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Preface , -~ -

¢+ This volume\ has been compiled, with the busy school
admynistrator iIn mind We have taken the best hiterature the ERIC

system has to offer, extracted the most important information it .

contains, and presented this matenal’in an easy-to-use form The
Best of the Best'of ERIC, Vo!ume 3 1s intended for use as a handy
reference volume Each chapter contains annotations ,of the
prime hterature on a topic of. current interest, to the school
administrator A quick perusal of any chapter gives the reader a

good idea of major issues and proposed solutions to problems in’

each of the twenty areas Each chapter contains reviews of about
fiiteen reports and journal articles selected for their currency,
relevance, and practical value

The Best of thé Best combines and updates issues forty-one
through sixty of The Best of ERIC, our annotated bnbhography
series It contains more than eighty new annotations of reports
and journal articles that have become available since the onginal
issues of The Best of ERIC were published Several entnes that
appeared in the original series have been rewntten and
expanded Items no longer relevant have been omitted The
voldme contains a tota of 306 annotations

The ERIC Clearinghouse on Educational Management pub-
lished the first issue of The Best of. ERIC in September 1974 Eight
years.and sixty issues later, the series has earned the distinction
of being 4 unique attempt to present readily usable information

in the ERIC systern to school practitioners This volume ts the

culmination of our efforts to deliver to school administrators the

créme de la créme —the best of the best of ERIC

Philip K* Piele )
Director
Y .
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ERIC
‘and ERIC/ CEM

-

The Educational Resources Information Center (ERIC) 15 a
natlonal information system operated by the ‘National In‘ftute of
Education ERIC serves the educatnonal gcohmunity by dissem-
inating educational research "results and other resource
information that cag be used in developing more effective
educational programs

The ERIC Clearinghouse on Educational, Management, one of

several deannghouses in the system, was established at the

Umversny of Qregon in 1966 The Cleannghouse and its
companion units process research reports and journal articles for
announcement in ERIC’s indéx and abstract bulietinsy
" Research reports are announced in Resources in Education
(R1E), avajlable in many libracies and by subscription for $70 a
year from the United States Government Prnting Office,
Washington, D C 20402 Most of the documents histed in RIE can
be purchased through tHe ERIC Document Reproductuon Service,
operated by Computer Microfim international Corporation
jogrnal articles are announced in Current Index to Journals in

+ Education CIJE 1s also available in many libranies and can be

ordered for $115 (plus postage) a year from The Oryx Press, 2214
N Central at Encanto, Phoenix, AZ 85004 Semiannual cumula-
tions ¢an be ordered separately -

Besides processing documents and journal articles, “the

- Clearninghouse has another nvajor function — information analysis -

and sypthebis ‘The Cleannghouse " prepares bibliographes,
hiterature revleWS state-ofthe *knowledge papers, and other
_interpretive research studies on topics. in 1ts educational area
The matenal in this publication was prepared pursuant to a
contract with the National Institute of Education, US Depart-

* ment of Health, Education, and Welfare Contractors undertaking

such projects under .government sponsorship are encouraged to
express’ freely. therr judgment in professionak and technical
matters Prior to publication, the manuscript was submitted to
the Center for Educatiopél Policy and Management for critical
review: and determiination of professional competencé This
publication has met such sfandards Points of view or opinions,
however, do not “nec sanly represent the official view or

A -

Prnted in the United States of America

No federal funds were used in the printing of this publication
Library of Congress Catalog Number 77-71714 ’
Cleaninghouse Accession Number EA 014 476

)
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.opinions of either the Center for.-Educational--Rolicy..and.——
. Management or the National Institute of £ducation
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Administration
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n Coursen, David. Administration of Mainstreaming.
’ chool Management Digest Sernies 1, No 22 Bur-
lingame, California. Association of Califormia School
Administrators, 1981 Prepared by ERIC Cleating-
house on Educational Management, UniV&sity of
Oregon 39 pages ED 204 834 .

The traditional “mainstreaming debate,” says Coursen, focused
on “whether handicapped studénts were betteroff in self-contained

Education for All Handicapped Children Act (P L 94-142) in 1975,
however, “the question 1s no longer an ‘either or’ choice between
the two settings,” School personnel now must educate handicapped
children 1n "the most effective and least restrictive educational
environment,” which means in the regular classroom as much as s
possible

Unfortunately, this well-intentioned law did not provide school
personnel with much guidance in the “nuts-and-bolts”+details of
adr‘mmstrétmg mainstreamifg Coursen here helps fill this void by
specifically describing just what administrators can and should do
to make/mainstreaming work )

Of course, specific skils are important in administrating main-
streaming, but "an appropriate attitude — a belief that all children
are entitled to appropriate quality education” — s the most essen-
tial element to mainstreaming’s success Thus, Coursen devotes
a significant portion of this excellent digest to an explanation of

‘the legal, political, and historical background of mainstreaming,

!

i

priate attitude toward the education of the handicgpped

Coursen explains the- provisions of PL 94-142—including its
requirement for'an Individualized Educational Program" (iEP) for
each child—and then describes recent Califorma legsslation
designed to abolish disability categories and provide services to
students on the basis of need The coordination of regular and
special instructional services i5 covered in detail, with special atten-
tion given to IEPs, setting educational objectives, proper place-
ment, and grading,

ing This 15 attested to by the many educators interviewed by the
author for this publication and by the numerous educational
articles that he freely quotes Coursen explains i detail the princi;
k%' pals role in administrating mainstreaming, including his or her
|

responsibilities in shaping attitudes, providing special services and
- an appropnate physical environment; and c.oorgmatmg participa-
 twve planning among various educators and parents

2
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Davis, E. Dale. Promusing Practices in Mainstreaming
for the Secondary School Principal 1977 17 pages
‘ ED 161 189

The prnncipal should be the leader, authority, and information
source on implementing mamnstreaming in his or her school, accord-
ing to Davis

Davis surveyed the llterdture since 1970 and asked fifty secon-

iC -

| -
| .
,

of Mainstreaming

\J \
special classes or in the regular classroom “*Since the passage of the |,
8 p 8

to help engender an understanding of mainstreaming and an appro-,

.- Jhe prinupal is-absolutely crucial to&he;uccessof mainstream .

Q?ry school principals to state five to ten promising practices they
would recommend to principals starting mainstreaming programs
The prncipals, all with programs underway, worked in Maryland,
Californta, Texas, North Carolina, and Georgia

Hav‘ngg found general agreement between the principals’ com-
ments and the-llteratur';é, Davis lists the ten most often recom-
mended practices in his fePort For example, the principal should be
thoroughly informed on state and federal regulations, as well as
local school board policy, and should inform his faculty on such
rules. The principal should motivate faculty etforts with tangible

-rewards (released time and so forth), assess faculty attitudes toward

mainstreaming, provide a personal model of the practice of
individuahzation, and supply the resources needed to implement
individualized instruction

Principals should also play a major role in encouragmg parent
involvement and create an atmosphere that nurtures the positive
social readjustment of all students atfected by the mainstreaming

program —handicapped and nonhandicapped
3 Dougherty, John W. “Implementing I1EPs—Implica-
tions for the Principal ” NASSP Bulletin, 63, 431
- {December 1979), pp: 49-54 E} 211 016

The Education for All Handicapped Children Act requires that all
handicapped childrep have an Individualized Educational Program
(IEP) prepared for them at the beginning of each school year But
just what should be included in an IEP? In addition, how can the

“least restrictive environment” defingd by the act be assuréd, and
What are the implications of the act for prmupals?

An {EP, Dougherty responds, should have sevéral elements The
student’s preset level of educational performance should be
described, including “"academic achievement, social adaptation,
prevocational and vocational skills, psychomotor skills, and self-
help skills ” A statement of annual goals, along with a statement of
“short-term instructional ob;ectwes " sheuld describe the objec-
tives of the student’s_program and the steps for getting there
Finally, the IEP shoul® describe specific educational services

b

needed by the student, mcluding all special educationatl services

and matenals, the dates special services will begin and end, a ist of
individuals responsible for the 1EP, critenia and evaluation pro-

cedures that will be used to determine whether the objectives are *

being met, justification for the child’s placement, and a description
of the child’s participation in the regular program

Assuring the least restrictive environment is accomplished by
first assuming that each child will be in #he regular educational
program, and then adding special materials and services as they are
deemed " necessary Most mainstreamed children end up in the
“middle area”” between regular and special education classrooms,
perhaps attending regular classes in some areas and receiving
special instruction in others .

The implications for the principal are formidable It becomes
the sesponsibility of the school principal to see tHat each child 1s
educated in as equitable a fashion as possible,” says Dougherty
Thus, the principal must see that teachers receive intensive and

»~ \
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2 practical developmental assistance in nstructing handicapped , student, to be more effective than a “loud” public one
) children, that parents are well informed, that handlcapped students But punishment can only suppress unwanted}behavuors, Heron
are not ha‘rassed by other students, and that handicapped students points out, ot teach new ones And it may have such side effects as
are properly oriented in the school - mcreasing avoidance or emotional behaviors, suppressing activity,
. ’ ' creating aversion to the classroom, developing a tolerance for .
. s Heron, Timothy E‘. “Maintaining the Mainstreamed punlihment requiring greater and greater intensity, havmg.a “spill-
. @ Child in the Regular Classroom The Decision-Making over” effect on other children, reirforcing the already low self- |
) \ Process.” Journal of Learning Disabilities, 11, 4 (April concept of many mainstreamed children, and providing a negative
1978), pp Y1016 EJ 186 801" ::o((;:l tthe other children may imitate when deaiing with these
udents

This article demonstrates that mainstreaming 15 not an esther-or Although punishment may be needed, it must be coupled with

; proposition —either a child can adjust in a regular classroom or not reintorcement, Heron says Peer rejection and negative interactions
Heron catalogs a wide variety of strategies available to teachers with teachers are the traditional lot of learning disabled children
and administrators when a mainstreamed child presents a problem Jhe classroom teacher will have to come to realize that a positive
(academic or social) ‘ reinforcing environment 1s es'sentnal if thew abilities are to be

The alternatives Heron presents are broken down nto those. enhanced,”. he says .
ilmed at the child, the normal peer group, and the teacher

Among the suggestions for changing problem behavior that are ‘ Johnson, Alex B., and Gold, .Veronica. “The
aimed directly at the child, several have to do with personalizing his 6 ) .

Principal’s Role in Implementing Rublic Law 94-142.
or her environment This could entail providing a model to imttate, Clearing House, 54, 1 (September 1980), 32.35 )
changing a seating assignment to increase teacher-student com- . 23 4122 ' ptember pp
munication, or arranging peer tutoring 0 -

For academic problems, the child may need to gain basic-skills Public Law 94142, also known as the Education for All Handi-
through individualized nstruction, peer tutoring, or programmed _ capped Children Act of 1975, requires that all handicapped children
instruction Finally, various behavior modification techniques can * be provided with access to a free and appropniate public education.
be tried Furthefmore, the act dictates that handicapped children be inte-

The next step 1s to look at peer relationships and improve them by grated, or “mainstreamed,” into regular classrooms and other
teacher modeling, discussion, integrating working groups, educational settings “to the maximum extent appropriate ”
rewarding appropriate interaction (such as with more free time for Unfortunately, say Johnson and Gold, most principals have little
the class), or reinforcing such interaction by a few target students education or experience in special educatiof™8nd thus “are often

Finally, teacher behavior can be improved by providing feed- uninformed about the needs and possibilities of handicapped
back, modeling, or inseryice tranmg Heron warns, however, youngsters:’ Moreover, P L 94142 “fails to outhine fhe extent to
against forced training, s@ying teachers should determine whether . “which-the building principal 15 to parficipate m the education of
they could benefit and Which skils to impréve ’ handlcapped children ” To help clear upsome of this confusion and

, All the suggestions are included because of proved effectiveness to give prncipals some guidance,. the authors here explain the

— n previous studies, wide apphcabuluty and lasting effects, accord- principal’s role in the implementatiprof manstreaming and outline
_ ing to Heron . strategies for facihitating teachers’ sacceptance of handicapped
children in- their classrooms .
R n - The first step in mainstreaming hangicapped students 1s to locate
5 Heron, Timothy E. “Punishment A Review of the them The principal can aid. thlsgprocgss by askmg newspapers and
Literature with Imp’l’|cat|on's for the Teacher of Main- television and radio stations to announce special screening
. streamed Children ” Journd/ of Special Educ’auon, 12, programs. Contacting doctors and social servige agencies can
/ 3 (Fall 1978), pp 243-52 E) 188 802 * further helpidentify handicapped students |
, Ané/ number of punishment systems can be effective in reducing Once located, each handicapped student must be provided with
disrubtive classroom behavior, Heron points out in this review of access to.a rarige of educational placements ranging from “least
studies involving both exceptional and normal children Equally restrictive—the regular “classroom —to, mos; restrictive —the
important, however, are his warnings about the possible side effects 3pecial class “ Intermediate placements——such as part-time
ot certan kinds of punishments Needed, therefore, are guidelines participation in regular classes or the provision of supplementary
to govern the use of appropnate disciplinary techniques ) services—may be appropriate for some children The principal

Studies have shown three' major types of ppnishment to be effec- must coordinate these mainstreaming efforts between regular and
tive averstve stimulus {a reprimand, for instance), withdrawal of a special education programs and must see that an ”mdwnduahzed
positive reinforcer (tree time), and withdrawal of an opportunity to educational program” 1s developed for each handicapped student
gain reinforcement (time-outj One interesting study in a regular in addition to these respon5|b|l|t|es the principal should help
classroom showed a "soft repnmand, delivered privately to a teachers adjust to mamstreaming Johnson and Gold discuss the

ERIC | :
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reasons for teacher resistance to mainstreaming and suggest a
comprehensive staff development program and several educa-
tional program modifications to help tgachers adjust

7 '

.

Jones, Reginald L., and others., “Evaluating Main-
strearing Programs Models, Caveats, Considera-
tions, and Guidelines Exceptional Children, 44, 8
(May 1978), pp 588-601 E] 184 928

Evaluatiori of mainstteaming prog}ams, required both by law and
common sense, is a complex process requiring the consideration of
many issues, say the authors of this thorough discussion To be
useful to decision-makers, evéluations must resolve the problems of
earlier studies and confront new questions ’

After describing some past studies and discussing various Impor-

int types of data that should be included in mamstreammg
appraisals, the authors present an exhaustive set of guidelines that"
designers of evaluations may find helpful both in structuring theur
task of information gathering and in greparing theur final reports to
make them thost useful to the readers

The guidelihes, which are ‘also helpful in assessing evaluatjon
reports, recommend inclusion of such details as the names and
addresses -of program planners and evaluators (for further inquiry)
and the purpose of the evaluation The guidelines also suggest the
broad range of data that should be evaluated, such as destriptions
of the mainstreaming model used, the subjects of the study (both
special and regular students), and the school, the community, and

1ts pohitical realities Information on instructional quality, academic”

achievemgnt, attitudes, student adjustment, social acceptance,
attendangh. cost effectiveneds, and more should also be provided
The authors argue for a variety of methods in evaluations, rang-

Ing trom statistics to observations, questionnaires, and standard

tests to descriptions and analyses of individual’cases In discussing
the assessenent of mgividualized educatidn plans they point out the
dearth of adequate measures, backed up by research, to gauge
achievement and pinpoint 1ts causes They suggest teachers should
be encouraged to share their observations, even' hunches, about

. what works and what doesn’t .

“Teachers can play a critically important roléyn the evaluation of
mainstreaming lt is the teachers, not the evall)ators who are In
constant contact with the children, matenials and daily problems

that arise,” the authors argue
Klein, Nancy K. “Least Restrictive Alternative An
. Educational Analysis ” Education and Trainihg of the
~ Mentally Retarded, 13, 1 (February 1978), pp 10214
B 3] 183 461 ’

The schools, the system, and the attitudes of parents and profes-
sionals all must change tundamentally to |mplement a true Ieast-
restrictive alternative for each child, Klein says

Beginning with a brief history of the educational philosophies
that have molded Amenican schools, Klein indicts the essentialist
model| that has held sway in recent dec ades tor shutting out whole
categanes ot children trom mainstream education and necessi-

ERIC., . Lo
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tating the rise of sp'eual,educqtlon as a dumping grqund for them
It ts clearly unjust and certainly immoral to continue to use
assessment procedures which identify the child as the root of the
problery, simultaneously condoning existing school practices,” she

* states , .

. In place of an educational model thet offers few choices to
parents and children and aims only to instill cognitive skills in
“willing learners,” Klein argues for maximum choice for all
studénts, equahity of educational experiences, and program decr-
sions ‘made by those closest to the chid, including special and
regular educators, parenls, and the child himself or herself

Klein presents a framework for analyzing the ‘concept of least-
restrictive alternative, ' including such elements’ as social and
physical integration, instructional interactions, ‘and ecolog)gof the
classroom situation Because tradition, standardization in schools,
and entrenched attitudes all mitigate against the changes needed,
Klein proposes a'massive program of reeducation for all involved in
education’

Parents and children, she argues, should be able to choose from
‘various alternatives in areas such as philosophical model, curricu-
lum, and instruction to find the most suitable option for each child

“If parents are to make infbrmed choices, they need education so
that they fully understand the elements of each choice, possible
comparative consequences, and methods of evaluating their child’s
progress Parents can become informed decision makers whose
input 1s required as an integral part of educational planning for
chyldren )

@ .

Mandell, Colleen }., and Strain, Phillip S. “An
Analysis of Factors Related tg the Attitudes of
Regular Classroom Teachers toward Mainstreaming
Mildly Handicapped Children * Contemporary
Educational Psychology, 3, 2 (Apnil 1978), pp 15462
E) 182 479

If mainstreaming 1s to be suc\cessfully implemented in existing
school systems, a positive attitude on the part of the regular class
teachers who receivé these children 1s essential Mandell and Strain
discuss several factors that were found to correlate significantly
with such an outlook and might be used to predict both which
teachers will be positive and what kinds of schqol environments
encourage that attstude . !

Number of years of teaching experience correlated negatively
with a positive attitude toward mainstreaming, Mandell and Strain
found, whereas previous experiences such as courses on diaghosing
learning ‘and behavior problems, special education teaching
expenience, nservice programs, and the number of university
courses on exceptional children were significant positive predictors

The three positively related environmental factors —team teach-
ing, presence of a resource teacher, and class size of twenty-five to
twenty-seven — are all, the authors'point out, easy to manipulate to

.ensure the success of a mainstreaming program

Other factors, including the positive aftitudes of principals and

special education teachers, did not correlate with positive attitudes
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4 " inteachers, but the authors suggest this may change in the future
The negative correlation may be due to the traditionaj isolation
ot special education teachers*and the separate tuhctions carried
out by teachers and prnincipals independently in regard to main-
streaming But imphicitin the federal guidelines 1s that placements
are to be made by a team which would include the principal, specal
* educator, and regular teather As a result‘of such a process, the
traditional communication channels would become obsolete
Challenge. Washington, DC  Teacher Rights Divr-
sion, 1978 47 pages ED 157 214

.’ Anticipating the problems and changes P L 94-142 will entall, an

. NEA panel held public hearings in three locations The panel visited

forty-three schools and heard from parents, teachers, administra-

v tors, and others on both the positive and negative aspects of such
}eglslatlon ‘

The panel discovered support for the intent of the law and many
problems in its implementation This report details those problems
and hists recommendations on everything from class size to trans-
portation

The panel chose Des Moines (lowa), Savannah (Georgia), and
North Santa Barbara County (California) for the survey, based on
such factors as proportion of minority students, balance of urban
and rural settings, and experience with mainstreaming laws The
surveyors included representatives of the national associations of
elementary and secoridary principals and the deaf, the Council for
Exceptional Children, and parent advocacy groups, as well as NEA
members . )

Thes readablereport, peppered with qubtes from parents and
professionals, provides a mix of anecdotal evidence an® broader
dis¢ussion of areas of conflict

The panel found that P L 94-142 will require dramatic changes
many public schools are not prepared toghake, financially and, in
some cases, bureaucratically or attitudinally One problem, for
example,.lies 11 the fact that educational training institutions are
not coordinating new training programs with the public schools
The most prevalent type of inservice training— “the fragmented
one-day, half-day, or two-day meetings and workshops, having little
continuity of purpose and content” —teachers consider the least
. helpfal

The panel recommends the creation of more practical and
relevant preservice and Inservice traiming, teacher centers, and
continuing inservice training by resource teachers ,

Other recommendations cover such areas as time, paperwork,
accountability, and child identification, including migrant and

other isolated groups
. Hﬂ Severely Handicapped after PL 94142~ Phi Delta
Kappan, 59, 10 (June 1978), pp 699702 E} 181 510
. Mandatory public educaticirmiay be in everyone’s best ultimate

Q . ‘
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Orelove, Fred P. “Administering Education for the .

