functions, and relationships

between personnel in schools and communities they serve. The transition

trom current practice to new responsibilities of special education first

A s
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Fiqure 1
Four Ways to Be a Change Agent
) - ‘
. Change Agent
as
HELPER
Change Agent PROCESS.HEL
. . o« as
B ' CATALYST >
i o Disturbance “ . y) / ,
/’ , \\\X / /
/ 7/ /7
/ : / /
’ /7 - Decision ,’ ’
. Sat-Dissat, toact / i
CLIENT . - VY
4 SYSTEM ,’
' " . @ S .
i e CENY Application Diagnosis 3,4
e’
’ 2 g
".ﬂ"' - . Search | Change Agent

Change Agent
as

RESOURCE LINKER

s
SOLUTION GIVLR

By 4

- . =
1o

_ Solutions

pust 1nclnde a deseription of clients.” Fidure 2 illustrates popularly .

x

concetved not 1ons of who spocial education's clients are and what personnel

soncrally serve those groups by écreeninq, certifying, and placing them

N -

. within a special oducation subsystem which has had and continues to hav

J1tkle relationship to the mainstream of education in spite of some new

A
[

labels for alternative service arrangements to regular classes. The
) £

deneription mught hest be identified as the process of attaining membgrshiﬁ

ES
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in the class of deviants, Mercer (1972), for the purpose of instruction of
basic skillg, socializatien, and intcrnalization of differences which
b

require the development of compensatory mechanisms to reduce the person's

visibflity as deviant.

Y

N . Figure 2 . N
.Clint Groups - Inside School Personnel
* Educational i
"Suspected" ; Diagnostic/Learning Specialist
~hildren & Families Psychologist

i Social Worker

=

"identified" and Certified Special Education Administra-

. g Plannin
Children & Families g tors - Consultants
" iaced" Special Education Teachers and
. and : n .
Children Aides, Theranists )
Pew General Education .- All of above
: . . Placement
‘Tr-achers, Administrators, n
. ¢r <onsultants. ) .
. Progess_-

Identification and Educational Programming
within Identified Special Education Programs

Figure ,3 illustrates how the SESAC Prbject attempts to model a series

: ’
of bohavior for internal initiators of change in a planned, deliberate

fashion. Here the client groups include those persons who serve children
o . )

and youth directly or indirectly by their role and function in the hierarchical

’ ) structure of the schools.
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-
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Through direct training, co—ttaininq; and joint collective problem-
solving strateqy sessions, inside change agents learn to fix on new rbles
with a variety of client qrouﬁs within their school district or building.
other activities are designed to ass}ét insiders with‘new skills through

practice outside of training sessions, including their participation with

»

project staff in other school districts who indicate a need for peer resources
that have experienced all phases of initiating changes in special education
in other seltings. For another discussion of this transitional process see

Burrello, Guarino, and Poinsett (1974).

.

Throughout the organizational development and change literature,
consultants have debated the pros and cons of being an insider or an outsider
t& the system. After tallying the advantages and disadvantages of each
ros1tion, it seems apparent that neither state alone is optimai. Armed with
thie information, the SHSAC‘staff capitalized on the positive aspects of
~ach approach and developed inside-outside change teams to maximizg the
«ffectiveness of their eéforts. An outsider can bring expertise to the
ﬂgsider, who in turn legitimizes this presence. The insider understands the
~lient system and its reactlonlko the change process. Figure 4 provides a
listing of the relative advantages of the inside and Jutside change agent.

Developing and lmplementlng an education innovation can be.facilitated
within a planned change mode]. Havelock (1973) has developed a step 1adder
approach which not anly describes stages in planned change but strategies to

assist 1n obtainina a system acceptance and, eventually, building its own
rechanism for self-renewal. . )

Pofore any innovation can be introduc~d in a school setting, usually

there is an expressed "felt need for a change." Once this need is recognized

-3
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Inside-Outside Relationships

POWER DIMENSIONS PERSPECTIVE
PRESSURE POINTS :

INSIDE CHANGE AGENT : OUTSIDE CHANGE AGENT |
. - ’ |
ADVANTAGES ’ DISADVANTAGES ° ADVANTAGES DISADVANTAGES |
- \
1. KNOWS SYSTEM 1. MAY LACK 1. STARTS FRESH 1. STRANGER
|
g
2. SPEAKS LANGUAGE 2. MAY LACK SPECIAL 2.. HAS PERSPECTIVE 2. LACK KNOWLEDGE
SKILL OBJECTIVITY OF #1, 2,
AND 3 OF
- ! INSIDER
3. UNDERSTANDS NORMS, 3. MAY LACK ADEQUATE 3. . INDEPENDENT OF
ATTITUDES, ; POWER BASIS POWER STRUCTURE
BELIEFS
R
4. IDENTIFIES WITH 4. MAY HAVE PAST FATL~ 4. INNOVATION 4. "DOESN'T CARE
SYSTEM NEEDS AND URES AND SUCCESSES STEMMING FROM ENOUGH"
ASPTIRATIONS ~ ‘ EXPERTISE
5. FAMTLIAR FIGURE " 5. MAY BE IDENTIFIED
WITH SPECIFIC
MEMBERSHIP .

6. MAY NEED TO REDEFINE
ONGOING RELATIONSHIPS
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.
K

by the consultant, his agent can begiﬁ to guide the process of?gnnovation .

’

through the six stages enumerated by Havelock. Although this change model

b 1
allows for six stages, it should be mentioned that thev are not mutually

‘ \ .

distinct or exclusive of one another. Many times the ordering of the stages \

A
does not follow a strict developmental sequence. - ’ \

v

A Modified Planned Change Model

: The Planned Change Model is a qenerhlized model which putiines a
aet of procedures by which.an innovation determined by a system is identified,
implemented, and sustained. The SESAC Project used this model is establishiﬁg
an instructional. program at the local district level which wqueq toward the
- goal of integrated service delivery to the mildly handicapped child. The

process illustrated in the model was-.used in each district to aid them }n

“ S

the planning and implementation of their program.

Figure 5 illustrates the model as developed by Havelock and as mo.d-
1fied by the Project. The model consists of six stages with overlapping
features. The first stage is building a felationship and refers to estab-

lishing and defining the consultant role. During this stage, decigion makers

PO

in the 1ncal school district are identified and, through their input, the

parameters of ‘the district's value system and goal priorities are defined.

This stage overlaps with the other stéges in that maintenance of client

satisfaction is a must.

*

During Stage II, diagnosing the problem, force field analysis is

used to further define the district's prioraties. Additional details are

- - -

added to district goals in terms of resources available in .the system, as

well as restraints whichicouldiblock the completion of the goal. Force field

-
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> . % !
analysis is the beginning point of a needs assessment. Needs assessment .
. . o

v

by
Adefines the scope of the problem by providing basgeline information. . Local .
. ’ |
Ve N \
d41strict personnel were trained in these technolqgies by the Project. ‘
- ]
> puring Stage-III, educational personnel were trained to identify
e ’ Q . - .
l resources within their district, allowing them to implement their , ¢
- ) . j > g

c. P !

objectives. Resources were provided linking one 'district to another where .

- . appropriate and subsequently, alternative solutions. to the préblem were

.
-

outlid€d. During Stages IV and V, educational personnel were trained to

5 H -

design interventions and aided in the implementation of their designs.

. - Through- the stages of plasned change, the§devélopment of the inter-
~ ‘ i ’

. t
face between general and special education was advanced. By using” this
. S

model to involve the system, the Projggt accomplished two things:

(1) the Ilkelfﬂood that the innovatieq continue énd (2) skills and-

procedures which enabled the district to replicate the prbcess on a new A

. problem which is the final stage of the model. . -

The rationale which prompted-the Project to employ this particular

model is the following. Once the districé pragr! has been‘designea, it is

desired that the treatment effect be continued a%ter SESAC'terminafes. Tﬁés

3
1 -

means that the team traine® 'n the pianned chén@é wcocess 1is able to continue

-

its work because the members have been trained i? thektechnologies by working

: . N . . !
through a particular problem with SESAC guidance;
1

‘

The team, by the experience with working- on the district program or

t

problem needs, learns how the change process relates to target 3udiences ‘

¥

and instruetional formats. Figure 6 illustrates this relationship. The team

¢

is trained in strategies for soliciting input and support from significant

>

decision-makers. ’
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. SESAC Procedures--Building Contracts with School Distriéts} ! v
Entry - - : )
Q

The problem of entry into school districts for the purpose of any

training, research, or:change project is met with increasing resistance on
i .
* . the part of insiders. The federal project syndrome carries’ its unique/ -

, batriers to participation, such as, short funding periods, differing .

- priorities, additional-temporary staffing and mandated evaluation components

as a contingency before district participation. Much like an insider; the

SESAC Project staff,had a series of good nelationships with the State

.

Department and local school dlstrlcE‘personnel. with their support, a

- ’ - . »" -

series of personal telephone and interviews were held with central building

/
and office administrators in both general and special education.

-

Administration

in school districts can be viewed in terms of top, niddle, and front-line

management 1gveis. As soon as possible, relationship building must occur

with those significant facilitators at each level in the®structure of the

They are represented here as three circles in Figure 7.

schools.

* Lt -
o B . .

Figure 7

Individual School )
Administration-Principals

Central Office
Administration

Special BEducation Y
Administration
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It is conceivable that anyone of the three levels may identify
problems which would prompt them to seeck consultant services. The - .

majority of school systems develop very-specific bureaucratic roles.

4

~

A problem identified at any one level may be as isolated as the role. A -

-

change agent trying to solve such a problem will possibly find his/her
solution consciously or unconsciously blocked by the other levels. Th}s

blocking can often be attributed to the simple fact that the three levels

4 .

do not agree that the problem existsf or, if they do agree in .its identification,

they do not agree to its severity or potential solutions. -
. In SESAC, simulation is employed as a means of breaking down this

bureaucratic isolation. The Special Education Administration Task

$ . ~

Simulator (S.E.A.T.S., Sage, 1973) teaches central office administrators and

- *

building principals the role of special education administrators. It

provides definition of certain aspects of the role which are frequently

- 1]

masked by the burgéucracy. It allows the special education administrator

% I

-

to demonstrate various administrative role styles. Most importantly, it

X ~

provides a setting in which the three levels éevelop skills in group problem

5

{ =

solving. . . .

- (S i3

Initlial System Needs Assessment
The process of break}ng down bureaucratic isolation is implemented

PR

.

- »

in two‘pbases. The prototype workshop is the simulation with the special

~

education administrators and two central office administrators from éach

.

district. bDuring the prototype, these sets of administrators solve and are

o

exposed to a large variety of simulated problems involving tbe integrative

placement of exceptional children. They identify a set of similar prob}ems

-
7

ERIC
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which occur-in their respective districts. This procedure is replicated

for the building principals in cach district‘With their own special education
administrator participating as a process observer. The problems identified
by each of these groups is then recycled to the central office administration
via the special education director. The net effect is illustrated in

Figures 8 and 9.

Figure 8 - " Figure 9

-~

shaded areas represent the hypothetical’ shaded areas represent mytually
jdentification of problems requiring identified problems requiring

. .consultation services prior to SEATS consultation services after SEATS
The simulation is important for two reasons. The shaded area in .

Figure 8 and 9 is a function of participation in the SEATS game. It
represents consensus among the administrators that a certain—éet'of behaviors

or visible manifestations exist and repre§enf a potential set of problems.

] . . . e
This intersect is also a collection of potential goals for specific consul-

1

tation activities based upon the district's priorities.




. o
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Prior to the actual contract, the inside-outside teams were formed. s
This group is a coalition of project staff and district staff which explore
variqus potential goa}s prompted by the simulation. In reality, it is a
series of needs assessmeﬁt efforts designed to represent an informal' system

analysis.

~ Change Contracts

The actual.contracts to pro&ide assistance to the 18 local school
districts and 6 interxmediate or regional schools eyolved out of the consensus
decision-making process.used with the chief administrators at the three
levels described earlie;_and subsééuent discussions with those identified

members of the inside teams or task forces designed by the chief administrators.

The contracts identified the nature and focus of the change projects

. within their system, identification of district staff to be involved, -

and the role they would play. It also involved the commitment of local funds

if the préject réquired resources above the level the proj;ct could support.
The project staff identified expected.outcomes of the district project in
behavioral terms, ;ommitment Af resources in time and days, print and
cemputer: etc.- The evaluation measures and agreed upon criteria were also

included where possible.

Conceptual Framework and Training Activities

Thus far we have been presenting the basic assumptions that have
guided our practice as outside change agents and trainers in school systems.
We have pointed out the importance of initial data gathering before moving

to training or further consultation within a system. In the remaining

chapters, we present example training activities that are representative

~38-
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of a variety of special education system or program needs from our work
with 18 school districts. The basit format for these chépters is as
Eollo@s: a short conceptual lecturette, introduction to the training .
context, a description of how the system presented or we perceived its
needs, a set of ob;eqtives éo guide the training, and a series of specific
activities used with the population; of administrators, teachers and a
variety of supportive personnel.

The reader should notedthat a great deal of literature exists in

the arca of i1nstructional desiqn that we have not reviewed ét this time,

but c¢ertainly has guided our practice. Such literature includoes
. " -

laboratory and other forms of gruup process training, research, assumptions,

1

design, and evaluation schemes. Some basic references for the reader can

be found in Jones and Pfeiffer (1972, 1973}/{;74.) -

“ 144




REFERENCES

Burrello, L. C. Research and theory in special education administration. In
L. Mann & D. Sabatino (Eds.), The first review of special education.
Philadelphia, Pa.: JSE Press, 1973, 2 vol. -

Burrello, L. C. & Guarino, R. & Poinsett, S. Résearch and practice: the
changing role of the special education administrator. In L. Mann & D. >
Sabatino (Eds.) The.second review of specias eduvation. Philadelphia: JSE
Press, 1974, 351-376. : ) i

F , . .

Burrello, L. C. & Tracy, M. C. & Schultz, E. Special education as experimental

education: a new conceptualization. In Exceptional children, 1973, 29-34.

o,

-

Burrello, L. C. & Sage, D.D. Leadership and change: the special education role in
schools. In press.

Havelock, R. G. The change agernt's guide to innovation in education. Englewood
Cliffs, N.J.: Educational Technology Publications, 1973. '

Mercer, J. R. Labelling the mentally retarded. Berkeley: University of Cali-
_ fornia Press, 1973.

-
e

sage, D. D. The special education administration task simulation game. Syracuse
University Press, 1973. ) '

-40~

EKTC : 145 ‘ ,

Aruitoxt provided by Eic:
- s




Aruitoxt provided by Eic:

.ERIC

Chapter IT1

Lecturette on Role Definition

anthony Cayallexo

Social positions are distinquishable from the individuals who

- -

occupy them. -For instance, Gerald Ford is President of the United

States, but in 1976 someone else may be., The occupant or role incum~
bent will have changed and the position remained the same, .In deneral,

a social position (or "status") 1is a location in a social structure.

A

Hushand, father, woman, teacher, ana president are examples.

Let us start by calling the active dimension of a social posi-

tion a "role." ‘"Role"thus draws our attention to any behavior regularly

~emitted by the occupaﬁt of a position, behavior that is therefore pre-

dictable to role partners and informed observers. "Role" also describes
ﬁj‘: L4

. .

the riqhts and responsibilities which are inherent in the occupancy of

a sociral position, the norms or moral rules which define the behavior

you are entitled to receive [rom your role partners and that you should
engage in with them (Jackson, 1372). This concept of social role,

nothing yet of how the individual is related to his role,

EX *

hnwever, says

i

of whether ox how he reflects it.

It 13 possible, of course, that there may not be complete agree-

ment, eltner amony tne incumbents of a position or among their role
partners, on taq/sontent_of the role norms, and it is equally possible
that, even with normative consensus, some people will fail to live up to

expectations. In addirion, sone role analvsts use the term “"role" to




refer to thé normative expectations governing the relationship betweénﬁ
a position-incumbent and role-partners occupying a “particular posi; i
tion," e.q. role of teéchér in relationship with students (Merton,
1957). Thus, each social position has an array of such roles asso- '
ciated with it--the "role set." Thus, the teacher has roles governing
his relationships with administrators, parents, fellow teachers, as well
as students. The usefulness of this peispective lies with its implied
suggestion that different role-partners may have different and conflict-
ing'expéctations of the position-fncdﬁbent.
wRole" is a core concept, to be useg explicitly or implicitly in
studying small groups or large organizations, and i? focusing on social
—_ conflict as well as stressing social consensus. it represents ; iink
betwgen individual personality and social structure, since the indivi~
- dual actor as role-player performs on the stage of the broader socicty.
Rolesgére an "emergent" propgrty, not un?erstandable in terms of the
qualities of individuals alone, but developing out of the interaqtion of
individuals 1in particular environmental settings (Bradbury, Heq&lng,
iollis, 1972). ) : ) 1
In attempting to analyze face-to-face interpersonal behavior of %
people in organizations, Goffman (1959) drew a useful analogy between M
3 1
"real life" situations and the unfolding of a play on the stage. people x
in organizations have definite roles to perform, and many interactive -
factoxs help to determine precisely what kind of "performance" each

$

role will receive. Each "actor" must interpret his role, and this inter-

pretation depends to some extent on the kind of person he is and what-he

x

= -42-
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brings to the role. But, behaviors in a role as part of an organiza-
tion--no less than for an actor on the stage--will be influenced to
some egtent by dynamic interplay with other beople, other actors, and
the audience. Role performances are also shaped by the expectations of
the director and others aﬁtempting to control a'situationf Presumably,

each actor attempts, to some degree, to behave in conformity with these

expectations and with the expectations of his colleagues and others in

‘his referent group as well.

o In any given social situation ox setting a person must decide
what behavior is appropriate on his part. In making this decision, he

defines his social role. This decision involves two dimensions:

Prescribed Role Nomothetic~=Those aspects of social
Expectations relations oriented to goal
attainment by the social
systen : -
personal Meed - Idiographic-~Those aspects of human
Hispositions interaction oriented toward

fulfillment of personal
_needs or expression of per-
sonal characteristics

"

The product of these two sets of demands «s the actual role
behavior.. It may vary from one situation to another, but th; process

- . S
of definition involves two dimensions: (1) what is expected of him in
the particular situationi (2) what specific behaviors are in keeéing
with these expectations (Getzels and Guba, 1957). .

As an example of the process we can look at role definition in

the classroom. The teacher and student come to the classroom with cer-

1
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7

tain lnstitugionalized'expectations for incumbents ﬁo each position;
students will learn—--teachers wiil teach. However,'in a qivgn class
both the teacher and the students play barts in defining the unique.
relationship they will have. The expectations for a teacher which
evolve from this definition center around what behavior is perceived to
be appropriate to the achievement of Ehe particular class goals. Cer-

-

tain of these goals are prescribed by the institutions (school), others

are determined by the teacher in relation to these institutionalized

goals, and others are determined by the class and teacher as a unit.
Regardless of how the goals are established, after this has been accom-

plished, behavioral expectations for the "teacher” evolve in the part of

»

the incumbent and his students. The influences which come to bear on |,

this definition are diagrammed below.

1

‘significant Others Teacher Signif, Others
Group uorms.:wa_::%>1ncumbent-—ﬂ Role¢ Studentg,  Group HNorms
Need Dimensioq;?’( \Q;QNeed Dimension
Personality-~~ J personality
Goals

i~

Role Conflict N

Fole conflicts are commonly thought to be a source of 1ess—than-'
satisfactory performance in interpersonal behavior in organizations.
There are SO many sources ;f role conflict,. all of which inhibit opti-
mum performance by the role incumbents. An obvious role conflict is a
zituation in which two persons are unable to establish a satisfactory

complementary, or reciprocal role relationship, which can result from




v

a wide variety of causes and--not frequently--may involve a complex set
13

Confusion over role expectation and role percep-
A

tion is commonly observed. Morecover, frequently role conflict exists

of conflict behavior.

'

within a single individual; the role expectation held by institutional .

~

_or organizational superiors may well clash with the individual person=-

ality needs of the role incumbent. . s

3
Different theorists state that if the occupant of a certain posi-

tion has expectations for his role wnich are incompatible with the

‘ekpectations of thé institution of which his position is a part, he has

|
|
i

three altermatives: .

