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PREFACE T
This report ig offered with the hopg-that it will impart some added
iﬁpétus.to the valiant efforts .now being'made to match education to the
needs and potentials of all children and youth in our diverse urban popu-

" lation.

The American public is aware that the prese;;}gyality of public edu-

catiop in our cities leaves much to be desired, e many thousands of-
ablé and conscientious workers in these school systems are even more dis-
satisfied witq the inadequacy of present provisions for education ags .
deeply sensitive to the resulting damage to individuals and to society.
Despite the multitudinous problems, there are in every city, schools in
which hiéh expectations for behavio; and academic performance are realiz-
ed to a fkmarkable degree. There also are many exawples of skillful ad-
aption of curriculum and instruction to the cultural values, previous ex-—
periences, pe;sonal charactefistics, and aspirations of students from
diverse backgrounds. Some of th sy;tems studied during the past three
yeérs are now moving vigorously to create the combination of elements and
conditions which are essential to system-wide equity jin educational oppor-
lunity and excellence in educational achievement. -
The Urban Education Studies were undertaken because of a conviction

that puﬂlic education is, and must continue to be, an indispensable fdunda—
.tion for government by, for, and of the people and for continued progress
teward, a just, open, and humane society. Recent developments in the six-
teen systems studied offer basis for hope that public education in our

cities is slowly moving.to higher ground.

Francis S. Chase
d R ’ *September 1980
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INTRODUCTION
The Urban Education Studies 1977-1980

Francis S. Chase
William E. Bell

The Urban Education Studies were initiated in the spring of 1977
with the support of a grant from The Spencer Foundation made in res- ™
ponse to a proposal submitted by Francis S. Chase .on December 14, 1976.
The Council of the Great City Schools -- a consortium of urban school '
systems -- was selected to administer the funds and serve as chief
sponsor; and The University Council of Educ;tional Administration
agreed to become a co—sbonsor. After‘thg initial year, the Studies
were continued under a contract with The National Institute of Education,
with supplementary support from The Spencer Foundation. The central
purpose of the Urban Education Studies throughout their history has
been to identif&, and to impart added impetus to, strategies and de-
velopments which seem likely to contribute to the revitalization of
educatioral institutions, personnel, and practices.

2

TYPES AND MODES OF INQUIRIES

During the three year period, 1977-80, the Urban Education Studies
gathered information on promising programs and developments in large
school systems; and gave special attention to ‘the conditions and factors
which seemed to offer promise of system-wide improvemernt. A brief des-

cription is given below of the types of inquiries conducted:

1, In the fall of 1977, data were collected onjprgérams and strategies
believed to be unusually successful in improving opportunities for
learning and increased achievement. In response to a request addressed
to large school systems, thirty city public school systems provided '
information on a tdtal of 599 programs, or an average of approximately
twenty per school system. Tables 1 - 3 shkow the number and types of
programs reported and indicate the racial/ethnic characteristics of
students enrolled and sources of funding.

»
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Table 1. Distribution of Reported Programs by Area

Action-Learning.....coeeecee [P 112

On—the-Job Training by ,
Business and Industry.eeeeeeeccccossvscoccconcs 83
Community ServiceS..ceeecesessocssssscecresscsnns 29 .

Basic Skills............ R S [RERREEPRRE 145
Reading.vseveeneeeooees et e 67 \
Math.eeeeeeooeoronoossonoss Geececerercsssosscnns 47 '\

Other SKillS... cevtecscocesorsossosrsocssssosscssse 31

Cultural Pluralism...................; ....................... RPN 136
Bilingual and Multicultural.....ccoeeeceecenccns 63
Elimination of Bias....... cerececsceseseesrraens 39 b .

Intercultural Interaction....... s e eesovesessean 34 ¢ \ .

School/Community Interaction...eeeeeeeeees S eeereseessessssccsconans L143
Community—ﬁased EXperiences...eteeesescecsosssssdd RN
Shared Planning......ceoce. Cececsesaaiinnessasee 51 . \
Communigation NEtWOTK. e eooeseecsecscscsossssons '...39 '

Other Successful Prog;gms.” ........... tese e e 63 \\

Total Programs Reported....... 599 -
\
< \
. . \\\
*Table 2. Percentage of Reported Programs by Area and Ethnicity
Program Area ~ Black White Hispanic Other .
2 . % - % %

Action-Learning 53.3 31.9 12.5 2.3

Basic Skills < 423 41.7 15.1 9

Cultural Pluralisa 18.5 31.7 44.0 5.8

School/Community
Interaction 21.1 50.6 24.9 3.4

Table 3. Percentage of Reported Ptbgrams by Area and Source of Funding

Program Area Federal FPederal and Other Non~Federal# ‘.
’ % % %

Action-Learning 34.0 14.0 < 52.0

Basic Skills 55.0 15.5 - 29.5

Cultural Pluralism 39.0 ,33.3 27.7

School/Community

Interaction 40,1 « 5.3 ’ © 0 546

*cr not identified as Federal

2 ' 1N
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+2. On-site studies were.condué¢ted during 1977-78 in the five cities of
Atlanta, Dallas, Milwaukee, Oakland, and Toledo. The site-visit teams
included the Director of Urban Education Studies with two Research

 Associates and six or more additional team members made up of ‘adminis-

- trators from participating city school systems and professors from
urban universities. In each city four substitute teachers_ or graduate
students: also were recruited to interview students eprolled in the .
programs studied. & .

¢ ~
.

3. Another set of on-site studies, focused on promising programs and
developments, was conducted in six cities during 1978-79. These cities
included Chicago, CQlumbus, Detroit, Indianapolis, Norfolk, and Phila-

. delphia. The studies were_directed toward identifying factors which
contribute :to the success of program implementation and continuing
adaptatidn as well as to appraising the effects on the target populations.
The site-visits covered a school week; and-the visiting teams were from
participating school gystems, faculty members from universities and .the
director and other staff of the Urban Education Studies.

o . .
4,- A three-phase study of research and cvafuatidn was conducted in
seven urban school systems during 1978-79. The school systems partici-
pating were Atlanta, Chicago, Cincinnati, Columbus, Detroit, Rhiladel- “.
phia, and Portland. e first phase involved collection of basic i or-"
mation bn research and evaluation conducted during tng past five yeats;
the second phase consisted of administragion of checklists to program
directors, principals, and ‘teachers in order- to obtain perceptions of
the actual and potential use of R and E data (Chicago did not partici-
pate i this phase); and the third phase involved on-site investigations
of mechanisms and processes for communication and application of know-
+ ledge. The on-site studies were conducted for three-day periods fol-
lowing the studies described in item 3; and the teams included two or
three nationally recognized educators and staff of the Urban Education
Studies.

.
’

5. During the school year 1979 80 more intensive studies covering a
varicty of innovations and strategies were conducted. In Dade County
(including Miami), Denver, and New York City, two separate visits of -
one week in duration were made by-.six or seven member teams--the first
in the fall of 1979, and the second in the wintér 62 spring of 1980.
During 1979-80 return visits of several days were also made by teams
of ‘four or five to Atlanta, Milwaukee, and Oakland; and three—day
repeat visits were made to Chicago and Toledo Ry two-membey teams.
In all of these visits special attention was gilven to the factors that
appeared to be associated with prospects for system-wide renewal.

»
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' The Urban Education Studies have conforned mainly to what has been

called the ' naturalistic paradigm which, as Guba and Lincoln1 have ,. 6

noted, is based on three assumptions: * (1) the iassumption of multiple

*

reality (attention to multiple realities forming an intricately

z . . e -
interrelated pattern; (2) the assumption of subject-object inter—

.relatedness (interrelationehip of the inquirers and the.entities

iaveqtigated): and (3) the assumption of contextuality (a belief
* that pherioma are contextually determimed and require<a focus on the

understanding of particular events). . .

Among the characteristics of this mode ‘of inqairy, six seem

eéspecially relevant to our studies: (1) dependénce on qualitative
. technique, (2) use of theories derived from real—world data ?nd
information, (3) focusing on holistics emergent patterns, (4) making
each step contingent on what has been discovered in the preceding
step, (5) sorting througﬁfaaturally occurring situations to find
examples of the circumstances to be‘gested, and (6) being open to

all factors that can influence the outcome. —

< S{te-Visit Procedares v . ’ s
¢As h¥s been. .noted, the aite—v1sits in 1977- 78 vere:- focused chiefly

- on programs.in action-learning, basic §§1lls, career education, school-
‘community relations, and other programs believed to'be\unusually success;
ful in meeting educational needs. In 1978-79, studies focusing on -
promiaing programs were conducted in an additional six zities; and
studies of Research and Evaluation were conducted in seven cities.
In 1979-80, three new:cities kere vi;ited and revisits were made to
several, of the cities studied in previous years. Table 4 indicates
the number and the length of site visit. r.ade to each of the sixteen
cities, and-the major'focue of inquirties during each visit The

school syscems visited were selected from those expressing a desire

bl

-

lpased on "Naturalistic Inquiry", a paper delivered by Eggn G. Guba
fo the National Society for Performance and ¢Instruction, Spring 1980.




Table 4. Dates and Foci of Visits to the Several Cities

cleyy

Atlanta
Chicago
Cincinnati
Columbus
Dade County
(Miami)

Dallas

Denver
Detroit

Indignapolis

Milwaukee
New York

Norfolk

Oakland
Philadelphia

Portland

Toledo

Study Foci

Exemplary Programs
Research and Evalu. tion
System Renewal
Exemplary Programs
Research, and Evaluation
Crisis Management
Research and Evaluation

Exemplary Programs
Research and Evaluation

System Renewal

Exemplary Programs
System Renewal
Exemplary Programs
Research and Evaluation
Exempiary Programs

Exemplary Programs®
System Renewal

$ystem Renewal

Exemplary Programf

Exemplary Program
System Renewal

i

Exemplary Programs
Research and Evaluation

Research and Egaluation

Exemplary Programs

" Crisis Management

19
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Study Year Dates of Visit
1977278 Nov. 7-11, 1977
1978-79 Jan. 10-11, 1979
1979-80 Mar. 12-14, 1980
1978-79 Mar. 5-9, 1979
1978-79 /Mar. 12-14, 1979
1979-80  / May 15-19; 1979
1978-79 April 4-6, 1979
1978-79 - Jan. 22-26, 1979
1978-79 Jan 29-31, 1979
1979-80 Dec. 3-7, 1979

Feb. 4-8, 1980
1977-78 Sept. 26-30, 1977 ~
1979-80 Nov. 11-16, 1979

May 5-9, 1980
1978-79. Mar. 19-23, 1979
1978-79 Mar. 26-28, 1979
1978-79 April 30-May &, 1979
1977-78 Oct. 24-28, 1980
1979-80 Oct. 3-5, 1979
1979-80 Oct. 29-Nov. 2, 1979

April 10-May 2, 1980
1978-79 Dec. 4-8, 1978
1977-78 ‘Dec. 5-9, 1977
1979-80 Jan. 16-18, 1980
1978-79 Feb. 19-23, 1979
1978-79 Feb. 26-28, 1979
1978-79 Feb. 5-7, 1979
1977-78 Oct. 10-14, 1977
1979-80 May 5-7, 1980
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to participate'in the studies. In making the selections, cbpsid—
.eration was giGen to geographic distribution, and a range of
demographic and other characteristics. -
" Prior to each site visit, the host school system provided
' ‘descriptive, evaluative, and séatistical reports on the system

and on the particular programs and activities to be observed.

This information was forwarded to the members'of the study teams .

prior to commencement of the site visit. The team members were

also.given advance information on the cur;ent thrusts of the Urbaé
Education Studies and the ‘types and modas of inquiries considered
appropriate. After the site vigsit teams had assembled in thé city
to be studied, Ehe Directgr oufli&ed the purﬁoses of the qxuhies,

’

_made assigdiments, and gave brief instructions; and Qt'thé shme time

distributed forms on which to make reports.
" ments, every effort was made to utilize the
and experiences of individual .team members.

Typically, part or all of the first lay

In' making the 3ssign-
-
special talents, exgertise,
$

on-site was spent in

¢

briefings from administrators and program directors in the areas to

be studied. During the remainder of the visit team members pursued

particular 1lines of interest. In all cities studied site team
members not only visited central or area office personnel, but
made several visits to schools and classrooms where they interviewed
principals, staffs, and students. On the ffﬂgl day of the visit'
the study team and members from the school systém's administration

' (frequently including the general superintendent and area superin-
tendents in decentraldzed systems) would meet to discuss the étudy
team's impressions and Dbﬁggvations. Rich and informative exchanges

between the participants were characteristic of these meetings.

Panticipants in the Study
S

school districts, academic persomnnel from urban universitigs,‘and

Thus; 57

The site-visit teams were made up of persons from participating
Lo S

=

members of the staff of the Urban Education Studies.

administrators from city school systems made a total of 75 visits;

> oufh
S
.




47 university-faculty members made a total of 67 site vigits; 10
representa?ives of other educational orgagizations:pprticip;teq in“
14 visits; and scaff members of the Urban Education Studies took '
. bart in 58 on-site sEudiés. In addition, interviews were cohducted -
in five cities by a total of 20 gradgzte stud%nts.or substitute’
'teachers. . ﬁ' ,
Highlights of the first two years gere discussed in” August, 1979
. at a Workshop for City School Admini§tratqrs, whichwaspf%nned by the
Urban Education Studies staff and,sponsqxéd by The Coumil of the
_Great City Schools and the.UAiversity Council of-Educatiénal Adminis-

) " tration, " The discussion ceqteredoon such topics as Early Childhood
E&Uc;tion, Basic Skills, Reading Prdgrams, Alternative Scﬁé&ls,.éa;eér
Education;-Instructi nql Management Sygtems,haﬁd Resear;h and Evaluation.

\ Crucial developmentsuzgp\new approaches were also describqg byhiep;ésen—

-

tatives from the eleven participating urban systems.

. . L + In May, 1980, a second Conference for City School Administrators
. brovided~an overview of the Urban Educati@n Studie;)and offered
¥ .. , sessions focused on such topicé as: Coping with Obstacles to Educa-

tional Revitalization, Applying R & E To Edugationpl Decisions, 4
Signfficant Alternatives to Tfaditional Schools,-Mégilizing Resources
for Effeéqiveégducatlonﬂ Redes&gning of vaernance and ﬁanagement in
Urban School Systems, Acceleratiﬂ% Achievement in Basic Skills, Char-
acteristics of Effective Schools, Increaéin; School- Effectiveness, and
N Cycleé in tH;—History of .American Education. There was a¥§o a session
. on national and intérnaiional de;elopments in education presented by o
the University Council of Educatifhal Administration. .
Each of the chapférs of th{é‘FeporF represents contributigﬁs of
many persons, including some lZO_méhbers_qf site-visit. teams and
tho éands f others who provided informaton. The iﬁief res#énsibility

for'preséhting thesfindings and inferences, however, is shared by

P
;.; T the UES Director and ﬁ}search Assocjate Bell with Professors Egon Guba,
\\ T ' Dahiel Stufflebeam, and 3ames E. Walté;,gﬁﬁl gf whom participated in
several on-site studies and in the analysis of the data on the current
L\ status and prospects for urban education. .
- - \ 5 i
A . ' \\4/
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This reporf on the Urban Education Studies is presented in six chap-

ORGANIZATION OF THE REPORT

[}

ter$." . S .
In Chaptde I, Guba takes a searching loBk at the enormous difficul-
ties facing urbab education,§ana1yzes causes for the_preseht state of af-
fairs, and diécusées°the varied responsés which urban szgtems‘afe making.
In Chapter II, Chase reflecks‘on prospects for progress and discus-
. 'ses\severa} ‘examples of attempts to adapt curriculum and instruction to -
. ; differences in cultureg and personal characteristics. The latter part of
the chaﬁter“focuse§ on the cbgracterisgics of effective schools.
Chapter III continues the é;scquion of elements and conditions es-
éential to.systemhhf&e;reneqpl,‘with attentio; to career centers, alter-
" pative ‘schools, school-community collaboration, and professional develop-
.ment. ‘Plahning and management are discussed as instrumentalit{es for ef-

.
fective goal attainment and efficient use of resources.

In Chapter IV, Walter enlarges or. the theme of optimizing resources

.
-

for education through school community interactions and offers examples
of four types. Inservice education is defined to include all adults in-
volved in the educati:;g;/éhgerprise, and examples are given-of different
-haproachgs‘fo organi }éh, programTing,'staffing,.funding, and evaluation
of inservice activ}ties. ' N . ‘
Stufflg%eam, in Chapter V, brings a rich experiential background to
his treatment of evaiuation under the headingé of conceptualizing, organiz-
y ing, selecting appropriate methods, and promoting the use of evaluatio
~.fhe discu;sions of the several topics is illuminated by examples from thi
cities studied. N
In the final chapter, Chase explores further the prospects for system-

wide renewal and the measures crucial to meeting the demands on education

in the '80's. -
All of the authors participated in site-visits, served as speakers or -

consultants for conferences for city school administrators, and spent ex-
tended periods analyzing the data gathered from the several systems. The
chapters which follow reflect their findings and inferences and provide .

examples of -developments which hoid promise for educational development.

Q - 1(3




I
CHALLENGES TO PUBLIC EDUCATION
Egon Guba

-

The average American citizen would; if asked, likely render the °
judgment that schooling, particularly in large urban school systems,
is moribund. The widely-shared stereotype has it that today's child-
reh leave schbol unable to write or to eipher, and that they are
unpregAred to cope with the economic, social, emotional, or Vocational

conditions that they will encounter in the real world. Schools’are

*"gsaid to be unsafe.

ﬂope addiction is common, ic is asserted, and

sexual abuse is rampant.

Teachers are charged with incompetence,“

or at the,very least with lacking the dedication needed to put what-x
ever competence ‘they may have to work. -School principals, administra-
tors, and boards are not respénsive'to the legitimate complaints that
are lodged against the system, it is asserted. To add, insuit to in-
jury, these officials are believed to be fiscally inept and to display
a carelefs attitude toward the'husbanding of public funds.
That citizens should feel thi% way is not surprising. Lacking any
sound knowledge of what schooling is ‘like or what the conditions are
with'which teachers and other sch;hl functionaries must gope, they
ha;e little recourse than to believe what the newapapere trumpet, what
their neighbors whisper over back fences, or what scores derived from
norm—referenced tests of dubious validity proclaim, about the apparent
failure of the schools. If one adds the many difficulties brought
about by the need to desegregate and by the brinksmadbhip involved in
maintainingofiscal solvency, all of whigh are brought to the public's
attention in the minutest detail by the{media, it is a wonder not that

citizens should believe the worst about their schooels but that'there
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are any children left in them at all. Surely, given the fiscal capability
and the logistical opportunity to place their children in private schools--

' or in some other public school substitute--most parents would hasten to

AN do so, \X
-

This report is intended in large measure to act as an offset to thi
depressing posture and the_lack of information from which it so largely
emerges. It intends to tell the dbther side of the story. It is not
designed to deny that there are problems in the schools--the evidence
to the contrary is too well known. It is intended to describe what
school people are doing to shspe a new education that will adequately

. take account of and overcome them. And let there be no mistake about
the fact that many such responses have alfeddy been launched and many
more are in the makiﬁg. This report will describe a number of exemplars
in supﬂort of that contention and, on thét basis, willlmake an arguhment,
hopefully persuasive to the many stakeholding audiences to which schools
are accountable, that schooling is not only not moribund but is making'

fsignificant strides toward recovery. All of the remaining chapters of

. this repoft are directed toward that end.

e

To put that positive story in a proper perspective tequiresf/however,;
that the hearer understand what current conditions are. This chapter,
thecefore, wi11 be devoted to a brief overview of the factors to which .

2/ msny of the latet-to-be-described program, administrative, organizational;
. and staffing innovations are responsive. Attention is given first to the
question, "What is it like to keep school in large urban systems in 1980?7"
N Secondly, there follows-a discussion 6f some of the reasons for, this
state of affairs. Finally, the responses which have already emerged
and are being tried i?,many school settings are categorized as a basis

for organizing the material to follow in subsequent chapters.

* DIFFICULTIES, FACING URBAN EDUCATION IN 1980

)

Every school person from the board president to the classroom teacher
is beset by a variety of. urgent problems, any one of which is sufficient
to undermine the commitment of all but the most determined individuals.

The following list, by no means exhaustive, illustrates the difficulties

‘ A

~-

e '8




’ . - 11
that confront school people daily:

1. Money. Schools are not immune to the fiscal exigencies that
beset the nation. Inflation,.r%sing labor costs, and soaring energy
prices make budgets obsolete almost before they are printed. A signi-
ficant proportion of the staff in school business offices is devoted to
finding ways to make the dollars stretcﬁljust a few days longer. The
costs of servicing short term paper have reached inordinate'pneportionSu
It is not surprising that a f%yﬁschools have begun to engage in "creative
_accounting"--unauthorized inter-fund borrowing, hiding personnel costs
undggrthe figment of ﬁdollar—a;year" qonsultants or ogtside vendors, or
even, in one case, simply adding a so-called "pro-rata'" line to the bud-
get which, effec{ively, adds back the amount needed to make the budget
appear to be in balance. At the same time state 1egisla£ures continue
to mandate new services without always making concomitant apﬁropriations,
anq local citizens continue to show a remarkable reluctanc? to vote new

levys.
2. ‘Pressure for-desegregation. That desegregation of the schools

should be given the highest priority %f,beyénd'question. The p;oportion
of school people who take issue with this go%l is assuredly tiny. Yet
deéegregatibn poses a formidable array of fiscal, logistic, gﬁd emotional
..problems which are exceedingly difficult (to resolve even by lhe'most

- committed aﬁd competent praci?tioner. Citizens often do nog un&efstand
why 'the neighborhood séﬁool\ipnaept appears suddenly to have been inval-
idated an%'why their children should be bussed--even if on a voluntary
basis--to some distant and apparently inferior school. The feeling that
they have lost control of their children's lives is widespfead. Attempts
to reorganizé school systems to come into compliance with court decisions
and moral mandates, for example, through school pairing and bussing, are
met with resistance and even with civil disobédiencg. The costs of moving
children from school to school to achieve better balance are enormous and
daily growing larger. Teacher tfansfers are difficult and are typically .
resisted by teacher organizations. Meanwhile, the courts, the Departmeht
of Educition, the Officé of Civil Rights, the Justice Department, the
Departments of Education, state departments of public instruction, and
qtpg; agencies and action groups continue to exert pres§ure for further

desegregation and equitable access to education.

i
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3. Demands for efficiency. That urban schools are in general

undergoing fiscal crises 1is apparent to everyone. Simultaneously,
their appeais for morewfunding are coming at a time when everyone
is acutely awate. of an enormous erosion in his own buving power, and
is héving to make strenucus efforts Jo make the dollars stretch just
a bit further. It.is not surprising, 'therefore, that schools find
themselves under preésure to husband their resources more carefully,

’ to become more accountable, and above all, to be more efficient in -
their operati;ns. Schools have often been accused .of paying more
attention to "frills" than to "basics," but never more than at this
mament in history. Their publics, reflected particularly in the boards
that are curyently being elected, are demanding that they stop "tryﬁng
to be all thﬁngs to all people' and, instead, to establish "realistic

- priorities." School people are urged to run their enterprises like
businesses, with the most immediate attention being paid to the "bottom
line." .

i 4. Negative public perceptions. There are many. Schools are seen

as abetting segregation. They are accused of supplying below-standard
education to a 1arée proportion of their clients. The image of the

. teacher as a i"Mr. Chips" has long since dissolved. Chambers of Commerce
ﬁee,the\schoq;é-as leading culprits in the losing battle of attracting
new buéiness anﬁ inﬂuétry. Realtors fault them for declining property
values. And so on in a seemingly enaless litany. In reaction to these
negative perceptions parents engage in a flight to suburbia or place
their children in private schools. which are believed to be magically
free of those debilitating symptoms. That flight of course exacerbates
the schools{ fiscal dilemma and continues the vicious circle.

5. Value pluralism cross-fire. Urban centetrs house diverse popula-

tions—~multi-ethnic, multi-cultural, multi-lingual, multi-almost everything.
It is not surprising that they should also be multi-valued. As a result,
virtually anything that the schools do or could do runs afoul of some

. group's values, so that that group, at least, will label the school aq’p
ineffective. Note that the conflicts, that result are irresolvable and

inevitable; so long as value (&fitrences occur in the community, and to

Q . 22(}
- " | ~N
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the extent to which those values are themselves at odds, it'is impossible

for the school to escapé conflict or to do anything about it. Of course

’Fhe school can‘work to achieve consenéus, but'the history of American . <o
society, particularly ‘since Viet Nam, argues against the probability 1

that consensus can be achieved.

6. }nadqugtg;plantl Big cities are also older cities, and much of

the school plant is also old. School administrators are bastigated for

not closing antiquated buildings that are difficult and costly'to maintain,

but are equally castigated should they propose to erect new structures to

replace them, especially in view of today's high building costs and declin-

ing enrollments. Moreover, the space that does exist is relatively inflex-
. 1ble, difficult to adapt to pxoposed.new progr;mmatic or organizational

innovations. '

1}
7. Political pressures. Schools are big business; their budgets,

in the large urban centers, typically are in the range of hundreds of
;illions of dollars, ;nd the number of employees of all types may fall
between 50,000 and 100,000 persons. School boards,'moreover, are typi-
cally independent taxing bodies. School boundaries often are,contiéuous
with municipal boundaries, so that there is %irect combgtitidh for the
citizen's tax dollar.. Schools receive funding from hoth state and - r
Federal govérﬁhents and formhﬁﬁemselves into powerful lobby groups’ '
to influence, for examplé, the nature of the state equalization for-
mula or of Fed%ral categorical programs. It is no wonder, then, that
schools should themselves come under close political scrutiny, and ge
subject to a variety of political pressures, ranging From such simple
matters as parental requests to assign their child to the class of a
favored teacher to appeals from the mayor to help him keep ¢his prdﬁise

of "no new taxes."

8. Union demands. The big cities have also traditionally been

strong union towns, and it is no surprise that their schools should
be unionized also. The board may well find itself having to bargain
.with from ten to fifteen different unions, including. teachers, admin-
iatraters, custodians, cooks, electricians, carpenters, and so on-—

virtually everyone except students and parents=—TJeachers unions have
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proved to be a formidable force, 'particularly over the last decade. It
is also the case that in the early years of teacher bargaining, school
systems were represented by ;aive bargaining agents (often a team consis-—
ting of the superintendent and several board members, none of whom were
experienced in or knowledgeable about labor neggtiations) vho failed

to grasp the.full implications of the "give to get" princip]e:- As a
result thev tended to give away too much and to enter into what are
often now called "handcuff" contracts. Tight union contracts tend to
militate againét_the kind of creative, self-initiating activity that
‘must characterlzela professional groub if it is to function at peak
,levéls. Today, even fiscal problems cannot be dealt with Githout
carefully differeritiating contract from non-contract items; vié%qally
every non-contract item must be severely slashed before unions will

consent to reopen negotiations. .
~ N

9. Dissatisfied teachers. The phenomenon of "purn-out" is much

discussed today; the professional literature directed at the teacher
is replete‘hith case studies, often self-studfes, of merscens who have
undergone‘the_bhrn—out‘experience,-and of psychological analyses seeking
to'undé?%tahd why it happens. But whatever the reason, it is clear that .
m;ny teachers, .and pa;ticularly'those in urban systems, suffer from

. burn-out in varying %égreeé.' Many have given up. They no longer
believe :pat’{hey can cope with the students who confront them in their
classes (and "confront'' is often an apt descriptor!); the name of the
game, they would say, ﬁ; survival. Many have left teaching altogetﬁér;
otheys have simply ceﬁsed trying to deal with teaching and are Lonteng
to keep order. And of course giving up oﬁ students is, in the final
analysis, a self-fulfilling prophecy--it is certain that students will
not learn once teachers have decided that they cannot be taught. Per-
suading these teachers once again to take up the challenge is, for all

. practical purposes, akin to.religious conversion--a difficult task
requiring not only rational buF emotional approaches as well.

10. Struggle for the Federal/state doliar. Many school programs are

supported with Federal or state dollars that come in the form'of categorical
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aid; as for example, for disadvantaged or handicapped youngsters:
Acquisition of these funds is by no wmeans automatic. Elaborate
grant proposals are typically required, and the programs must be
evaluated and reported. To carry out the requirements for each of
these steps is no simple matter. Particular Federal or,state goals
are invariably involved, and the propdsal (and hopefully the program)
must reflect these priorities. Va;ious orthodoxies exist, for example,
about what constitutes appropriate evaluation, and these must be taken
into account. Reviewing authorities have their own biases about what
is likely to work and what is not. Many of the activities associated
with'acquiring, expending, and accounting for these categorical funds

thus take on tHe air of a ritual dance, performed to‘ulfill all of the

protocol and to achieve legitimacy, but not necessarily best designed to

cope with %bcal problems. Moreover, the sheer time and effort involved
in cagryiﬁg out the rituals represent a significant-proportion of the

resources avaiiable;-many persons regard them as "rip-offs" on resources
that would be more profitably expendied on additional program efforts, as
for example, by enlarging the number of children served. But whatever

the local actitude may be, it is clear that the processes of keeping '
informed about the availability of outside funding, and tapbing into it,

are complex and require a great deal more than token effort to carry out.

11, Revolving door programs. So many new programs are being intro-

duced into the schools that a daily computer printout virtually is needed

to keep up. Many.of these new programs have been mandated, for example,
Title I, mainstreaming, career education. Many are mounted in response

to the public's virtually insatiable demand for services: Schools are:

. .a?:ed to recreate, feed, baby-sit, provide doéctors, dentists, nurses,

PSs cholégical services, social services, and--almost, forgotten--to
educate. Others are mounted to combat the plethora of criticisms

that are being heard. Schools seem determined to rid themselves of
the stigma of graduating illiterate or non-numerating students. Still
others are mounted to deal with students who require resocialization--

delinquents, truants, and the like. Finally, a variety of alternatives
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to "regular". education are. being tried, although sometimes they are
alternatives only to suspension or expulsion. .
While it is true that the sheer number and scope of these new
programs poses severe logistical ppoblems for the schools, it-is
+ probably the interaction that these programs have with the regular
program and with the budgeting process that ppoduce the more.difticult
situations. It should be noted that these new programs are replacements

for or supplements to the previously ekisting programs. Their adoption

carries the implitation ‘that the previous programs are inadequate in-some
" way, or that the personnel working in them are ineffective. Resentments

are bound to exist. Furthermore, the riew programs must be articuiated

‘with those.older program elements that do remain, producing & variety .
‘of logistical and resource reallocation dilemmas. With respect to

budget, it should be noted that these new ppograms are typically supported
with outside funds and hence are not subject to cuts or reallocations-
wheqyéiscal exigengies emerge. Categorical programs thus come to occupy

a larger and larger proportion of school curriculum and time; the phen-
omenon of the tail wagging the dog becomes an increasingly likely prospect.

12. Unresponsive students. It is an American cultural stereotype that

"kids don't like school," but in the urban systems of this country that
problem seems to be evep more pronounced. Some students seem to be in .
continuous febellion egainst the system. They cannot ot will not learn. , “A
They are discipline problems. They are truant or delinquent. Many leave
school as soon as the law permits, but then cannot find jobs., Even those
that complete school in a formal sense cannot read, write, or cipher.

Many have no marketable skills., While it would be a mistake to assume
that a majority or even a large proportion of the students enrdlled in
urban systems are of this sort, it is clear that they exist in sufficient
numbers to posé cortinuing problems for teachers and principals. 1t is
largely this group of students that has earned for the system the reputa-

tion of ineffectiveness and that has led to the burn-out phenomenon among
4

teachers.

13. Declining enrollments. Finally, at a ‘time when every dollar
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" teachers, school board members, administrators, and others concerned
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counts and so much of the money that comes into the schaol system
is geared to a headcount, public school enrollments~are in a severe
decline. Enrollment drops of-40 or even 50 percent over the past
ten to twelve years are not uncommon. In part these declines are '
due to the declining birthrate° in-part they result from middle-class ~.
white and black £light to suburban or private schools. As a result,

there are too many teachets ang too many buildings; and, even after

school closings, many systems still have under—utilized buildings.

Because of the existence of alternative programs, schools within a '
system may actually get into tthe business of*competing with one another

for bodies since mainta ing head’c0unts means'maintaining budgets and :
personnel. Indeed, the current emphasis on efficiency and accountability,
already noted, poses a severe threat to any program or building confronted
with a possible loss in;size; shrinkage #nd even elimination ineviiably

result.

SOME CAUSES FOR THE PRESENT STATE OF AFFAIRS

3

If the preceding section approximates the current state of affairs
in urban school systems reasonably well, one may ask why it is that
these conditions exist. What are things.the way they are in the great
cities of this ccuntry? There is no definitive answer to that question.
There is surely no single cause, and causes may be eiplicated at many
different levéls of discourse. Further, the-reasons that might be‘
advanced are so complexly intertwined that no one can disentangle them
with any real assurance. Nevertheless, an effort will be made to deal
with some of the more apparent factors .below.

The reader will note that the list which is provided might best be
categorized as "contextual® factors, that is, factors over which the
schools largely have no control, but which are produced by more general
economic, social, environmental, or governmental forces acting on them.
An unabashed critic of the schools might conclude that the list repre-
sents a&dﬂtewash, that it attaches blame anywhere except.whete it pro-
berly belongs: on the’lazy, incompetent, inefficient, and uncaring

persons who are manning our schools. Now there is not doubt that

G
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with the schools' operation vary among thepselves on such dimensions

«as competence, dedication, and energy, but there is no reason to
belle:g;—certainly there is no supporting evidence for--thé contention
that these negatives characterize the professxon as a whole. On balance,
Reachers, administrators, and others in the schools are probably as
professionally competent and committed as are, say;y physicians, attorneys,
engineers, accountants, or acy of the other major groups that require
some level of professional‘training to do their jobs. To characterize
school people generally in such pejorative terms is both unrealistic

and unjygt. '

The "causes" that efe described below represent a conéeries; they
.should not be thought of a%s a "ne-essary and sufficient" set, and
.indeed, they vary along a variety of dimensiuns such as level of dis-

course andc theorztical-practical. Nevergheless the case could be made
(although it is not made here) that the list repreeents what manivbeOple
3'believe are among the most important determiners of the present st;éé of

affairs in urban education. To proceed: -

1. Value Pluralism. The "melting pot'" concept of American culture

has given way to the realization that ours is s piuralistically oriented
séciety. There is no such thing as "The American Way" nor any such
entity as the "American point of view." There are many points of view,
each different, and each based on its own unique value system. The
southern Baptist, the urban black, the Caribbean and Asian immigrants,
the middle class whi}e, all view the world differently. And each of
these groups is further divided along other dimensions, for example,
sex, age, education. The schools' clientele make demands from all of
these different perspectives, and judge the schools' respofises from

. them as well. "It is little wonder that the schools get mixed sighals

v for action, and mixed reviews when they do act. .

2. Single program focus. For too long (if not now) schools tended

" to mount one program that was assumed to be appropriate for all. Equal_
opportunity was Lakeﬁ to mean exposure to the same program under similar
circumstances and to the same degree, rather than the attainment of sonfe
equal minimal level of competence in the essentials with which schoole

‘)('
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are concerned. It was equality of resources and not equal access to

léarning that seemed to be guaranteed. The assumptions undergirding

this posture are simply not compatible with a pluralistic society "
peopled (as of course all societies are) by individuals with different
degrees of ability, motivation, and background,

3. Loose coupling. Organizations have often been viewed in the past

as systems, using the metaphor of the machine to explain how organizations

work: There is an overall goal; each sub-unit is geared to make its own

"contribution to that -goal; the outputs of one unit become the inputs for

the unit next in the sequerce; there are overall monitoring mechanisms;
and so on. But scholars of organizations.have recently proposed the
concept of "loose coupling," which makes radically different aééumptions
about the nature of organizations. Often organizations are mere holding
companies for sub-units that form and dissolve coalitions as it seems
useful to do so; which are fundamentaily independent of one another; and
whose success or failure 13 not interdependent. -

Schools seem to be pri?e examples of loosely coupled organizations. The
budgeting process carried but at the level of the Superintendent is more

1ike1y to be concerned with]such things as energy costs, union demands,

* and maintenance and transportau}on costs, while 1ower echelon units are

much\ more concérned with program. Sub-~ distric*s or individual buildings

elated to one another--what happens at School X, for example,
has Little relation to what happens at School ¥, nor is Y's success or
failure likely to depend on X's. School‘systems are typically operated
under principles of what might be called ''negotiated normalcy"--gentle-
men's agreements, as it were, rather than by directives from superordin-
ate levels of the bureaucracy. Even such conventional operating practices
s 'You scratch my back and I'll scratch yours," typical of interdependent
ﬁﬁits’ is replaced in the schools by, "You leave me alone and I'll leave

vou alone,” a kind of laissez-faireism that works only for essentially

_independent entities. Good communications strong means for redirection,

unified efforts, agreed—ubon goals, are all uncommor in loosely chpled

organizations: When a crisis strikes, the unit is virtually powerless

-
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to organize itself to deal with it. -
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4, Inadequate knowledge.{ Not ‘enough is known about learning,

motivation, teaching strategies, and fhe like to make it possible
to mount an effective jpprogram of response to many of the schools'
problems. Part of the blame for this state of affairs can be ‘laid
at the feet of those who have resisted research, closed the schools
to 1it, failed to helﬁ to attract or provide the resourcés necessary
for its supporg. But the researchacommﬁnity must itself shoulder a
proportionate share. Researchers spend their time testing hypotheses
drawn ftém ungrounded theory instead of paying attention to what goes &
on in real classrooms. This‘tendenéy is' reinforced by a university
culture which rewards '"basic" research a d denigrates "applied"
research or "mere" service. At any ratd, nearly a century of educa-
tional research has resulted in few discpveries that have application_
in the schoal; and in little aggregatable wisdom. - :

J. Inappropriate information. The agencies on which schools have

depended for management information--largely the research and evalua-
tion offices--have not produced very useful data. then'they have
limited their attention to scores derived from testé of‘duhiogs curri-
cular or contextual validity: ?heir studies have been‘more\appropriate
to the laboratory than to the Septic world of the classroom. -.In their '
concern with scientific objectivity (and the legitination_that phrase
implies) they have ignored vast quantities of useful informatiog, in-

cluding human and political information; on the grounds of its "sub-

jectivity." A false sdphistication and pretentious vocabulary some-

times characterize their reports, rendering them'next to useless. In

fairness, however, it should be pointed out that such behavior is some-

times forthcoming in reSponse to expectations, often laid on by the

Federal government, for "objective-scientific' research. Moreover,

these units are notoriously underfunded and understaffed: A research

and evaluation unit in a major school system that” is supported with even

one percent of total funds is virtually impossible to find. But what-

ever the reason, it is apparent that R & E units have not produced the

kinds of information which school decision makers need to inform the

many crucial gdecisions that are now requirdd of them.

28
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that an engineering firm, hiring a graduate of a szhool of engineering,

}‘ 'y 21
Lack of an in-service training mechanism. It is inconceivable

would expect that graduate to be able to perform any task in which

compauny staff might engage; or that dn accounting firm would expect

K such behavior from a newly-graduated accounting major.

Instead,

such companiegtexpect to move their
chain of incr asing responsibility,

training, often on company time and

personnel through an orderly

and to provide for additional

at company expense,
%

to facilitdte

each aAVaneement.

But, the analog to that process simply does not

extst in the schools. Indeed, school systems*and their stakeholding

. publics seen to qkpect that the graduate of a teacher training insti- -
tution is de facto able to take over any teaching responsibilities,
including for example, a difficult inner-city classroom. Now both
experienced school administrators and front line teachers understand
the absurdity of that position, however, schools are simply not funded
or equipped either to provide the needed additional training or to
free the teacher from everyday responsibilities so that the training
may be optained elsewhere. Teachers learn their craft in the school
of experience, ot sometimes in the teachers' lounge, where their
instruttdon is most likely to be administered by battle-weary veterans
who have long since burned out.

7.

compared to suburban and private schools on, for example, test norms.

New populations. Urban public schools are often invidiously

But guch comparisons are grOfsly unfair; since not on1y are the

pupulations of these two types of schools sharply different, but in

fact the youngsters that now attend urban schools are sharply different
from groups that have attended the public schools at any time during

this century. At least two new populations have emerged demanding

education. On the one hand, there are those who havé migrated to

the cities from rural areas, fleeing the loss of jobs and general

]
reductions in the means of subsistence that have’occurred there. On

the other hand, scnools are confronted by a uariety of handicapped

and other "special" youngsters who, because of the mandate of Public

Law 94-142, have easier access to education than before Of course

”

these populatiuus should be served; there is no doubt about that. It

+ . L]
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should be noted, however, that their sudden entry has posed enormous pro-
blems of adjustment to the schools.™ To be sure, there is a great deal

of Federal money available to help; yet it takes time to deve}Op the
programs, train the teachers, install procedures, and do all the many
other things that need doing when such a tremendous readjustment is called
" for, It is likely that the schools have not had to make an adjustment of
similar magnitude since the time of World War I, when more stringent
labor laws, more strictly enforced school attendance laws, a red&ced

job market, and a new wave of immigration produced an influx of new

kinds of students, particularly at the secondary‘level. Lead time is
urgently needed. ' \

8. Sheer size. Most urban éystems.are inordinately large. These
systems often enroll hundreds of thousands of students and expend bud-
‘gets of hundreds of millioﬁs——eveﬁ bill}on;——of‘doilars. Even with
decentralization most urban systems are beyond ‘the control of one person.
Problems of communication and of monitoring increase exponentially with
size. This fact would hold even if we were télking about,'say, a manu-
facturing operation, but schools are involved with yeOplg, with 511 their
foibles and unpredictability. 'If schools everywhere are facing problems,
it is little wonder that urban systems, enbrmously large and complex, ;
are having even more.difficult times.

9. Fiscal cutbacks.. Inflation, recession, increasing costs, of all

kinds--particularly energy costs, are raising havoc with schooi budgets,

and therefore with.tﬁe programs that those budgets’support. School bud-

gets are hardly projected before new retren@ﬁments are mandated. Schools
are labor intensive operations; thus, it is not unusugl for 80 pércent.‘
or even 90 percent of the budget to be tied up in 1iné—item personnel

costs. There is little "fat" that can be trimmed: Budget reductions

mean g;rsonnel lay-offs, and that in turn produces its own ramifications--

problems with the unions, depressed local economy which makes it even
more unlikely that school levys will be supported; overloads on remaining
personnzl that make it even more unlikely that other problems will be
dealt with satisfactorily.