Y

e

interests, but in the transitional period administrators are faced with
a raft of problems The.perils include the threat of lawsuits stem-
ming from noncompliance with the many requirements of PL
94-142 and the response of anxious parents of handitapped and
nonhandicapped children alike ;

Orelove gives an overview of these problems where adminis-
trators can be especially vigilant of the concerns of students,
parents, professionals, and the community, but he concludes “no
task 1s insurmountable ”

Some school distrcts began educating exceptional children
several years ago, he points out  Having weathered the imtial tribu-
lations and the aftershocks, they now handle the daily affairs
routinely

Some new considerations administrators must deal with are
teaching life skills in natural —nonschool —environments, giving
relief to teachers who may find thesr traditional free times being
taken up teaching eating and social skills during lunch and recess
periods, coping with the lack of qualified special teachers by
providing more inservice training, and helping professionals from
many disciplines develop a smooth team delivery of services to
handicapped children .

Orelove warns thatadministrators may be liable to lawsusts in the
next decade for failure to live up to the due process provisions of
the law or on quality issues adults concevably will sue because of
failings in thé special education they received as children

Hz f Paul, James L; Turnbull, Ann P.; and Cruickshank,
William M. “Mainstreaming A Practi#al Guide ”
1 147 pages ED 157 606 N

A
The promise of this book’s title 1s lived up to with voluminous _
detail on the planning, traning for, and implementing of main-
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streaming, down to such practical gmaelmes as not letting meetings
run overlong ‘ ’

No treatise on theory, th|sivolume begins with the assumption
that mainstreaming 1s comingland that its essence is 'the view that
schools are made tor studefts and not students for schools ~
Although the authors call mainstreaming a system problem
involvigg all educational levels, their focus is on the local school

Long, caretul planning i1s advocated, and the authors break the
process into phases They otfer advice on assembling a commuttee
and making it representative of all interested groups, preparing
statt, parents, and community tor the new idea, identifying prob-
Jems, and nurturing co\gmumcatnon

The authors devote a8 chapter each to inservice and preservice
teacher educahon—mattefs ot great importance, they say, to the
success of a mamnstreaming program Another key element greatly

phasized s leadership in both planning and implementation
‘The pndcipal is the educational leader who must provide the
necessary guidance and direction,” the authors say

13

Most discussions of mainstreaming assume that children coming
into regular classrooms from more restrictive situations witl need
some degree of supplemental service in addition to the general
curriculum A Vermont study on learning-disabled: youngsters
confirms this view

A group of twenty children were tested for reading, math, and
spelling ability three times prior to a_year in a special learning
disability program, at the end of that year, and after the following
year in a regular classroom During the year, they received
supplemental instruction in reading and maththree times per week
in half-hour sessions

The children were able to maintain learning gains in reading and
math during the mainstreamed year comparable to those made in
the special prtgram. but showed a significant decrease in gains In
spelling

Reading supplementation provided activities that focused on
each child’s observed difficulties in classroom instruction, revnew,l
clantication and repetition of class lessons, and rehearsal for future
classroom group Instruction Math supplementation reviewed the
concepts trom the regular program and reinforced them with many
game-oniented tasks

Ritter notes that the results of this study imply that learning

disabled children may need extra help If they are to maintain
academic progress when moved into less restrictive programs not
specially designed for them

14}
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Ritter, David R. “Surviving in the Regular Classroom
A Follow-Up of Mainstreamed Children with Learn-
ing Disabthities  Journal of School Psychology, 16, 3
(February 1978), pp 253-56 EJ 188 395

Sapon-Shevin, Mara. “Another Look at Mainstream
ing Exceptionality, Normality, and the Nature of
Difference ” Phi Delta Kappan, 60, 2 (October 1978),
pp 119-21 £} 188 651

Aruitoxt provided by Eic:

L}

Overattention to the many technical and administrative prob-
lems involved in mainstreaming or viewing it in 1solation from other
educational issues may cause us to miss the pom_f of this whole
exercise improving education for all children

If mainstreaming can be considered as "a conceptual and ethical
issue.” says Sapon-Shevin, the solutions might “be used a‘sggcatalyst
for significant change in school and society

Why not improve the whole system, she asks, instead of forcing
the "special” child to integrate into the “regular” mainstream,
which autematically dooms a certain percentage to failure with its
competition model? Sapon-Shevin argues against the exceptional-
normal labels,and the tendency to stress universal sameness which
implies differénces among people are negktive

Mainstreaming must be conceived of, not as chéngmg the special
child 50 that he will fit back into the unchanged regular classroom,
but rather as changing the nature of the regular classroom so that it
1s more accommodating to all chidren,” the author states

This should be accomplished not by totally individualized learn-
ing, as some opponents of competition advocate, but by coopera-
tion, making learning a sharnng of individual strengths Thus, “a
larger number and greater magnitude of differences could be
accommodated because all children 1n a class would not be
required or expected to be funchonig at an identical level * .

Such a model could ease the burden on teachers by using the
talents of ciass members for learning and ensure success in
education tor all the children, including those normal” ones who
would fail on a competitive grading

IS

Sowers, Ganelda H. "Observations of a Primary
School Principal after Four Years of Experience with
Mainstreaming ~* Paper presented at the American
Educational Research Association annual meeting,
Totonto, March 1978 11 pages ED 153 342

The news is good notonly did exceptional students adjust well to
mainstreaming-in the first four years after it was instituted in this
Rowan County, North Carolina, school in 1973, but all other
students benefited as well .

Sowers describes her school and its population, the process of
deciding on mainstreaming and preparing teachers and other staff
for the change, and their extensive inservice training

Because of this training, Sowers says, teachers benefit all pupils
by being more flexible, stressing positive self-concepts and respon-
sibility, and instituting individualized learning not only for mam-
streamed children, but others, too

“Goals have been set for other pupils as well as individual educa-
tional plans for the EMR pupils A wide variety of matenals’are con

structed for use in the classroom Individuahization gives each child /

the attention and traiming he needs at the level on which he s
working,” Sowers writes

Peer acceptance of the special needs children is high, she says,
and other children even request help from the EMR resource
teacher and consider it 'a real treat to be invited by an EMR pupil to
accompany him to the resource room on occasion ” Mainstreaming

[ . :
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has aiso ““created a new and exciting relationship between ‘special’
education teachers and classroom teachers They are very sup-
portive of each other A new eoncept of team teaching has
emerged,” she says )
The educable mentally retarded pupils have made progress both
socially and academicatly, she reports They benefit from better

modeling and from a “family grouping” system The groups are__ .

comprised of six to eight children who give each other encourage-
ment, support, and experience in accomplishing tasks, accepting
others, and developing self-discipline *

In short, Sowers concludes, mainstreaming 1s one way to “sgt free
the mind of each child who enters the classroom so that he may
understand as well as to know
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Alexander, Kern. “Administrative Prerogative
Restrajnts of Natural Justice on Student Discipline
!oumal of Law and Education, 7,,3 (}uly 1978), pp
‘331 -58 E) 183 307

LG}

4 Id

WOpld a student accused of stealing have had" the same,
procedural rnights in the 18805 as he does today? Alexander discusses

one such student theft case of 1887, describes the evolution of due .

ing
ismissal”
\

process requirémeqts since then, and concludes that if the same
student had been trnied today, he would have many more due
_process rights
School boards and administrators have always had to funetion in
discretionary or quastjudicial  capacities,
having profound impacts on the lives of ehudren Traditionally, the
courts of both Britain and the u ited States have been reluctant to”
intervene In this area’ to determie 1f school officials are acting
appropriatety . . .
More recently, however the courts have acted to hmit this
'unbrdled discration” of school authorities by laying down
guidelines designeg to ensure fundamental fairness for students In
Britain, the courts’ Interventions -are based on the concept of
naturgl justice,”:and in the United States on the similar cancept of
due process In both countrres, the new legal precedents “combine
to place new and extra-statutory requ1remen59n admlmstratlve
disciplinary actions which educational administration must

TN
. accommodate If students are to be given maximum Iegal farness

and equity

Alexander traces the onglns pf the concept: of natural justice
back to the Magna Carta and outhnes in some detail its
development since then The product of this indepth mquiry 1s a set
of guidelines that suggest “the administrator’s boundaries of
discretion” in student discipling cases The rudiments of “fair play”
are outlined, followed by the requirements of due process as
“ defined by British and'Amencan courts Three requirements fog an
unbiased hearing are presented, followed by twelve requurements
for “fawness” in a student discipline hearing
ﬂ? the School Admsnistrator *

(February 1979), pp 74-83 E) 196 061

Bright opens this amusing but informative article by recounting a
“is it
true,” his Yormer principal booms, “that federal judges are telling
school administrators how to run the schools?”” Bright's answer to
Principal Boardman 1s thi$ artycle, ‘Which discusses the current legal
problems of the schools, partlcu[afly as Bright has seen them from
the bench of the United States Court of Appeals

Two cases decided in the 1960s ‘¥nade 1t clear that the
Constitution, not the decisions of school pfficials, was the Supreme

,law of the schoolgrounds “ In the Tinker case, decided by the

Supfeme Court 1n 1969, students were suspended fot wearing black
armbands in protest of United States nvolvement in Vietnam The
Cour!-deudmg in favor of the students—ruled that students, too,

- ]QC | . .
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making decisichs

Bright, Myron H. The Constitution, the Judges, and »
NASSP Bulletin, 63, 424 .

.
S

are to be cdpsideted “persons undeythe Constitution They have
fundamental rights that the school Jfoard cannot abndge But the
Supreme Court, notes Bright, has/also repeatedly confirmied the
duthonty. of school officials “'to prescribe and control conduct in
the schools.”

The 1960s also unleashed a storm of civil rights cases, many
against school boards and admsmstrators As examples, Bright
e&;umerates seven cases that came before s court, including cases
th length of haw, sex . discrimination, and bases for teacher

~

In addition to personal rights, states Bright, students andteachers
have” the protection of due process requirements In bnef,
administrators must provide both students and teachers with a fair
heanng before suspendmg or dismissing them, to protect their

“liberty” and "'property” interests

ﬂ‘ Cle}r Delbert K. “Negative Statements in Letters of

. gtommendation From Defamation to Defense ”
NASSP Bulletin, 62, 422 (December1978] pp 3443
E) 192 368

School administrators usually do one of two thmgs when asked to
write letters of recommendation “they either say somethlng good
or they saymothing ' Besides being professionally irresponsible,
states Clear this behavior 1s unnecessary, for it 1s quite possible to
make negatwe recommendations “that are both educatio lly
responsible and legally defensible  This excellent article shows

Y ’how Tsing a simple checklist and an account of a court case to

llustrate the legal principles involved

If a defamation case 15 brought by a teacher against an
#ministrator for statements made in letters or by other means, the
fist and best defense s that of- truth. If the statements aré
substantially true, and can be proven so, the defense 1s complete
The “truth”” questions in Clear's checklist ask the admenistrator 1f
the statements are based on fiwsthand information, if the facts
support “opinion inferences’ made, If the facts are germane to the
issue, and if emotional bias has been avoided

Even if ‘the truth test fails in a court case, school administrators
are protected by a conditional privilege of immunity from

negatgve statements they make in recommendations This privilege

may be lost, however, if it 1s abused <!
Another sertes of questions in the checklist determines whether
the privilege was abused Were the statements made for a
legitimate educational purpose, to an appropriate person, and did
they contain only material relevant to the educational Purpose? Are
the statements believed to be true? Are there reasonable grounds
for this,belief? If any one of these tests fails, the administrator loses

his privilege and can be held lable for defamafgry remarks
( Educational ,Research Service, 1979 98 pages ED
176 406

Does a school administrator have a fight to/aieanng when he or

r

Delon, Floyd G. School Officials and the Courts.
Update 1979, ERS Monograph. Arlington, Virginia
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she is terminated? Is the school board’s authonty to transfe_r
personnel restricted by constitutional provisions? Does a principalis
search ot a student based on inforrhation obtained from the police
violate the Fourth Amendment?

These questions and mnety-sevgn others rey ewed here have
been decided by various state and federal courts Detween 1977 and
4979 Delon su%marlzes these court attlons by presenting the
question, the facts of the case, the court’s decisspn, and a
commentary for each case The one hundred cases are divided into
nine areas school boards, finance, contracts, collective barganing,
admunistrators, teachers, pupils, torts, and religion )

Although a reading of this monograph ‘can,bring one quickly up-

to-date on recent issues of lhitigation in education, Delon advises the
readey to “avoild making sweeping generalizations” from the
It s particularly “important, Delon
continues, to note which court rendered the decision”, decisions
made by federal district courts or state appellate courts can often
be reversed by higher courts In addition, state decisions may deal
with statutes unique to that state

To further enhance an understanding of the/cdurt cases
presented, Delon briefly discusses the courts’ approaches to
constitutional questions, particularly those dealing with the Furst
and Fourteenth Amendments Individual rights, property and liberty
interests, substantive due process, and equal protection are among

the constitutional issues discussed
1983, Civil Rights Act of 1871~ Journal of Law, and
Education, 8, 2 (Apnil 1979), pp 215-27° E§ 201 316

Jn the past two decades, the Civil Rights Act of 1871 (42 USC
Section 1983) has become “the most frequently used basis for
challenging alleged unconstitutional acts of school board members
and administrators,” states Delon Section 1983 reads in part
“Every person who subjects .anycitizen  tothe deprivation
of any nights, privileges, or immunities  shall be liable to the party
injured * Delon here reviews recent court cases that “provide a
more nearly complete constructlon of the statute,” particularly
those decisions dealing with the immunity and liability of school
personnel ’ ’

Court dgcisions in the 1960s established that board members ard
administrators are considered “persons” under Section 1983 and
thus are subject as individuals to the provisions of the:statute”
Nenther common law nor statutory immunity prevents actions
dgainst board members or admimistrators

How?ver individual officials retain immunity if they act in “good
faith” According to a 1975 Supreme Court decision, schoo!
official, to demonstrate good faith, must act without malice or ill
will and must not violate the constitutional rights of individuals The
Supreme Court has also recently ruled that school districts can be
considered as "’persons” under Section 1983, but the impact of this
decision, states Delon,.”remains to be seen” o

Recent Supreme Court decisions,also address the issue of

»

Delon, Floyd G. Update on School Personne‘l and
School! District Immunity and Liability under Section
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administtor lability fe¢ First and Fourteenth Amerdment
wolatn qs Retent rulings Based on the “absence of protected
conduct® standard, states Delon, seem “to assure that employees
and puplls cannot use the exercise of & constitutional nght to tie the
hands of school officials when legitimate reasons exist “%or dismussal
or expulsion” Other decisions indicate that “procedural
deficiencies that do not produce Movable injury cannot result In
sizable damage awards ’
.

Gluckman, Ivan B. - ‘Legal Aspects of the Principal‘s
Employment ” Chapter 1.n The Sehool Principal and_
the Law, edited by Ralph O Stera Topeka, Kansas
National Organization on Legal Problems of
Education, 1978 12 pages ED 172 328. :

The tirst principals were teachers of small schools who
pertormed somgadmnmstratwe duties in addition to therr regular
teaching tasks As schools grew, tRe-puncipalship gradually became
a distinct entity But because of the origins of the principalship,
states Gluckman, “‘principals are stll not differentiated from
teachers under the law of many states This situation 1s gradually
changing, however, as of sluckmans wnting, fifteen states
provided tH¥ basic essentials of a legal identity for the princif

Whether or not this legal identity exists, the pnncapal IS

generally recognized under the law as an empIOyee of the school
system rather than one of its officers” Employ status has
generally been beneficial for principals, Gluckman pomts.out, for
most of the legal protections recently granted to tegchers have
been extended to principals as well .
or example, administrators are usually granted tenure "9 ly by
virtue of their status as teachers * Tenure gives pnncapal;}cj;rtal’n

.

_ due process rights and a measure of job security, but bemt’g defined

on a par M‘\lth te°achers means that principals in some states can be
transferred to the classroom without cause

Even where no tenure statutes exist, principals have some job
protection via therr employment contracts However, notes
Gluckman, "like most contracts prepared by one party to an
agreement, they provide mimimal protection for the nights of the
other party ” Croup contracts negotiated between administrator
groups apd school- boards usually give the principal greater
protection .

The prncipal also has the constltutlonal protections of due
process Againaclassification as an employee appearg. to have an
advantage: “to the extent that principals are regarded as
adminsstrators, their constitutional protection may t;e reduced ”
Gluckman also discusses the elimination of principals, particularly
under the guise of. “administrative reorganization

l}ulletin, 65, 446 (September 1981), pp 16-23 EJ 249
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Godek, Joseph. “Prevention and Management of
113 N
“Do’yoif mean to say, Mr Smith, that you never bothered to

Sports Injuries —Questions about Liability * NASSP

" check on the availability of a telephone for summoning assistance

.
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in case of serious 1njury?”

This embarrassing and potentially incniminating question could
be asked of a well-intentioned and otherwise responsible coach or
administrator in your school or district someday To prevent this
from occurring, school administrators should carefully plan for th
prevention and.care of sports injuries and.should become we
versed in the legal precedents and requirement3¢hat delineate both
administedtor responsibilities and potenhal hab/! ies in sports injury
cases

Godek’s first piece of advice 1s to “understand the legal rules of
the game " All personnel involved it school-sponsored athletics
should ""be aware of accepted standards of performance for the
prevention and management of njuries ” Then, appropnate
procedures should be established for the prevention of injuries, the
care of injuries, and the return of injured athletes to par’uapatloﬁ’%

To prevent charges of negligence, administrators should make
sure the medical examinations for sports participation are adequate
in the eyes of the court, that equipment 1s utilized safely and meets
accepted standards of performance, that the playing environment
15 as safe as possible, and that coaches know how to modify actvity
according to conditions of heat and humidity In addition, arrange-
ments for health care delivery should be made before any team
starts practice, teams should have specific plans for dealing with
injuries, and coaches should be qualified in furst aid, but should not
perform acts they are not quahfied to perform

Godék elaborates on these and other recommendations and
concludes that “a degree of nsk 15 a realistic part of ashletics

hools must, however, be certain that the nisks associated with

thletic p?/uc:panon are kept at an acceptable level ”

23 King, Richard A. “The Prncipal and the Law”
Admunistrator’s Notebook, 28, 2 (1979-80), pp 14 E}

221 451

In the past few decades, numerous judicial decisions and
legisiative mandates have altered the principal’s role Today, says
King, “the role and legal status of the principal are clearly in a state

of flux” To help clanfy the current legal defgtion of the

principalship, King here examines the litigation and legglation that
have recently affected the duties and responsibilities, due process.
nghts, collective barga:mﬁg nghts, and certification requirements of
the principal ’

% There 15 no consensus among states concerning the defimtion of
the principajship In response to court and legislative mandates
howevet, the pnnc1pals role has recently become more clearly
defined in many state statutes Between 1971 and 1976, reports
King, the number of states defining by statute the legal status of the
principal rose from eight to twenty-four, according to surveys by the
National Association of Secondary School Principals

In certain states, nota5}y Florda, the legislature has sought to
clarify the role of the pr?napal by sh'nftmg prnmary decision-making

ionty and responsibility from the central office to the school |
site~ Although such a shift of power ~ usually referred to as ”sc}pol
at

2
‘ ]

legistature, several legisiative acts reviewed here by King lean in
that direction  ~_.

In’some ageas, the courts have been closely involved in clanfying
the principals role The constitutional rights of students, for
example, have been the subject of numerous important court cases,
several of which are reviewed here The courts have Limited the
pnncpal s personal discretion in student disuipline matters, but
at the same time have reaffirmed the principal s authority to
control student behavior ”

wg@ National Association of Secondary School Principals.

Child Abuse and Neglect A Legal Memorandum
Reston, Virgima 1980 9 pages ED 196 128

The National Center on Child Abuse arid Neglect estimates that
there are about one million cases of physical child abuse or neglect
per year In the United States. These cases are not —as s commonly
believed — limited to very young children Recent studies estimate
that over half of these abused or neglected children are of school
age - . .
Prior to 1960, no clgar legal descniptions of schoof personnel
responsibility for reporting child abuse and neglect existed But
between 1963 and 1967, all fifty states adgpted "‘reporting statutes”’
that require school personnel, among others, to “notify public
authonties of suspected chilg maltreatment ” This memorandum
reviews these reporting statutes, discusses the responsibilities and
liabilities of principals under the statutes, and recommends several
administrative actions for building awareness of the statutes among
school staff

Under most state statutes, principals can be charged with negh-

site management’’ —has not been mandated by any e
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,gence If they fail to report cases of suspected abuse or neglect
‘Mar, physicians rather than principa en “the essential targef

of suits for failing to report a suspected case of child abuse.” But_
under the legal concept of “foreseeability,” the principal who does
not take reasonable preventive measures, including instructions of
hisfher staff on the reporting of child abuse and neglect,’ can be
hgld hable for neghgence Staff members should be informed of
thewr reporting responsibihities through insefvice rams, the,
faculty handbook, and facuity meetings, thts memorandum
suggests ‘

Principals needn't

that later cannot
ing; statutes to
on to persons
s are afsoIn

“include prowvsions giving immunity from prosec
reporting child neglector at@se in good farith™” Prin
little danger of violating confidentiality of recor
the federal privacy act allows the release of records when the
health or safety of a student 4s at stake Inciuded are two tables
outlining reporting statutes, immunity provisions, and reporting
procedures on a state-by-state basis

Panush, Louis. “The Principal in Court” NASSP
Bulletin, 62, 414 (January 1978), pp 11521 E} 17\1

25 523

. Notsolong ago, states Panush, school principals were only rarely
involved as plaintiffs or defendants in court cases Today, however
pringipals are being challenged in court for a varety of reasons
Panush, former principal of Western High School in Detroit, has
himself been caught in this rising tide of schoof htigation and here
describes his personal expe;)sences in two cases in which he was
involved

In the first case —involving search and selzure—Panush was a
* complaining witness ” A teacher observed a student selfing pills in
his class and reported the incident to the boy’s counselor, who then
informed Panush The next morning, Panushrcalled the student into
his office and, with a secunity guard and the counselor present, had
the boy empty his pockets, revealing a bottle of LSD Panush called
the police, who arrested the boy, and a trial was eventually begun

After numerous attempts by the boy’s lawyer to suppress the LSD
as evidence because 1t was obtained by “illegal search,” a judge
found the boy guilty The judge stated “that the principal had a duty
to protect the student (defendant) and other students entrusted to
his supervision against the dangers of drug abuse, and that he acted
teasonably and legally ”

In the second case—involving student injury — Panush was a
defendant A student was injured in the school during a seemingly
unprovoked attack by other students Sixteen months later, the boy
1s father sued both Panush and the boarg of education for
tgence Panush based his defense on his gefasonable efforts” to
vent such incidents (which were rare} atéhon his immunity as
art of the school distnct After nearly five years of
ltigation —which js described in some detail —Panush was finally
leared

, because ~

2@ Piele, Philip K., editor. The Yearbook of School Law,

1981.. Topeka, Kansas National Orgamization on

' Legal Problems of Education, 1981 350 pages ED

208 580 T .