Getzels Gross Lewin

Allow field of

N 1. Compliance--behave

in accordance with
the institutional
expectations

Risk Sanctions--
behave as he sees
appropriate regard-
less of institu- |

Confdrmitz--samg as

compliance -

Nonconformity--same
as risk sanctions

forces to direct
him toward the
given goal

Attempt to maneuver
around established
barriers

tionalized expecta-
tions >
Modification Analyze field of .
forces, find area

where propulsion in

3. Ppartial Compliance--
find behavior which
incorporates select-
ed demands of his two directions néu-
own and of the tralize one, another
instructor . .

™

-
’

- A case in point is that of a school principal who was employed by

»

a school district largely because of his innovative skill and strong"’

leadership qualities. When a taxpayer revolt in the school district
129

g -45-
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~,

" dent was dismissed and the school board.put strong emphasis on economy

of operation and conformity to mediocre educational standards. The
scnool principal was plunged into a role conflict situation in which he
could not perform to-his, or anyone else's satisfaction and ended up
seeking gnother job with a more manaééable amount: gf’conflict (Owens,
1970). ‘ -

A common source of tension from rsle conflict resGlts from the
expectation that the incumbent, perhaps Fn administrator, will be
empathetic and understanding in his dealing w%f&_b;s,subordinates and
will still be expected to enforce the rules’sé the organization, Many

administrators fee;,thi; sort of conflict’ when they zealously attempt to

build trust, confidence and high morale.in the teaching staff and_then

o

“are required to condhict a formal evaluation procedure that seems to be

\ F
in conflict with these same goals,

Role Ambiguity , >

s

Somewhat similar to role cénflict, but significantly different,

i : ‘
As a situation where the role normﬁrég expectations are contradictory

or vague; the situation is not so much one of conflict as it is of con=-

fusion. Role ambiguity is rather commonly observed in the attempt to

rreserve the distintion between administrgtion and supervision; ‘the
-

first is generally seen as "line" authority, where the other is thought

-

to be a "staff" responsibility (Owens, 1970). Yet supervisors are often

perceived as being in hierarchical authority over teachers; not infre-

suddenly caused a sharp reversal of school board pdlicy, the superinten- -




g .o

- L

quently supervisors feel they are being manecuvered, against the spirit s

* »

of their roles, into the exercise of auﬁhofity over teachers which
& .threatens thelr more approorlate colleglal relationship with ‘them.

Role conflicts--some of which have been descrlbed above -pro-

duce tension and uncertainties which,are commonly associated .with -incon- .

‘e 4 - -
sistent organizational behavior. In tg;n, this inconsistent behavior, k//
. - -1 . .

being unpredictable and unanticipated, often evokes further tension and

.

-

interpersonal conflict,between holders of complementary roles. Fre~
» - .
quently, those who must perform their rokes in the ambiguity and "tension ' T .

=

outlined here develop dysfunctional ways of coping with the situation. .

- [
¥

Thus, we find such socially acceptable av01dance behavxor as

- Mo

“ oY
joking about the conflict or ambiguity.. In organizations where this_* )

- - . -

. . . | . L
.kind of avoidance is not accentable, and schools are a case 1n point,,

- ~ -

rather elaborate and mutually understood avoidance patterns may exist.

-

P €

These can include a studigd-avoidance of any discussion of the problem

or substituting any kind of "small. talk" instead. A common avoidance
. R - . - § w

technique 1s found in ritualistic behavior which permits parties to get

through their rolé performances with a minimum of actual conflict. he

3 ' use of vagueness, pomposity, complex structure, cliches, and over-
¥ x

Pt I'

. . . ¥ - ¢ . 2 <. .
scure vocabulary in communication is’one popular avoidance techaique .
. AY -
- ‘M
(Boguslaw, 1965). : Lot :
o

- . -

There will undoubtedly be some role gonflict present in most .
z kS ~ &

situations, as well as some role ambigu%fy.“*Role set, ag/méﬁgkoned
earlier, is used by Robert Kahn and his colleagues to describe —and mea-

sure role conflict .and ambiguity and to correlate their presence with

£

_ -47- .
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attitudes that members of the set have toward tfleir work situation and

to the behavioral- functioning of these people in the work group (1964).

“Thus the role set is an important concept in-a consideration of the

ecology of the social setting in which the individual makes his contri-

-
'

bution to the organization. It is a useful way of .conceptualizing the

.

connection. between personality and the organization,

"Summarz’ . . . fé ) -

To posSeés knowledge of rgae theory and some of its concepts is,

~

in itself, of little use® However, the construct can be usefyl in

- R -
* L. - " .

. X
e \\\gnalyzing some of the interpersonal behavior that we encounter in work
: » R .
w Lo

groups of organizations. For ekample, leaders are concerned with, facil-

~

. e . . - . .
itating the acceptanceﬁ developm@bt, and allocation of roles that are

R te
N % .

L4

‘nece%spry for the group to function weil. In éducational settings an -

v

+

! ~ 5 et . . N ’
excellent example may be the interrelationship between regular and

~ ’ ; . . ‘\ e "
special educators in terms of planning and progrgmming for the needs of
special students.” Its interdjsc¢iplimary focus:demgnds complementary -

~ - 3 . * .
roke functioning and efficient interpersonal communication, both of
- J N . . " « . M

P

" which can be hampered sigpificantly by any of the role conflict and

L} » -

ambiguity constructs that have been discussed Where such a problem may

«
*

be “found to exidt in a particular organization or group, corrective mea-
Ly ~ . - ¥
.sures or intervention woudd be indicated to perhaps. surface and illum-

[}
o 3 P

- inate the conflict, provide a process for exdhihing the coq?ributing

#
- LY

factors to the conflict, and facilitate the necessary interactive and

feedback probesées to reach resolution. Methods and approaches may dif-

.
s

‘far according to paiticular situational demands, yet the intrinsic
€ . -

7
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<
rationale and conceptual framework for dealing with the problem may be
seen to rest wn role theory and its associated constructs. .
’
I -
> #
« - \'
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TRAINING ACTIVITIES ON INTRODUCINC NEW ROLES
RE-CLASSIFICATION OF ROLES, CONFLICT RESOLUTION:
ROLE CLARIFICATION AND ROLE INTERACTION

-

Interaction | . :
Dorothyann Feldis ) o

Introduction

~

The following éxamples of activities are designed for the purpose

’

\\ of developing and clarifying the expectations associated with d;fferenﬁ

\poles. They emerged from a variety of different situations where role

-~ -

cogfusion caused tHe cquilibrium of the system to be disrupted.” 1In order

to d%arify the activities and their purposes, they have been divided into

three\sategories: introduction of new roles, re-classification of roles,

\ . .
and role conflict.

.

Introduction of new roles refers to the creation and inclusion of

a role that previously has not existed within the system. Re-classification

. o

of roles refers to a situation where the structure of the system has been

14
‘

%

ré-organized in such a way that the established expectations of a’

-

particular role were changed and re-identification and re-training emerged
aslsystem needs. Role conflict is divided into two subiséctiéns: role
tlarification.and role interactioﬁ. This section is desidnéd to develop
skills that will enable individuals to clqrify their percebtions of their
role, to interact with other rcles, and to identify ;nd deal openly and

; . .
effectively with conflicﬁing situaiions.

4 4

In reviewing the following activities, the reader should observe

14
the sequence as well as the nature of the individual activities. Generally,

- . / .

L)

the initial activities of each section are desinged to establish an open,

"

trusting atmospliere and to surface the needs of the participants. The

—

remaining activities attempt to develop particular skills in a way that
enables participants to address the needs they have identified. For this

-~

reason, it is important to consider the activities in'modules.
. .

-51- , : - .
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The type and order of the activities changes according to each

situation; however, all groups need to be equipped with certain skills

before they can analyze, 2s a group, the nature of any problem. The
P

development of skills‘¥hat enaﬁie groups to identify and eventually -

solve role related problems is aniaspect of training that can never be
\.

overlooked. Solutions can never be achieved without the skills necessary

-

. to develop and implement them.




Introducing New Roles

X
System Need - .

In this particular example, the role that was introduced into the

system was that of an educational advocate. The development of the .

-

concept of educational advocacy and of the eventual formation of the

»

educational advoc%te role eme}ged grom concerns érticulated by the special
education supervisory staff. , They felt that no one represented the child's
interests afper he was referred or placed into a special education program.
The concept of advocacy was not new to this district. It was part of
standard procédures to assign a supervisog as an advocate to gach child in

special education. However, the supervisors were unable to fulfill ény

advocate responsibilities and holding the title of advocate had become

-

extremely frustrating to them.

The system response to the need for a more adequate advocacy proqfam

was the establishment of a task force composed of twelve members of the

special education supervisory staff. Their task was to develép the concept
of child advocacy as a functioning and integrated aspect of special

education procedures within tgg systemn.

An outside consultant was employed to help facilitate the process of
the group. The consultant did not serve as chairpérson of the group, but

functioned as a resource person who provided feedback regaEding thé,gpphp-s

~

&

progréss and facilitated the development of effective group process techniques.;';

e . .

Since the primary responsibility of the consultant .in this situation

was to facilitate the process of the task force, most of the activities

.

. ‘ -53-
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centered on developing procedures to help them work effectively as a group.

Communication skills, including listening and clarifying, were ‘stressed

along with techniques to monitor grou¢ climate. Group problem-solving

procedures were also introduced tq\gelp thé group surface and comsider all
possible functions of educational advocacy. The following sequence of

activities describes how problem~solving techniques were adopted to meet * Afgh%

the needs of the particular task force in developing both a conceptual frame-
work for educational‘advocacy and effective group process skills.

Setting

The following activities should be condu.ted in a moderately sized
room equipped with tables and chairs that can be arranged in seminar

fashion. Also, a chalk board and wall space is necessary. (Table space s

important so that participants can comfortably take notes and organize

their working materials. Wall space is important so that proceedings can

+

be recorded on newsprint and remain visible for reference by the participants.)

T

Materials

The basic materials needed are a plentiful supply of newsprint and 1

~

three or four different colored magic markers.

Coffee and tea_should be available at a separate table.” This provides

participants with the opportunity to move from their seats when they need

-

to stretch. .

Overview of activities .

All of the activities are basic methods instrumental’ in generating

%

numerous alternatives and considering t?e implications of those alternatives

X

for the existing equilibrium of the system. They tend to encourgge

-
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- 4
examination of the desired goals in terms of forces existing in the .

system that support progress towards the goal and forces existinq that

restrain progress towards the goal.

The estimated time necessary to implement each of the following

~

activities is approximately three hours. This particular task force met

-5 5

on a monthly basis. The time span between sessions should be kept in mind
while reading the activities because it allowed participants the opportunity

to contemplate the issues away from the group and its pressures.

Activity I

Objective:

1. To establish the goals and objectives of the educational

¥ -

advocacy program.

Method of Development:

The facilitator should begin this session by instructing the par-

ticipants on the rules,of brainstorming (refer to instructions f%igroup
members) . Time should be allowed for discussion of the procedure and the

rationale for using.it. Brainstorming is a basic technique that the group
. . 7
will have occasion to use in the, future; therefore, the participants should

understand its purpose. After the instructions for brainstorming have

been discussed, the facilitator should ask the group to begin to generate

1deas or outcomes.they -envision witfiifi the concept of an educational advocate

and record them on newsprint. If the ideas emerge very rapidly, the facilitator

s

can ask one’ or two group members to help him/her record the responses.

Following the brainstorm, the facilitator instructs the group to

-

review the list of sudgested ideas or outcomes and translate them into

objective statements making objectives and their implications. This
- -55- '
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discussion should clarify comments made during the brainstorm. A record
should be kept on newsprint of the clarified and restated objectives.

The facilitator should remember to place the newsprint in a place easily
<

visible to the group members so that they have a record of their suggestions

constantly available for their review. i

"

This part of the meeting is usually 1aﬁorious. sifting through

numerous ideas is frustrating and time consuming. However, the facilitator

should be aware of the difficulties that group members experience while

3 &
they are involved in this activity and should be ready to summarize the

« 3

accomplishments of the group throughout the session and encourage them to
continue the process. This process takes a long time and the facilitator
must be able to support the group and, at the same time, allow them to

struggle with the issues. Paraphrasing techniques are helpful when the

%
discussion seems to become entangled. The facilitator needs to be sensitive

to the frustration level of the group and the progress of .the group in order

'
¢
r

i

to'be able to suggest tabling certain issues to the next meetizg//endinq the .

discussion early, or suggesting that more information be obta; ed. Another

possible way of easing the frustration level is to divide Ehe participants !‘
into small discussion groups and have them concentrate on one issue that
/

they will present to the total group for review. A copbination of all of

/ ;
these suggestions may be necessary. 7 . N ‘

s

|
!

- a J
After the qroup members are satisfied with their list of objectives,

the facilitator instructs them to review the list and qroup;the objectives
into categories. An efficient way to record the suggestions is to mark ori
the newsprint with different ‘colored magic markers those items that the

qroms feols belong toaether. When the group is salisfied with the aroupings,

1

-56— "~
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they should be asked to label the categories.
The projected amount of time needed to implement the entire meeting is
about three hours. Again, the facilitator must be sensitive to the group

climate and be able to_adjust the time schedule accordingly. The brainstorm

2

~and discussion should probably take about two hours and the categorizing
about 45 minutes.
At the end of the meeting, the newsprint should be collected so that a
list of the categories and the items can be typed and distributed to each(
member of the task force for review at the next:session.

Instructions to the Group Members:

Brainstorming is a technique often used with groups to help them
. genergte all the ;deas that the memﬁers have on a particular topic. The
rules are simple. You call out your idea or brainstorm and a recordér writes
it on the newsprint posted on the wall. You may not question or discuss a

person's brainstorm. You may, however, ask for clarification. The purpose

is to stimulate the thinking process. One idea should trigger another and

36 on, !
f

3
At the end of the brainstorm, you will have an opportunity to discuss
each item in terms of its relevance to your task and in terms of its
implications. The final list of suggestions can then be grouped into

categories

Activity TT
Object ives: ‘ :
1. "~ discuss the implications of the objectives generated in Activity T
{5 . nileron, aent ., teachers and Lhe system.

2. To select, by droup consensus, a final set of obiectives for the
Avocacy progran, -57- -
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Method of development:

The purpose of this meeting is to review the objectives developeq
duriné the first meeting. During the interim, members should receive a
typed summary of the objectives developed and the defined categories.
This meeting should be conducted by the chairperson. A procedure he/she
cah follow is simply to review the objectives within each caéegory, one
at a time, asking the mémbers for any further revisions, deletions, etc.

a

The chairperson should keep a record of the proposed changes on a master

P .
copy that can be retyped and distributed to the members. Since members also
have personal copies, they are free to record changes and keep their own

personal notes. | -

«  The group facilitator's responsibilities during this meeting are to

_provide feedback regarding the process of the group. Group climate and

personal interaction between members are two aspects of group process that
the facilitator should be prepared to periodically feedback to the group.
Interventions by the facilitator should be rese- 7ed to situations where
members are entangled in a discussion that seems to stem from failure"to
listen, lack of clarity, or unwillingness to compromise, or where the group
climate has reached a high level of frustration, anger, antagonism, or
disappointment. :

Some intervehtian techniques the faéilitator can use when theée
situations arise are to ask members to»restate their point another way,
te :larify the points as they appear to them, or to ask the chairperson to
sgerarize the oriainal purpose of the discussion. These technique:. serve two

mringe~:  reclarification of members' rasponses and reclarification of the
p

[urgene of toe cJiseaesspon.,




in dealing wilh the general climate of the group, the facilitator may

ask the members to reflect on the tone of the group any time during the
session as well as at the end. This can be accomplishedrby sharing the
observations of the facilitator and/o} group members on the groug's process
and the group's productivity, either by group discussion o£ a written
evaluation. Figure 1 is an example of a writtene valuation that is’ .
effective with groups. Probably the most accurate dafa regarding group

climate 1s obtained by using a combination of both techniques. Group members

2 ~

shonld be made aware of the fact that they may provide feedback pertaiﬁing

to the process of the group or téquest a group discussion iegarding group
process at any time during the sessipﬁ. Freedom to reactJat a feeling level
within the framework of a tafk force, emerges as techniques are modeled by
the facilitacor and as members bedin to féel secure %y the group.

Tochnioues of clarifying and assessing qroup climate are stressed

Aurineg tids sensloh for two reasons: Lo familiarize the participants with

some qroup process technigues and to set a precedent for the use of facilitating

rrocedures in future pdanning sessions. o

The second activity, related to objective 2, is’the selection of a

* -

final set of objectives for an educational advocate. Tﬁis will involve a
aroup ratlng or rankigg process. This discussion should begin with a listing
of some criteria to be used in rating or ranking the objective statements.
Figure 2 provides five criteria-and a format to be used in a ranking

exercise. The directions to participants are contained in the format.

The estimated time for implementation Of this meeting is approximately

%

three hours.

5G9~
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Instructions to Group Members:

Techniques of paraphrasing

paraphrasing is a technique used to help individuals listen to each

¢

other more effectively and to hélp individuals clarify thoughts or issues
"presented before they respond to them. The rules of paraphrasing are
simple. You simp%y restate the speéker's though; as you understand it
before you respondbwith yodi thoﬁqh&. The speaker must have an opportunity

<

to clarify his point if he feels you have not understood it correctly.

¥
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: Figure.1l T - .
.~ GROUP RATING SHEET \
. R ; Lo
< \ T
- , & \g_ g
Name \ ‘eeting Place- . . P
T T i ’ & ) .
. Date . Local Task Force . ' .
. o . ; - —
. S.E.S%A.C. ) ‘ B s
- - & ,
\ 3
A .
. . . ‘ - * - P .
‘ 1. How good are you at being a‘team member? - : ’ '
. -~ - -
//// ' Amoﬁg the best - - Among the poorest - . ‘-
/ 1. 2. -3 4. - 5. ‘

-

2. How much of a leader are you amongithe other team members?

s

. : Among the best’ . Among the_poorest .
¢ %. 2. 3. . 4. 1 ~ 5,
‘ 3. How good are you at problem clarification?
Among\khe besi : L7 Amoqg the poorest
1. ' 2. - s - . ‘ 5. \
* 4., How éood are yau at agsisting in staying .on Eésk? A .’a )’

- . Among the best .i' // . ’Ambqg'the‘bo;rest‘ R ; ) "_ .

. 1. 2. . 3.0 L Al 5. T
. 5. How do you feel professionafiyﬁébout thé decisioq/pié&fess rngt,now? :,

AAmong the best o ) _Among ;he poorest: s . \¢).
1. 2. 3. 4. L 5. .~ .
P 3 —

) . -~ . .
6. What is your gut level feeling about decision/progress right now? '

nmong the best ) Among the poorest
1. 2. 3. . . 4. 5. , .
7. How much of an -"owning" feeling do you have about decision/progress .
. ( - - —— - -
right now? . . . '¥5f\g'
Among the best ' Among the' poorest ) '
1. 2, 3. . 4. . 5. s .

£y " .
8. Where are you on your readiness to actgpn task forece recommendations?

Among the best Among the poorest ¢

. 2. ] 3. 4. 5.
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Activity III LI

Objective:

- - . 2
*  To develop a list of agtlon-steps necegsary to accomplish each of +

» . - -
- .

the stated objectives;

« Method of developrment:

i

-
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e
Thé’fatllltator s task &ur:ngithls session is to help- the group K

.

»

- .

ot - ¥

d .
. - .~

fu

¥y

formulhte specific activities or actlon steps for each of the objectlves.,

[

The facilitator can begrn by expralnlng the term action step (refer to

Instructions for Work Groups) and then suégesting that the group.examine

each objébtive and generategajlist of action steps that co&ld-be used to

*

accomplish the objective.

all of the jideas have peen surfaced, the facilltétor should prompt the

* .

!
The list should be recorded on newsprlnt.- when .,

-
h}

group to discuss the suggestlons and clarify thelr meanings.’

- I3

L

»

“- FolloWLng this act1v1ty, group membérs should chooSe one objectivk for

-
t

which they would be willing to: prepare a spec1f1c method of implementation.

@ssentlally, thlshprpcedure is dividing the task force into work groups.

P

A —_—
- ..