10. Categorical funding. In most school districts less than half
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the total budget is lik#ly to come from‘general fund sources. Quite
possibly an equal amdunt is derived from state sources via equalization
formulas, while a very'large proportion is derived from Federai sources:.
Title I, vecational edﬁcation, Public Law .94-142, Emersency School
Assistance Act, “to -name but a few of the more bzpminent. We have

already poinEed to several consequences of this pattern of funding.

11. Political pressures. Schools are sometimes wishfully described

as being beyond the péle of political pressures, but that is nonsense,
of course. If they seem to be outsidel the political arena at times, it
i% simply because political, pressures are best handled qpietly, behind
the scenes, invisibly, under cover. Yet all school people are intensely
aware of their omnipresent nature. Schools become pawns in a variety of
power games--integration, :;ban renewal, real estate sales, campaign -

" to name a few. Schools are attacked as god-

pyomises of "no new taxes,
less or immoral, and pressures to bring their programs into conformity
with this or that world view are felt every day--sometimes complete with
book burnings. School board members who view their tenure on the board
as a stepping stone to some other position in politics do not wish to
40 apything that might alienate a potential constituent. "Vendors who
sell supplies to the schools do not want to see‘buildingé close and sales
Lo . disappear. These examples could literally be repeated a thousand-fold.
*\Jéf, And recélling that political pressures often take contrary forms simul—,
. taneously, it is little wander that schoolgpeople often feel immobilized
by them.

The 1ist of reasons offered here in partial explanation of the plight
of urban school systems is undoubtedly incomplete; working urban teachers
and administrators would be able to extend the list with ease. But the
lié£ is sufficient to make the point; Urban school systems are in a
difficult situation that is largely beyond their control and certainly
not of their own making .(although they undoubtedly contributed their fair
share),' It will not do to hold the schools completely culpable; society
has contributed to the dilemma in many direct and indirect ways, and will

have to assist if these problems are to be refolvedz .
WHAT RESPONSES ARE URBAN SYSTEMS MAKING?

To their credit, urban school systems are not, allowing themselved to

~
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be immobilized. They are moving ahead despite the obstacles that con-

front. them. They exhibit increasing acEeﬁtance of the belief that all

children can learn and display increased efforts to help children ful-
£111" that promise. They understand that the educational system must be
redesigned to permit continuing modification if it is to survive and
grow. Schools cannot be permitted to‘plateau simply because some new
elements have entered the picture that seem to pose difficulties. To
stand still is to lose ground--recall what has happened to the railroad
because the advent of the airplane was permitted to cast a long shadow.
Fear of failure is almost always a self-fulfilling prophecy.

;Indeed, a variety of creative, even ingenious, responses have been
* mounted in urban school systems, and others are being developed. Some
of these responses involve taking advantage of serendipities; as the
proverb has it, every cloud has a silver lining, and the clouds of
adversity that hang over the schools now seem to have their uses as
well. Other responses involve constructed interventions based on a

»
careful analysis of problems and the development of rational counter-

actions. We shall deal with each class in turn.

The Uses of Adversity

“

One cannot use adversity until its particular form is known; only
then can one reasonably concoct a strategy to take advantage of it.
" The examples given below are therefore more or less random, but they
illustrate moves that have been made in some cases to offset what mighf
otherwise have been quite negative effects: ‘

1. Renewed emphasis on the role of the principal. Personnel

cutbacks agccompanying fiscal retrenchments tend especially to affect
administrators at system or district (sub-system) levels. Many of

these personnel carry on communication functions, provide liaison or
coordination, or supervise instruction..’As a result, these duties

devolve upon the principal, whose traditiondl role encompassed these
functions, but whose role in recent years has shifted heavily into a
school managerial moede. Thus these middle-management personnel read-

justments provide an opportunity to redefine the role of principal

o
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and‘to restore to it many of the edidcational 1éadership functions

of -which it has been divested. It is a truism that a good principal
willing to exercise initiative can make the difference between a
mediocre and an excellent school; perhaps that aphorism can be tested
again.

2. Renewed openness to teacher imputs. :Teachers have been

systematically demeaned as professionals since Sputnik, at which

time distrust of them led to such concepts as "inserting a quality
floor in the schools" and developing '"teachet-proof" {read, "fool-
proof") materials. Now much of the supervisory mechanism is likely to
disappear, an@/or fewer new materials will be introduced because of
the lack of funds to purchase them. Teachers will once again be called
upon to exercise their own professional initiative-—~to teach, rather
than)yerely to, purvey what someone else thought appropriate to Ehe
classroom. Placed on their mettle, it seems likely that teachers

will respond productively, not only in terms of their own classrooms
but in providing inputs to the system as a whole.

-3, Reclaiming defectors from suburbun and private schools. White

(and other types of) ﬁfight have taken many children from the public ¢
schools to suburban or private schools. Bdt inflation and large increases’
in energy costs have made many parents think twice about those changes.
Private school tuition has moved out of reach of many; the high costs
of driving gas-guzzling autos from suburbs to downtown stores and
offices have made suburhan living prohibitive. At the same time, via
urban renewal (see below) modern living quarters have become available
in center city areas. 1In some cities there is an appreciable return
flow. School systems need to make it apparent to persons who might

fit this.category that the schools are improving, and ought to enlist
these returned defectors in working to make the schools even better.

4, Using school closing testimony. These days hardly anyone

has anything good to say abeout the .schools until the system proposes

_ to close a particular building; then, as if by magic, dozens, sometimes
hundreds of persons will appéar at a public hearing to give testimony
to.the need for that school and for a continuation of the essential

services which it has been providing to its éommunity. Unsolicited
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testimony of th}s kind muét be among the best evidence which a school
syst;m éan muster in its own behalf; and, since school closings‘are

virtually inevitaple as enrollments and money decline, many opﬁértun—
ities will be provided to collect it. 1<

5. Urban renewal. Many cities are engaging }n urban renewal:

New office buildings, industrial complexes, condominiums, and high
rise apartments ére appearing in every urban scene. Each of these
efforts #s based upon a Plan, often inQolving municipal authorities in
‘its hevelopment, and, of course, financing agancies, developers, builders,
agents, and the entire coterie of organizations and iﬂgividuals needed
to carry through the renewal from conception to occupancy. The point
to note is that a large number of persons build a stake in that renewal--
. both personal and fiscal--and~they will do what needs to be done to
protect that staké. These stakeholders are almost always aware of the
fact that the success of their planning depends, as much ;s on anything,
on the availability of quality schools: For without them people can-
. not be attracted. The lesson for the school to learn is how to co-opt
these resources in its own behalf.

6. School busing. School busing has become a permanent fixture in \

the urban educétion scene, for court-ordered or voluntary desegregation;

. to transport'students to magnet schools or vocational education centers,

to make better use of existing facilities, and for other reasons. If
school children are to be bussed in any event, some use might be made of
that fact to assure that good student role models are found in every school
in the system. Teachers and principals seem to be agreed that classes

that have in them both good white students as well as good students

frop minority éroups turn out unusually well. Busing provides an
opportunity to achieve this better role model mix.

7. Personnel reallocation. A variety of circumstances exist that

free up personnel for reassignment. Redefinitions of the student/teacher
ratio, closing of older school buildings, reassignment of administrators
back into the teaching ranks, and the like--all likely products of fiscal
retrenchmentsJLprbvide opportunities to reallocate those personnel in

more productive and creative ways than they had been used formerly. There
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is no reason, for example, simply to assign them back into their

usual roles, more or less at randem. Instead, they caﬂ be assigned

to new programs or projects that might otherwise be difficult to

staff but that give promise of being productive. For example, teachers,
released when a school is closed might be used not t6 staff other
buildings but to man a new program to provide reading remediation.

Or, with some retraining, they might be used as resource teachers

to help regular teachers who have had mainstreamed youngsteré assigned
to their classes develop strategies foE teaching them. Other examples

will no doubt come to the reader's mind.
Consthweted Interventions

In contrast to the sefendipitous interventions exemplified in the
pteceding sections, virtually all school systems aré also engaging in

reconstructed interventions, usually devised only after a careful study

of the problems which the countervention is intended to resolve. Only
the briefest outline of such interventions will be offered here by way
of overview; nar, of these interventions will be described in more
detail in 8ubéequent chapters. . )

The class of process interventions is %ess concerned with specific
inteiventions to be mounted than with processes of identifying what
needs to done and providing mechanisms for doing it. Four major

categories emerge: .

O Research and evaluation. Research and evaluation offices have
existed in virtually all urban systems for some time. These offices
are now being systematically expanded, are collecting data well be-
yond the traditional test scores which have, in the past, often beexr
their only products, and have opened communication-links not only with
the system's central administrztion but with individual building
principals and teachers. A major function of these offices is to develop
and make available an adequate data base for the system as a whole.
Another emergent function i$ the conduct of various kinds of needs
assessments, to support not only applications for grants of various.
kinds but to provide a basis for planning decisions in the system
itself.

© Planning. The formal planning function has become so important
that in many sch-ol systems an assistant or associate superintendent
has been designated to deal with it, sometimes solely and sometimes
in conjunction with other offices, most typically R & E (building on
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their deta bases and needs assessments). Elaborate planning models have
been devised which frequently tie together budget making (seé below) and
program planning. As one result of planning, priorities are being tho-
roughly overhauled. Further, as planning proceeds, school systems typi-
cally become more rationalized and efficient, but of course, also more
bureaucratic.

O Management. More advanced planning of course makes possible more
advanced management techniques. Plans can be regarded as a et of
specifications against which operations can be checked via a monitoring
process. Further, the combined setting of specificatioas by planning
and testing of adherence to specifications by monitoring provides a basis
for accountability that simply could not exist under other circumstances.
These accountability moves include teacher and/or administrator evalua-
tions (in many instances), and the development of performance contracts
between teachers and principals for which the teacher is accountable.

In a growing number of school systems management‘is also vested in
building teams often called by suchk names as action teams, leadership
teams, or decision teams. In fact, in some cases such teams also parti-
cipate in the planning process and may request information of various
kinds from the R & E unit to assist them for any purpose. These teams
provide a further example of how teachers may be more adequately
utilized to provide inputs to the system. .

0 Special projects. School systems are increasingly mounting special
projects of various types intended to improve the schools in some way.
In some cases proposals are solicited from teachers and principals; and
in others the Superintendent or his staff may propose some activity and
"challenge" the professional staff to respond. In the ultimate form of
special support, contingency funds may be made available to each school
building to be allocated as the principal and/or the staff see fit.

Of course there are many interventions that are more_subséantive in
nature. We will distinguish eight categories within this second major

class, of which the first is the most common and extensive by far:

O programs. We may distinguish four sub-categories of program inter-
! ventions:

+ Re-emphasis on basics. This re-emphasis is responsive both
to those who believe that schools have failed to teach basic
reading, writing, and arithmetic, and to those who believe
sthools should, in the name of efficiency, reduce the range
of activities in which they engage. Frequently these back-
to-basics reforms have used some variation of a mastery
curriculum, ’

+ provision of alternatives. Since so many publics have taken
issue with "regular" instruction, and sometimes as a boost
to desegregation, many school systems have .provided alter-

- native programs at both elementary and secondary levels.
' At the elementary level such alternatives as continuous
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progress and Montessori are common. At the secondary level,
one frequently encounters vocational school options, such as
"gkill" centers, and "magnet" schools, which offer an exem-
plary curriculum on a city-wide basis in a special field
such as performing arts, health sciences, or computers. At
both levels, but especially at the secondary level, options
are provided for gifted youth. Field experience or intern-
ship programs are also common.

Provision for remediation. At both elementary and secondary’
levels most school systems make provision for the remediation
of. students who have fallen behind scholastically. Follow
Through and extended day programs are typical. Children

who are predicted to become remediation cases are often

I given special help before the fact, as in Head Start. Remed-
iation in the form of resoéialization is offered for truants,
delinquents, drug users, adolescent mothers, and other special
classes of what are deemed to be "disruptive" studente.

+ Special programs. Such programs are typically categorically
funded by .the state or Federal governments. Head Start and
Follow Through, placed in the remediation category above,
.could as easily be classified here, as can Title I, main-
streaming, and similar programs.

© Materials. Modern teaching must be supported with a wealth of
materials. Most materials used in schools of course come from com-
mercial publishers, but others come from such misecellaneous sources
as Federally supported R & D Centers and regional laboratories,
gchools and colleges of education, state departments of education,
and from other school systems. Materials are also being developed
in house, sometimes on so grand a scale as the provision of reading
mastery materials for an eight—grade sequence. The materials are
supported by ‘teacher manuals and with teacher in-service training.
Many of the newer materials in fact incorporate whole new instruc-
tional strategies, such as games, simulations, and computer-assisted
instruction.

9 Organizational strategies. For some time now most urban school
systems have been decentralized, that is, divided into sub—systems
often called districts, each of which is headed by a superintendent
with a great deal of autonomy and responsible only in the most ulti-
mate sense to the general superintendent. In many cases tvhe,flow of
autonomy downward has also extended to the principal. This decentral—
ization was intended largely to move administration of the schools
closer to the ultimate constituency and to provide more direct access
for them iuto school governance processes. As might be anticipated,
however, given fiscal stringencies and greater pressure for account-
ability, some moves toward recentralization may now be noted, for
example, in the reduction of the number of districts, or by simple
reassignment of responsibilities upward by fiat. In a different

’
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vein, many urban school systems that have resisted the movement to
replace junior high schools with middle schools are now climbing

on that bandwagon, presumably because middle schools can more easily
be redirected toward the solution of some of the learning difficulties
which children begin to manifest in grossest form during this time
period. )

O Community involvement. Community involvement has moved well beyond
the stage of convening a monthly PTA meeting. Many .Federally-supported
accivities are mandated to be serviced by a community or parent advisory
committee. Sehools have found these so useful that they have extended
the practice to non-mandated areas as well. Parents and community mem-
bers are also used to support actual teaching, as either volunteer or
paid aides (and in the latter case, the school may make a significant
contribution to the community's lagging economy), or to provide teaching,
ags in the case of an artist-in-residence or similar functionary. Parents
receive training through parent workshops; and home visitation teams of
teachers and administrators communicate information about the school or
particular child and may alsc invite input to the school's decision pro-
cess. "Adopt-a-school" programs, under which businesses and industries
in the community take particular schools "under their wings" are also
growing. . %

O Finance. Three separate (but not mutually exclusive) strategies
seem to be emerging in response to the fiscal exigencies confronting
urban systems:

*}Retrenchment. Most school systems are making strenous efforts
to live within their means; in some cases these systems are
getting help from court or legislatively appointed oversight
boards to see to it that they do in fac¢t not overspend. These
systems have usually adopted a method of budgeting commonly
called by such names as zero-based budgeting, decision-oriented-
budgeting, or program budgeting. A major feature of this form
of budgeting is that it does not simply consider’'increments to
existing budget (common in the traditional methods of making
budgets) but requires each program to return to "ground-zero,"
as it were, and to justify every dollar being requested. It
is commonly believed that his method of budgeting is both fairer
and more objective, although these claims remain to be authen-
ticated in experience. :

. Refinancing. In general the term "refinancing'" seems to imply
tapping sources of income not previously tapped, or not tapped
as deeply as possible, rather than the renegotiation of exist-
ing loans--a more common meanilng of the term. Refinancing
strategies include, of course, the conventional approaches of
seeking new levys and of pursuing sources of 'soft money," for
example, foundations and government programs, more assiduously.
Newer strategies include, for example, attempts to achieve re-
districting (on the model of "unigov'" by which previously dis-
tinct municipalities are related for certain, but not all,
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purposes) and the use of school vouchers, although most public
school people seem to agree that the use of vouchers would mean
the death-knell of public education. And of course the practice
of issuing short-term tax anticipation paper continues.

* School closings. When it is possible to close certain school
buildings either because they are no longer needed to service
declining enrollments or because they are inefficient to operate,
considerable economy can be affected. ‘We have already noted the
political difficulties involved in managing to pursue this stra-
tegy successfully. Under very adverse conditions some systems
havé been forced to shut down completely for a month or more; of
course no school system elects this option voluntarily. 1In at
least one state (Ohio) such complete shutdowns are now illegal.

O Cooperative efforts among districts. Several examples of voluntary *
cooperation among adjacent school districts have emerged. School dis-
tricts have joined forces to make available to children from smaller
(usually suburban) districts the facilities and programs of larger
(urban) systems, both’in the regular school plant and as mediated by
the school in the community (schools without walls, internships, and
the like). In some instances adjacent districts (systems) have also
worked out patterns of voluntary desegregation, with children being
bussed back and forth between thé two units. In at least one state
(Wisconsin) the state legislature, in an effort to encourage other’
districts to engage in this practice, has authorized counting of such
pupils in the average daily attendance (or equivalent) reports of both
districts, in calculating the state aid formula.

© Teacher/administrator retraining. Many of the ventures undertaken
by the schools in an effort to ameliorate their problems require that
personnel be trained in new methods and new techniques. A variety
of forms of such retraining are being mounted both for teachers and
administrators, ranging from conventional workshops and seminars, .
through in-school support systems for retraining, for example, resource
teachers, to special new centers (including the Federally supported
teacher center program). In urban centers union contracts forbid such ,
extra activities without reimbursement; despite this impediment, how-
ever, most systems are finding means for getting this job at least |,
well under way. )

© Marketing the schools. Most urban school systems have had public
relations or public information offices for many years, but the concept
of actually marketing the sch02\s, that is, aggressively acquainting
the various stakeholding publics with what is going on in them; is
relatively new. The need for such marketing becomes espec¢ially acute
when levys have been placed on the ballot or some other.public response
is sought, but there are, as may be inferred from some of the preceding
discussion, many other opportunities, for example, in recapturing de-
fectors or in coopting urban fenewal efforts. A few school systems have
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begun to work in this arena very actively, and while it is too soon to
come to any firm conclusions about the prognosis,. there seems to be

little reason to doubt that it will succeed.
. A

, BASTS FOR HOPE
s . b 7 . ’ }

-
- ~ . \

Is there hope for, the continued exigtence and growth of public
' education in the urg\n centers of the United States? If one believed
a11 of the things one hears about schools the answer to that question

y : would surely ‘be no. Money is in short supply. Schools are under
enormou; ptessure to desegregate but the process is fraught with dif-
kiculties. The public demands efficiency, and accountability; while
other groups——politiciéhs, unions, students--exert pressures of their
own. .Federal and state dollars are available but are tied with a = .
variety of strings. Programs shuttle in and out as the schools struggle
to, respond. -
* o . There are goqg reasons for this state of affairs--other than the.
stereotype that séiools are operated by ignorant, lazy, uncommitted v
people. A pluralistic culture makes conflicting demands that simply
cannot all be satisfied. Neither theoretical nor practical information
is available in sufficient qtantities to help much. New populations
pose new challenges and demand a variety of services which schools are
neither competent to provide nor are funded to provide. Declining
birthrates further sap the dollars available, while both state and
Federal governments mandate ever new things to do--and only sometimes
do they apprfopriate funds to do them.

Despite the fact that many of the reasons for today's state of
affairs are beyond the school's control, they have not avoided m§king
every effort to respond, Good use is being made of the adversity that
now confronts them, and a variety of interventions have been constructed--
process interventions such as R & E, planning, management, and special
projects, and substantive interventions such as program innovations,
new materials, organizational strategies, community involvement,
financing strategies, cooperative efforts among districts, teacher/‘

administrator retraining, and marketing of the schools--that give

reasonable promise of success.
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EDUCATIONAL REVITALIZATION
A Search for Promising Developments

Francis S. Chase

g

For the past three decades the public schools in our cities have
steered an uncertain course amidst recurrent_crises, mounting criticism,
and often irreconcilable demands. They are blamed for lack of discipline,
declining achievement as measured by test scores, the graduation of illi-
tefates——and failure to inculcate in all children and youth the values’
.and -behaviors which the critics admire. Yet, knowledgeaﬁle observers
are aware of many constructive forccs at work and are able to perceive
signs of vigor and vision in the pursuit of equity and excellence.

Evidence gatheyged by'the Urban Education Studies between 1977 and
1980- revealcd many shorgcomings in pnovigions for mastery of basic

skills, adaptation to iﬂdividual and cuftural differences, and equitable

allocation of resources., Inve ti%:tion also indicated deficiencies in

system-:igﬁ planning and manag
mentatign, and in the continuing edué tibn of 'teachers, principals) and

dycurriculum development, and imple-

other pegsonnel. Manyﬁhew programs,’}anebr centers, magnet schools, and
other txpeaxof’alternaégﬁes were in-opg ion; but, in many cases, these
innovations weteedot accompanied by fl iable information on the extent
of/implementation or’the effects produced. ’ .
;Efégtdxbap Education Studies; however, revealed that in all of thes
system§m¥here are many excellent schools, many dedicated, highly compe-
tent tegch rs and other staff members, and serious efforts to improve

educational pefformance 4t every level.

-
- 4

REFLECTIONS ON PROSPECTS FOR PROGRESS
-The pilot studies in 1977-78 identified a number of developments that

seemed to hold considerable promise for the revitalization of urban
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education. Among these were (1) a deepening concern for neads not well

served by traditional schooliné; ()" a significant increase in the num-
ber of community agencies and groups collaborating with schools to develop
enriched environments for learning; (3) numerous innovative programs_and
alternativeé which appeared ts be producing significant changes in the

character of educational experiences provided at both elementary and,

secondary levels;

(4) improved concepts and technologies of planning,

‘management,

and evaluation; and (5) the initiation of better planned and

~  more extensive programs for the continuing education of teachers and
school administrators.

uing on-site studies in 1978-79 and 1979-80.

These impression were strengthened by the contin-

Data revealed that high proportions of the innovative programs were
either initiated or expedited through Federal grants and contracts, and/or

mandated by Equal Opportunity requirements or court decrees. It was

concluded,

however,

program success.

that local and situational factors are crucial to

Among the factors identified as of great importance

" were program leadership, strong commitment on the part of the program

staff-qnd.school principals,

ind the effectiveness of program imple-

mentation.

imaginative local entrepreneurship was evident in the more

successful programs, and the amount of local commitment and support
appeared to reflect the amount of local planning and initiative that
preceded the obtaining of external funds. Another observation that
grew out-of the early studies was that coptinupus program evaluation:' -
is essential to continuing staff development and'adaptation to student
needs. It was also observed that most of the highly successful and
promising programs represented sign@ficant departures from traditional
,schooling, especially through enphasis on student choice an% responsi-
bility, experience-based education, and greater usc of resources out-
side the sc:'hool.3
< While the Urban Education Studies identified many developments and
attitudes which hold promise Tor preater educational effectiveness, it
was clear .that many formidable barriers impede progress in making edu-
cation equal to the demands and needs for education in our great cities

"the institution. qualities

and elsewhere. Among the obstacles are

of school }ife" In a recent article, Popkewitz examined institutional

Q -- | 4122 :
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barriers and conclu&ed that:

The problem confronting educational reformers is complex and
profound. Schools contain systems of thought, action, and
privilege which resist efforts to change. Efforts to change
become slogans and rituals that are incorporated into the
existing order. The rituals create an illusion that the
school is responding to its constituency while the needs'and
interests actually being served afe those embedded in the
structures of schooling. ;

He adds:

...Educational planning involves giving attention to the
social, political, and educational complexity of schooling.
Where reform programs do not consider the underlying patterns
of school belief and conduct, innovations may only rearrange
the technological surface.

3

Fortunately manf educational planners and administrators are aware
of the realities of institutional life and are devising ways of over-
coming éhe inertia in large school systems. Institutional inertia,
however, 1s not the only obstacle to educational reform; and the
complexity of human nature and human society make impossible any final
solution, any perfect plan, or any complete matcﬁ of educative exper-
iences to human needs. There is, however, a growing recognition that
it is necessary to engage in a series of never ceasing quests (1) to
gain better understanding of the full range of human capabilities,
with special attention to the poteﬂtial that has been submerged by
disabling previous experiences or lack of approgriate challenges; and
(2) to create home-school-comfunity environments conducive to the full
develobment and constructive use of the capabilities of all members of
Ehe population. In tﬁeir efforts in these directions, city school
systems are using a combination of concepts, strategies and technologies
which raise hopes for increasing the relevance, scope, and quality of
educational experiences.

The efforts are no longer confined to experiences provided in, or

Yhomas s. Popkewikz, "Educational Reform and the Problem of Institutional
Life", Educational Researcher, March 1979, pp. 7-8.
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. .
under the controlfofischools; but embrace also experiences offered
in homes and by an'array'of commnnity aggnci%s. Many of the new
approaches involve complex partnerships or other relationships with
agencies with which school personnel have not been accustomed to work..

_ Consequently, eduhators have had to learn to work with’those from other
occupations and cultures who often hold divergent views of the roles
and functions of schools and other social agencies. It is not sur- ’
prising, therefore, that every innovation, however promising, brings

A}

with it new sets of problenms. ) . .
Among the developments, which manifest\lhemselves strongly in one
form or anotker in ail city public school systems, arce:

l. The formgfton of partnerships or other collaborative relation-
ships between schools and other community\agenC1es and organi—
zations;

. 2. Active involvement of parents and other citizens in educational
planning, curriculum development, and instruction;

3. The establishment of new types of schoolsg which offer alterna-
. tives to neighborhood elementary schools, middle schools, and
comprehensive high schools;

Extended provision for early childhood education;

New emphases on the teaching of basic skills; _

The introduction of bilingual and multicultural programs;
The {nitiation of new programs for the handicapped;-

Broadened roles for the creative and performing arts;

[CoTN - - R N B o AN ¥ 1 B

Installation of instructional management systems, and \

10. Initiation of approaches to system-wide planning, management,
and evaluation.

The extent and effectiveness of these innovations vary widely, however,

within cities, as well as among cities.

DEVELOPMENTS WHICH HOLD PROMISE FOR RENEWAL
. L
System-wide renewal ideally consists of well-dirécted and coordinated

efforts to assure conditions favorable to realization of the full, con-
structive capabilities of every member of the population served. Among

the essential elements of system-wide renewal are the following;

1. Adaptation of curriculum and instruction to each individual's

13
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stage of development, cultural values, and past experiences;
and continuing experiences designed for optimum realization
of capabilities. ~

2. Membership in a school, or other social unit, which promotes
. learning through supportive social interaction, provides ade-
quate learning materials and facilities, and sets high expec-
tations for learning behayiors and achievement. :

3. Provision for coordination of in-school and out-of-school
experiences, through treating parents as partners in learning
and the”school and community agencies as complementary settings
for learning. .

, 4. Alternative programs and/or schools to enable students and

their parents to choose the educational opportunities they
believe best suited to their needs and aspirations.

5. System-wide provision for continuing education of teachers,
principals, and other staff members so that they become more
perceptive of educational needs and more ingenious in finding

' ways of meeting the needs.

6. Close collaboration with a wide variety of comﬁunity agencies
‘ and services so that the resources and opportunities offered
~ by the society--business and industry, cultural and social
institutions, and persons from a wide variety of cultures and
. occupations——-are’ hrought to bear on the continuing enhance-
- .ment of education for all.’

Y

7. Systematic processes of planning, management, and evaluation
wihich stimulate and monitor improvement (or reveal shortcomings)”
. in the funi:ioning of schools, service departments, and other
: units. .

s -

There are man& other ways in which the éleménts or components of
systeﬁ—wide renewal might be expressed and the foregoing list is by no
means complete. The studies in sixteen school systems reveal attention
to all of these elements, but in none of the cities have the elements as

" yet been put together to maximum effect. In the next section, discussion .
will center on adaptation of curriculum and instruction to faﬁilitate
learning through mastery of the basic skills and otherwise, to respond
to cultural differences, and to provide more adequately for those with
special gifts or handicaps. Subsequent sections will focus on the char-

acterigtics of effective schoc s, the importance of community eollaboratien

- ’
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in education, the necessity for continuing personnel development, and

the applications to education of planning, management, and evaluation.

ADAPTATIONS IN CBRRICULUM AND INSTRUCTION®

-

Schools in all times and places have functioned largely by identify-
ing those with the aptitudes fox the 1earning tasks set by the schools
and providing practice in the use of the manifested abilities. Thus, .
"they have provided opportunities for advancement of those with the
\ motivations and capabilities demdnded by school tasks. At the same time
they have tended to label "dull" those with less aptitude and inclination

LN

for the cognitive 1earnings'prized by the schools. Under the spur of
recent criticisms and demands, schools are undergoing changes of various
sorts. In fact educéto;s today are much like the man who jumped on a
horse and rode off in all -directions. "More fundamental and far reaching
‘changes will be required, however, if the experiences provided by the
schools are to facilitate optimum development for all members of 'society,
so that curriculum and instruction‘ins;éad of being "enabling" for some

and "disabling" for others may facilitate the recognition and development

3
v .

of the talents of all.
. In his exposition of mastery learning, Professor Bloom has stated the
case for a new responsive mode of instruction in these words:

- Modern societies no longer can content themselves with the
seléction of -talent; they must find the means for develop-
ing talent.?

H
.

Other writers have made the same point in different ways. David Tyack
emphasizes the social basis for a new responsiveness on the part of the
schools by noting that new groups are reaching for power and seeklng greater

control over their destiny. He predicts that:

P’
.

...Unless school systems find ways to become more responsive to
these disenfranchised people, éndless and bitter conflict lies
ahead... .

~ N

2Benjamin S. Bloom, Human Characttrlstics and School Learning (McGraw—Hill
Book Company, 1976). p. 17. - . p

.

3pavid Tyack, "The 'One Best System': A Historical Analysis", Rethinking
Urban Education. Walberg and Kopan (Eds.) (San Francisco: Josey-Bass,

r Inc,, 1972). L

N
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The theme of adaptability to diverse needs has been set forth with
increasing urgency in recent times. Glaser, after noting that the pro-
cess of education must consider "individual differences along all the

various dimensions in which they are manifested," asserts that

The fundamental educational task is to design settings for
education that are flexible and adaptative enough to handle
these differences which derive from an individual's cultural
milieu and his or her own uniqueness among other human beings.

.

Another concept which is receiving increased attention is that the
school curriculum is complementary to educative experieices in the home,
in .churches, and other community organizations, énd in the community at
large. Lawrence A.‘Cremin emphasizes this point when he reminds us of
the ‘multiplicity of iﬁstitutioqs that educate" and the’tendency that
often occurs for these institutions to relate té one another in what
might be called "configurations of education." The idea of educational
configurations leads Cremin to an ecological approach and prompts him
to conclude that the theory of education is really a theory of the
relationship of 'various educative interactions and institutions to
one another and to the society at large."?

. a i
Emphasis on Basic SRilLs

\

The primary function of schools, and one that is prerequisite to
the performance of other functions, is ‘to develop mastery of the basic
skills for learning. Yet, no.contemporary criticism of city public
schools 1is heard more often thaﬁ that they have failed to develop the.
es§entia1,skills in reading, mathehatics, and language arts. '"'Back-
to-the-Basics" H;s become a political rallying cry which has been heard
by legislatures and other state agencies, with the Tresult that minimum
competency testing is now required in almost four-fifths of the States.
J

" 4pobert Glaser, Adaptative Education: Individual Diversity and
Learning (New York: Holt, Rineharti.and Winston; 1977) p. 1.

5Lawrence A. Cremin, Public Education (New York: Basic Books, 1976).
{ ! )
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A recent publication provides a variety of opinions on the
consequences of Minimum bompetency Achievement Testing. In the
Epilogue to this book, the emphasis tends to be on the negative
effects, featuring comments such as the following:

...the authors warn of many serious, if not dire, conse-
quences of minimym competency testing..,

<Q

v+ «Minimum competency testing may signal the beginning, .
or the acceleration, of a move to centralize control of
all public education...

.. .we are in danger of "having the minimum become the maximum. ..

«+ « By Imposing ‘minimum comgetency testing, then, we may well
be.'"blaming the victim'...

-4

The editors give less weight to positive statements by several
distinguished authors. For example, H. S. Broudy says that the minimum
competency testing movement "might just prod our educational 1eade§ship
to become interested in education.' He adds, howevér, that it is con-
ceivable that we might regress to "a’ " two-tiered system of public schools
with minimum functional literacy ‘for the masses" and a different curri-

culum for the upper cfasses.7 W, James Popham ventures to suggest that:

S

...the curricular impact of minimum competency testing may

illuminate the necessity to create tests which medsure .

higher-order skills and understandings, and then to estab~-

lish af least some sorts of sanctions associated with stu-

dents' performance on those-measures.
~  Observation of the ways in which minimum competency testing is being
used in a number of cities tends to support the view that the effects .
. . -~ 4
depend on how the tests are used and what is done with the information -.
obtained. Reference will be made to some constructive uses of test )
data in a subsequent discussion of instructional management systems.

In all of the systems studied there is renewed emphasis on the

teaching of the basic skills. The three programs, which are deserlbed

on the following pages, are all characterized by services to large

6Richard M. Jaeger and Carol Kehr Tittle (Eds.), Minimum Competency
Achievement Testing: Motived, Models, Measures, and Consequences”
(Berkeley: McCutchan Publishing Company, 1980) pp. 484-486.

71bid, p. 116. X
81bid, p. 123. : 18 ‘ /
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numbers of students, by enthusiasm on the part of staff and stuhents,
and by evidence of .increased achievement.

Philadelphia's Early Childhood Education Program is operated under

. the Associate Superintendent for Early Childhood Education. It enrolls
50,000 children in 14 programs, three of which operate on a twelve
month basis, and the others for ten months or longer. The funding
for five of these progfams comes from local operating funds, while
others enjoy either partial or total support from ESEA Title I or
other Federal and State programs. In terms of numbers served, the
largest programs are Academics Plus which serve; 14,000 students in
29 schools; Kindergarten which serves 17,000 children in 193 schools;
Parent Partﬁerships which serves 30,000 children-and involves‘21,000
parents: in 200 schools; and Follow-Through which reaches 11,000
children in 42 schools. . ‘ K ?

' Segenal of the Early Childhood Education progwams are housed in the
Durham C&ild Development Center,. which offers an infant-toddler program,,
a pre-school program, a K-5 elementary program, a teacher-parent center,
a traveiling teacher hehter, and ‘learning centers for approximately
1,500 students. The learning cengéfs also provide training for up rto

5,000 teachers. N " ’ .

In order to insure positive reinforcement of desired behaviors and

a ‘token economy in gbich the learning of sﬁbcifig skills and staying

on task are rewarded, the SchoolZDistricg of Philédelphia has devised

a Behavior Analysis Model te enhance social and academic development.

This ig based on the concepé that low-income children, under favorable

conditions, can achieve in the basic skills as well as middle class

children: . .

One not;ble feature of the Philadelphia Early Childhood Education

. Program is continuing evaluation of plans, processes, and outcomes by

a comprehensive Early Childhoéd Evaluation Unit. This unit was developed

through the collaboration of the Director of the Office of Research and

Evaluation, aud\with full support of the Superintendent of Schools. The

members of this Evaluation Unit join the prograg directors’ in regularly

scheduled planning sessions in which evaluative data are applied to pro-
gram improvement. The pericdic evaluations have also provided assurance

of program effectiveness.

4

ERIC » 13
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The Dade County Extended School Program (ESP) offers all Titlé 1 )

SR students carefully planned after-schcol sessions (instead of pulling’
them oud of regular classes)., The Dade County Public Schools were
* " the first of the major urban school sysfems to use Title I funds in
this maéner. Among the characterigtics of the after school instruc-
¢ tion are the following: (1) a low studcnt—adulé ratio-—15 students
to one adult; Y2) supervised independent activities to instill the
habit of regular reading and practice of skills; (3) provision of
incentives such as a book, an educational field trip, awards, and
other forms of recognition; (4) close involvement of parents;
. . (5) 1instruction by carefully selected ‘and especiully qualified
teachers; (6) materials of instruction which include detailed,
Spékific skills 1eésons; (7) a five-day a week schedule of two
forty-five minute instruction periods and an intervening one-half
hour’teacher—suﬁervised snack period.

UES observérs were¥impressed by the skill of the instructors, the .
close attention of students to the assigned tasks, and evidence of
understanding and zest in learning. More than twenty-five young stu- .
dents, whc were questioned, expressed their liking for the after-school
program: saying that fhey had good teachers, that they were learning
more, and that they enjoyed the after-school program more than the
regular day. _

_The Chicago Mastery Learning Reading Program (CMLR) aﬁplies the con-
cept of Mastery Learning, as defined by Benjamin Bloom, as part of its

Continuous Progress Program. The basic assumption of the Bloom model

1

1
is. that a11,students can learn well if given appropriate opportunities. '
The Department of Research and Evaluation assigned staff to the prepar-
ationlof instructional materials, consisting of guides for teache;s,
student activity sheets, formafive tests, enrichment acti;ities, and 1
remediation exercises. Basal readers and oéher reading materials ;150 |
are used “n regular instruction and in enrichment ac%ivities. Mastery |
of the objectives is measured by the criterioq—fcferenced tests_déveloped

" by the Chicago schoods. The completed CMLR instructional materials have

o0
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been supplied to each of Chicago's 500 elementary scﬁé;ls and basic
skills centers. City-wide staff developmént and inservice training
continues, with over 4,000 teachers having received direct instruction.
And, CMLR materials are used exclusively in Chicagol!s mandatory.8th
year review summer school as well as in the ESEA Title 1 Summer Learning ™
Centers. - :

After observation %n schools and conferences with principals, teach;
ers, reading specialists,. and others, UES observers concluded that the o
" program was enabling nearly all students to make éood progress in read-
ing. The design of the instructional materials makes possible rapid
implementation of the program after a short training period for teachers.
Teachetrs express high satisfaction because the well-designed materials
enable them to keep students on task and provide the reinforcement of

success in each stage. .

Other Basic Skills Programs, which give evidence of effectiveness,
include the following:

1. Denver's Mastery Learning in Basic Skills Project relies upon

careful training of principals, resource specialiéts, and teachers.
Evaluation indicates ing¢reased involvement by principals, improved
.instructional techniques, and improved achievement by students.

2. New York City's Learning to Read Thrdugb the Arts is an intensive

individualized arts/reading program, which began i& 1971. This program
was chosen by the American Institute of Research a& one of the twelve
exemplary reading programs in the Right to Read Effort and selected by
HEW as one of thirty-three exemplary Title I.progréms in the nation.

3. The Programmed Tutcrial Reading Program in Iﬁdianapolis is

carried on in collaboration with a staff member from Indiana University.
It relies heavily on training non-professional tutoré to begin tutorial
instruction immediately upon contact with the studévt and to keep the
student on task for the entire pefiod. The evidence is that the tutorial
program has reduced non-readers in a disadvantaged population from approx-
imately 10 percent to less than 0.1 percent and cut the proportion of
first grade éailures by 40 percent or more.

¢
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Another essential condition for system-wide educational renewal or rein-

" Bilingual and Multicultural Education

ADAPTATIONS TO DIVERSE NEEDS

—
In the previous section, emphasis was given to the development of

basic skills for learning as an essential element in system-wide renewal.

vigoration is adaptation to the diverse needé arising from the personal
and group characteristics of the populations to be served in our- great
cities. Among thé diverse needs with which urban school systems are

now wrestling are those arising from differences in cultures, languages,
and previous experiences; those arising from differences in physiéal,
emotional, and mental chafacteristics; and those which represent creative

talents or special gifts.

In recognition of the dramatic chénges in the demographic character-
istics of the student population in large city school systems, the Urban
Education Studies recoénizeq cultural pluralism as one of the character-
istics of our societf to which education in the past has given inadequate
attention. A serieé of landmark cbu;f décrees (Brown in 1954, Escobedo
in 1961;, Rodriguez in 1971‘, and ‘Lau in 1974) in effect mandated the incor-
poration of. the concept of cultural pluralism into American education.
Inherent in these great court decisiqns is the insistence that schools
must strive not merely for the attainment of equal opportunity for all,
but ralso must move toward the goal of genuine acceptance of diverse
cultures, with mutual appreciation and cooperative exchanges among
cultures. '

In the last two decades political and other factors have opera}ed to
replace the "melting pot" concept with the concept of cultural divé}Bity;
and court decisions and civil rights legislation have pushed the sthools
toward equalizing opportunities through ‘bilingual and bicultural or
multi-cultural instruction. Federal aid through the Elementary and

Secondary Educat%on Act and, the Emergency School Assistance Act has given
added impetus to these developments. The numbers enrolled in bilingual
and nulti-cultural programs have increased dramatically; but.thé effec-
tiveness of such instruction appearé to depend upon strong administrative

and community support with continuing attention to cu§riculum development

. 92
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and the the selection and training of teachers.- The literature on
cultural pluralism, multicultural education, and bilingual education
reveals y}de differences of opinions regarding the objectives, content
and modes of instruction; and these differences sometimes operate to
reduce program effectiveness. The UES site-visit team gave high ratings
to several multicultural and bilingual programs, which were observed in
the five cities studied; but concluded that few of even the best designed
programs are fully implemented. To realize the high potential which was
perceived in several programs in the five cities, attention should be
given to the clarification of program goals and objectives and to program
implementation and renewal through continuous staff and curriculum devel-
opment. .

Cultural Pluralism, as now understood and as it is being used here,
is a relatively new concept in human societies. For many generations
thg young in European and American countries grew up with an implicit
belidf in the superiority of Western civil%zation, and an even narrower
commitment to a national culture. In the United States, for example,
we had a deliberate policy of "Americanization" for immigrants from
other countries; and, as late as the middle of the current century,
textbooks and teaching emphasized Anglo-Saxon middle-class values anq
tradifions as models for emulation by all. This ethnocentric orienta-
tion still exercises a powerful influence in our schools.