A state |aw that'allows religious matenials to-be posted in school
classrooms may be in violation of the First Amendment’s establish-
ment cladse So determined the Supreme Court tn a case summai-
ized 1n thrs volume describing and explaining hundreds of 1980
education cases In this case, a Kentucky law permitted the posting
of the Ten Commandments in the classroom The state Ieglslature
alleged it had a “secular intention” in allowing the Commandments
to be posted since they are precursor to today’s laws The Court,
however, in a fiveto-four rulipg, found that the Ten Command-
ments are "‘undeniably a sacred text”” and that merely posting them
served no secular educational function but rather the religious
function of inducing children to “venerate” the Commandments

\:ubllshed annually for the last thirty-one years, this Yearbook
summarnizes and analyzes state appellate court and federal court
decisions that affect schools Issues dealt'with include educational

» governance, employees, bargaining, torts, pupils, finance, and
property

Other cases cited in the yearbook ilfustrate the rights of sc}]ool
districts when dismissing teachers for reduction in force According
to a Massachusetts case, since state legislation did not require a
hearing when dismissing a teacher because of declining enroliment,
the usual dismissal hearning could be dispensed with A similar state

in Ohio was upheld by that state s tourt, which held that the

bo rd did not violate the right to due process by merely suspending

a teacher without the usual due process procedures when the sus-
—pension was due to reduction in force

The volume not only summanzes education cases But exylalns
their implications and importance It should be extremely helpful to
administrators as both a reference book and a means of keeping
abreast of the latest opinions in all cnitical areas of school law

Competency Test ” Phi Delta Kappan, 63, 1 (Septem-
ber 1981), pp. 18-20. Ej 249 911.

A “fair” competency test, according to a May 1981 ruling of the
U'S Fifth Circuit Court of Appeals, 15 one that measures what has
actually been taught Méreover, using a test that 1s not fair “to
determine who graduates 15 a vidlation of the equal protection and
due process clauses of the U S Constitution

Because this ruling will not be appealed to the US Supreme
Court, say Popham and Lindheim, it “will play an important role in
future lawsuits challenging minimum competency tests ” In this
article, the authors describe the Flornda case that led to ths rulmg,
discuss the implications for administrators in all states with mini-
mum competency laws, and suggest actions that administrators can

take now to prepare for future cases of this kind
The intent of a school’s instructional program, as described by

16 .

Popham, W. James, and Lindheim, Elaine. “Implica-
tions of a Landmark Ruling on Flonda’s Minimum
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course objectives, 15 not necessanly identical wuth the reahty of <4
what 15 actually taught The courts are interested in the maich -
between what 15 tested by competency exargs and what 1s actually
taught Only when the matchs good can ‘fairness” be established

But how can administrat@rs prove that their competency tests are
tawr? The authors suggest that administrators start collecting data
now for the almost certam legal challenge to come Two types of
data can be collected instructional materials, such as textbooks,
syllabi, and lesson plans, and records of actual clas;rOOm trans-
actions, such as ajectronic recordings of lessons or teacher and
pupil reports Th¥ first type of data c8uld be readily and
economically collected The second type would be much more
difficult to collect, but would be more compelling 1n court

Once collected, how should the data be presented in court?
Should educators ‘prese appransed evidence to the court’s
scrutsQy,” or should they bave 1t appraised prior to submittal by an
mdep-;}dgbptm?lpert? The authors again present arguments on both
sides and theh go on to consider other issues that will soon face
administrators attempting to defend the fairness of their
competency exams

28

Stern, Ralph D. The Principal and Tort Liability ”
Chapter 10 in The School Principal and theyw,
edited by Ralph D Stern Topeka, Kansas National
Organization on Legal Problems of Education, 1978
16 pages ED 172 337

A tort, according to a dictionary definition, 1s awrongfulact not
including a breach of contract or trust, which resiilts n Inyury to
another’s person, property, reputation, or the ke, and for which the
injured party s entitied to compensation " The most common tort
cases brought against principals, says Stern, concern “the "
‘determmatnon of whether a principal 15 legally responsible for
physical wafies Juffered by .a student,” in particular injuries
resulting from negligence, referred to as "unintentional torts

It 1s )impossible, of course, for the principal to prevent all injuries
to students The courts recognize this and will not, in general, hold a
principal hable as long as ‘reasonable and appropnate precautions
are taken” to prevent student injuries The yardstick the courts
usually use 15 the foresight and behavidr of ““a reasonably prudent
person *’ ‘

Defamation, another tort the principal may be involved in, -
involves “injuring another’s.good name or reputation ” In many .
cases, the principal may believe he or she has been defamed by
some other-citizen who criticizes his or her performance "There Js
little redress in such cases, for the United States Supreme Court
quoted by Stern, recognizes a “profound national commitment” to
open debate that ' may well include vehement, caustic, and
sametimes unpleasantly s arp attacks on government and public
officials

In cases brought agawnst the principal for defamation, says Stern,
the principal 15 usually safe unless the statements made were
knowingly faise br malicious in nature Principals also have a

“conditional pnvdege of immunity against defamation suits, -

Aruitoxt provided by Eic: ¥
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,_which s intended to permit government officials to perform their

" say

11
duties witheutwndue fear of being held Liable for what they write or

Stérn also bneﬂy discusses tort Liabilities resulting from the
deprnivatior,of consntutnonal rights
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Sttahan, Richard D. Managing a School’s Fiscal and ‘

Physical Resources ~ Chapter 11 in The School  ° |
. Puncipal and the Law, edited by Ralph D Sern |
. Topeka, Kansas National Organization on’ Legal

Problems of Education, 1978 13 pages ED 172 338

To be a good instructional leader, 1t 1s essential that the principal |
also be proticient in the management of the school s fiscal and |
physical resources In addition to basic management skills, the <
principal should have full knowledge of his or her legal |
responsibilities in all areas of school operation To help principals o
acquire this knowledge, Strahan here examines the statutory and |
case law gundelmes that are wital to good buillding and program }

management
Most school districts have policy statements that ampose s
= |
responstbility for the school’s property on the building “

administrator On assuming a principalship, Strahan advises, the
new principal should satisfy himself or herself that the entire
inventory of school property he or she is assuming is intact”
Strahan suggests that the ptincipal insist on an internal audit of all
school accounts, equipment, textbooks, and supplies before signing,
any document that acknowledges appointment and control

The ,pnncipal 1s also usually hable for managing cocurricular
funds, even though the funds are not generated by taxation Strahan
discusses several cases in which principals were charged with
incompetence because of ther "“improper management of,
extraclass funds” An added benefit of adept management of
various funds, Straan points out, 15 that 1t generates confidence:in
the principal’'s management abilities

Another potential area of principal habihity 1s in the purchase of
class rings, class and indvidual photographs, caps and gowns, and
so forth Strahan notes that “the principal may be personally habie
for such contracts unless the specific fund to which he may look for
payment 1s clearly wntten into the contract” Also discussed are
studant savings prOgran%{ property 1555 through vandalism an
burglary, and atutory prohibitions against influencing school
purchases
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Wetterer, Charles M. ~“Emergency  Situations
involving Alleged Student Crime ~ Chapter 8 in The
School Principal and the Law, edited by Ralph D
Stern Topeka, Kansas National Organization on
Legal Problems of Education, 1978 25 pages ED 172
335

Emergency situations mvolving suspected or alleged student
crimes demand immediate action by the principal Common sense,
discretion, and caution may seem to be all that are needed to deal ’
with such incidents, but, cautions Wetterer in this excellent article, "
“there are special jproblems —legal, physical and social—which




Aruitoxt provided by Eic:

" surround such emergencies
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it 1s essdntial, then, that a principal anticipate such situations and
have a general strategy prepared for epch type of emergency .To
help in this planning, Wetterer here present$ a discussion —with
numerous examples and suggestions —of the legal ramifications of
the principal’s actions regarding bombs and bémb threats, false fire
alarms, searches and seizures, and police investigations in the
schools .
Often, the prmcipal fimds himself* or herself an a “no win”
-situation For example, if a principal decides to searchea student or
the student’s Iocker; he may have to defend himself against claims
of Megal searth If the principal decides not to search, however, he
may be accused “of civil or even criminal negligence ” The legal
precedents, which the author outlines, are probably the best guides
for "reasoqable” prncipal behavior y
. The cpmplexity of what the principatmust know to avoid charges
of wrangdoing or negligence 1s further llustrated by the principal’s
interaction with the police. In most instances, “‘the principal may
deal with minor criminal acts commuitted i his schoo! and decide
on suitable punishment for the offender ” However, once the
principal realizes that the crime 1s of a serious nature, it 1s his duty to
cal¥the patice and refrain from further questioning of the student
The erntupal now niust behave as the protector of the student in*hss
“in loco parentis” role

.
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3IL Brodinsky, Ben. Student Discipline Problems and
Solutions. "AASA Critical- Issues Report Arhington,
Virginia American Association of School Admsnis-

‘ trators, 1980 81 pages ED 198 206 -

if you are looking for'a treasure chest of practical and usable
ideds on student discipline, this AASA Critical Issues Report is 1t
Author Brodinsky covers the topic.from A to Z and sprinkles his
clear prose wrth'nqmerous case studies and valuable how to’
hints " " ’
.—  The information presented in thrs comprehensive pubhcatlon
was gathered prmanily from a survey of over 2,000 of AASA’s 18,000
" members Additional information was derived from intérviews with
one hundred school administrators in variodas parts of the country
. and trom over twenty national, state, and regional agencies with
interests in student discipline
An inttial chapter provides an overview of the report, emphasizes
the importance of the principal in student discipline, and discusses
the cnitical role of superintendents and school boards in contralling
studenf behavior "All measures that educators use with regard to
student behavior,” Brodinsky points out, “fit into one of three
categories punitive, controlling ~or develoémental “ ~-The most
promising strategies may be the developmental measures, for they
are desrgnefj to prevent unacceptable behavior through curniculum
revision, improved Astruction, student activitigs, inservice educa-
tion, and other means
¢ The second chapter is an alphabetically arranged comptlation of
useful ideas and Practices that can serve as a quick reference for
unfamiliar terms Subsequent chapters detail school board policies
on discipline, student conduct codes, student handbooks, student
and parent involtement in discipline, useful approa(;hes for clags-
room teachers, inservice education for teachers, curniculun™
U improvement as a means of combatting misbehavior, vandalism
and violence, smoking, inschool suspensson, corporal punishment,
and suspension and expulsion
2
33-36, 41 EJ'203 097 P .
Discipline 1s a problem in today s schools! $ays Canter, because
“teachers simply were not trained to desl with the beha\'uor
problems today s students present. One solution is to provide
teachers with a sound training program in student management,
such as the "Assertive Discipline Program’ that Canter's educa-
tional consulting firm has developed.

N
-

‘ C?nter, Lee. "'Taking Charge of Student Behavior *
National Eleméntary Principal, 58, 4 (June 1979), pp

they lack the confidence necessary to “lay down the law in their
classrooms,” particularly with problem students A host of mis-
conceptions allows teachers to believe that some studer{s are
Fhable to behave Yet Canter states bluntly that “all students can
behave appropriately at schodl,’ despite neglectful parents, a bad
neighborhood, or an educational handicap The first step, then,
t0ward assertive. discipline 1s “for teachers to develop higher expec-

v
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tations of their own abslity to deal with all}udems "

This kind of confidence can be gained by implementing he
several d|5C|pl|n|né guidelines outlined in this article Furst, the
teacher must learn to clearly communicate his or her expectations
to the students regarding exactly what is and what is not allow
The teacher must also set up a systematic discipline plan” so.that
students know exactly what to expect if they misbehave one or
more times The key here is the consistency with which the rulesiof
this plan are implemented At the same time, appropriate behav{o
should be systematically rewarded with praise, other small rewards
or sendmg positive notes home

Anotber important aspect of an assertive discipline program 15 qts
coordination with both the principal and the parents Paren
should be sent a copy of the discipline plan, and the pancipal and
teacher should decide in advance what will be done with students

sent to the Ermcrpal s office ’
temporary Education, 52, 1 (Fail 1980), pp 24-29 Ej

" 237733 »

“When | study a school or school system that 1s experiencing
disciphnary difficulties,” Duke states, | concentrate on certain
critical aspects of the decision-making process * In particular, Duke
focuses on what he terms “options, itlusions, and dreams

Most school policy-makers see five primary options for improv-
ing skhool disciphine increasing rules and making punishments
more ' severe, Improving classroom management training for
teachers, allowing disruptive youth to leave school more easily,
improving campus securnity, and cooperating more closely withe
juvenile courts Although these options seem realistic enough, they
are fraught with unrealistic assumptions, which Duke exposes as
“llusions v

Instead of concentrating on these weak options, Duke contends,
educational policy-makers should focus on “dreams” — options that
“may seem |mpract|ca| at first,” but may ultimately “prdve to be
the key to success ' In particular, educators should consider the
reorgamzatlon of schools, changes in pubfic attitudes toward the
schools, and changﬂn soclety’s “opportunity structure

One organizational change that Duke suggests 1s the revision of
procedures by which teachers are recruited and rewarded “Urban
schools need a special kind of teacher,” says Duke, teachers who
are not afraid to innovate or face the dangers of change and stigent
aggression “SUth people exist,” and administrators should make
strong efforts to hire them Other changes that would facilitate tk{e
work of these teachers include higher salaries for urban teachers,
smaller class sizes, more personalized instruction for problem
students, and alterations in sentority policy

For these'organization changes to take effect, the public’s hostile
attitude toward the schools must be changed Duke recommends
, an increased dialogue between schools and citizens to debunk the
myth that schools can “work miracles that other institutions (includ-
ing the ‘family) have failed to achieve ” Duke’s final “dream” is to

1y ./ S

the Eighties Options, Hlusions, and Dreams ** Con

N

Duke, Danie} L. *“Making School Discipline Policy n__ -
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14, make the opportunity structure in the nat.on more just 50 that dis- incorporate these elements William Glassers approach, for
- enchanted youth can be drawn dway fromcnme . example, redisects student misbehavior to help the student recog- _ _

nize the underlying probfem and establish a mutual contract to
solve it " Rudolf Dreikurs’s model focuses on modifying the child’s’
basic motivation for behavior, whether it be desire for attention,
power, or revenge, or a.d play of inadequacy Thémas Gordon’s
plan "“1s based on two-way tommunication that develops respect
between the teacher and student.jp that: a no-lose solution td

. 3@ ERIC Clearinghouse on. Educational Management.
Classroom Discipline Research Action Brief Number
5 Eugene, Oregon University of Oregon, 1979 4

- fages ED 173 898

As many educators know, the 8isciplining of ddolescents 1s Often problems can be found ”
more difficult than the disciplining of younger children For this The choice of which discipiine program to use, Gary stresses,
1 reason, st seems, few researchers have chosen to focus on the area should be made collectively, with participation from teaché’rs,-
of adolescent discipline Of the research that has been done in this parents, gnd students Moreover, the impiementation of a discipline
. area, most has concentrated on the use of classical behavior modi program should be a deveiopmenital process that starté with an
fication techniques to control “inappropriate” behaviors But there examination of existing discipline procedures and philosophies,
Have also been encodraging results from other, more “humanistic * proceeds to an analysis of the school s needs and the staff s beliefs,
approaches to the discipline problem : and ends with a group consensus 'on a suitable and workable
Behavior modification techniques are difficuit to apply to teen _approach that agrees with everyone s philosophy on discipline
agers because most adolescents are unresponsive to such rewards Gary also discusses the d,sqpl,ﬁe program s effect on school
as teacher praise or the pfomise of good grades But researchers chimate and warns against the popular education guru who drops
have found one powerful motivator for this age group “the promise in and makes a grandiose pitch tor his or her favorite disciphine
of free time or early release from'sctfool ” In one experiment, for program "

_example, completion of classwork earned tokens that were redeem- N

"able for early release on Fridays The class rapidly began to Gil, Doron, and Heller, Philip S. Classroom Disci
complete classwork and earn tokens, while misbehavior dropped by 3@ plhine Toward a Diagnostic Model Integrating

75 percent “Thus a drop in fuisbehavior and a rise’in academic per Teachers Thoughts and Actions Occasional pape,
formance went hand 1n hand,” states this report - . Nb 13 EastLansing, Michigan Institute for Research’

Cntics of this approach, however, believe that behaviorism on Teaching, Michigan State Unwersity, 1978 15
affects only the symptoms of an underlying social ill, the problem pages ED 167 514

may in fact get worse “while the pam 1s temporanly alleviated
What of self-discipline, they ask, and what of the goa! of creatmg
“independent, self-managing adults’’?