I~

The next step is for the fac:.,l.ltator tcz expialn the task of the work

groups and present thenm with a pr;ocess for determining which &dlternatives

- the training prograﬁ should’Concentrate on if advocates are to have an impact

on the system. (For a de tailed description of these instructions, refer to

f

v

- ~
"Instructions for Work Groups.") A suggested model is tﬁe forced-Eield .

L'

-

A N -
. technjque of diagnosing a problem. .

. A




-~ - -
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¥ Y
-

The total estimated time for this session is approximately ﬁyo hours

and 30 minutes. Generating action alternatives, a clarifying discussion, \;§\\
and priortizing can take as long as two hours. The remaining 30 minutes

7 B

is for assigning individuals tS work groups and clarifying the task of
the work group. The facilitator should remember that the objective of this

type of session may be accomplished in a shorter time. This depends on

[ .

. * .
the s%ope of the objectives and the number of possible implications that .

N ~
K
~

* ]
A . .\\\ need to be discusggd avE\f?arified.* This particular subject area is -
‘extremely complex -and requires more time for discussion than some other

areas would. An approximation of the amount of time needed for this type of

- A

activity is a judgement that the facilitator has tc make for each situation

-

separately. *
Ead ’ .
‘\ Instructions to Work Groups: . : ’
,'( N * J
b4 - Action Steps ~.__/ '

{

. N / ‘
the direction of the statgd-objective ox pﬁfvide movement away from the stated

-

objective. In trying Xo accomplish specifég objectives, it is important to

/
/ ‘s : :
nalyze whether actfon steps are positive forces or negative forces 1in a

pgrgicular situation. 1If a force is positive, you may wish to strengthen

its influence and if it is negative, you may wish to weaken or destroy its

influence.

Forced-Field Technique .

The next step of this task force is to prepare a set of specific

. activities that meet the objectives of the advocacy program. The group has

- : <
already brainstormed,possible action alternatives. :
|

Your task is to analyzé each alternative in terms of the existing forces

. - -
- -
~

. -63- L
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de\
-

within the system and the community that support its development and the

; . forceg that oppose or restrain its development. Here is an example of a

1

process that may hflp you accomplish this task. .

bbjectivet an educational advocate provides a 1inkaéb between
home and school that will help parents develop a better under-

v standing for school procedures. v .
. . ' _
. SQ . forces for linkage > [t< forces against linkage
Opposite i . . €
of goal i : - A - Goal
. . ; > (‘ .
. . Y
*\“ Advocates can provide advocates may nhot understand
information in a non- the system and provide
tlireatening manner ' inaccurate information. ’
because they are not A ,
members of the systen. ’ _ - .
. .
- -0 . \
s (Diagram and Discussion of the‘ﬁorced—field technique of
‘ Aiagnosing a problem is adapted from Charles Jung, 1966)
- 5 N *

«

§§ rfl1z situation, the negative force needs to bhe weakened or eliminated

¢ ~ .
in order for the positive force to move .in the direction of the goal.

e
onzequently, the activities prepared sheuld concentrate on the removal of

the neqative force or on ensuring that advocates are -provided with accurate

- .

information themselves. Observation of a planning and placement meeting,

| participation in a planning and placement meeting, and attending a workshop

-

on the srate and local special education procedure are some specific

activities that might be included.

Team keports ’ . \
- . L]

s

puring each of the following sessions your team will be asked to give a
¥ - -

Uroqress regort stating what you have accomplished since the last meeting and
’ - e ? . B
i

f\ - _— ) . , ot

-

1, , : . . . . v
fharles oang, "toroed Ficld, Technique of Diagnosing A Problem," Center

. for Research on Utilization of Scientific Knowledge, Institute for Social
’ pasearch, University of Michigan, Sept., 1966.
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the problems you are having. It would be helpful for the group, in rcsponding
to.your report, if you could duplicate any materials or examples of activities

you haveé done. This would facilitate the group discussion and-provide you

-» - N -
with mofe accurate feedback. -

-

5 . - N -

Activity IV .

> N 5

7 - -
Objectives
R ’ -
1. To review the progress of each work team. .
2. To provide suggestions for further development to each work team.

.

- Methods of development: % < . )

The group facilitator's job during this session is to suggest a procedure

‘for the group to follow that will be helpful to them in accomplishing the

:
’,

stated objectives. )
The meeting should begin by reviewing the work teams énd~their

- . 7 .
assignments and deciding in what order the progress reports should be

presented.
%

This can be facilitated by writing the teams and their objective on newsprint

E

and then ordering the items.

At this point, the facilitator should encourage the participanté to

follow the format presented at the last session in reporting their progress to

the group. ‘The facilitator should help the teams present relevant informatign

> 5

by using the following trigger questions during the progress reports: d
I . ’

. What did your group accomplish?

What do you, feel you still have to accomplish?

What problems are you having obtaining the necessary resources?

Do you need any more help from anyone in the group.

Do you feel any aspect of the objective should be altered or changed?

Do you think any additional objectives are necessary?

What steps do you anticipate completing by the next meeting?

~

-

-

-

-

~NOY U S W N e
.

-
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Following the report out, the total group should discuss the information

presented, ask questions, offer suggestions, and, most of all, offer support.

Acknowledgement of the time, effort and commitment of the group members is ’ l
important ‘for the morale of the group. The facilitator can encourage Praise i

among members by being sensitive to group members and by calling attention

&
to the efforts made in overcominquifficulties, finding resources, and

>

struggling with issues. Also, the facilitator should constantly remind the

group of tbeir progress towards the goal.., This is particularly important

when movement seems to be slow and when efforts have not been met by a

completed project. -

*

This session is not meant to complete the educational advocacy program:.

Five or six of these méetings may be necessary before all the activities are

< +

completed and the task force is ready to implement a training program. The
estimated time for implementation of o;e of these sessions }s between two
and tnree hours, depending on the amount of informétion that needs to be
reported out and discussed. However, the estimated time for development of
e the role.of educational advocate is from six to nine months, depending upon

how often the task force can meet.

Instructions to Work Teams:

Hang in Lthere!l
«Qutcomes :

The final outcomes of this sequence of activities are a detailed descrip-
tion ~f a role that previously had not been a functioning part of a local |
echn@£ district antd a dotaiieé training package consisting of specific
activities. Tne proces. presented in this sequence of activities illustrateé
more than the simple development of a rele description. It illustrates the

-656—
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to die. y

=

development of a role description within the context pf a system considering,
the\éffscts that the role will have on the existing equilibrium of the
Orqaﬁizatlon. Action alternatives were chosen accoxding to the‘support or
?ésistance they would provide for the functioningaof the role with?n the
system. Careful consideration was given to action steps .that wguld be met
with negative forces and-activities were developed to weaken those. forces.

The success of this program can be attributed to two conditioﬁs} The
first is the commitment of the members of the task foxce. They initiated
the 1dea of advocacy and were determined to make it a part of special education
services, The second is the luxury of being able to project thei} own ' time
line. The absence of external time line pressures‘allowed the group ﬁo -
struggle with process issues and work until a satisfactory end producé was
completed.

The frustration level was high at some meetings, but the end product

is an innovative program that a group of special educatoqs will not allow

—(] -




Figure 2

PRIORITY PROCESS EXERCISE

From: Action Research Designs for Training and Development by M.E. McGill
and M.E. Horton Jr., 1974.

In the Priority Process Exercise, goal statements are numerically ranked on four
separate dimensions. )

: ’ POTENTIAL FOR B
SIGNIFICANCE TO .LIKELIHOOD'OF DIRECT INFLUENCE
PROGRAM SUCCESSFUL SOLUTION BY CHANGE TEAM TIME/COST
i. Most Siéniﬁicant i.g Most Likely- _,l.k Most Influence 1. Least Time/Cost
2. 2. ) 2,: ‘ ' 2. ’
3. - 3. ) 3. ) 3.
4 4. 4 4
5 5 5. 5
6 6 6. 6
7 7. -~ 7 7
8 3 8. 8
9 9 9. - 9
1] 10 10. 10

For each goal, the numerical rankings are totalled. Those problems with scores of
4-12 have great promise as the cornerstones of a general plan as they are important,
likely to be successfully solved, open to influence by the change team and not
unusually costlygin time or money. Accordingly, goals with higher scores will be
less gesirable as a starting point for planning.

\

/
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RE-CLASSIFICATION OF ROLES -

»e

éystem Need ,'J"

»

- This scction 1s based on a situation where the formal organization

of the system was changed in an offort to provide more effective and

- 3>

appropriate services to children. The change in¢luded elimination of

the séparate roles of social worker, guidance counselor, and special‘
education consultant for the emotionq}ly.disturbed and distribution of
this portion of the special education-staff in a non-categorical fashion
under the title ofaedueaﬁion consultant.

The new structurq"pgsqi?ed each elementary building with a full
. [ . - 1
time educational consultant, whose xesponsibilities included planning

and implementing an effective way to provide services ‘to children in‘the

building. - Their responsibility xas not to deliver all the necessary

%

services to qhildren themselves.

Essentially, the special service staff was being requested to

¥
-

function in & nbn-catcgorical fashion.

*

Instead of workiné directly with . .

children, they'werc being asked to direct their interventions to other

v

components of the system; teachers, pS}ents, arnd principals.

Designing ;nteéyentions oriented towards}pefsginel, rati.2r than
towards individual children, requiréd some different skills. Consequently,
a need to ;e-tfain sFéff in the areas of modes of consultation, techniques
of intervént%gnr and systeﬁg anaiysls emerged.

Changing role expectation wifhin a system, as exemplified Ey this
situation, temporarily creates a state of disequilibrium between the
individual's role identityefggd the system's role expectation. In this

case, the learning of new skills was identified as one way to re-cstablish

the systems equilibrium within a new set of norms.

“
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H

Overview of Activities

the activities in this section are designed to develop skills and

knowledge in the areas of consultation, intervention strategies, and

|
systems analysts. They are divided into three major categories: modes

-

. . /
of consultation, obS8rvation, a method of data collection, and syStems

analysis. Each category consists of a series of activities that aftempt

to develop a set of pa}ticular skills.:

E

- Briefly, modes. of consultation concentrate on developing an’understanding

- f
o~

. B /
of the modes- of consultation and observation of oneself as a consultanyy
’ I

Observation, a method of data collection, deals with the skill of observation

f
f

as a method of data collection, and feédback‘of data as an intetvention
{

o
I

strategy. Knowledge of the system presents a way of perceivin? the
sytem in terms of its norms and expectations for special serviFes staff.

The activities attempt to surface the differences between the/individual's
¥

role inferences and the systems role inferences, and the normélity of

this difference within the process of change. i -

1
i

Setting ' ) |
l A%l of these activities should be c0néucted in a comfo%table,‘
moderately sized room with movable table and chairs. Probagiy the room
should be located in a building that is separated from the /group's
working environment. For exa%ple, if all of the particip7Lts work in
elementary buildings, the high school would provide them with some sense
of separation from their own settng. This can help to fﬁéilitate'a
relaxed, open atmosphere. . ;

Section 1: Modes of Consultation /
Activity I:(.Lecturette (Modes of Consultation)

Objectives:

-70-
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1. To acquaint participants with the basic modes of consultation.

-

2. To provide participants with background knowledge necessary
for future activities.

Materials:

Newsprint and magic markers
Handout (Consultation styles Fig. 2)

Method of Development:

The purpose of this activity is to acquaint participants with the
three basic consultation styles: expert, service, and collaborative.

These three styles are outlined on the handout and should be briefly

explained to the participants. 'The trainer should stress that any
helpeq:pelpee relationship can be identified according to these three
\ =

\
aspects. No one method is better than the other method. The appropriateness

Ed
¥

of a method depends on the situation, and part of the consultant's

responsibility is understanding the implications of each of the techniques,
~ .
and then choosing the most appropriate one for a particular situation.
\ -
The sucenss of this activity depends on the clarity of the trainers’

~

Joecturette.,  The presentation shemld bee brief, ne longer than 20 minntes,

&

and the participants should be encouraged; to ask quest;;ns aﬁd discuss

the concept. It 1s imperative for the trainer to prepare the lecturette
1n advance. The handout discusses the basic information that should be
Qrﬂuvntud. If the trainer is not familiar with the information himself;f
hé/she should study the handout-until he/she is certain that he/she can
explain the points clearly. Praticing the lecturette on a tape recorder
befors the actual presentation is an exééllent way éo develop effectivenss.

Newsprint and magic markers should be available for the trainer to
]

illustrate points make diagrams, or write key words as he/she speaks.

- : . -71-




Factors &
Behaviors
sehaviozs

Dependency
JTssues

Decision

Making

-

‘. Problem
Analysis &
Diagnosis

cor® ol &
Cor..-ict .
Issues

.

Degrea of Col-
laboration

Comnmur.ication
~¥odes

. Implementation
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Bloch Petrella Associates, Inc.

&QUSULTATION STYLES

{Expert} -

EXPERT
CONSULTATION

¥Rascue Ma"

Client passive i
dependent -~ con-=
sultant prescriptive
& cfient responsive

.

unilateral - con-
sultant determined

Info collection by
expert - "answer"
provided by expert
for client

-

Control rests with
expert. Conflict
unlikely or unneces-
sary since "lay"
client cannot chal-
lenge "expert wisdom”

None - ‘willingness of
cllent to express or

reveal data or prob-

lem is not collaktora=-
tive, but depencent

Client responsive -
consultant initiates
an interrogation mode.
Two-way, but lirited
to active consultant
and responsive clienf

1) Consultant imple-
ments & client ray’
learn by observation.
2) Consultant provides
*cookboolk' or in-
structions

{Pair of Hands)

SERVICE'
_CONSULTATION

“Serve Me"

Consultant ﬁ:peddent -
client prescriptive &
consul tant responsive

Unilateral - client
determined

Info collection pri-
marily by client -

consultant may seek
elaboration. Other
info sought only for

reinforcement, not —

disconfirmation

,Céhtrol rests with

client. Conflict un-
addressed by consul-
tant. Avoidance and
appeasement. moce.

None - willlinghess of
consultant to accept
& accede to client
Ziagnosis is merely
pseudo-collaboration

Consultant responsive -
client initiates in
descriptive/evaluative
mode. Two-way, but
limited to active
client & responsive
consultant

1) Consultant imple-
ments with token "sup-
port" of client.

. 2) Client implements

after consultant pro-
vides vehicle
-72-
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(ﬁrocess)

COLLABORATIVE
CONSULTATION

*Lot's Work Togethexr™

Interdependent. Mutually
agree to delay premature
prescription. Eventual

prescriptions product of
both client & consultant

Bilateral -~ decision made
through mutval exchange
and respect for appro-
priate expertise of roth
parties )

Info collection by both.
Consultant raises issues
regarding biases, checks
client assumptions, seeks
other info sov.ces, etc.

Codérol issues surfaced
and addressed. Conflict
viewed as expected and a
source of growth and new
ideas/alternatives

High -~ resbonsibility for

accurate diagnosis, action

implementation shared -
both client & consultant
accept responsibility for
assuring collabtoration

Both parties initiate de-
pending upon issue — and
rely upon problem solving
mode. Two-way anid un-
limited by dependency or
control issues

LY

i) Mutwality of implementa-
tion sought with diffarent

aspects examined rcr ;-
proprianc.r‘sponslbil{ty



The estimated amount of time needed for implementation is approximately

20 minutes for the lecturette and 10 minuteﬁifor questions and discussion.

_Activitx'z : Role play

‘Objectives:
1. To practicé responding yithin ecach of the idgntified modes of

- consultation.
2. To be able to ideﬁtify a consultant's r;sponse within the
three modes of consulta;ion.

Materials: . .

none -

f
Method of Development:

The trainer begins this activity by requesting the participants to

~
S

divide into groups of three. After the groups are assembled, the trainer

presents the participants with instructions for the activity. (refer to
instructions to work groups). After the instructions are given, the
trainer should ask for questions and allow time for clarification. If

.the group seems to be confused by the instructions, the trainer should

repeat them, using one group as an example.

{
As the groups are working , the trainer should walk from group tq

group 1n order to'datermigifghq nature of the interaction between member

/ If a group seems to havé(misunderstood theldirections, or to be stymied,
the traiper may intervene by clarifying the directions or contributing
1 few Sugqostions‘thgé may trigger their thinking. Also, the trainer ’
should, inform the groups wheh they should switch roleél This is important
in order to aveoid one'group having to wait for another to finish.

After all of the groups have finished, the crainer should request

the participants to join together as a total group to discuss the implications

-73=
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.

" feedback to A and B regarding the type of response thaL'Bamade to A and

¢
v
[y

. 2

of the activity, The purpose of this discussion is to sﬁmmarige the

/

participants learnings about the three modes of consultation and theirx

~ .

+

img-lementation.

- -

. The estimated time for implementation of this activity is about- one
and a half hours. The traid grour - take about 20 minutes per round, and

the total group discassion about 20 winutes.

Instructions to Participants: PR .

7 - B
The purpese of this activity is_ to provide you with the opportunity
to practice the different styles of consultation. Your task is to - ,

provide each member of your group with a problem situation that they can

respond to and a situation that they can observe. .Begin by assigninc
. "~ :

+ ach group member the letter A, By or C. Each member who is assigned -

s

. - . . {
the lotter M assumes the rule of helpee and thinks of a problem situdtion.

-
»

This f;roblnm 15 then prescnted to B., who assumes the role of aielper, K .

- -
-

and responds to the helpee. € assumes ‘the-role of observer and provides

+
N . .

Y \ - i
A's reaction. - \ . : . *

i '
After this interaction. B becomes the helpee, C becomes the helper,

<

i
and A, the observer.  The process is‘then rep-aced. This process ‘is

N

. |
. n [ . . AN
- repeated three times, so that each person has a turn in each Jf the . -
differont roles, : z < N
. ! ' ’
The entire activity lasts 20 minutes, which means each irntteragtion
. L4 “ w
o0 : > ) ) l" . . -
should iast only 6 or 7 minutes. The trainers wiL} inform you when you ..
- - i .
should be ready to switch roles. .. ’ .
° z . ) 3 © R ¢ ,
Activity 3: Self-Analysis of ‘“rasultation Styles; | ° ’ C . . .
~ —— f
Objectivi: | - . . r. L N
- - : "’ - - .
. T+ practice observing one's own response in terms of the

! . s
' .- ~74- K
{ ,
Q
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F—— ~ . . :
RN .
- Materials:,
Educational consultant-consultation Log Fig 3) .
e Method of Development: S " . )
Th;s‘activipy 1s meant to follow the two previous’activitie§. It . | !
15 a homewurk assignment that involves practicing identifying one's own
modeﬂbf consultation in "back home" situations.
The trai@ér should distribute the worksheets and then present the ’
Y .
instructions. (Refer to\Instructions to Participants) Time should be
;lloaed tu answer any questions the participants may have about the - "
«'i activity. ﬂ .
, Ins?ructions to Participants:
- This activity is designcq to give you an oppoftunity to observe the )
, types of responses that you use in specific “"back home" situations.
Your task 1s simply to"keep a log of the problem situations you handlé ‘
duri#g the next few weeks, and your reséonses to those situabionsﬁ As
- you enter 5 situatien and a response you are to identify in your log the
type of response accordidg to ghc styles of consultation we discussed . .
today; expert service, and the collaborative.
Please b’ ing these worksheets with you to the next session so that .
‘ w2 c¢an share our learnings toqetﬂer.
\\ h’ Activity 4: Fbllo&ﬁir )
\ . ) S
VL cueerwe: '
>
\ 1. To focus on learnings from self4observation(of consultation
\ styles.
| Materials: | .
nons .
Mcthod of procedure: ’ . '
/7' This activity is meant to begin th? workshop immediately following
/ . 75— '
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the previous group of activities, or to occux at some point 3-4 weeks

following the first three actiyiiies. The trainer should facilitate a ‘

total group discussion of t§° homework assignement. Some triggér questions

-~

& * that could be umed to direct. the discussion are: °

1. What did you lecarn about your consultation style from this
.activity?

2. what did you learn abou. yourself?

"3, What did you learn abou the nature of the problems you are
eonfronted with?

4. Did you enjoy the experience? Why or why not?

5. pDid you have difficulty completing the assignment? Why?