In 1975, the National Society for the Study of Education devoted a
section of seven chapters to the subject of pluralism.§ In the intro-
ductory chapter, Havighurst and Dreyer take the position that we are in
a period which favors recognition of ethnic’differences and identifica-

tion by young people with an ethnic group. The authors acknowledge

_that cultural pluralism can take negative as well as positive: forms;

but they believe that social and political reforms may be moving toward
a more ideal cultural pluralism.’ ‘

" Elizabeth Douvan, Professor of Psychology at the University of
Michigan, defines plu;a}ism as a "theory that values diversity within

INational Soéietv for the Study of Education, Seventy-Fourth Yearbook,
Youth (Chicago: University of Chicago Press, 1975) pp. 259—475._
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a éoherent and consensual larger society", but conéedéé thag the con-
cept of a pluralistic society is "highly ambitious":

It imposes demands on individuals and subsystems to.functipn

at a,level of complexity, sophistication, generosity, and

. good will which may indeed be beyond human capacity.10

‘ Douvan is right in calling attention to the demands on individuals and -
groups which are implicit in the creation of a genuinely pluralistic éocieéy.
What is happening in America, howevef, offers grounds for hope. Testimony
to this effect comes from an observant British writer, Henry Fairlie.
Fairlie thiﬁks that as a result of éhe operations‘of the American Consti-
tution, and other more or less political factors, "there has been a revo-
lution, in attitudes as well as policy", and he bélieves that "America
is dem9nstrating...that a multi-ragial society-can be created". If so,u{
as Fairlie also observes, it will be tﬁe first genuine one the world ) .
has known." )

There is }easonnto think that cultural pldralism in education now

has a real chance of'succeediﬁg; and maﬁy‘persons in the sixteen cities
studied are working toward that end. It involves, in Fairlie's apt
phrase, ''the preservation of cultural pride, without the imbeciliéy
of racial prejudice."11 Further support foft the_necassity of creating
a multicultural society comes from Willis W. Harman, Director, Center ‘-
for the Study of Social Policy, Stanford Research Institute:

A simple society can have a single culture; a complex civili-
zation such as the United States cannot. Thus, the question

is not whether ‘we shall have a multimodal culture with a variety
of behavior patterns and norms in different socipeconomic, .
educational, religious, and ethnic groups--no doubt we shall.
Rather, the real question is whether we shall have mutual hos-
tility and exploitation of weaker groups by stronger ones, or
we shall have mutual respect and coboperation between diverse
groups.

.
A -~

1014, . 283.

11Henry Fairlie, "U. S. Becoming Firsﬁ Genuine Multi-Raciél éocietv", L
Dallas Times Herald, August 29, 1976. (Syndicated article di- wted
by the Washington Post).

)
13441115 W. Harman, "The Nature cf our-Changing Society: Implications
for Schools", Alternative Futures in American Education. (U. S.
Government Printing Office: Washington, January, 1972). pp. 43-44.
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Havighurst and Dreyer suggesf that two ﬁecessary conditicns for a
healthy pluralistic society are that (1) youth understand &nd accept -
"one's own parent group as the primary source of self-esteem, valiues,
and'beliefs"; and (2) qbat'they come to understand and "tolerate
the fact that other groups have a right to share in the resources ang
privileges of the total environmgpt."13 These undoubtedly are minimal
requirements. In addition, if the conditions essential to a healthy
pluralistic society are to be met, education at all levels must help

students to gain an understanding and abﬁreciation of: -

1. The ways in which values, modes of behavior, and other
cultural characteristics evolve as responses to parti-
cular environments in particular times and places; .

2. The values, conventions, and tradifions in cultures
other than one's own; and

3. The distinctive contributions of the several cultures
to the strength, varie%y, and vitality of American
society--past, present, ané future.

Bilingual énd Other Language Programs. In order to recognize the

cultural diversity in American society and to remove racial and ethnic
biases from the school curriculum and instruction, all of the school
districts visited have introduced programs in bilingual and/or multi-
cultural education. The ﬁi S. Supreme Court ruling on Lau (1974) re-
quires a school district with non-English speaking students to provide
language instruction'in the child's native 1anguage.‘ This decision has
resulted in most schools instituting transitional type bilingual pro-
grams. Dallas has developed a transitional program in Spanish for its
students from Spanish-speaking homes and multi-media packets of materials
«for multicultural social education in grades K-6. A combination of dis-
trict, state and Federal funds allows Dallas to provide bilingual educa-
tion in thirty-two schools, K-6, and bilingual teacher aides in twenty-

seven Title I schools. In addition, supplementary computer-assisted

13vouth. op. cit., p. 274.

@
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instruction and parent awareness programs are being implemented.

The programs offered to meet the language, cultural, and
educational needs of both the other-than-English language origin
and the English language origin students in the Dade County Public
Schools are: '

1. English for Speakers of Other Languages (ESOL) -- a full
language arts and culture program which includes listening -
comprehension, oral expression, pronunciation, reading,
and writing, as it supports the skills and ‘concepts pre-
sented in the regular English curriculum

2. Spanish for Spanish Speakers (Spanish - S) -- designed
to teach Spanish language arts skills:to Spanish language
origin students and to other students whose proficiency
in Spanish allows them to profit from the program ¢

3. Elementary Spanish as a Second Language (Spanish SL) --
a language and culture program designed to provide
instruction in Spanish to English language origin g
and other non-Spanish language origin students »

4, Secondary Foreign Languages (Secondary FL) -- designed
for students of English language origin or other language
origin who wish to study one or more foreign languages,
such as French, German, Hebrew, Italian, Latin, Russian,
or wish to initiate or to continue the study of Spanish
as a foreign/second language .

5. Bilingual Curriculum Content (BCC). -- a program designed
to provide in a language other than English selected
basic skills and concepts which are generally offered
only in English

The Dade County Language Programs are of exceptional scope and should

provide a good foundation for the design of broad multicultural pro-

grams. The thirty nationalities and the fifty-seven languages provide

a rich resource.

Mulc:-Cultural Programs.: Milwaukee has a multi-ethnic social studies

program which includes a seventh-grade course emphasizing cultural
pluralism and human relations, a bilingual social studies program,
Afro studies, and a new multi-ethnic approach to U. S. history. The )

program is implemented in grades K-12. 1t was initiated with Federal
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funds, but is now supported largely by local funds. Dallas has implemented
_a Multicultural Social Studies Program in all Title I schools. The

pgoject consists of a set of instructional materials specially selected
from the (8ocial science disciplines dhich provide a conceptual struc-

ture through which children of all ethnic backgrounds can relate, reason,
and understand. In addition, the program provides four staff members to
serve 1,216 teachers and 34,900 students.

Various ‘programs which were classified as Cultural Pluralistic were
directed at overcoming discrimination and racial conflict. The Toledo
and Atlanta schools have established outdoor. camp programs serving
1,700 and ?50 studenté respectively. The objectives include the reduc-
tion of racial and cultural biases through the interactién of all races
in outdoor camping environments.' Sixth-grade children are transported to

"camps where they live, study, and work together on environmental projects.
The acqivities include recreational activities, humah relations projects,
and exercises in self-concept. Surveys_of attitudes indicate that ethnic
and racial barriers are being removed. '

The Oakland schools have entered into a partnership with the California
Museum to utilize the museum's rich resources in the study of the
California cultural evolution. The museum provides'an example of the
intersection of the social and natural sciences in tracing the develop-
mént of the various cultures and their influence on present California
cultures. Students are given pre-visit instruction by a teacher, pro-
vided by the qistric;, who works full-time in the museum. This is then

~ followed by four days of activities on the museum site.
Programs gon the Handicapped

As a result of Public Law 94-142 in 1975, public school systems
have been charged with the responsibility of providing an appropriate
education for all handicapped children. Observations made during the
Urban Education Studies indicate that the school systems Qisited, not
only are moving towards compliance with state and Federal méndates,
but, in many cases are vigorously pursuing ways to meet adequately the

special needs of these populations. The UES observefs noted--in
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Columbus, Dade County, Denver, vakland, and elsewhete--many schools in
which "mainstreaming" appeared unusually successful. In these cases they
became aware of the enthusiastic support of the principals, the compe-
tence and sepsitivity of instructors, and the cordial ipteractions be-

tween the regular and special education students. .

The Columbus programs and services for Ehe handicapped have been
expanded, improved, add closely integrated into the total education‘
program. Si;ce 1960, the enrdllment in special education has grown
from less than 1,700 to more than 7,000. Classes for children with

'eevere and multiple handicaps were established in 1974; a family ‘ ,
learning center was opened in 1975, with services for multiple handi-

capped infants and their barents; and a plan for providing appropriate
programs and services for all school-age handicapped children was

approved Sy the Board of Education in 1977.

The UES team examined three special education programs: (1) the -
Autistic-Like-Severe Communication Disorders Program; (2) the Special ’
Education WOrksEudy Program; and (3) the Total Communication Program.

It was evddent that the.Columbus Public Schools are moving in a vigor-
ous and systematic way to strengthen the education of the handicapped.

The Exceptional Student Education Program in Dade County shows

evidence of careful planning and sensitive adaptation to the needs of

the students served. The staff includes consultants and specialists for
the different types of handicaps and program coordinators for the several
programs (incldding the program for the gifted). Each . 1 also has a
program director for exceptional edication. Among the programs visited "™
was that offered for Trainable Mentally Retarded (TMR) students in the
Citrus Grove Occupational Training Center. The TMRs are taught skills

in manufacturing and assembling products for various bu51nesses ang
agencies, and emphasis is given to self-help skills. The students

have their own cooking facilities at the Center and many are adept at
preparing delicious and attractive meals. Constructive interactions are
promoted between the students at the Center and those at the junior high.
All programs which the 51te-v151t team was able to observe appeared to be
ably staffed; and all teachers and admlnistrators displayed great sensi-

tivity to the personal attributes and potential of the students.

=

S8




~ ' 51

The Dade County programs for exceptional children are conceived in ¢
terms of identifying and developing capabilities rather than in
terms of disabilities.

The Chicago Early Assessment and Remedial Project (EARLY) was
initiated in the fall of 1975 with a twofold purpose: (1) to identify

pre-kindergarten children who -are likely to experience learning diffi-

" culties in their schooling; and (2) to ameliorate such learning diffi-

culties Qefore children enter kindergarten. A screening and diagnostic
procedure was developed and field tested by administration to 800 pre-
school children. The screening test was supplemented by questionaires
from approximately 400 parents of preschoolers and teacher ratings of
four-year old children in-their classrooms. When the evidence indicated
that potentially disabled pre-kindergarten children could be identified
with reasonable accuragcy, the EARLY project staff began the development
of an intervention program. The completed program is now in use and

the results are being evaluated.
Programs fon the Gifted and Talented

Advanced placement programs, acceleratipn, and enrichment have been
available to the academically gifted in most school systems for many '
years. Boston's Latin Grammar School, the Bronx School of Science,
and other schools for'the academic elite have been a part of American
uncation for generations. The current rush to meet the needs of the
gifted, however, has taken on new dimensions, and continues *o expand,
with a boost from Federal funds and the desire to check the flight of .

the college-bound to suburbia and private schools. Every system included

in the Urban Education Studies has a variety of provisions for the talented

and gifted. In a number of cities there are special city-wide schools,

“such as the Rennalsance High School in Detroit and the Rufus King High

School in Milwaukee--both of which offer programs characterized by
academic rigor and opportunities for self- direction and self-expression.
Schools for the gifted and/or college—bound have also been established

at the elementary level, but in most elementary schools, the programs

for the talented and gifted are offered on less than a full-time basis.

59
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The Denver Public Schools offer twelve brogram options for the » X
gifted: a Library Reading/Discussion‘ﬂqpiod an Extra, Subject, a

Core or Block Program, a Period or Two with a Special Teacher, Honors

Program, a Half Day in a Special q1ass, a Gifted Section of a Grade, .
Rapid Advance Classes, Advanced College Courses, Independent Study,
Mentorships, and Special Schools for the Gifted. Many of these options
have been available for a long time, but generally the options have been
not quite so numerous or so well-organized as is now the case in Denver.
Moreover, Denver's current program_is‘intended to serve students who:
display a variety of traits that indicate creativity, and not simply
those of college potential. 1It, therefore, has unue& away from the-

P

I.Q. test as the chief measure and uses multiple. criteria for selection

students is made by regular classroom teachers, _teachers of special

|
|
|
|
J
of students for the several programs. T7The identification of gifted “j
l
subjects, and'through parent-inventQry and student self- nomination
\

forms. Among the features of Denver's program is the use of Renzulli s

Enricﬁment Triad Model and emphasis on "brainstorming as a tool in

v ]

creative ?roblem—solving. N .
The Norfolk Public Schools, with an enrollment of less than -

40,000, have developed one of the most extensive and varied programs in
€he country. Under the title of Designated Gifted Alternativas (DGA),
four programs are offered at the eleémentary level: The Field Light-
house program; a week1§~three—hour academically oriented program con-
ducted both at home schoois and at city-wide centers; the Monthly
Workshops, des}gned to ‘develop thinking skills through interdisciplinary,
studies at city-wide centers; Time Blocka, set aside daily for accel- .
erated programs in math and +language arts, and Interdisciplinary Labs, |
on a weekly basis for from one to two hours. In addition to these %
four bGA programs,'there are in-school programsrwhich provide for ‘ |
(1) acceleration; (2) individualization; (3) Juninr Great Books;

(4) art enrichment; (5) school clubs. There is also a summer city-

wide enrichment program K—12:

-

The Norfolk program was supported by Title IV-C funds from 1974-1977.
Since that time it has continued to expand under local funding, with

some state support. The program is broad in scope and the conceptual
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underpinnings have been’' drawn from a wide number of sources. The
content and process skills are comprehensiv%~and clearly delineated.
The management of the program is excellent and staff members are well-
trained and enthusiastic. There is reason to believe that Norfolk's
process approach (which emphasizes ‘the development of thinking skills,
methods of inquiry, and decision making) might prove effective with
students of. less obvious ability. It has much in common with mastery
learning céncepts which\aré demonstrably increasing the achievement

of slow learners in Chicaép and other school systems.

The programs for the gifted and the handicapped, like the programs
for cultural and linguistic minorities! are part of a continuing quest
for better ways of developing the full constructive capabilities of
the diverse populations in our cities’ . While the accomodation to diver-
sity is as yet only partial, there are signs of increasing acgeptance
'of thg twin beliefs that all children can lea;n and that educational

.institutions must find ways of meeting the needs and furthering the

e

aspirations of all. Each of the ¢ity school systems is engageﬂ/ln its °

own way in identifying poorly met needs and, in the process, finding
thgt expectations for performance have, more often than not, been set

too low.

~

CHARACTERISTICS OF EFFECTIVE SCHOOLS

On the assumption that the school is the primary settiug inzwhich
learning takes place, the site visitors of the Urban Education Studies
in all cities spent a major-part of ‘the time available in visiting
schools. During these visits efforts were made to identify unusually
effective schools and to ast¢ertain the factors contributing to effec-
tiveness. The importance pf the school as the basic educational unit

has long been recogiized; and in his recent book What Schools Are For,

John I. Goodlad has underscored the centfality of the school in these
words: ) - ‘

The®center of the educational enterprise is the individual school
with its principals, teachers, and students. All of the rest of
the district’is superstructure, good for providing support,

7
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encouragement, and avenues of communication; but it is not where
schooling and’ the education of the young take place.14 ‘

- Goodlad also describes the following characteristics of effective schools:

...each school assumes responsibiljty for the qualit& of its own
existence and is responsive to its immediate community...

The prineipal is central to developﬁént of a sense of mission,
unity, and pride in the school... . .
...a high- level of agreement exists between the principal, and

the teachers regarding policy decisions affecting the school, and
the teachers play a sggnificant decision-making role...

...Healthy schools have a healthy surrounding infrastructure.
) The superintendent recognizes the school as the key unit for
® . change and improvement... .

Vot A three-year study of a dozen secondary schools in inner London
' throws some light on the characteristics of effective schools. The "’

' carefully designed and documented study showed that the schools ''varied
tT markedly with respect to their effects on their pupils' behavior,
atteudqgce, exam success, and delinquency." Moreover, the differences

in effects were associated with the characteristics of scﬁools "as
social instithtions"{ the- ways pupils'were treated.as individuals .
and group influences related to the "ethos of the school."16 R
) Two sessions of the May,l1980 Conference for City School Admipistrators
(sponsored by the Urban Education Studies) were devoted to the subject

of effective schools. The focus of the first of these sessions was on

Brookover,vC1ark,'Edmonds, Mann, and others. The characteristics des-

cribed from a synthesis of numerous studies were partially summarized

. as follows:

1. The case study literature refutes the contention that deter-
minants of school success or failure are beyond the control
of the school. In fact, the data suggest that most school
features related to success can be manipulated at the building

the characteristics of effective schools revealed by the studies of )
(
level. }

l450hn 1. Goodlad, What Schools Are For, Phi Delta Kappa Educational
Foundation, (1979), p. 101. -
151pid, pp. 84-87. |
16Micbael Rutter; et. al., Fifteen Thousand Hours: Secondary Schools |
and Their Effects on Children (Cambridge: Harvard University Press, |
1979).
Q . 6‘/)
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2. Hence, the case‘study literature suggests that schools
can be improved by focusing available energies and re-
sources on student achievement in basic skills instead

{ of expending such energies and resources over a wide
spectrum of activities..

3. The successful interventions...involyed multiple tactics
to attain the goals. Usually, several curriculum/instruc-

tion and personnel variables were manipulated in concert.
L 3

’

4. .Such multiple-tactic change strategies necessitate ‘effec-
tive planning and coordination. 17 ‘

The second session.;nvolved presentations on several approaches to
increased school effectiveness: the School Improvement Project in New
Yorﬁ City Public Schools; a Self-Correcting--Self-Renewing System,
which is now being used in the East Oak Cliff Sub—Diétrigt of Dallas;
and school planning and management strategies as developed in the
Coiumbus Public Schools. Other presentations during the Conference

hiéhlighted numerous examples of effectiyg'schools.

Chanactenistics Observed on Schoof Visits

o~

During the site visits, many schools of unquestioned excellence were
observed. Some systems appeaﬁ to have an unusually high proportion of
échools in which students, with few exceptions, appear to. devote their
time mainly to well structured learning tasks. Those who participated
in many on-site studies ranked Denver and Milwaukee among the cities
in which nearly every school exhibited factors conducive to learning,
such as competent teaching, resourceful leadership, and positive'
attitudes on the part of staff and students.. Many highly effective
schools were noted, however, in all cities. Amoﬁg the factors which
seemed to be operating to keep the schools at a/high level of effective-
ness were the careful selection and evaluation of principals and effec-
tive provision for the continuing education of personnel.

4

1pavid L. Clarﬁ, Linda S. Lotto, and Martha h. McCartHy, Exceptional
Urban Elementary Schools, Sponsored by Phi Delta Kappa, Funded by
Lilly Endowment, Inc., Indianapolis, Indiana (June, 1979).

Co
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Cénversations with the principals in the effective schools showed
that they had a lively sense of the characteristics and special com-
getencies and personality traits of all teachers. As these principals
ﬁassed through the halls; they were greeted by name by many students
and very often were able to respond with. the pupil's name and.with some
word of praise or admonition. In such schools; visitors were impressed
with the detailed knowledge the principal seemed to have of what the
special needs of the student populations were and how well these needs
were being served; also of the strengths and weaknesses of each staff

- member. In some og the least effective schools the principal seemed
to have little knéwledge of the population being served, of the kinds
of homes froﬁ which students came, or of the abilities and‘other cha;—
acteristics of teachers and staﬁ;'members. In visits to classrooms of
the highly effective schools, it?was observed that typically more than
ninety_Percent of the students in each:class appeared to be proceediﬁg
with understanding of what was required. This impression of students'
attention to task was reinforced by observation of the work being per-
formed by students and conversations with the students. Moreover,‘the
teachers' attentions were quickly drawnot; students who seemed to be
. having difficulty,and help was given promptly.
In some of the more effective sc‘ools great pains had been taken
to make the surroundings as attractive as possible. In many of -the
Denver schools, for example, the maintenance crews at the request of
the schools had'paintéa attractive murals. In other schools, there
were plants and/or att;active exhibits of student work; and the care
which students took of the building seemed to reflect pride in attractive
surroundings. In such schools the walls tended to‘be free-from markings
and there was an absence of trash on the floor. Moreover, convefsations

with teachers, studen:s,'and other staff reflected great pride in the

school and a sense of liking to be there. Many teachers in the more
[ J

effective schools referred to their satisfaction in working in "this >
school" or with "our principal”; or commented: "All of us work together
here." Another characteristic of these schools was the strong sense of

-achievement exhibited by both students and staff members.
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Site visitors who had occasion to revisit several schools, after

intervals of a year or more, found that the schools characterized as

effective had made changes between the visits. In some cases, less

competent instructors had been replaced or had been helped to become S

better planners and managers. In other cases, a merely adequate

principal had been replaced. by a more dynamic and energetic leader.

New

instructional materials, improvements in the library/media center

or improvements in learning centers, were likewise noted. Frequently,

parents or other citizens were observed tutoring students or perform-

ing

other services.

Tne scheols and systéms that seemed to be moving most rapidly towards

meeting educational needs effectively were characterized by a continuing

search for capabilities and talents that might be developed, recognition

.and

ber

reinforcement of achievement, and high expectations for every mem-

of the organization, including both staff and students. Moreover,

steady and concinuous progress toward identifying, and responding to,

needs seemed more characteristic of these schools than the formulation

of elaborate and difficult-to-implement plans. The schools considered

excellent were of many different.types. For example, the highly rated

elementary schools included such diverse types as open-area, self-con-

tained classrooms, IGE, Montessori, and creativé arts. Among the

middle schools there were similar variations; and the outstanding

secondary schools included both comprehensive and specialized schools.

In each case, however, the ﬁrincipal; teachers, and students expressed

great satisfaction with the characteristics of the school and demonstra-

ted

lar

ability to adapt their behaviors toiéhe requirements of thz particu-

situation.

Recapitialation and Prognosds

This chapter has dealt at some length with two of the elements

believed essential to system-wide educational renewal:

1.

Modifications in curriculum and instruction to assure mastery
of the basic skills and to take account of cultural diversity
and individual characteristics; and

The characteristics of school environments which affect motiva-
tion and learning.
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The following chapter will be addressed to other elements which
. are, essential to any continuing thrust toward system-wide renewal.
Among these are the following:

1. The estahlishment of career centers, magnet schools and
other alternatives in order to create environments and
programs which will contribute to racial/cultural integra- -
tion and provide enlarged opportunities for workplace educa-

. tion and experiences related to a variety of career aspirations.

2. The involvement of business, industfy, museums, theaters, govern-
ment and'social agencies in ways which will increase significantly
the community-wide resources for education; :

3. The creation of well-planned programs of personnel development
which will increase the capabilities for instruction, manage-
ment, and problem-solving; and .

4., The application of planning, management, and evaluation tech-
nologies for continuous adaptation and increased effectiveness
of educational institutions and practices.

>
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SYSTEM-WIDE EDUCATIONAL RENEWAL
Other Steps Toward Improvement

s
Francis S. Chase
» oo
Among the more conspicuaus of the current trends in urban education
is the multiplication of schools, and programs within schools, which
offer institutional settings that differ significantly from the compre-
hensivezhigh school or the neighborhood elementary school. The new
secondary schools are identified by a number of labels such as career
centefs, city-wide schools, and magnet echools; and-=the dlternative
elementary schools carry descriptive terms such as fundamental, open

education, IGE, creative arts, international, or Montessori. The new

‘types’of schools represent another aspect of contemporary efforts tox

adapt the curriculum and the settings for learning, needs, and prefer-

ences of a diverse populAtion.

.

[

CAREék CENTERS AND ALTERNATIQE SCHOOLS

American secondd¥y education for generations has offered choices among
curricyla identified as academic, vocational;:or generai;-and further
choices among the electives within each curriculum category. -The newer
options reflect such concepts as cultural ‘pluralism, action-learning,
and career motivation. These concepts are not new, but the difference is that
they are applied much more broadly than in previous periods. Vocational
high schools have a history of more than half a century in our cities;
and city-wide secondary schools designed to serve other specialized needs
also have a considerable history. Examples that come to mind include
Baltimore Polytechnic,. the Bronx School of Sgience, and -the Denver Oppor-
tunity School. The concept of workplace education or cooperative work-
study programs also has a long history. Distributive Education has been

one of the more successful of such programs with a history going back to

&

6y
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the early decades of this century: Although there are earlier prototypes
for many of the new schools, it still may be said that in no past ©ra has
there been such a profusion of new types of schools and programs directed
towards such a diversity of populations and needs. o
" The concept of career education received impetus from the strong
advocacy of Dr. Sidney-Marland, former U. S. Commissioner of Education,
and derived additional support from the Vocational Amendments adopted
by the Congress in 1972. Career Education diffé%s from earlier forms
of vocational education gn that it usually is organized in clusters or
families of ocecupgtions so that different levels of entry and exit are
*»feaslbie. For ezghpfz, a health prgfessions cente} may attract students
whose  career aspirhtions range from practical nursing, dental teghﬁology,
and other occupations which may be practiced yith little or no post- ‘
sécondary training to cardiology, orthodontics, and other speciali;étion§,
which require post-graduate specialization-and extended perlods of
internships and residency in hospitals or other specialized instltutlonsh
Sxmilarly, a construction cluster mny provide S}perlences which will
lead go such diverse occupations as cabinet maklng, 1nter10r design,
electricity, plumbing, or architecture. Again, the admission réqulre—
g ) ments might diftfer for the several occupations and the entry to some

. careers might be postponed for many vears .of specialized preparation
* ES

beyond secondary school and college. \

o The term "magnet school" is usually applied when one of the purpgseé
. (under court order or otherwxse) is- to promote desegregationi but the §

characterization of "magnet' is also applicable to the drawing power of'
1nst1tut10nd1 environments attuned to career aspirations, if one envisibns

7 a career in the arts, public administration: scjence and technology, social
services, and so on. Most of the career centers or magnet schools devote g
thepmselves to one particular family of occupations cuch as the health pro-
fessions, merchandising, or others such as those named above; but soﬁe
centers offer a combination of career clusters on a single location.
Morecver, sone centers and magnets operate on d full-time basis Jnd offer

drademic as well s career courses, while others provide part-time careev

triining for -tudents who meet academic requirements at other locations.

ERIC : _

Aruitoxt provided by Eic .
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Brief descriptions follow of schools or centers in several cities

which seem to fit the classification of career centers:

s

The Skyline Career Development Center in Dallas was conceived as an

opportunity t\ol embrace the career education concept by providing a modern
building structure with facilities and equipment reprg§entative of the
various career clusters available to students. The Center opened with

25 clusters and added a few other; later. Some of the curriculum mater-
ials for the clusters were developed under contract with RCA; and others
by selected DISD personnel. Among the clusters were Aeronautics, Busi-
ness and Management, Computer Technology, Electronic ¢ iences, Food
Services and Management, Medical and Dental Career., World of Construc-
tion, Photography, Child-related Professions, ‘Cosmetology, Performing
Arts, Visuél Arts, and World df Fashion. This is one of the more com-
prehensive career centers with a history now extending over nearly a
decade. .

©

Park West High School in Mamhattan is 1istéd as one of 22 vocational-

”
* technical high schools in the New York City Public Schools. Actually, it

meets fully the usual definition of a career center in that it enrolls
college-bound students as well as those who will seek employment upon
completion of high school. It offers preparation for careers fbr the
Automotive occupations, Aviation, Electronics, Culinar; Arts, and
Maritime. It also offers a coopérative workstudy and a college-bound
program which offers smaller classes and tutorial services to entering
ninth and tenth graders with academic potential and reading levels whi h
range from two years below grade level to above level. Park West High
School opened September, 1978 in a néw building on West fiftieth Street
and incorporated the clusters which had a previous history as the Food
and Maritime High School. The UES observers noted that Pairk West has
strong leadership and staff deeply. experienced in the careers in which
the students are being prepared. The level of performance was extremely
high in the clusters observed. The student population of Park West is
48 percent Black, 48 percent Hispanic, and 4 percent White.

The Clara Barton High School for the Health Professions is one of

o
six coeducational New York City high schools which provide ontions .

63
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in secondary education., 1t is open to students city-wide without
entrance examinations, but the present enrollment comes chiefly from
Brooklyn. It is located in a well-kept building which requires remodel-
ing to provide laboratory and other specialized fecilities for programs
in dental technology, medical laboratory technology, and other health
professions. The school appears to have excellent leadership; and a

good environment for learning is being established.

Columbus has four Career Centers which serve students sixteen years

and older on a aplit-shift program with first-year students attending in
‘the morning and second-year students in the afternoon. The staff is com-
posed heavily of persons recruited frgm the trades, business, industry, and
the professions. For example, experienced journeymen, with at least seven
years' experience, were recruited in the machine shop and other skilled
trades (and subsequently enrolled in teacher education courses at Ohio,
State University). The responsibility, which the senior teachers have for
student placement and follow-up, leads to continuing interaction with work
places. Plaicement rates are exceptionallv high, ranging up to 100 percent
placement in the {irst job upon graduation. There was evidence of strong,
continued support of business, industry, unions, and other comm: nity
ageacies. Visits to classrooms in all four centers revealed excellent
facilities, vompetent staffs, excellent working conditions, and high morale.
The olose .collaboration of business, industrial, profzssional and civic
leaders improves the quality of decisions, provides essential resources,
and keeps administrators and instructors alert to the conditions and de-~
mands of .the trades and careers for which students are preparing.
jﬁ?:ﬁxﬂlﬂs.ﬁfﬁﬂfiﬁﬂ‘ﬁﬁéﬁ and_other Magnet Schools were mandated by fﬁe

decree of the Federal District Court in 19/6. They were able to get off to

a quick start through the transtfer of clusters from the Skyline Career

et lonment center.  one distinctive feature of the new magnets was the
appointeent ot oitstanding directors with established reputations in the
particular carver fields. The Arts Mavnet High School, for example, was

able ¢y antain the part-time direction of the Director of the Dalias Theater

Coute T, wie 1o also a protessor on the Art Paculev at Trinity University.

The s1wut]l ars s Dister with its director, staft, and students was trans-
terved “¢ ow St tre Hivh School.  The same was true of the Pecforming Arts
-~
(1
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and Music. As a result of its central locatidn and its appeal to stu-
. dents interested-in the arts, the Arts Magnet High School is almost per-
fectly integrated, with proportions of Black, White, and Hispanic corres-

L]

ponding closely to.the percentages of those groups in the total Dallas
enrollment ' -
Of seven Dallas magnet high schools, the four started in 1977- 78
have enrollments ranging from sligptly above 400 to more than 1,000. One
of thesez the Creative Arts Magnet, has been unusually successful in meet-
ing the.goals set by the court for integratién. It has 46 percent Black,
44.7 percent White, and 9.3 Hispénlc. The health Professions Magnet,
with 617 students, has 23.7 White, 64.7 Black, and 11.7 Hispanic. Trans-,
portation has also made progress toward desegregation with 57 percent Black,
‘nearly 23 percént White, and slightly over 20 percent Hispanic. But,
Business and Management has slightly over.75 pe;cent Black. The other
three magnets are newer and appérehtly less attractive to students as they
enroll ameong them a total of only 423 students . . N
The Board of Education has recently asked the Dallas Chamber of Com-
merce tq appoint a special career education task force of business and N
professional leaders to.develop a plan for the DISD Career Education pro-
gram for the 80's.c All existing career programs are to be reviewed, and
the adequacy of the facilities examined, and thought given\to minimum and
maximum student loads, and other aspects of operation. Particular atten-
tion is to be given to the magnet high schools. It is interesting to note ’
that the Dallas Chamber of Commerce's participation, which goes back to
1965, has influenced strongly the development of the Skyline Career Reve-
lopment Center and the magnet schools. SN
Essentials to Success
Observation of career Lenters, magnet schools, and other alternative

schools in a number of c1ty school systems indicates that, for optimum

effects, close attent1on.ﬁust be given to the following matters:

s=-enlisting the active part1c1pation and support of community )
leaders and organlzatioQi v \\

‘——careful identification of the needs to be met, the popula-
tions to be served, and the opportunities for appropriate
N placement of graduates
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--the choice of a director with the requisite background and
capabilities and an established reputation in the career
field for which preparation is to'be offered

--a management staff of highly qualified persons who can be -
welded into an effective team to provide leadership for
continuous currgiculum and staff development

—-early selection and appointment of staff, with special
attention to gecruiting instructors with the necessary
- knowledge and expertise in the oecupations for which they
are to provide instruction .
L3
--commitment to matching schools and programs to student
. characteristice and aspirations

+

{ * --adequate communications to prospective students regarding the
experiences to be offered, the performance standards expected,
and the criteria for admission ' .
, --provision for increasing the basic learning skills (or reducing
. the learning disabilities) of'students for whom the alternative
school®may represent a fresh start

—-careful weighing of the possible losses, as well as the gains,
from narrow specialization along career lines

--system-wide consideration of the probable effects on other
schools in the system in order to promote concerted action to
improve all schools.

Among <he factors which seem to account for the unusually high student
motivation and morale in“the career centers and magnet schools are the
following:

1. Enrollment—¥n each school is determined by the freely made choices
> of the students. lhib is important in making adolescents feel that they
can make important choices regahqinb thexr own education. This act of
9 self-determination mearts motivation tv "make good'"; to cope with the
consequences of one's choeices.

2. Studoars ave bl to perceive a direct relatmonshlp between school

expericace and their career and, life aqplratxonq This reduces the usual

Lompldints often e\pressed in terms of "This stuff is not going to do me
any good"

3. The opportunities for action-learning or hands-on experiences are
much_hreater than in thc QXLica] ‘high & s(honl This.feature has strong
appeal to students who are turned of f by spendlng S0 much time in verbal

ERIC-
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learning and performing tasks set by teachers for reasons which students
often regard as arbitrary.

4. The "lock-step" and regimentation of the usual classroom is re-
placed by much greater freedom of moyement and more self-ditected
* activities. The student in an arts studio, an auto mechanics shop, an
office situation, or a health clinic begins to feel like a respansible
adult engaged in self-chosen activities.

5. The interactions with fellow students of other races and cultures
take on added meaning in the variety of activities provided in the
several career clusters. Students may sit together for a whole year in
many traditional classes without becoming really acquainted with the '
strengths and values of those\from other ethnic groups. When teamed in :
business planning, a dramatic production, a motor ture-up, or labora-
tory analysis, however, the .students quickly "size up" their fellows and
be;gn to develop appreciation of diverse characteristics and capabilities.

Recavitulation

Seven developménts, which are perceived as holding promise for system-
wide renewél, were listed on pages 36-37 of Chapter II. Up to this point,
examples and diséussions have been offered on three of these: (1) adaption
of curriculum and instruction to individual.and cultural characteristics;
(2) effective school management; and (3) alternative schools and programs
which provide career motiyation apd.action learning. In the following sec-
tions, discussion willkbe focused, first on school-community collaboration

. as a basis for the creation and maintenance of total environmants con-
ducive to 1earn%ng{ second, on qontinuous'personnel development to increase \
-the effeqtiveness of gducétional services; and third, on planning, manage-
ment, and evaluation as instrumentalities for séimulating and monitoring
-improVement in the performance of all educational functions.

- SCHO01,-COMMUNITY COLLABORATION

’
-

‘ School—community_relat&ons have been an important concern of school
administrators and teachers since the founﬁing of the public school systems.
At times, the emphasis has been on winning support for school policies and
objectives, which sometimes deteriorated into trying merely to create a
favorable image €or the schools. At other times, the emphasis has been
mo?e on improving the programs and services of the schools, with public

fginvolvement to tﬂﬁs end. The commun?ty school movement has had é history

going back to the Sloan Foundation projects in Kentucky and elsewhere in

the first half of this century; and this movement received fresh impetus

Q o :7:}
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and took new forms from khe Mott Foundation's support of community schools
which took shape in the 50's and 60's in Flint, Michigan, and continues to
exercise influence. Other forms of school-community interactions also ha;e
a considerable history. The rise of vocational education in this country
led to the involvement of agriculture, business and industry in various
types of cooperative work-study programs. These programs also represented
an early fc m of federal intervention throuéh the Smith-Hughes Act and
othe} legislation. ‘

All of the historic forms of school-community inéeractions_are found
today in one degree or another in both urban and rural education. New types
of school-community interaction in oﬁr cities have been engendered in recent
years by the desegregation orderé issued by federal courts and by the re-
qﬁirements‘of the federal programé under the Elementary and Secondary
Education Act, the Emergency School Assistance Act, ang the Office of Civil
Rights?\\Local initiative has reinforceqfénd supplemented the requirements bf
federal and state agencies; and, as a'result, complex networks of school-
community relations have developed in all of our large cities. Sometimes
these networks are well coordinated and orchestrated so that they involve a
wide variety of\organizations and representatives of all socioeconomic levels
and ethnic groups. In other cities the coordination of activities leaves
much to be desired aad important elements in the community are left without
an effective voice. Often, the situation is mixed, with many positive and
some dubious or negative relationships and effects.

Twenty-nine of the forty-three large school districts in the United
States, in response to a‘requégf from the Urban Education Studies, listed
137 successful programs in the general area of school-community interaction.
Of these, thirtv-seven were said to be "lesigned to ensure citizen under-
standing and utilization of educational proegrams and processes’; forty-nine
represent ways 'in which vSmmunity ~rganjizations, parents, and other citizens
are sharing in education plauning and decision making"”; and fifty-one are

described as "progprams, which provide valuable learning experiences through

commut ity agencies and resources'.

Among the dramatic instances of citizen participation in the mak ing
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of educational policy is the work of the Dallas Alliance -- a tri-ethnic
commitgee. Judge Taylor, the presiding judge in the United States District
Court, made skillful use of this lay group (represénting business and civic
interests of Blac' s, Mexican, Americans, and Whites) to build a basis for

a decree which would represegk an approximation‘of a consensus regarding
what*Aight be done to reduce racial segregation and improve the quality of
eduéaqioﬁ. As a result of the Court's decision (and subsequent actions by
the several chambers of commerce, business and industrial leaders,, PTA's,
civic organizations, and school leaders) there was an unprecedented mobili-
zation of public opinioq to translate the Court's mandates -— and the hopes
resting on them —- into reality. Reference was made in the previous section

to the part played by the Dallas Chambers of Commerce in the development of

_the Skyline Career Development Center and the, magnet high schools.

>

In @ilwaukee, the Committee of 100 played an important role in moving
Milwaukee‘toward district-wide desegregation; and the Coalition for Peaceful
Schools, with its own federal grant, served as an important channel for com-
munication with, and cooperation of, a large number of co@munity organiza-—.
tions. Advisory councils and committees in the cities studied undoubtedly
are influencing -- sometimes to a marked degree -- decisions with respect to
curriculum, school servicesy and many'other aspects of education. In Aflanta,
business and industry are providing important resources for alternative
education programs, including Youth Cha{lenge, Executive High School Intern-
ships, Project Propinquity, and Schools Without Walls. The same thing may
be said of the S#fudent Services Assistant Program (CETA) and other programs
in which community organizations are working closely with the Atlanta
Schools in providing educative experiences. In Oakland the Chabot Science
Center and the Museum School are outstanding examples of how community
cultural an& science resources can be made available tb students through
school-community cooperation. The new Art Center in Milwaukee is another
outstanding example of the cooperation of schools and community.

’
In many cities, instructional and administrative personnel are now

being recruited to an unparalleled extent from business and industry,

o o
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technical occupations, and from professions other than education. The

directors of Dallas' first four magnet high schools imclude an M.D. with a
background in school health services; a professor of the performing arts,
who is also managing director of a theater: a business leader w%Eh a law
degree; and a man with wide experience in aqumotive sales and services.
Atlanta has recruited a leader in social services for one of its top ad-
ministrative posts. All of the cities studied are bringing technically
qualified ﬁéople into positions such as coordinators, resource persons, and
instructors for the new alternative programs which are being developed.
) Numeréus examples can be given ¢of programs .that reéresenf a prom-
ising beginning in meeting needs which schools of the past have usually
considered unmanageable. The mainstreaming of the handigapped' under the
prcdding of federal and state authorities 1is one‘exampie. Several of the
citi?s.visiteé are making provisicns for the handicapped equal to those
formerly found in expensive private schools. The same thing may be said for
other services such as those provided by Toledo Public Schools through the
Crittenton Center for unwed mothers and through a highly successful practi-
cal nursing program developed with the active ‘collaboration of community
hospitals. The AdopE—A—School program in Oakland is a notable "instance of
schooi adoption by a‘business corporation. In Dallas, some 200 schools
have been adopted by churches and/or business organizations which provide
personnel and other resources. %
The Dade Coﬁnty Public Schools have embraced the concept that the educa-
tion of childgen and vouth can be accomplished only through close collabora-
tion of schools and other community agencies. The plan calls for (1) advi-
sory committees at each séhooi to work with the principal in identifying
and dealing with, educational needs and concerns, (2) two Regional Advisory
Committees in each of the four administrative areas to Serve as resources
to the Area Superintendents in identifying and meetir areawide educational
needs: and (3) a County Advisory Committee to provide a district-wide per-

spective on educational needs. These committees compose an extensive network

for citizen Involvemen: in educational planning and decisicus. The County

-r

76




69

Committee includes three individuals elected from each of the Regional
Advisory Committees, fifteen pers ons appointed at large by a selection
group, plus eight students, three teachers, ,and -two administrators.
There are also advisory committees for special curriculum areas, such as
Vocational and Adult Education, Special Education, and Title I programs.

In accordance with the 1973 mandate of the Florida Legislature, the
Dade County Public Schools have organized some 150 ‘citizens advisory
groups. Consequently, it may have the most highly organized network for
citizen participation of any school system‘in the country. ‘The Rockefeller
Foundation found sufficient merit in the Dade County élan to justify a
$435,000 grant to sdpport‘the advisory committees. The visiting team mem-
bers who attended the County Advisory Committee meeting and otﬁer advisory
committee meetings found the discussions lively and provocative.

The NDade Partners is another aspect of community collaboration, to
which the site-team reacted enthusiastically. While the UES team was in
Dade County, the 100th Dade Partner was recruited. The Partners include
several banks, chambers of commerce, professional associations, civic
clubs, colleges and universities, and a wide variety of business enterprises.
The services provided by these Partners range from jobs and training oppor-
jtunities for students, through inservice training for teachers, to a wide
yariety of other educational resources. There are few school systems in
thch the collaboration of community agencies is as widespread and effec-
tive as in Dade County.

x A third type of éommunity involvement is represented by the school ’
volunteers. Dade's School Volunteers Development Project was awarded a
Title III grant to enhance the school instructional program through the
use of volunteers for critical instructional needs in reading and math.
Tutoring was thus provided for students in grades 2-6 who were below the
national morms in basic skills. Other volunteers offer a wide variety of
educational services. A tri-level training program is used té prepare prin-
cipals, teachers, and volunteers for effective cooperation. The volunteers
number more than 10,000. The collaboration between the schools, business,

industrial, civic, cultural, and social organizations is a long step in.thé

-
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direction of making Dade County a total environment for learning.

Another interesting example of extensive business/industry collabora-

tion is represented by Philadelphia®s High Schuol Academies Program

The program began in 1968 under the auspices of the Philadelphia Urban

Coalition. Its organizers elected to target a quintessential inner-

-city high school for the establishment of an Academy of Applied Electri-

cal Sciences. The school chosen, Thomas A. Edison High School, was in

the unenviable position of having the lowest average daily attendance,

the highest dropout rate, and the lowest basic skills performance of

any high school in the City of Philadelphia.