One alternative apgroach discussed in this report 1s to train
teachers in basic counseling’ skills, particularly those of effectide

_ listening and nonverbal cues In one expeniment, teachers tramed in

such techmques increased their communication with problem
students, and behawor}'nprovéd significantly

Anoth\er interesting study found that discipline problems were
much less severe in “alternative” high schools The researchers
hypothesized that the factors responsible were “the small size of
the school, treatment of students as young adults, realistic attitudes
toward student behavior, and informality, responsweness and
understanding from teachers ”

According to Gil and Heller, there are four basic approaches to
disciphine the permissive, the authontanan, the behaviorisyic; and
the diagnostic The permissive, or laissez-faire approach, assumes-
that students are capable of disciplining themselves, whereas the
authoritarian approach assumes ‘the opposite —that student
behavior must be dictated by ap external authority or by rigid rules

The behaviorist approach, quite popular among educators today,
definitely 1s capable of managing behavior when applied correctly
But behaviorism has many faults, the authors emphasize, including
the possibility that it may only be treating the symptoms and R
1ignoring the causes of discipline problems )

A new approach to discipline, which has not yet been well
developed, 1s the diagnostic model that the authors explain in thss,
paper Essentially, the diagnostic model views the teacher as a clim-

- — cian who informally and objectively observes student behavior,
35 Gary, Ted. “Fust Steps mn School Discipline ” Princt makes a diagnosis as to why the student i1s misbehaving, and then

pal, 61, 1 (Septembir 1981), pp 1819, Ej 251 042 * provides the most appropriate treatme

Establishing and maintaining effective discipline 1s not a matter The emphasis in the model is on determining the underlying
~of coming down hard on students, keeping the lid on, or ¢racking cause of the misbehavior, be it a reading deficiency, personal or
" the whip Rather, says Gary, an effective discipline program is one interpersunal problems, or a family problem Once the teacher has
that centers on positive reinforcement, not punitive action In such reasoned out the probable cause of the behavior, he or she can
4 program, furthermore, students, parents, and staff all know that respond in an intelligent way, instead of blindly applying author

the structure of order 1s firm, fair, and consistent, ahd that rewards tarian or behaviorist techniques
and punishmeat are clearly established and enforced for all. One advantaé,e of this model 15 that 1t allows teachers to take a
There are, of course, a varety of specific discipline plans that broader view of dnsuplme and to begin to be able to help children

& .
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with theur personal problems It also gives teachers insight into their
own mental processes, resulting in better disciplinary decisions _

L
) 37 Guide to Sanity Saving Dusc;phne‘ Instructor, 88, 4
{ {November 1978), pp 59-61 E} 190 978

Several creative solutions to discipline problems are outlined In
this excellent, multiauthored article Lee Canter, author of Assertive
Discipline, discusses his approach to discipline and its one impor-
tant commandment “Thou shalt not make a demand thou are not
prepared to follow through upon

Frederc Jones also emphasizes assertiveness, in particular the
importahce of proper body language in being assertive Confrontm"g
a misbehaving student gs like playing poker, says Jones, with both
the student and the instructor raising the ante until one folds With,
proper tone of voice, body position, and use of Jones’s famous
“steely glare,” instructor can always win at this game “"When
children learn follow through consistently, that you can’t be
undone, or faked ouf, they will quit testing you ” ,

Another section of this seven-part article discusses héw to bandle
those students who are chronic attention getters The key'is to allow
‘such students to “show off"” In a productive manner For éxample, -
instead of constantly batthing a student’s attention-getting efforts,”
which often only adds fuel to the fire, the instructor might propose
to help the student wnte'a funny story to,read to the class at some
defined future time For every two minutes of this kind of positive
attention, state the authors, the teacher will save fifteen minutes of
disruption

Several other contnbutors-pnmanly school administrators and -
Snstructors —discuss thewr schools’ successful approaches to
discipline

58

Johnson:”James R. Procedures for Teachers of the
Severely Handicapped to Follow mn Controlling
Serious Behavior Problems within the Classroom
Change Episode Two La Vertne, California La Verne
College, 1977 78 pages ED 165 396

In 1977, a new federal law, the Education for All Handicapped
Children Act, became effective, making the states responsible for
providing free, appropriate ®ducation for all handicapped indi-
viduals from ages three to twenty-one The result of thes law is that_h‘//
many autistic and severely handicapped children who were
formerly housed in hospitals or kept at home are now attending
public schools

The main question now facing school administrators, says John-
son, 15 this "What are the acceptable procedures teachers may use
n controlhng severe behavior problems within the confines of a
¢lass qf severely handicapped children? To answer this question,
the Corona- Norco (Cahforma) Unified School District assembled a
problem~solv|ng group that included four teachers of handicapped
children, a principal, one parent, and Johnson, then sgrving as the
coordinator of special education After a iiterature survey and a
study of current practices within the district, a set of eight types of

Q -
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acceptable behavior control for use by classroom teachers was
established, with particular attention paid to the legality of the
approved techmques
For example, 'Planned Ignonng,’ Loss of Prmleges and
Positive Reinforcement™” are approved techniques when apphed
according to the d%med procedures Certain types of corporal
punishment are also allowed, the most severe being aspanking The
procedures allow a spanking only when there 15 an adult witness
and require that the details of the spanking be recorded 1n wnting s
for the bullding principal and be reported verbally to the parents
The approved procedures list 1s a great benefit for the teachers of
the handicapped classes, reports Johnson, allowing them to easily

) explam the program to parents and get thetr written approval At the

sdme time, they know exagtly w what 1s and 1s not allowed, and they
are confident that the defined procedures are fully in fine with both
administrative pdllcy and state and federal laws Included 15 a N
lengthy discussion of the hterature on thé discipliming of handi-

capped children v .
33@ jones, Frederic H. “The Gentle Art of Classroom .
C Discipline ” National Elementary Principal, 58, 4 (June

1979), pp 26-32 E) 203 096. .

For decades, says Jones, discipline has been a bad word in

professional Curcles, largely because to most people it connotes
only punishment Even in teacher training programs at colleges and
universities, classroom management techniques are rarely covered
n any depth, the rationale being that téachers will “pick it up on the
job  Thus few teachers, even expenienced ones, are properly y
trained in the thanagement of discipline problems

One solution to-this probjem 15 an inservice training program in
classroom management, such as the “Classroom Management
Training Program’ (CMTP) that Jones directs Rather than training
all teachers directly,” CMTP uses a pyramid technique that rehes on
developing expertise in a few teachers and administrators, who then .
pass on the knowledge to their colleagues :

The most common method of student management 1s "limit -
setting, or ”consustently disallowing infractions of basic classroom .
rules  Fust, the instructor sets down a few "'sensible, operational
rules” for each lesson format that he or she 1s walling to consistently
and quickly en"force If, for example, a child 1s talking in class, the
instructor faces the child squarely, says his or her name firmly, and :
looks him or her in the eye If the child does not respond, the\
instructor goes through a set procedure of calmly but firmly
approaching the child, and eyeballing him or her while only inches -
apart, If necessary Jones's description of this latter techmique s
absolutely chilling

Incentive systems can also be powerful disciplinary tools, par
ticularly when they incorporate the element of peer pressure In one
such system, a preferred activity” 15 planned at the end of a period
of work When students misbehave during the work penod, the
instructor clicks a stopwatch, raises it above his or her head, and

" ,.announces to the class that the time for their prefe.rred activity 1s

being reduced by the misbehaving student
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room ”" Action in Teacher Education, 1, 2 (Fall-Winter

1978), pp 1115 EJ 197 172

Since at least the beginning of this century, the controversy
between traditional and humanistic approaches to discipline has
raged, with furst one viewpoint then the other gaining dominance In
the early 1900s, states Kohut, the Progressive EdOcaton Move
ment challenged the traditional view of discipline with a more per
missive and humanistic self-discipline approach  This viewpoint
was in turn attacked by traditionalists, and a back-to-basics
approach was eventually restored

in the 1960s, a new wave of humanism struck, with a resulting
deluge of educational reforms and new approaches to classroom
communication Now the tide seems to be turning again, as trads-
tionahists blame declining SAT scores and increased turmoil in the
schools on the permissiveness of the humanistic approach Today’s
classroom teachers, many of whorh were students in the 1960s, are
understandably confused and frustrated in their search for effective
discipline gylde?nes As a first step toward alleyiating this confu-
sion, Kohut encurages school personnel to define their ideas about
discipline and compare.them with their colleagues’ conceptions

To some educators, discipline 15 synonymous with classroom
maffagement But classroom management is too broad a term, says
Kohut, Eefemng to virtually every interaction and activity that takes
place in the classroom Conversely, discipline 1s not just pumish-
n\1ent Rather, discipline refers to a two-dimensional system of train-
ing that nvolves both imposition by educators and the develop-
ment of character and self-<ontrol by the individual student Once a
school’s personnel have agréed on what discipline in the cldssroom
should be, concludes Kohut,Ithey can design an effective and
c¢onsistent schoolwide discipline program

il '
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Lasley, Thomas J. “Helping Teachers Who Have Prob-

lems with Disciphne—A Model and Instrument”

NASSP Bulletin, 65, 441 (January1981), pp. 615 E}
, 238663 -

Teachers need more than general suggestions for improving
student disciphne~they need specific advice on specific incr
dences of student misbehavior Providing such advice, says Lasley,
requires that pnincipals have a “theoretical model” of student dis-
ciphine and ““an instrument which translates the model in terms of
improved supervision of teachers ” Lasley here presents such an

instrument —essentially a rating form to be used while observing_

teacher§— and explains the premises on which it 1s based.

The three ‘theoretical propositions” underlying the
instrument—"culled primarily out of the research conducted in
classroom settings’” — are as follows. private corrections are more
effective than public corrections, commands requiring an immedr
ate student response are better than commands to be followed
later, and individualized commands are. better than group
commands

These propositions are “placed on operational continua” on

s

Kohut, Sylvester, Jr. “Defining blsciphne inthe Class- +
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Lasley s » Discipline Anajysts Instrument” the more effective
responses afe placed at one end of a rating scale, gnd the least
effective at'the other In addition to these rating scales for the
teacher's response to asmisbehavior, the Discipline Analysis Instro-
ment includes spaces for "indicating the type of activity during
which the student misbehavior took place, the type of misbehavior,
and the student’s response to the teacher’s correction

" After the supenvisor has observed and recorded the data for at
least twenty-five misbehavior incidents, a teacher-supenvisor con-
ference 15 held From the forms, patterns of teacher responses can
be detected and problem areas identified * ’

The supervisor can then help the teacher plot strategies, for

improvegment, particularly for misbehavior incidents that the super-
v¢§or“recorded but that the teacher did not respond to
__ \ -
@?2 Lipman, Victor."Mr Glassers)Centle Rod
American Education, 14, 7 (August-September 1978),
pp 28-31 EJ 20Q 758 : N
Disciphine without punishment? That's what the propohents of
William Classer’s ideas are saying is not only possible but already a
reality in many schools Glasser, the author of-Schools Without
Falli':re‘:‘ has takensome old tdeas and organized them into a
rent plan for.mgdifying student behavior -
The Rey to thé Glasser Method, says Lipman, s mvolvement’
nts cause problems because they are not mvolved with
ol :Teachers hsve little control because they are not involved

with students ”* So the first step i1s to increase involvement with,
students by being personal, listening to students, and being their

friend ,

The next principle of the Glasser methodhis to ““deal with present
behavior * When students misbehave, ask them what they did, not
why they did it, the latter mviting “a tangle of finger pointing and
accusations ” Also, don't dwell on past falures “Reminding
Tommy that this 1s the ninth time this month he has whacked some-
one with a ruler encourages a built-in fatalism, a sense that behavide
cannot be changed ”
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After makmg the student.aware of what he or she has done, get °

the student to make a value judgment_about his or her behavior
"This may take some deing, Lipman admlts, particularly getting
some students to realiZe the wrongness of their actions Once this is
achieved, though, the teacher can help the student make a plan and
a commitment to change that behavior At ail times, the adult and
child work together instead of the adult handing down decisions.
And even when the chiid fails, the teacher continues to express
confidence that the child can do better next time
Although proponents “claim that punishment plays no part in the
Glasser method, certain extreme actfons have "natural conse-
quences The difference, according to Lipman, is that ‘punishment
15 otten arbitrary and une;pected, but natural consequences come

as no surprise ’
43 15 a Discipline Problem Action in Teacher Educa-
tion, 1, 2 (Fall-Winter 1978), pp. 3740 EJ 197 174
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Mclemore, William P. Make Contact Before There

How can a teacher short-circuit classroom mlsbehavuor before it
occurs? One promising approach, outlined in this article, 1s for the
teacher to hold an open house for parents, centered on the theme of
classroom discipline

Mclemore recommends that teachers first dlscuss open house

- plans with the pnncipal and get his or her approval Next, the

“teacher should explain the open house to the students and their role
init Invitations sent to parents by mail or carried by students should
have a tear-off portion for the parents’ responses, and parents who
do not reply should be contacted by phone '

The open house itself might iftlude name tags for parents,
refreshments served by students, and a program of the hour’s
events. McLemore suggests that a glest speaker be invited —a
teacher, principal, college professér, or school social worker — to
give a short talk on the nature and importance of the school’s disci-
pline program A question and answer period should follow

The pnmary advantage of having such an open house Is that

“students will observe the teacher soliciting parental cooperatlon
and support before a disciphne problem occurs ” Thus, the student
will realize that if he or she should misbehave, there is a very good
probability that the teacher will contact the parents

After the open house, parent teacher conferences should be held
to further enhance communication between school and home The
teacher should listen attentively in these conferences, for in many
cases the causes of a student's misbehavior will be revealed

44

Multhauf, Arleen P.; Willower, Donald },; and Licata,
Joseph W. “Teacher Pupil-Control Ideology and
Behavior and Classroom Environmental
Robustness * Elementary School Journal, 79, 1
(September 1978), gp 4046 Ej 192 895

Teachers pupil-control ideologies can range from the humanistic
or permissive at one extreme to the custodial or authoritanian at the
-otW«emse, teachers actual behaviors in the classroom can

ranfe over this same continuum, but an individual teachet’s

+

.

: ¢

ideology may or may not match his or her behavior

Thg question addressed in this study was whether a teacher’s
behavior (as perceived by students) and ideology correlated with
the drama or excitement that elementary students felt in the class-
room. The drama of school life, of its “environmental rebustness”
as the authors call it, was measured with a questionnaire adminis-
tered to the 800 fourth, fifth, and sixth graders studied Teacher
behavior on a humanistic-custodial scale was indicated by students
on another questionnarre, while the pupil-control ideclogies of the
seventeen female and fifteen male teachers were measured with a
similar rating form administered to the teachers

The researchers found, contrary to their expectations, that there
was a strong correlation between the humanism in a teacher’s pupil
control behavior and the robustness that students felt toward thewr

school life The authors speculate that “the leeway that humanistic ,

teachers give students often leads to disorder and a higher level of
conflict than is found in @ more custodial classroom,” thus giving a
higher level of “drama” in the classroom

In contrast to teacher behavior, there was no significant correla-
tion*between teacher ideology-and classroom robustness But when
the data for male and female teachers were separated, it was found
that each group had a significant but opposite correlation For male
teachers, the more custodial their 1deoclogy, the more robust
students perceived their school life For the female teachers, the
opposite held true a humanistic ideology correlated with a robust

< lassroom
Defuse Them * NASSP Bulletin, 65, 448 (November

1981), pp 53-58 Ej 252 248

According to one popular theory, there are four goals of student
misbehavior attention, power, revenge, and display of inadequacy
The goal sought by a misbehaving student depends on the degree of
discouragement felt by‘that student Mild discouragement causes
students to seek attention, while more serious discouragement
causes students to seek fist power, then revenge, and then a
“display of inadequacy "

Misbehavior to gain power— the second point on the hierarchy —
1s particularly common in school settings. Power struggles interfere
with classroom learning and often escalate to involve the building
administrator When educators are involved in a power struggle
with a student, they often take one of the two most obvious actions
—they either fight back or they give in Both of these actions, warns
Tauber, create win-lose situations and cause “severe undesirable
side effects for both the educator and the child ” -

Successful alternatives to fighting back or giving in do exist, how-
ever One response Tauber discusses 1s to acknowledge the actual
power of the student and then enlist s or her voluntary
cooperation. Tauber uses an example of a defiant student news-
paper photographer, who is the only one who can develop needed
plctures on time “Your admitting that he has that power defyses his
power, permits him to no longer need to flaunt it, and sets the stage
for huim to not only become a hero by developing the pictures but to

Tauber, Robert. “‘Power Struggless Technmiques to
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develop them and save face at the same time
Another approach 1s to withdraw gracefully from the struggle
and suggest a time and place when just you and the student can
talk over this problem A third approach suggested by Tauber 15 to
plan ahead tor power struggles by explaining to students how you
will deal with future power struggles and then enlist their support

for this plan
tions ~’ Education, 99, 4 (Summer 1979), pp 419-22 E}

4®

The best methods of disciphine, says Usova, are centered on the
principle of “praise the good behavior and ignore the disruptive
behavior ” In the “RAID Approach,” for example, Rules define each*
classroom activity, Approval i1s given to those children obeying the
rules, children breaking the rules are Ignored, and Disapproval 1s
expressed if the behavior i1s intolerable

In ﬁ similar approach, called “Ignore and Praise,” teachers are
taught to “give descriptive praise related to the specific behavior”
and to avoid giving “'general or ambiguous praise ~* Disruptions in
class are 1ignored, while good behavior 1s rewarded with tickets good
for thirty minutes of free time in an activity Toom <

Another behavionst approach 1s that of “educational self-
management ” Misbehaving children are asked to keep a record of
their own behavior |f the child’s record matches that of the teacher,
the chidd is rewarded The result of such self-assessment, says
Usova, 15 that children become much more aware of ther own
behavior and as a result usually show great improvement in their
behavior ’

47

Usova, George M. “Reducing Discipline Problems in
the Elementary Schools Approaches and Sugges-

Zimmerman, Jim, and Archbold, Lou Ann. “On-
Campus Suspension What It Is and Why It Works ~
NASSP Bulletin, 63, 428 {September 1979),pp 63-67
EjJ 206 330

On-Campus Suspension (OCS) 1s a program mstituted at Hemet
{Califorma) Junior High School that keeps suspended students on
campus rather than rewarding their misdeeds with a home suspen-
sion An OCS program keeps students in a learning environment,
state the authors, rather than at home watching televisign or caus-
ing trouble in the community And in most districts, the money
saved 1n average daily attendance money by keeping the students
in school will pay for half or more of the suspension room teacher’s
salary for the year

To set up an OCS program, a school needs only a classroom,
some textbooks, “an innovative, sensitive teachet,” and “a consid-
erable amount of administrative support ~* Students referred to the
program sign a contract stating the work they must complete before
bejng allowed to return to their normal school routine On the first
day, students are given the Kudor Interest Inventory, and tests of
math, English, and reading comprehension abilities The Kudor test
allows the teacher “tc open varnous discussions with the student
about hkes and disltkes,” which sometimes have resulted in needed

‘s

changes in students’ classes

On the second day, students complete two hourseach of reading
and math and one hour of “values clarification ” Students are kept
in the suspension room for up to five days, depending on their
infraction and their behavior and performance while in the suspen-
slon room ’

The most important factor in ensuring proper student behavior In
the suspension room, state the authors, 1s 1solation from the rest of
the student body I

)
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Coping
‘with Stress

@' Adams, John D. “Guidelines for Stress Management
and Life Style Changes  Personnel Administrator, 24,
6 (June 1979), pp 35-38, 44 E) 203 088

Three pnmary factors mediate an individual’s experience of
stress. the individual’s personality, his or her interpersonal environ-
ment, and the nature of the organization in which he or she works
Although change in any of these areas _is very thfficult to
accomplish, there are several sensible actions an mdlwdual can
take in each area to manage stress effectively

Adams, an organmization_development consultant, notes several
organizational improvements that can reduce job stress, such as
role clarification, stress education and assessment, and “identifica-»
tion and change of stress-provoking norms ” The emphasis of this
article, however, 1s on changes in the personal sphere Adams
presents sevgral sensible and practical guidelines for “facilitating
healthful Iife style changes,” since many people have difficulty
with such changes

Adams emphasizes that changmg one’s stress-creating behaviors
must be a gradual process Wholesale life-style changes, like crash
diets, are doomed to failure The first prerequisite for change is an
explicit personal decision or commitment to change “Often, this
mobilizing decision comes as a result of some ‘shock,’ either to
one’s self orto a relah/e or close friend,”” but such an experience Is
not necessary

The next step 1s to decide on a simple, manageable change
project Try this single life-style change for a mimmum of three
weeks, and then decide whether it 15 worth continuing Slowly,
exchange old habits and activities for new, taking on easier changes
early on to build up confidence and momentum

When you do expenence heavy and prolonged stress, try not to
bottle up and simmer Instead, reach out and take initiatiye —move

_“towards the environment in a positive and thoughtful way ” Often,

other people will not expect you to change and will resist such
changes So build and maintain interpersonal support systems that
will facilitate and encourage positive change

«

@@ Brown, G. Ronald, and Carlton, Patrick W. “How to)
Conquer Stress When You Can and Cope with It
When You Can’t * National Elementary Principal, 59,

3 (March 1980), pp 37-39. E) 21’ 613

Life and stress are inseparable In fact, the only ime we're totally
free of stress “1s when we are dead.” Since stress 1s so inescapable,
say Brown and Carlton, the best strategy for coping with it Is to gain
an understanding of stress and then turn it to our advantage

An ideal approach to managing stress would involve ““determin-
ing the nght amount and night kind of stress for us, 1n an appropriate
time frame, and then seeking circumstances that are congruent
with the personal parameters we have established ” Of course,
most principals have Uttle opportunity to tailor their “stress environ-4
ments” in this way. they must respond to excessive and potentially
harmful stress on an almost daily basis Thus, it behooves the
building administrator to learn strategies for reducing the long-term

3
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effects of high stress level

Two keys to successff stress management are good nutrition
and regular, vigorous exfrcise. These commonsense strategies can
go far to mimimize the¢megative effects of excess stress. Another
simple but effective agiproach is to regulanize the working environ-
ment. “Stress 15 less flarmful when it is predictahle,” the authors
emphasize, so schelules should be arranged “to fit predictable
stress- occurrencedk” This strategy will fhcrease one’s sense of
control, which 1s itical to successful stress management

Stress 1s ofteng/freated or compounded by poor planning and time
use Thus, mastering time management is another important
strategy for m{jtenng stress Ténsion can also be reduced by reserv-
ing time for dgecreatsonal activities away from the school and by
using mind exercises such as the “relaxation response ” Finally,
stress can )? reduced simply by becoming aware of personal stress
limits, so that “dwersionary habits” for avoiding instances of exces-

sive stress can be.developed. ‘
Reston, Virginia National Association of Secondary
School Prncipals, 1980 69 pages ED 180 134

The authors of this monograph, former educators and school
aghninistrators who are now practicing psychologists, combine their
/@"emse in all areas to help admimistrators deal successfully with
stress. . .
Utilizing a model for dealing with stress that includes stress
awareness, tolerance, reduction, and management, the authors
offer a number of specific techniques for both dealing with stress
and decreasing it Unfortunately, the model i1s sometimes fuzzy,
and definitions of parts of the model are inconsistent and poorly
differentiated throughout the book Yet the weaknesses of their
theoretical framework are more than balanced by their insightful
and practical suggestions Perhaps their unique contribution lies in
their concept,of stress awareness
Emphasizing that unknown or unrecognized stressors have much
more power over people than do identifiéd stressors, the
Giammatteos provide a number of helpful-exercises to heighten
stress awareness. These exercises help administrators identify
specific “sources of overload” connected with major changes,
impulsive behavior, fack of role clarity, overwork, and unchalleng-
ingwork They help administrators recognize their own “type A”
behavior and provide an exercise for-tallying a personal “stress
score.” Using these exercises, administrators can pinpoint exact
causes of stress and begin to deal with rather than repress them
The Glammatteos also take an unusual tack in focusing on inter-
personal conflicts as a e of stress. They recommend
techniques to increase tolerance of others’ ideas and point out that
the unwillingnéss or Inability to express one’s feelings often leads to
increased stress. . !
Through these and other suggestions and perceptions, the
authors successfully apply the most current insights of counselors
and therapists to the evetyday problems of today’s school

Giammatteo, Michael C., and Giammatteo, Delores
M., Executive Well-Being' Stress and Administrators.
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*administrators -
5ﬂ Howard, John H,; Cunningham, D. A.; and Rechnitzer,
~P. A. "Work Pattems Associated with Type A
. " Behavior A Managerial Population ” Human Rela-
" tions, 30, 9 (September 1977), pp 825-36 Ej 169 823

Type A behavior, ' say the authors, 1s charactenzed by “chronic
and excessive struggle, competitiveness, ambition,_and
impatience, as well as by ‘a high need for achievement” and "“a
strong sens€”ot time urgency ' Type A behavior has been positively
correlated with an increased nisk of coronary heart disease

in this study, the authors examined 256 managers from twelve
companies to determine the relationships between Type A behavior
and certain work patterns and job charactenstics Overall, 61
percent of the managers were found to be Type A, and about half of
these managers were considered to be “extreme” Type A’s.
Companes, that were' growing at a high rate tended’to have a
greater peientage of Type A managers —up to 76 percent Extreme
Type B's, tH authors speculate, may represent the traditional dead-
wood of a cempany

Extreme TYpe A’s tended to work more discretionary hours every
week-and travel more days per year than the other types Type A's
as a group also had a Jugher median sa‘lary than Type B’s In an
analysis of job tension factors, the authors found that Type A’s
scored low on “contentment " In contrast to the more satisfied

* Type B, Type A’s had heavier workloads, heid positions of super-

visory responsibility, made decisions on others’ careers, and worked
in competition with others

Type A’s, on the other hand, felt the least “locked-in” b%heu
jobs, a finding reflecting their greater personal confidence ATy
A manager, state the authors, “feels that his education and training
are adequate for the present and future and that there are alterna-
tive organizations in which he can develop his career ”

’

Hunsaker, Phillip L; Mudgﬁtt, Wwilliam C; and

Wynne, Bayard E. “Assessing and Developing Ad-

ministrators for Turbulent Environments ” Adminis-

tration and Society, 7, 3 (November 1975), pp. 312-27.
- EJ130918 ) '

According to the studies of several psychologists and organiza-
tional scientists, the successful administrator of the near future
must be flexible to changing circumstances, tolerang of ambiguity,
and have an attitude “directed toward inquiry and novelty “ To help
in detecting and developing such qualities, the authors have
developed a model system for “selecting and preparing admini-
strators for the organic-adaptive organizations and turbulent-field
environments, which are already becoming reality for many
organizations.” .