«

. . .
The estimated time for completion of this activity is about 25 minutes.

-

. * Instructions to Participants: o

The purpose of this discussion is to §hare any learnings and/or

>

feelings that you may have had regarding the homework asségnment with

the other members of the group. The purpose is also ‘to foEgs on observationK

. as a method of obtaining data. In thig{caée the observation was of

13 -7

oneself. ~
Section 2: Observation - A Method of Data Coilectibn. / i :
. , ’
Activity 1: Naturalistic Observation o !
| . .

Objective:

> L

1. To practice collecting data through naturalistic observation.

- i l MQ// . *Z_J'\ :
. Setting: — .

3

[The room setting, for this acfiivity is the same as.for all of these

% P

acclivities; however, the group needs to have a school building, where

they can do some naturalistic observation, accecsible to them ’
. during the session. A high school building is preferable because of the
P
o,
¢
i » "f“ " . ’
—7‘[‘_
-y -
“ ” . .
o . }S”;Z ¢
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movement in the hallways and 1obbie§<
v A ’
: Materials: ¢ .

-

Pencils and paper,

Method of Development: ,

~

The trainer begins this activity by introducing the concept 'of
nataralistic observation. He/she should stress that observatiéﬁ is a
method of collecting data aboit situations and can be useful in presenting
cases to a principal or teacher in a building. (refer to instructions

\‘\\ to participants) ° - —

f
Following this introduction to the =ctivity, the trainer should

-

- -

present fhe participant with their instructions, (refer to instructions .

to participants), explaining their specific ta;k, the time frame, and

; the foliow-up use of the data. After the éarticipants have had :the
. ﬂ opportunity to clarify the instruétions,sthey should be deployed. ) ‘
o . xThe estimated time for implementation of this activity is aboukt 2 ) (///
. hours. Introduction, team éssignment;, and directions should take about »

30 minutes, observations about 1 hour, and preparation of reports about

30. minutes.

Instructions to Participants:

Naturalis;ic'Observation : -

z‘ Naturalistic observation is the observation of behavior within its
naturalsetting. It demands not only observation of behavior, but also
obhservation of incidegces that preceded, furrdunded, and follow a béﬁavior.

Any assuwnptions oxr infereacs must be supported by data, or a specific

£

sat of obsoerved behaviors. If the cbserver implies that one behavior

causes another, supportive data must be presented.
’ “

Naturalistic observation is a way that you can collect data in your

- “

~78~ _ ‘ .
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;

schpol sokting. Presenting the data to the principal or teacher. as
\

evidence of an existing situation is called data feedback intervention
strategy. Essentially, this means intervening in a situation by using
the strateqgy called data feedback.
Directions: Y

Your mission is to present a situation for which you have collected -
data that supports your position. Your task consists of two parts. The

first part is to spend one hour in the hallways, lobby, cafeteria, etc.

of this building ®bserving. The situations will be unstructured; however;

» L

your observations should be very specific. Record everything you see.
1

~

After you have observed for one hour, return to this room, and

‘prepare a report yegarding your observation for the principal of this

schocl. Remember, you are going to make an intervention based on your

observations, so be sure you have data to support any conclusion that

-
[ - s

-

you make. .

F

After you have completed your report, we will take a break.

3 .
Activity 2: Data Feedback

Objective: -

Vi

To practice feeding back data collected through smnaturalistic observati

to the client.’ -
daterials:

i None.

Method of Development: -

The trainer should begin this activity by reviewing the ldtter part
of the preceding activities and stress that the purpose of this activity

is to make an intervention by using the data féedback'strategy. After a

review éf the preceding activity, the trainer explains- the directfons

A
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for this activity to the group. (refer to instructions for woxk groups)

\

participants should then be asked tc move into groups of three and begin
oo g the &Ctxvit%.

During the activity, the trainer should move from group to group
and offer support and/or help when approprigte. The trainer should
inform the groups when they should switch roies.

Following this, the crainer should facilitate a discussion with the
total group on the implications of data feedback and an intervention
strategy. Some trigger questions to ﬁelp direct the discussion are:

1. What did you learn about data feedback from this experiencq?,
2. Were you supported? If you were not supported, how did you
feel.

- 3. Why do you think your invervention was supported or not éupportedb
4. po you think you will use this technique in your building?

=

Instruztions Lo Work sroup.s

The ostimated time for completion of this activity is 40 minutes.
EALh momber shoild have aborat 10 minutes to present his intervention.

- The remaining 16 minutes i= for total group discussion.

The: purpose of this activity 1s to provide you with. the opportunity ¢
.to practice the data f{eedback strategy of intervention. Your taék is
for vach memsr of the group to spend ten minukes feeding back their
data Yo the other two members of the group who will assume the xole of
principal.  The "Principals" may respond to the intervention in whatecver
manner thc% fcel 1s appropriate to the intervention.

When you have finished, we will discuss the activity as a total

drougps.

Activity : Observation in baildings

-838 -
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Objectives: .

1. To practice observing tbe interaction betweg# staff members

within a building.

2. To practice observing the interaction.
3. To practice ?bserving the iateraction between staff members
within a building. \
4. To practice preparing an environmental description of thé
buildiné based on observation data.
Materials: o . ’

Handout (Instructions to workgroups)

Method of Development: \

The trainer begins this activity by assig?ing the participants to

teams consisting of 2 or 3 people. The specific team, assignments should

-

7/
be made by the trainer in advance of the session. This allows the

trainer to consider the inturu.tions that have occurred between participants

¥

during the previous sessions 1n terms of who would best be able to

support whom.

After the teams arc assigned, the trainer shbould clearly explain

the directions to the participants. Time snould be allowed for the )
particpants to question and clariéy the directions. This is important
becase the assignwent i3 to be completed in. the apsenee of the trainer,
and 1f the particpants do not unde;stand the directions, they probably
will not complete the task. -

“ 5

The est.mated time for completion of this activity is a time span

=

I

~f abrt 3 = 4 weeks. This will allow .the teams time to meet and plan

rheir nhscervation schedules and evaluation Cime. .
»/r__.‘_‘-a—_&‘ .
- -81-
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Lnstrachy me. o Partpeljants:

The PUIPOsS: of this assigoment i to help you provide information

amd L upport to yoar colloagues that will enable them to undersFQEizthe

ipteraction in their building better, and to develop more effective

’ -

intervention strategies.

Your task 1s o meet with vour team and plan an observation schedule.

Each team member 15 to observe for three or more one hour blocks of time
in another team member':s building. The total team should rmeet after

pE
cach member has beoen observed®once to feedback the data to each other.

After the second round of observationshis completed, the team should

meet again to feedback the data. The process should continue in this

‘manner, for as many observations as your team chooses to do.

+

The following guestions can be used to help you direct your observations

and fecedback sessiens.

1. What kind and frequency of teacher-teacher interaction occurs?
2. Who talks to whom? Are there cliques? Does their seem to be
y A power group?

3. What kind and froquency of teacher to principal interaction

~08Lurs? who initiates? Where is the interaction initiated?
Activity 4: Drbriefing activity 3

Objectives: . oA
objgectives: R

1. Po present each team's process and outcomes regarding the

observation assignment.
.

To oritique the outcomes of each team.

Materirals:

Hone .
W*!nui ot v Lopment: P

The trainer shonld béqin this activity by stressing the purpose of

dotermumeg witteer or not nataralistic observations can be helpful in

82—
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gk

understanding the environment within a building. The procedure is to

ask cach group to present their process and results to the total group

and then ask the group to respond to the report. In order to facilitate
\%the team reéorts the trainer should use the following trigger questions:

1. Did you accomplish what you set out to accomplish?

2. Was the information gathered useful?

3. What did you expect from the observations? Was this expectation
met? :

4. How did it feel to have someone else observing in your building?

5. How did you feel about the feedback you received?

6. What was helpful? What was not helpful? How?

The estimated time for implementation of this activity is about 75

minutes; approximatelys 15 minutes for each of the four group reports and
b {

s

15 minutes for a summary discussign at the end.
The purpose of this discussidn is to share the process that your

x H ; ;‘\
group went through in orgaaizing {nd ccnducting the observations anébthe

-

outcomes of the observation seésiqns. Your task is to report your
! \

- | e
< experlences as a team to the group and to respond to the reports presented
|

R}
4

by other group=. ¢
Section 3: The Sysilom /
Activity, |: CLecturette (Gotzele - Guba Hodel of Social Behavior)

H
Objectives:
Ubjecrtlves:

A Y
To provide the participants with a theoretical evaluation of a

»
+ ¥ *

system.
Materials: ) ) ’ .
Handouts: - .
"Getzels-Guba Model -- A Synthesis” (fig. 4 )
vt . ; X
. : . . LN .
";etzels MOdel of Social Rehavior" (fiq. 5 )
Hewsprint and magic -arkers
. &
-4 ) .
. l-83~ .
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Figure 4

e

GETZELS-GUBA MODEL -- A SYNTHESIS

We propose that the process of providing meaningful experiences for
prop p F g P

all r~hildren in school can take a giant humanitarian step forwardh if

educatnrs begin to focus on the structure of the system which includes all

significant individuals and "3‘ number of children. 5 \

In order to illustrate this’g;ocess, we will beqin with a description

of an admlnlstratlve process developed by Getzels &,Guba (19%7) and expanded
by Getzels, Lipham & Campbell "(1968) . This processrlnciudes many of the

r / ’s
salient points we wish to cmphasize. While the Getzels-Guba model may be -

4

deemed to be unlcue ko administration, we malntaln that it can be used for

; — - ) ‘“"X‘ [ . * Y
two reasons: , AW
g

J
! A

(1) it provides a conceptual framework fgf thinkina ahout the

i o
““aducational planning process and

Al f &
N ; =
(2) it provides a method for analyzing many of the siqnificant issues
\ A -
in the process. ]

-

o !
The theory of the social procoss of admlnaerdtlon in the context of a

social system was developed through a hypothetlco-deductlve analysis of

i (]

Ta%cott parson's theory. Parsons (19§l) believed that the structukg of an

organization may be analyzed from the point of view of the roles. He states
N f > a

that "the fundamental focus for the analyses OF the system . . . concerns the

ways in which roles within it are dlfferentlabed and, in turn, these

B

differentiating roles are "integrated togethef, that is mesh to form a

’

functioning system." (p. 114) The social sy%tem theory was perceived by -

- *

Getzels « Guba to be isomorphic.to administré}ive process. The analogy to

‘

the social system is intrinsicdl. .
P ' ~84~

.
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Getzels, et. al. proposes that the social process may be viewed from
three points of view: structurally, functibnally and operationally (p. 52).
Structurally, administration is a "hierarchy of superordinate-subordinate

relationships with a social system." (p. 52) Functionally, it is a hierarchy

¥
» . -

of relationships that s»rve as a fbcps for "allocating and integrating roles

A

~

and facilities in order £o0 achieve the goals of the system." ( p. 52).

-

' N
Operationally, che process "takes effect in situations involving person-to-person
% - ; / '
interaction.

¢ The social system in conceived of, as having two classes of phenomena

(1) institutions which are made up of expectations and roles

(nomothetic dimension) and

(2) individuals each having personalities and need-disposition

£

(idéographic). The phenomena are considered to be "conceptually

=

independent and phenomenally interactive." (p. 56)

. Conceptually the phenomena of the sociological aspect {institution) and

- )

the psychological aspect (individual) can be independently analyzed, but are

A also understoud to be interactive. The two dimensions are mutually permeable.

Both dimensions operate within and interact with a culture compfised

of ethos and values in a larger environment.

The elements in each dimension Serve as the analytic unit for the

v

element preceding i1t. Roles are considered to be-the most important element

of the institution. Roles are the "structural or normative -elements definiﬁq

\ T . 2 ) . - .
the behaviors expected of role incumbents . . . their mutual rights and

?

obligations . . . It is what is suppésed to be done in order to carry out

M €

the purposes of the system, rather than what 1s actually done that dzfines

institutional role." (p. 60) :

-85- - . .
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Expectations are the maps delineating what a person should and

.

sionldn't do 1n various circumstances as the incumbent of a particular role.

-

of need-disposition, which are thought of as affective sets and cognitive

|
}
I Personality is the dynamic organization within the individual. The fordces

styles and capacities, impel the individual to behave in sgxtég; ways. It

the

one
the

(p.

et.

. IR

“

1S 1mportant to understand” that the need-disposition of an, individual has two

aspects: content, or what is received from the interchange and, secondly,

e ¥

patterns in which the relations are organized. \
Getzels, et. al. (1968) summarize the two components of behavior as

component "arising in institutional goals and_ fulfilling rolq_expectations,

L)

other arising in individual goals and fulfilling pefsonality dispositioné."

78) T ) -

one very critical application of this model concerns conflict. Getzels,

*

al (1968) define confiict as "the mutual interference of parts, actions

R .
readtions in a social system."” (p. 108). They note four types of conflict:
i . »

. - - P

(1) - between~culﬁural‘values and institutional expectations,

between the pattern of expectation attached to a given role and }

Y -

(2)

the pattern of needs-disposition of the particular incumbent of

-
-

that role, ° N . * .
. I

(3) role conflict (refers to incumbents being required to conform

1 N 2

to a number of- mutually exclusive expectations'sirmltaneously)

-

and L
(4)+ personality conflict (opposing and contrééictory needs and . )
2 'd15p051t10n5 within the personality.of a aiven role incumbent) .

"t X
The alm.piftrative progess is seen as an atteypt to integrate the
» - - G V.
. - “

. )

- =BG~




expectations of the institution and the personality of the individual so
that the goals of the institution are achieved and individuals are satis
- Al
- in the organization. ‘
o
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Figure 5

Getzels Model of Social Behavior
. ) Lnvironment ~—
- \ o R
: ' Culture % Ethos > Values
N N N . 4] .
A . v ‘ 4
Institution —————-—> Rolec - ) » Expectations
» = N
/ ‘\\\ / - 1 \
Sotial ) A ~ v Social
Group 3 Climate A)lntentlons .
System . . . i ~-Behavior
h y ']f‘?
individual ————=3 Personality ~——— Need-Dispositions
\
[} \r 1L
Organism > Constitution —» Potentialities
N N \
o i 1L
. Culture — - - Ethos —— Values
: — Environment —
Getzels, Jacob, W., Lipham, James M., and’ Campbell, Ronald F. Educational
Administratation as a Social Process. New York: Harper and Row, 1968, p. 105.
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‘Y‘L’.t.}Lofl,‘l’t. Development:

The material té%be presented to the participants is synthesized in
the two handouts. The ;rainer‘s job is to interpret the material i; the
form of a lecturette so that when the particiﬁants read the synthesis at
a later time, they will be ablg to easily follow the theory. The trainer
should fully acéuai;t himself/herself with this theory before attempting

to deliver the lecturette. If the material is unfamiliar to the trainer,

the ﬁollowing reference is suggested:

Getzels, Jacob W., Lipman, James, M., amd Campbell, Ronald F.,
Educational Administration as a Social Process New York: "Harper
/ and Row, 1968. ’

/ In preparing the lecturette, the trainer should try to draw the

model, as illustrated in the handout, (Getzel's Model of Social Behavior)

;
i

Jén newsprint as he talks. This helps to maintain the interest level of
!'. %

/ the participants.

p The estimated amount of time necessary for this lecturette is about

S

... 20 minutes. Ten minutes may be allowed following the talk for discussion
among the group.

Instruction to the participants:

This information has been prepared to help you understand.the sytem
3

that you are a part of, and to analyse the ‘'expectations that it has for

"

your role and the expectations ‘that you have for your role.

Please Ffecel free to ask questions as I proceed, if the concepts are

not clear.

= .

You have been given two handouts that apply to the information I
will. be presenting. I hope you will find time to read them.
j R

Activity 2: Congdltation Log

Objecctives:

ERI
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the system. T

. A -

/ »

2. To develop,.the qbility to recognize your personal role eﬁpectations
‘ .

in relation to 'the role expectations of the System.

*

3. To develop-thq}ability to recognize the incongruence between
your expectations and the system's as part of the change

process.
(83

Materials:

- R -

Handout = "Educational Consultants --- Consultation Log" (Fig.6 );

£

Method of Development: .

44 »

The trainer begins this ;céivity by passing out the han%iguts and
explainlng the purpose of the Qctiyity and explaining the specific task
to be completed by the participang. (refer to instructions to the participants)

The traine; should ask for questio?s from the group and ihould be

sure that the directions are clear.

*

This activity requires a time span of two-three weeks. Following

this lapse of time, the group should be reconvened to process the experience.

Instructions to the participants: .

The purpose of this activity is to analyse your role within the

-

system in order to understand what others expect from your responses.

Your task is to keep a log for-thé next few weeks. You are to record,
- . P i
on the-sheets given to you, who,initiates contacts with you, the nature
i ,
of that person's behavior, and the inference that behavior has for your

e

role. For example, a teacher may bring a child to your office and says
that he/she can no longer deal with the child's behavior in his/her

classroom., The teacher initidtes the contact. She brought a child to

-9]1-
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*

a7 .

your off1ce amd stated thal she/he could not deal with the child in her

room. The inferonee from your role expectation might be to respond as a

crisis teacher and rescue the teacher and/or the child from a difficult

‘ situation.

The: next part of the form deals with the response éo the behavior
initiaced. For cxample, i§ you take the child from the teacher, you
have rescued him/her and your bohavior implies that you expect té function
as a crisis teacher. This sitqapion displays no incongruencies betweeg
fhe initiators inference regarding a role and the respondents inference
regarding a role. However, if you respond by saying that you will be
glad to dlscus§ the problem with both of them so that they may return to
the classroom together yoh have implied that you are not going to ;

rescue the teacher or the child, but that you will help them both to ‘

solve their problem together. This response illustrales some incongruence
betweon the initiat;rs inforences reéarding your role And your inferences.

These types of 1llustrations should help yon to understand conflict
situations between yourself, other roles, and the system.
Activity 3 - Consulgatinn Logs - Follow-Up
Objective:

o

To provide participants with the opportunity to discuss their
learnings from the consultation log assignment. o ’ .
Maternal oz

Newsprint and magic markers
Method of Development:

The trainer begins this activity by asking the participants to

divide 1nto groupns of three or four to discuss their logs. After the
N\

r - . v
paart 1oatant s aave asembled into coups, distribute the pewsprint and

—Q 3
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magic, markers to each group, and then proceed with the instructions.

(refer -to work groups) ) .

Following the small groups discussions, the trainer should facilitate

a aiscussion with the entire group on the learnings that were gained

from the experience. Emphasis should be placed on the amount of incongruence
that participants f£ind between the role'expectations Ehey hold for
themselves, and the role expectations others hold for them. The general
trend of incongruencies among the participants Should bé surfaced.

1]

Instructions to the Participants: s

-~

The purpose of this exercise is to synthesize the data you collected

oﬁ your log sheets. Your task, in this small group, is to share with

rach other inferences you made regarding role expectations from behaviors
that were initiated, and inferences that you made regarding role expectations
from responses, and to summarize the nature of these inferences with

cach other. This process can be facilitaed by chnbsinq a group member

- -

- to record the discussion on newsprint. Divide your newsprint as follows:

role inferences of initiated behavior Role inferences of responscs

©

Each member of.the group is to share *++..r list of- inferences, and

?the recorder is to briefly write them on the newsprint. If inferences
. i

are repetitive simply put a slash mark next to the statement as it reads
A

(\ . . 3 . y - " . \ )

‘ on the list. This eliminates writing duplicate information, but also
= ‘\

;

; provides you with data regarding frequen;§ of occurence. |
when your group has completed this p?ocess, summarizé the major
! — areas of incongruence that emerge from the data.
|

—-94-
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Outcomes:

One of the major outcomes of this sequence of in-service activities

-
- >

is that participants begin to understand their new role definition by
understanding the concepts associated with the role function; consultation,

intervention strategits, and systems analysis. They also were given the

«

. opportunity to learn and practices,soméﬁskills that would enable them to

function more easily in their new role definitions.This relieves some

-

tensions, and increased the amount of cnergy available for constructive
problem-solving activities. N

+® The workshops also taught the consultants é procedure that they
cogld us¢ to support each other. They learned the skill of observation

L

and data feedback in a way that coald be used to help eaéh other iicrease
their functioning within the new role.