It was overwhelmingly

black and poor. Its students, for the most part, were unable to pass the

admission tests for the established vocational schools in the city. The

academy organizers reasoned that given-the proper mix of school and

industry expertise, plus a marshalling of all the resources that were

deemed necessary for appropriate training, such high risk youngsters as

o

were represented by the student population of the school could be effective-

ly trained in electricity and electronics and developed into productive

members of the work force.

A project team composed of representatives of torporate business and

industrial firms in the electronics industry and School District officials

planned the academy program, decided on the curriculum components, and de-

termined a budget for the operation that substantially exceeded the normal

School District funding available for this kind of trainingactivity. The

business and industry group then proceeded to raise the additional re-

i o . e [
quired funds. From the beginning the academy programs have been a partner-

ship effort of the schools and industry. In effect, school people have given

up some of their "sovereignty" in the sense that the decisions about the
snt)

program and the delivery system are determined

jeintly bv the school and

industry representatives who comprise the project team.

The level of business/industry involvement can perhaps best be under-

stood in terms of the executive-on-loan policv

aca lemy operation since the beginning. During

that has been a part of the

the first year-of the
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Electrical Academy, the Bell Telephone Company of Pennsylvania released
a middle management executive on a full—time basis for the purpese of
organizing the business/industry side of the program. In the second
year, this individual,was replaced by a senior engineer from the Phila-
delphia Electric Company, who hes been with the academy programs ever
eince. He now serves as Director of the High School Academies, on a
loaned executive basis, for the Philadelphia Urban Coalition. Two other
acadeny programs have developed in the intervening years —- The Ph£1ade1—
phia Business Academy, concentrating on the development of office and
clerical skills, and the Academy of Applied Automotive and Mechanical
Sciences. The Business Academy operates in two inner-city high scheols,
University City and South Philadelphia, while the Automotive Academy oper-
ates in Simon Grantz High School. ~ '

Supervised work experience for every youngster is considered to be an
integral part of the total educational program. In the Electrical Academy
this goél is partially realized through the operation of an in-school
"factory" that functions after school hours daily during the school year
and five hours a day during the summer months. The results of this team-
work have been impressive; the average daily attendance in hcademy programs
is between 85 and 90 percent -- and this in schools where the pxerage daily
attendance ranges anywhere from 55 to 70 percent. The dropout rate in the
academies hovers near zero, and the employment record of academ§ graduates
fis impressively high, Currently, a Feasibility Study is in progress to
determine the most eftective way of expanding academy operations in Phila-
delphia schools.
Swnnary Observations ,

In summary, it may be said that the studies in sixteen cities provide
abundant evidence for the following trends:

1. Participa’ "on in educational décisions involves more people,
and signi ‘:antly larger numbers of minority groups and
the poor, an have been involved in the past periods..

2. School boards and school administrators are listening more
attentively tc advice from without the educational profession,
and to the voices of dissent which formerly failed to re-
ceive a hearing.
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Chambers of Commerce, business and industrial corporationms,
hospitals, museums, theaters, dance companies, orchestras,
and other community agencies are collaborating with schools
in many cities to an extent that is unparalleled.

E

As a result of these and relatnd developments, the concept of the

city as a total environment for learning is craing closer and closer to

realization.

- NEW EMPHASIS ON PERSONNEL DEVZLOPMENT

In the early decades of this century, formal provision for the con-

tinuing education of teachers, administrators, and other school personnel

consisted primarily of requirements or incentives for enrollment in col-

lege or universigy courses. Traditionally, however, all schools and

school systems have used professional meetings, bulletins and a variety

of other approaches to inform, stimulate and instruct school personnel.
; 3

Moreover, counseling and supervision for many decades have been used with

* »
Varying degrees of success as means of 1mpr0ving instrUCtion, classroom

management, and performance of other functions. Other forms of staff de-

velopment which have long been used, include participation in curriculum

development, involvement in dealing with problems such as disruptive be-

havior, failure, and drop-outs. All of these traditional forms of staff

forms

development are still in use; but they are now supplemented by more recent

of professional development through teacher centers, management

. e
academies, instructional resource teams, and other types of arrange&ents.

’

In che,followiné 6aragraphs, brief descriptions will be given of several

of the more promising approaches to continuing education and increased

professional competence. .

Teachen Centeus ‘

The concept of teacher centers was developed in England where hundreds

of such centers have been functioning for vears under the British Schools

Council. Many American educators visited these centers in the 60's and

70's and returned to advocate the establishment of such centers in the

United States. Among the more ardent. advocates were Stephen K. Bailey,

current 1y professor of education at Harvard University, and president of

the National Academy of Education, and Albert Shanker, president of

%
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the American Federation of Teachers. The basic premisé on which the

centers operate is that teachers are interested in their own profession-

al growth and will avail themselves voluhtarily of appropriate oppor-

tunities to become more eféective in the performance of educational

functions: In recent years teacher cengers have spread rapidly,-and

many large school systems now have several such centers. The characteris-

tics described below for the centers in New York City and Oakland will .
provide some insight into the underlying philosophy, management, and

services of teacher centers in general.

New York City Teacher Centers were established in 1978 by a consortium

made dp of the Un{;ed Federation of Teachers, New York City Board of Educa-

tion, and 29 New York univq{sities. The Teacﬁ;r Centers Consortium re-

ceived an y.S.OZE. grant in the amount of 3868,0db for the first year

of operation, a SQO0,000.grant for the second year, and promise of fund-

ing through fall, 1981]. A $55,000 g}ant was useq.to plan a program

to assisz classroonm teachers in mainstreaming gandicapped students into

regular classes. This led to a $230,000 grant from the Carnegie Foundation,

plus matching funds from the State Education Department to implement the

program. Another 529,000 grant was awarded fér '"Higher Education Resource

Assistance”. The Policy Board represents the members of the consortium,

but a majority of the 29 members are classroom teachers. At present there

are six centers serving teachers in elementary schools, one junior high

center, and one high school center. The staff consists of a director,

two coordinators, and eight teacher.;Becialists. )
According to a May 1979 Progress Report issued by the UFT, the three

main components of center activities are as follows:

L. Arter School Workshop Program. Workshops are organized accord-
ing to the concerns of participating teachers. WVorkshop
leaders may be classroom teachers, university specialists

. or consultants with specific skills. - Where possible and
nevded, graduate-level courses will bhe taught by qualified
instructors,

2. Individual Professional Development (IPD). Teacher specialists o

work with individual teachers in developing and implementing
new curriculun and teaching strategies.  These specialists are
teachers who were carvefully selected by examination. perform-
ance and leadership eriteria, and they themselves are under-
goine intensive fn-service training.
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3. Clearinghouse and Resource gomponent. Information, materials and
research will be gathered at a central clearinghouse, including
materials produced by teachers in this project. A telephone hot-
line will be installed to answer all inquiries.

. Or.e special project operating under the teacher centers is the
Master' Learuing Ptlot Project of District 19, Broo¥lyn. Training ses-
sion' were conducted for 156 teachers and readlng specialiste with the
assistanve of two ™ mbers of the Chfbago Public School system who had
participated in p’.7ning and implementing the Chicago Mastery Learnlng
Reading Proigcé. 'Tve cost of the classroom materials were financed‘by a
grant from the New York Econ~mic Development Council. The training provid-
ed has made it possible to implement mastery learning programs in read-
ing in the Ehird and fourtt grade classrooms in District 19.

The Oakland Teacher Shelter uses a learner-centered and develop-

mental approach to staff/cusviculum development. This organization was
moved to Oakland from San Francisco where it started in 1969 under the

name of the Teachers'Active Learning Center. When the center noved to
Oakland in 1974, it was rechristéned the Teacher Shelter. The Shelter aims
eBcourage teachers to identify their own professional needs, to control
their own professional development, and to engage self-evaluation and
classioom research. The assumption is that teachér training keyed to the
questions raised and the problems encountered hy staff members is more
iikely to be effective than training programs imposed from above. Indivi-
dual teaghers come to the Shelter to raise questions or problems regarding
materials, techniques of instruction, cr anv other aspect of curriculum on
which they need information or other forms of help. An individual or group
of teachers may use the Shelter to develop an apparatus for use in class-
rooms or to learn how to use calculators, Cuisenaire rods, electromagnetic
kits, or cther apparatus. The Shelter responds as fully as possible to the

request of individual teachers and helps ro plan workshops and other group

activities.

Matagement Academdes

At the present time there are onlv a tew fullv functioning manage-

ment academies in urban school systems: but, as pressure continues to
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accountability, many systems are struggling to incorporate modern manage-
ment concepts into their operations at all levels. The Urban Education
Studies identified management academies in Dallas, Detroit, and Dade
Ccunty. Both the Dallas Academy, which has been in operation for several
years, and the Detroit Academy, which was established in 1978, seem to be
making contributions to improved manaéement of schools and educational
suppoft services. The Dade County Acddemy has been selected for discus-
sion, however, because it was subjected to closer observation than any
similar organization in the cther cities studied. \

The Dade County Management Academy actually started operations in

August, 1979; but careful planning enabled it to move quickly toward ef-

.

fective operation. In recognition of the f%portance of effectlve school
management, the Florida Legislature requires school boards‘to provide
professional development programs for school-based managers. In com-
pliance with this mandate, the Management Academy was established to pro-
vide school principals and other administrators with experiences designed
to (1) sharpen managerial ekills, (2) increase ability to deal with chang-

ing role expectations,‘and (3) implement school based management. The

Academy is focusing on skills basic to administration as defined by the

Dade County School System; those necessary for effective performance of
current duties, or for promotion. Training is focused on needs defined bv
individuals as well as on those common to school management.

- The staff of the Dade Academy éznsists of a director, a staff de-
velopment consultant, and a teacher on special assignment. There is a
Management Academy Steering Committee of fifteen members which reviews pro-
gram activities <nd makes recommendations. There are also Ad Hoc Advisory
Committec«s (composed of temporary representatives from units concerned with
the training programs under consideration) which help to design and con-
duct specific training programs and to establish appropriate communica-
tions networks. An Ad Hoc Local Leaders Advisory Committee of eleven mem-
bers reviews Academy activities and recommends external resources for train-

ing programs,

-

Developments to date include the following:
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1. Identification of needed competencies via needs assessment
(input from managers themselves, supervisors, central
office, university, local leaders), publication of needs
assessment data;

2. Identification of needed programs (elective and re-
quired) and establishment of a linkage network for ob-
taining resources and instituting a delivery system for
providing ‘the training for specific managers;

3. Lxtcasive involvement of area office personnel in identi-
ication of needs, organization, trainixn%;uul monitoring;

4. Identification and use of exemplary administrators {(in-
house resources) as trainers of their pcers;

5. Assessment and in.errelation of existing programs at
institutions and agencies already involved in school
resource maragement and managerial training on a continu-
ing basis; e.g., A.M.A., Florida International University
School of Education, Florida Power and lLight Company;

6. identification and scheduling of serinars, workshops, train-
ing components for 1979-1981; offering of individualized
. management program components -~ (a) wommercially available,
(b) written by in-house cxper®s:

7. Cooperative liaison with Citizen's Advisory Committees to
enhance understanding of Academy purposes and to raise
level of community support for school managers and dis- .
trict managers'as key factors in providing cifective
delivery of services to students; and .

.o, 8. Establishment of cooperative link with leacher Fducation
Center to enhance understanding of Academy purposes and®
to collaborate on factors which affect both adeinistrators

Y and teachers in providing effective services and in meet-

ing svstemwide objectives., ‘

In %}Tte of the professed preterence tor usine local leaders as
workshop leaders, the Mandgement Acgdemy contracted with the Amtrican
Management Association Ld.vondnvt sl ral workshops on general manage-
ment processes and behaviors. Ovvru the rerction was tavorable, al-
though there was some disenchantment with one or two of the presenters.

Not 11l the statf development for administiators is spousored by the

Dade Academy. Area offices put some ettt (nte holpione thedr principats

e
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become more proficient. The regular visits bj the Area directors and‘
meetings of Area feeder pattern adminlstrators also contribute to staff
developmentﬁ In some cases, notably the North Area, Area personnel

have requested that the Management Academy provide inservice workshops
on topics relevant to the Area. The conceptuaf;bgsis of the Management
Academy is pretty well established and accepted. Tts general ptocesses
are competently managed; and th--: 1is high Vvisibility sinée‘the Academy
directot reports directly to the superintendent. The perceptions held
by principals and Area administrators are mixed; but excellent prdgramm—
ing in time should produce increased support.

New York City in recent years has supplemented the federally funded

programs under ‘the Educatlon Professiong Development A@t with several pro-
grams designed to help educational -administrators improve their leader-

ship and management capabilities.‘\As David Rogers notes, these programs’

"tend to converge arpund ‘g few common _themes", such as tbe need for prin-

"cipals "to learn how. to delegate many admlnlstrative functions inlﬁ?dg;\

to concentrate on leadership for improvement of instructlon or to become
more effective in planning and orgawizing; .also the need to develop.more
minority principals who can reiate constructively to minority studemts.
i?e five management programs listed in Rogers' 1wventory are: . .
e

1. The Printipals as Leaders Pro;ect, funded nr1mar11v by Chase

Cooperatxve as co-participants;

2. The Instxu(tlonal Admlnlstrators Program at Ferdham, funded by
the Ford Foundation, t& train and. upnrade minority SuperVJSors

’
-
4

3. The Creative Téaching Workshop's recent work on principal
leadership training, resulting from the recognition that its
earlier teacﬁer training programs ne“ded this additional com-

pOllent. . . . . -

4. The Ecanomic Development Council's Management Studies of princi-
pals leadership styles and preferences, done for the Division
of High Schools and aimed at improving administrative training
and promotion practt(es in hlgh schools; ard

- . - . . *-""’“ ' 5 . ..
5. The Center tor hducatxonaL Management's Supervisory raining
Programs within the Boarll of Fducation, done with ta: levv

v
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monies to improve the management skills of community superin-
tendents, principals, and assistant principdls.l

The Educational: Management Center hgs been involved for many years

in management tralning activities. During the early years of decentrali-
zation, it inaugurated a program to trdain Community School District
staffs in business management'techniques. Later, this program was taken
over by the Economic Development Council and the Deputy Chancellor and

expanded to include management training programs for Community superin-—

o tenQents, principals,.and assistant principals. According to Rogers, it
. has- been involved in three programs:
, l. the training of suﬁervisors in performance planning, in the
context -of the Chancellor's edict that a svstem of measur-
, ing supervisors' effectiveness and accountability be devis-
- ed; h .
) 2. executive development institutes for community superinten-
dents and elemen ary and junior high school prmupals1 and
;3. a voluntaryv after-school professional develnpment‘program
for mid-career staff to upgrade themsclves and for staff .
involved in special education progmms.2 . o
The Executive Development Institutes were initiated in 1972, with
o support from tax levy funds and a grant from the Tord Iouadatlon Agenda
for the Instigutes were developed by the Communitv District superinten-
dents. ALl 32 superintendents, plus 64 principals (two trom.each dist-
rict) participated in the Institutes, which were focused on critical
. 1ssues facing th districts and schools.
Othet wpproachos to Predessoenal Development
The emphasis on school=based planning and, ronenment has led ;everdl
districts to provide training sessions tor planning teams composed of
d representative teachers, parents, ond otudents. 1o Atlanta leadership
teams cdmpnscd of the pripFipal.‘Lchher represcntatives, and other stoff
i ' members, meet regularly to plan and to monitor progress toward goals. An

associate or assistant evaluator from the Research and Lvaluation Depart-
ment participates in these sessions. Often these sessions provide oppor=

tunities to learn how ro definc—problemé. identity needs, obtain essential

|
....... it b o °

lDavid Rogers, 'Inventery of FEducational Improvements Fttorts in New

York Cityv Public Schools (New York:a ru(nhm o tolleye, Columbi

Univers®ty, 1977) pp. 168-169.
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data with the help.of the R & E staff, and inlterpret: the information so
that it may be used for improvement of instruction and school operations.
New York City i'as established.an Instructional Management Project

(IMP). which uses a sysgtems approach to help teachers in orgénizing in-
struction and assessing student mastery of objectives. At present the

+ IMP 1is beiny used to improve mathematics achievement; and the expéectation
is Fhac computer-scored criterion-referenced tests will be used to measure
progress. It appears to be a model of successful colldboration between )
the decentralized cbmmunity districts and the ceﬁtraf}administration;

and it enhances accountability without being threatening. It also is an

example of Qhé closeilinkage between curriculum developﬁeqt and staff
development.
Another New York approach to sQaff development and to effective
school management is the School Improvement Project (SIP). This is a two-
. phase effort no'fac}litate the establishmefit of prac;}ces and conditions
‘essential to student achievement. Technical assistance is provided ‘
through school-tised change agents who work rith Epe school planning group.
The planning, monitoring, and-evaiuation processes enaple the staff to r
fdentify and make needed.-.changes. This project is based on the research
of Ronald R. Fdmonds; and the projéct is described in a Board of Educa-
tion bulletin ﬁreﬁared by Edmonds, Loughran, and Blumner. ¢
“In Denver,an Instrhctibngl Resource Team, composed of two or thr e
curriculm spectldlists, -provides ¢oncentrated assistance to building
staffs working on currikuldm improvement. In Aflanta, resource teachers
from the Area Offices meet with school staffs and individual geachers
to help plan curriculum activities and to proyide technical assistange.
These tollow a reﬁuiar program. of schq91 visitations and respond to re-
quests tu assist a’schoul in improvihg instruction in the basic skills - .
and . ther subjects. In Detroit, reéding specialiéts work directly with .
teachers and administratorsvio strenghten the reading program. Denver -
also has a ﬁ}ogram, called QAKE, which appears to be successful in help-

ing teschers In planning  teakhing, and classroom management. Services
AY

to teadhers are also provided Eh(gﬂ%ﬁ the Denver Diapnostic Teaching .
. . o K4 .

‘vater.
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.The newer approaches to personnel development ‘and inservice educa-
‘tion incorporate features that distinguish them from earlier attempts to
upgrade the performance of teachers through supervision, released time
programs, and reqﬁired attendance through sessions planned for objectives
determined by top administrators.
The characteristics described below were observed in inservice pro—
. grams which seemed to ‘be contr1buting significantly to better Planning ,

and management, more effec;ége administration and instruction, and gains

in student achievément:

1. There is an underly1ng assumption that the teachers, prin-
cipals, and ‘others for whon training is designed are pro-
fessionally motivated and desirous of becoming more pro-
ficient 1n the performénce of their several roles and func-
tions.

~' .
.

.. _ 2. Those responsible for organizing'professional development
activities cast themselves in roles as providers of desired
resources and facilitators rather than as. admlnxstrat1ve
or professional superiors.

3. Advice, from those who are to be affected, is sought with
- . regard to the needs or objectives to which training pro- |
grams ,are to be directed; the topics or problems to be
‘dealt with; the scheduling and staffing of sessions; and
the'kinds of presentations and other activities which are
* likely to be most fruitful.
y
. Careful provision is made for evaluation of the appropriate—
ness and usefulness of the training experiences previded; and
of reported or observable changes traceable to participa-
. tion in the activities designed for development of profes-
sionhal perspectives and skills. .

o~

The programs mentioned in this section are believed to incorporate
most of the four features described above  Other featureq noted include
a focus on problem-solving or on specific roles or tasks. For instance,
in a number of school-based staff development programs, efforts are ‘
dchcted toward finding ways of improving attendance, achievement in
basis skills, or constructive cross-cultural interactions. Tn other
cases, the training sessions are designed.to insure effective.implemen—‘
tation of curriculum changes. Another chdr5ctoristic of many of these

i
training programs is the use made of evaluative data. In the Atlanta
S ' 5
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Public Schools, for exanle, the school leadership teams use test and
other data (provided through the evaluator assigned to work with them)
to identify needs and to formulate corrective procedures. In the Néw
York School Impfovement Project the staff development reflects the
studies of Edmonds and others on'school effectiveness.

* Among the programs which illustrate both the focus on specific tar-
gets and the attention po.program evaluation is Denver{s Instructional
Improvement Project. This projéct, fdnded by ESAA funds, is carried

on school-by-school on a voluntary basis.” With the assistance of an
Instructioﬁal Resource Team, the school staff focuses on the mastery of
strategies for instructional improvement, dealing with affective con-
cerns, and collaborative p;ébleh—solving. The generai design of the
program is an intensive inservice session of several days duration,
followed by on-site technical assistance to groups and individuals. The
evaluation design covers six major categories, including perceptions of
the value of the trainifg and skills developed, assessment of school cli-
mate, and academic pe:formance of students.

An additional characteristic of many inservice eddﬁation programs is
that they extend to paraprofessionals, parents, citizen volunteers, and
student leaders. The result is often a team-directed effort tc improve
the performance of all éoles and functions through'a concerted attempt
(1) to identify and meet educational needs and (2) to analyze and solve
problems which impede educational progress. ’

PLANNING, MANAGEMENT,.AND EVALUATION - ,
Amqng the elements or components identified as essential to system-

wide renewal are well organized and staffed programs of systematic plan-

Q
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ning, management, and evaluation.

etfectiveness and revitalization

support service, everv effort to
oo
ministration, facilities, or any

effectiveness of learning. They

These instrumentalities for continuing
are applicable to every school, every
improve curriculum, instruction, ad-
other factors affecting the quality and

are indispensable to the orderly and

wise formulation of policies by boards of education, to the central frame=
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within each school system and between the school system and the su-port-
ing society &ith 1ts multitudinous agencies, enterprises and services.
Pressure toward greater accountability, effectiveness, and efficien-
cy has led large school systems to embrace, at least rhetoricaliy, the @
planning and management methods and technologies developed in business
and military O{ganizations. The adaptations to educational systems has
been less than perfect and the results have been varied. In 1976, in a.
paper on educational plaﬁning, the director of the Urban Education Studies
observed that the adaption of new concepts and technologies of planning
might become "one of the most significant developments in education dur-

ing the next decade.” ‘He added, however, that "If we attribute to the

new technologies'powers which make unnecessary the exercise of imagination
and evaluative judgments, we are heading for certain disillusionment".
Other points made in 1967, that still seem valid, include the following:

1. Those responsible for the planning and administration of
education cannot escape the obligation to press.toward
greater precision and specificity with regard to out-
comes sought, resources to be d1located, time required,
and indicators of performance; and they have no acceptable
alternative to improvement of data processing and communi-
cation through the use of the most sophisticated technolo-
gies available.

2. Like older technologies, the new instruments may be used
either to clarify or obscure bases for decisions, to re-
veal or conceal alternatives, to centralize or decentra-
lize controls, and to increase or decrease the achieve-

. ment of important social objectives.

3. Perception of the difficulties need not lead, howecver,-to
a rejection of the new concepts and technologies; and fail-
ure to apply the new approaches is certain to create
serious disadvantages in the competition for resources.

4. To the extent that the new processes increase effective-
ness of operation, they make careful attention to the ef-
fects producéd even more imperative.

5. Planding should continue to reveal new, or still unmet, ) R

needs and to bring into view as nearly as pogsible the full
range of effects so that actual operations may be modified
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.sibilities.

to approximate ever more closely the values to which edu-
cational institutions are committed in a genuinely open and
self- renéﬁing society.

The following paragraphs offer (1) some comments on the movement
toward data-based decisions and (2) brief descriptions of selected as-
pects of planniné, management, and evaluation in a number of the,
school systems studied. The examples and "the related discussions are

intended to highlight both the present status and the prospects for more

" effective future application of these instrumentalities to the improve-

ment of education.
Hovenent Toward Data-Based Decisions

Planning, in its essence, is an attempt to close the gap between
what is and what might be. It originates in dissatisfaction with the
present and is exercised in anticipation of mo;e attractive future pos-
Management serves as the handmaiden of planning by institut-
ing a system of controls to expedite the attairment of what is desired;
and some form of evaluation is an inescapable accompaniment of planning
and management decisions. The great pyramids, the early irrigation
canils, the medieval cathedrals are among the monuments that remind‘us that
the propensity toward complex enterprises, which require high levels of
planning and management, has been manifested throughout human history.
The concept of educat1on itself is an exercise in foresight or antici-
pation of knowledge and skillq which will be required to meet future con-
tingencies.

Educational institutions and_practices; on the other hand, seem to
have evolved somewhat tardily undérltne impetus usually of major‘changes
in society produced by new technologies of production,, transportation,
communication, and information processing. The history of education in
the United States, however,.offers examples of fairly sophisticated plan-
ning and mangement based on careful analysis of _available data. It also
of fers numerous examples of innovatlon 1ntroduced in response to political

’

Dfrancis S. Chase, '"Educational Planning in the United States'', paper
delivered to the Phi Delta Kappa Symp051um on Educational Planning,
‘November, 1967.
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\ pressures or cuérent fads. Some of these innovations were adepted in
the absence of adequate analysis of the needs supposed to be met or
considerétion of possibly superior alternatives. Moreover, such inno-
vations often were initiated without careful calculation of the resources
and measures essential to effective'1mp1emenggtion; or, even worse,
without weighing possible undesirable effect as well as the benefits
claimed for the innovations. Exampies, which come to mind are the
adoption:of social promotion} the rush to build open-area schools, and
a multiplicity of curricular changes without adequate staff preparation
or careful pre—testingf
. JAll school systems within the past few years have experimented with'
a variety of concepts and technologies of planning, management, and evalua-
- tion. Many of fhe new systems have been required by federal ang state
authorities or made conditions for funding of programs Sometimes the
naw approaches to dec{;Ish—making have been so elaborate and time consum-
ing as to deflect personnel and other resources from needep attention to
instruction, learning, school operations, and essential support services.
One problem has been a shortage of personnel trained and experienced in
-* the uses of the new .process>s. Another problem has been that political
pressures often influence decisions more than rationai analyses of data.
+  Genuine progress in improving educational 'decisions at all levels depends,
therefore, not-only on application of the best systems for reaching sound
educatirnal decisions, but also on educating the professional staff and
the general public in ways of reconciling the directions indicated by
analytical processes with cherished traditions and values.
Some Promising Approaches
Within the limits of  the Urban Education Studies, it was not pos-
sible to make anything approaching 'a comprehensive study of planning,
management, and evaluation in the school systéms surveyed. Close atten-
tion was given during a number of site v1s1tb, however, to salient as-
pects of these processes as related to curricular and staff development,
school management, and school-community relations. 1In the comments that
follow no attempt will be made tq_de}ineate fully the planning, manage-

- meat and evaluation systems now operating in any district. Most of the
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examples cited are chosen to illustrate procedures or structures that-
appear to be improving the quality of educational decisions, operations,
and[or performance. At best the selected examples represent only liaited
perspectives on compiex operations. There is no claim thaF they por-
tray fully either the characteristics or the effects of planning, manage-
ment, and evaluation in the cities mentioned.

!

The ‘Dallas Independent School District established a Department of

Planning, Research, and Evayuation in 1968. The technical capabilities
of specialists in systems analysie data processing, and évdluation were
utilized; and suggestions were solicited from the entire staff and the
general public with respect to needs and priorities. A iarge staff ot
persons trained in planning, research, evaluation and data processing

was recruited. Dallas also establiished two regearch and development cen-
ters: (1) the Dunbar Community Learning Center for research and develop-
ment directed toward improving curriculum and instruction in elementary
schools, with special emphasis on disadvantaged populations; and (2) the
Skyline Career Deve10pment'Center for programs in career education.

The new processes and technologies undoubtedly contributed to the
success of career education, magnet schools and other curriculum changes;
but, belatedly it was recognized that the anticipated gains in the mas-
tery of basic skills had not been realized. Consequently, Superintendent
Linis Wright has taken vigorous steps to have top-level administrétors
spend more time‘workihg with,schools; to give greater emphasis to the
basic skills; to improve teacher training; to hold pfincipals responsible
forbcreatin& conditions conducive to learning; and tb focus planning, '
management, and evaluation on school management, inétruction and learning.

In the Mi¥waukee Public Schoois, the planning;process may be initiat-
ed in the semi-annual retreat/seﬁinars for Board mepbers and high-level
administrators through a series of distinct steps more Or less in the
sequence indicated b& the following list of procedures:

1. New program thrusts are initiated by the Superintendent and
his staff after consideration of eyaluation data, communi-
cations from professional personnel, and community groups.

~ 2. Adraft of a position paper is prepared by a task force in the
context of Board policies and goals, the desegregation ruling,
contracts *-ith organized professional groups, and other factors.
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3. A working session with the Board of School Directors pro-
vides an opportunity for the administration to receive feed-
back before seeking formal, official approval; and may lead
to a second draft of the position paper.

”
3

4. After approval by the Board, the position paper is released
to cémmunity and professional groups for reactions through ,
hearings held at local school sites, and other means of com- )
munication. ' f(

5. Based on the feedback, the position paper is redrafted to com-
plete the policy phase and initiate the implementation.

The review sequence encourages participation and the beginning of
identification witﬂ the proposed program; and the process allows the
leadership to assess the "politigal" reaction, determine the sensitive
areas, and build a support base. Implementation of the plan is turned
over to program éersonnel -- sometimes in the latter stages of the policy
phase, with a steering committee responsible!for preparing the final draft
of the position paper. Some inservice is prbvided, limited consultation
help is available, and there”ié some formative evaluation.

In Detroit, the Superintendent's Achievemen: Program is the basic

planning process used by all schools. TIts purpese is to improve school
operations and)student achiévement through wide involvement in systematic
plaqniﬁg. The Program was launched during the 1973-74 school year, fol-
lowihg a comprehensive study of ways to improve learning for urban youths.
The planning process uses specified procedures to identify and respond
to high priority needs. Each school has an achievement comnittee which
provides léédership in developing the annual plan. The committee- includes
‘4 mix of staff, -ommunity, and students. Thg plan will usually include
Q) goais, (2) objectives, (3) strategies for obtaining the objectives,
(4) implementation schedules showing the use of staff and other sources,
and (5) a monitoringiana evaluation system so that needed changes in the
school program-can be made.- ‘ )

fn May and June, each school conducts an evaluation ?f the attain-~

ment of school objectives. The plan is then reexamined and redeveloped

. for the following year based on the evaluation findings. To support

school imprqvement efforts, the regional offices and central office units

94 '




also develop annual plans with goals, objectives, implementation sche~
dules, and monitoring and evaluation strategies. Thus, the Achievement
Program is a system-wide effort,with considerable community support,

to promote improved learniﬁg for students. In accordance with the cen-
cepts of Management by Objectives the Research and Evaluation Department
compiles a review of attainment of each year's objectives, noting those
completed on time, and those unfulfilled for lack of personnel or other
reasons. Each annual review of attainments is followed by recommendations
for follow up and a section on Goals and Objectives for the following year.

The Dade County Public Schools have adopted a major system of objec-

tives which provide a platform for action and are related to decisions

on the budget, facilities, and educational programs. The sstem objec~-
tives are supplemented by area objectives and, at the building level, by
school goals, performance planning, and appraisal. The objectives fall
under four major categories: Teaching and Learning, System of‘Values,
Community Partnership, and Administration. Several objectives are stated
under each c§tegory: To illu%trate,_the sixteen obiectives under Teaching
and Learning include to improve basic skills, to ensure a balanced‘Furpicua
lum, to meet requirements in bilingual education, to intensify efforts in ‘
migrant education, and to advance edqual educational oppqrtunity; and

under Community Partnership, there are objectives bearing on intensifica-

tion of the Dade Partner effort, citizen participation, dnd cooperation
with youth-service agencies. The "System Objectives" are supplemented by
plans for implementation in various aspects of the curricuium and for var-
ious target groups.

The Denver Public Schools use an annual planning cycle, with "Points

of Emphasis" ana attention to building plans. In the fall of 1979, a Lbng—
Range Planning Coﬁmittee was established with a small full-time staff. The
Committee embarked ‘promptly on a three-phdse study. Phase I included a
study of grade-level organization and a demographic study of Denver; Phase
11 was directed toward agreement on educational goals and priori;ies; and
Phase III coﬁcerned pupil assignments to schools. The Committee also for-

mulated a coherent planning model to facflitate the identification of




problems andippportunitieq, effectiv. collection and analysis of perti- .
nent data and definition of tasks in forms conducive to the monitoring of
progress and results.

The grade-level’ study was conducted with the assistance of a steer-
ing committee, an advisory board, special task forces and consultants.
Grade level options were presented, with careful specification of objec-
tives and alternatives. The demographic study drew on existing student
data bases, district census information, city planning office data, ’
Denver Regional Council of Governments ipformatlon, data from the major
utiiities, and demographic consultants. High technical quality was main-
tained and appropriate apalytical methods were employed to identify a
range of possible developments, which led to cautious conclusions. Phase
I continued with involvement of participagts in a problem-solving pro-
cess to force critical thinking about the issues and a design of a 62-
question evaluative sheet which addressed elcwen pajor greas of concern,
the evaluative sheet in hand, a combined .task f;rce of community and
admingstrative and teaching personnel was convened to: revicw the alter-
natived, discuss the options, use a %orce-field analysis, apd establish
prior#ties. The work of Phase I'culminated in the adoption of district- .
wide four-year high schools, middle schools, anc a Staff Academy for on-
going inservice training and development. ‘,

Phase 11 of the long-range plan concerned itself with researghing,
through the various audiences the school district served, educatiohal
goals and priorities. Occurring simultaneously with the final work on .
Phase II, 1is tBe developmént of Phase IIl -- that of student assignments
to schools. Using a planning model, an_ad hoc committee of community and .
staff appéinted by the Board,éf\ﬁducation is in the process of deve!op-
1ng guidelines for student a. gnments. The completion of this three-
phased planning project is érojegted for early 1981,

In the New York City Publfc Schools there are indications of reason-

ably effective planning by several of the 32 community s hool districts

*

and a number of well thought-out program plans at the level of the Chan-

cellor's Office. The sheer size and complexitv ot New York City -- with
7 .
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{ R
its 32 decentralized elementary school distrlcts, its high school d1vi—

sion, and the functions under the control of the Chanceller's Office —
’ make coordinated plapning and management almost impossible. Progress to-

ward educational effectiveness can be made only through collaboration of

many agencies and groups, politicaf leaders, parents and other citizens; -

- and ajEiye collaporation cangot be engendered without a shared vision for

utilizinge%he entire resources of the metropolitan area for the optimum
development of thosesgrowing up in New York City. A beginning has been' ]
made through participatioﬁ in planning of such groups as the United Federa-
tion of Teachers, the New York Urban Coalition, the Unired Parents Asso;
ciation, the Economic Developﬁent Couucil, publ¥ic and private universities;
and busthess, cultural and social agencies‘of many kinds. Efforts also ’
are being made to develop (1) a systematic process for identifying pre-
sent and future needs; (2) an open and public process for translating
identified needs into goals and objectives; and (3) asgéégment of r%sponsi—
bilities for developing and testing instrumentalities\fbr the achieVement
of objectives. . )

’ The absence of a system-wide management inéormation system renders
difficult the coordination of pians and operations between the Board of
Education apd the Community 3chool Districts; but the plan for the Metro-
politan Educational Laboréiory calls for the creation of an Administrative-
Instructional Data System; implemented throughout all New York City Public .
Schools If carried out according to plan, this system will operate a stu—
dent information module which eventually will upda\e the student data base
continuously by use of school based computer terminals. The information
system Iill also have an instructional management moi?ie to support a
Compreo'nsive Instructional Management System.

' The Toledo Public Schools, under the 'leadership of Superintendent

Donald Steele, have gecently established a "Model for Quality Education",

with six componénts: (1) a needs survey covering goals, time and ripney

allocations, -assessment of school performance,and services; (2) a measure-

ment cdtalog, with a section on measures of student growth and achievement

and another section relating fo management services; (3) a curriculum

redesign model,'to deal with assessment of learning contexts and needs,

- . N
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curriculum development, implementation, and evaluation; (4) an evalua-

tion model, for analysis of information on demographic variables, program
variables, test scores, program implementation, and technical services;

(5) a public information component for two-way communication; and (6)

decision-based budgeting, which requires budget requests in the form of

"deci;§on packages" wjth a variety of supporting information.
Recapitulation }) ' ’ ‘

Chapter II focused.on t&o of the elements essential to system-wide
renewal; effective sghools and adaptation of curriculgg and instruction
to diverse needs. This chapter has offered observations on four other
crucial elements: Career centgts and alternative school-community colla-
boration, personnel development, and planning/management. Chapter IV by
James Walter provides fuller.treatments of sqhool—communitx relations and
inservice education; and Chapter V by'Danief Stufflebeam gives a cogent
analysis of educational evaluatiom: Both Walter and Stqfﬁlebeam draw
illustrations from tﬁe school systéms studred:. ' :

The final chapter of this report.will summarize the findings of
studies in sixteen c1ty school systems during 1977- 1942 and offer further
comments on progress toward establishlng the essential ‘conditions for

accelerated movement toward system—wide revitalization of education.

\ .
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_ THE DEVELOPMENT OF RESOURCES-FOR EDUCATION
- "Through Community C_ollaboration and Inservice Education

James E Walter

-

AN

% o7

&mong the developments mentioned in Chapter II ‘as holding promise.

Ve
for educational renewal are JFwo which will receive further attention

ih this chapter: | ' ‘ ) 9 :

i

/iClose collabbration with a variety of community agencies and
services so that the resources and opportunities offered by

e . / the society--business and industry, cultural and social insti-

/ tutions,. and persons from a wide variety of cultures and occy-

-~/ pations-—are brought to bear on the continuing enhancement of,

education for all.:

L] )
/ System—wide pyovision for continuing education of teachers, ,
principals, d other .staff members so that they become more
perceptive of educational needsyand more igenious in finding
ways of meeting the needs.

This chapter, is divided into two parts: The first; part focuses on
- school- community collaboration; and the second part deals not only with
¥ cantinuing education of staff but with inservice edugation for all per-
. . sons who are cooperating in the educative procésses. Thé intention is -
to highlight some of the ways in which’ thé resources represented by per-
. ) sons-and by a wide variety of community agencies can be enlisted more.
* fully in the - service of education. The urgency for fuller utilization
.of total community resources for education is underscored by the challen-

ges and problems dascribed in Chapter I.

SCHOOL—COMM'UNITY COLLABORATION FOR MORE EFFECTIVE EDUCATION

»

Some observers have noted that schools are a barometer of urban life.
/’ There appears to be a high correlation between the quality of education
and the fortunes of the city. For example, while the emigration of resi-
dents from cities is in part racially_motidhted, it is alsog due to per-
ceptions of inferior education. Similarly, while high taxztion levels
, discourage business and industry, the perceived'quality of edu-ation is
also a factor in decisions on locations‘of offices and production facili-

ties. On the other hand, the'willingness'of civic and political leaders,
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and business and industry to assist and.Suppo;t schools in performing
g!‘%ationgl functions: is an iﬁportant fattor in the success and effec-
tiveness of schools. '

‘A Typology 04 Schoo}:-Commum'/ty Interactions

. - The.available-data on the wide varieties of ways and means by which
schools and gpmmdnities collabdfateDSuggests four major typeé of re-

L Q
source interactions:

1. The community provides services to schools.’ ,;
. ‘ , !
., Volunteer programs involving parents and other citizens, busi-
~nesses “"adopting" schools and programs, groups providing job -
and career counseiihg for students, and similar activities are
examples of this type of interaction.-
« R ‘
2. The community participates in policy development and program
. planning, development, monitoring, and evaluation.

v

Id this type of intéraction groups and organizations by invita- T,
tion and/or on their own initiative, providé irput into’ the deci-
sion making process. District wide advisory committees serve as
sounding boards for proposed policies. Court ordered committzes
monitor desegregation plapns. ESAA,advisory committees proposé
plans and ronitor their implementation. Externally funded gr-~ups
analyze the school budget and advocate and lobby for alternative
gllocztions. School level committees help plan, manage, and eval-

. uate &chool attion planms. ’ ' v

*

Sometimes these groups and organizations are welcomed by the schools
. and sometimes they are not. Many are initiated by the schools and

others are organized because of state and/or Federal mandates.
Some are funded by the schools and some obtain funds from state,
Federal, and foundation grants.

3. The school District informis the community of its intentioné and -
current efforts. . - ‘ ~*

In its simplest form this kind of interaction is carried ouvt through
press releases, PU licity documents, and other forms of public rela-
tions. Ombudsmen,”hot lines, and similar devices are reactive ways
of informing communities. The multitudé of advisory councils are
another avenue to satisfy the need of the community to know and un-
derstand what schools are doing. Another example is school~commun-
ity coordinators -- sometimes these are community residents -- that
c~aduct neighborhoed meetings and visit in homes. :

4. The school District contributes to thevcommunfty.

There is a sense in which all school systems contribute, to a com-
munity through the education-of the children and youth and the N

general benefits that education provides.
L

100




93

.
. .

- -

However, in a more specific sense schools make a variety"f other
contributions. Local school buildings can become communiiy cen- *

. ters that provide personal growth and enrichment programs for
eitizens, Schools can provide jobs (other than professional- and
support persqnnel) to parents-and other citizens as aides, for
example. Schools support art and cultural activities such as
youth concerts and galleries arnd theater facilities,

Schools have also,been the instrumentalities for redressing many
social problems. While some schools have not always been willing
to participate in such efforts, they have nonetheless contributed
to affirmative action in employment, to serving ‘the nutritional ¢
needs o{ poor children, and similar efforts.

Some of the school-community interactions in each category -are school
initiated while others are commnnity initiated. Volunteer programs, for
example, have been initiated by school districts and by community organi-
zations that have offered their services 'to the schools. When' schools
initiate theyhdo so out of their own beliefs and as & result of state
and/or federal mand;tes and requirements. In some cases, school—initiat— )}
ed activities from state and/or federal requirements go well beyond the’
requirements and in other cases there is minimal compliance.’ ¢

¢ The interactions are almost always problematic for both the schools
anq the commnnities. In the schools such activities consume time and
resources that could be allocated to other activities. Sometimes educa-
tors feel threatened by the interactions because .they are perceived as
" interventions in matters that only professionals should handle; or at”’
other times because they require behaviors and understandings that
school people do not have. In.éome instances, schools simply do not
have the resources to attend fully to the interactions. From the com-
munity perspective, the schools are cumbersome bureaucracies that are
closed and insensitive. Policy levels are too remote from local schools.
The responses are often perceived as token efforts or professionals’
. cooptation of lay persons. As the schools and communities interact with
each other more fully, mutual accomodation usually results; and through
negotiation, compromise, and sometimes, litigation, the baréies develop
the rules and understandings to govern the‘interactions. Thus, ¢€hrough
ekperience and the sharing of concerns, all parties learn how to interact
more productively. . i
Current Examples of Interactions

The examples described in the following section are based upon descrip-

tions ot programs nominated by the several cities and from field notes of

' ¢

N
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site-visit team members. Zvery district is involved in a variety of

interactions with the community; but the Urban Education Studies did

not attemgt'a comprehensive survey of such interactions in all the

- cities. Thus, while there are references to several cities, not all

the cities that have such activities will be mentioned specifically.