One part of the authors’ model 1s to use vdrious psychological
screening methods to determine who can and cannot cope with a--
turbulent work environment An individual’s score on the “Purdue-
Rutgers Prior Experience Inventory, 11, forexampie; indicates the
optimal level of incongruity expected by the'individual from his or
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her environment. Higher scores indicate a gteater capacity for tur-
bulent environments. %
. " & Andther approacly is 4o use behavioral simulation, which, the
authors &plain, is somewhere between the simple decision tests
used in administrative assessment centers and ah on-the-job tést of
", apotential administrator Fhe “Leadership Assessment and Training
Simulation” models "much of the cémplexity and realism of real
life decision situations, and participants report high degrees of
‘otivation angd involvemént.”

The authors also describe techniques for classifying job environ-
ments according to how complex and turbulent they are n their
overall scheme, potential administrators would first undergo the
vanous screening and testing procedures and then be plated in a
1obaenwronment that matched their own tolerances and abilities

5 3 Kiev, Ari, and Kohn, Vera. Executive Stress: An AMA
Q Survey Report. New York AMACOM, American Man-
) . agement Associations, 1979. 64 pages. ED 181 553
© Inthis wellwnitten n publication Kiev and Kohn report the results
of a massiye survey of members of the American Management
Associations. More thafi 2,500 respondents offered their percep-
_-tions of what causes stress, how to cope.with at, and How much
stress they expenence ”
Although Kiev-and Kohn place great importance on the fact that
~ the managess did not report expenencmg much stress (“The results
do not support the popular lmage “of the harried executive)), the
wording of their survey questions all but negates findings on this
portion of the survey. iRespondents were to indicate such thlngs as
whether they "“work exces;uvely," "lose §‘ ght of what's really impor-
tant” and “set impossible deadlines”—Self-characteristics that *
people are, almost never aware of or able to admit. even to
" themselves: - ! ) $ e
The findings that are vaIuabIe here, however, are the managers

perceptions of what causes stress for them and their techniques for ,
deallng with it. The leading causes of stress cited were a heavy

workload time ssures, and unrealistic deadlmes The most
. common method of coping with stress was'delegating v&prk mstead

»
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of camying the workload anne The authors report that one
manager noted that delegating respofsibility “help$ prevent stress
frorh building up and at the same time gives the subordmate; good,
feeling of accomplishment.” This method of coping suggests fmany
administrators are aware of the situations that cause stress and’

"‘ atfempt to reduce the stress in a realistic and appropriate way

The second mqstfﬁpular method of coping with stress was to

- amalyze the stress-producing situation and decnde what was and

what was not worth worsying about The authors call this “a todl for .
selecting an appropriate response to prevent stress from turplng
into gdistress ” . -

Koff, Robert H.; Laffey, James M,; Olson, Gebrge E.;
and Cickon, Donald ). “Coping with Confhict. Execu:
tive Stress and the School Administrator ” NASSP »
- Bulletin, 65, 449 (December 1981), pp 1-9 EJ 255123

__*_An incompetent teacher rieeds to be helped or else dismissed.
The principal is being involuntarily transferred to another school. A«
teachers’ strike is looming on the horizon.

These areqg few of the most stressful events expertenced by
school principals today, according to a recent. survey of school
adminisjrators reported n this article, The respofydents — all mem-
bers of NASSP or NAESP—were asked torank the o;ty-e:ght stress-
related events listed in the "Administrative Events Stress Inventory ”
The aUthors report the results of this ranking process, analyze thé-

-results n various ways, ang describe some of the successful coping

mechanisms that the administrators used to combat stress

The.most stressful events in school adminsstrators’ lives tend to
centgr around conflict, partucularly conflict with the teaching staff
Four of the five top-ranked events, in fact, dealt with conflicts with
teachers—""forced resignations, unsatisfactory performance, pre,
paring for a strike, and refusal to follow policies.”

The next most important setof stressors revolved around ‘the
theme of "helplessness and secunty.” Included here aré such events
as threats to ph?fal or job security, legal action against the school,
and criticism irf the press Student conflict was the next h‘ighest
rated category of stressful events, followed by the least stressful
category— routine managementtasks and problem-solving

Among the most effective strategies the admlmstrators surveyed
had found to reduce stress was, g orgamzatlon 'and planning Of

.course, even comprehensive ofga ization and planning gcannot
" prevent the dccurrence of some-unknown, or unanticipated event,

the authors note, but this strategy makes it possible “'to increase the
efficiency of the implementation and monitoring af.known fasks,
thus leaving some time for‘dealmg with those unanticipated occur-
rences.” Also in¢ludéd in this issue of NASSP Bulletip are seven
other articles on stress management for school admmlstrators
55 Personnel Administrator, 24,91 (November 1979), pp
23-26 EJ 210942, 7

Stress, says Manuso, is “a pattern of biochemical, functional and
structural change that is involved in coping with any increased

" Manuso, Ja . “Exegutive Stress Management.”
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demand upon vital activity, espec:ally adaptation to new
situations.  Occupational stress can be caused by any one of a
number of imbalances. too much or too little work, an overly
ambiguous or overly ngid work environment, extreme amounts of
responsibility, or either too much or too little change. Stress, in tum,
can cause a variety of well-known phys:cal and mental disorders,
including headache, allergles,,ulcers hypertension, and heart
disease.

The key to reducing the effects of stress, says Manuso. 1s
“learning how to regulate the system |ntemally One regulatory
technique 15 called the quieting response”’. ‘J/hen a stressful situa-
tion comes up, “one takes two deliberate deep breaths, paying
. attention to relaxing the Jaw, the shoulders and tongue,” while
telung oneself not to get involved in the stress This 1s usually
enough tg break the "stress response " Fér stress control on a Jong-
term basis, Manuso recommends learping some system of deep
relaxation, such as meditation or biofeedback training

At the Equitable Life Assurancé Society, wheré Manuso works as
a clinical psychologist in the employee health department, a stress
management pragram helps employees showing stressrelated
symptoms to relax Followmg a medical exam, stressed employees
recetve two weeks of biofeedback training followed by five weeks

-of deep relaxation traming and behavior modification The

company has benefited considerably by this policy, says Manuso,
not only in decreased health program costs but in increased

prgductlvityuas well
Administration, _23, 11 (November 1978), pp. 26-32 EJ

192 434

“Stress disorders cost organizations an estimated $17 to $25
billion each year in lost performance, absenteeism and health
benefit payments,” states McGaffey Much of this expense could be
saved, though, if organizations. had comprehensive stress preven-
tion programs

A good stress prevention system should have two components a
generallzed stress prevention program and a crisis intervention
program The generalized program might include exercise, biofeed-
back, and meditation programs, as well as education about stress
Such programs are growirlg rapidly in popularity, says McGaffey
For example, “over 120 companies provide their employees an
opportunity to learn transcendental meditation and some are even
providing specral rooms for fneditation

But there will always be a certain high-risk_group of employees
for which such generalized programs will not work For this sub-
group, McGaffey"encourages the use of an early-risis intervention
program called the Employee Assistance Program (EAP)

McGaffey, Thomas N. “New Horizons in Organiza-
tional Stress Prevention Approaches”’ Personnel

Under an EAP, employees showing sigmificant signs of stress |

(enough to affect performance) are referred by their supervisors to
the "In-House Coordinator” of the EAP The coordinator explains
the EAP, “motivates the employee to use the program and
establishes the intial contact with the Diagnostic and Referral

. »

58

Agent ” This agent is preferably ‘a s;;ecnahzed and integrated
system of professionals outside the orgamza\‘on who monitor and
integrate the employee’s treatment with physicians, lawyers, psych-
ologists, and family and vocational counselors Several companies
that have established EAPs réport large decreases in absenteeism

Quick, James C., and Quick, Jonathan D. “"Reducing

and medical costs for employees treated in the program
Stress Through Preventive Management” Human
Resource Management, 18, 3 (Fall 1979), pp. 15-22 E}

oY/l

Administrators should not try to eliminate job stress in therr

orgamzations, state the authors, rather they should attempt to,

manage stress The goal should be to maximize “eustress (euphoria
and swess), a growthful, adaptive, healthy state of pleasurable
arousal,” while minimizing destructive stres®, ar “distress ” Both
kinds of stress are the result of the stimulation #Fthe body’s “fight-
or-flight” reaction, the difference 1s in how the individual manages
“the increased energy made available through this response
Employee stress can be managed with two levels of preventive

management actions Level | techniques are organizational in

natire and invoive analyzing and restructuring job roles to reduce

" distress and provide_greater job safisfaction For example, in the

“role analysis” technique —which 15 designed for stress situations
caused by ambiguously defined work roles —“role profiles”-are
generated and coordinated by those persons in the organization
who have expectations regarding the ill-defined position

Level Il preventive management actions are aimed at the

individual level These techmgues “attempt to inhibit the ‘fight-or-

flight’ response before it occurs or to provide a means for the
individual to dissipate the distressful consequences of the
respbnse.” »

Some Level |l techniques are directed at relieving specnflc
symptoms, such as tense muscles or a rapidly beating heart.
Included here are biofeedback and autogenics” —a denvative of
self-hypnosis. Other techniques, such as “systematic desensiti-
zation” and “dynamic psychotherapy,” are directed at specific
stressors (for example, fear of public speaking} A trained chinician is
recommended for these techmiques. Finally, there are general
techniques that have proved themselves as stress preventors,
including aerobic exercise, meditation, and systematic ,re['zixation.

Reed, Sa!l).'. “What You Can Do to Prevent Teacher
Burnout,” National Elemeritary Principal, 58, 3 (March
1979), pp. 67-70. E) 199 444, *

Principals have long been aware?!!fnthe symptoms of teacher
burnout, particularly in veteran teachers with seven tq ten years of
experience But now, says Reed, the senior editor of Instructor
magazine, the burnout syndrome is becoming an epidemic Surveys
are finding that teachers are becoming increasingly bored
disillusioned, and dissatisfied with théu‘Lobs And the NEA reports
that teachers are leaving the protession much earher in thefr_
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careers, particularly the best and brightest teachers.

So what can principals do to prevent bumout and keep teachers
going? Reed offers a wealth of suggestions, along with many
specific examples fo illustrate her recommendations. Since bore-
dom s one widely reported symptom of bumout, Reed suggests
new challenges and fresh environments to spice up teachers lives.
Teachers can be allowed to switch classrooms and grades and

"e:gpand into new curnculum areas Pnncipals can help teachers get
_.sabbaticals, exchange opportunities, grants, and fellowships, and

can encourage téachers to use their professional days

To keep good teachers in the professuon, pnncipals can allow and .

encourage them to job-share their positions with someone else. And
to combat feelings of alienation and powerlessness, pnncipals can
inyolve teachers in the decision-making process, particularly in
matters that affect the teachers directly

According to one researcher who studied “the hfe passages of

Yteaching, ' most schools “‘do not reinforce or promote the mentor

system that many other professions-use Reed suggests that to
increase teacher self-esteem, pnmﬂZaIs place veteran instructors in
charge of new employees “to inspire, to teach, {and] to guide *

5@ to Mimimize Employee Stress ” Personnel Admini-
strator, 24, 6 (June 1979), pp 4044 EJ 203 089.

Employee stress can anse from feelings of inability to do an
assigned job, lack of feedback from management, not knowing
what to do or how to do it, or from’ personal value conflicts
Effective and proper use of communica;log by supervisors can do
much to reduce these sources of employee stress Schuler here
discusses seven categories of communication behaviors that can
either induce or reduce stress, and outlines several general skills of
good communication N ' '

Encouragement, or “"achievement communication behavior” as
Schuler calls 1t, s a valuable technique for increasing the
employee’s feelings of self-worth and confidence. This 1s especially
important for newer employees and employees facing difficult
assignments, with ssmple encouragement, employee stress 15
.reduced while motivation 1s enhanced. Both encouragement and its
opposite, ego deflation communication behavior,” tend to be self-
fulfilling. what the supervisor expects 1s what the employee usually
dehvers

In some situations, participative cor_nmumcgon behavior' s

Schuler, Randall . “Effective Use of Communication

called tor, in which supervisor and employee discuss and won out

conflicts and inconsistencies on a one-to-one basis In other circum”
stances, a directive approach —in which the supervisor tejls the
employee exactly what 1s to be done and how to dot —may be the
least stressful Directive communication 1s appropnate when the
_empfoyee doesn t want or have the information to determine what
.to do or how to do something. The effective supervisor, concludes
Schuler, knows how to userthe various communicatiori behaviors at
the appropnate times to get the job done while keeping employee
stress to & minimum, -
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"Stfess in the Teaching Profession ” Action in Teacher

GO,

EJ 237 804 ~

Stress is a.normal part ofhfe But too'much or too little stress can . .

cause suffering, sickness, and even death Most professional edu-
cators would agree that their lives contain too much stress, not too
little Indeed, a growing number of educators are exposed to severe
and prolonged stress in their ;oBs and are suffering from what has__
come to be called “burnout.”

Teacher bumout — its causes, diagnosss, prevention, and cure —1s
the subject of this issue of Action in Teacher Education Sixteen
authors — primanly teacher educators — examine stress and teacher
burnout from a varety of perspectives and offer numerods
strategies for alleviating the harmful effects of school and class-
room stress

One nﬁterestmg article describes hew teachers can use isometric
exercises in the classroom to alleviate stress The authors claim that
these exercises “can be performed in a more or less subtle manner,
and they may not even be noticed by students ”’

Another article descnibes the first comprehensive program of
stress reduction to be offered by a school distnct This program,
begun in 1974 in Tacoma (Washington), includes insurance cover-
age for burmtout teachers and inservice workshops, on stress
management - =

Two articles summanze the existing research on stress and teach-
ing and a selected annotated bibliography-descnibes fifty-four
quahity resources on stress and stress management Other articles
discuss stress and the beginning teacher, defend the “positive,
dimensions  of stress, and describe other approaches to school
stress management_that are applicable to administrators, teacher

educators, and teachers t Selves
2 Volume 21, Number 4. Eufene, Oregon Oregon
School Study Council 1977451 pages ED 146 698

3 T
What techniques are used by Oregon school administrators to
cope with stress? In this monograph, Swent and Cmelch report the
results of a 1977 survey that determined not only the methods and

.

/

Desk and How to Creatively ~"OSSC Bulletin

strategigs of stress management used by these educators, but also

the demands that caused'the most stress in the|r hves

The most common coping strategies were physiological in
nature In addition to physical work and exercise, administrators
mentioned such relaxation activities as yoga, meditation, and
hobbies Other frequently used strategies involved sepatating
oneself from the work environment Some imdividuals 150lated
themselves in their homes, while others traveled to the mountains
or seashore to escape Many®ducators fostered friendships outside
the immediate educational environment so they could “discuss
with non-educators topics other than education ”

Cognitive activities used as coping techniques commonly
involved “positive attitudes and supportive philosophies of life ”

»
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Swent, Bojd, and Gmelch, Walter H. Stress at ‘the -
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Responses included “establishing realistic goals,” “leaming to know
one’s self, maintaining a sense of humor,” and “believing in and
practicing the Christian ethic.” 4

Surpnisingly, the least mentioned coping strategies were those
deahng with the acquisition of interpersonal and management
skills. The authors speculate that administrators may not recognize
such techniques as successful stress reducers, or else they may not
yet have mastered these techniques.

Most of the top stressors perceived by the Oregon administrators
were “constraints intrinsic to administration,” such as complying
with rules, attending meetings, and dealing with interrupting phone
calls Other stressors were interpersonal and intrapersonal in nature,
such as having to make decisions that would affect colleagues,

¢ resolving conflicts, and |mposmg excessively high demands on

onesglf
Stress ” Principal, 60, 4 (March1981), pp. 3941, £} 243

@2 879

In his work as a leader of small groups in leadership seminars for
school administrators and other organizational managers, Vander-
pol has interviewed numerous middle-level and top-level adminis-
trators about the stress in their lives and jobs He has found that
most administrators consider stress to be “an occupational hazard
to be endured with no chance of identifying or changing its causes
and effects * But what these administrators need to do, Vandegpol
continues, is “examine .the pressures in their lives” and “devise
strategies for coping with them.”

The changing role of the school administrator, special education
requiremenits, and declining enrollment are all sources of signifi-
cant onrthe-job stress. Byt school administrators ara often con-
fronted with substantial stresses in their personal lives as well, such
as life-stage crises, adolescent children, elderly parents, and so on.

These stresses, if not dealt with in an appropnate manner, can
create symptoms of overstress such as “feelings of tension, anxiety,
frustration, and solation; feelings of depression that may take the
form of restlessness, boredom, or burnoyt; and doubts about one’s
adequacy and ability to perform.” More severe symptoms may
follow. ,

To successfully manage stress, Vanderpol suggests that adminis-
trators first “set aside time for reflection to consider what is going
on and how long it can continue.” Administrators should share their

- thoughts with others, and should break away from the ;fa that
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Vanderpol, Maurice. “School Administrators under

asking for help is a sign of weakness:

One of the mest successful means for gpmbattlng stresh, Vander-
pol believes, is a “‘professional support group of six to twelve peers,”
who meet for an hour of two every two or three weeks to share
experiences and feelings. The center of discussion should be “the
philosophical and personal questions;that no one really talks

about” rather¢han the mechanics of management. The lifespan of-

these groups is usually years, Vanderpol adds, and it is often useful
to get the group going with the help of a facilitator.
\‘ ’

>

Vetter, Eric W. Role Pressure and the School
Prancipal. NASSP Bulletin, 60, 403 (November 1976),

pp 1123 E} 156 493

A principal’s behavior 1s shaped by two forces' the “role
demands” put on the principal by persons either internal or external
to the school, and the principal s own ideas of how he or she should
behave. “"Role pressure” develops, says Vetter, whenever there is
conflict between the demands of two or more of these role sendeis,
when there are too many demands to be handled, or when there is
an inability to perform against role demands (role inadequacy)

The sensiblé “managerial approach” that Vetter outlines for
handling management sQSé;:volves “a ‘proactive’ posture to take

and of the role relatiofiship in order to achieve better job
PEsults Bﬂd%@duce role stress ”” One option 1s to openly and
maturely «discuss with role senders (teachers, parents, students,
fellow administrators, and so forth) their expectations and
demands, and to explain to them your own views concerning what
should be expected of you - . .