Some of the participants were able to follow through with the X
assignments better than others. Tbe probiems of changing a role appeared

at times to be conncected to the individual's perception of himself/herself

- e
as a so.ial worker, guidance counselor, etc. Thé title of a deyree and

on®'s identification with that spectfic training was more difficult for

e

some some staff members to relinquish than others. Even where skills .

were not new, some individuals had difficulty performing them within a

new set of norms. .
. .

Althowth the training exposed the consultants to some new concepts
>

and shill trainaing, thii. bricf exposure was not cnough to enable individuals

»
1

to totally inteqrate the learnings. Consequently, there was a tendency

. o ias - -
to drift back to familiar approaches.

5

The impetus to change may have been stimulated, had principals also
b

had access Lo some ro-training. Special education staff cannot implement

35~
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methods based on new educational standards if the standards are not supported

by the principal.

Y

pawer and authority positions must understand and support the non-

categorical consultant approach to delivering services to children, if

s >

consultants are to be motivated to apply the .ew skills in a way that

o : ’
will effect any substantial change within the functioning of the school.

-
. ~
o v
'
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.among special education staff and between.special education staff and ,

.
-~ 4 .
. : .
[ -

k3

CONFLICT RESOLUTION: ROLE CLARTFICATION AND ROLE INTERACTION

. re

» - B ’ 1

~

The following activities are exampies of‘approaches that were designed

-

to resolve a role conflict situation. The sequence is divided into {wo

IS
- * . -

sections: role clarification.and role interaction. Each section is .

presented separately; however, the two sections together represent the

solﬁtiQn to the conflict situation. The activities are aimed primarily .

at causal variables. Emphasis is placed on dealing with the causes or the
roots of the cpnflicf, not with temporary resolution of the surface problem.

Long-range results involving the increased effectiveness of staff is given g

T

priority over short-term relief.

System Need

The problem situation referred to in this section addrésses the dilemma ;

of a director of special education in dealing with a high level of tension

building principals. Responsibility for the different aspects of‘delivering:

-

N -

services to children appeared unclear; consequently, accountability for /

certain tasks was often misplaced. People were being held accountable fo7 )
. & ‘

: /
tasks they did not feel were part of their responsibilities. The result[was

o . ‘ /
a highly antagonistic, défensive, and non-supportive staff. I
4 =

The system identified a need for clarification of both special e%ﬁcation

'3

and building principal rol. and for more effective communication(be?&een

special .educaticn staff and building principals.
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1
Overview of activities

Initially, the two groups, special education staff and principals, were

‘ . v ; .
dealt with separately.//The purpose was tae help them gain professional and

<

/ R .
personal insight into]éheir own roles before they presented the othexr group

. / ) .
with a description of how they perceived themselves.

! -
The activities.in the first section were cohducted seﬁaratély with

‘

Epecial service staff and principals. They stress the development of

*

" comaunication skills, the development of trust, and the ability to share’ = =

-

H
¢
’

f ' - ~ /
knoyledge with peers. This emphasis wWas maintained with both groups.
. . , ;

i-

The second section was conducted with special service staff and pr@??ipa;s

.
‘
[

together.' This sequence of activities requires the two groups to interact
° . ol ’

=

with each pther and was designed to help them share their perceptions offtheir

‘ H

own role, listen to others’ perceptions of their role, identify conflict areas,

i

and develop solutions. The success of this section is dgpendené upon the

, . .
cormunication skills learned in section one. Sharing perceptions with others

implies one has developed and clarified those perceptions.
/
Auter-gro

Also, feelings of

up security need to evolve before intra-group communication can

// 7
’ v * -

~ emerge in a way that will effect conflict resolution.

~ o
Setting é%}

All of the activities in both section one and section two should be

conducted in a comfortable, moderately sized room with movable tables and

chairs. This type of physical structure is necessary in order to permit easy

£flow from small to large group activities. Carpeting is also desirable

because it allows participants the option of sitting on the floor. This often

helps to create a more relaxed atmosphere.

-08-
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Section I: Role-Clarification

Activity I: Self-List - .

»

Objectives:

l. To focus.on internal role clarification and its meaning for oneself

and for othecs.

’ -

2. To communicate more -openly with colleagues.

-
-

~~ "3, To increase awarehess of others' roles.

hd - [

"

Materials and setting: . - -
-
y Paper and pencils .

Stimulus questions written on large newsprint: . . -

P

The three most difficult functions I pexform are . . .

2. In my.view, the most unique aspects of my professional role are ..

3. . what unique professional and/or personal skills or knowledge
do I have? , ’

4. If things ceuld be just the way I'd like them to be, what kind
of role wopld I be playing in this school district?

5. fThe threedxpst important things I'd like my colleagues to know
about me areg. - . - : :

-
Vs

Method of Development: -

(3

* This activity is divided intd three segments. The first involves the

participants working individually to answer the stimulus questions. ,(These
o , .
questions .re designed to help the participants focus on tiieir role and the

~»way they function in it. The second involves their choosing a partner and

sharing some of the information they generated in the first section. The

third invelves a total group share-out regarding the partipipantsi feelings
: !
about the activity and the value that it had or did not have for them:

The trainer begins the activity by passing out the paper and pens and

then instruci;ng the participants to answer the gquestions posted on the

newsprint. Allow 15 minutes for this first segment and then give directions
-99- .
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_and enjey the process. You Qill be-given directions for the next part of

A\ . : v . . i . '\/' "
for ceqment two of the activity. A& thi§;point, the participants'ate . - N

requested o move into dyads.. Allow 15 minutes for these discussions and

£

tnen ask the participant§ to join together in one circle.
- . . - ¢ g
- P
At this time, the trainer leads a discussion ;ecused on the parthlEantS 2N LT

»

f2elings about the activity and any learnings th/ﬁ may have 'occurred or .
~ N
insights _hat may have beeh precipitated as a resu&t of their partic1pationu

-

Jorpe triggex questions that the trainer can use to facilitate the direction

- -

- "

~f tie Jdiscussion are: . -

*
P >

1. How easy or difficult was it to write about your roles? to share

information? . >
L. Here you 1iatened to’ Accepted’ ”
5. Did the aCthlty help you irn clarifying your own role.or provide 3

help in "seeing" or qpéegetanding othgr people's roles?

+
* .

The total estimated, time for implementation of this activity is 45 minutes. R

> < -

- *
Fa~h zeqment requires absut 15 minutes. g /. -

= « .

Eﬁfﬁ?ﬁions to Participants: .

Fegmrent ]

burina this activity; you will be_ akked to participate in’ three different
¥ -

task~. [he first task involve '1inking about your role aqdranswering tne
fiye paestions listed on the newsprint f’?le sp write your answers on the

paper 7oud have been given. You have 15 minutes so relax,,take your time,

- ( ’ A xx
i

o, ]
the activity after you have completed this one.

« ‘ : N .

.

o Py
Zegment 2 . g

’

i, - hoose a partner to work with. Choose séweone you'd like to know

ferter or someone with whom you usaally are not able to spend much time.

-

Speted the pext 15 minutes: -0 - . , ¢

=




S -

* 1. Sharing information that you choose to share from your answers

to questions 1-5.

«

2. Identifying what functions you share in common with 6ther disciglines.
. ’ You have approximately 15 minutes to work with your partner. |
Segment 3
At this point, it would be helpful if you coﬁld arrange yourselves in
.one,circle. We have allowed time in the planning for you to share among

youtrselves how you felt about the activity and your experiences during the

N -

~

past 30.minutes.

/ Activity II: A-B-C Design
Vg : . - g . ' .
Objective: | | 4 > '

¥’

To provide an opportunity to practice the skills of paraphrasing

. .
E AR

. and feedback. ' ’ . ’ )
.- Materials: P .
, A | B
: Handout on feedback. (Fig 7) - . .

Methodg of Development:

-

This activity requires that participants work in groups of- three.

Preferably, they should be-composed of people who do not know each other well

v

or who do not have an opportunity to work together often. ijilain the activity

. ' to the group and pass out the handout. Give the participants’a few minutes

to read the handout; then, instruct them to move into groups of threes.
Before the groups begin to work, ask for guestions about the task and
«larify any concerns that participants may have. “Inform the group that tﬁey

~>

. have onhe hour to complete the assignment.
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. N . Figure 7

FEEDBACK

npeedback" is a way of helping another person to consider changing his

_behavior. It 1s communication to a person (or group) which gives that
person information about how he affects others. As in a guided missile
system, feedback helps an individual keep his behavior "on target” and
thus better achieve his goals.

Some criteria for useful feedback:

1, 1t is Eescriptive rather than evaluative. By describing one's own
reactions, it lecaves the individual free to use it or not to use it
as he sces fit. By avoiding evaluative language, it reduces the

. need for the individual to react defensively. ; .

2. It is specific rather than general. To be told that one is "domina-
ting” -will probably not be as useful as to be told that "just now
vhen we were deciding the issue yog did not listen to what others
said and I felt forced to accept your arguments or face attack from -
you."

3, It takes into_acccunt the nceds of both the receivef'and giver of
feedback. Feedback can bé destructive when it serves only our own
needs and fails to consider the needs of the person on the receiving
end. .

4
4. It is directed toward behavior which the receiver can do something
about. Frustration is only increased when a person 1s reminded- of
some short-coming over which he has Qe control.
. d Q\h_bz4

5. It is solicited, rather than imposed. Feedback.is most useful when
the receiver himself has .formulated the kind of question which those
observing him can answer. - Vo ’

t
T

6. It is well-timed. 1In gehérél, feedback is most useful at the earli-
©  ‘est opportunity after the given behavior {(depending, of course, on
the person's readiness to hear it, support available from others,

etc.). :

7. It is checked to insure clear communication. One way of doing this
is to have the receiver try to rephrase the feedback he had received
to see if it corresponds to what the sender had in mind.

8. It is checked for accuracy and external agreement. When feedback is
given,.in a group, both giver and receiver have opportunity to check
with others in the group the accuracy of the feedback. 1Is this one
man's impression or an impression shared by others? }

Feedback, then, is a way of giving help; it is a corrective mechanism .
for the individual who wants to learn how well his behavior matches his
intentions; and itr.xs a means for establishing one's identity.

%
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At this point, the trainers should make themselves available to any

group that is having difficulty or does not seem to understand the task by

P

moving from group to group. Do not stay in a group for any length of time

or if they appear to be uncomfortable or -inhibited by your presence.

Interventions by the trainer should be reserved to situations where the

. N
process is stymied and the group needs to be redirected in crder for the

<
~

experience to be beneficial.

-~

Notify the groups when they have fifteen minutes left to completé the

task so that they have time tg bring closure to their activities.

Instructions to Participants: 4

This activity is designed to provide you with the opportunity to practice

the skills of paraphrasing and feedback. The first thing you need to do is _

to join wiﬁh two ofher people who you do not know well or rarely have the

-

Bpportunity to work with. After you are in, your grdups, each member will

cﬁoo;; a letter--a, B, o; c. "a® will begin by taking about 15 mingtgs to

addréss the guestion "How would yo; like to be opgrating in your role at the
bui%ding level?", "a's" comﬁénts are to be directed to "B", who may respond

only after he'has éaraphraseé the thought presented to "A's"’satisfaction:

In order for }A" to respond back tot"B", hg/éhe must also paraphrase the ' .
thought expressed to "B's" satisfaction. "C! assumes the role of observer

and intervenes-/if the rules are broken.

-~

When "a" has, finished, "B" addresses the question using the same format

Y

from his/her vantage point. "C" becomes the respondent and "A" the observer.

The roles rotate until each member of the group has had a chance to assume

v

-each role.
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You have approximately one hour to complete this activity. . We will

help you keep time by—informing you when it is time to switch roles.

Activity XIII: Referent Group
Objectivés:

1. "To identify factors ;ha; help or hinder the interaction of special
service staff in three work situations: special education roles with
the building principal, special eddc;tion roles with each other ih
a building, and special education roles with special services as a
whole.

2. To share problems and perceptions with peers.

‘é. To pract;ce working cooperatively on a taskiin an interdisciplinary
' setting. ’
Materials:

Newsprint, magic markers, and tape for each work group.

Method of Development:

- Before beginning this activity, stress the connection between personal
role clarification and personal ability to share role functions .with peers.
Keview the preceding activities in terms of their objectives to develop

pefsonal awareness of one's functioning within a role and to develop ways

N =

of effectxvély communicating with others in similar roles. Explain to the
v partieipants that the communication skiIlg.learned in Activftieg 1l and 2
are the foundation for group interaction, th? objective of this activity.
The trainer begins this activity by dividing the participants into three

work qroups, composed of people who represent the different disciplines

%

",
-
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within séecial education. This can be accomplishﬁd rapidly by th? trainers

"

si&ply by selecting certain participants to join,togethe£ to form a group.
After the participants are divided, each work group is ascigned one of

the three reference situations and instructions are given to the groups.

Tiﬁé should be allowed for questions and clarification be fore beginning the

activity. g

While the participants.are working on their tasks.. the trainers move

<

from group to group, providing help and support when needed.
This segment of the activity takes about 30 minutes. Ten minutes -
before the groups are to conclude, the trainers announce the time remaining.

This encourages the groups to bring closure to their discussions. When the

30 minutes has expired, the trainers terminate the small group activities by

.

requesting the participants to join together and form a circle in the middle

of the room.

(

At this point, the trainers conduct a half hour discussion with the

total group. The purpose of this discussion is to identify items from the )

- e it e e . - e S e e o
o

lists that have similar implications, both positive and negative. . Those

items thaéroccur on all of the lists are considered items of high priority

for all of the groups and are recorded by tﬂe.trglnef on newsprint. This
portion of the activity synthésizes the information shared.by the participants
and identifies problems that are common to the group as i’yhgle.' . 1

The estimated time qu_implementation of this activity is 65 minutes.

The group discussions take 30 minutes, the share-out 5 minutes and the final

discussion 30 minutes.
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Instructions to work groups: .

This activity is designed -to help you look at role interactions in
three different reference settings that are common to your job. The three
settings to be considered are:

L. Special education roles with the building principal; ) .
.2, Special education roles with other special education roles in 3
the same building;
3. Special education roles with special services as a whole.

Each group will be assigned one situation. Your task is to discuss and

-

list in two columns on newsprint:

1. What enhances my effectiveness in this situation?
2. what detracts from my effectiveness in this situation?

Please make sure each column is labeled appropriately.

Before beginning, select a person to record the group's points on the

newsprint. Post the finished list on the wall for the other groups to

L

review. Explain the items during the total group share-out at .the end of

the activity. ' ) \ .

Outcomes :

T These activities resulted in a series of outcomes, -based on the original
objectives, that were instrumental inlhelpiné two conflictihg groups move
A !
into a second sequence of activities--dealing with interaction across groups. .
Specifically, the participants—rspecial service staff and principals-- .
were abie to articulate how they as iﬁdividuals fu;ctioned within their rolé,
how they would like to function within their role, and‘ﬁow they would like

to be viewed by their peers. They also became aware of their unigueness and

A special areas of knowledge.

=

Once they could iden%ify some of their unique qua;itiesAand_some important

aspects of their role, they were able to share some of their thdughts with

”
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other colleagues and in the process discover the uniqueness of others. Some

were even able to share some of their weaknesses and some tasks that were

difficult for them to perform.
The fact that the participants were reflecting only on certain aspects
of their profeséional role and had control over how much, if anything, they

_wished tc reveal seemed to diminish threat and build trust. Problems were

i

revealed and, as a result, people felt closer and more sensitive to each

other. Relatiohships began to form on a level of support and understanding.
Also, participants learned as a group to collect data around difficult
situations in an objective manner and to use the data to identify a problem;
_ The final result of these three activities was a list of conditions from both
pPrincipals and special service staff that enhanced or hindered their
effectiveness in three different york situationé. These.lists helped to

_identify misunderstandings and frustrations of both special services and
} -

principals that were the seeds of the existing cohflicts. ;
The next gtép was to bring th; two groups together to deai joiﬁtly with
the éata they haq generated in their separ;te groups:

The following set of acti&itiéﬁ is based on the results of this sequence.
The skills developed in this section\brovide a foqndatign for both grdups to

¥ »

deal with problem situations together.

-t
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-~ ) . Section II - Role Interaction

(Spegial Service Staff and Principals) .

- ' - .

Activity I: Costs/Benefits

Objectives:
1. To acquaint people with one another.

2. ‘To facilitate feelings of trust and openness.

3

% -
3% To surface role expectations and concerns. 1

.

Materials:

. Newsprint, magic markers

x

.

. Trigger questions written on large sheet of newspgint.

1. what is it costing you to be here?
2. What are you expecting to happen?
3. What are some of the positive and negative consequences that
might result from this experience? . .
4. what are you willing to risk so that something positive will -
- -happen? '

Method of Development: . . -

»

This activity is designed to create an open, receptive atmosphere

among the participants. When the trainers are ready to introduce.the activity,

IS

the triggex éuestions should be hung in a visible place in the room. This

will allow the participants to refer to them throughout the activity.

%

The first part of the activity requires that participants choose a
. al N

partner, preferably across groups, and interview them according to tbe questions

»

listed on the newsprint. The second part of the activity requires the par-

ticipants to divide into two groups, but remain with their original partner.

" After Lhe pgrticipanés are arranged in two groups, they are each to introduce

2.
their partner, in régard to the trigger questions, to the group.

. '  -108-
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After all of the participants have been introduced, the groups spend
about ten minutes discussing what happened during this activity. At this
point, a trainer can join each of the two groups and facilitate the dis-
cussions. Some trigger questions are:

1. What did you learn about your partner and the other members
*  of your group? "o

2. Were there differences and/or similarities in what you said and

others' responses?,

The estimated time for implementatigg\ff;i?is activity is one hour and
ten minutes. Part one, interviewing a partner, takgi\ifij; 30 minutes,
éaft two, group discussion, 30 minutes and part three, process, about ten
minutes.

Instructions to Participants:

The following activity is divided into three sections. The first part.

involves working with one other person, the second with a small group, and

*

the third is a process or evaluation section. ;

The first thing you are to do is to choose someone to work with who

is from another reference group. For example, if you are a principal, choose
. -
someone from special services and vice versa. Find.a spot in the room that is

comfortable and interview each other according to the four questions listed

¥
in the newsprint. You will have about 30 minutes, 15 minutes per person,

T to compiete this task. -

After all partners have finished interviewing, you will be asked to

divide into two groups. .The trainers will inform you when to move. Your

task in this group is to introduce your partner to the rest of the group in

pryard to the questiéns used during the interview. You will have about 30
¥ ) 5

minutes for this portion of the activity.

-109-
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Following the introductions, spend about ten minutes evaluating the

experience in relation to what you learned about your partner and other
members of your group ard identifying any differences or similarities in’

your comments and others' responses.

fctivity.II: Self-List
Materials:

Trigger questions written on large newsprint:

1. (Principals) The three most difficult aspects of my role in relation
to special services are . . .

) la. (Special Services) The three most difficult aspects of my role

& . while working in buildings are . . .

2. Three things that I do well and feel good about in my professional

role are . . . .- )
3. If things could be just the way I'd like them to be, what would I

be doing in this school district?

-~

Methods of development:

- This activity is meant to follow Activity I, and the participants should

remain in tHeir same groups. The trigger questions should be posted in a

place easily visable to all participants and reviewed with the participants.

The purpose of this activity is for the participants to practice

.

self-disclosure and risk-taking and to begin to surface individual role N

problems and working relationships in groups consisting of both special
services and principals. Since the purposé of the first activitf'was to~

estaguish rapport between the participants, the groups should remian consistent.

Y

The feelings devéiﬁﬁéd in the first activity are the foundation for this activity.

Within these groups the participants are to share, with members of their

<

specific role group, the answers to the trigger questions. While the special

'

service people are discuasiné the questions, the principals observe the .

s

R _prpééss. Their task is to provide feedback regarding the use of paraphrasing

-
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aﬁd feédback skills. After the interchange between special service people,

t%e same procedure is followed only witu principals discussing the questions

a@d special sexvice people observing and providing feedback at the end of

~

. .
the interchange.
G ‘
; ‘ This activity is followed by an evaluation discussion designed. to
k.

provide the participants with the opportunity to discuss across groups what

Y, they learned and ho@ they felt about the activity.