The activities and interactions, which are described, were selected .
to illustrate elements or features which hold potential for extending
the reach and effectiveness 'of education. Other programs and activities
9f é}eat significance are omitted either éecause of lack of space or
lack of information. '

Community Services to Schools-

On the basis of the available data,‘four major ways in which communi-
ties provide resources to school systems were identified: voluﬁteer
parghts and citizens, speaker bureaus, programs for specirfically target-
éd students, and business and industry contributions.

Volunteer Programs. Volunteers represent a vast reservoir of human

talent and skills that districts have found valuable in numerous ways.
Volunteers from two major segments of the community--parents and senior
citizens;-provide help in a wide variety of areas. Volunteers not only
contribute their time and talents, but do so with eagerness as attested

by the numbereof hours they contribute. For example, 3,500 Volunteers in
Portland Schools (VIgS) provide some 250,000 hours in assistance in,

) tutoring, coaching, taking attendance, and helping in libraries, nurses
offices, lunchrooms, playgrounds, and reception offices. In Dade County, ’
Florida, some 5,700 volunteers, parents and senior citizens, have given
415,000 hours annually to the school syst:;.

The Dallas Independent School District has recruited and trained some

a

8,000 volunteers who provide many hundreds of thousands of hours of ser-
vices on a regular basis during the school year. A new booklet.called

"The Volunteer Connection" explains the rdies of central staff, princi-
pals, staff volunteer leaders and chairpersons, teachers, and volunteers.
Training and orientation sessions for staff members and volunteers included

106 teacher orientation sessions and 93 volunteer workshops as well as

slide-tape presentations, 5-10 minute orientations on the classroom

a
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enrichment program, workshops for the volunteer chairpersons, indivi-
dual tréining of new staff volunteer 1gaderé by their facilitators,

and a number of other ways of assisting both staff persons and volun~
teers to relate to ;qch other in mutually supportive fashion. Dallas

has also established an annual School Volunteer Appreciation Day.

SpehFers ﬁureaus. Recognizing that many individuals in the commun-—
ity have Ehowledge, experiénces, and skills that can enrich and supple-
ment the curriculum, some districts have formed speakers bureaus, Ar-
tists, business persqd;, representatives from ethnic and cultural groups, .
labor leaders, and others represeﬁt the kinds of resources available to
schools.Dade County is among the many districts that have organized speak-
er bureaus. It has a list of over 400 persons who have agreed to make pre-
sentations to students im a wide variety of areas. In Hawaii, the Multi-
Cultural Awareness Project has developed a pool of community resource
persons who enrich and supplement the multicultural curriculum. ‘

Services for Targeted Groups. School people and lay persoms in

some cities have realizgd a need to provide services for ‘specific groups
of children and youth. Potential delinquents and students who are in-
volved in drugs, for example, benefit from coordinated services from
several agencies. Rac’al and ethnic groups link with schools to pro-
vide services for their young people. In NewYYork City, two groups
initiated by the community focus o; providing help for Hispanic speak- :
ing students. Aspira of flew York was organized to imprcve educational
opportunities and services'for Hispanic students. The program includes

a Parent Tranining' Institute, a Stud;nt Motivation Center, and an Educa-
tional Opportunity Center for counselling seniors who desire to go to
college. As the result of an Aspira-initiated suit against the schools, a
consent decree was issued requiring the school district to identify and
classify Hispanic'students and provide education in their native language.
The Puerto Rican Forum provides adult education for youth 16 years ;f age
or older., The program includes bilingual/bicultural drug aBuse education:
job referrals, and clerical fraining. The San Francisco County School
Attendance Réview Board attempts to improve services to prevent juvenile

delinquency. Representafives from the community, the Department of

~
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Social Services, the Juvenile Court, and the school district meet with

students and families to resolve attendance and behavioral problems.

Contributions from Business, Industry, and Other Organizations. For

years business and industry, as a result of the Vocational FEducation Act,,
have '‘made substantial contributions to schools. They save contributed to

curriculum development and changes, places for students to learn in real-

life settings, and materials and equipment. In more recent times, however,

business, industry, and other organizations have been encouraged to colla-

borate with school in areas beyond vocational education by "adopting"
schools and/or programs.

A contemporary example of the way schools and business and industry
can cooperate is the High School Achdeﬁies Program in Philadelphia. The
program began in 1968 under the auspices of the Philadelphia Urban Coali-
tion. They selected for the first academy a Bigh school that was charac-
terized as the lowest in basic skills performance, lowest attendance, and
the highést dropout rate. The burpose was to give training to high risk
youngsters in electricity and electronics. Representatives of the elec-
tronics industry and‘sch;ol officials planned the program. Since the
budget was much higher than the district could afford, the business and
industry group raised the additional amounts. The program has expanded
to include an Academy of Applied?Automotive and ﬁechanical Sciences and
a Business Academy in two high schools.

Three operational features of Philadelphia's Academies program are
noteworthy. An executive-on-loan policy rq}eases management executives

from business and industry full time to organize and coordinate the

business/industry.side of the program. The business and industry partmers

provide the basic tools and equipment to each student, and if the stu-
dent successfully completes the program, the student keeps the tools.
Finally, the Electrical Academy operates an in-school "factory' that
functions after school'hours.' The factory operates on an industrial
model and secures contracts for assembly line rehabi}it;tion of elec-
tric/electronic components. The results have been more than satisfac-
"téry. Daily attendance is between 85 and 90 percent as compared to 55-

70 percent in comparable schools. The dropout rate is nearly zero nd

]
the omplovment record is high.

-




97

'

Another Philadelghia program sponsored by the Chamber of Commerce
and nine other organizations is the Counselors'! Seminar: World of Wark.
In this activity tﬁe counselors from the school district visit various
business and industrial.sites to learn about;yhat employers look for in
prospective employees. ) '

In Dallas, part of the impetus for a changed &nd more inyolved role
of the business community came as-a result of the Court order for dese-
gregation. The Chamber of Commerce assumed a leadership role ""to mobil-
ize resourc%s, people, time, and money* to accomplish peacefui and smooth
imﬁiementation—of this very significant decree," Hundreds of business
men and women were involved amd coordinated by the Dallas Chamber of

. Commerce and the Dallas Citizegs Council, ' Because of the support of *
business and the community, azﬁ\the leadership of school officials, the
Dallas desegregation plan was im lemented without the violence and hos-
tility found in many other comm itie§: Moreover, more than two hundred
,business and religious organizations have "adopted" schools.

Denver e Adopt-a-School program grew out of an earlier program called
People Let's Unite for Schools (PLUS). In i974, as Denver was in the
early stages of«desegregatfgn, forﬁy—nine community 6rganizations formed
PLUS to help diffuse -problems arising out of the desegregation efforts.

A full-time community worker was employed and the program included efforts

to increase commurniications, organize parent groups, and interventions

in situations that could become significant problems. As the desegre-

gation process became accepted, several leaders realized that qommﬁﬁféy
organizations could and would make important ccntributions to schools

in a variety of ways. These persons heard about the Adopt-a-School pro-

.gram in Dallas. After visiting the Dallas program, they began to organize
a similar effort in Denvér. In 1977, with a Federal grant, ;he'pgog%am

was started with eight schools and ten businesses. It has since grown to
include thirty-one organizations including business and industry, service
clubs, hoépitals, professional associations, radio and TV stations, an

Air Yorce base, and the University of Colorado.

The Adopt-a-School program in Denver was incorporated as a non-profit

corporation in 1979. The participating organizations contribute funds

that support two staff members. The school district provides a
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consultant, a secretary, office space, supplies, and printing. The board
of directors is composed of representatives from the organizations, the
school district, and parents. The chief executive officers of twelve
businesses comprise an -advisory board. Each,"adopted" school has a co-
ordinating and monitoring committee composed of parents, school person-
nel and business/industry representatives.

A variation of the adopt-a-school idea’is Daie Partners. In order
to counter the impression.that the poor reputation of schr~ls might be
discouraging new business and industry from locating in Dade County,
negotiations began in 1978 between school officials, Chamber of Commerce
leaders, and others. As a result, the Dade Partners program was initiat-
ed and began a multi-faceted approach, rooted in the belief that schools
and other community agencies must cooperate more .closely to improve the
quality of education and life. Activities ‘subsequently sponsored. by
business and industry are of a wide variety, including career information
and exploration, inservice for teachers and- others, freg concerts, land- /
scaping schools, assisting in school public relations, management ad-
vice and training, student awards and field trips, summer jobs and job
placement, publication of student poetry and other written works, execu-
tives on loan, and shoes for needy students.- As of early 1980, some 130
organizations had acopted schools and programs. |

Dade Partners is coordinated by a staff of two persons emploved and
located in the Office of Community and InfOrmational Services under an
assistant superintendent A neéds assessment procediire helps identify
needs and then organizations are located to provide resources to address
the need 1n either a school our a program Negotiations between the dis-
trict and the organizations result, in a proposal that is monitored regu-
larly and reviewed at the end of the year. ’

) The Community Participates in School Control

' Traditionally the community's influence on the policies and pxactices
related to the schools has been through the local board of education -- at
election time and. at open meetings of the board. Some observer .ave
noted that the "control" of schools shifted from lay control in the early

part of the century to_professional control in later decades and, more

recently, to a wider array of stakeholders, including unions, state and

2 ' 10¢




s . =~ [

Federal legislatures, and the courts. Many parents.and citizens perceive
themselves as too far remcveo from the decision-making processes. and
numerous advocacy or pressure groups were formed to push for their con-
‘cepts of equity and excellence in education. Gradually, the/protests '
began to be heard, and efforts were initiated’in all cities to give
parents and other citizens greater qpportunities to influence educational
policies and operations. In this section attention will be devoted to °
describing a variety of arrangements by which citizens'are involved in
school from local séhool levels to district wide concerns. Several
arrangements are com;on to all districts. These.include legal mandates
such as the Parent Advisory Councils for ESEA Title I. ESAA advisory
councils, trade and industry committees for vocational education, and
other legislation providing categorical funos.- These legal mandates _
will not be discussed. Instead, attention will he focused on community
involvement arising from general educational concefns, special interest
group concerns, 'and concerns regarding particular schools. N

Involvement in Ceneral Educational Concerns. For many years,JPTA's e

and similar organizations provided the main avenue for, the interaction
/of~professiona1 school hersonnel and 1ayucitizensz Man;,alternative
arrangeménts have developed in recent years, sometimes atgthe initiation
of educational leaders, and sometimes at the initiation of non-school ‘
' agencies. In New York City, business and industry play active parts
through many avenues and agencies. For example, one of the more active *
contributors to educational imhrovemept is the Economic Development
Councii. /The vice- chairman of the Council and its chief education -
advocate has been on full- time loan, to ‘the Counc11 for several years
while his salary continues to be paid by Union Carbide. The New quk
Urbam—toalition, among other initiatives, has spopsored local schdol
development projects. JIn fact, New York City has a lorg history of ed-
ucational initiatives by community organizations of many kinds; and the
New York City Public Schools were originally.organized and managed by
the Free School Society, composed ‘of civic leaQers. The New York legis-
lature in 1826-granted a charter to the Society and changed its’namc to
‘ the Public School Society: This society_continued to govern New York .

City Public Schools until the’close of the Civil War.
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Another example of communitV—initiated involvement in New York v
is the Public Education Association (PEA), founded in 1895. It has
been an advocacy group conducting research and, 1obbydng for educational
reform since that time. The*PEA has been interested in educational’ -
policies management decisions, and budgeting processes. It codﬁucts
.research, makes analysis, and builds coaiitions to propose changes in ’

budget priorities for schools. 1t has also been concerned with collec-

- tive bargaining issues, improving personnel selection and e . aluation,

school-site management, and better integration of school and other

youth service organizations.. Another, and recent, example of commun-
ity-initiated involvement is the Educational Priorities Panel, which

was estaulished in the mid=1970's to influence budget decisions. The
Panel is a,coalition of sixteen major, civic organizations and conducts
external budget analyses. It has takemw the stancé that as the profes-
sionals (including the unions) represent the educational establishment,
the Panel represents the interests of the c1ients of education. The
motivation behind the budget ana1ysis is that funds need to be allocated
_more directly to ichools in order to increase school 31te productivity. .
The@community—initiated United Parents Association in New York works

on behalf of parent 1nterests and provides technical a831stance, and
.lobbying for parents. It also has a legal component that handles parent-
and student grievances and'provides access to attorneys.

The District Advisory'Comm}ttee in Dade %punty - involving over
1,500 persons in 250 comnittees —— is’one of the most complex and intri-
cately organized approacbes to wide involvement in educational policies and
other decisions. Thezbade County school®*system is divided into four

¢t areas ——- and for purposes of the advisory committees —— each area is divid-
ed into two_regioms. Each school has an advisory committee, from which
representatives are chosen for the regional committee,'which in turn is
represented on the district-wide advisory committee. The variouc levels
of committees (comprised of citizens, stud%?ts, teachers, ard adminis—
trators) participate in planning, setting goals, and identifying needs.

To improve the effectiveness of the committee, a leadership develop-

ment program has been conducted to increase knowledge about the gystem,
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develop intervention and csnflict managemenL skills, increase group com- o
munication skills, and build teaming norms. '
* In Denver citizens participate directly in educational planning

processes through a state mahdated accountability committee'comprised'
of parents and non-parent taxpayers. The city-wide adcountability com-
mittee is charged wigh‘hopitoring the school system's progress toward

) N objectives. Another avenué for community involvement is througb’Projgbt
Focus. This project, initiated by the superinte dent, provides the .
superintendent and the board with recommendatiPns ébout the direction of
the school district for the §ubsequent year. Telephone and written sur-
veys of staff and community are the means fof;generating the recommenda-
tions which become the Points of Emphasis for the.next year. Once these’
have been developed, schools and other units are to prepare annual action
plans that address these concerns as well as needs determined by the
school or other planning unit. With these activities and experiences as -
.a backdrop, the school system has moved rapidly toward gathering rele-

vant data for long-range planning.

. SpecialAInterest Groups. While several groups and organizations are
concernéd with general educational issues -- such as budgets, district
goals, and similar matters -- there are alse a variety of special interests

on which schools and communities interact through advisory groups and
oth;rwise. These include special educafion, food programs, guidance,
bilingual matters, and other specialized concerns. Sometimes these groups
a}e topic-oriented and sometimes Fhey represént particular groups of peo-
P%f. Several cities have groups, both school and community initiated, that
é;e organized to advise or ﬂobby in relation'to éurplus properfy. Hawaili

7 .

has a Guidance Task Force ti develop plans for a comprehensive guidance
. program. In Denver, the Hi

panic Education Lay Advisory Committee and
. the Black Education Advisory Committee provide a mechanism for the respec-
tive grons to bring their concerns to the superintendent and the board.
Staff persons in the superintendent's office are assigned part time to
serve as executive secretaries to these two committees.

Special education has been an important tdﬁic in several cities.

Milwaukee has organized an Exceptional Education Task Force and New

-
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: York has a community initiated Special Education Proiect of its Citizens

Committee For Children. This group of professiona1 and lay experts in
fields of child care monitor and study the division of special education

in the school system. Four other organizations in New York Cfty are re-
presentative of community-initiated special interest groups. The Community
Council of Greater -New York and the Children's Services Monitoring Commit-
tee are both interested in school food“programming. The Committee on Edu-
cation of the Community Service Society focuses on aspects of education .
that affect children who suffer the greatest disadvantages, such as the
handicapped, minority, 1ow income, non—English speaking, and so on. This
Committee conducts studies tuat serve to monitor various programs that af-
fect these groups of children. }inally, the Alliance for Children is a

political action 'group organized to strengthen decentralization and achieve

greater parent involvement. It is also interested in'bbtaining a more ef- ¢ .

_fective role for community school district "oards in bargaining.

& School-Site Involvement. In addition to interactions thatftake
placé,at the district level and in relation to special interests, there is

an increasing move to involve citizens in school-site operations. In some

instances there ‘are persons designated to serve as liaisons between the
schools and the community as in New Orleans, Philadelphia, and Buffalo. In
these systems, parents are hired to serve as liaisons and coordinators to
work with parents and community groups in school attendance areas. In
other instances, parents and others are involved in helping with and ad-
vising in the opening of new schools. More extensive types of school-commu-
.nity involvement are found in New York, Detrdlt,(and Dade County. In > ..
Detroit, the Superintendent s Achievement Plan requires each school to sub-
mit annual plans which address both district-wide goals and goals which
d°a1 with local needs. The annual school plan is prepared by a committee
which must include citizens representing the school's attendance area.
Citizens not only participate in the planning, but also in the monthly meet—
ings to manage, monitor, and evaluate the schkool's program.

Community advisory committees ‘are required by law in Florfdat but
Dade County has gone far beyond the legislative mandate. Instead of just

one committee there is a series of committees as described earlier. Each

school is required by district policy to have a community advisory ‘committee.
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Schools may create such a committee or use an existing‘organization such
as the PTA or PTSA. Some schools have both an‘advisory committee and‘one
or the other of the existing groups. When schoqls with PTA or PTSA groups
have their regular ' advisory meetings, the meetings must be open,to all.
citizens, not just members. The activities of the community advisory com-
mittees go substantially beyond fund raisiqé and social events. While
they are not so directly involved: in the anmual planning required of, prin-
cipals, they do deal with substantive, educdbignal issues such ds disci-
- pline, attendance, and curriculum. ) E ' ) .
As previously noted, the New York Urbaﬁ ‘Coalition haé’developed and -’
. is currently implementing a Local School Development.?roject. This pro-
‘ ) ject is guided by a codncil represenfﬁng teachers, building prinC1pals,
community school district superintendents, central office,,independent
) civic groups, the state edycation agency, and businesses. The primary pre-
\ mise of the project is thji\the local school is the most important compon-
' ent of the school system, and a corollary is that'paremts and other con-
“

.stituents of the local school must participate, and have ownership, in the

full school operation from planning to’ implementation to evaluation.

‘ J P i - The Schools Inform the Gommunity

¢
All‘of the school systems have vehicles fo?‘coMmunicatlng informa-

A

tion to the community. Press releases, media announcements, brochure°
and other documents‘ news conference%’and other mechanisms are all cbmmon.
N A bublic relations or public information "®ffice typically exists to manage

;such affairs. Otlrer vehicles are also utilized to inform the community.

- The various arrangements described earlier as school and district advisory

. .

committees provide an excellent means to transmit information and encouragé

3

di}cussion and dialogue on, the intentions and agoults of the school dis-

‘trict’ 's efforts. v '_
L.The ‘time has come and gone when the major avenue of the school's
f coaxunlcation to the community was through thebperiodic report card. Today,
. in contrast, student achdevement scores (and often school 1ankings) are
found in the daily newspapers.. As a result,of demands for accountability,
open records leglslatfoﬁjlaﬂh the schools' own recognit1on of the need to
be open and jnformative, schools have sought and even created new informa-

N f) tion delive ystems. Communication and informational services departments
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serve a variety of functions including coordinating media re1eases, deve-

‘ 15ping and distributing informatlon pamphlets, and many other services.

Dagg'County Public Schools, for example, has its own television station
and in addition to providing educational programming it serves.as a forum
for school- community issues.s The school board meeting ‘are also aired for
the public. " Cincinnati, in a.similar veini uses air time on the local Pub-'
1ic Broadcasting Station in which the superintendent of schools addresses
issues of interest to the schools and community. Schaol systems also de-
velop film and slide presentations and make them available to community
groups and other interested organizations.— During the early stages of
court-ordered desegregation, Dallas ¢reated an action center which served
as an information link between the school and community -- the success.of
the center has assured its continuation and expansion Other systems have
similar arrangements. -

- Schools Contribute to the Community

Schools congribute to the welfare of a community as employers and,
purchasers, as well as through the graduates of the district's programs.

“Schools also contribute in more direct and ‘immediately visible ways An

‘ increasingly common contribution is providing opportunities for persons of

all ages to pursue vocational, avdcational, recreational, social and cul-
tural interests. Most frequently these are offered in after school and/or
evening programs. In some insrances cpmmunity education or community
schools péovide the vehicle for such efforts. In New Yoth/?/coalition‘of
public and private agencies working thrqugh the Department of City Planning
has begun to implement community edi¢atiew=as a means of encouraging myl—
tiple use of school facilities. Denver's.commuhity schools involve local
community advisory councils in determining needs and ccourdination programs.
In Milwaukee the district sponsor Concerts for Youth., In New York thé
South Bronx Community Action Theatre is housed in one of the schools.

o I
Summany of -Obsenvations

It is obvious that with more information, parents and other
ty representatives are becoming highly sophisticated constitutents cf
schools. As this progresses, schools will continually be faced with the
necessity of responding to new demands. Moreover, it is axiomatic that

schools can not perform their ‘nstructional and soclali?ation functipns

e
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alone. Nested as they are in their communities, schools can perform only

what the community requires, desires, and permits. Collaboratﬂbn is, there-~
fore, essential for the professionals to understand the needs and desires

of parents and other citizens and translate them into educational programs.
Collaboration also enables parents and other citizens to understand the
constraints, needs, and desires of the prof onals. Many of the contem-
porary challenges to education, however, lie beyond the local commhnity and:
will require careful reconsideration of the allocation of resources and
powers between the private and public sectors and among local, state, and
federal authorities. _‘ -

@ NEW APPROACHES TO INSERVICE EDUCATION

Changing student populations, emphasis on cultural pluralism, pre-

4

sures for greater .accountability, expectations for more preeise planning,
and other demands on school systems have given impetus to increased efforts
in inserviee education. In the face of these changes, certificated and
classified staff, members of citizen advisory committees, and volunteers
are faced with new situations calling for new knowledge, skills, and
attitudes in order to become competent and fulfill their roles with con-

fidence. The purpose of this section is, to discuss the major dspects of

e
inservice education as it is being carried out'in several large urban dis-
tricts. After considering some of the major forces that have given impetus

for increased efforts in inservice education, attention will be given .to a

The section will

description of major components of inservice education.

close nith

education.

a discussion of the school as a context for effective inservice

The primary-focus will be on tlle. promising strategies and prac-

tices now becoming a part of planned inservice activities in many urban

-~

schbol systems.
Dimensicns of Inservice Eqducation

"A broad definition of inservice education in large school systems

»

might be stated as follows:

Informal and formal activities which help the adults engaged in the

educational enterprise acquire knowledge, learn skills, and develop

attitudes which are beneficial both to the individual and the insti-
tution. '

This definition emerges out of the interviews, observations, and

document analyses conducted during the course of the studies. It is

-
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intended to capture the widevariety of activities, the diffuse and co-
ordinated aspects, the range of target audiences, and the ﬁgny purposes
of the inservice practices-across the ‘several districts. The term
"inservice education" has purpose y been adopted in preference to "staff
devélopment." The iatter term was seen as too restrictive in terms of
the clientele or target augiénceé for the kinds of efforts described in
this chapter. Staff development connotes efforts focdsed on the staff
or paid employees of the district. While the major thrust of inservice
is aimed at such persons, a substantial effort is being made in many dis-
tricts to increase the competencies of a'wfde variety of .on-paid community
persons who are "fn'service" to the district. The term "adults" recognizes
that inservice involves persons from many "roles. Volunteers, members of
community-advisory cahmitteés, as well as classified and certificated per-
sonnel are participants of inservice. \

All of the districts éngage in what might be called informal imservice.
In this case "informal" is intcnded to convey the notion that many activi—.
ties do not arise out of a comprehensive needs assessment nor are they part
of a larger systematic and coordinated program. Rather they grow out of
sponténeous and p15nned°inte;actiqns sucﬁ as when teachers exchange ideas,

and materials or when an area supervisor meets with a pr1nc1pa1 to r;view

his/her personal appraisal plan. Many inservice act1v1t1es are 1nc1uded
16 the ﬁon:hly or weekly meetings that. principals have with their staffs.
Formal inservice education refers to the coordinated and focused activi-
ties, planned and carried out for specified target audiences. fhe deggee -~
of formality varies widely from district to district and from program tn
program within a district. , It may include on-the-job or at*elbow technical
assistance, or an exchaﬁgéyprogram for assistant principals, or a program
of activities provided by a téacher center or management academy. - .
The reference to knowledge, skills, and attiCUdes.;s intended to re-
flect types of insegvice content. One of the needs of personnel- is job or
role related information. Anotﬁer'need is developing or increasing skill
proficiency such as in diagnosing children's academic‘needs, preparing
building plans, or conducting effective meetings. Often attitude changes

are needed in working with children and youth from different cultures,

. oIy (
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implementing desegregation plans, or cnanging from one kind of instruc-
tional methodology to another.

The benefits of staff development accrue to both individuals and the
organization. Typically, there is no attempt to attribute direct bendfits
for children and youth to staff development. This is not to say that
children and youth do not benefit, but it is to say that such benefit is
indirect or transmitted through adultel Adults benefit individually as
they develop a greater-sense of competence and confidence. In turn,
organizations benefit from the knowledge, skills, and attitude changes, thet
contribute to more effecti;e and efficient performance. )

- The Impetus for Staff Development

Historically, there has been some emphasis on providing continuing

LY
>

education for persons who are "in service." Post-baccalaureate course-
work, workshops prior to the opening of school, and'p;ofessionar conferen-
ces are a few of the earlier forms of staff development. .bver time, school
calendars included released days, summer workshops, and curriculum commit-
tee work. Federal fnnding had provided an additional push for inservice
education and is a continuing force: ’"Several current conditions are in;
creasing the impetus for the continuing education of professionals and pro—
vidingogfowth opportunities for classified staff and commdhity persons.
Some of the major forces include declining enrollments, federal and state
opportunities and mandates, societal demands upon education, research

related to successful program implementation, and the increasing compe—

. »

tence to conduct inservice within the districts. Y
Virtually all districts are faced with declining enrollmenfs. One

1mp11cation of this decline is that staffs are, on the averag , increasing-
ly older. As a consequence of their relatively high level of formal educa-
_ulen, staff members may not seek further post-graduate education. Further-
more, the introduction of new ideas is not likely to occur through the hir-
ing of new staff. Therefore, many systems are providing enlarged oppor-
tunities to acquaint teachers and other staf{ with changing knowledge and
te improve skills for instruction, management, and other functions. Succes-
ful implementation of new projects places a premium on the preparation of
project directors and staff. Federal and state guidelines often either re-

ﬁuire or imply staff development. Implementing PL 94-142, for example,

[
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would not be very successful if teachers and others did not receive train--

Ang in writing IEPs and providing differentlated iﬁstruction for the handi-
capped. Several states have legislated a variety of accountability mea-
.sures which impose new role requirements, espécially upon administrators.
Inservice provides an opportpnity to learn new skills and acquifu under-
stahdings explicitly.or implizitly required by federal and state actions.
Demands from several stakeholding publics in society have also in-

creased the needs fér inservile education. As a result of desegregation
suits and equal rights movements, there is increased recognition of the
importance of improving communication and cooperation among racial and eth-
nic groups and other advocates:of school reform. Court orders fréquently
include requirements f?r human relations training for both students and
adults. With the increasing involvement .of parents and other commqbity
representatives in school affairs, it has become common for schoolsdisf
" tricts to provide specialized training to help Qoluntcgrs learn new role
expectations and.tﬁe professional staff learn how to work with volunteérs
.more effectively It is not uncommon for community advisory groups to be
offered inservice education on such topics as running effective meetings,
analyzing a school or program budget, or developing interpersonal communi-
cation skills. The incrgasing awareness and attention tolthe pluralistic
‘nature of our society afid the children and youth in the schools has also
implied staff developmeit. Staff often neéd an opportunity to become
aware of and seﬂsitive to other value and belief systems.

_ Resegrch.on'effective schooling and successful program implementation
supports the importance of inservite educatfon. Clark, Lotto, and McCérthy

report that, "Successful schools and programs frequently use staff develop-

ment or inservice training programs to realize their ubjectives."  Earlier,

Berman and McLaughlin noted that effective adaption strategies included

. several forms of staff development:

-~ Concrete, teacher specific, and extended training .o

‘_- Classroom assistance from project or district staff

-- Teacher observation of similar projects in other
classrooms, schools, or districts

“1. David L. Clark, Linda S. Lotto, and Martha M. McCarth ' Excepticonal
Urban Elementary Schools, Sponsored by Phi Delta Kapfa, funded by
Lilly Endowment, Inc., Indianapolis, Indiana (June 19X9) p. v-4.




-- Regular project meetings that focused on practis
cal problems

—- Teacher pérticipation in project decisions

- Lgbal materials development

-~ Principal participation in training2

. Finally, there is a growing number of persons within tbe districts

who 4re becoming increasingly skilled in several aspects of inservice pro-
gramming. They have developed competencies in working effectively with
adults so as to become trusted and perceived as helpful. They have become
skilled in conducting needs assessments, designing workshops, developing
sipulatior materials, and linking clients with other resources. These
_ persons, typically transferred from classroom and administrative positions,
have learned largely from on—the-joﬁ experiences. They have also drawn
from work in organizational development (0OD), and thg literature on change

and innovation diffusion, and information available from business and in-

-

Curnent Effonts .

-

dustry training programs.

All of the school systems in the study conduct a variety of imservice

programs. Thése range frem highly diffuse efforts to new instrumentalities,

practices, and strategies that are more systematic ard coordinated. . The

foliowing descriptions are organized according to six major aspects of'in-
[ 2 . . .

service education rather than on a school system by system basis. Several

city school systems will be referenced under the six headings.

) Organizational Structures

In none of the cities visited was one single office responsible for
initiating and/or coordinating all of the inservice education in the dis-
trict., There is, however, a movement in some systems to create structures
that will assume more responsibility for initiating and coordinating in-
service programming.

Inservice programming is initiated at several points in tlie school sys-
tems. Teachers often initiate inservice ideas. These are often channeled
through the princinals or a teacher center operation. Principals are fre-

quent initiators of inservice. Sometimes the initiation arises out of the

- L4
2paul Berman and Milbrey W. McLaughlin, Federal Programs Supporting
Change Vol. VIII. Implementing and Sustaining Innovations (Rand 1978)

p. 34. \ .
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principal's perceptions, but quite often it emerges out of irteractions
with staffs in building planning meetings. 1In one school in Denver, the
principal and staff arranged for inservice ;elative to diagnostic teach-
ing. In Dade County, Florida, the teachers in a building sought hep
from the teacher center to increase their skills in teaching mathematics.
Also. in Dade’'County, teachers through the teacher center initiated the im-
plementation of a student motivation program from the National Diffusion
Network. . . ’ N

The primary point of initiation for inservice is persons responsib-
le for some major system-wide program or project, such as.middle, school-
ing, mastery learning, school-based management, and so on. érequently.
these programs or projects are located in some centralized location fuch
as the central office or an area office. For example, the Schuol Improve-
ment Prqject and the Instructional Management Project in New York City
represents thrusts initiated by the Chancellor's office. They are not
inservice projects per se, but they require inservice to be implemented.
In Dade County, Florida, the district is implementing a 'balanced" curri-

culum and a related instructional management system. The curriculum divi-

sion conducts meetings to acquaint teachers and others with the require- ~
ments of these efforts. The implementation of middle schooling in Milwéu—
kee has been-assigned to a system-wide steering committee which has deve-
loped sqme printed materials aﬁd a video-tape and conducts information
seésidns. In Denver, the implementation of the desegtegation order re-
quired bussing of children between paired elementary schools. an ESAA
funded project provides inservice to bus drivers so that they will under-
stand bettér the behaviors of young children.

Recently, different orgénizatioﬂal arrangements are emerging in a
few of the school systems. In Dade Co&nty, New York, and Oakland, for ex-
ample, teacher centers have been established. Detroit, Chicago, and Dade
County have organized management academies. In Dallas, the Persomnel De-
velopment Department is responsible for operating teacher centers and a
management adademy. benver, in eafly 1980, secured approval from the Board
of Education to establish a staff academy. It is not uncommog for these
kinds of instrumentalities to have an adviscry board comprised of persons

representing the roles to be served. When such boards are organizéd. they
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tend to have a majority of persons representing the direct clientele and a
few representatives froﬁ complementary roles. These newer arranger.ents
typically provide three kinds of programming. dne is related to general
professional development. In this case, tﬁéy focus on such geﬁeric skills
as leadership, time and stress management, individualized inétruction, and
so on. They also provide services such as techntcal assistance to other-
divisions which control the content but need gxpertise in conducting work-
shops, and sometimes the§ are responsible for implementing- a partiﬁular
thrust in the school system., Speciai purpose staff developmént centers
are anothe; kind of, cemtralized instrﬁmentality. For example, Atlantg and
Pittsburgh have reading centers; Denver has a Diagéostic Teaching Center,
which provides inservice for Title I teachers; and New York has.established

a Bilingual Staff Development Center.

Programming

o

Needs assessment to develop the programming is typically carried out
in four modes. One mode is  the qhestionnaire checklist:distributed to a
wide range of role incumbents. A second mode is professional judgment.

In this mode: sﬁpervisors or superordinates assume, from their observations
and interactions, that there are staff needs for a particﬁ]af content or
treatment. Committees with representation from‘various roles provide inﬁht
for the inservice programming. A third mode is determining the_needs from
the explicit and implicit role requirements for new program thnists. A
fourth technique is personal appraisal plans prepared annually and review-
ed periodically. Dade County has such a plan for Quilding principals and
Denver has implemented one for both teachers and administrators. This
technique provides another means for identifying inservice needs and gener-
ating specialized workshops. Observations wouldjindicaté that profession-
A judgment and assumptions about new rqle requirements are the predominate
modes. Although, with the advent of centers and academies, other forms of
needs assessment aré becoming mere common.

With regard to the purposes of staff development, four major cate-
gories emerged from the data. Consistently, attention was given primarily
to current and new role requirements and ;E¢opdari1) to remedial needs of
teachers. Personal improvement and.career promotion were given less atten-

tion. Denver's efforts to implement Mastery Learning and generic teaching
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skills represents inservice tied to providing teachers with new knowledge
and skills for current role requirements. Milwaukee's middle school.im—
plementation program, New York's School Improvement Project, and Dade
County's implementation of school based management are examples of ef-
forts related to new role requirements. Atlanta's Reading Center and
Norfolk's Designated Gifted and Talented program , respectively, are ex-
amples of inservice to help etaff improve current skills and gain new role-
related skills and knowledge.
Contemporary'pecsonnel policies require that persons who are defi-
“cient in some éspect of their role performance be given notice and oppor-
tunities to acquire or ungrade their knowledge and skills. It is often
' not feasibie to provide a workshop for a few individuals and such workshops
are often perceived as demeaning. In this regard, the teacher centers and
man: jement acadenies provide setting in which persons can acquire or up-
grade competencies without being labeled. Traditionally, there has been
little programming based on personal preferenees. In districts that have
teacher centers and/or management academies, such opportunltles are provid-
ed. Several districts offer inserv1ce sessions on time fanagement and
- handling stress; and there are also opporgunitles to pursue avocational
. and pensonal needs. As an example of the latter, an inservice session
, offered by Dade County's teacherécenter, to train auto 'body teachers in new
techniques, was opened to other staff. ,
Career promotion opportunities are also becoming more frequent. In
’Denver, assistant principals can spend time in other buildings '"'shadowing"
.a principal for a few days. 1In Dade County, the management academy of fers
topics to help teachers and assistant principals learn administrative
. sxills. " The visitation program allows person to observe several role mod-
els. "The workshop: often utilize simulation, role playing techniques,  and
pre~ and pcst—tesring designs. The Dallas Independent School District has
developed a Leadership Training Program (LTP) for persons desiring to ad-
vance into leadership positlons. The LTP 1ncludes a course (with optlon '
for*nniversity credit), a summer assignment to assist an administrator or

director, short workshops, and a year long internship. Application. screen-

* ing, assignment, and monitoring procedures provide a mears of quality cont-
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Generally, the workshops and other inservice activities are of the know-
ledge acquisition and skill development types. Most of the examples cited
earlier are oriented towards providing opportunities for such growth. At-
titude development appears to be handled in several different ways. Most
commonly the approach is for a superordinate to counsel with an individual
on a one-to-one basi$ in such a way as to help the person work through
his/her concerns. In Milwaukee, the implementation of middle schooling re-
quires severhllstaff members to reorient themselves to the philosophy in-
herent in the plan. This concern has been handled two ways. One is pro-
viding opportunities -for persons to contribute to the plan over a period
of «two to three years. The sécond is permitting a number of options rather
than insisting on one‘particular mode.

A more direct inservice effort was mounted in Dade County to help ad-
ministrators in the South Area become more sensitive to and appreciative of
the cultural values and specific conditions of the migrant worker popula-
tion. In this instance an intensive immersion experience was organized.
Principals and adult migrant workers were brought together in one setting.
buring the interactions the school personnel ate the kind of food that mi-
grant people prepare, learned their songs and dances, and introduced them-
selves in the language of the migrant worker. In Detroit, inservice acti-
vities were coanducted, with teachers and administrators, relative to the
consequences that expectations have on children's performance and behavior.

This appears to have had positive impact on the attitudes teachers have to-

wards children that ordinarily do not perform well in school settings.
/ Technolvogy

1ﬁ§érvice education technology refers to the ways in which the experien-
ces are designed and implemented. The major components of inservice tech-

nology include the locus of contact, activities, and materials.

The term "locus of contact" refers to the setting in which those who

are conducting the inservice and the participants interact. Generally,
these can occur in three major locations: the individual teacher's or
principal's work station, the tacility in which an intact work group per-
forms its duties, or in a facility on which persons from different locali-

ties converge. When inservice education occurs in an individual's work




“

114
N

station, i.e., a classroom, it most frequently is in the form of an

on-the~spot technical assistance provided over a period of time subse-

Qquent to a group -inservice session. For example, in Detroit the imple- .
. .

mentation of the Detrgit Objectives Realding Test (DORT) program was heavi-

ly dependent upon providing at-eibpw technical assistance to teachers on a
weekly basis. Reading specialists were assigned to four or .five or more
schools (depending upon the size of the schooli to work for ohe day, more
or less, with the teache;s in those schools. Such assistance provided

teachers with on-the-job problem solving assistance, as well as communica-

s
‘tion with other teachers relative to ideas, techniques, and materials. In

addition, the reading'specialists met on a regular basis to share and dis-
cuss their own work as providers of techrical assistance. In the schools
implementing Mastery Learning in Denver, principals, trained in clinical

observation, provide technical assistance. In Atlanta, the resource teach-

L
]

ers and research assistants serve a sImilar function.

A secénd locus of contact is the setting in which an intact work group
meet§.for the purpose of inservice. An éXample of this is the elementary
school in Dade County in which a group of teachers requested assistance on’
mathematics teaching. Té;cher cegter persounel: working through the cen-
tral office math consultants identified a high school mach teacher 'to pro-
vide the inservice after school hours. 1In some situations the whole build-
ing staff, including the principal, receive inservice.  Another form of
intact' work group inservice is the.regular meeting of a school, grade level,
or subject-matter pianning group. Several districts require building-wide
planning groups to meet regularly tq plan future activities and assess the
progress. Specialists and consultants often phrticipate in these sessions.
Whilé these are not inservice in the conventional meanimg of the work, they
do provide an important form of staff development. )

The third setting is one in which individuals from several buildings
or locations meet relative to a particular topic. A series of district-
wide workshops on managing the contracts with the variety of unions is an
example. Persons may attend such a werkshop out of a personal desire to be-
come more proficient, be §ssigned to such a wockshop by a supervisor, or be

»

selected to attend as a representative.

r
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The second component of inservice technology has to do with the acti-
vities used in inservice programming. While' the lecture format is still
widely used, it:frequently ia augmented with audio-visual presentations,
small-group discussion sessions, and questioﬁ and answer periods. Other
activities include role-playing, clinical experience, immersion in a set-
ting, and simulations. These latter techniques are likely to be used more
frequently as the full-time staffs of management academies and teacher cen- i
ters become more proficient in such techniques. '"One-shot" efforts are
less"in vogue; and more often inservice education is offered through a
series of workshopé or a workshop with on-site follow-up and direct techni-
cal assistance. Provision%[for review, practice, and at-elbow assistance
are more and more being viewed as essential to help all school ‘employees
and volunteers to develop and apply new concepts and behavior. .
A variety of materials are being‘used to augment such activities. In
many instances, districts‘are using both locally developed and commercially
available matepials. When the topic is related to a Specitic program or
thrust of the school systemt the materials must be designed and construct-
ed'locally In Dade County, for example, workshops on contract management

and school-based management Ptilize materials that were developed locally.

"In Denver , the efforts to implement Madeline Hunter's teaching processes

and Mastery Leakning techniques, required the district to adapt materials. 4
Other distritts, Atlanta, for example, have used lndividually Guided Educa-~

tion (IGE) materials extensively. Many general leadership development
activities for principals and other administrators require the use of
commercia}ly available materials. Typically these are self-disclosure in-
struments related to such topics as leadership styles, conflict manage-

ment, and communication skills.

©

Staffing

Essentially two kinds of competencies are fieeded in an inservice pro-
gram~—- competence in a particular content area or specialty and compe-
tence in delivering inservice.- The problem for most schools in this regard
is identifying persone/mho are competent in both areas. The problem is

further’ compounded when one consjiders all the content and specialty compe-

tencies that are required to address all that goes on in a school setting.
!
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Systems have responded to th@s concern in a variety of interesting aud
creative ways. The most extensive responses are in those systems that
have begun to develop some level of centralized inservice instrumentality
e.g., management academy, teacher center, oOr staff academy. "In these
systems, there is a core of persqgg_gbo are competént, or rapidly becom~ A,
ing competéut, in inservice technology\~ The contept competency is being

handled through semi-permanent orpad hoc utilization of internal and ex-

. ternal experts. There is also, typically, an effort to provide continu--
1 4

ing inservice to the staff development personnel and to enlarge the pool'
of talent within other divisions ahg units of the school system. A brieQ‘
description of these staffing arrangements in two systems, Dade County
and Denver, may help to illustrate.