Another option ts to “co-opt” role senders into sharing responsi-
bility for the behavior they are’ demanding The number of role
demands can be cut down by arranging the physical office space to
limit the prncipal s accessibility, or by requining certain requests to
be i writing. Copsolidating role senders, as with the PTA, also
reduces the volume of requests, but in tum greatly increases the
intensity of the demands that are made.

In addition to imiting and refining extemal role demands, the
principal should learn to manage his or her total hife “An inventory
of outside involvements 1s one technique for determining pressure
sources Another very useful option is to use “metraprescriptions”
self-devised rules for govemwn behavior. Priority setting
ts yet another technique Vetter discusses for dealing with stress

*proactively rather than reactively.
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' @@ « Anderson, Julith C., and Anderson, James E. “Natural

Justice: Its Definition and Application to the Termina-
tion of School System Employees.”*Paper presented
at the International Congress on Education,
Vancouver, B.C,, june 1979. 43 pages. ED 175 132.

Natural justice, a concept of English and Canadian law, is essen-
tially identical with the American concept of “due prosgss.
MNatural justice, in simple terms, means the “faimess in t
procedure used”” It guarantees an opportunity to be heard (
hearing) and freedom from bias in the judgment process.

The authors here review the legal arguments for natural justic
describe the responsibilities of school boards in providing natural
justice, and then of fer several guidelines for administrative action in
thé termination of incompetent employees They illustrate many of
their points with descriptions of normatlve cases and excerpts from
court decisions.

The first step in providing natural justlce 15 to make sure that
every employee knows specifically what 15 expected of him or her.
In addition to job descriptions, this involves clearly communicating
new or changed policies to all employees.

When an employee is not meeting expectations, he or she should
be informed. Thisi of course, is not always easy. “We have encoun-
tered many examples in which supervisors have written laudatory
evaluation reports with full-knowledge that sertous deficiencies
existed,” state the authors. These evaluations have sometimes been
used in court as a defense against termination However difficult it
may be, though, the communication of dissatisfaction with per-
formance “is an essential ingredient in treating others fairly.”

When performance is ynsatisfactory, “the employee should be
provided with help to remedy deficiencies” and should be informed
of the consequences of failure to improve. Thé employee should be
a full participant in the evaluation/improvement process, for this is
“one of the strongest means to increase the validity of the process.”
Finally, the data used to build a termination case should be empiri-
cal and objective and should avoid value judgments. which are
suspect in the eyes of the court and are difficult to substantiate.

@ Cramer, Jerome. “How Would Your Faucets Work If

5 Plumbers Were Shielded by Tenure Laws?” American
School Board Journal, 163, 10 (October 1976), pp.
22-24. E} 146 468.

“It is a deplorable truth,” says Cramer, ““that in most states the
process of sacking a teacher is as complicated—and sometimes as
horrifying—as a Kafka nightmare.” in Oklahoma, for example, a
teacher can drag a school board through ““a local hearing, a meeting
of the state’s professional practices commission, and then a hearing

. before the state board of education.” And then the teacher can

begin a judicial process that can go all the way to the state supreme
court.

_ Tenure laws are still clung to by most teachers, even though the
principles of due process that they gug(éhtee are now well estab-
lished in common law. Most school boards, states Cramer, have quit
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trying to abolish tenure laws and instead are working to improve
them. Recent surveys indicate that administrators want proba-
tionary periods extended to fivesor more years, and tenure to be
renewable every five years

School boards are leaming how to dismiss incompetent teachers
within the present legal framework, however, by using evaluation
and record-keeping procedures_that ensure due process for the
teacher Many teacher unions support this approach to dismssal In
lowa, for example, both the major teachers union and the school
boards association support the evaluation clause of a new continu-
ing contract law

This law stipulates the procedures for evaluation—including
minimum number of evaluations and designated evaluators—and
requires that the critena for judgment be known to the teacher.The
evaluation information must also be fully accessible to the teacher
and the evaluators and teacher must sign an evaluation form after
each evaluation In other Rates, teachers hesitate to back strong
statewide evaluation laws, fearing that a bad evaluation faw could
be used as a political weapon to destroy unions
of Supervision in Teacher Dismussal Cases ” NASSP

* Bulletin, 65, 4424FefStuary1981), pp 17-21 E) 240 463

Jt used to be that school distnicts could dismiss incompetent
teachers with little resulting trouble. But now, says Dolgin, districts
must be prepared to provide adequate and well-documented evi
dence to terminate a teacher's employment and must carefully
follow prescribed constitutional gurdelines Dolgin here discusses
some of the legal requirements districts must meet to successfully
terminate lncompetent teachers and suggests some supervisory
techniques for meeting these requirements

All teflured teachers and some nontenured teachers are entitled
to two types of due process should they be dismissed “'Substantive”
due process “provides the protection of such basic rights as speech,
press, religion, assembly and equal protection of the law as-listed in
the First, Thirteenth, and Fourteenth Amendments.” "Procedural”
due process provides protection from the arbitrary actions of public
officials. Under tenure law, Dolgin emphasizes, a teacher dismissal
case cannot be reviewed by the courts unless procedural or sub-
stantive due process has been denied

To provide procedural due process, districts must follow well-
defined procédures in dismissal cases. Teachers must be properly
informed”of charges, must be given a hearing if desired, must be
protected against arbitrary rulings, and must be given the
opportunity for "appeflate review.” Vo provide substantive due
process rights, districts should make sure that teachers know the
standards of expected professional performance, should provide
teachers with “cdntinuous feedback and notice” of strengths and
weaknesses, should help teachers overcome therr deficiencies, and
should provide reasonable time for improvement.

The courts are pnmarly interested in whether nights have been
violated, in particular whether the reasons for a- dllsmlssal were
»discriminatory, personal, or political.” Judgments concerning

Dolgin, Ann B. “Two Types of Due Process The Role

4

educational policies and evaluation critena are usually feft to the
school districts But school officials must be able to prove, with

waitten documentation, that incompetence according to the |

district’s criterta does exist Dolgin discusses other aspects of
dismussal cases and provides suggestions for providing adequate

documentation.
American School Board Journal, 165, 6 {fune 1978),

pp 23-26~E) 181 474

“Believe 1t or not,” says Downey, "'even the most stringent tenure
laws do not oblige school systems to retain unsatisfactory teachers”
as long as those teachers fail to satisfy “essential critena” estab-

‘lished by the board Though a difficult task, the details of these
criteria should be agreed on by all affected parties, including board
members, administrators, and teachers Consensus could be
achieved by first convening a representative task force to' develop
the proposed crtena for later board approval Downey suggests
several possible criteria, which 1n today's circumstances will neces-
sanly be a “blend of subjective and quasrobjective yardsticks ”

Essential to the teacher evaluation process is thorough and
continuous documentation Watten and dated evaluations signed
by both principal and teacher should be kept on file, because
undocumented matenal cannot be used in legal proceedings

When termination proceedings are begun, the board and princi-
pals should have a clear idea of the teacher’s recourse to appeals,”
and should be prepared for appeals with both solid documentation
and effective testimony from the buildinglevel administrator In
addition, the board and admunistrators, with the help of legal

~gounsel, should decide on the most effective language to use in
final warnings and notices. ,

. Downey strongly recommends inservice training for principals on
teacher dismissal, since they bear the brunt of the burden in the
legal proceedings He concludes with a short discussion of a last
resort ploy that can, in many cases, save the district money—
buying out the teacher's contract )

.

Downey, Gregg W. How to Get Rid of Your Bad
Teachers and Help Your Cood Ones Cet Better”

Gray, Frank. “When Evaluating Teéchers, «Never

Violate These 13 Rules. The Executive Educator, 3,11

) (November 1981), pp 18-19, 38. E) 253 760.

The best teacher dismissal cases, says Gray, “are lost not on the
substance of the argument but on the degree to which due process
procedures were skirted ” By following the guidelines for teacher
evaluation outhined here, however, administrators can ensure that
their dismissal cases are decided on substantive rather than on
procedural grounds P

Before a new teacher is hlred the district should make certain
that the teacher khows the school system’s performance expecta-
tions. A job description delineating areas of responsibilities for the
teacher should be developed and distributed The teacher should
sign a statement indicating that he or she has read the descnptlon

32
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and has had it explained by a supervisor. The statement should then
be placed in the teachers file. Administrators should aiso make
available to teachers a-full, wntten descnption of the systems
teacher evaluation plan, including the procedures for dealing with
unsatisfactory performance

When an administrator detects problems with a teachers
performance, the teacher should bé told in plain English what the
problems are Criticisms should be in wrniting, with one copy always
going to the teacher Next a plan to correct the teacher’s deficiency
should be deyeloped. included in the pian should be descrptions of
deficiencies, suggested teacher activities, administrative assistance
to be offered, and evaluation criteria

Prior to a climical observation, the deficiencies should be
reviewed, and the teacher should be told just what the evaluator
will be looking for After the abservation, the teacher and supervisor
should discuss areas of concern and work out strategies for
improvement A wntten report of the observation session (sﬁould be
returned to the teacher within three days for the teacher’s signature
and comments Other suggestions offered by Gray are to allow
*adequate time for improvement, te consistent 1n observ aiaons and

fulfll all the requirements of state and local law
@@ with Unsatisfactory Teacher Performance ” NASSP
Bu/letin, 65, 442 (February 19&‘1), pp 1011 E) 240461
An effective teacher evaluation program should have two
-purposes—to help teachers improve thewr instruction and to
#entify incompetent teachers. Qf course, says Larson, a good
evaluation program needs to address other areas of staff perform-
ance and behavior, but “the supervisory ‘bottom line’” of the
program ““is to help teachers get ‘better or to help teachers get out.”
When the prnincipal finds that a teacher 1s performing inade-
quately, the teacher shoutd be placed in a program of "“intensive
assistance.” Dunng this peniod, all observations, evaluations, and
attem;;ts at improving the teacher's performance should be
thoroughly documented in wnting In the event.that a teacher 1s
dismissed and requests a hearing, this docume@al?on 15 essential
for burlding a fair dismissal case.
The first step 1h an intensive assistance program s to notify the
teacher, in writing, that he or she is being placed in such a program
*to indicate what must be done to improve performance (The
teacher should also understand, says Larson, “’that if there i1s no sub-
stantial improvement, further action will be taken.”
If more than one evaluator is to be involved, they should meet to

Larson, David H. “Advice for the Principal Dealing

develop performance objectives that the teacher will be expected

to meet The teacher should be talked to, and suggestions for
improvement made “‘Remember,” says Larson, “it i1s incumbent
upon the evaluators) to help the teacher improve ”
Both the supenntendent and the school td attorney should be
involved early in the proceedings, especlally if a fair dismussal
. hearing is likely Once the principal decides to recommend
dismissal, “the supenntendent should meet with the teacher to
indicate that he 15 aware of the teacher’s unacceptable perform-
Q .
ERIC -

.

‘equal protection—specifically define both teachers nghts and

_befollowed, because the teacher is considered tohave a “property” -

71

»

ance, to let the teacher know that continued employment 1s in 27
jeopardy, and to point out that there must be a substantial improve- *
ment in the teacher’s performance by a designated date” Most
teachers will improve thewr performance during the intensive assist

ance penod, Larson concludes, but, for those who don‘t, there 15
ample documentation for building a fair dismissal case

70

teichner, Edward C., and Blackstone, Sidney.
“Teacher Dismissal and Due Process * Georgia Asso-
ciation of Middle School Prncipal’s Journal, 1, 1
(Spring 1977), pp 51-69 20 pages ED 145 512 !

In the past, when American society was much more unified in its
goals than st is today, educators could—and often did—act in an
arbitrary manner in teacher dismissal cases Starting with the civil -
rights movement of the 1960s, however, the courts recognized that
teachers do not surrender their personal rights when they sign a
contract to teach school 2
Today, teacher dismissal laws—designed to ensure equity and

admisnstrators responsibilities in dismissal cases In this article,
Leichner and Blackstone review the histury and legal development .
of both nonrenewal and dismissal laws and offer advice to educa-
tors contemplating dismissal actions. ’ .
Supreme Court actions in 1972 d|stmgu»shed Between the due
process nghts that must be afforded to tenured and nontenured
teachers.‘When a nontenured teacher’s contract is not renewed, a
hearing is not requured unless the nonrenewal decision depnves the
teacher of either a "I|berty" or a “property” interest, Any statement
offered to the teacher must be -carefully worded, the authors,
caution, to avoid charges that 1t damages “the teacher’s standing
and association in the community .
When dismissing tenured teachers, due process procedures must

interest in continued employment Teachers who have been
reemployed for a number of years by the same board of education
can be considered to be tenured by the courts, whether or not a
formalized tenure policy exists And, caution the authors, proba-
tionary teachers. may be considered to have the same property
interest “if employment practices clearly imply a promise of con-
tinued employment

McDaniel, Suzanne H., arid McDaniel, Thomas R.
“How to Weed Out Incompetent Teachers without
Getting Hauled into Court.” National Elementary
Principal, 59, 3 (March 1980}, pp. 31-36 EJ 219 612.

Existing state laws governing the dlscharge and decertification of
teachers are often so complex and time-consuming that few
administrators are willing to remove incompetent teachers from the
classroom The unpleasantness of this task, however, can be mini-
mized with a clear knowledge of state laws and the helpful sugges-
tions provided in this article. ‘

State laws concerning_dismissal vary considerably from state to
state, the authors have chosen to carefully examine South .

-
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Carolina s dismissal laws as an instructive example for ad'nymstra-
tors in other states, In 1974, the South Carolina legislature passed
the “Employment and Dismissal Act” to ‘guéranteé just cause and
, due process in dismissal cases and updated'a similar law regarding
decertification The authors outhine these laws in some detail,
particularly in regard to the just causesthat can be us¥d as grounds
for dismissal. Inclugfed are six questions established by the courts
that must be answered in the affirmative before just cause can be
established
The authors recommend that pringipals in any state wishing to
dismiss Incompetent teachers “should keep substantial wntten files
on all teachers who have obvious deficienties or shortcomings
The files must include documentation of déficiencies as well as
records of several observations and followup conferences, 'so that
a pattern of deficiency or incompetence can be established
This requirement, the authors admit, makes the principal into a
critic and evaluator instead of an instructignal leader Curnculum *
consultants or assistant principals may help fill the instructional
leader role, but the authors recommend that the principal fetain the
role of an evaluator, “as the direct agent of the board and the

superintendent in the school ”
Framework * Contemporary Education, 50, 4 (Sumv

mer 1979), pp 221-25 EJ 213 501

Many teachers and laymen “honestly believe that teachers
cannot be dismissed for incompetence or effectiveness” by
school boards or courts of law. But the courts; say Munnelly, are not
interested in preventing the dismissal of incgmpetent teachers.
Instead, they are pnmanly concered with assunng that due
process procedures are followed.

In most cases, in fact, “the courts have ten‘ded to steer clear of
making judgments about a particular teache’s competence, prefer-
ning whenever possible to accept the judgment of the local school .
adminsstrators and school boards.” Most cases in which school -
boards have lost dismissal appeals, continues Munnelly, have
resulted from failure to follow due process procedures.

Due process s a constitutional right, guaranteeing fair procedural
protection to all individuals subject to seribus public action against

-them. Tenure is aspecific guarantee of due process for teachers and
was developed as @ reform measure “to counteraet the corruption
of the spoils system'  that flounshed around the turn of the century..

Due process requures that teachers know clearly what standards
of performance are expected by supervisors. It also gives teachers
the nght to be given appropnate | feedback about their teaching, the,,
nght to a chance for lmprovement and assistance for that improve-
ment, and the nght to adequate time to carry.out the improvement,

Administrators need not go out of their way to provide due
progess, contends Munnelly, for it goes hand-n-hand with effective
supervision and evaluation. In fact, there 1s “broad philosophic

-

Munnelly, Robert J. “Dealing with Teacher Incompe-
tence Supervision and Evaluation in a Due Process

agreement between improvement-orniented supervision and due
Neither the time cbmmmtment nor the prionty

)

. process concemns. ’

rating assigned by the district to supervision and evaluation will
necessanly be increased by attention to due Rrocess concerns

. . Arlingtofi, Virginia American Association of School
Administrators, 1978 80 pages ED 172417

Although supenntendents and personnel directors estimate that
5 to 15 percent of the teachers in their dlstncts give inadequate
pertormance, less than 5 percent of the 2 1 “million teaghers in the
United States are dismissed each year for not meeting distnict
standards Many factors contribute to this discrepancy, say Neill

and Cu%ﬁ-‘b&;}mprehenswe report :
Administrators are often reluctant to tread through the complex

prodedures requied for dismissal or are uncomfortable takm\g
negative action against any employee Often, too, administrators
are unclear.about the way courts view dismissal” and have little
practical court expenence To help administrators in the difficult
task ot dismissal, Nedl and Custis discuss at length many of the legal
aspects of the dismissal process, using dozens of case studies to
illustrate their points .

In general courts accept dismissal for two categories of cause’s
-incompetence and ‘'m avior and counterproductive conduct.”
Dismussal for incompetence s usually the more difficult, requiring
notice to the teacher, ima to improve, and complete documenta-
tion A separate chapter is devoted to the legal_safeguards neces-
sary for due process to be satisfied

Beforesdismissal proceedings aré begun, administrators should
consider some alternatives to disrussal, such as improving or
retraining teachers and counseling incompetent teachers out of the
system with, perhaps, some bonus pay “to sweeten.the easing out
process “ Dismissal can also be avaided by better screening at
hiring time and careful decisions to grant tenure

Evaluation —called by some “the heart of the teacher dismissal
process” —is discussed as both an important part of the teacher
improvement program and as a necessary tool for making pérsonnel
decisions Included in this excellent publication are three chapters
that discuss staff dismissal in times of dechning enrollment
7@ Teachers.” “Teacher, 97, 4 (] anuary 1980), pp. 42-45 E)

226 827.

Teachers, you may be surprised fo hear, are as disturbed by the
presence of incompetent teachers in their schools as are their super-
visors. But compared to administrators, teachers have even less
power to do something about the “bad apples” in their schools
Nevertheless, teachers, too, are finding ways to ferret out—or
improve — incompetent teachers Palker here reviews some of these
teacher-based strategies and. provides an instructional glimpse of
incompetent teachers through the eyes of their peers

Incompetent teachers are often not happy in their jobs They
may feel insecure and thus may be threatened by approaches from
other teachers to help them improve This psychological profile

Neill, Shirley Boes, and Custis, Jerry. Staff Dismissal
Problems & Solutions AASA Critical Issues Report.

Palker, Patricia. “How to Deal with. Incompetent’
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provides the basis for Palker's pnmary strategies, either help the
incompetent teacher leave the profession in a graceful manney, or
provide help for‘the teacher in a nonthreatening way. )

Teachers can “push for an early retirement plan” that “allows
‘tired’ teachers the chance to leave with dignity ” Or they can
“sponsor a speaker who specializes in helping teachers find other
jobs.” Other collective actions teachers can take are trying to get
more professional development time, starting a teacher center, or
trying “to get the admmlstratlon to hire resource teachers, whose
job it would be to visit classrooms and offer teachers new
strategies

As individuals, teachers should first talk to their supervisor about
an incompetent colléague “It is not unprofessional,” Palker
emphasizes If administrators won't help, teachers should directly
approach incompetent teachers Palker has a wealth of tips here
“Be diplomatic Volunteer to exchange materials and methods,
always asking for help yourself * “Be nonthreatening Boost
egos ” “Give that person a model ” “’Be specific in your criticism “
Palker also gives a rundown of the continuing “pass the buck”
_debate over lncompetent teachers between administrators and
“unions. ~

* t)

Pellicer, Leonard O.; and Hendrix, O.B. “A Practical
Approach to Remediation and Dismissal * NASSP
Bulletin, 64, 434 (March 1980), pp 57-62 tj 217 709

A common dilemma of principals 1s deciding what to do about
teachers who are not meeting job expectations To help simplify the
process of remediation and dismissal, the authors here present “a
blueprint for principals” that both ensures due process for teachers
and encourages professional and ethical conduct by principals.

Once a teacher’s shortcomings are confirmed by both the princi
pal and “an independent, impartial observer,” a remediation ,

,program should be planned and implemented cooperatively by the”

EMC
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teacher and principal. To help in this process, a six-step ““diagnostic
prescrptive approach to remediation” 1s outlined by the authors
and illustrated with a step-by-step examplg.

First, deficiencies are identified as specifically as possible and

then “keyed to some widely recognizéd standard of professional
performance,” such as the "Professional .Practices Council
Standards” of Florida. Next, the principal and teacher work together
to develop a set of objectives for gnjiovement, identify the
strategies and resources that can be uséq to reach the objectives,
and establish a time frame for implementation and achievement of
the objectives. :
. Dunng the entire remediation effort, the principal must both
demonstrate and document that “he or she has provided adequate
and appropriate assistance, resources, and encouragement” A
sincere, good faith effort at remediation 1s absolutely essential, the.
authors emphasize . -

If remediation 15 not successful, the principal may dec:de %that
dismissal 1s necessary To demonstrate both due process and good
faith, the employee’s personnel file should contain specific written
information, including evidence of the deficiencies’ from one or
more educators, recommendations from the principal to the
teacher for improvement or correction of each deficiency, includ’
ing strategies, resources, and time frames for corrections, and

evaluations reflecting the deficiencies
7@ and Incompetency.” NASSP Bulletin, 61, 406 (Feb-
ruary 1977), pp. 45-50. EJ 160 385.