/
-

- Stimulus questions for this discussion are:

ot

Did you learn anything new about your colleagues or their roles?
How did you feel about sharing personal perceptions .and information?
What are some of the problems that were surfaced?

W

4

The estimated time for implementation of this activity is approximately -

one nour twenty minutes for each group to answer the questions ‘and receive

-

feedback, and ten minutes to process the activity at the end. After
- completion of these two activitiéé, the gréup should ke prqyided with a break,

eithar lunch or a fifteen minute coffee break. -

Instructions to Work Groups:

This activity 15 designed to provide you with the opportunity to

practice the paraphrasing and feedback skills we have been using in the

LS

_previous activities. BAs you move.through this activity, try to remember. L
to paraphrase the speaker's thought before you respond to ensure that you

s . understand his perceptions and are responding directly to them..

~ . .
The task is for both special service and principals to discuss the

,
~

three guestions listed on the newsprint in the group setting, separately,

and provide feedback to each other. For exémple, while special sérvice

people are responding, the principals observe their intepaction in regard

ERIC . Sar \
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to their use ot paraphrasing and feedback skills. Following the interaction
of the special service staff, the tasks are reversed and principals discuss

the questions and the special service staff observes the interaction. ~After

B

each discussion, the observers provide feedback to the other group.

After each role group has had the opportunigy to share their thoughts

-

regarding the questions, your group joins together to evaluate the experience

N
AN

_thxrrcles_and your feelings about shdring perceptions across role groups.
\

\

) &
Activity I17: Card Exercise

Objecﬁives:

in terms of what you felt you learned about your colleagues and their

'Y

1. To surface major problems existing in person interrelationships.
2. To share personal concerns and problems without personal threat. )

3. To give positive and negative feedback.

Method of development: . .

/

‘The trainers begin this activity by giving one index card to each:
participant. On the first side the participants are to write one major

concern they have about their role that they would like to do something

-

about but that involves a risk on their part. On the second side, they :
are to write something positive they would like to say to someone they work

with and something negative they would like. to say to someone they work with.

1 . ;
lic names are to be used. ’ .

- e

When the participants have finished filling out their cards, they are

. 2nllerred by the trainers and pooled inte one pile. Participants are then
- . o 15;}: -

asked Lo select a»cérd from\the pool. These cards are then shared out to

the entire group.
~ } (=112~ .
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Pollowing the share-out the trainers lead an evaluation discussion of

the activity where the participants are helped to understand their learnings

and the implications for their "hack home" sitdagion. Questiéns that should

hY

-

v

.. be answered during the evaluation section are:

1. How did you feel making personal comments about someone even .
though no one knew who they were directed’to or who they came

. from?
2. What information was brought out that you didn't know before?
3. Did you feel aay of tie statements made had persomalapplicability —
to you? . "
R
" "\ » . N . . . .
The estimated amount of time for implementatiqn of this activity iss

about one hour. xférty‘fz;;‘minutes should be allowed for writing comments

on the cards, res&uffling the cards and the share-out. Fifteen ginutesl
N i ot . s P
\ N .

should be reserved. for the evaluation discussion. —

Y

-

Instructions to participants: ] - "?Q\

5 - - i
This activity is designed to help you share personal~cdopcerns and

A
~ ¥ ~

\ confldentlally suxfaca pfzzz;ms involving other colleagues. Your task is

to think about ofic concern you have regarding your role that you would like
AT ~ to change even though it may involve a major risk on your part. Write this
- #

thought down on the first side of your card. Next, think about something
. posiiive that you would like to say to someone with whom you work and,

-*  likewise, think about something negat%xe you would like to say te éomeone
. with whom you work. Write those commeénts down on the second side of your
caré.l Do not u§e any names.

After you have finiohed writing, the cards will be collected and pooled

- »
-

into one large pile and you are to pick one card randomly from the pile.

~

Your task is to share the thoughts on the card you choose from the pile

with the total group. This will be followed by a discussion about the

implications of the information surfaced on the cards.
) - ‘
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- Activity 1V: Task .Force Role Play , N
F Objactives:

: 1. o acquaint participants with the problems others have to deal _ . ,
}ﬁ ) with-in their roles.

2. To share concerns’and problems. .
3. To initiate proceflures to deal with the identified problems.
- e s e . v
4. To plan for future activities. . f;:
¥ +

- - . ’

© Materials:
Newsprint and magic markers

- ' Role scripts (seven cards with a description of the role to’
be played written on it) . éi.

. “elementary school principal .
social worker - . s .

. school psychologist ' . :
special education consultant for the émotionally 1mpa1red
regular elementary classroom teachex .

special education classroom teacher (secondary, EMI)

parent of a hearlng 1mpa1red pre~school child in the district

- N e
- P

»

-

o DS N

. Description of the scene typed on a 3x5 card:

The director of special education in this district has been
observing the functioning of, special services and feels that
3ome changes are needéd in order to improve dellvery oxX -
service to children. He has assembled this task force,
. composed of different members of the system concerned with the
¥ -7 delivery of appropriate services to chlldren, to develop a
et list of changes that should occur along with some specific
* action steps. Your task is to:, . . 4

. Iist the areas of concern you feel need to be dealt with
list the areas where you feel more information is needed
> and the source of the inZrmation
[ \ 3. 1list the action steps or things you might do to /f '
l
|
|

(0

implement 1 & 2.

“
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Method of develdbment:

g ¥ -

-

This activity requires that the participants divide into two groups.

The trainers can accomplish this by simply asking them to separate into

§
~
.

two equal groups, making sure that there is a mixture of roles in each

4 by

> group. q
After the participants are in their groups, randomly hand out thg role
script cards. If someone receives their own role, ask them to exchange
with someone else in the group. Explain the activity to the groups and then

give each group a description of the task. Give_thenx*ime'to read the task

Lx

and ask questions.

.

While the participants are working in groups the trainers drift between

-

groups in order to observe their process. Interventions should be made if the

groups seem to be confused by the task. However; the trainer should not

~

remain in a group or function as a member of a group. After an intervention

is made, the trainexr leaves and allows the group to deal with the new informa-

.
- -

tion-in its own way.

-

After the task forces have completed their assignment, instruct each
group to discuss the process that emerged during the role play. For example,
ask them to consider the communication patterns that were established by

noting who spoke, who didn't speak and why.

»

Following the small group evaluation, bring the small groups together

and lead a total group share-out of the problems and solutipns that emergad

in each group. Facilitate the discussion to answer the following.questions:

1. Are the problems identified real and can they be changed by
altering variables controled within the district?

2. What are some things that you think could be done in this district
to effect the changes? . .
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At this point, the trainers record the action steps on newsprint

- w

for the group. They are to become.the basis for future decisions regarding
innovations in the district.

.

The estimated time for implementation of this activity is approximately

’

T

one hour and fifteen minutes. The role play tqﬁes about 30 minutes. The

%

process in the small group requires about.l5 minutes and the total group

share-out and process abnuq 30 minutes.

Instructions to work groups:

You have been appointed to this task force by the director of special
education to identify problems in the system and to develop some action steps

that will. lead to changes. You have each been given a card that describes

what role you are to play. Your group has been given a card describing the '/

situation in detail.

- &
Your task as a group is to answer the questions of your situation card

in the next half hour. When you have finished the role play, you will be -

~

asked to process the interaction that occurred in your small group. We .
will then discpss the activity and its outcomes as a total group.

Outcomes of Activity I, II, III, IV:

The outcome of this set of activities is that two conflicting groups
were Brought.together and, by prégresging through a .sequence of activities,
were able to begin to find ways to communicate with each other %n a systematic
and effective manner. They developed an understanding and awareness of their
own role and of the roles og others, and thus were able to identify problem
areas that affected both of them.

In. this situation, the principals and special service staff learned how

’

to 1lstea to each other and how to eliminate distortions in the communication

: - ) -116-
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process by.use of the technique called paraphrasing. Along with the
ability to sh;re more effectively, the groups began to trust each qther.
As a result, they were finally able to syétematicélly address major areas
of concern together, without feeliné that an expressed conce;h was an
attack orn a colleéghe. ‘The culmination was a list of specific action steps
that both the principals and special service staff f;lt could be implemented
within the system andhthqt, if implemented, would begin to solve some of
their problems. -

Perhaps one of the most important aspects of this sequence of
activ;ties is that two conflicting groups came together and learned to share

®

information and ideas and learned to listen to the responses® of theix

colleagues.
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: ESTAB%%%EETEEEWO%ORMS *
rRonald lutter
pzfanition of Horms .

Any educator who has been a new Staff member, new to a system, or
new to a part of a system has probably become aware of some explicit or
implicit rules of behavior, that is, expectations’ commonly held by the

person _who performed the behaviors, expectations of themselves or their

colleaques. The phrase "We do things -this way!" is an explicit informal
statement of these expectations, a Job description may be a formal statement

of these expectations, while the accepted way the job is done or the
. i . -~ - -
affirmed style in which.the work 1s done may be inf%rmal implicit statements

-
»

of the cxpectations. The role expectations for the teacher are different

from those of the principal, which are different from thosc of the director,

v

which are dif ferent from the assistant superintendent's and so forth. .
These role cxpectations are generally held by all members of the system,

and in that sense they can be seen as norms. Haas (1973) defines norms

N

as "1deas about how classes we cateyorize of persons ouyht to behave in

specified s1tnations, norms‘are ideas about how persons ought to behave,

ra

rather than the behavior itself; norms vary in degree of specificity in that

, .
some are narrow and specific, whercas others are vague and loosely defined,

some norms specify behavioral actioﬁ." Kahn (1964), in discussing the

he EHl

£ ;
relationship between organizational climate and the normative structure,

points out that norms make up the overarching shalts and shalt nots which,
given the actions, imply the sanctions and, in time, permeate the souls of

organization membuers. A NOrm consists of expectations held in common and

usually shared by all or nearly all members of the organization.

17

’
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Types of Norms

Haas, (1973) suggests that the normative structure of an organization

is composed of categories of norms. He identifies five general categories:
() Task norms which specify the appropriate tasks and how or when they

are to be carried out; (2) Power norms which designate the authority dimension

between the members in the organization; (3) Position norms which indicate the

status differences which exist between members of the organization;

(4) Interpersondl norms which specify the affective nature of the relationship

between members within the organization; (5) Sanction norms which specify the

-

- appropriate sanctions to be applied when the rules or regulations of the

organization have been violated. . . -

Mead (1934) contends .that an unique function of the human is his

ability to develop a consciousness both of himself and of othérs. This is
accomplished as the individual identifies parts of his self with others.

This 1s aéébmplished as humans communicate with each other--communication
/
in which one person assumes the attitude of the other individual and, by

=

sq doing, calls out that attitude in the other person.

’

S

Establishing Norms

. Norms do not just appear; they may come from one of a combination of >

- sources. Haas says that norms may be carcied in to the qrganization by

its mg&bers, ﬁorms may be initiated by sources outside thexorganization,

or norms may be generated from within the organization as a consequence

of the ongoing interactions witﬁin the organization. Norms are reflections
pf the members' cultural experience, which influences the expectations

that members bring to the organization. The beginning teacher, although

.
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having Limited first-hand experience in the teacher role, has been
: ' .

-

acculturated to believe thatvthere are a set of sehaviors that are "teacher."
Additionally there are norms for what "schools" do that are determined by |
the understood cultural definition of schools as an institution.
Mempers then coﬁg into- an organization with some sense of the noxms
of that oxganization, based upon the culture's defin£ion of the organization
rather than any f£irst hand experience(of the organization. Norms for an
organization may be initiated from ‘sources outs: le the organization. -
Governmental regulatory agencies, judicial rulings, or legislative mandates
may act to influence the normative §t§pcture of an organization. Thg most
common example is when departmeﬁts of education in the various states

establish rules and redulations, which may determine sets of norms that will
. <
~

‘ be put in place in the sdhool organizations.

- P

+

Changing Norms

An organization or group is an ongoing, growing, changing organism;
L
as such, 1t may change the norms for its own behavior without a‘gtimulus from

outside sources. The members of the organization make the major tog;ribution
y . : : . . RN
to this development. Each member brings his/her cultural set or expectation’™
? N ‘ .
of the "right" norm for the various roles within the organization and of

'al

the organization itself. These expectations may have broad aspects in

common, while at the same time having critical areas of difference. As

the organization of groups continues, these vdfying perceptions are melded

= and shaped into a normative structure that most members of the organization
wi;l belxgve in and support. Groups may change a norm that no longer is

accebtable. Haas describes this as a process in which those persons in the
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group who are seen as promulgators of new norms will initiate a discussion
of the needs for a new norm. Other members of the group will eart1c1pate

in an exploration of what the new norm will mean to the group.‘ In time

v

there will be a broad.based understanding of the significance a?ﬂ content

-and utility of the new norm.

\

Aside from its source(s), the normative structure has anoéher‘critical
v

\
aspect which the change agent must be sensitive to. Norms can be official

or uncfficial. Official norms are those supported byvthe officials of a

group or organization. Certain officials in an organiization are expected
I 4 * I'\
to see that members' behaviors are congruent with the norms which have

apparent group support. In school systems, school adminiétrators and

teacher organization officers may be the legitimated sources of official

norms which influence the "teacher" role.

*

. 4
It is also apparent that there 2are noxms which are enforced by the -

majority of tbe members of the groups or organizations without the open
approval of officials or superiors. Haas makes an important observation
whea he says, "Where members of an organization group are hostlle toward
and suspicious of higher 1evel off1c1als, there is almost certaln to be

a sizable unofficial norm component in the total normative structure of
the group....No set of planners and norm makers outside of a group or
even the head of a group can ever anticipate all possigle situations that

<

arise within the groups...unofficial norms develop to fill the gap for

normative guidelines."
It can be seen, then, that the normative structure of a group or

organizations is multifaceted. It includes the category of behavior to

s
w3

~ which the norm applies, the source of the norm and the official or

unofficial status of the noxm.
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Figure 1 illustrates the aspects of the normative structure. Norms

form the context out of which comes the régularities described by Sarason

(1971) in his discussion of the culture of schools and change within the
schools. Sarason makes two points (l)‘that there are behavioral regqularities
in schools that have no relationship to the stated outcomes of schools,

but which are ip fact indicators of the intended outcomes of school programs.
(2) "any attempts toAintroduce,an important change in the school culture

requires changing existing regularities (norms) to produce new intended

outcomes."

Figure 1
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Establishing New Norms

To affect a meaningful change in a school system, the changé&;gent in
Speciél Education must determine which norms the intended change will affect

and develop a set of strategies to prepare the client system to put new norms

in place. Special educators aré prompted by the national movement bringing
. about closer and more meaningful interaction between general and special
education so that the apparent social mandate for "normalizing" the handicapped

child could be met. At the state level, legislation and Department of Education

~

regulations were enacted which implicitly and explicitly mandated new role

I
relationships and consequently an examination of some existing norms. These

-

regulations mandated that school districts would establish mechanisms to

develop educational plans and instructional alternatives for handicapped

children. They specifically state that "any special education program or

.
)

service should be planned to assist the impaired student to remain in regular
education as much as possiblg or return to regular education as soon as possible."
I@plicit in this mandate is iiredefinition of the ways that general educators
and special .educators interaci with each other. Genericaliy,‘the issue was one
of role definition ané an ex?mination 6f the norms associated with’thosg
roles and a readiness. for é£ablishing new norms.

The task is now to Assist.groups (special education and,genefgl educ;tion)
within the 6rganizat%?ﬁ {the schosl district) to ;nderstand the implicit new
norms being generatéd by the state's mandate. In order to accomplish this

task, the need tg focus on the facts of the normative structure is paramount:

Task norm

: What should special educators do to meet the needs of
handicapped,children? How much should classroom teachers participate in the
Y , ;
,// 7 ! ¥
4 A -123- >

WJ:FEE ,
A ’ v
v




ERIC

Aruitoxt provided by Eic:

%

A i

development of building level rplans which provide services to meet the needs

‘

.of handicapped children? How much should district gdministrqtofs participate

in the development of building level plans which provide servicés‘to meet the
needs of handicapped children? What should the school psychologist, clasiroom
teache;, supportive personnel, and building principals do in the educational

planning process for handicapped children? How much responsibility for thé

$ : -

change- process should the outside chénge agent assume? How much responsibility

E
for the change process should the clients assume?

~Status: Should handicapped children be regarded as having eéqual access

to normal educational services at the same level as‘non-hanaicapped children?

’ >

Are outside agents equal with teachers or administrators, or with neither?
Are directors of special education equal to building principals? .
Authority: Should teachers have the same information about resources as

top level administrators? Do teachers have the right to be responsible

A

. for planning what services will be delivered in their buildings? Should

teachers have the authority to.make policy for a research project in the

school district? ' ' ' s

. After conceptualizing these éuestions, the special educator must also

decide whether to assist the client system examining the di;crepancy

which may 9xist betweén the official and unofficial}aSpects of these norms.
The status and task norms are usually the first addressed. The

outside rgso;rce person and clients should at this point examine the contract

that determines the relationship of the outside consultant with ‘the system. .

This effort should result in a recapitulation of the original contract, but

with the "non-officials" of the client system arriving at a consensus ‘around
. i

5
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‘the task of the consultant, the behavior of the consultant, the client
expectations of the consultant, the appropriate client behaviors, the kind
and amount of resources the client will invest in the change effort,

and the kind and amount of resources the consultant will invest in the

.

change effort. This exploration of the normative structure relative to the
. i

consultant/client relationship will probably be ongoing, but it must be

focused upon the above guidelines for the resolution of the aforementioned

issues, and should,be developed before a serious éxamination of other aspects
of thc normative structure can proceed.

/ Changing Noxms: Interventions and Tactics

Since norms are ideational in nature, a critical intervention in
examining norms is a discrepancy analysis. This technique entails an analysis

of what the clients state as desired behavior and what are the observed

behaviors. - - ‘

Departmental rules may specify that certain gersbnnel (support specialist)

will perfoxrm tasks in conjunction with the other teacher in the various

14

school buildings. Observation and/or personal reports may indicate that the

tasks being performed differ from those ascribed to the role. There may be a

policy statemen£ or a{state regulation that specifies equal'sgatus (as
measured by allocation of instructional resources) for special education programs
and regularieducation programs. A review of the allécation procedures in
several buildings or district-wide may reflect an inequality. |
The districfs table of drgani%ation may indicaté that the director of

special education hés equal authority with other personnéi on his level.
. -
observation or data gathered from the role incumbent and knowledgeable others

A

may indicate that such is not the case. Top administration may verbalize
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\
that subordinates can be responsible for program development, but an

» examination of the history of such efforts indicates that top administration:

I e

has always demonstrated behaviors in which they made the final and crucial

decisions as to what programs would be developed and implemented. Each of

~

the above is an example of a discrepancy between the norm and the behaviors
associated with the norm.
ST The initial task is to develop.an assessment process which will assist

thg clients' focusing on appropriate discrepancies in the normative structure.

Such assistance can be given by asking the clients to describe {(informally,
or by questionnaire) the present state of the issue under discussion

(behavior of supportive personnel) and .then to describe the way they -

3
L

think it should be. The consultant analyzes the responses and shares the

results of the analysis with the clients. The clients then must decide if

1]

they want to continue the status quo, i.e., the normative discrepancy, or
if they are ready to begin to develop new norm(s). If the decision is to
reduce the discrepancy between what is and what should be, the consultant

then poses at least the following questions:

1. What are the present behaviors that support the discrepancy?

2. Who performs these behaviors?
' T
. 3. what assumptions underly the presen% discrepancy?

4, Should the discrepancy be reduced toward what is or what should be?

-

> 5. What behaviors need to be-:changed in order to reduce the discrepancy?
6. What training or resources are needed to evaluate the viability of
the new behaviors?

7. wWhat focuses in the organization may act against the institution of

p new behaviors? . i
-126- . .
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8. What focus in the organization may act to support instituting the new

i

*

behaviors?

An example of key interventions to decrease the discrepancy and make the

.
[y

official norm a viable part of the new normative structure cf the organizétion

are listed below. 'These interventions are:

1. Confronting the organization's officials with the unofficial norm.

¥

2. Facilitating the formulating behavior that the organization'

- -

official could demonstrate which might assist in decreasing the

discrepancy between the official norm and the unofficial norm.