In the Dade County system, the management academy has a central core

of three full-time persons. The Director is ,a former junior high scﬁool

'principal, another of the staff wembers was an eiementary school principal,

while the third is a former language arts teacher. The designing of a par-
ticular workshop or series of workshops 1s done by an ad hoc group repre-
senting the target roles. These persons provide ideas on the what, how, )

when, and the external or internal leadership for the inservice. Select-

‘ed members of the ad hoc committee then assume the responsibility for de-

veloping the.various materials that may be used in the workshop(s). These
are then "packaged" by the management academy staff. Other reBources are
then identified and coordinated by the staff with the assistance of the
ad hoc group. By the time the workshop opens, it has been designed so that
the content is realistic, appropriate to the target group, and presented
in an interesting manner. The management academy staff assumes respbnsi—
bilfky for coordinating the actual conduct of the workshop(s). .

The teacher center in Dade County 1is staffed by a full time director

and several teachers on special assignment. Because the teacher center
serves a pspulation much larger than 'does the management academy, its ap-
proach is somewhat different. The primary function Ts to find persons, “
externally or internally, who are regarded as experts and who can also con-
duct stimulating sessions and link these to the expressed desirés/needs of
the clientele. The workshops are monitored by observation or end of ses-

sion forms to assess the competence of the presentors. Over time, they

3
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have developed information about persons who can provide content exper-
tise as well as utilize appropriate inservice technology.

The staff academy in -Denver addresses some of the inservice needs of

both principal; and teachers. &his is due in large part to the fact that
' 'Denver's'academy’efforts are focused on school-based staff development.
-~ The title, Stafg’ cademy, was attached very recently to the Department of
“ Staff Deve}opm t and presages an enlarged effort. However, it is based
’r”idpo‘n about si‘ or seven years*of experience which has focused on instruc-

Y

';tional.imprpvements on a school-by-school basis. Beeause of its particu-

lar em;hgsis, the staff of fifteen or so persons has developed some speci
‘fic content kkills, as‘well as effective change agent skills. 'Moreover)
they have‘consciously attempted to develop a cadre of priﬁcipals and tea-
for the core staff to move on to‘other buildings as principals and teachers
were able to assume the inservice responsibility in their respective schools.

With'perhaps one or two exceptions, the examples given up to this point
in the discussion referred to inservice education for teachers and princi-
pals. This emphasis is related to the fact that these-persons are at the
work-coge o’ ghe school system. Their continuing and increasing proficien-
cy is clearly dependent hpon developing abilities to deal more effectively
with instructional concerns. However, a larée number of other persons’pro-
vide what might be called support activities for the essential work of the
schooi éys&gpt These include: board members; top level executives, food
service, transportation, custodial, security, and other service personnel;
parents.on advisory councils; other community representatives; Paraprofes-
sionalsy volunteers; and others. They often need to develop Knowledge and
skilis to perform their roles more effectibely.

A listing of some of the inservice activities that were observed in
the various districts serves to highlight some of tbe_many efforts to in-
crease proficiency-among these various target groups:

-~-Board members and top level executives meet semi-annually on
werkend retreats conducted by an outside consultant, who is
expert in assisting policy-making groups in problem identi-
fication and resolutior.

--Food service, transportation, ‘and security managers attend .
workshops on managing the contracts with tHe respective unions.’

‘ . .
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—-chle I parént édvisory cotncil members are given inservice
in the techniques of running a meeting, preparing an agenda,
using parliamentary techniques and similar skills.

--Volunteers are given frequent opportunities to become pro*
ficient in one-to-one and small group tutoring techniques
as well as about theilr role relationships with students,
teachers, administrators, and others in the school.

--Older students learn how to be tutors for younger children.
--Community advisory committee members are briefed on the
legislation that the district plans to sponsor or support
in the state legislature. They, too, learn meeting leader-
ship techniques and processes. *
i 5. ‘
--Bus drivers not only learn abbut safe driving, but also
about child development and how the. home and the school
can affect a child's behavior.on_the busses: Teachers of-

ten lead this inservice activity, h

--Title I parents receive instruction from téachers in help~
ing their children at home. '

--Parents receive inservice on how to" conduet .conferences
with teachers about their children.” As they become ex-
perienced, the parents run these inservice sessions for,
other parents, :

v .

workshop conducted by a national management grpup to
help them develop their preferred style of ledding and
interacting with others. '

--The superintendent and other eigbqtives part::;yate in a

.
- N .

This short list serves to indicate the wide range of target audiences and

topics that school systems are addressing; Md it is only a partial listing.

‘ ‘

Funding

As one migﬁt expect, funds for. staff development are cbtained from a
number of sources, including folndations as well as local, state and federal
authorities. External funds.are generélfy attached to specific activities;
and, with few exceptions, local funds support non-specific or general in- °
service programs. To the extent that a disq;ict hgs created a general in-
service capability or instrumentality, local funds are usually allocated
to establish what the district concsiders to be a minimum core staff -

usually three to four persons. One exception is Dade County's‘teacher center
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which, under state 1egislafion, receives three .dollars per pupil of

staté funds. Also, the New York City-%eacher center was established
thrdugh federal fuﬁds; and foundat{on funds were used to establish the
Fhicégo Center for prban Education, which has a management training com-
pénenth Fund}ng to“support an extensive array of inservice activities
also is derived from numerous federal grants and contracts.

Inservice is,a labor intensive effort and as such is relatively
expensive. A minimum budget for a core staff to organize a general in-
service capability will require somewhere between $125,000 to $250,000
annually. Relative to the large budgets that urban school districts

shave, such an amount is not a large parcentage. Yet, witholt a strong
commitment to inservice from the top 1eé&ership, this amount may be dif- (
ficult to obtain. The actual expenditure for a}l the kinds of inser-
vice that schooisprovide is doubtless several times the aﬁount suggested,
above; but inservice-is a hidden cost, because it utilizes persons and
materials budgeted for other pﬁrposes.\ Proposals for external fuﬁding
often include a budget for inservice, and such funds may be channeled to
a particular location or diffused through the system. The building of a
systematic and coordindted program can bé enthced when at least some of
gﬁé external funds for inservice are allocated to a centralized instru-

mentality.
Evaluation

The evaluation of igservice ﬁrogramming raises some serious questions.
Just exactly whag is to be evaluated? {s it a direct product such as the
participant's skill in using some new material or ideas? Is it the metho-
dology utilized in the workshop? 1Is it the general sense of improved
competence and confidence wf participants? Should student performance be
a measure of inservice effectiveness? What are some unintended and un-
anticipated outcomes that result from the inservice? Should the total
programming or specific workshops be evaluated? A host of other questions
could be raised and obviously some answer needs to be made for each one
as school systems struggle to evaluate the value added by inservice edu-

cation.

Observations indicate that most evaluation is focused on the products

£
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" of the workshops, with little attention to the overall inservice program-

ming. It is not uncommon to find pre- and post-testing of cognitive
gains during a workshop session, for example. Another kind of product

is the satisfaction the participants bhave with the workshop's presenta-

tions, pacing, sequencing, materials, and other dimensions. These kinds -

of product oriented evaluation serve useful purposes for plamners. So
can assessment of the effectiveness of techniques, materials, and 1eader—
ship. Better assessments can be made, however, by gathering data at one
or two points in time subsequent to. the specific workshop., SShe attempts
at formative evaluation are being made in rather informal ways. That is,
assessment of the expefiences in one or several sessions are being used
to imprqve subsequent sessions, aid planning for the following year.
Generally the information obtained is used to raise satisfaction of par-
ticipants through better pacing and sequencing, better selection of
materials, leaders, .and so on. ) . .
Another kind of evaluation that can contribute.important information
abogt the consequence of inservice programming is what is called "goal-
free" evaluation. The intent in this kind of effort is to assess the un-
intended and unanticipated consequences of inservice. ' The data in Denver
and Dade County, for example, seem to indicate that augmenting the lea-
dership skills .of parents and other members of advisory committees re-
sulted in increased pressures..on the schtool systems for (1) more com-
plete information on such matters as Title I budgets, and (2) fuller 'im-
plementation of various prog;ams.
. The methodology of evaluation typically consists of a combination

of quantitative information and pooled professional judgment. duantita—

tive information was often presented in terms of percentages of persons

who perceived their experiences in designated ways, or in terms of per-

centages of persons whose performanse changed from the pre- to the post-
test. In some cases statistical significances were presented. Informal
professional judgment was used both to give meaning to the quantitative
data to assess aspects that are not easily subject to quantitative treat-

ment. More formal and systematic part{cipant observer and other field

methodology techniques might enhance the evaluation of inservice program-

.
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An example of one district's evaluation of an inservice effort

illustrates some of the more extensive practices currently “in use. - A

major thrust in the Denver schools has been the impiementation of what

- ‘is called the Instructional Improvement Project. It is aimed at both

elementary and secondary schools, although a higher proportion of ele-

mentary schools have participated. Funded by ESAA funds, the project is

the district's own development of an approach to instructional improve- ,

ment

by adapting ideas and strategies from a variety of sources. This

project is a school-based effort, in which a school staff as an intact

work-group doluntarily participates in the project. The primary purpose

of the project is to train teachers and administrators in strategies for

@
instructional improvement, dealing with affective concerns, and colla-

borative problem solving.
4

The general design of the project is an intensive inservice session

of several days duration, followed by on-site technical assistance to

groups and individuals. Another aspect of the design is the exposure of

teachers and principals to academic and affect{ye edugation strategies,

and to training in clinical supervision techniques. The techniques used

during the inservice sessions included games, films, video- and audio-¢

tapes, overhead transparencies, 1ectures,‘énd so on. In additicen,, there

was time and opportunity for practice, feedback and revision.

The evaluation design called for gathering déta in six major cate-

gories. These w :

1.

Perceptions about the inservice session were gathered
through structured and open-ended questionnaires. Direct
questioning as well as semantic differential techniques were
used.

Implementation of the inservice content was assessed with
questionnaires and observations and conferences. After

the observers were trained to an acceptable level, they .
conducted pre-training observations in the participating
schools. At the conclusion of the inservice session
participants were ashed to identify skills they would

focus on during the subsequent weeks. While questionnaires
focused on all skill areas, the observations were limited
to the skills t6 which teachers had indicated they would
give special attention.

Service in schools was evaluated by questionnaires, con-
ferences, and logs kept by the specialists.

<
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4.

5.

6.

School climate was assessed by, a school climate index
administered to teachers. ’
. | %

Academicperformance of the children was assessed through-

with control schools.

-

Teachers perception of their personal growth was evaluated
through self-report and interviews. .

Evaluation copducted over a two-year period provided the project with in-

formation which was used to assess and improve processes and outcomes.

analysis of achievement test data comparing project schools
|

Evaluation of the implementation of the inservice content denonstrated

general succeés in terms of skills that teachers actually implemented in .

the classgooms. Formulative evaluation suggested a chaﬁge in the techni-

ques of having teachers identify the skills they would implement. In-

stead

, attention was focused on skills directly related to effective in-

. .', .
struction. Other evaluation data suggested further changes in the stra-

tegies and tactics used in the second year. The second year evaluation

revealed that skill implementation was substantially higher than in the

first

sourc

year. Thus, evaluation, that included the use of multiple data

es, analyses, and functionms, led to a progressive improvement in

inservice programming.

The School As @ Setting For Inservice

‘On the assumption that the individual school is the unit of change,

there are several initiatives that school systems can undertake to help

create more effective schools. The following items represent a composite

of the different kinds of initiatives observed in several of the dis-

tricts visited: - ‘

1.

Staff develsgkent for the leadership of the school. Several'
systems such és Detroit, Denver, and Dade County have initia-

ted efforts Yo provide opportunities for administrators to
develop leadership skills -- particularly in relation to in-,
structional matters, but also in management, ¢ommunication,
and interaction with co-workers. Training is also provided
for school-wide planning teams. . ’
Schdol-based planning and management. Districts such as
Atlanta, New York, Dade County, Detroit, and Denver require
that plans be formulated annually for each building. When
these action plans are formulated by school-wide planning
teams with representative teachers, parents, and students

*
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(when appropriate) a setting is created in which staff can
agree upon the desirable conditions and the means of achiev-
ing them. 4

3. Curriculum Development and Technical Assistance. Staff
involvement in developing and improving the curriculum

of fers excellent means for releasing energy or reenergiz-

ing a staff. In New York, the Instructional Management

Project (IMP) provides school staffs, as intact work

groups, time during the summer to develop the curriculum

in mathematics. 1In Denver, the Instructional Resource

Team (IRT) comprised of two to three curriculum special-

ists, provide concentrated assistance during the school

year to local building staffs working on curriculum matters.

In Atlanta, resource teachers meet with building groups and
individual teachers to help plan curriculum activities and -
to provide technical assistance. 1In Detroit, the Detroit
Objective Reading Test (DORT) program provides specialists
who work directly with teachers and administrators relative
to the reading program. In Philadelphia and Dade County,
mini-grants to school staffs provide opportunities for
staffs to exercise their own initiative in improving in-
struction.

.

~
.

4. Evaluation to provide feedback to schools. One approach
to more extensive evaluation assistance is Atlanta's plan
for assigning a Research Associate or Assistant to each
school. This evaluator participates in planning meetings.
and helps gather a wide range of data to help in planning
and assessing progress both faormatively and summatively.

Concluding Comments

Several factors related to the educational enterprise in large ur-
ban systems suggest more extensive and more effective utilization of
existing resources. Two such resources have been discussed in this chap-
ter, the community and the personnel in the school systems.

Individuals and agencies in the community represent a vast reser-
voir of human talent and skills and -materials. Volunteers, as aides
and speakers, have been found to provide valuable assistance to the pro-
fessional staff and'contributiops for enriching and expanding the, cur-
riculhm. Service agencies and organizations represent additional re-
sources that can contribute to and encourage improved services to chil-
dren and yout.. in multicultural educatioq and other academic matters, as
well as for those experiencing personal and social difficulties. While

businesses and industries have contributed to vocational education, they

13;
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are also contfibuting personnel, materials, and educational opportuni-
ties to other égpecfs of the,schools' programs.

Parents and nonparents have become increasingly involved in the
planning, development, menitoring and evaluation of progrzus and schools.
District-wide and school-level advisory committees have become an inte-
gral part of school operations. School and community interactions are
not without their challanges and problems, but data indicate that schools

‘ and communities are becoming more proficient in their interactions. Col-
-~ laboration makes it possible for professionals and parents and other citi-
zens to understand each others' needs and desires.

While there has always been some form of inservice education, re-

. cent developments have ihcreased the importance of new instrumentalities.
Inservice education is required in order to respond to declining enroll-

" ments, federal and §tate opportunities and mandates, societal demands, and
research on program implementation. Organizationally, inservice education
is becoming more centralized and coordinated. Teacher centers, management
academies, and othef instrumentalities are increasing1y§qpmmon. '

Contemporary inservice programming incorporates stratagies which ad-
dress a diversity of needé. Participants include board members, top level
administrators, principals, teachers, volunteers, aides, bus drivers, and

b advisory committee members. Needs are assessed and activities planned and
evaluated by increasingly competent inservice leadars. In addition to lec-
ture-type presentations, parEicipants often engage in simulations, role-
playing, and clinical experiences. The "one-shot" inservice session is
on the wane, and there is an increase in follow-up at-elbow technical assis-
tance. ‘

Recognition that the individual school is the strategic unit in ef-
forts to realize imprqvement, has led ‘to staff development for the leader-
ship of the school, school-based planning anc management, staff involvement
in curriculum development, on-site technical assistance and evaluation to
'prcvide feedback.

In mounting proprams and thrusts to enhance education, additional re-
sourges are often requir%d. Community collaboration and inservice educa-

- tion can increase the available resources substantially.
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EVALUATION IN LARGE URBAN SCHOOL SYSTEMS

Daniel L. Stufflebeam

’

This chapter is a discussion of evaluation in large urban school
systems. It reflects a study of current practices, and it attempts
to identify pervasive strengths and weaknesses, to highligpt promising
approaches, /and pertinent resources, and, in general, to identify key
steps that an urban school system might pursue towards improving its
conduct and use of evaluation.

The chapter is intended, primarily, but not exclusively, for the
use of school administrators and school board members. These persons
have many needs and responsibilities vis a vis evaluation. They must
constantly draw on evaluative information in discharging their mutual
and individual responsibilities, e.g., communicating with their consti-
tuents about the quality of education in their systems, stimulating and
planning changes, developing policies, setting priorities, allocating %
funds, adopting programs, and responding to the evaluation requirements.
of funding agencies. Moreover, they have a vital leadership role in.en-
suring that decisions--about such foci as students, personnel, materials,
programs, facilities, and }inances——at all levels of their system are
properly and efficiently gui&ed and monitored by‘evaluation.

To ensure that their own evaluation needs are met and that evaluation
is properly practiced throughout their system, board members and adminis-
trators need to become informed about Ehe process of evaluation as it
should and can be practiced in a school system. While they do not need
to become experts in the techniques of evaluation, they do need an over-
all grasp of the field. Prarticularly, they need to understénd the func-
tioﬂs and. principles of evaluation, to be knowledgeable about the state
of the art, to be able to articulate realistic expectations for evaluation

services, to be able to react critically to evaluation plans and reports,
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to be adept in applying findings to practical problem solving efforts,
to be able to discern what policies and resources are necessary to guide
evaluation; and to be able to identify and assess alternative ways of
organizing evaluation services. )
The chapter is based mainly on information that was assembled by
Urban Education Studies about sixteen large urban school systems.
'Included in this information are specific analyses of evaluation ser-
vices in seven of the systems (Atlanta, Chicago, Cincinnati, Columbus,
Detroit, Philadelphia, and Portland) and more general analyses of eval-
uation in seven of the other nine systems (Dade County, Dallas, Denver,
Milwaukee, New York, 0akland, and Toledo). The information was provided
by personnel in the systems and by staff and consultants of Urban Educa-*
tion Studies who visited the systems. In addition to the information about
the fourteen school systems, this chapter draws on the considerable know-
ledge of evaluation in urban education that is possessed by members of
Urban Education Studies and on the author's involvement in the evalua-
tion programs of several urban school systems, especially those of the
Dallas Independent School District and the Columbus, Ohio, Public Schools.
The amount and kind of information about evaluation in the different
school systems considered is highly variable and the information is quite
general. Some systems in the Urban Studies sample were visited once,
while others were visited two or three times; and some of the systems
were studied with evaluation as a specific focus, while others were
studied with other areas--such as curriculum and bilingual/multicultural
education--in mind. Also, no in-depth case studies of evaluation services
were made in any of the systems.
For these reasons, no attempt has been made in this chapter to
describe the general case of evaluation in urban school districts,
.qor to describe any school system's evaluation unit in depth. Iunstead
the information was used to identify and illustrate pervasive as well as
unique concepts, problems, and practices.
It is to be noted that this chapter deals mainly with evaluation and
. not with research. Many of the school systems studied operate what they
call offices of research and evaluation. However, these offices were

found to deal mainly in evaluation. Also it is the view of the author
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that evaluation is a much more vitél and practicable function in the
.context of urban school systems than is research.

The chapter is organized to deal with five major themes: concep-
tualizing the evaluation function, organizing the evaluation function,
promoting the use of evaluation, training the participants, and select-
ing appropriate methods. These themes were chosen, because they reflect
areas of work that have to be carried out if-a school system is to have
a sound and useful program of evaluationi and because it seemed praciical
to explain the evéluation rolés of school administrators and school board
members within a task orientation. Also these themes brovided_a conven-
ient structure for grouping the many ‘issues, concerns, and promising
practices that were identified through a review of the Urban Education
Studies bank of information and the experiential base of the author.

.

CONCEPTUALIZING THE EVALUATION FUNCTION

A pervasive characteristic of evaluation is that it is a conceptual’
éctiV1ty. Within the practice of evaluation, evaluators and their .
clients must conceptualize the evaluation questions, the information
needed to address them, the value$ and crit?ria ‘that are appropriate
for examining and interpreting the information, the ways of obtaining
and analyzing the information, the structure of reports for communicat&ng
the findings, and the appropriate ways to use the findings. They must
also conceptualize how evaluation fits into the structure of the school
system, e.g., how it is to be governed, organized, administered, financed,
used, and controlled for bias. And they need to develop a shared‘cpncep-
tion of what evaluation means, what it is for, how it is properly pursued,
and how it is properly appraised. : ‘ .

If leaders of a school system fail to attend continuously to the cori-
ceptual nature of evaluation, their investments in evaluation will likely
yield poor returns. A 1ack.of attention to this issue inevitably results
in an unsystematic, confusing, aimless, and often chaotic approach to .
Evaluation. Conversely, rigid adherence to a conéeptual framework adopted

at some time in the past can result in evaluation services that neither
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adapt to the evolving needs of the school system nor keep pace with
. . the state of the art of evaluatdon.

Hence, leaders of school éystems should Belp their staff and con-
stituents, collectively to develop and use a shared conception of eval-
uvation. This section identifies some of the rohceptual issues to be
dealt with, gives examples of how some school systems have addressed
these issues, and offers some recommendations. 1t cannot be overempha-
sized, howevér; th;t no conception of evaluation can be adequate for all
time. Thinking about evaluation and its appllcation muét be an ongoing,
collective process if school systems are to get the most from their eval-

uation systems. ~

. The Meaning of Evafuation .

= This 1esson*f§ app;rent, when one considers the issue of the definition
e - of evaluation. For about thirty years, educators held on--of ten in an
unthinking way--to the definition of evaluation that Ralph Tyler pro-
poged in 1942, i.e., that evaluation means determining whether objective:
have been achieved. This definition did provide a common view of evalj
uation that educators could use to ﬁromoge and asses improvements. For
example, it was particularly influential'in the development of minimumr
,competency testing programs, such as the one administered by Florida,
and th;VfunLtional level testing program being developed by the Portland,
Oregon School System. But, in the main, this definition has been used
uncritically and persistently, Undoubtedly, this has limited the use-
fulness' of evaluation services by narrowing the perspective of evalua-
tions td those concerns evident in sﬁecified objectives, by'suggesting
that evaluaiion is only applied at the end of a project, and by encoutaging
educators and others to define success in terms of objectives without also
evaluating the objectives.

The objectives-based conception of evaluation is still prevalent in
some school systems, but, in many others it has been replaced by a defin-
{tion based on the view that evaluation should guide decision making.

This type of definition has been very influential 4in the evaluation systems

of Dallas, Columbus, and Cincinnati. It is an improvement over the

~
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objectives-oriented definition, because its thrust is to ensure that

evaluation guides a program throgghout its development and implementa-

.tion, and because it implies the assessment of a wider range of variables, .

i.e., needs, plans, operaeions, and results. This definition also las
the virtue of emphasizing thatievaluation is a communication 73 well as
an information gathering procese. However, it is apparent in the infor-
mation obtained from the schliool systems being investigated that this
definition has garnered some corinotative meanings that could séifle
e§a1uation services, ) . '

One ;uch connotation is that eyéluation only serves high level deci-
sion makers, which is taken to meanﬂsuperintendents, their immediate .
sﬁaffs, and, sometimes, school board members. Obvi:iéxy, all partici-
pants in the educative process (including ‘teachers, students, parents,
and principals) make choices that affect the quality of educational
efferings and outcomes; and these persons also need evaluation. Another
dubious cop?otation of/Fhe peeisionjeri%ﬂFed definition 15 that informa-

tion requirements are determined séiely{By the clients for evaluation.

A likely' consequence of this interpretation is to reinforce the clients'

.objectivey without evaluating ,heﬁf%n'a broader values framework. This
x " pet .

LU -
interprgfgtion can also 1éad td’evaluation services that enhance the power

and influence of a c%}ént such as;d'eppé;intendent, without also helping

' - B TR T
other, iﬂtecest«groups'fﬁ}see the wgrth?aﬁé merit of school programs in

relgtioﬁ‘tg‘theﬁfgekp;aggtions anq q@éééions. While the decisions—orienteq
definition has cfeangedﬁantages, those systems that use it should examine
tﬁé@f.shéreq codbeptfons for proﬁlems such as those ‘noted above. :
’*ﬁ Eﬁird‘ﬁay of defining evaluation is seen in the definition adopted
by the "Joynt Committee on Standards for Educational Evaluation.l This
nhoteworthy;becuase it was ‘agreed to by a national committee
that was aépointed'by twelve orgénizations (AASA, ACPE, AERA, AFT, APA,
APGA, ASCD, ECS, NAESP, N?A, NCME, NSBA) to.develop stardards for educa-

definition,

tidhal evaluatiun, and because their definition was the fundamental basis

for their Standards which are likely to be highly influential in the

lyoint Committee on Standards ‘for Educational Evaluation, Standards
for Evaluations of Educational Programs, Projects, and Materials
(New York: McGraw~-Hill, 1980)

13




130 . .

practice of educational evaluation. The Joint Commfttee's‘definition is:
"Evaluation is the systematic asses;ment of the worth or merit of some
object." This definition calls attention to the importance of getting
cléar about the thing being evaluated. And it reflects the trdism that
an evaluation is an assessment of value. Both points are_important, but
the latter is especially critical. )

Evaluation services that avoid questions of worth and merit and deal
in public relations--or in what Suchman? ca%led whitewash--might, for a
while, make a leadership group look good (or at leést not bad). But, in
.the long run, and especially when they begin to bg%}evb, or to act as if
they believe, their own press, their decisions may stifle and even erode
the efforts of their school system to deal with its problems and to serve
all its students. How a school system defines evaluation, then, is of
great consequence and should be an ongoing concern. Moreover, those who
provide the conceptual leadership in a school system vis a vis evaluation
must attend to the connotative as well as the denotive meanings of eval-
vation. And the definitions that are given and communicated must retain
the fundamental concept of valuing. .

To help urban school systems come to grips with this issue, a suggested
defin?tion, based on prior work by the author, is offered below: <

Evaluation is the process of delineating, obtaining, and
applying descriptive and judgmental information about the
worth or merit of some object's goals, plans, operations,
and results for tile purposes of decision-making and account-
ability. .

It reflects the prevalent emphasis within school systems that evaluation
should serve decision-making;.it emphasizes that evaluative inquiries
must seek to assess worth and merit; it denotes a wide range of variables
to be assessed; and it emphasizes that evaluation is an i?teractive pro-
cess that'invo}ves both communication and technical activities. Never-
theless the definition is offered as a heuristic and not as a final sol-

.ution to the pfpblem of definition. The temptation to list definitions

2gdward A. Suchman, Evaluation Research (New York: Russell Sage Fouﬁdation,

1967). &
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of the key terms of this definition has been resisted. Because that is
a task best left to the people who attempt to explicaqs and use this
definition in the context of their school systems. Howéver, many of
the concerns that are evident in this definition are dealt with in later

sections of this chapter.
The Why of Evaluation

One of those concerns is '"the why of evaluation." As denoted’in the o
above definition, the purpoées of evaluation are to guide decision making
and to provide records {or use in accountability. Decision making and
accountability are inherent in the offering of professional services,
and evaluation is inherent in each concept. R\\\\\\

By definition, decision making means identifying and choosing among
options; and choice, in any rational sense, implies that alternatives
were identified, criteria of preference were defined, and pertinent
information about the relative merits of each option on the criteria of
preference was obtained and considered., In other words, the option was
chosen because evaluation revealed it to be better than alternatives.
Clearly, then, the making sound decisions depends on sound evaluation;
and according to tbe definition, guiding decision making is one of two
main purposes of an evaluation.

The other purpose is accountability. This word means the ability to
give an accounting of what wés done, for what reasons, and with what
effect. A school system's staff could hardly address such issues to
the ‘satisfaction of funding agencies, courts, or the public if they could
not back their claims with a record ¢f pertinent and credible information.
Evaluation programs can and do make valuable reéponses to a host of accoun-
tability demands that are placed on their parent districts.

Serving decision making and accountability are broad and pervasive
purposes that exclude no area or level of schooliné. Evaluations fér
decision making and accountability are applicable in classroems, schools,
and systems; in instructior, administration, public relations, and plant

plancing; and in locally as well as externally funded nrograms. Also,

. these purposes have special relevance to the task of def.aing clients

and audiences for evaluation. In particular cases, evaluation services

.
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3
should be directed t6 those g#rsons most involved in the particular .
decision making and accountability sett¥ng. Overall, though, the
purposes omit no group from evaluation. For example, evaluations
should sexve parents, students, and teachers, as well as administra-

.. tors and board members; because all of these groups, in various ways,
are participants in making educational decisions and being'aecountable
for the consequences. '

There are, of course, other ways to define purposes for evaluation.
-The so-called "IIluminative School of Evaluation" proposes that evalua-
tion be condpcted to promote wnderstanding of a _program by all those
persons who are interested in it, for whatever reasons. And gsome peo-
ple still equife evaluation to research and argue that the putpose of
evaluation shouid be to help formulate and vaiidéte theoretical propos-
itions about teaching and learnifng. In general, the purposes of illumin-
ation and explanation are not among those repo;ted by the urban systems

s being considered in this chapter.
The P'wcess 0§ Evaluation -

The purposes one chooses to serve through evaluatlon have considerahle
-implications for how one conducts evaluation. If evaluation is to serve

decision making, then the evaiuators need to identify the decision makers

0

. and to discern their needs for evaluative information; they also need to
’ obtain and report their findings in a timely manner. If evaluation is
to"eerve accountabilit§, then the evaluators need to identify audiences
forfthe accountability reports and to become sensitive to their expecta-
jione and to the sehool systgh\s pertinent commitments. They also need
to obtain the relevant information and to maintian it in an appropriate
, storage and retrieval system. In both cases the evaluators need to ccn-
ceptualize the evaluation requirements, if possible, in direct communica-
tion with their audiences, or at least with the‘need;qof these -audiences
in mind. Tﬁey need to obtain the needed information through apprepriate
methodologies. .And they need to help their audiences to interpret and

use the obtained information.,




As indicated in the proposed definition of evaluation, the

process of evaluation involves delineating, obtaining, and applying.
In the first and third stages, the evaluators interact and collaberate
with'their clients; in the second, théy collect, organize, and analyze
éertinent information. Thus the process of evaluation involves both
communication and informatipn—gathering activities.

One implication of this view is that administrators, board members,
and other clients of evaluation and those persons ‘who are expected to
supply these groups with information must be in touch with each gther on
a regular basis in order to collaborate in clarifying informatiggineeds
and in interpreting and applying findings. With a few exceptions to
be noted in a later section of this chapter, linkages between evaluators
and their client groups in theuurban systems studied are weak. School ’
administrators, board members, and evaluators are encouraged to;study
this matter (in connectiLn with evaluation in their school systems),
to -consider what linkages are necessary , to make evaluation relevant and
responsive, and then to consider alternative strategies for organizing,
effectingh and maintaining the collaborative relationships.

Another implicatton of viewing evaluation ds an interactive pxocess is
that the methodology employed to gather information must both facilitate
interaction between evaluators and clients and promote the gathering of
informationlt*at is respons}ve to the needs of the clients and audiences.
Two frequentlylused methodologies~-standardized testing and field experi-
ments--lack these characteristics., Instead they irvolve prespecification
of variables, narrdw focus, and almost no opportunity for changes in infor- °
mation requirements as the evaluation proceeds. On the other hand, alter-
native methodologies that facilitate interactive and responsive evaluation
are in general lacking; and what .exists is not widely understood. Clearly,
there is a need for the ‘development of new approaches and for training prZ—

grams designed to promote the widespread use of appropriate methods.

Aud (ences )

Another key issue in conceptualizing evaluation concerns the audiences
for a school system's evaluation services. According to the proposed defin-

ition the potential audiences include all persons who must\make, and be
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accountable fo. . decisions in a sehool system. As already noted these
audiences are d.verse: They include, among others, lay persons and
professional educators, parents and students, school board members and
superintendents, and teacherS‘and principals. The audiences vary greatly
in their sophistication, interests, value perspectives, and information
needs. . . N

This diversity gives rise to what hds been called the levels problem.

Since different audiences have different roles-in education, tney also
have different needg for information; and evaluations, that have been
designed to serve the needs of one audience, are unlikely to be of inter-
est or use to other audiences. -It is small wonder, for example, that
evaluations designed to help a teacher diagnose a particular student's
reading problems are of 1itt1e use to a superintendent who is interested
in the extent and nature of reading difficulties throughout the system.
And, it is not surprising that an _évaluation report that satisfies a
funding agency's need to discuss the extent that a project has been imple-
mented as promised is of little use to the on-site director who needs
continual, specific guidance for carrying out the project. And system-
‘wide test results that are of interest to the members of a community are
not sufficient for principals and teachers who need to know how their\
particular schools, classes, and individual students are doing. Clearly
school system evaluators need to differentiate their audiences; determine
their unique and common information needs; and design, conduct, and report
their findings accordingly. . ' .

In the 1960's and early 1970's, one saw little evidence of sensitivity
and responsiveness to the differential needs of audiences. Most evalua- -
tions were of federal projects, and the findings were reported'in a single
document which was aimed at the government audience. It is little wonder
that other audienees——such as teachers and school principals——saw little
value in such reports. )

‘More recently, improvements in this area have been apparent. For
example, the Atlanta evaluators.have differentiated betneen school 1evei
and system level audiences and have divided resgonsibilities among their
staffs so that there is tontinuing communication and collaboration between

evaluator and particular audience, and so that evaluation designs and
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reports are tajlored to thie needs of the different audiences. The Dallas
response to the Jevels problem seemed to be to direct their services
mainly'to eentral administrators and school board members, to :Leir
external funding agencies, and to the staffs of a few select schools—-

such as the Skyline Magnet School and the Dunbar School--and not to try

- to serve other audienc95. These audienres typically report that they are

well served, while others say they are not served at all. More recently
the Dallas staff has begun to focus more of its resources and attention
on school level questions, and a trend in this direction is also apparent
in Cincinnati, Detroit, and Philadelphia. o

These examples raise an important question about which audiences should
be served. Obviously, all school systems are limited by their available
resources in how much evaluation they can do. And the potentiai audiences
for given evaluations are-hot of equal importance. Thereﬁpre scheol sys~
tems must seriously consider and make choices about what audiences will
be served by their central evaluation services and the extent to which
they will be served; and they have to decide how the other audiences will

be served, e g., through appropriate training and technical assistance.

Participants in the Evaluation )

This brings us to the related question of who should do evalua.ionms.
When one reviews the evaluation operations in the large urban school systeﬁs,
a variety of answers are apparent.

The Philadelphia system has a large centralized office of evaluators.
Mainly, they serve the evaluative needs of central administretors, but

they also issue a number of distfict-wide reports of general interest. They

are supported in the schools by persons called School Test Csordinators, but .

there is some question of how active the people in these roles are in help- .
ing schools to utilize test results and to obtain additional evaluative in-
formation. In general, external evaluators are not used by the Philadel-
phia system,

By contrast to Philadelphia., evaluation in Dade County is highly
decentralized. There is a small Office of Evaluation in the central

budget office‘which rvsponds to evaluative requests from central admin-

istrators and coordinates evaluation of Federal projects. However,

-
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many evaluation functioys have been spread to other offices™in the dis-
trict. The Department:of Instruction and Research conducts school audits;
the Central Data Processing Unit is developing data bases for the elemen-
tary school and plans to do so for the high schoo%s. Computer terminals
are being placed in each school, and school principals are being brought
into the role of evaluating needs and status in their schools. Rlso the
system is actively pursuing assistance from local universities to help
with evaluation funétions, One striking feature is that the Area Super-
intendents wiéhin the Dade County system apparently are little involved
and receive no direct service regarding evaluation of operations within
their areas. One also sees some teacher involvement in evaluation that
is sfimglated by curriculum-embedded evaluation, particularly in their
diagnqstic/prescriptive épproach to reading. By contrast to the Phila-
delphia system, there appear to be many more actors in ghe evaluation
enterprise withinythe Dade County system;, but, i:/géneral, the evalua-
tion done in Philadelphia appears to be more systematic and detailed.

The evaluation system in Atlanta lies somewhere between those in
Dade County and Philadelphia with respect to involvement of a variety
of people in the evaluation process. The Atlanta éystem does haJe a
strong cnetral unit of evaluators. ﬁowever, the members of this unit
have dual assignments including a central function, éuch as coordination
of testing, and a decentralized function including liaison with a number
of individual schools. In their liaison function these evaluators work .
with school leadership teams to promote and support the use of evaluation
services within the schoel and to help them get information which is res-
ponsive to their particular needs. This appears to be a strong ékrategy .
for both ensuring a concerted, integral approagh to evaluation and ensur-
ing that people throughout the system are well served.

The Dallas Independent School Distfict has a large centralized eval-
uation unit: perhaps the most firmly established and strongest of any
similar unit in educational institutions. For yeafs, this unit served
the needs of central office administrators and the school board almost
exclusively. Then, they began to place evaluators and evaluation teams
in individual schools. More recently, they have been moving, ‘like Atlanta,

towards greater liaison with individual schools. A unique feature of the
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Dallas system is their School Board Evaluation Committee. This committee
actively participates in the Dallas evaluation program by meeting regularly
to review evaluation plans ;nd drafc reports and to provide direction to
evaluators concerning future needs for evaluation. This arrangement has
bréught the board increasingly into the role of participant in the system's
evaluation process, and there is good evidence that evaluation in\recent
years has had a significant influence on fhe decisions and actions of the
Dallas board. The Dallas system makes little use of external evaluators,
but, notably, they do bring in outsiders to serve in the role of meta
evaluator; i.e., persons wpo evaluate the adequacy of evaluation services,
plans, and reports. . . ' .
These examples reveal a variety of possibilities‘for iné¢luding different
groups in the evaluation ﬁrocess. The position of this chabter is that

evaluation needs to he organized and operated sSo as to involve as many ¢

.groups as possible: At the same time it is impertant to organize the

N\ .
function so that there is a systematic and auditable approach to evaluations.

N -
The ideas that seem most powerful from the review of evaluation in the large
urban systems include: organization of a strong central unit of evaluators;

assignment of liaison roles so that the central evaluation system is system-

atically in touch with schools, programs, and area offices; providing prin-

cipals direct and easy on-line access to the school system's data base;
assigning evaluation responsibilities to some district or system offices
such as ‘Curriculum and Instruction, provision for external evaluation of
evaluation functions; and, perhaps most important, offering of an on-going
program cf inservice éduéation in evaluation for people throughout the
system. Moreover, as emphasized eér}ier in this chapter, there has to be
conceptual leadership in the area of evaluation if all of the appropriate
groups are to be brought into the process and if their ‘efforts are to be
coordinated. Admi&istrators, including superintendents, principals, and
evaluatioﬁ directors, as well as board members, have vital roles to play
in tﬁEs regard and should coordinate their efforts to conceptualize

evaluati..i properly for their systems and to project their conception

through policies, administrative decisions, and inservice training.

’
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Variables 55& Assessment

Another cruciil concern in concegtualizing a school system's
evaluation services relates to the questions and variables that should
be addressed. As noted in the previous discussion of definition, the -
objectives;oriented definition directs one to consider those outcomes
that relate to' prespecified objectives. This is a narrow focus for
evaluation services, but it is consistent with much of the evaluation
being done in large urban school systems.

The broadened definition that was recommended for consideration by
the audience for this book called for assessments of needs, pla ‘. oper-
ations, and results. Evaluators using this definition would co..uuct
needs assessments as a basis for charting school system objectives and
priorities. They would evaluate propoéals and other school system and
school level plans for their responsiveness to student needs, their N
feasibility, and the#t~Promise to produce results. They would monitor
projects and programs to discern the extent of implementation and to
provide feedback to make the implementation better. And th;y Qould.
assess outcomes in order to findlﬁhether student needs were met, and
to searcn for unanticipated outcomes, both positive and negative.

Another variable of interest concerns cost. Increasingly with
rising costs of education, inflation, declining enrollment, etc.,
it is becomingfcracial to perform ongoing cost analysis aimed towards
helping the systems make better use of their resources and towards help- /
ing them terminate wasteful, ﬁnproductive programs. '

Thé seven school systems that responded to the Urban gducation
Studies questionnaire on evaluation report that they attempt to address

‘this full range of evaluative issues. However, the site visitors reports“‘

make clear that most emphasis is ;;‘assessment of outcomes related to
objectives. While there-are also frequent cases of needs assessment, more
often than not these amount to surveys of what various groups want from
educational systems instead of serious investigation of deficiencies to
determine what is rreeded. Evaluationﬂpf program implementation is also
frequently seen, but serious questiongkhave been raise& about the adequacy
of the efforts in this regard. One problem related to evaluation.of imple-

mentation involves relying on the self report of the persons who are

< 14¢ ‘ -
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implementing programs as opposed to systematic and objective observation.
Of course, a main problem here is one of the labor intensity of evaluations
of implementation and the limited resources available for evaluation. Less
frequently reported are attempts to evaluate program proposals and plans.
This seems unfortunate, sinde bad plans set into motion can greatly sap
resources and impede education. Also, even a good plan causes some waste
of resources when a better one could have been identified through an eval-
uation of alternative: plans. There is some advancement of.the use of cost
analysis in urban school systems. For exampié, DadehCounty is working
with committees of principals to develop different decision.packages based
on different sets of assumptions about available funds. This approach”
leads in the direction of zero based budgeting, but attempfs to be\réa}is—
tic with respect to encumbranqgs, such as the overall cost of teachers'
salaries. Overall, evaluations in urban school systems do address a wide
range of variableg_and concerns., It is desirable that administrafbrs,
board members, and evaluators get clear about the range of questions

and variables that should be addressed by evaluation. Hopefully, this

will stimulate better ways of doing these assessments and better practice.

A promising project in the development of this area is being conducted
by the Toledo, Ohio Public Schools in collaboration with the Western
Michigan Univefsity.Evaluation Center. They have developed catalogs of
evaluative criteria in the areas of student growth and development, and
the functions qf a school system. The student-oriented criteria span
intellectual, emotional, social, physical, aesthetic, moral, and veea-
tional development. The functional areas presented in the other tatadog
are staff personnel, curriculum, instruciton, business and finance
facilities, pupil personnel, school-community relations, and policy. Both
catalogs3 provide extensive breakdowns of variabies and associated defini-
tions} and they are ;ndexéd to facilitate the identification of variables

.

in a wide range of interest areas. 7

3Joint Task Group of the Toledo Public Schools and Evaluation Center,
The Toledo Catalog: Assessment of Students and School Administration
(Volumes 1 and 2), The Evaluation Center, Kalamazoo, 1980.
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A Wond About Evaluation Models g

Another resource available to those who must conceptualize eval-
uation ﬁor their school systehs_is the range of evaluation models["5
that have been developed over the last fifteen years. These include
the Formative-Summative Evaluation Model by Michael Scriven, the Res-
ponsive Evaluation Model by Robert Stake, the CIPP Model by the author
of this chapter, the Objectives-based Model by Ralph Tyler and disciples
such as Malcolm Provus and James Popham, the Cohnoisseurship Model by
Elliott Eisener, and the Experimental Research Model which has been
advanced mainly by Julian Stanley and Donald Campbell. The main vir-
tue of these models is that they stimulate people to think about differ-

ent assumptions about evaluation and different approaches. Hence, the

information about models is a valuable resource for ‘a school system's
inservice tradning program. )

Also, some of the models have been highly influential in the evalua-

<,

tion operations in school systems and are thus available for study in
their operationel form. The Objectives-based Model is seen in the Port-
land system where an extensive attempt is underway to articulate instruc-

tional objectives from kindergarten through the twelfth grade and to devel-

op test items that relate directly to these objectives. The intent of thig

system 1is to providejteachers and others throughout the school system with
a flexible test item and objectives bank that they can use to track achieve-
ment related to specified objectives. One crucie1 question regarding this
program is how. the objectives will, themselves, be evaluated. This is a
crucial issue since educational endeavors which address objectives that
are not reflective of needs are misguided and wasteful. .