Administrators must take several vital steps to ensure that a
dismissal case 1s both “bonafide and can be clearly produced “ To
establish a bonaflde case,'there must first be “incompetence,” and
to have mcompetence there must first be a definition of compe-
tence Vafue as this term is, the authors maintain, the lack of a
reasonable definifion will cause dismissal cases to fail

Courts will accept a definition of incompetence as lohglas it
clearly stated so that it s reasonable to expect that a persori knowl
edgeable in the profession could accurately and fairly interpret if.”
For example, if an administrator feels that a teacher 15 not applying

Roney, Robert K., and Perry, Irma O. "“Tenure Laws

acceptable methodology, that opinion must be backed up with
- Ay

supportive data from the educational literature or from other
educators.

Once discrigpancigs between a teachers performance and
accepted practice have been identified, the administrator has a
responsibility to inform the teacher of these discrepancies and help
him or her improve But if continued evaluation indicates that the
teacher has failed to come up to standards after assistance has been
given, the board and administrators should move to dismiss the
teagher

When dismissal actions are taken against teachers, state statutes
must be stnctly adhered to The board must furnish proper and
sufficient notice of dismissal actions against a teacher, and tenured
teachers must be provided with a written list of charges against

them. The hearing must also be sufficient in the eyes of the court,
' 5

‘»
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and teachers may be re;')resented by legal counsel if they choose.
[}
77 Rosenberger, David S., and Plimpton, Richard A.
“Teacher Incompetence and the Courts " Journal of
Law and Education, 4, 3(July 1975), pp 469-86 E) 122
515

Competency 15 an inherently vague concept, because so much of
what is considered to be competent behavior is the manifestation of
someﬁ’mg even vaguer—common sense As such, the authors
report, the courts “have beén more disposed to rule teacher incom-
petence ih a broader context, according judgment on the umique
facts of the case ”

This article 15 a review of dozens of Incompetency cases brought
against tenured teachers It 1s designed to give school administra-
tors some 1dea of the charges and evidence that may be acceptable
n such cases . .

When Jboards prepare charges indigating incompetency, the
reasons given must be fairly specific, but “they are sufficient if they
are made in simple language and are broad enough to fairly advise
the employee of their nature” so that the employee can prepare a
defense Acceptable causes for dismissal fall into the four cate-
gones of knowledge of subject matter, teaching methods, effect on
pupils, and personal attitude. For each of these causes, the authors
review many individual cases and the specific reasons for dismissal
used 1in each

The evidence necessary to show incompetence is reviewed in a
ke manner. Evidence 1s generally presented through testimony
Professional educators such as principals, teachers, and superin-
tendents are the most common witnesses, and their testimony s
generally receivable “ Testimony from students is also acceptable,
though much less prevalent, while testimony from fellow teachers
and community members is quite rare In case law Also reviewed
are charges and evidence of Incompetencesthat have failed to gain

court acceptance
7 . —and What to Do about It.”” Updating School Board
Policies, 8, 10 (October 1977), pp. 1-4, 6. E} 167 819

Before turn-of-the-century legislatures passed tenure laws to
protect teachers, school boards often treated teachers in an unjust,
capricious manner. Today, however, many school administrators
and laymen claim that “tenure laws have outlived their purpose”
and that they “permit incompe'tent teachers to stack up in school
corridors like so much dead wood.” Although a trend to modify or
even abolish tenure laws was predicted in the early 1970s, the trend
never materialized Tenure laws continue to grow stronger, not
weaker

Tenure, however, is an oft misunderstood concept, states this
article Contrary to the popular canception, “tenure is not a lifetime
contract.” Instead, it is simply a guarantee of due process for
teachiers, giving them assurance that they will not be fired without
specific, verifiable charges being presented and both a fair hearing
and provision for app¢al being offered.

“Why School Boards Can’t Simply Fire Poor Teachers

i

i

Tenure can be favorably administered, thig afticle contends,
through “strong board policies on staff evaluation and dismissal ” A
consistent and reasonable evaluation process, combined with
honest efforts to help teachers improve their teaching, are the keys
to a successful evaluation process Even teacher umons will wel-
come the opportunity to remove dead wood from their ranks, as
tong as the steps of due process are followed religiously.

Included with ths article 1s a useful set of guidelines regarding
the dismissal of tenured teachers, compiled by school law and
personnel specialists For example, guidetines must be specific, and
data on deficiencies must be extensive, specific_as to dates and
times, and well documented Several other guidelines detail addi-
tional legal responsibilities the board must meet in the dismissal
process

(Op)
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? @ Billet, Leonard. The Free Market Approach to Educa-
tional Reform. Santa Monica, California- Rand Cor-
poration, 1978. 40 pages. ED 166 824,

_“Itis a notable irony that in this presumably most free enterpris-
ing of all nations, the idea of a ‘free market approach’ has only in
recent decades been seriously considered as a potential basis for

organizing or reg{r:(zing the provision of primary and secondary

education for the vast majority of American children.” But,
although there 15 increased interest in voucher systems and
other free market approaches to educational reforms, says Billet,
the public’s understanding and acceptance of these approaches are
often limited by market concepts that are "'too narrowly economis-
tic to encompass the moral and idealistic elements in educational
life.”

To help fill this void, Billet here reviews the philosophies of the
“progenitor of the voucher idea,” Adam Smith, from whom he
believes contemporary reformers “have something to learp.” He
also examines the “presumed origins, leading implicit and explicit
justifications, key notions, and potential social consequences” of

" “the free market approach. -

In this paper Billet is certainly successful in fulfilling his stated
aim of enriching and extending the discussion of freemarket educa-
tional reform: his presentation is full of intriguing philosophical
inquiries into the justifications for and potential effects of free
market+educational delivery systems.

Among the issues of democracy addressed by Billet are equality
and inequality in American education, the education of black chil-
dren from low-income families (“undoubtedly the greatest disaster
area in pubhc educat:onQ racial integration, and the myth of
"social mixing” in publlc schools Also discussed are the moral basis
of education in a free market system, and market concepts such as
consumer choice, competition, and profit and loss.

@ . Bridge, R. Gary. “Parental Decision Making in an
£ducation Voucher System.” Paper presented at the
American Educational Research Association annual

. " meeting, Chicago, April 1974. 32 pages. ED 098 656.

Parental decision-making is the key to any voucher system. But
do parents wish to make decisions about their children’s education?
‘If so, what areas do they wish to influence? And what are the factors
that influencefieir decisions?

Bridge here explores these, questions and their answers, 'Using
data from two parent surveys gonducted at Alum Rock (California)
in the falls of 1972 and 1973. In addition, he discusses the more
fundamental question of whether educational decisions made by
parents are necessanly the best for their children

Generally, parents whose children were participating in the
voucher program showed an interest in exerting influence,on school
decision-making. This tendency increased both with the
educational level of the parents and with their level of awareness of
the voucher program.  * -

Initially,.the fz'ictor that most influenced school cholce was the

3]
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school s location. Duning the expeniment s first year, 90 percent of
the children attended the school nearest therr home But the
influence of location decreased after the fust year, whereas
curriculum, a child’s satisfaction with a program, and a child’s test
scores increased in importance. ’

But what of the quality of parental decisions? On the one hand,
parents know a great deal about thew children’s interests and
abilities, and they presumably know what they want for thew

_ children. On the other hand, experienced professional educators

should know how different children respond to different
instructional settings The problem, concludes Bridge, 15 to bring

together these two sources of information
Private Pursuit of the Public Purse.” Phi Delta

Kappan, 61, 1 (September 1979), pp 7-9 E} 206 293

“Common civic values” “A common national purpose” “The
democratic civic community ” These are the terms that Butts
returns to again and agam in this.critique of voucher systems and
the “cultural pluralism” that they would foster

“The basic reason why the founders of this Republic turned to the
idea of public education is that they were trying to build common
commitments to theirr new democratic political community” The
political purpose of the public schools was oniginally to counter
loyalties to families, kinfolk, churches, neighborhoods, and ethnic
traditions, and to build instead a loyalty to a common “democratic
political community” and its values of “freedom, equality, justice,
and obligation for the public good.” )

Voucher systems, Butts insists, would aid private interests and
would destroy the common gational purpose “Privatism is in the
saddle and galloping in a pecBliarly ominous way, and a voucher
system might just make the race irreversible.”

In fighting against vouchers, public educators should not take a
purely defensive stance of apology for the Establishment.” Rather,
they should actively voice the primary purpose of public education
and should recall schools “to their historic purpose of promoting
the ideals of the democratic civic community ”

Parental participation in education and innovation in education
should be encouraged But “state policy should not be designed to
encourage families to promote any kind of education they may
devise.” Rather, innovation and expenmentation should be under-
taken to engender a “diversity of approaches to the common goal.of
developing informed, commutted, and responsible citizens for a

democratic political community.”

@2 Parents? The Story of Education Vouchers * Public
Interest, 48 (Summer 1977), pp. 7297 E} 165 160.

The onginal goal of the Alum Rock vouchet expe;lment was to

promote competition in the educational sector by giving parents a

»
choice of the schools their children attends The roles of teachets,
administrators, and parents were to be reconceptualized and

Butts, R. Freeman. "Educational Vouchers The

Cohen, David K., and Farrar, Eleanor. “Power to the

-

parents were to be the big winners In reality, however, “the role
that had initiaily been conceived as a reform was progressively
redefined until it was hardly distinguishable from long-established
and accepted practice.”

For example; after the first year’s tnal, teachers and
administrators insisted on enrollment limits for each school, so that
more-appealing schools would simply spill over into less-appealing
schools California legislation passed in 1973 finally allowed public
moneys to flow to nonpublic schools, but only to schools under the
exclusive control of local authornities Moreover, participating
schools were subject to district rules concerning curriculum,
teacher certification, and discipline

The principals of the participating schools “vigorously resisted

publishing comparative information that might encourage
competition among schools ” Parents did not take advantage of
their opportunity to gain power, preferning their traditional roles
Instead .
The voucher plan did allow more curncula diversity and parental
choice to develop in the district, and 1t also Increased teachers’
abilities to choose and design their own instructional settings. But
these improvements were not due to competition, the authors
emphasize, but instead were the results of decentralization and the
nstitution of minischools in the participating schools

The dispanties between proposed theory and existing reality are
amply pointed out in this interesting article. In the one actual test of
the voucher system at Alum Rock, “local forces tended to
overwhelm federal prionities.” Included in this wide-ranging article
15 a history of the developrpent‘of the voucher concept.

Califormia University of California Press, 1978. 249
pages ED 165 249 :

Can an education voucher system uphold both the socialist ideal
of equality and the libertarian ideals of freedom of choice and
marketplace competition? The authors believe so and in this wide-
ranging book outline thejr voucher proposal —the Quality Choice
Model (QCM)—that would allow greater diversity in education
while assuring each family equal power in choosing schools In
addition, the authors examine the issues involved in instituting a
system of family choice in education, address head on the

Coons, John E., and Sugarman, Stephen D. Education
by Choice: The Case for Family Control. Berkeley,

objections to such systems, outline several proposed volicher plans, \

and call for greater experimentation with family choice models
Under the QCM (formerly called “family power equalizing” by
the authors), participating schools could charge whatever tuition
they wished within a stipulated range (for example, $800 to $2,500
per year). Each family would choose a school (either public or

private) for thewr child according to both that school’s tuition level

an\d the school’s approach to education.

In return, each individual family would-pay according to the
tuition level of the school it picked and according to the family
income level Thus, wealthier families would pay more for the same
level school, yet all families would have a choice of levels, and all
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would pay more for access to higher levels. Experimentation and
monitonng would eventually lead to a precise equahizing system.

The authors note that precedents for family choice systems exist
in the food stamp program and the Medicaid program. Only public
education remains compulsory and standardized Expenencg with
choice systems has also been gained through the G.I. Bill and the
Alum Rock voucher experiment. -

A common criticism of voucher systems s that they would
promote segregation But the authors believe that “integration
™~ might become more successful as families think relatively less
" about race and more about teachers, curriculum, and style.”” They
note that no serious study has been done to test this idea, but a few
open enrollment plans have led to increased integration

Most of this book is devoted to a discussion of the design of the
instruments of choice, such as admissions policies, consumer
information, mechanisms for fair selection, transportation, teacher
certification, transfer policies, regulation 6f competition, and the
governance and formation of schools of choice In addition, the
authors deal at length with the philosophical issues of equality,
freedom of choice, and the child’s best interests

School Business Affairs, 47, 3 (March 1981), pp 7,19,
27.E) 245727 '

“From the business manager's perspective,” state Ewanio and
Lane, “vouchers make each school system a nonprofit orgamization
which must generate its income based on its ability to attract and
retain students ~ The implications of such a change for the planning
function of a district s business manager “are nothing short of hor-
rendous.” In this article, Ewanio and Lane discuss some of these
implications, outline the historical development of the voucher
concept, and enumerate the pros and cons of voucher systems

Advocates of vouchers claim they will provide parents with "a
genuine qualitative choice in the education of therr children.”
Opponents contend that voucher plans presume “incorrectly that
parents are able to select the'best education for their children.”

Vouchers will provide fhoney for sectarian causes, say oppo-
nents, including those on the “lunatic fringe.” Vouchers will give
parents freedom to ¢hoose the kind of education their children
recewve, counter py /ponents. In short, advocates believe vouchers
will revitalize Arfferican education, while opponents believe they
“will sound tl; death knell of the public schools”

Under the present system of compulsory school attendance
within a gfven geographical area, the district’s planning process

Ewanio, Richard, and Lane, John J. “The Tuition
Voucher What It Means for the Business Manager

n, would make planning for needed staff and facilities nearly
mpossible Planning for food, services, insutance, materials
purchasing, maintenan¢e, and transportation would be equally
uncertain. ' ,
Thelauthors conclude with a call t@ business managers to speak
v / ’

N .t ’ b

out on the formulation of vqucher plans, particularly in the areas of 33

fiscal management and responsible planning
5 Schools?”” American School Board Journal, 167, 1
(January 1980), pp 34-35 E) 212 396.

How would a voucher system affect today’s public schools,
boards, and administrators? For a handful of school districts—
namely those already using open enroliment plans and school site
budgeting, Fowler says “the effects of a shift to a voucher system
would be minimal ” : .

For the rest of the nation’s school systems, however, “vouchers
would represent a wrenching departure in school finance and
school decision-making practices ” Fowler here discusses some of
the 1ssues and questions that districts would have to face were a o)
statewide voucher system implemented.

Much of the voucher debate centers on the question of whether
independent and parochial schools would be able: to accept and
cash vouchers. If current constitutional interpretations are sus-
tained, says Fowler, vouchers would not be available to parochial
schools And independent schools would likely shy away from
vouchers and the state control that would_accompany them.
Fowler's viewpoint on this issue 1s clear “As a kpatter of constitu-
tionahty and good public policy,” he states, “vo should
restricted to public schools ”

Contrary to the views of most other observers, Fowler/sees
vouchers having httle influence on the governance of schools In
some ways, a voucher system would be “similar to the way a
number of states finance their system of higher education,” he
explains School boagds would lobby the state legislators instead of
therr local constituency for funding increases The board could
even “find itself with an expanded policy-setting role " Superin-
tendents, however, would become “entrepreneurs” and would have
to deal with all the “imbalances” of running a consumer-oriented
educational system.

Fowler, Charles W. "Must Voucher Plans Kill Public
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Levinson, Eliot. "The Alum Rock Voucher
Demonstration” Three Years of Implementation The
Rand Paper Series ” Paper presented at the American
Educational Reséarch Association annual meeting;
San Francisco, April 1976 37 pages ED 122 430

. After three years of operation,” states Levinson, “the basic
changes envisioned prior to initiation of the {Alum Rock voucher]
experiment have not occuired as planned.” In this paper, Levinson

. both explores the reasons for the attenuation of voucher theory-at
Alum Rock and outlines the history of the voucher program there

in early 1972, the Office of Economic Opportunity (OEO) had to
tind a voucher experiment site or lose its funds for the experniment.
Five other districts that had conducted feasibility studies (funded by
OEOj had refused to proceed for various.reasons Only Alum Rock
was left Thus, to get its foot in Alum Rock’s door, the OEO
accepted a substantially compromised voucher plan, with the hope
that true voucher theory could later be instituted

The voucher theory components that were finally adopted were
implemented sequentially. minischools were emphasized in the
tarst year, budget systems in the second, and program evaluation
ard parental information in the third. Given the complexity of the

_situation, this sequential approach was understandable, says
Levinson, but the result was that.“at no time were all of the
components that compnised the voucher system. in operation
together.”

At the time of this three-year report, recentralization'had already
begun to occur Teachers and principals were ridding themselves of
unpleasant aspects of the voucher system (such as competition for
enrollment and increased responsibilities for budgeting} while
retaining some of the advantages (such as minischools and
participatory decision-making)

In short, the implementation of true voucher theory largely failed
at Alum Rock, but the experiment s of interest in its own right as an
example of what happens when organizational innovation is*
attempted in an educational system Levinson gives one of the
better analyses of what happened at Alum Rock during the early
years and discusses the many lessons to be learned from the

experiment. .
7 agement Digest Series 1, No 17 Burlingame, Cali-
fornia. Association of California School Administra-

* @??‘1979 Prepared by ERIC Cleannghouse on Edw

catlonal Management, "“!ﬁﬁﬂ Oregén 63
pages ED 173 889. %

At the heart;of the voucher concept,is the tssue o£ ghotce. A
constant tenston exists in the gglted Stgtes between the ideas of
eultural pluralism and pational unity. How much divessity and
choice can be provuded without totally fragmentlng national
consensus? [

fj\ns 1s one of the central themes that runs through this compre-

_henstye‘monograph on educatlonal vouchers Other important

-

Lindelow, John. Educational Vouchers. School Man-

issues dealt with are churchestate conflict, desegregation, school
finance reform, and the equalization of opportunity.

”Most simply,” says Lindelow, “education vouch 2rs are > certifi-
cates that the government would issue to parents, parents would
give to the school of their choice, and the school would retum to the
govemment for cash” Beyond this common definition, however,
voucher proposals differ widely. Most recent proposals are revised
or regulated versions of the capltalnsts' "pure’ voycher, an'(;{m’qu:(’
hgve additional provisions tacked on,” such as the abolishrifént of
property taxes

Lindelow reviews the history of the voucher concept and related
developments, such as the ‘church-state wall” and school £ anc
reform, and then describes experience with programs th utilizé
one or more components of voucher theory, such as the f stamp
program, the G.I Bill, day care tax-credit provision, the ”ng‘n»
operating” school districts of Vermont and New Hampshire, the

Free Schools’ of Denmark, and open enrollment within the public
system Finally, the so-called “voucher experiment” at Alum Rock
(California) 1s described 1n some detail

A chapter entitled ' proposed models” describes voucher systems
ranging from Miiton Friedman's unregulated system to the “regu,
lated-compensatory model” proposed by Christopher Jencks A
substantial portion of this chapter is devoted to discussion of the

“voucher initrative” that failed to qualify for the June 1980 Cali
tormia ballot A final chapter discusses several problems with which
any voucher system would have to contend.

Educational Supplement (London), 3181 (May 21,
1976), pp 20-21. E) 149 214, -

Parents seem to be well-satisfied with the voucher experiment in
the Alum Rock (California) school district, particularly regarding the
opportunity it gives them to choose their child’s school, observes, -
London Times correspondent Mandgl. In addition, most
participating teachers have responded favorably from the start. Itis
easy to see why. teachers usually work with colleagues who share
the same educational philosophy, arnd they teach students who are
there by choice (or attleast by their parents’ choice). They have
acquired greater influence over budgeting, cumculum, and new
teacher hiring as well.

Student achievement, Mandel notes} has not changed discernibly
at the partiapating schools. In addition, no hucksterism or
increased segregation have developed in the system, as some critics
predlcted ~ :;

In the Alum Rock voucher system, parents recelve a voucher
worth the average cost of education in the district. If the family is
considered disadvantaged, the voucher 15 of greater value
Partlupatlng schools are required to accept all children who apply,
as long as space permits Whep oversubscribed, the school holds a
random drawing for places Free transportation is provided to all
students who need it, and students can transfer schools at any time.

The fourteen participating elementary schools are subdtvgded !
into fifty minischools that differ gither in teacher style or curriculum

N

Mandel, David. “Schools on the Market” Times’
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emphasis. No pnvate schools have become a part of the
expeniment, though the onginal plan called for their inclusion Thus
some observers have concluded that the voucher system was never
really tried at Alum Rock and that simple diversity can be created
., withput avoucher system. Mandel artgues, however, that a vouchey
plan allows consymer input that creates a better match between

supply and demand.
@@ * Paper in Education Finance No. 23. Denyer. Educe
tion Finance Center, Education Commission of the
. Statés, 1979. 25 pages. ED 189 715.