~

3. Assisting a policy'makiné board (the committee comprised of the
clients) in conceptualizing those behaviors which they could

practice which would help to decrease the discrepancy between the

official and unofficial norms.

4. Give the policy making body opportunities to practice the behavior

associated with the new norm. Specifically, a consultant trainer

may present germaine issues, which require decisions. What tasks
£ - -

-

should be aséigned to the membership or staff? The policy making

group should gradually increase their responsibility for designing
in-service meetingz for other participants in the system.

5. Facilitating the client system in establishing its authority over

-

what services will be delivered in-their various settings. The

.

consultant may work with the building teams to increase their skills

in assessing the needs in the school building, determining the

professional climate in the building, and conceptuaiizing what

alternatives the staff of the building would support.

~127-
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6. The consultants might be :%éegrpe iinking the poligy or building
. client groups tc otﬁers in similar systems who have already
demo;strated how teachers havé developed service delivery plans
whiéh reflecggd théir systems needs.
7. Legitimizﬁtion of,planning activities or new role expectations is

requiféd. This may be accomplished by a face to face confrontation

s
with the designated organizationas officials. The purpose of this

presentation is to (1) serve as a vehicle for members of the

client system to use. the behaviors which demonstrated their accep-
tance of the new norm regarding tasks, authority, and status of the’

teacher roié ahd (2) servelés a yehicle for the official to

~ {

. demonstratc those behaviors which indicated that they were ready to

‘accept the new norms regarding takks, authority, and status of the

*

teacher role.

Barlier in this chapter it was poifted out that norms are ideas of the
N . .

way things should be. By inference, then, one can assess the presence of a
: . . . ~
new norm by a group's behavior or verbal statement of that new norm and/or the

consultant can make cuservations behavioral changes in an attempt to

measure the effectiveness of the effort to assist a client system in

establishing new norms. Evidence of the new norm as a behavioral regulagity

5

«
'

at the buildinélor setting level might be: - -

x
‘

1. Commitment to support yith dollars the planning effort by teacher

~ "building groups by central-office administration .

A
2. New roles in job descriptions for personnel of building and district

\

programs-
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3. Organizational officials encouraging different teaching groups in

other ‘buildings to embard on similar efforts

# N ~ -
4, System publigation and endorsement by-still other significant

groups like Board or Union, in the school district
L ) :

é -
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TRAINING ACTIVITIES ON

ESTABLISHING NEW NORMS |
v . Ronald Nutter

Introduction

A training program to assist %p the establishment of new norms should
have the following objectives: to identify the official and unofficial
norms, to identify the role beh;;%ors currently operating, to identify i .
role behaviors needed to establish a new norm,and to provide a low risk

opportunity to practice behaviors associated with the new noxrm.

In the initial stage of the training, the consultant uses discrepancy

#

analysis as the major intervention; in the next stage the consultant assists

X

the participants as they define what behaviors they wilil perform to establish
the new norm; in the final stage the consultant is the supportive resource as

%

the participants practice the new behaviors of the new norm.

System Need Attachment

A school district submitted a proposal designed to change and improve

the relationship of general and special education services and personnel in the

delivery of services to children with special needs. The project was to

. (1) increase the knowledge of the teaching staff about the recent special

education legislation; (2) inyrease the understanding of special services

abailqble in the dlstri (3) devélop in seven building plans to meet the
néeds of exceptional children in each of the buildings. The proposal
provided that outside consultants would work with the distriét to carxy

, out the project.

A

The critical norm to be examined was: ‘Teachers should plan those

5

school programs which they will implement. This statement assumes that
1

(1) program planning is a task which is included in the teacher role and that

4
(2) the authority to make programmatic decisions is also a part of the

x

teacher role. The administration position was“that this should be and was

: -130- L
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the present state; the proposal was meant as a statement of the norm. The

|
|
%
Consultation contract was made with an executive committee composed of
assistant superintendents for instruction and directofs of inservice, special
education and the project difector. The tentative assumption was that ghere was
No contradictory unofficial norm around these issues. The assumpEion had to
be tested as a pért of building a relationship with the remainder of the
~lient system in the service buildings and other selected @®ntrol o@fice
staff. This was doné through a cluster of interventions which were designed
to establish an understanding of the project, the expectations for consultant
behavigr and client behavior, and consensus on the goals of the project. .
The interventions were:
~ 1. A week-long workshop during which the entire project was perceived
in microcosm.
2, An activity during that workshop which gave the clients an ppportdnity .
to exercise authority over the project budget.
. 3. The establishmeﬁt of a policy making body composed of teachers,
which had at least egual status with the project director,
outside consultants and (within the mission of the project)
greater statuﬁ than top administrative officials.
At the next two meetings of the client systems the following intervention

was ysed : 8 process to clarify the expected and desired project outcomes.

. . : / '
At this point, as the clients weggwpro;ed to reveal what they expected, they

» >

began to voice the unofficial norm regardfhg the norm assumption listed
earlier,, It became clear to the consultants, that a major discrepancy

existed between the official norms for teacher tasks, status, and authority

. .

=131~
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as implied in the project proposal and the uﬁofficial norm in the school

I

staff as evidenced by the prior behavior of the executive committee amd

building administrator, when teachers exercised the behaviors congruent

with the official norm.

-~

Simply put, the unofficial norm was that teachers' tasks did not

include program planning, that teachers should not have the status to make

x

a significant contribution to what happens in their own buildings, and

+

that teachers should not have the authority to make policy in service

training projects. These unofficial norms had developed as a reaction 'to

top administrations' response to previous attempts by teachers.to be

FeSpohsible for what]/ happened in ‘programs in their own buildings.

The discrepancy w\ stated by the clients, "You (the‘consultangs) say
that they (top admini§trators) will let us be in charge of developing
these plans.T/We know they won't. LooL at the __ project. They said
the same thing about us being responsible and then when we are, they shoot
us down." ’

The consuitints then asked the clientg what condition they preferred,’
the one implied ih the official norm, or the one associated with the

unofficial norm. The decision was, albeit with a gocd deal of circumspection,

to attempt to Jdecrease. the discrepancy by moving toward the officia iﬁorm.

-132-




Objective I: To idehtify the pertinent official and unofficial norms.

- s

Activity #1: Identification of present norm

Materials: Pencils
Paper
Newsprint, marker

»

Method of development: '

This activity may itself be a new behavior for,thé participants. It

may not be usual or acceptgﬁle to publically verbalize one's p;rception of S
the "shoulds" of a system or subset of a system.- Therefore, this activity
éhould be done at different times during the training prog;ams. Initially
the participants may only do a superficial examination of the normative
structure, later they may be willing to engage in a more intense 1o;k at that
- structure. The consultant's role at this point is that of quesﬁién qsker;

however the consultant should be prepared to share his beliefs about the
" roles under examination as such a sharing %E often necessary to develop

trust betweén the particI§E€3} and consultant. , If a copy of an administrative

statement, which either affirms present norms or implies new ones is

available, this document may serve as the context for the initial conversation

about the normative structure. - . ‘ .

Setting:

The setting should be a room that is large enough to provide flexibility

s

i1n seating arrangements, but separated from areas where the ongoing operations

of the system are taking plage. A relaxed, informal atmosphere will be

conducive to an opun exchange between participants and consultant. 1

/
.

Directions to parficipants:

On your paper write these statements:

-133-
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* In this school district, the Assistant Superintendent does . . .

x

In this school district the Director of Special Education does . . .

* ** In this school district a\principal does . . . :

In this school district a teacher does . . .

* Complete each statement by listing those behaviors that you think are

¥

corréct for those people to do in this school district. (5 min.)
* Choose one éther person and share your list with him/her. ilO min.)
* Here on the newsprint list the same statements, one on each shéet of
newsprint. Fill them in with the “do's" that you name for each one.
So just call them out and someqne’will record them. ' ”
* On each of these "do" lists, let's identify those things that we
agree are consistent or at least seem to be'épproved by the most
peolle in the system.

* Post and save this list of,"do's." We can use ‘it to check back to be .

revised as we go alohg. N

Activity#2: Identify official and unofficial norms.
‘Materials: See 1 . R

Method of development: See 1 ’ ’

1

Directions to Qartiqiéants:

*  Given your task for this project, will you list those "do's" that

’

you will be able to perform in the projegt.
+ Rank the "do's" associated with the project from one to five. Give
a one as those least likely to happen and a f%ve to those most

likely to happen.

3 , -134~

ERIC 259

Aruitoxt provided by Eic:




-

+ What ideas or notions are existing in the system or in your Luilding
that will keep you from performing those behaviofs that you think
you should do? . ;

Objective #2: To identify role behaviors needed to establish new norms.

Activityil: Describing preferred role behaviors

Materials;

Pencil

Paper

Markers

Newsprint .

Method of development: -

Consultant poses questions and facilitages discussion. A short lecturette
.and subsequent pro&pt for this activity might inclqge a discussion of tﬁe
relationship of teachers in the project's work groups present at these sessions
versus others in their back home building setting. The issﬁe of relationship
is critical since these teachers, by their project involvement and pilot

testing of project'learnings that will be applied in their respective

-~ 1

schools, will be viewed differently by their colleagues. An examination of

LY - o i /'
project involvemegnt and its impact on their relationship in the back home work

5

situation should include:

‘L. _Are you establishing a new relationship with your colleagues, such as,
discussion leader, organizer of meetings, communication 1inkér for
the first time?

2. Are you ge-defining a good relationship with your colleagues? (You
have é;gvioﬁsly been seen as a discussion leader, etc.?)

3. Are you re-defining a poor relationship, you were a victim of

circumstances in a previous pilot project or faculty activity that

failed? ~135-
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Directions to participants:

v

Given the project task, what behaviors do you think will be requ;réd

v

of you? “ . a

Of the behaviors you have named, which ones are new to your present

2

role? Make a list of these.
On one side of a sheet of paper write today's date and describe

what you do in your role as , .

b

- On the other side of the paper put the date of the end of the

-

project. Describe what ybu see yourself doing in your role at that
time.

- On a separate sheet list those things that would be helpful to you

~

in performing your projected role.

Can we share with the group your descriptions of your projection and

those helpful things to get y%u to your projected role performance.

Congultant leading activity, record those on newsprint for possible

future reference. i

Objective III: To establish low risk opportunities for participants to

practice new role behavior.

Activity #1: Task which requires new role behavior
Materials: Those germaine to the task

Method of development:

The consultant determines which of the normative dimensions the projected
role behaviors fall, and then designs tasks as part of the training which will
give the participants opbortunities to practice functioning in a new normative

.'13 L d
Structure.
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R . For example, the projected new behaviors may require a different norm

~

foncerning teachers authority to plan the programs in their buildings. Prior

) ’ . B
to embarking upsh the practice function, the participant should receive the

1

%
i K] (] K] L . (] . L]
canceptual information about normative structures. This is delivered in a
4

i
shart lecturette, the major points of which can be found in the first part
‘ -

e

Y

of this chapter.

!

o

3,

Diredtions tomarticig;ants :

éonsistent with the behaviors that you identified as being embodied in
your projected role, what we need to do is get practice in doing some of
§
\ N
those bepaviors now that will be a part of your projected role at the end of
- AN

the project.

Activity A-#2: pemonstfatfbn of behaviors consistent with the new norm.

]
~

e

Materials Xnd setting:

* Meeting room

* Copied of printed material 3
where indicated

.
-
15

Method of development:

. i '
This actisity brings together those participgnts in the system who will
: ¥ .
be most affected by the new norm, If"behaviors by more than one group are needed

A
v

to establish the norm, then members of all groups must participate and perform
"those behaviors consistent with the new norm. This ac7ivity can take s;veral
forms: it can be a deciségn making activity in which subordinates and |
superiors interact as peers (tasks noxrm change) ; it can be the érésenting of
plans by teachers to top administrators (authority horm change;) it can be a
series of meetings between teachers and top administration held in the teachers'

-

building instead of at the central administrative offices (status norm change.)
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The consultant's role at this point is that of supportive resource to all

-
»

invélved participants. If it is necessary to bring various elements of the
system together, the consultant does so. He indicates to each segment that

this activity is an opportunity to practice those new behaviors identified

earlier..

Directions to participants: {(Include central office admlnlstrators, bulldlng
teams and their selected presentoxs)

As von al%zgnow, tearms of staff from se&en buildings in the district

have been planning alternative programs for children with exceptional
needs. One task here today is to share with the central ;ffice pexsonnel,
the résults of the planning period including requests f;r additional
resources, if necessary, to implemeht the plans.

The central office administrators have been given written statements
from each of the teams. Undoubtably they havg questions to pose to

each team's planning effort before they can individually or in unison

-

sanction this individual plan. At this time we will draw straws and each

team's representatives will present their plan in ten minutes. Then the

s
s

central office panel will have twenty minutes to ask questions. No decisions

need be reported at this time. The expectation is that each team will
check out with the help of the process hglper, thét the central office
panel clearly understands bpth the plan and their request for additional
resources or support for new behavioral norms either in the building or
betJeen bu;lding personnel and central office aistrict program staff.

A ten minute checking out and summarization will be recorded and copies

forwarded to all parties by tomorrow afternoon. '

-
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After today's set of seven presentations of ten, twenty, and ten,

the dentral office panel will convene a second time with the resource

process helper to prepare a written response to each of the items

presented in the seven plans. An individual interview will be arranged

if building teams need any clarification by the central office panel.

Let's begin with the team with the shortest, straw. Since each

-strawy was numbered, each team knows when it will be presenting to the

* ~

panel.
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s

; LECTURETTE ON THE DEVELOPMENT OF

ALTERNATIVE DELIVERY SYSTEMS FOR EXCEPTIONAL CHILDREN
Dorothyann Feldis - ;?

Alternative delivery systems is a concept that has recéntly emerged
in education in response to social pressures for local school districts
to provide educational opportunities for handicapped children. The response

of the schools tends té interpret alternatives as "special" programs for

children who can't achieve gstablished standards through established pro-

f
f

. f . ¢
cedures. Solutions tend to emerge in the form of qompensatory programs
and the labeling of these programs as alternatives ensures their distinction

from established standards. < ,

The educational system has not considered examination of the estab-

lished standards and re-establishment of educational procedures by the adop-

tion of new standards. This section is an attempt to develop the concept‘

of alternative delivery systems in a way that focuses on the educational

?

process as it is functioning and as it needs to function if equal educa-

tional opportunities are to be provided for all children.

The term alternative delivery system is viewed as a system where

all children are considered part of the structure and where appropriate
learning opportunities are provided for them as members of the system.

From this vantage point, .a discussion of alternative schools cannot over-

.

look the role of the school as an agent of society. Society determines the

-

- - L}
standards on which schools function at two levels: 1legal and normative.

o~

The function of the legislature is to mandate what is legal according to

‘a state constitution and the function of norms is to mandate what will

+
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maintain the existing social class system. Each is influential in the
*
o

process of developing alternatives in schools and change requirés consid-

.
3

eration »f both.

. |
Judicial action can be viewed as a directive to the schools frON\::E; .

!
1
4

£

-

legal social context in which the schools exist. This has peén expressed

in the last 20 years through cases where individuals challenged the state
in reg.xd to their rights and privileges as human beings. Brown vs. Board

of Ed., 1954, set a precedent in that it overturned earlier decigions up-

.7 . H
holding "separate but equal” educational .facilities for children of differ-
i /— .

ent races and outlawed .school segregation. J.W. Davis, the attorney for
South @arolina in the Brown case, opened his argument‘to the supreme court

in this manner: ‘i o e
May it pleasge the court, I think the appellant's
construction of the Fourteenth Amendment should
prevail- here, there is no doubt in my mind that
' it would catch the Indian within its grasp just
as much as the Negro. 1If it should prevail, I
“am unable to see why a state would have any
“ further right to segregate its pupils on the
) ground ©f sex or on. the grqund of age or on the
ground of mental capacity.
,A“-__ 7 f
In later years, cases for the riéht te, an education of the handicapped

were argued on that very premise..

This is one of many cases involving the

rights of tre individual versus the institutiom that have occurred in the

*

last two decades and have drawn atiention to the individual's right to an

-

ocducation, regardless of his race, sex, mertal capacity, or physical ubil-

ities. Awareness of the individual's rights;%n relationship to the insti-

tution has forced schools to seriously consider the education of all children.

- : In most states, the legislature is responsible for providing mandates

>
'

lBrown vs. Board of Education, 347 U.S. 483, 74 S.Ct. 686 (1954).
: ’ -142-
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to legally ensure the education of all children in that state. ‘As a result,
the structure of the school system within each state is confrolled by the

action of the legislature. This can be viewed as one vehicle. through which

~

society expresses desires for change.

.
13

p.

During the past five yearé, school systems have fou?ﬁ themselves
confronted by legislative.mandates that require a change in the way ser~’

vices are deliveredlto children with special needs. The mandates outline

o

certain rights and privilegeé that must be afforded; however, they havé?ﬁg,—/’

«

way of ensuring that the child will be regarded as a member of the system.
Consequently, tiie delivery of any service to children is affected by the

norms of those who deliver the service. Legislation may ensure the deliv-
. A‘ . ¥

ery of services, but it does not ensure inclusion of the services as part
1]

[ . .
of the established standards of the system. Legislation is instrumental in

N

overcoming .a child's physical exclusion from the system, but'itxqoes not

overcome psychological separation from the system. Legislation cannot con-

trol the norms and attitudes of the individuals who operate the system.
In considexing the deve;gpment of educational obportunities for a
wider range of child variance, physical placement of children into the .

system is only one small aspect of program development. The valuation of

achievement and behavior are norms on which the internal functioning of the

~

organization are built and that school personnel, as well as the community,

support. Talcott Parsons (1968) deséribeé the situation succinctly when he

states: .
* The elementary school class is structured so that
opportunity for particularistic treatment is severely

limited. (Parsons, p. 75) -
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Consequently, developing alternative ‘systems that provide for child vari- -
—

ance refers not only to the availability of services but to the nature of

their delivery. Traditional, accepted, and unquestioned norms govern the

’\n

functioning of -s¢hools in such a way fhwe~dtructural changes do not greatly
influence internal functioning. The functioning of the classroom was not
designed to deal with child variance. Schools need a process to examine

the norms that the present system is maintaining and the consequences of :

»

changing those norms that are inhibiting ‘the social growth of the educa-

» ~

Y

tional system.

LS b ¢

’ Openi.ng the doors of- schools torhaﬁdicapped children is not the

<
-

’ »» B \ [
same as providing educational alte¥natives designed to meet a child's in-
N ¥

. ) ' .
dividual needs with the mainstreanm. Developing educational alternatives

demands a re-examination of the internal functioning of the organization

= PR 4 .

andfﬁhe.values, attitudes and relationships from which the existing struc-

-

ture emerged. ¢t

~

.

garason (1971) suggests that educational systems should focus on the

%- .
situation rather than on the individual and what is good or bad for him, in
. N .

.

order to discover new procedures. This is an ecological approach and pro-

‘ videé‘an-opportunity to vigj éhe~situation and the way it functions. 1In
‘essence, this’brocedure begins to raise guestions fegpréing acceptedvtra;,
~ BEEAD - -
ditional‘practices that "no longer requifé‘fpflecﬁion and scrutiny." - . '
S;rason‘ (p. 91) acknowledges that qu:stioning existing procedures is ’ “

A =y -
+ . -

threatening and disconcerting; however, he also emphasizes that failure
- * ’£ l‘ * / A X4 ‘ ) : ‘
to ekamine the existing Situation will prevent us frdm discovering the
. - > : {

existing Guniverse of alternatives.” - . , , )

» - ! v

v
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Some specific alternatives emphasizing integ¥ation of the handicapped

-

child into the mainstream have been developed by educators throughout the

country. However, most of them concentrate on d{ighbsing academic deficits

«

and providing alternative instructional techniqﬁes to compensate for the

deficits.
These alternatives are instructional alternatives, not educational

altcrnatives.' The child is still being asked to comply with the established

educational structure. The merits or lack of merits of .the existing struc-
ture have not been reviewed and the possibility of developing alternative .

structures has not been considered.

Educators are responding to the external or social pressures to

.

develop educational alternatives in a variety of ways. Most of the responses

can be classified as either liberal, conservative, or radical. Educators

.