The CIPP Model was developed based on evaluative experiences in the
Columbus Public Schools and has served as the basis for evaluatioi in /
Dallas, Cincinnati, and, to some degree, Philadelphia. The most opera-

tionalized version of the model is in Dallas. The evaluation system //

there is organized to conduct- the four kinds of evaluation called for by ’

'Blaine R. Worthen and James R. Sanders, Educational Evaluation: Theory -
and Practice (Belmont: wadsworth Publishing Company, Inc., 1973)

5paniel L. Stufflebeam and William J. Webster, "An Analysis of Alternative
Approaches to Evaluation,” Educational Evaluation and Policy Analysis,
May—June 1980, Volume 2, Number 3, pp. 5-20.
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the CIPP Model. The first is context evaluation to assess needs, oppor-

tunities, and objectives at different levels of the school system. The

second is input evaluation which searches for alternative plans and pro-

posais and agsesses whether their adoption likely would promote the

meeting of needs at a reasonable cost., The third is process evaluation

which monitors the implementation gf a project or program in order both
to help guide implementation and to provide a record for accountability
purﬁbses of the extent that the program or project got carried out as

promised. The fourth part of the model calls for product evaluation '8

<

which is an attempt to examine the outcomes of a program and the extent

that they meet the needs of those being served. In Dallas, the CIPP
Model is used both to help carry out change programs and to provide an
accountability record (concerning why the programs were developed, how
they weré planned, the extent they were carried out, and the results
they produced). . .

¥ o While no formal model appears to guide the operation of the Aflanta
system, their approach is characterizéd by its emphasis on communication
and linkage. Extensive efforts have been made there to link central

, evaluation through the evaluation liaison role to potential users of _

evaluation services in each of the schools. This approach seems highly -

worthy of study.
Critenda of, Sound Evaluations

It‘is noteworthy that the urban systems studied make minimal use of
external evaluators. This raises questions of the independence and free-
dom from bias of the evaluations being doge in the school systems. 1In
essence, the school systems are evaluatiné theméelves; while self-evaluation
‘is essential to guide operations and to identify weaknesses, it is not a
sufficient means to assess the worth and merit of schoolisystem operations.

One way to address this problem is to get clear about what constitutes
a good evaluation. Recently, the Joint Committee on Standards for Educa~

[ ~
tional Evaluation released a book of standards® that explicates four

6Joint Committee on Standards for Fducational Evaluation, Op. Cit.




attri%utes of what tiic Committee defined as a sound evaluation. The
attributes are utility of the evaluation to the audiences to be served
and in relation to the problems they féEe; feasibilitv Sf the evaluaf?on
in terms of its efficient use of practiéal procedures .and its political
viability; Egoprietx, whiéh calls for the fair treatment of the partici-
pants in the evaluation and the ethical use of evaluation procedures and
findings; and accuracz, which calls for the obtaining of valid, reliable,

and objective findings and the reporting of justified coqglusions and

recommendations. Thirty standards which pertain to these attributes '

have been explained and illustrated.
School system personnel can use this resource in a variety of ways.
They can use it to develop school system policy about what requirements
must be met by evaluations. They can use it as a basis for {nternal
checks and balances in evaluation efforts. They also can uée it to gu1de
meta evaluations by external evaluators.-
It has been argued in this section that evaluation is fundamentally
a conceptual process and that conceptual leadership must be ap ongoing
concern within school systems if their evaluation programs are to be
" responsive to system needs and to maintain pace with‘'the state of the
evaluation art. A range of topics that are vital in developing one's
conception of evaluation have been explored, and references have been
made to the concepts of evaluation that are operating in some of the
large urban school systemg. The thrust of this secéion has been to urge
‘ that administrators,'board mem@grs, and evaluators collaborate to clarify
and integrate their conceptions of evaluation. It is also recommended
that they synEhesize their views in a written document and disseminate
it throughout their school system. Of course, the synthesis will need
to be reviewed and updated from tiﬁe to time. (
An excellent example of such a synthesis is a paper by William
Webster’ explicating the Dallas approach to evaluation. This paper has

been updated periodically over the years and has been used wid within

william J. Webster, "The Organization and Functions of Research and
Evaluation Units in a Large Urban School District,” The Dallas
Independent School District, Dallas, Texas, 1975 (mimeo).
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the Dallas system and by system personnel to communicate its evaluation
program to interested pafties outside the system. Another such paper
was developed by Howard herriman8 when he became the first director of
evaluation in Columbus: That p;per served as a valuaole guide in the
early days of the Columbus program, but Dr. Merriman was moved outside
of evaluation into other, administrative roles-and the conceptualization
of the system was not kept up to date. These fdctors may have contri-

buted to the decline of evaluation services in the Columbus system.
o ORGAN.ZING THE EVALUATION FUNCTION

Beyond the conceptual issoes to be addressed in developing or improving

a school system's evaluation program are a number of practical issues.

One that is especially pertinent to the roles of school board members

and administrators is how to organize the evaluation fuoction. This

issue involves questions of poalicy, planning, finanéing‘and allocation

of resoorces, location of the evaluation unit, internal organization of

the unit, and use of external evaluators. “These topics are addressed

in this séction and references are made to how different districts have

addressed the topics.

Policy and Governance _

Given an adequate coqseptualizdfion of evaluation, as outlined in
the preceding section, a'schocl board can develop pertinent policies
congerning their functions, governance, operations, and .uappotrt of their
evdluation system. Such policies are important to promoting sanctioned,
financed, and systematic evaluation services. They can help evaluators
deal in a preordained way with requests for evaluation services and with
the allocation of evaluation resources. They can also provide guidance
to external agencies, especially universities that want to use the school
system for research and related activities.

*  Most of the systems studied reported formal provision——for example,

through established committees—-for reviewing requests for evaluation

services and allocating resources to these requests. Most of them also

8Howard Merriman,. "Profiles of a School District's Department of Evaluation--
. Present and Future,"” The Colymbus Public Schools, Columbus, Ohio, 1969
(mimeo). . .
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indicated a priority listing of which audiénces would receive primary
attention. Top priorities went to the superintendent and the school
board and to externally funded projects carrying evaluation require-
mentsf‘ Atlanta, Dallqg, Cincinnati, and Pgiladelphia allocated a por-
tion of the evaluation resources to service to individual schools. In
general, explicit board-adopted policies covering roles and operations
of evaluation units are not in evidence among thé matérials submitted’
by the school systems and site visitors. One school system that has
developed a detailed set of such policie59 is the public school system
in Sag}na&, Michigan.

The governance of evaluation operafions in’large urban school systems
typically is through the regular line-staff relationships of the unit to
the administration of the system: The Dallas system, as mentioned pre-
viously, also has a subcommittee of the Board of Education which partici-
-pates in the governance of the evaluation unit. This mechaqssm is power-wy,,
tul, since it provides liaison between the evaluation unit and the total
board; since the board evaluation committee is in an excellent position

. to help with the formulation of. evaluation policy for the system; and
since this committee can also monitor and promote the effective imple- -
mentation of the policies. The Dallas experience with the board eval-
uvation committee is now several years old and has proved successful;
therefore, this experience seems highly worthy of study by other

school systems.
Planning of Evaluation Services

In addition to the general direction provided by a sound conceptual
and policy base, evalyation offices need specific direction that derives
from an ongoing process of planning. Such planning is needed to identify
and clarify thé nature of services that might be provided; to assign
priorities to requests for services; to clarify different groups' expec
tations for services, to allocate funds; to assign responsibility; and
to schedule activities. To bé effective, Ehe planning of evaluation

services should be ongoing and overall plans updated at least annually.

9james A. Adams, "A Manual of Policies, Organization, and Procedures,”
The Saginaw Public Schools, Saginaw, Michigan, undated (mimeo).
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In general, the school districts studied reported that they plan evalua-
tion services on\an.annual basis. However, Detroit reported having both
three and fivg-yéér plans for the development and operation of evaluation
services. . -

The planning should:involve c%}gnts and audiences for evaluation
services, and should be guided by evaluations of previous evaluation
services. The evéluatioq staffs in the different districts vary in their
efforts to involve and attend to the interests of their clients and au-
diences. Planning of evaluation services in Chfcago, Portland, and
éolumbus is highly ofiented to the needs of’ central® administration.

In Atlanta, much of the planning of avaluation services has been decen-
tralized,. such that "1eadérship teams" including a principal, an evalua-
tor, and teachers identify néeds~fog studies and cooperatiQely develop

d;ta collection instruments. The trend toward more decentralized planning
of evaluation services is also apparent in Cincinnati and Dallas. bsing '
evaluations of past evaluation'sprvices to plén new ones was mentioned

in the report on Philadelphia. In this district, evaludfors survey their"
audiencés to determine the perceived quality of reports and how.they are
used. The resulting information apparently proveg-quite useful in blanning

future evaluations.
O . .

‘The Financial Base for Evaluation

School systems report substantial expenditures for their evaluation
services as shown ia Table I. /A review of these figures reveals great
variability in the amounts and percentages of Ehe budgets that school
districts have invested in professional evaluation services. Among this
group of systems, only Cincinnsei reported expending as high as one per-
cent of their school system budget on formél evaluation service (in the
1977-78 school year), while Columbus and Chicago reported expending
about two-tenths of one percent of their budget. Six of these systems‘
report that half or less of their ebaluation budgets are.provided by
local funds with the other funds coming from Federal and state agencies.
The exception is Portland which reports about eighty percent of their
evaluation budget as coming from local mon}es. In general, these data

reveal that the reporting school systems are making only a minimal




Table 1. ‘Expenditures for Evaluation in Selected School ‘Systems

' ~—~
1973-74 197475 1975-76 1976~77 1977-78 L
Atlanta ’
School District $110,740,239 108,346,548 105,080,428 108;823,563 113,935,636
Evaluation Unit _  -8G4,500 824,898 606,019 793,718 . 795,946
Percentages* 0.7 0.8 0.6%y 0.7 0.7,
Chicago .
School District 1,216,026,071 1,085,044,663 1,107,154,715
Evaluation Unit 1,968,217 1,955,348~ 2,816,593
Percentages 0.2 0.2 0.2 ‘
Cincinnati - .
School District 175,000,000 191,000,000 ° 197,000,000 201,000,000 200,000,000
Evaluation Unit 1,200,000 1,406,066 1,536,149 1,700,000 2,100,000
Percentages . 0.7 0.7 . 0.8 - 0.9 1.1
Columbus ’ .
School District 101,119,224 103,268,859 116,036,493 118,133,475 128,171,671
Evaluation Unit 224,711 254,683 269,783 246,983 205,022
Percentages 0.2 0.3 0.2 0.2 0.2
, Detroit %
School District 357,291,911 402,495,201 421,884,045 447,038,151 522,451,000 -
Evaluation Unit 940,000 990,000 1,049,000 1,885,418 2,063,000
Percentages 0.3 0.3 0.3 0.4 0.4
Philadelphia
School District 471,692,000 .°547,694,073 606,621,492 684,062,092 679,995,774
‘Evaluation Unit 2,412,172 2,574,390 2,847,081 2,869,006 3,097,475
Percentages 0.5 0.5 0.5 0-4 0.5
' "Portland
School District 84,246,562 100,268,083 108,248,648 116,752,967 120,621,492
Evaluation Unit 315,154 354,603 389,968 428,922 461,823
Percentages 0.4 0.4 0.4 0.4 0.4
* percent of dfstrict expenditure accounted for by expenditure for evaluation.
- s
- .

financial investment in evaluation services. Considering the potential
contributions of evaluation to district, school, and classroom levels, it
' seems clear that districts must invest more heavily in evaluation. As a

o

-
short range objective it is recommended that the invest between .5 and
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1.0 peréent‘of local funds in the evaluation function. Request for and
allocation of such fundé, of course, must be done in the context of the
evaluation policies, both short-range and long-range pians for evalua-
tion, and evaluations of the actual costs and benefits from their past
evaluation activities. It is further recommended that the policy group
governing the evaluation operation be adked systematically to review

plans and budgets.
Location of he Evaluation Unit

The scope and influence of evaluation services can be vitally affected
depending on where the unit is placed within the school system. A recommen-
dation, common in evaluation literature, is that the evaluation unitlbe
placed as close as possible tc the superintendént of the system and that
clear lines of communication and collaboration be established so that the
unit can also work easily and productively at other levels. The tgnaency,
however, in school systems is’that evaluation units repoft through an
Associate Superintendent or perhaps other levels as well.

. In Columbus ard Dallas, the unit reports through an assistant superin-
tendqnt for planning, management, and evéluation. The unit in New‘York
City reports through the Division of Evaluation, Testing, and Data Proces-
sine to the Assistant Superintendent for- Instruction. In Detroit, the
evaluation unit is part of the Office of Researéh, Planning, and Evaluation
which is headed by as Assistant Superintendent who reports directly to the
General Superintendent. The evaluation unit in Portland reports directly
to the Superintendent. In general, evaluation in these units is part of
central administration.

However, there appearé to be a trend for the evaluation units to become
somewhat separated and remote from the office of the Superintendent. This
development seems to be associated with promotions of evaluators. For
example, in Dallas and Columbus, Dr. William Webster and Dr. Howard
Merriman, respectively, were the previous heads of their systems' evalua-
t.on units, but subsequently were promoted to positions including authority
over ireas in addition to Evaluation and Research. While the evaluation
and reésearch units continue to report to these men, their jobs have

broadened to the point where the evaluation function has actually been
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lowered in the system and does not have the direct access it once had
to the Superintepdent. ' ’ 3y

The promotion of evaluation directors to positions of more authority——
“such as occurred in.the cases of~Merriman and Webster and in’the case of
James'Jacobs, the previous Director of Evaluation in Cincinnati who is
now .General Superintspdent-;has mixed implications. On the one hand,
it is a good device for disseminating evaluations expertise in the sys-
tem. On the other hand, it drains expertise from the Evaluation opera-
tion and as previously indicated can tend to remove the evaludation func-~
tion from the Superintendency. Also, the transfer of people out of toe
evaluation.unit eometimes is not accompanied by attempts to recruit and
train other persons to'replace the departing evaluation leaders. .This
is an issue that should command careful attention by those planning how
Best to institutionalize and .ensure the long~range vitality of their
evaluation units. Basically, it is recommended that evaluation be placed
in a staff position to the Superintendent and that provision be made to
replace those membérs of the evaluation operation who are transferred to

other areas within the system.

-

Internal Ongariézatéon of the Unit (7 .

If it is to fulfill its mission, the evaluation unit needs to be
organized internally in accordance witﬁ its’designated functions. Draw-~
ing from the definition of evaluation recommended in the early part of
this chapter, the functions to be provided for include:

i‘directlng and managing the unit

- providdng liaiéon with schools, programs, and area offices
- conducting needs assessments )

- helping the district to maintain a data-base

- helping district personnel to develop and assess alternative program
plans

- assessing the implementation of programs and proJects

- assessing outcomes

.o

- responding to requests for special evaldation studies

- providing evaluation-related services, éqch as’' test development,
test administration, qualitative and quantitative analysis, data
. - processing, technical writing, and inservice training in evaluation.
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I .
Of course, these functions might be grouped in varying ways to or-
ganize the line-staff relationships in the evaluation unit. This is
borne out by the organizational charts obtained from a number of the

evaluation units being considered in this chapter. For example, Table

& 2 summarizes the internal structures of the evaluation units in Detroit,

Philadelphia, and Cincinnati. The structures appear to be different,

but in actiality they cover about the same set of functions.

Table 2. Subunits of the Evaluation Offices in Three School Distridts

\ v Detroit \ Philadelphia . *  Cincinnati

.

A&ﬁf;istrative Statistics Administrative and Survey Administrative Research
. - Research Services '
i & ' .
Specially funded Projects Federal Evaluation Resaurce * Planning and Develogmens
Eyaluation Service
Inservice Education and Instructional Research Program Evaluation
Test Development and Development Services
Group Testing Testing Services ' Testing
Genéral_Evaluation and Priority Operations
Needs Assessment . Evaluation Services
Research and Data Bank Early Childhood Evaluation )
N System . Unit
\\ ’ Special Task Forces
o1 )

-, / .
0

q

-

The crucial point in ihis discussion of internal organization concerns
form and function. The functiohs to be served should be‘carefully defined‘
and assessed against the guiding conception of evaluation and the relevant
district ﬁolicies. The office should then be staffe{ and organized to
ensure that the full range of evaluation functions will be handled both
effectively and efficiently.

Two unique organizational strategies deserve special mention. In

Atlanta, all members of the evaluation staff have been given dual
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assignments: one a centralized assignment that capitalizes on their
special expertise; the other an assignment to provide general evalua-
tion assistance to the staff of designated schoals. This strategy
combines the advantages of both centralized and .decentralized evalua—
tion (i.e., 1) coordinated services and a critical mass of resource
persponnel and 2) direct assistance to school-based personnel). The’
other unique strategy involves attaching special evaluationntask forces
to given prograﬁs over a sul3tained peri;d of time. Dallas has made
excellent use of this approach in its assignment of a team to its
Skyline Career Development Center and Magnet Schools; Philade%phia

has won national recognition through ‘the work done by its Early
Childhood Evaluation Unit; and Chicago has outlined a strategy of

using cyclical evaluation teams wherein each team is assigned to pro-
vide evaluation services to a high priority ptogram ‘over a period of
four years. These strategies merit attentiondﬁy groups whp may, need to
reorganize their evaluation services in order ta increase sustained -

.

study and better use of results.

The Use 04 Extewnat Evaluators and Agencies
As previously noted, the evaluation systems studied tend not to
make use of external evaluators. The reasoas for this are not apparent

but it may be that services from outsiders are considered too costly

"and tco superficial Because of the possibilities of bias and lack of .

credibility when a school system exclusively evaluates its'own programs,
it is suggested that consideration be given to using external evaluators,
to help w;th the audit or meta evaluation of‘internal evaluation plans
and renorts. Compared to the costs of the primary evaluations being done*
in the distticts,.meta evaluations by outsiders are low in cost and can
add greatly to the credibility and in some cases, the technical soundness
of internal evaluation operations

One source of external assistance isAéraduate students who are study-
ing evaluation. They often need relevant internship expariences and

have sufficient training to be of considerable use to school systems.
Therefore, it is suggested that school systems systematically communi-

cate with and collaborate with universities that have evaluation training

15¢




! : ' - . 151

-

programs to identify interested studentsand appropriate internship

experiences.

PROMOTfNG THE USE OF EVALUATION

~

Stimulating and guiding people to use. evaluation services is an
ongoing concern and one that is vital if evaluations are to succeed. .
Among the issues that are pertinent to this cancern are how best to
disseminate evaluation experise, open up eommunication channels, in- -
volve audiences for an evaluation Yin its planning, assign responsibil-
ity for promoting theluse of evaluation, make reports both interesting
aﬁd readable, and, employ tecﬁhiqges that engage audiences for an

evaluation in a serious study of its procedures and findings. The

* gtate of the art in this area is generally weak but the information

base from Urban Education Studies does include interesting perspec-

tives on these issues.

Disseminating Evaluation Expehrtise

As noted previously, there are a number of instances in which per-
sonnel previously assigned to an evaluation unit have been reassigned
in the district. In those éhses,,tﬁe evaluation expertise in the dis-
trict is in essence disseminated and there is an opportunity for expand-
ing the district's potential to utilize evaluation ftnhings. Columbus
has used this device extensively witn the assignment of a number of mem-
bers of the evaluation unit to a variety of roles in the Columbus system.
This undoubtedly spread the use of evaluationothrough the system; but as
mentioned previously it also éarried a serious problem. Columbus did
little to replace the evaluators in the division of evaluation once they
were reassigned. Consequently, the capabilities,bf the office of eval-
uation reportedly have bééome weakened and the unit is no longer a source
of evaluation-oriented leaders for reassignment in other areas of the
system. In genéral, using some of the positions in an evaluation unit
as’transient positions, through which evaluétors can gaip experience
in the evaluation of system enterprises and then be transferred to other
areas of the system where they can provide valuable leadership and pro- °*

mote increased use of evaluation services, is a sound strategy. At the
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same time, systems should provide for adequate replacementlof the evalt

|
1
1
uation unit's staff members who are transferred.
Communtca/twn Channets
Lvaluation is a threatening activity and there is a tendency in many
large urban school systems to explicitly limit th® contacts that members
of the evaluation unit can have with people throughout the system. For
v example, it has been common practice in the Dallas system to channel ®
evaluation reports through the chain of .command upward and to release them
to those persons whose programs were evaluated only after approval of the
reports at the highest level of the system. Such a practice stifles timely
use of evaluation findings and I'imits the etfectiveness of the evaluation
unit. On the.other side is the ever-present danger that prematurely re-
. leased reports will be flayed and will both prévide bad guidance and dis<-
credit the process of evaluation. Compromise is .necessary to deal with .
this dilemma. For example, an evaluator's superiors and the primary au-
diences for the evaluation might simultaneously review a draft report and
prgyide feedback for use in finalizing the report. Also, regular face~to-
face communication between evaluator and dudiences is an excellent way
to promote.good working relationships between the evaluators and brogram
personnel and timeiy use of findings. Once again, the Atlanta model with
liaison persons meeting regularly with”the schoo# leadership team seems

" a relevant idea.

Tavelvement of, Audiences (n Planning the Evaluation 1
. tvaluation, when practiced successfully, 'is a change process because '
it denotes problems and provides direction for dealing with the problems. % 1
As‘with any etfective change process, it is important that the group whose
behavior is to be changed by the evaluation be involved in planning the ‘
evaluation. Active collaboration between evaluators and‘audiences—— I
whether board.members, spperintendents, principals, or teachers—-increases |
the likelihood that the evaluation will address pertinent questions and

issues and that there will be a readiness to use the findings once they

are obtained. . :
Such joint planning does occur in many of the urban systems studied.

the director of evaluation is regularly present in

In most cases,
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administrative cabinet meetings and is given opportunities to involve
the_cabinet in reviewing evaluation plans. The Board Evaluation Com-
mittee in Dallas participates extensively in planning the system-wide
evaluations. The school leadership teéms in Atlanta likewise partici-
péte in plannidg school level evaluatidns, and evaluators in the New
York office of evaluation meet regularly with district superintendents,
and their immediate staffs to reviéw evaluation plans. In addition, ‘
the Philadelphia school system surveys its audiences to get their reac-
tions to previous evaluation reports éo that deficiencies in these re-

ports can be avoided in future evaluations. Another fairly prevalent

[}

practice is for evaluators to meet with the advisory councils to the
projects to be evaluated to obtain their input and to promote their
understanding regarding the evaluation plans. 1In general, the school
systems are making extensive efforts to involve their audiences in
evaluation planning. It seems likely thag this is an important invest-
‘ment of their energies and time. .
Communicating the Findings

E;aluators ﬁave been notorious for writing and disseminating reports
that are filled with jargon and'statistical language and poorly written.
The Philadeiphia system has been trying to overcome this problem by re-
leasing poéular%zed reports. The Dallas system has used the device of
multiple reports from an‘evaluat%on, including abstracts and executive
summaries in additjon to the complete technical report. Another district
has reported successful exﬁérience in conducting special workshops to
help the audiences understand findings and apply them to their problems.
In addition, dlstrict evaluators have worked increasingly with members
of public media to help them understand and discuss evaluation findings.
Such efforts are to be encouraged, since they are directed to the impor-
tant problems of how best to help audiences uuderstand and use evaluation
findings.

_ TRAINING THE PARTICIPANTS

A crucial element of a well-functioning evaluation program is training,
both preservice and inservice. Init@aliy evaluation systems need to re-
cruit staff members who have appropriate grounding in the theory and method-

ology of evaluation and who have learned how to make applications in school
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settings. In addition, a continuing program of inservice training is
essential. This is necessary to equip new staff members to use the
current routines in the school system's evaluation program, to help
all the staff members renew their understandingé and skills and main-
tain pace with the state of the evaluation ¢ -t, to help users of eval~-
uation services to understand what services are availablé and how they
best can use them, and to help people throughout the system to conduct

some of their own evaluations.

Preservice Tradning

Staff members in the evaluation units studied have received their
graduate training in @ variety of areas and in a variety of institutions.
Staff members in the Columbus system 'largely were trained in evaluation
and administration at the Ohio State University. A number of them parti-

- cipated in the late 1960's in an evaluation doctoral program, centered in
the Ohio State University Evaluation Center, which had as a major compo-
nent.an on-the-job training program thot involved trainees in designing,
developfng, and beginning to implement the office of évaluation in the
Columbus Public Schools. The Columbus ;ystem's initial investment in
training some of their teachers in a systematic approach to evaluation
and then employing them a: evaluators provad to be a cost-effective in-
vestment. These persons have remained with the system and have made
substantial contributions in evaluaticn as well as other areas.

The staff members in the evaluation un}t in Dallas have been recruited
from a variety of institutions including Fiorida State University (which
emphasizes research methodology and instructional technblogy)} Michigan
State University (which emphasizes statistics and meaﬁurement); the
University of Colorado (which has had a dual emphasis in program eva]a
uation and research design); the University of Wisconsin (which tradsz
tionally has emphasized experimenial design); and the University of Texas
(where some of the Dallas staff members received extensive training in
data processing and research methodology). In addition, Dallas recently
offered, in collaboration with the Western Michigan University Evaluation
Center, a .school system-based master's degree program in program evalua-

tion. About twenty people received their Master's Degree through this
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program and were trained by-a faculty composed noth of ;enior staff mem-
bers in the Dallas evaluation unit and professors from Western Michigan
University; A full set of standard graduate courses  ln méasurement,
statistics, program evaluation, and data processing was offered these
students, along with internship projects in which the students evaluated
Dallas programs. In general, the Dallas‘staff is one of the sttongest
staff of school system-based evaluators anywhere in the world. A major
reason for that strength is in the rangé of university programs that are
represented in the credentials of the staff. This diversity of backgrounds
has resulted in a staff that possesses a wide range of Specialized and com—
plementary qualifications.

:In recruiting and selecting staff members, it seems wise for school
;ystems to consider candidates from a.wide range.of uvniversities. Among
those that are producing persons with skills appropriate to school system
evaluation are: the University of Chicago proé;am led by Benjamin Bloom,
the Michigan State University program led by Andrew Porter, the Western
Michigan University program under the leadership of James Sanders; the
University of Colorado program under Gene Glass and Lorrie Shepard' the
University of Illinois program under Robert Stake; the Indiana University
program being led by Egon Guba apd -Bob Welfe; the Harvard program led by
Dick Light; the Stanford program led by Lee:Cronbach; the University of
Minnesota prcgram led by Jack Merwin and Wayne Welch; and the UCLA pro-

gram led by James Popham and Eva Baker.

Inservice Training
Staff development and the training_ of u§Ers of evaluation should be an

ongoing enterprise it school systems. A cgnsiderable amount of activity

'in this area is seen in regard to training teachers .to use tests. Other-

wise, there is little évidence of such staff development and training of
users. In all likelihood this is due to heavy demands for primary évalua-
tion services and a short supply of resounces to provide those services,
let alone, training. But training is so important that school systems

are well advised to regularly alldcate aiportion of their budget to this

function.
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Clearly, there are in all school systems a large number of opportun-

ities to provide evaluation training. For exam le, Dade County is con-

" sidering the'poasiﬁility of adding evaluation training to the curricula of

_ their teacher ‘centers. Other systems operate similav training programs

and could consider incorporating evaluation into, the training xhex\ﬁo for .

administrators and teachers. Also, every evaluation study provides a

rready-made instructional laboratcry in evaluablon. If properly planned

O
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Aruitoxt provided by Eic:

the participants and users of such evaluatlons could be given pertlnent
readings that would help them to understand the methodologies used. Also,
times could be arranged when experts’ in various aspects of the evaluation--
fop example; the data analyst, the report wriFe(, or the project director--
cduld explain their plans and.operations and help participanfs and users to
understand the ﬁéthodologies involved anq°to‘conéider how they might be

applied in other situations. Furthermore, the participants and user

could be schooled .in the Evaluation Standards referenced earlier’and
helped to apply them to plans and reports of the evaluations. The
examples illustrate that there are trainingﬁopportunities in every
evaluation. What is needeg is sume planning and allocation of resources

to take advantage of these opporturities. ' . .

Use o§ Inteans < o
) Still another opportunity is the training that the~-School system can
of fer to evaluation trainees in university programs) Provision of intern-
ships for these people has advantages both for the interns and for the
school svstem.’ Interni are often skilled in technical areas in evaluation
and often are willing to offer valuable services at a low cost in Arder
to gain experience. Furthermore , they prabably would be willing\to‘
provide some inservice training in their area of expertise to interested
persons in the system. And they can benefit treatly by opportunities
to apply their skills in real world settings. The schaol systems studied
are using interns and this is to be encouraged. The use of internships
also can work as an effective recruitment and selection stratégv foey
those school systems that nsed to add persons to their staffs.

Overall, training, both preservice and inﬁarvice, is a vital area

4 L]
to ensure the effectiveness and the long-tera viability of school system
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evaluation programs. The opportunities available, especially in the

inservice training area, are underutilized. ,

\\“i>SELECTING APPROPRIATE METHODS .

Over the years a variety of methods have been used to evaluaqe school
programs and projects and a rich array of methods are evident in the
evaluation practices of urban school systems today. In genefal, though,
there is also evidence that these methods are fraught with difficulties
and that sghooi systems do not have an adequate store of appropriate and

powerful techniques.

Testing ‘

Use of published tests continues to be one of the most prevalent
and problematical aspects of evaluation programs. Norm-referenced tests
continue to be much in vogue, probably because members of the community.
have come to value them as a means of comparing the quality of perfor-
mance in their school syétem with that in a nationally selected sample
of school systems. Repeatedly the release of comparisons of urban school
systems results with national norms has led to embarrassment of thke urban
school systems, and to arguments about whether the national norms are
appropriate and fair in relation to the kinds of populations being served
by urban schools. Moreover, teachers and of late, researchers, have
claimed that norm-referenced tests poorly approximate what is actually
taught in schools and thus provide an invalid measure of teaching and
learning.

The move to criterion-referenced testing has been positively received
by many teachers, because they are able to compare the objectives assessed
on a criterion-referenced “est with those involved in“their teaching.
They have been able to use results, by objectives, for diagnostic pur-
poses. On the other side is the chargé that criterion-referenced tests--
especially as administered by state education departments, dictate cur-
ricula and lead to teaching to the tests. An gssociated problem is
with the move to require thattﬁigh school students pass a state compe-
tency test before they can graduate. A major change in this are is
that students are being penalized for the cumulative failure of their

systems to provide them with a sound education. Other charges are that

-
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the competency tests have not adequately reflected the high school

curriculum, and that they have not been sufficiently validated to

serve as a major determinant of whether or not a student should

receive a hiéh school diploma. ,
A novel approach to testing is seen in Portland's application of

the Rasch model. The program there repgesents a concerted effort to

develop objectives that do reflect the school system's K-12 curriculunm,

.

items that are valid for thesé objectives,‘\and then

to develop t
to offer flexible bank of test items for use in assessing students'
perforflance at their functional levels. Reports from Portland about
the effectiveness of this program are mixed. In fairness, it is pro-
bably too early to make a judgment. This program, however, bears care-
ful observation and may produce a valuable model for how other school

{
districts might adapt and improve their testing programs.

Data Bases, Schouo€ Projiles, and. Pup il Czhsus

fncreasingly evaluation offices have linked up with their school
svstem's data processing operation to créate data bases that may be
used in administration and in assessment of the status of students and
schools. New York éity currently is developing & census for all of
their students so that admipistrators will be able to study the charac-
teristics of the student body and track individual students. 'The Col-
umbus ;ystem pioneered in the development of what they termed the
"school profile."” It contains a chart of each school in the syst&n

N

that identifies characteristics of the staff and school in relation
to performance by students.on national tests. A number of other school
systems, including Dallas and Chicago, have also developed school pro-
files. Dade'Councy.had begun to develop such 3 profile, to computerize
its use, and to place terminals in each of the schools so that the
school priqciﬁgls can have immediate aeccess to the information-about
their schools. The\computer terminals promisc to make the data basc
in Dade County more useful than would be the case if it was only dis-

tribated annually as a printed report. .
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Expenimentation ) T

Ten_years ago it was common to fiﬁd séhool systems conducting
experiments to evaluate ﬁhéir programs and projects. This situation
has changed greatly. Few systems now uge experimentation unless they

are conducting applied research projects or responding to explieit

requirements from the Federal government, such as in the Emergency

" School Assistance Act programs. In general there seems to be a trend

away from the use of experimentation in schools. This perhaps reflects

the claim that assumptions underlying experimental methods often can-

‘not be met in public school programs. For example, requirements .in-

‘herent in experimentdl désign, that treatments Be prespecified and

held constant, that students be randomly assigned to the treatments,
and that results be obtained at the end, of the expérimeqt, oftén are
in direct conflict with a requirement td\provide ohgoing information

to guide projects and to changé them when 'obléms are found.

Aud s '

One promising approach seen in the Dade Couq;y s}stem is that of the
school audit. This approach is just being developed and applied; it is
too early to discern hqw well it will work, but the basic idea seaems
sound. Members of the Department of Instruction review information
from the school system's data base about a given school. They then
go on site to that school to conduct a site visit and to help the
school principal and staff to take §tock of stréngthé and weaknesses
and consider directions\for improvement. -If.such audits ¢an be con-
ducted in a constructive. ahd not a threatening manner, it seems that
they will provide a good means of using eypluation for inprovement

at the school level. A

Cwrnicwlum-Tmbedded Evaluation

Another promising means of disseminétihg evaluation throughout a
school system is in curriculum—lmbedded evaluation. For ekampie,
Mastery Learning as practlced in Chicago, the CIMS program in Cin--
cinnati, the Diagnostic-Prescriptive Reading Program in Dade County,
and the School Improvement and‘ Instructional Wanagement Projects in

New York City illustrate how evaluation requirements and procedures

1
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can beg built into curricular materials: This approach is highly con-
sistent with a philosophy of evaluation that calls of the systematic
éollection of data to:provide feedback and guidance for improvement '
at the student as well as the school level.

Overall, then;—an interesting array of techniques are being used by
evaluators in the public schools. Some of the efforts are promising but
untested, and clearly there is a need for evaluation of these tebhniaues.
As mentioned above, testing continues to be a serious problem area for
schools. Much experimentation and improvement is needed in this arca

and perbaps a whole new approach to “he examination of performance

should be developed.

-SUMMARY

This chapter has presented a perépective on evaluation as a process
to guide decision making and to provfde a basis for accountability
reports. Pursuant to that view of evaluation, administrators, board
members, and evaluators in the school systems have been urged td
attend seriously to the explication and communication of their view
of evaluation. Subsequently, discussions dealt with how best (1) to
organize the evaluatioh function, (2) to promote effective use of
evaluation throughout the system, and (3) to provide inservice
training for participants in evaluations and users of the results.
fhe concluding section reviewed some of the techniques that are now
in use. . < )

[valuation is a vital function in the offerlné of\educational-scr—
vices. No system can-achieve its potential and maintaiq a high level
of service if it does not constantly assess its performance and modifv
practice accordingly. This is as true in the individual classroom as
it is in the office of the Superintendéncy. Those in positions of lead-

ership can help their systems adopt, implement, and use a sound and per-

vasive program of evaluation.

.



CHAPTER VI
PROSPECTS FOR SYSTEM-WIDE RENEWAL
Francis S. Chase '

The Urban Education Studies were initiated in the belief that there
were stirrings within our cities that might be forerunners of.a new era
of excellence in education. Admittedly, that was, and is, an optimistic
view, and the title of this chapter compounds that optimism by three
implied assumptions, which will be examined briefly.

« One of .the implicit assumptions is that cigy school syctems do,‘or
can, operate as integrated and interactive social systems. If so, o;e
would expect that events in one part of the system would trigger respon-
ses in other parts of the system. Yet as one recalls the unevenness of
provisions for education in our large citieé, it seems clear that even
the grossest instances of inappropriate provisions for education -- or

- even conditions that are patently miseducative -- may persist for years
\ without' produc ing any reasorable apprbximation of a constructive response
in other parts of the organization. Moreover, these instances of educa-
tional malaise often exist simultaneously with superb programs and schools,
which develop to a high degree the capabilities of those sér&ed; In rec-
ognition of tnis fact, Professor Guba, in the'first chapter of this report,
argues that schools operate, not in systems, but in loosely coupled organ-
fzations which tend to promote a kind of "laissez-faireism". )
The position taken in this chapter is simply that we have organiza-
tions known as school systems or school districts which do manifest some
of the characteristics of social systems operating within, and dependent
upon, other loosely'strqctured social systems known as community, state,
nation, and society of nations. Moreover, the local public school system
is linked tenuously, but inescapably, to state and national education sys-
tems which include all levels of education, both public and private. It
must be remembered, the:éfore, that city public schools do not, cannot,
"and should not operate as completely autonomous systems, buE must respond

to many kinds of impulses from the surrounding society.

161
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Thus, it is clear that system-wide renewal is not likely unless
there are sustained attempts to improve the linkages and the flow of
information within the school system, and between the school system and
external systems and forc to which it must respond. It is essential,
that there be a ceaseless f}ow and counter flow of information and
impulse between the Board of Education and the Central Administration
and every school and classroom. It is important also to have similar
flows of information and stimulation among the units performing differ—
ent functions, the schools, and the various communities to which the
schools relate. Only in this way can schools become increasingly respon-
sive -- and more effective in responding -~ to the educational needs
of those they serve.

Another assumption or implication of the title is that the term
"renewal' may be legitimately applied to the functioning of schools
and/or school systems. Unless one can assume that educétional-institu;
tions can be "restored to vigor"; o£ made more effective 22? efficient,
there is no incentive for educational improvement efforts. There is a
temptation, therefore, to treat the possibility of educational renewal
or revitalization as axiomatic. A third assumption which may be read
into the title is that it is possible for renewal to be general, compre-
hensive or "system-wide". TInstead of debating that point, the focus of
this chapter will be on delineatingzthe factors or conditions which
might tend to bring about a general reinvigoration of schools, educa- )
tional support services, and educational performance. The word "pros-
pects" in the title will be treated as a question: What, if any, (or how
bright) are the prospects for educational reform or remnewal -~ system-
wide or otherwise?. s

" PROBLEMS ABOUND

On an almost daily basis the newspapers and the television channels

present such bleak pictures of city public school systems as to raise the

question of whether public education is still viable. Every year thou-

\ sands of families vote in the negative by enrolling their children in

private schools or moving to the suburbs. The strain of keeping pace

with the incessant stream of apparently’ insoluble problems and often

-
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irreconciliable demands continues to take its toll of those charged

with responsibility for the schools. Five of the sixteen cities in
the Urban E .cation Studies have lost their superintendents, .through
resignation or dismissal, during the three-year period. Teacher ;trikes
in many cities greet the opening of schools each year.

The problems and perplexities, so vividly described by Guba in
Chapter I, give no sign of abating. Each yeér brings a new quota of
problems. Tax revolts are spreading, budgets are being stretched -
sometimes to the breaking point. The refugees from opprescion and pov-
erty continue to pour into the cities. Federal courts command the admis-—
sion of the children of illegal aliens, and the President disclaims
Federal,responsibility for the cos;s. ’

The doleful recital could continue éith hew stanzas added daily,
and recurring emphasis on illiteracy and 1o§ academic performance at all
levels. The schools, however, are not the enly insti&utions charged
with both failure and low aims. The police, health, and welfare depart-
ments struggle with poverty, unemployment, }nadequate housing, and
increasing crime rates. Like the schools, they too are entangled in a
web of poorly articulated federal and state requirements arising from
legislative mandates, court decrees, and, often conflicting; bureau-
cratic interventions: éity planning and zoning laws and even the most
elaborate urban redevelopment and rthabilitation designs produce effects
" other than those intended. Even at the national level, we hear that
there is no one id control. We are an urban society; and the plight of
the cities, and of the schools in the cities is tpe plight of the society.

The remedy, we are told, lies in (a) less gov roment and more pri-
vate enterprise, (b) returning education ‘amd~etHer services to the con-
trol of state and local governments, {(c) restoring the work ethig and
other Puritan values, or kd) in a grand national design which will reallo-
cate resources and responsibilities in a rational manner. The fact is
there are no easy solutions; and all of our political and social insti-
tutions are in for a prolonged period of painful readaption to a world
where science and technology have showered us with material blessings,

but also opened a Pandora's box of happenings which elude control. Fope —-

‘
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as in the myth -- remains, however, and should spur the efforts of
public and private.agencies, people of all classes and culthres, and
,leaders, wherever they be, to press forward together toward solutions
which will sustain the values essential to progress toward thgiideals
set forth in the Constitution and Bill of Rights.
OBSTACLES TO OVERCOME .

After months of careful research on the history of public education

in New York City, Diane Ravitch began to realize that:

...each major reorganization of the school system was the result of
intense political struggle, and that each of these battles coincided
with a'huge wave of new immigration.l )

Ravitch identifies a "constant theme in the unfolding qf New York
City's history"~in the reciprocal relationship between the. established
residents and the poor newcomers "living in crowded slums' and producing
a disproportionate share of crimg'and other problems. She casts doubt
on the legend that the public schools quickly inducted these unwelcome
newcomers into the mainstream of American life and opportunities. All
American cities and the public schools in the citiés are now attempting
to cope with conditions comparable to those which led Ravitch to say:

;..With each major wave of immigration - Irish, Italians, Jews,
blacks, Puerto Ricans - the scenario has been replayed. And in
each instance, the cultural clash of the old and the new has
occurred in and around the school:

The New York City scenario described by Ravitch is now playing, with
local adaptations, in every city in the land. The clashes between the
0ld and the new, the classes and the masses, the cultures and the races,
everywhere centeron the schools. Yet there are new elements, possibly
even new attitudes and a greater acceptance of cultural pluralism. Cer-
tainly'there is a firmer rej ion today of assignment of any group to
inferior statué; and, hopefylly, (1) an increased pefception of the
strengths inherent in the éxperiences of all cultures and races, and (2)

a spreading belief that all can and should be educated. The disadvantage

-

1Diane Ravitch, The Great School Wars (New York: Basic Books, Inc., 1914)
Preface p. xiii.