/:) responding within a liberal framework stress the rational, logical, and

{ humanistic reasons for instituting new alternatives a?d relying on the
rational and logical components of man's nature for changé to occur.
. John Dewey (1938) was one of the first liberal theorigis to discubs
education as a process, a gle;ning of expe;ienceshfrom.which ce;tain phen-~

omena are recognized, stimulated, and created. He speculated on the various

H

possibilities of education. His arguments are logical apd exciting, but

they do not offer educatdrs strategies to implement such procedures into an

»

existing system. The rationale itself iiwfssumed to be the motivation for

Y

. - -

¢hange.

- ®

Those responding in a conservative vein consider aspects of re-educa-
—k i

: ~tdion and the introduction of new roles. They tend to focus their attention

o

T . A -145-
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on the child, his academic deficits, and the development of ‘compensatory
programs. Diagnostic—prescripti&e teachers and resoucce room programs

appeai to be efforts to help the child meet regular classroom expectations.

-

Headstart prog.ams are another example of tremendous efforts on the part of

society to have children reach certain accepted standards. These programs
3 .

applaud a rise in reading levels; however, they do not examine the academic

criteria that is used as an entrance requirement for membership into the

educational system. These criteria are simply accepted and pregrams are

addressed to them. Evaluation of the existing structure and its functioning

is-not prevalent.

The more radical responses condemn the present procedures and stregs
the damave inflicted on the development of human potential by the schools.
In an effort to develop a new basis on which the structure of the educational

- [y

system can be based, many radical educators have left the established system
. y-

and have started their o&n schools. Gene;ally, a new set of norms is accepted
by the collective group of individuals who are implementing the standards.

The efforts of Jonathan Kozol (1972) and Herbert K;hl (1969) express the
gstablis%ment of alternatives based on new norms. Theorist Ivan Illich (1972)

supports the idea of establishing new ways to interpret the concept of school

and education, but stresses that in order for alternatives to occur society

-~

must first be "deschooled."

In the midst of all of these reactions, schools remain unchanged.
; S, A

~ 3
- These responses to uncomfortable situations are not, in themselves, solutions.

—

» <
-—

specific strategies need to be developed to systematically implement alterna-

tives that school personnel a{e encouraged and rewarded for implementing.

[
‘ -
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\\\ Chin and Benne (1969) outline three str&fegies for facilitating

changea. They are the rational-empirical, the normative-re-educatlve,‘and

the power-coercive. The rational-empirical assumes that man is rational
\ : )

\ . .
and change is adopted if it is rationally justified. The normative re-edu-

-

cative stratggy addresses the belief that actions and practices are governed
\

A

by socio-cultural norms and an individgal's commitment to those norms.

Change occurs as norms shift and new commitments to new standards develop.

Chin and Benne (1969) emphasize that this strategy involves changes in
attitudes, values, skills, and significant relationships,
not just changes in knowledge information, or intellectual
rationales for action and prac¢tice. (p.34)

y
- i

The power-coercive strategy uses power and coercive tactics to gain com-
pliance of those with less power. This does not imply a change in atti-

tude or approach of those implementing the directives.

*

Most of the discussion in this section deals with the normative-re~

educative strategy, a process used in schools to identify and consider

established procedures and the conseguential programming. The purpose is

s

not to pgésent a specific alternative defllive., system, but to illustrate

‘

strategies that will raise to a level of consciousness various alternative

x Y

approaches in particular situations and techniques that will facilitate
their adoption within the educational system.
* / N

P

Whether or not the proposed process actually can change traditional
, 2=

] ] ' ] ] h .
norms is an unanswered question. However, it is an attempt to recognize
b

i3 -

/
existing norms and their impact on the development of alternative delivery

systems. . ‘~\‘57\\\
/ ) .
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This theoretical framework assumes that schools are conservative y;

* , \
institutions, based on norms that are traditional to American heritage.
\ M

Changes within such a system involve %Qt only the rational thinking of the ,

+ %

liberals, but also re-education proceduf@s that can be instrumental in ac-

quainting personnel with new viewpoints and also support in their attemé%s

to implement the changes. Planning for change”needs to involve those in-

dividuals whose daily activities will be affected as well as those who .

have decision-making positions and power within the system.

.

Change itself can be defined as "any significant alteration in the

¥
status quo . . . which is intended to benefit the people involved" (Havelock',

.

1973, p. 4). Planned change is intentional and evolves through a deliberate

process. The success of the change depends on the process from which the

'y . *

change emerdes. .

¥

In the development of educational alternatives, a change in the func-

tioning of educational institutions is requested.’ Theoretically, if change

-

.

which represents the commitment to a new set of norms is to occur, the in-

dividuals that are responsible for operationalizing the change need to

-

participate in the process of developing the new standards. This is the

basic concept of. tne planned change modei developed by Havelock (1973).

-

Group decision-making requires the . inclusion of all elements of the system

affected by change. Often such a‘groqp is called a task force and consists

of all personnel affected by the problem under investigation. This approach

provides the opportunity for those who implement the proposed alternatives to

-

”

¥ N

be a fgyctloning part of the decision-making and planning of alternatives.

The agtual development of aiternative systems can be analyzed, within
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specific situations, by plotting tﬂé stages and process of the decision-
making'group or task force. The following cet of activities is an illus-

\ tration of a process that was used to assist a school district in becoming
more conscious of the "universe of alternative" in choosing alternatives in
specific situations and in systematically developing a procedure to imple-

nent alternatives that would more adequately meet the needs of all children

as members of the system:
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TRAINING ACTIVITIES ON ALTERNATIVE
SERVICE DELIVERY MODELS

Ronald Nutter

Introduction

Developing service delivery models can be a counter productive
activity if the models developed have little or no Feal possibility of
being implemented. The  possibility fox implementation is increased if the
developers of’£he models are also the_p;rsons'who will be responsible
for gmplementing the mo;Lls. In school systems, the development of
service .delivery modeys is often seen as a planning function and, therefore,
the job of admigistrative personnel. Often the administrative personnel
are not persons who will implement any plans develpped. Teachers and
other staff members will find themselves in the position of being expécted;
to img}ement plans in which Fhey had no significant part in developing.

The effort to develop service delivery models with significant input from

the prospective implementbrs must inciude the.following steps:

legitimization of planners' role
- establishing consensus decision making as a standard

* identifying planners as persons responsibletfor the development;
of the plans :

identifying planning skills neq@ed by plan developers

- facilitating practice application of‘planﬂi;g skills

The following examples of/activities are based on three objectives
which reflect the above steps. These activities will illustrate how'an
outside consultant can work with a school district to develop service

delivery models in a set of buildings within the school district.

System Need

A school district instituted a project to develop plans'in selected
school buildings for meeting the needs of exceptional children.

-151-
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|
|

| .
' ’ )
" This project required that in seven buildings (1) the staff would be

provided the knowledge and attitudes toward exceptional children would be

(2) staff would become aware of the present mandatory

assessed and addressed
legislation regarding the education of children with excepti?nal needs (3)

“

the staff would become aware of the supportive services presently available
’in the district and‘(4) a building specific and comprehensive plan to
deliver services to children with exceptional neéds would be devglépegl
The system was committedlto deve}oping alternative service delivery
models for handicapped children. The top administrative personnel wished
that these models would include plans which had a high 1;ke1ihoéd‘of being L
implemented. To aéhieye this goal, the system was ready to support efforts

in obtaining the significant' involvement of those persons (teaching staff)
i

~ o
|
|

who would implement the plans. ,
The censultants worked with a group of representatives from the schools
/

0
H

These representatives were to receive training and diﬁseminate
. . i

/
i

in the project.
this training to other members of their school staffs. The consultants met
'

/.
sed to these

with this group on the average of twice a month duting the school year.
/

The overall training design should have objectives addres

specific issues in the following sequence: commitment: to task, planning
//

skills, application of planning skills, production of plans.

Setting:
The activities should be conducted in a small room, large enough to allow

for a variety of seating arrangements (around a tables circle, separate

groups;) a chalkboard and projection screen should also be available.
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Training Program

Objective I: To develop the participants' commitment to the planning task.
Activity #1: Defining the task

Method of development:

This activity is done by all members of the group. If a proposal,
project description or memo exists which gives the official definition of

the task, each of the group members should have a_copy of this and should

have read it prior to this activity.

The -consultant lists the definition on newsprint.

Directions to participants:

1. fTake a piece of paper and write down what you think your task as a
member of this project is. (5 min.)
2. Select one person with whom you will share your thought. . (10 migp)
3. What are the thoughts that we have? (These are listed on newsprint
before the group) (10 min.) . /

- 4, Now can we define what we see the task to be in a sentence or two?
(10-20 min.)
5. Building task forces write'prdﬁect major ébals and identify specific
objectives within.
Activity #2: Insuring commitéent to task.

Materials and setting:

* Markers, newsprint

-

*" Two half sheets of paper with carbon paper between them

Method of development: 1 . -

There whould be a short time interval between this activity and the

preceeding one. The participants should have had a least a night since the

-153~
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prior activity. . ;

Directions to participants:

You have had some time to think about the task before us. Some of you

may no longer feel that you can be a part of the effort. Now is the timg

[} o

for you to drop out if you so desire.

The half sheet of paper you have is a blank contract. You will £ill in

the details. You all have a sense of what the project's task is. Given

Ehat understanding, write a yesponse to these statements.

1. as part of the project I will do . . .
2. So that I can do the things that I want to, I will need to . . .

Be sure that your responses to number one refer to behaviors that

~

you are willing to perform in the project. Your responses to number two

should specify additional help or skills that you feel you need, to do what

you want to on the project. Date the contract, keep a copy and turn one in.

Activity #3: Success identification

Materials:
':;Crayons
* Newsprint .

* Masking tape e

Method of development:

This activity will require some private space for each participant.

It whould be done in a fairly relaxed atmosphere with all participants being

involved.

S

Directions to participants:

It is sometimes helpful to remind ourselves of how competent we are.

This activity is based on the assumption that each of us has’succeeded and

L3

can contihue to succeed and that we do not have to be shy about our successes.
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One way to get ready to continue to succeed is to stop for a moment and

review some past significant successes. The neat thing about personal
Success is that you are the only one who has to judge something your success
for it to be so.

‘4

I am going to ask you to draw a series of pictures showing a success

during a specific part of your life. The parts of your life are elementary

€

school years, between the ages 5-12; the teen years from 13-16; the voung
adult years from 17-22; the ‘first three years of your teaching cq}eer; and
last week. Draw a picture of your success during each of those periods

of your life. (30 min.) . )

Get into groups 'of four and share your successes with the other three

people in your group. (15 min.) 2

Project Successes .

-

Activity #4: Costs and Benefits of participation in the project_

Materials and Setting: -

. Pencils
. + Paper - . -
* Small meeting room, informal seating arrangement .

-
X

Method of development:

T

All members of the group participate in the exercise. This activity

should occur fairly soon after the preceeding three activities. ’ :

Directions to participants:

- <«

Assuming that doing one set of things means that we don't do some
other things, we can look at what you will ‘give up due to your participation

in the project and what you will gain as a result of your -participation %9

»
*

the project. i
-155-
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Take a couple of minutes and think about those two sets of things.
On your sheet of paper make two columns, one headed "Costs" ;nd the other
headed "Benefits." Under "C;sts“ list the thing that you might lose as a
result of your participation. Your list might include time, pfivacy, lunch
hours, etc. Under “"Benefits" list those things that you hope to gain as a
result of your participation. This list might include such things as

release time, chances to meet with colleagues, recognition of professional

growth, etc. (15 min.)

"Are you willing to share your list with -the rest of us? Let's compile
a large list up here on the newsprint. I'll record as you dictate."

.

(30 min.)

0bjective}II:
To develop the participants' planning skills.
* Generate a list of the activiﬁies :

* Identify those that were effective and thos; that were less effective.

+  Given what you have done this far in your buildings, what dé‘you

see to be the next steps?

Activity #l: Data gathering ) /f\\

5

Materials and setting: ) -

*

* Overhead projector

°  Transparencies

* “"present state of services/desired state of services" questionnaire

-
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Method of Development:

The first part of this activity is conducted as a planning skill
building lecturette. The major point of the lecturette is that data

gathering should be seen as an activity in which specific questions about

specific phenomena are asked by designated means to clearly defined popula-

tions. Figure 1 illustrates the data gathering cube that was used as a

visual aid to support the major thrust of the lecture.

g Population(s) to be asked

Special Ed. ,
Services

Readiness of
Staff to plan

Organizational
Climate of School

Knowledge about
Exceptional Children

Attitudes toward
Exceptional Children

Phencmoena to be asked about

Figure 1
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The setond :segment of the activity cqnsists of digcugs;?g an informa \ W
“ / “ . {

- . L

1 <

data gathering instrument. This instxuament askedff?e iespon?ent to. indicate-

= R ) . - . . R . N
vhat types of exceptional éhildxgn’wegé biin seryed in the building, who -
ST <t 2 . et .

~ A . "

* 2 i . - ‘..
rvice-as being provided, how

the service was being pgovided, and Wheié't e service was being provided.

.what should be the services in the building across the same dimensions_ as

3 W%

Ny @ o [ _~ '
. _ defined in the "what is" part of tﬂgﬁ}ﬁstrhment.’ The third segment of the ) .
- - N e ]

'Ectivit§ is a discussion of the fomé% data gathering insjéﬁhegps aveilable -
t e . . L e "
to the teams. Theselin&luded the Rucﬁerlcaﬁle, 1974; Graeb 21979)rthe'changing. ’ o
-~ ] - L

l' .
Organizational Patterns of Service Delivery (BQPSD), and a professiengl. ™ - |
. hd . - . ‘ “ "' "(:’ ’ .
" rclimate ques®ionnaire. ... o . - e e ’ t\
- I Y A N

* s

The fourth ggaent‘bf the activity is an opportunity for the paréféipabts
N « . ,;s-

=

to deveL%p a dataggathering cube for"their in%iyidual buildings, .-
. £ H - - b Nt SO i .
Instructions to participants: > L. . R
T hd . - -

a : U§ihg the data gathering cubes ad a model, Q;vélop a guide for

— -

s -

Ayour team's %ftiJgathefing effo;t in your building. -

Vs
¢/ Select an appropriate data gathering instrument to use in your //

¥ N .

building to gather data fofiyoﬁr analysas.

.j- " ,[ N . _ > » . g . * i
Activity #2: Data analysis . = ' ca < ‘
X N P LI . { % w
. el b p v = > \'J
R -Materials and setting: o=
3 - = % ’ ,

Markers and newspxint | v - ) .

Copies of completed informal datd gathering instruments
v * Copies of completed“*figrmalidata gathering instruments

¥
. . . . s -

Method ©fy development:
il

. ) v
4 thegcéqsrltant does z model analysis of one data ’
e 7 i instrument. The data emphasized is that which points out whdt the
- . . .
) | A58- , . :
¥ * \ .

\
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" of the repetiﬁions.

- -

respondents in one building want to be the service package for that building.

Next, the participants are asked to perform an analysis of their data.

s
N

Directions to participants: . . .

- "ot

~

Using the gdata from.,your instruments, arrive at a consensus statement

ot

which describes the needs of your building at this time.

Activity #3: ngq;dbing data based plans

e

Materials and tting:
-~ e _/‘
* Results from data gathering instruments
Statement &f the analysis from the data
* Markers and newsprint '

Meihod of development: ) s -
% . ’

This activity should be repeated as a way of increasing the ability

Lo use data for planning. Recently gathered data should be used for each
; . . N
/ i
//
‘Directions to the participants:
: " [ =~ .
Brainstorm a series of statements which are the opposite t¢ the <

¥

- ~

/ iy . .
- /problem statemeht generdted from your data analysis

N 7 Arrive at a consensus on & purpose statement derived from your list
/3 A : .
/' Identify the parts of the purpose statement which arg directly e .

/ related to parts of the problem statement

Activity #4: Lecturette ‘on components of service delivery models ., .
Objectives: ) ‘-
) L |
To increase participants' ability to develop a conceptual fFamework -

> 3

for alkternative service delivery plans

Materials and setting: .

- ~
Overhead projector |
Transoarencies

‘v Small meeting room
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A

Method of Development:

: -
This activity is conducted in an hour to an hour and a half session..

The “lecturette’ stresses that any building-Pased service delivery system for
children with Spei}al needs must include the following components:

strategies for referral and identification, strategies for child and educa-

-

tional program assessments, strategies for educational'plénning, strategies

to evaluate and monitor the educational plans implemented.
] s

-’

The lecturette is most effective when it is presented to a small group
o
with ample opfortunity for questions and exchanges between the speaker and

the audience.

Directions to the participants:

Incorporate Ebp concepts presented in the lecture into your proposed

Y « «

building service ‘dtlivery plans.

Activity #5: Examining Feasibility limits

‘ Py .

Paper and pencils

Material and setting:

Method of development:

This activity is primarily a discussion to identify what alternatives
2 .

8appropriate and feasible within the system. They

determine what components must be included in any alternative service .

the participants feel are

delivery plan for their building.

Questions for participants:

How varied can a program for*serving children be in youx building?
what must be in the plan to be acceptable to you and your peers?
tWhat must be in the plan to ensure that it will help to serve the
needs of children? ) )

(VR S

Activity #6: Alternative instructional arrangements_ .
‘ .- -160-
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Materials:

PTP filmstrip, Principals' Training Program (1974) ‘
Audio cassette . . .
Projector -
Audio recorder
[ - Newsprint

° Pens

»

Method of development:

[ = *

This activity is begun by showing the Principals’ Tg; ning Program
filmstrip which discusses three models for instructional alternatives.

* \ =
This is an information input for the participants, it is intended to give them

a frame of reference for one direction for their plans to go. It is not to

(3

-

be presented as the answer.

The participants are then divided into three groups, one for each model

- ol
presented in the filmstrip. Each grqup appoints a recorder and a discussion

L3

leader (if the total group is large enough) who responds to the questions below.

1

Each group records and presents the results of learnings to the other two
groups in twenty minutes. A comparison grid can be generated and used in
subsequent discussions with teams. s

Directions to participants: -

’ - "as each of you sees it, what are the advantages and disadvantages

of the model you are looking at?"

As the members of the group give an opinion, the other members are not

to argue or debate that opinion; each opinion stands as is and is to
¥
be recorded on the newsprint for each group.

Look at the list from €ach grohp,.compare the strengths and
weaknesses of each model, especially in light of what you know -

about your building. ‘

Objective III: t.

* To provide an opportunity for pafticipants to demonstrate their

+

lanning skills
P 9 -161- :
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Activity #1: simulated presentation of final plans.

Method éf development:

This activity is;done.using two groups. (One group takes the role of the

. -

eritical audience as the other group presents. The critical audience should

represent a real audience that'the presenting group will have to discuss
- A Y

its plans with. .

Materials and setting: . o,
* Pencil, paper . .
* Copies of plans to “e presented A

. Audio visual equipment as necessary

Instructions to participants:

You are a group of (parents.) You are somewhat familiar with the

#

*

planning activity that has beerl going on-at the school since the teachers
doing the planning have contacted you as they have been developing the plan.

You have been asked to attend a meeting with the planners to discuss .

the final plan. Your questions should reflect your concern that the proposed

plan contains the necessary elements to enable it to meet the needs of

gandicapped children in the school. You also want to get a clear uﬁderstanding
of the plan and any demands that it may make on you.
Presenters:

The audience is composed of people that you know and have contacted
on other occasions. Their guestions will reflect their concern that the plan
will in fact mekt Ehe needs of handicapped children in your school.

\)As part of your preparation for the’presentation, do the follo@ing: )
+ decide which member or members of your team will lead the presentation

- assign specific tasks to each member of the group

. if you are using audio-visual equipment, make sure it warks before

A}
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are there members of the team who should not speak? If so,

*

make it a part of their task to remain silent.

The “"rehearsal® should take place in a small meeting room with a

table large enough for both groups to be seated around it. Individual

roles should be assigned to the members of the critical audiencé if'it

is known tﬁ?% there are specific persons in the’;eal critical audience who

need to be identified and addressed. <
General roles should be assigned to the members of the critical

audience if the real audience does not contain specific individuals who

need to be thought of in the plan presentation. o/

&
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