2Ibid., p.6.
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suffered by the victims of poverty and prejudice still present the schools -
with challenges which can be met only through~firm commitment to humane
values, coupled with great ingenuity and persistence in adapting curric-
ulum and instruction to differences in values, past expériences, and
pefsonal'characterisEics. Examples of such gdaptations were described in
earlier chapters; and will be summarized later in this chapter. t
STEPS TbWARD RENEWAL

At several points in earlier chapters reference was made to several
studies and publications which reflect relatively optimistjc_views of the
future of our city public schools and make suggestions for further improve-

mente. Another iﬁ this”category is The Future of Big City Schools,:3 which

offers a thoughtful examination of desegregation and other problems in urban
education. The editors have supplemented their own rich backgrounds in ur-

ban studies with testimony from both scholars and city scliool administrators
who are in the forefront of the battle to rescue our city schools from their
detractors and help them to come to grips with contemporary challenges.

A more recent book, Educating all our Children,4 carries a subtitle

"an imperative for democracy". It offers corvincing evidence from J.
McVicker Hunt, Ralph Tyler and others that early childhood education caﬁ

y make a difference. It deals constructively with a number of issues cru-

. cial to effective education for all, as indicated by chapters on "New

| Perspectives on 0ld Issues" by Edmund Gordon; '"Transforming the Structure
:of Failure' by Vera A.John and Eleanar Leacock; ""Systems-Development
PlénningiflEducation", by Moshe Smilansky; and "Educating the Linguisti-
cally and Culturally Different" by Henry J. Casso. It provides both encour-
agement and practical suggestions for those laboring to rescue urban educa-
tion from the problems which threaten to engulf it.

The most fundamental responsibility of a public school system it to

make sure that experiences Appropriate to the full development of con-
structive capabilities are put within reach of every child; and a correla-

1]
tive responsibility is to provide environments and inducements to stimulate

3Daniel U. Levine and Robert J. Havighurst, editors, The Future of Big~
Schools (Berkeley: McCutchan Publishing Corporation, 1977).

aDoxey H. Wilkerson, editor, Educating All Our Children (Wesport, Conn.:
Medlax, Inc., 1979). '
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efforts to seize the opportunities offered. Among the essential require-

ments for the discharge of these responsibilities are the following:

1. Unremitting efforts are made 2o ensune that the
‘ basic sRills forn Learning are acquired by every child in
the primany school and stnengthened in subsequent yeans.

The primary function of schools, and one that is prerequisite to the.per-
formance of other functions, is to develop mastery of the basic skills for
learning. Yet, no contemporary criticism of city public schools is heard
more often that that they have failed to develop the essential skills in
reading, mathematics, and language arts. All of the systems studied are
now laboring to perform this function more effectiVely. Promising prqgrams
which were discussed earlier in this report include Philadelphia's Early
Childhood Education, the Chicago Mastery Learning Program in Reading, and
Dade County's Title I Extended School Prégram.' There are many other excel-
lent programs directed toward mastery of the basic skills, but the three
mentioned are n&table for the high proportions of students affected and

for evidences of success.

7. Cwuvdcwlum and {nmstrwwetion are adapted appropria-
tely to the cultures, native Languages, special talents,
handicaps, preferred Learning styles, and aspirations of
individuals . .

Among the diverse needs with which urban school systems are now wrestling

are those arising from differences in cultures, languages and previous
experiences; those arising from difference in physical, emotional, and
mental characteristics; and those which represent creative talents or
special gifts. Among the adaptations discussed in this report are the
language programs in Dade County, the multi-ethnic social studies program
in Milwaukee, the programs for the handicapped in Columbus, the Chicago
Early Assessment and Remedial Project, and the programs for the gifted in

Denver and Norfolk.

3. Everyone fon whom the school system Ls nesponsible A8 treated
as a valued member of a schoof, on othern imstitution which is
characterized by a continwing search forn developable capabilities
and talents, high perfoumance expectations, and rnecognition and
neinfoncement of worthy achievement. )

During the Urban Education Studies, many schools of unquestioned excellence

were observed. \§ome of the excellent schools at the elementary level are

ha
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neighborhood K-3 schools; and éome are alternative schools of a.variety of
types. At the middle or junior high level, comparable differences are
found. The variety of oréanizat;ons.and offerings is even greater at the
senior high level; and many outstanQing comprehensive‘high schools, career
centers, magnet schools, and other alternatives were observed. Charactéris-
tics common to all the schools judged to be unusually effective are: dyna-—
mic leadership by the principal; a deep sense of commitment on the parf of
all staff members to 'the worth and educability of ail persons; and a con-

tinuing quest for greater effectiveness in realizing educational possibili-

|

f

4. Canefully designed cptional settings fon Learning are -
provided s0 that students and their parents may select the!
institutions best gitted to thein needs and a»spuwuows. ,

Some of the measures which have been identified as important contributors
to the success of alternative schools are listed in Chapter III and illus-
trated by brief descriptions of career centers and magnet schools in

Columbus, Dallas, and New York City. The alternative schools and(programs

which are enjoying the highest degree of success are characterizeé by care-

ful identification of the needs to be met, the population tq be sérved, and‘
the opportunities for appropriate plaéement of graduates. They also enjoy
the active participation and support of community leadg;s and oréanizations;
and they have carefully selected staffs of high competence. .

5. Careful provision 44 made §on coordination o4 in-school
and out-of-school experiences by treating parents as partnens
n education and the school and community as compﬂementmg
settings forn Learning.

6. Pensistent efforts are made to enlist the support 05 a
wlde varniety of community enterprises and agencies 50 -that

the education of children and youth may be enhanced by the
nesounces and opportunities offened by business and industry,
cultuwr~? and soclal (nstitutions, and persons of varnied talents
frnom + -ide variety of occupations.

.

Many forms of ol-community collaboration, with examples from several

cities, are discussed In chapters III and IV, and a summary of trends is

offered on pages 71-72. New types of school-community interacticn have

emerged in recent yedars as school systems hLave faced the challenge of the
post-industrial period. Consequently, complex networks of school-community

interactions are found in all cities. Sometimes these networks are well
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coordinated and orchestrated so that they involve a wide variety of organ-
izations and representatives of all socioeconomic levels and ethnic groups.
In other citizs, the coordination of activities leaves much to be desired
and important elements in the conmunity are deprived of participation.

7. Effective provisdion 44 made §ra continuing education

0f 8¢hool-4 ystem pensonnel and others engaged in cwwviculum - -
and instruction, administration and suppont services, on per-
formance of other educational gunctions.

The newer approaches to persomnel development and inservice education in-

corporate features that distinguish them from earlier attempts to upgrade
~\the-per§ormance of teachers through supervision, released time programs,

and required attendance through sessions planned for objectives determin-

ed by top adminf%trators. Among the types of inservice organizations which

are discussed are the Teacher Centers in New York City and Oakland, the

Management Academy in Dade County, and the Instructional Resoupce Teams in

Denver. Salient characteristics of the newer approaches to inservice educa--

tion are treated in chapters III and IV. '

§. Systems of planning management, and evaluaixon opejm,te
in ways, which peumit establishment and maintenance of the
previous gseven conditions, with optimum effectiveness, and
efficiency in the use 05 nesources.

Chapter III offers discussions and examples of planning, management, and
. evaluation systems and procedures in a number of city schonl systems; and
- chapter V provides a careful examination of the current status and future
possibilities of evaluation. It is obvious that all of these _systems are
only partial answers to the problems of estsblishing and maintaining mo-

’ memtum toward the gcal of appropriate and ef fective education for all; but
educators understand the potential and ghe limitations of these ip§tru—
mentalities much better than they did earlier.

. ALLURING PROSPECTS: AND FALSE TRAILS .

The sohoois,.as well as the society, have erected barriers to effect-

. ive education. 1In their efforts to align themselves with current ideas

and attractive technologies, school administrators have embraced one pana-
cea after another in successive waves of eupnoria and disillusionment. As

* a result, the charges'of extremism, faddism, and empty ritualism can be
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lodged against American education. In The Great School Wars,5 Ravitch

notes that "“Each era recoils from the excesses of its predecessor". She
documents this for New York City by the swings from control by the elite
Public School Society to the Ward System, with its strong infusion of
patronége politics; by the recurrent‘shifts from centralized to decen-
tralized authority; and by the movement from progressive reform under
<he influence of the educational experts <o new forms of popular control
and emphasis on the basics. . ‘ '

The nation-wide ''back-to-basics" movement, with its accompaniment of
minimum competency testing, represents a delayed reaction to a long era of
permissiveness and low expectations, which were institutionalized in the
form of ' soc;al.promotiips. While the reaction is overdue, it is to be
hoped that the response will be constructive attention to imProving con-
ditions for learning rather than a return to non-productive graderepetition.~

Among the current constructive responses are the Continuous Progress Pro-

gram in Chicago, with its linkage to Mastery Learning; the Early Childhood

Education Project in Philadelphia; the Extended School Program in Dade
County; and the Transitional Program in New York City.

_ Success will depend on truly effectide instruction in basic learn-

Aing skills during the early school years, with appropriate pre-school pro-

grams as required to set the stage for school success. Many factors have’
to be coordinated if there is to be genuine progress toward encuring that
children acquire the basic tools for learning before the end of the primary

school. One essential factor is a system which will tell each teacher,

¢

as precisely as possible, how far each
of the fundamental concepts and skills
guage usage. 1nstructiona1 management
communicate to each receiving teacher.

per formance of each'pupif. Cincinnati

pupil Las advanced toward mastery
in reading, mathmatics, and lan-

systems are essential in order to

in intelligible ways, the previous

and Portland are among the city

systems which provide this kind of information on a systematic and timely

basis.

’0p. Cit., p. 186.. .
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knothgr ingredient for success is inservice education of school personnel.
Atlanta and Denver are among &he cities which seem to be making a good use
of instructional resource teams as a means of helping teachers improve their
/ skills, : : ' L’
‘ In the hid-60's whep serious attempts were first made to adapt research
9Ad:develobmen: concepts to education, there were nigh hopes that the prac-
tice of educati mn might be moved from excessise dependence on untested theor-
ies and.trial- wnd-error approachgs. Mény envisioned the opening of a new
era in educatig1 when successive approximations to realization.qf well con-
sidered objectives would replace the rush to adbpt one ailuring but elusive
panacea after anothef. After fifteen years, it must be conceded that our
prescat research,develcpment, and informétiqp systems are not yet able to
provide any extensive sets of solutions that are "possible, economical, and
valid". Moreover, the nartial solutions which are developed are not com-
municated as rapidly as would be desirable to those who m-.ght make use of
. them for the improvement. of educational opportunity.
.- The research and development functioﬁ will become institutionalized
in education oniy when schools, colleges, and educational agencies generally
’ incorporate in their own operations whac has bed ~alled tte "effects orienta-
tion"” and use appropriate problem-solving processes to specify and achieve
the desired outcomes. The first requirement i; that all education agencies
engage constantly in a searchiag as;ggiTent of the needs for education of
those whom they seek to serve. The assessment must be conducted in such a
way as to move from symptoms such as dropouts; poor school attendance, and
low academic achievement to the underlying causes in the iqappropriateness
. or inadequacy of educational treatments. A second requirement is that the
assessment of needs leads to the identification of specific objectives or
effects which are perceived as important by these to be educated as well
as by educational personnel. A third requirement is a vigorous search for,

strategies and instrumentalities which seem well adapted to production of

' the desired effects.

_These aspects of probing and problem solving need to go on in every

district, in every school, in every community educational agency, and in
every institution of higher learning. Assistance in the various phases of
|
|
|

I
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this "systems improving" operation, hopefully will be forthcoming from state
education agencies, from regional service centers, from,experimental pro-
Jects, and from the organizations specialized to research and development.’
in education. The latter porganizations have a central responsibility not
only for providing tested products and systems, but also for assisting educa-
tional personnel to incorporate in ﬁhei; own agencies the kinds of processes
and mechanisms essential to continuing revitalization.

Some school systems in a hurry to "get-with-it", and under pressure
from federal authorities, installed elaborate systems of planning,management,
and budgeting without adequate staff training or sufficieht adaptation to
educational institgtions and functions. The result too often was a tremen-
dous consumption of staff time with little return in the form of more effec-
tive management and small -- or even negative -- effects on student achieve-
ment, or even on the matching of curracglum and instruction to demonstrated
needs. Too often the innovations of the past two decades, 1ike those of
earlier periods, were prompted more by a desire to get on the band-wagon
Or to erect a protective, screen against criticism than by a deliberate
choice based on careful analysis.

Among the more serious Wweaknesses which have characterized educational
planning up to the present moment are: (1) failure to identify deficiencies
in existing institutions and practices which are the source of iow perfor-
mance and/or virtual neglect of the needs of many groups and types,of indivi-
duals; (2) lack of clarity in the specification of desired outcomes and the
allocation of responsibilities for attainment of objectives; (3) failure to
consider viable alLernétives which represent a break with traditional prac~
tices; {4) inaaequate sﬁbcification of the major c;sts'and benefits to be
anticipated from giving effect to the alternatives posed; and (5) negléct
of essential provisions for evaluating the effects produced and introducing
modificativns as sequired to obtain closer approximation of the desired out-
come.

Under the best imaginable conditions, the path to system-wide educa-
tional renewal is filled with potholes and interrupted by unanticipated de-
tours. Anotﬁer factor buttressing resistance to change is educational

“faddism" or the headlong fnnovation sometimes{promoted by ambitious admin-
AN
*

p
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istrators. The desirable features of the more successful innovations are

unlikely to persist or togenerate systems renewal unless ways can be found

N \J
to recognize and reward creativity and zeal in meeting educational needs

and creating environments conducive to high achievement. Fortunately school

adninistrators and boards nf education in a number of our cities are giving

serlcus thought to how tc increase the dynamism and problem-solving power

of school bureaucracies.

Constant efforts have to be made to keep the operations of school

systems focused on the effects desired, and p~rticularly on the effects on

learning and the development of student capabilities. Safeguards should be
erected against allowing technological feasibility to outwels consideration
of educational utilization. Among the errors fo be avoided are the following:

-~ excessive attention to gathering and processing data without
adequate prior consideration of the educational purposes to
be served or the practical applications of the analyzed in-
formation; . )

—— production of impressive school profiles and evaluation reports
without sufficient effort to interpret and transmit the findings
in forms which would stimulate apélicatidn to school management,
classroom management, or instructional materials and practices;

—-- insufficient attention to triining of technical personﬂel in the
understanding of educational processes and skills for communica-
tion with. school personnel, and corresporiing inadequacies in
provisions for helping school personnel understand and apply
evaluation findings; .

-— failure to explore sufficiently the possible relationships be-
tween low test scores and .such factors as poor classrpom manage-
went, inadequate time on task, school leadership, and low expec-
tations; and '

-- emphasis on innovation without corresponding emphasis on estab-
lishing the conditions for continuous improvement of both old
and new programs. and procedures. . .

Inertia, which makes difficult any pronounced change in' direction or

pace of Qﬁtivities and the institutional characteristics described in Chap-

ter [I are among the factors which make it difficult to speed up educational

reform. There is a tendency for all large social systems to continue operat-

ing in ways that produce a minimum of discomfort. This leads to following

wellZworn path, aing accustomed channels, and refraining from "making

waves" or "rocking the boat". Schoolsbureaucracies, like other organiza-

.
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tions, strive to maintain equilibrium by rejecting or ejecting whatever, or
whoesﬁer, disturbs the accustomed rhythms of operation. The introduction
of 'new ideas, which demand a change in habitual behaviors, is regarded with
suspicion by those who are reluctant to modify habitual behaviors. Experi—‘
mentation i1s often frowned upon in school systems and other bureaucracies
where rewards tend to attach t. <eniority rather than to hlgh performance
. On the other hand, excessive innovation may serve only to distract
attention from the primary functions of education. The proliferation of
electives for high school students often resulted in avoidance of courses
essential to disciplined thinking. Chapter 11 elaborated on advantages
attributgble to well planned and managed Career Centers and Magnet schools;
but these also hold possibilities for poor choices uniess adgquate safe-
guards‘are maintained. ﬁoreover, the .history of reform and experimental
ventures shows that even the most promising innevations wither quickly un-
less carefully nurtured and adapted to changing needs. The most soundly
conceived, developed, and implemented 1nn6vqtions may ‘deteriorate unless con-
tinuously evaluated and reinv%gorated. The price of success for the alter-
native schools and programs, therefore,‘§s eternal vigilance in establish-
ing and maintaining the conditions essential to effective operatidns._oéten
pot enough thought is given to defining the essential éqnditions 50 that{
adequate steps may be taken to remove obstacles to effective fhnctioning.

R
- EPILOGUE ©

‘ v’

The essential ingredients to progress, towards system-wide renewal -

>

incluje persistent cultivarion amony all admﬁpistrgtors and schiodl personnel
of the .onviction that ali children can learn, and a consequent refhsal to
characterize the members of any group as of limited ability. ‘This‘requirés
« tha qommunication of high expe&fatinnq\for achievement, accompaniéd by
steadfast refusal to sgtlimits on what any individual can accomplish. It o
calls also for a constant search for the strengths based on indlvidualf N
racial. and cuitural experiences. It likewise demands conginnous ef foris
on the part of all teachers and other school personnel to z;) provi%f every
studént with Unnortnnitics for worthy achievement and (b) t» treat each
achereant as d stcppxnh stone to other kinds and higher levels of achieve-
ment. lhe'famxly, school, and community must share the reqponsip1lity for
creating environments conducive to learningand high endenvor.
) . ’ .
ERIC - T N o

s b




174

The ultimate aim of education-is development of the §ull nange 0§

comtructive human capabilities; and effective education nesults 4in
individuals '

who

who

who

who

who

have the capacity to acquine and wse many kinds of
knowledge for the enhancement of Ad_{ and othe)us,

are able to Learn through symbols of inany !und/.s
(Linguistic, mathematical, musical, pictorial},

and able alro to Learn from direct observation

0§ Lije and s vardied, phenomena, and te nelate
the one kind gf Learning to the othexr;

can express (deas clearly through speech and
wiiting 4{n thein basic Languages, and with some
facility in at Least one other fanguage on a
univernsal mediwd such as mathematical suymbols,

.music, On painting;

know how to estimate probapilities by sefecting

and analyzing relevant evidence, but necognize ) -
the Limi{ts of what can be known objectively and

the vast extent 0§ the unknown to be dealt with

through the, (nsights provided by neligion, phil-

osophy, and great Literatune of many- kinds, when

Lluminated by one’s own {magination and neglection;

have a just penception of themselfves and a fust

" appreciation 0§ the nights, needs, and potential-

{ties 0§ othens;

who

who

who

wno

tndens tan}'\ ow the health of society (s dependent
wpon §reedom 0§ . judgement and expression fon the
individual, and arne willing to exent themselves

to 5a4¢gua}zd thy, institutions that undergind free-
dom ¢§ thought amd othen human freedoms;

are guided mone often by neason than by uncensidened
emotions and prefjudices;

prize those things that contribute teo the well beding
and elevation of mankind above those that provide

‘only temporary pleaswre;

continue to Learn by te-examining the(r values and
assumpfions, broadening thein knowledge, deepening
thein appreciation of Life in its various mand ges -
tations, and putting thein faculties (ncreasingly
at the senvice of thein noblest aspirations. .




Name

“

Tomas ~ Arciniega
Damon Asbury
Samuel Bacote

Beryle Banfield

Jarvis Barnes
William Bell

Bettie Benjamin

David Bennett
Christine Bialek

Charles Bidwell
David Bickimer

‘Gerald Biernacki

Gerald Billow

Milton Bins:

Marjorie Buchanan
Robert Bush
Roland Calloway

~

‘Carita éhapman

Francis Chase .
Janice Choll
James Cibulka

Jean Conant
W. W. Cooley

Jay Cummings

APPENDIX A

Organization

San Diegc State Universify
Columbus Public Schools
Atlanta Public Schools

PERSONS PARTICIPATING IN SITE VISITS

- Visits, by Year

Creative Approaches in Instruc-

tional Resources

Atlanta Public Schools

.

Urban Education Studies

Washington, D.C. Board of-
Educatibn

~ Milwaukee Public Schoo{s

The University of‘hisconsin at

Milwaukee .

The University of Chicago
Pace UéivérsiCy 7
Toledo Public Schools
Toledo Public Schools

Council of the Great City
Schools

" Urban Educatior Studies

Stanford University

The Udiversity of Wisconsin
at Milwaukee ,

Chicago Public Schools
Urban-Education Studies
Chicagc Public Schools

The University of Wisconsin
at_Milwaukee

Toledo Public Schools
University of Pittsburgh

Dallas I@ﬂependent School
Pistrict

175 183
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77-78 78-79 79-80
1
1
1
1
1 1
7 1
1
\ P
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1 1
1.
1
1
4
’ 1
1
1
5 9 10
1
1
1
1
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Name

June Curry
Elizabeth Dagdigian

Gene’ Davenport

! T4

Sherman Day

William Denton

Organization
Notfolk Public Schools

University of Texas at Dallas

Dallas Independent School
District

Georgia State University

Dallas Independent School
District

Monica Deubel

George Dicks;n

Victor Doherty

Thaddeus Dumas

Harryette Ehrhardt
1

Garland Fairbanks

Mar jorie Farmer

Joe Felix
David Ford
Willard Fox
James Frasher
Gary Gappert
Marvin Gerber

Albert Glassman

. Daniel Griffiths
Egon Guba

Jerome Gutierrez

guth Harrell
Cliff Harris
Adeline Harfung
Stephen Hencley
Waldo Hoffman '
Paul Hovsep}én

Samuel Husk

Toledo Public Schools

The University of Toledo

Portland Public Schools

Oakland Unified School District

Dallas Indepe-dent School
District

01ld Doﬁinion‘University

The School District of
Philadelphia

Cincinnati Public Schools
University of Texas at Dallas
Bowling Green University
Georgia State University
Research for(Better Schools
San Francisco State University

The School District of
Philadelphia

New York University
Indiana University

Dallas Independent School
District

Detroit Public Schools
University of Texas at Dallas
Milwaukee Public Schools
University of Utah .
Indianapolis Public Schools

_Detroit Public Schools

The Council of the Great City
Schools ’

15
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Visits, by Year

Name ' Organization 77-78__78-79 _79-80
Barbara Jackson ; Atlanta University 1 ,
Michael Kean The School District of .
Philadelphia . 2
Valerie Knox Urban Education Studies 5
- Ruth Krawitz New York City Public Schools .1
4 Margaret Labat .Formerly Washington,D.C. and . J//
Evanston Township High 4
‘Joseph Leone " The Montreal Catholic Schools
Commission . 1
Emory ‘Leverette Toledo Public Schools 2
John Lievore Oakland Unified School Distr#ct 3
Yvonna Lincoln - The University of Kansas - . *
Willie Little Milwaukee Public Schools 1 1
Evelyn Luckey Columbus Public Schools 1
Catherine Lyon UCLA Graduate School of Education o
Thomas McCalla Int]. Institute for Urban and
Human Development . 2
Douglas Mahoney The School District of
Philadelphia ’ 1 -~
Dale Mann ., Teachers Coliege, Columbia Univ. 1
Nettie Mensia No;Eolk Public Schools . . 1
William Milan Hunter College and Yeshiva Univ. _ 1
Shari Nedler University of Colorado at Denver 1
Ne..l Nored Dallas Independent School Dist. ¥, 1°
Ewald Nyquist Pace University ' ;1
Fdward O'Hayer Chicaéo Public Schools . 1
*" Pablo Perez Dallas Independent School
‘ District . & 1
Paul Peterson University of Chicago .1
Philip Pitruzzello New York University 1
»  Vera Pltts California State at Hayward i
’ John Poster . " Fordham University 1
Karl Powell Milwaukee Public Schools 1
Paul Rankin Detroit Public Schools . 1
e ” Rodney Reed University of California 1 ,
Joseph Richardson Georgia Stat~ Univexsity ~1 . :
" ( '

v
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. . Visits, by ear
Name = . . : Organization .77-78 _78-79 79-80
Charlotte Rob%pson Georgia.State University 1
Carlos Rosa Chicago Public Schools 1
Arthur Rumpf ) Miid;ukee Public Schools 3
Margaret Saudders Norfolk Public Schoofs T - 1 :
. Richard Saxe . The University of Toledo . 1 1
Rozanne Schmidtlein Marquette University 1
{ Kathleen Schoonmaker Norfolk Public Schools x 1
David Schwandt - Urban Education Studies 5 6
Jay Scribner Temple University ‘ . 1 1
Frank Schulté _Oakland Unified Schpol Dist. 1 o
Barbara Sizemore University of Pittsburgh ' ' 2
‘ Calvin Smith ~ Columbus Public Séhools c 1
Maxine Smith i Columbus Publie Schools 1
Linda Soliz . Urban Education Studies ] 6
Joseph Sommerville The University of Toledo 17
Rosie Sorrells Dallas Independent School ‘
District . ) 1 10
Fred "Staub Ohio State University ’ 1
Danie! Stufflebeam Westerm Michigan State ° )
University. " 2
Allen Sullivan Dallas Independent School ‘
. District 1
Myrtice Taylor Atlanta Public Schools’ ’ 3
- Qénnan Thomas - Atlanta Public. Schools 1
Gary Thompson Columbus Public ~Schools 1
‘Joyce Tibbs Detroit Public Schools 1
Ralph Tyler Science Research Associates ci
Alvin Towncel _The Council of the Great City ‘
Schools , 1
Ronald Uritck . Wayne State University 1
. Leonard Valverde University of %exas at Austin 1
- James Walter Temple University 1
Janice Weinman ‘ Formerlv U.S. Office of /
’ Education 1




Name

Robert Willigms

Harriet Doss Willis
Donald Willoyer '

Nelmatilda Woodard
Benjamin Wright
Allen Zondlak

Organization o

Oakland Unified School
District

CEMREL, Inc.

Pennsylvania State
University

Chicago Public Schools
University of Chicago
Detroit Public Schools

3
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APPENDIX B

CONFEREES AND CONSULTANTS
CONFERENCES FOR CITY SCHOOL ADMINISTRATORS

A

Conference Year

A

Name 1979 1980
Damon Asbury, Executive Director, Columbus Public

Schools X

Jarvis Barnes, Assistant Superinteﬂdent, Atlanta Public

Schools , X
|

William Bell, Research Associate, Urban Eduration Studies x X
David Bennett, Deputy Superintendent, Milwa#}ee Public

Schools \ X
Gerald liernackd, -Executive Director, TOledO Public

Schoels X

William Bigelow; Supervisor, Cblumbus Public Schools X

Benjamin Bloom, Professbr, University of Chicago x

Angeline Caruso, Interim General Superintendent of

Schools, Chicago Public Schools - X X
Francis S. Chase, Director, Urban Education Studies "X . X
David Clark, Professor, Indiana University . X

Jack Culbertson, Executive Director, University Council .
fpr Educational Administration X

Luvern Cunningham, Novice G. Fawcett Professor of
Educational Administration, Ohio State University X

Robert Edwards, Principal, Columbus Public Schools X

Yvonne Ewell, Associate Superintendent, Dallas Indepen-
Dent Public Schools X

Edward Forte, Director of Parent Partnership, The School
District of Philadelphia X

Charlotte Frank, Director, New York Public Schools X

Albert Glassman, Executive Director, School District of
« Philadelphia - X

Cecil Good, Director,. Office of City-Wide Planning,
Detroit Public Schools pd

Tee Greer, Assistant Superintendent, Dade County Public
Schools ‘ X

.Daniel Griffiths, Dean, New York University X

Egon Guba, Professor of Educatiog, Indiana State University X

15,




Name

Richard Guttenberg, Deputy Director, New York City

. Public Schools

Joseph Hannon, Superintendent of Schools, Chicago !

Public Schools o

Walter Hathaway, Evaluation Administrator, Portland
Public Schools |

Gerard Heing, Assistant Superintundent, Chicago Public
Schools

Waldo Hoffman, Director of Secondary Instructioni '
Indianapolis Public Schools

Stanley Holliday, Supervisor, Indianapolis Public
Schools

tieene Hunt, Research and Development Manager, New York
City Public Schools

Samuel Husk, Executive Vice President, Council of the
Great City Schocels

James Jacobs, Superintendent of Schools, Cincinnati
,Public Schools

Beau Jones, Mastery Learning Project, Chicago Pub11c
Schools.

Evelyn Jones, Executive Difector, Elementary Education
Columbus Public Schools

J. L. Jones, Superintendent of Schools, Dade County

. @
Harold Karbal, Curriculum Director, Detroit Publié
Schools '

Michael Katimg, Consultaﬁt, Chicago-Public Schools

Peggy Kenner, Mamber, Board bf Education, Milwaugep
< Public Schools |

Nancy Knapp, Professor, Northern 1llinois UniverFity

Preston Kronkosky, Director, Southwest Educatioth
Development Laboratory |

Harold Lichtenwald, Administrator, Dallas Indepéndent
Public Schools

W. Thomas Little, Assistant Administrator, Milwaukee
Public Schools

Paul Loughrin, Deputy Administrator, New York City
Public Schools

Dale Mann, Chaifpérson, Department of Educational Ad-
ministration, Columbia University ..

J

.
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Conference Year

1979 1980
X
X
X
X
X
X
X
X X
> X
X
X
X N
X
X
M ¢
X
X
X
. X
X
X




.

T ) . l\\d_/ Conference Year

Name . 1979 1980

Walter Marks, Superintendent of Schobls, Montclair
Public Schools. i X

Dorothy Marlatt, G-T-C Teacher, Denver Public Schools X
Aretha Marshall, Director, Detroit Public Schools X

Thomas Minter, Deputy Commissioner, U. S. Office of
Edrcation . "

Dennis McCarthy, Deputy Director, New York Public
Schools : '

* Calvin McIntyte, Supervisor, Milwaukee ?uglic Schools X
Lee R. McMurrin, Superintendeant, Milwaukee Public Schools X

Patricia Morgan, éoqrdinator, Chicago United » Chicago
,Illinois o X

Nancy Naronm, Cdergulum Development Specialist, Chicago
\Public Schools . . X9 X

Doris Older, Division of Community Resources Data Bank, \
Chicago Public Schools - X

Muriel Ollivierre, Assistant to Chanceller, New York City
Public Schools X

William Perry, Administrative Assistant, Dade County
Public Schools ' X

Gary Peterson, Coordinator, Milwaukee Public Schools X

Joseph Pitts,gAssociate Superintendent, Dallas Indepen-
dent School District X

Arthur Rumpf, Curric::lum Specialist, Milwaukee Public
~ Schools X X

Nanzhichards, Secretary, Urban Education Studies X

K
-

Margaret Saunders, Director, Depagtmeht of Instruction,
Norfolk Public Schools ’ X ‘

Richard Saxe, Chairperson, College of Education, University
of Toledo X

Kathleen Schoonmaker, Superviscor, Norfolk Public Schools X
Maxine Smith, Director ESAA Projects, Columbus Public Schools X
Bertram Snead, Director, School District of Philadelphia X

Rosie Sorrells, Director, Earl& Childhood Education, .
Dgllqs Independent School District X

Tim Starck, Planning Division, Denver Public Schools X

“ Daniel Stufflebeam, Director, Western Michigan University X X

. ;.
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° . Conference Year
) Michael Syropoulos, Research Assistant,!petroit
Public Schools X
Myrtice TAylér, Research Associate, Atlanta Public Schools x vox

Philip Viso, Assistant Superintendent, Chicago Public
Schools - ' X X

James Walter, Assistant Professor, University of i
Missouri-St. Louis X

\/\

Willianm ﬁebster, Associate Superintendent, Dallas Indepen-

dent School District . X’
Dianna Worshtil, Executive Director, Curriculum,.

Toledo Public Schools . X

Alan Zondlak, Director, Planning, Detroit Public Schools x X
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APPENDIX  C
URBAN EDUCATION STUDIES
) glﬂorkshop for City School Administrators

Chicago, August 5-9, 1979
Sunday, August 5, 1979
6:30 OPENING REMARKS

Introductions, 'Developments, and Current Erphasis in
8chool Districts Represented

~
WF

- Monday, August 6, 1979

8:30 HIGHLIGﬁ?S FROM SELECTED CITHES

*

Dade County Dr. J. L. Jones
. Mr. Richard Vhite

Dr. William Perry

%hicago - Dr. Angeline Caruso
Mr. Philip Viso

. Detroit - Dr. Allen Zondlak
New York - Dr. Richard Guttenberg ’
Dr. Paul Loughrin .

Comments: Dr. Daniel Griffiths :

1:30 CAREER EDUCATION/ALTERNATIVE SCHOOLS
to “
4:30 Columbus - Dr. William Bigelow -

Dr. Evelyn Jones

Chicago - Dr. Angeline Caruso
Mr. Philip Viso
\

Philadelphia- Mr. Albert Glassman

<Dallas - Mr. Yrold Lichtenwald
Detroit - Dr: Aretha Marshall

\Ve
Indianapolis- Dr. Waldo Hof fman *
Milwaukee =~ Dr. Calvin HcInt§re

Comments* Dr. Thomas Minter, Dr. Daniel Griffiths, and
Dr. Francis S. Chase

l -.)

e
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7:00 MASTERY LEARNING ,

, 185

Dr. Benjamin Bloom, Professor, University of ChiEago

Al

2

'Tuegday, August 7, 1979

8:30\\\\ DEVELOPMENTS IN RESEARCH AND EVALUATION DEPARTMENTS

~N

N
Toledo

Detroit

Milwaukee \

Atlanta

New York
‘h‘

!

-

Dr. Gerald Biernacki

Dr,. Mike Syropoulos

Dr. Gary Peterson -_'

Mrs. Myrtice Taylor

Dr. Richard Guttenbérg

-

S~

Dr. Dennis McCarthy -

-

_ Comments: Dr. Daniei“éfiffiths, Dr. Daniel Stufflebeam, and
Dr. Gary Gappert
.1:30 CHICAGO MASTERY LEARNING PROGRAM ‘ -
Mr. Michael Katims, Chicago Public Schools
BETROIT.OBJECTIVES REFERENGED TESTiNG %ROGRAM
Dr. Cacil Goog, Detroit Public Schools
3:30 STA&DARDS ?@é RESEARCH AND EVAL??EEE&////,~

v Dr. Daniel Stufflebeam, Professcr, Western Michigan State
University ~—

Wednesday, August 8, 1979

8:30 EARLY CHILDHOOD EDUCAT ION

- Mr, Bertram Snead

; , Philadelphia .
Dr. Ed Forte . )

Dallas Ms. Rosie Sorrells
TALENTED AND GIFTED" PROGRAM
Norfolk , — Dr. Margaret Saunders

h . . ’
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12:00 .
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MULTICULTURAL EDUCATION - A
Milwaukee - Dr. Arthur Rumpf
CLOSING LUNCHEON

Presiding: Dr. Francis S. Chase, Director, Urban Education
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‘ . : RAPPENDIX D, ‘ ,

’ ' CONFERENCE FOR CITY SCHOOL ADMINISTRATORS
{

Conrad Hilton Hotel, Chicago, May 20-22, 1980

- v < e v

) Tnesdav, May 20
K4 12:3Q_ _HOPENING LUNCHEON. . vveeseecevsocssonsossoasssss  LAKE MICHIGAN ROOM v

z

s ’;Presiding: Samuel B. .Husk, Executive Vice President,
s Council'of the Great.City Schools'

;e Introduction ‘of Pagticipants . .

i
/
/ " Overview of Urban Education_Studies and Conference Agenda ”

/ -
-

/2:00  GENERAL SESSION.......tecvveeeveesnaseensesss LAKE SUPERTOR ROOM A
to . - Coping Wxtf’ObbtaC£eé o Edufattonaz Reu&tul¢za£&on,

%}Bﬁ~\.“Presiding. Francis S. Chaee, DirecQOr, Urban Education
Studies
."Céncepts‘Emerging from Recent Developments"
Egon Guba Professor of Education, Indiana University
» b
S ‘ _ _"Maintaiﬁing Momentum for Progress in Chicago
Angelime Caruso, Interim Superintendent Chicago Public Schools

i

- wu
o~ N ¢ "Moving Toward Desegregatibn and Quality Education" -
Lee R. McMurrin, Super«ntendent, Mi}waukee Public Schools

General Discussion .

7:00 DINNER.....Q<.......T.,...................5...PRIVATE DINING ROOM 2
Applying R 6 E tu Educational'veaLAionA ' - ..

Presiding: James Jacobs, Superintendent, Cincinnati Public
Schools . . ’

"Toward More Effective Evaluation" .
A&illiam Webster, Associate Superintendent, Accountability and
Development, Dallas Independent School District
"Prgmoting Use of Evaluative Data in Schobl_Plihn{ng" '
rvis Barnes, Assistant Superintendent of Research, Evaluation,

and Data Proces&ing, Atlanta Public Schools

. ~ ‘I‘.-\\\




.
7’
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- . ?
"Improving the Data Base for Instruction and Management"
Walter Hathaway, Evaluatioy Adminﬁstrator, Portland .

Ve

Publie Schools

-

“\

"Optimizi¥g the Role'of R & E in Educatipnaf Planning and Management"
Daniel Stufflepeam, Director, Evaluation Center, Western

Michigan University

" Wednesday, May 21'

8:30

' GENERAL SESSION, v

!

¢ oo

ooooo

-]

4

.LAKE SUPERIOR ROOM A

S&gn&é&cant Attennat&ueé zo Thadrt&onat Schools

Presiding: Gerard Heing, Assistant Superintendent, Department

of, urriculum, Chicago Public Schools ’
"An Expanding Program.for the Gifted" :
Kathleen Schoonmaker, Supervisor, Gifted and Talented
. o L Programs, Norfolk Public Schools

. “Report on B-C-T Program in Denver Public Schools"
‘s Dorothy Marlatt, B-C-T Teacher, Denver Public Schools" *
- , ) o
"Other Elementary Options" - :
Damon Asbury, Executive-Director, Management Services,
. . Columbus Public Schools .
" 6 él
Career and Vocationa1 Education" v
Philip Viso, Assistant Superintendent, Vocational and
Career Development, Chicago Public Schools

Albert Glassman, Executive Director, Career and Vocational
-, Education, School District of Philadelphia

10:?0 *GENERAL SESSTION....... B T T T T, I P LAKE SUPERIOR A

Mobilizing Resounces for Effective Education

James Walter, Assistant Professor of Education,
University of Misaouri—St. Louis

Presiding:

rd

"Superintendents Achievement Plan -~ Detroft" ]
Alan Zondlak, Director, Plann1ng,”betroj} Public Schools J@
"Long-Range Planning"
r Tim Starck Planning Division, Denver Public Schools




12:30

L p)

2:00
N . o
3:30
L
%
to
? 5:00
%

."Sch001;Communitf Collaboration"

Joseph Pitts, Associate Superintendent for Learning,
Dallas Independent School District

- - . -

LUNCHEON. -+ e vyeeeennennannneennceceessnanes. . BEL AIR ROOM .
. - - ’ A
Presiding: Irving Brauer, Director, Research and Evaluation,

s Chicago Public Schools .
a -
"The Redesigning) of Governance and Management in Urban School Systems
LuVern Cunningham, authority on urban education and former
. Dean of Education, Ohio State University 17
o ' .

GGeneral. Discussion
GENERALﬁSESSION...........:...................LAKE SURERIOR ROOM A

N

Accelerating Achievement 4in Basic Skifls

Presiding: Myrtice Taylor, Research Associate, At}anta Public Schools
"Mastery Learning in Reading" .
Beau Jones, Mastery Learning Project, Chicago Public Schools
"Extended School Program'" .
Tef Creer, Assistant Superintendent, Federal and State Relations,
Dade County Public Schools :
"Adaptations to Cultural Diversity" :

Arthur Rumpf, Curriculum Specialist, Milwaukee Ryblic Schodls

GENERAL SEssxou...................,....g.

Umuww,ty Counc/! M Educational Administration Pa/z,tnejwhw/s
- e
Jack Culbertson, Executive Director,\UniVeréiéy Council
J for Educational Administration

.LAKE SUPERIOR ROQM A

Presiding:

M"'The 1981 International Conference on Urban Education'
LeeﬁR. McMurrin, Superintendent Milwaukee Public Schools

"Preparing Leaders for the Twenty-First Century"
WalterMarks, Superintendent, Montclair Public Schools
. ‘\ ¢
"Information Use in Organizations in the Future"
‘Nancy Knapp, Professor of Educational Administratiom,
Northern Illinois University



_DINNER . .PRIVATE QINING‘ngM 2

Charactenistics of Effective Schools

Presiding: Richard Saxe, Chairperson, College of Educafion,
University of Teledo

David Clark, Professor 'of School Administration and Higher
Education Administration, Indiana University

vy Dale Manf, Chairperson, DepErtment of Educational Administrationm,
Teachers College, Columbia University

Thursday, May 22

GENERAL SESSION., : . LAKE SUPERIOR ROOM A -
Tneneasing School Effectiveness

Presiding: Joyce Tibbs, Acting Director, ESAA Pilot Projept/'>
Practical Life Skills, Detroit P.S.

"The School Improvement Project"
Charlotte Frank, Director, Division of Curriculum 2nd
v . Instruction, New York City Public Schools

A Self- -Correcting —- Self-Renewing Educational System"
Yvonne Ewell, Associate Superintendent, East Oak Cliff
Sub-District, Dallas Independent School
District

"School Planning and Management"
Maxine Smith, Director of ESAA Projects, Colupmbus Public Schools
. »

General Discussion
GENERAL SESSION ....LAKE SUPERIOR ROOM A
Cycles in the Histony of Americam Education

Presiding: Francis S. Chase, Director, Urban Education
Studies )

4

General Discussion

LUNCHEON\ LAKE MICHIGAN ROOPL\

Devising a PLatfonm §or Futuwre Action

Presid*gg: Jack Culbertson, Executive Director, University
v Council for Fducational Administration,

Francis S. Chase; Director, Urban Education Studies

General Digcussion