The first broposal for using a voucher system to finance educa
tion was apparently made by Adam Smith in1776, Modém develop-
. ment of the voucher concept 1s usually credited to Milton Fried-
man, who in 1962 proposed a completely unsegulated voucher
syStem that would structure educational delivery according to free
.market’ principles. In the 1960s and 1970s, several regulated
, voucher systems were proposed, and a partial experiment with one
such system was completed at Alum Rock, California.

In this background paper for the New York State Task Force on
-Equnty and Excellence in Education, McGuire clearly and concisely
explains these and other events in the history of the voucher
concept, describes just what vouchers are and'how they differ from
presaﬂt forms of educational delivery, and discusses the pros and
cons of educational vouchers The author then addresses a series of
’(Tfﬁculband important questions raised by voucher proposals

One of the more important concerns of voucher opponents is the
potential impact of vouchers on attempts to integrate Amerncan
society. In theory, if schools are to compete effectively in the open
market, “they must remain free of government regulation that
could impau their ability to respond to market pressures ” But the
goal of integration, on the other hand, is only [ikely to be met with
govemment enforcement of restrictions on the composition of
schools. %

Another major question concefns the church-state relationship Is
it desirablé—or_constitutional provide public funds for sec-
tartan schools through_ vouchers? These and othei questions,
McGurre concludes, probably explain “why few experifients with
vouchers have occurred and why none of them have developed into
permanent methods of financing education.”

_McGuire] C. Kent. Education Vouchers. Working

@ Pickard, Brent W., and Richards, Donald M.
. ) . "“Educational Vouchers “ Canadian Administrator, 15,
4 (January 1976), pp. 1-5 E} 137 958.

The several model voucher systems-that have been proposed
share certan common elements Each assumes that freedom of
choice Is the ultimate objective, yet.each also sees the necessyty for
a govemment regulatory agency to both prevent abuses and
disburse funds Each also implies or expresses a belief in a free,

" competifive educational market.

Voucher systems also share the common goal of reduung

meaumes in the present system of fitancing educatlon primarily

B '

through provisions that would increase the share of resoches
avaiable to the disadvantaged All plans.assure each institution
enough- money ‘to “providé programs comparable in cost with
present programs, and some plans make it possible for institutions
to receive additional funds to “remove the effects of wealth ” Such
plans, say some proponents of voucher,systems, will raise sooety s
tota) gxpéndlture on educat:qn

The authors note that voucher systems are basﬁly designed “to
provide funds for current operating budgets rather than provide
capttal funds. Thus sorhe proponents have suggested that a‘loan
system be _set up alongside the voucher system for the
establishment of new schools and facilities.

A major problem with voucher systems s ensuring that,
individuals make wise educational choices Students are hkely to
choose a school becau$e of its advertising or the success of its

_ football team, rather th/p.because of the quality of its educational

services The authorgsuggest that “it will require a great amount of
time and effort before individuals will become wise purchasefs of
educational services ”

Included are a discussion of vouchers In postsecondary

education (specifically the G L Bill) and the use of vouchers for

f -

continuing education programs. Lo

e

Premazon, judith, and West, Philip T. Requiem or
Rebirth? From Voucher to Magnet * Clearing House,
51,1 (September 1977). pp 3845 £) 169 094

Ol

Houston's magnet schoal “Concept embraces the favorable

' aspects of the voucher system and minimizes or ehmmates the

principal objections to such a system.” For example the magnet

. program gives rnido a variety of educatxon?l programs, but each
. program can survive only. if it can attfact and retain its clients

£

-

Parents must decide which, if. any, magnet schools their chaldren

will attend. ’, -

In addition, the. authors state that “what was con;ectured about
discipline in” voucher schools has become a reality i the magnet
school”, that s, -dlsupllne problems have nearly disappeared in
magnet school settings. - .

The Houston magnet schools are also malntammg
desegregation — each school is required to maintain the court:

mandated ethnic mnx Free transportation is offered to all clients in |

the district, so there is no restriction on choice due to location

As opposed to voucher systems, the magnet schools do not
depend on federal support. The authors admut that per pupil
expenditures are grea{er for students who select magnet programs,
but the district has decided that the benefits are worth the extra

cost. :
@@ Szanto, Hubert S. “Califorma’s Voucher Plan A

Private School Principal’s Critique NASSP Bulletin,
’ . 64, 437 (September 1980), pp. 93-,98 E) 230 146.

The “Initiative for Family Choice in Education” —a proposed
voucher system for @lifornia—did not receive €énough signatures
to get on the June 1980 ballot However,” this measure or some
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whete the money will come.”

version of it will undoubtedly come up again in Califormia or some
other state ,

It 1s widely assumed, says Szanto, the principal of St. Michael s
High School in Orange, Califomia, that public schools are against
such proposals and private schools are 1n favor of them. But in this
article, Szanto points out several provisions of the Califormia
voucher mnmitiative that would, if umplemented seniously threaten
both public and private schools.

Expenence shows that if an institution accepts substantial funds
from the govemment or from any other agency, that same institu-
tion will De regulated, influenced, and ultimately enslaved by the
entity which gave 1t the money ” Although the initiative assures
there will be no interference, even a cursory reading tells otherwise

For example, in matters of admission, a school could be
requested by law to exceed its enrollment limit. In addition, lottery
selection “could effectively remove from the hands of the agmnis-
tration a most important function. the selection of students con-

sidered to be proper material for a particular school ” And what -

would members of a particulay church do “if the lottery ‘overlooks’
them?”’ Other questions arise over certification, required standard-
ized testmg and the initiative’s confusmg statement regarding the
teaching of specific phllosophles

Another provision allows voucher schools to expel students "“for
grave Qr habitual misconduct.” These students, of course, would be
dumped” on the public schools, which would be required to take
them Szanto discusses several other shortcomings of the initiative,
including its abolition pf property tax with no mention of “from

.
,

@3 Woﬂman, l’aul M., and St. Pierre, Robert G. "The

Educational Voucher Demonstration. A Secondary*
. Analysis.” Education and Urban Society, 9, 4 {(August

« 1977), pp. 471:92. E) 167 001. .

Z
Was {he Alum Rock voucher experiment.a true test of voucher
theory? ACCordmg to the authors, all voucher plans have four
common features: parents are totally responsible for school choice,
schools are fmanced only through vouchers, both public and
private schools participate, and the resulting free-market system
" assures the survival of only the best schools.
Buti in Jthe Alum Rock demonstranon the authors contend, “'there
was a great deal- of slippagé in implementing these theoretical
,tonstruct§ “ Parents were indeed given a choice of-schools, but-a
school’s personnel, particularly the principal, decided whether the
school would participate at all. So only some of the district’s
schools participated, and no private schools participated.
The other elements of voucher theory also expetienced “serious
érosion” ‘in_ their implementation. Instead of each school or
rinischool becoming independent and de€entralized, the central
office deducted a “payback” fee from each voucher for centralized
. administrative“services. The local teacher orgariization received an-
assurance of teacher job sécurity in return for their support of the
plarf In short, “the voucher demonstration was reduced to a form of
‘open enrollment’ or.alternative eddcation” instead of a test of a

A
N [
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competitive, free-market system in education

In addition to examining the mismatch between voucher theory
and implementation, the authors discuss past analyses of student
achievement data and their own recent (1377) reanalysis of those
data. Ther analysis indicates that a disproportionate number of
bnghter students enrolled in the innovative, nontraditional
minischools But after the first year, these brighter students were
performing at a lower level than their peers in nonvoucher schools. |
This result, the authors note, is not surpnising, considering the “lack
of fit between the goals of these nontraditional programs and
measures of academic achievement ” >




Energy<
Management

’

@ @ American Association of School Administrators.
Public Schools Energy Conservation Measures:
Management Summaries Washington, DC 1978. 20

pages ED 164339

As part of the federally funded “Saving Schoolhouse Energy”
project, ten representative elementary schools from across the
nation underwent a “thorough and comprehensive engineering
analysns“ to determine areas of possible energy savings Several

“energy conserving opportunities” (ECOs) were identified at each |

site, and recommendations were made for actions considered cost-
effective (inttial investment recoverable within twelve years from
“the predicted energy sdvings)

The total projécted costs of the recommendations at each site
ranged from $1,000 to $80,000, with @2 mean expenditure of $25,000°
The real surprise In this report, though, 15 the size of the predicted
ehergy savings 'Preliminary projections suggest these expenditures
will reduce energy consumption an average of 50 per cent across all
ten sies.”

" The most frequent recommendations, and the ones with the
quickest recovery rates, were to reduce outside air intake to
mimmum standards and to, adjust various controls. Other
suggestions included modifying the building envelope (increasing
insulation and weather-stripping, decreasing glass surfaces),
replacing incandescent lighting with fluorescent, modernizing and
adjusting boilers and ventilation systems and revising the
occupied/unoccupied cycle. )

The engineenng analyses descfibed here represent the first phase
in the Saving Schoolhouse Enérgy project. Later phases include
making the changes recommended in phase one, monitoring
postmodification energy use, and disseminating the findings of the
project. Bref descriptions’of each school and the modifications
suggested for each are contained in this report. Also included is an
order form for ordenng detailed reports of each school-site analysis.

@ 5 Askin, Ralph J., and others . California School Energy
" Concepts, 1978. Sacramento, Califomia: Bureau of
Schoo! Planning, California State Department of

Education, 1978. 49 pages ED 165 341

Before the advent of mechanical temperature-control systems,
buildings wefe necessarily designed with climate in mind. With
technological advances and the availability of cheap energy,
however, an arrogant disregard for'nature became stylish. Now,
with the energy crisis upon us, “architects are ‘rediscovring’ many
of the techniques for climate control_that have existed since the
time of ancient Egypt but that were discarded or lowered in priority
during the era of cheap energy ” This publication discusses many of
these ““forgotten’ techniques of building design, along with many
new ideas for reducing energy consumptlon in new and existing
school buildings/

Among the fraditional variables that should be considered in
building deslgn are site selection (topography, prevailing winds,
trees, othey buildings), orientation, building shape, landscaping

- T/
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(deciduous trees for shade, evergreens for windbreaks), insulation,
and c‘oIOr (dark roofs and walls absorb mare heat). Other measures
that can be taken to reduce energy consumption include the
installation of solar energy systems, the use of double sets of
extemal doors enclosing unheated vestibules, the reduction of
electric usage during peak load times when rates are higher, and the
installation of heat recovery systems.

Heat recovery involves redirecting ““'waste” heat to places where
it can be used. Much heat, for example, 15 lost in the exhaust air. A
“rotary heat wheel,” which rotates slowly between the exhaust and
incoming air streams, can reclaim up to 80 percent of the heat and
pay for itself in a few years Included are tables oytlining recent
“energy responsive” projects in schools, section drawings of some
energy-efficient schools, and a fifty-entry bihliography

BRI Systems. Encouraging School Transportation
‘Effective Energy Management (ESTEEM). Fuel
Economy Management Handbook for Directors of
Puptl Transportation, Schopf District Administrators,
Transportation Department Management. Phoenix,
Anzona 1977 161 pages ED 165 317,

~Reductions in school bus mantenance and fuel costs of 4060
percent or greater were successfully achieved n many of the
nations school districts after they implemented energy-saving
programs, states this federaliys financed publication. With an

96

abundance of useful suggestions, this hahdbook shows how nearfy .~

every school district can cut costs in many areas of thew
transportailon system

In purchasing, for example, savings caﬁ be achieved by selecting
the most suitable and energy-efficient equipment available. Radial
trres, diesel engines, streamlined buses, and electronic ignition
systems all save fuel Fuel should be purchased by the trickload to
obtain discounts, and parts should be ordered for a full year to
obtan the best price. Also, advises the handbook, equipment
should be matched with conditions: ““purchase the smallest bus
with the smallest engine offering.the most efficiency that fulfills
transportation needs.” .

Driver attitude 15 another important factor in fuel economy. The
dnver training program should- emphasize efficient drving
methods, and driver motivation should be kept high “Post weekly
or monthly vehicle and driver fuel consumption lists,” recommends
the handbook, and attempt to create a spirit of friendly competition
among drivers, Also, post charts comparing current fuel
consumption with the district’s consumption goals,

Bus 1dling time can be reduced by planning routes to make only
nght-hand turns, and by avoiding bus travel during peak traffic
hours Fewer buses can be used if staggered dismissal times are
eliminated, and if bicycling and walking are encouraged.

Also discussed in this widesranging handbook are public relations
programs for energy conservation programs, student pa@cupation
programs, and guidelines for monitoning energy management
activities.

@7 “Bright, Light and Energy Efficient “ American School
and University, 53, 9 (May 1981), pp 18-19 EJ 247 059.

The recently constructed Sﬁ:g)n Elementary School in

Newburgh (Indiana) 1s designed to bd as energy-efficient as 1s now
technically feasible The heating dnd cooling system for the
90,000-square-foot buitding can utilize three fuels —natural gas, oil,
and propane gas The system now uses natural gas, but it can be_
switched to oil or propane gas if these fuels become cheaper or
more readily available

The heating and air conditioning system is also designed to
reclaim and recirculate heat Exhaust vents are posttioned directly
above light fixtures, so that room air 1s warmed as 1t leaves This
warm air is directed to a heat exchange wheel that transfers the heat
to incoming fresh air £ach room also contains a supplementary hot
water gseboard heater, for days when the temperature falls below
40°F

Energy is also saved in the lighting system Parabolic reflectorson
hall lights direct the light efficiently while reducing brightness and
glare Classroom lights can be turned on row by row, so that natural
light can be utilized when sufficient Skylights in the gym, cafeteria,
and stairwells further reduce lighting needs Heat loss from these
skylights and the school’s windows 1s reduced with doublepane
construction

School officials have also used psychology to make the class-
rooms seem warmer According to a well-known interior design
theory, bright colors make a room seem warmer Thus, the class-

_ room’s fixtures are pleasant yellows, oranges, reds, greens, and

blues

S

British Columbia Department of Education. Energy
Conservation for Schools 1978 Edition Report
Number 00654-78-09. Victona, British Columbia: -

) 1978. 29 pages. ED 166 047




. By following the energy conservation plan outlined in this
booklet, most school districts can reduce energy consumption by 20
percent. This figure 1s not an exaggeration, the authors stress, but
can be attained and at a cost that would pay for itself in one to two
years.” -
The first step 1s to appaint an  Energy Conservatuon Manager’ to

" fun the program. The energy manager could be an interested and

mqtivated teacher, school board member, administrator,
ma ance person, or even someone from outside the school
system.

The energy manager should calculate the total energy consumed
by each school in the district, using the three energy consumption
record sheets provided in the on;Iet. One 15 for electricity
consumption, another for ol and gas consumption, and the third for
calculating both totatenergy consumption and the school’s rating

“on an energy-use index (which corrects for differences in outside

temperature).

With the ifformation from the energy consumptlon record
sheets, each school’s energy use can be compared with the “energy
consumption targets” provided in the booklet These target figures
reflect the “unit area energy consumption levels which should be
attainable in a large number of schools without major capital
expenditures “

The final step in this conservation program’is to conduct an
energy survey of the district’s schools to identify areas where
significant energy savi be ‘made Experienced technical
personnel —either fromt dlst tor from a consulting engineering
firm —should conduct the survey and report findings and
recommendations to the school board Included is a list of
conservation areas that the survey should cover

.

)

Burr, Donald F. 'Creating Energy-Efficient
Buildings. Paper presented at. the American
Association of School Administrators annual
meeting, Atlanta, February 1978. 14 pages ED 165
270. . »

Contrary to the popular impression, says Burr, the technology for
making buildings energy-conservative is not twenty or thirty years in
the future Rather, that technology 15 available now and is probably
the most developed area of energy conservation today -

One essential ingredient of all new building designs, says Burr,
should be an energy (heat) storage system. Heat storage systems
can use water, rock, or eutectic salts as thewr storage medium
Electrical energy can be purchased at night, when rates are much
cheaper, and used to heat the rock, water, or salt for the next day’s
heating needs )

A water storage system is attractiye because it can be linked
directly to a hydronic (water-based) heating/cooling system in the
building. Such a system can also be connected directly with roof-
mounted solar energy collectors. )

In most high schools, about 25 percent of all energy consumed 15
used to heat domestic hot-water, pnmanly for showers. But about
80 percent of this heat can be reclaimed by collecting the waste

ERIC ~
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water in an insulated storage tank and passing cold water through
closed pipes in the tank ‘

Another water idea discussed by Burr is the use of an “onsite
well with heat pump system “ If ground water 1s available, it can
often be citculated through a heat pump to help heat the building in

.winter and cool it in summer. Two wells are needed, says Burr, one
for pumping water up, and the other for pumping the heated or
cooled water back down (to minimize impact on the water table).

ﬂ@@ “California State Department of Education.,Energy
and Water Conservation Suggestions for California’s
Elementary and Secondary Schools Sacramento,

‘Cahfornia 1977 27 pages ED 166 031

The two keys tg increasing energy conservation as outhined in this
booklet are wise faciity and equippment management and an
energy education program.

Energy education should be designed to help students and
teachers develop the skills, knowledge, and attitudes they need to
ufe energy resources wisely’ An energy education program,
however, should not be simply an add-on’ to the curriculum
Instead, 1t should be incorporated into the instruction of many
subjects, including social studies, science, home economics, and
mathematics To help in implementing such a.program, several
sources of developed curnicuium matenal and teacher kits” are
listed

-Since each school building s umque in both deSIgn and
environmental setting, each school must be f8oked at ndividually
to detect potential areas for energy-savings There are some steps,
however, that all schools can take to increase their energy
efficiencies. For example, roofs and exterior walls that are painted
with a light, highly reflective color will reduce heat gain from the
sun, as will shade trees around the building. Exterior glass areas can
be reduced to the mimimum necessary for “visual rebief” and
replaced with insulated walls And incandescent lights can be
replaced with fluorescent or other high-efficiency fixtures

10

Council of Educational Facility Planners,
International. Fnergy Sourcebook for Educational
Facilities: An Authoritative and Comprehensive
Sourcebook for the Design and Management of
Energy Efficient Educational Facilities. Columbus,
Ohio* 1977 275 pages. £D 147 996 -

About onethird of all energy used in the United States is
consumed in operating buildings, and educational buildings are the
largest group of institutional buildings Thus, “in schools alone, the
potential for saving our finite resources is Immense,” states this
comprehensive publication

An nitial unit discusses the development of an energy
management plan for local school districts An “Energy
Management Commuttee” should first be formed to fulfill policy-
making responsibilities _for the program Next, an “Energy
Conservation Team” should be appointed and should include
building principals, teacher, parent, and student representatives,
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maintenancé and transportation supervisors, and outside energy
consultants. The team should have operational authority over all
aspects of energy management and should be directly responsible
to the policy committee. After appropniate inservicq traning, the
team should analyze school energy use and then determine
appropniate goals and activities.

The next two units discuss methods of collecting energy data and
auditing energy use in the district. Extensive checklists, energy data
forms, and dlustrative graphs and charts are provided. Three
auditing methods are presented the ‘minraudit,’ consisting of a
one- to two-hour inspection by energy specialists, the maxraudit,
a comprehensive examipation of ‘energy-use patterns by an
engineering consultant, and the Public Schgols Energy
Conservation Service (PSECS) audit method, which uses 2 computer
program to simulate energy-use patterns in school buildings.

Other units cover detailed conservation measures that schools
can take, contracting tor outside professional services, case studies

.In energy conservation in school distnicts, public relations programs,

cost-benefit analyses for conservation programs, one state s energy
conservation plan, and the energy poligy of the CEFP/|

Department of Energy. Energy Audit Workbook for
Schools. Washington, D.C.. Office of State and Local
Programs and Office of State Grant Programs 1978
88 pages ED 164 284

“In a typical school,” states this U.S Department of Energy
publication, “it is possible to save as mugh as 15% of utility costs
through common sense actions without any appreciable ‘capital
expenditures” With a wealth of examples, checklists, and
suggestions, the booklet shows how these savings can be achieved,
as well as how more money and energy can be saved after wise
investment In energy-efficient facihties and equipment.

The first chapter 1s a long checklist of simple procedural changes
that can be implemented for Iittle or no cost. Suggestions snclude
the removal of unnecessary lights, the redyction of the hot water
temperature to 110-120° F, and the juditious control of building
temperature. The 144 practical sdggestions are conveniently
organized under important energy subheads, such as space heating,
boiler use, arr conditioning, ventilation, lighting, and kitchens

The second chapter, which makes up the bulk of this workbook,
outlines detailed step-by-step procedures for both analyzing energy
use and computing the potentigl savings of particular energy-saving
measures. Instructions are provided for filling out a removable
‘Energy Management Form” using electric and fuel bills as well as
weather information.

Nine specific conservation “problems” are presented with a fill-
inthe-blanks format An accompanying example illustrates the
computations.

10

Downey, Gregg W. “Some Sunshine for Your Fiscal
Life: Solar Energy Schools.May Not Be As Far Off or
As Blue Sky As We’ve Thought”” American School
Board Journal 164, 8 (August 1977), pp 5660 EJ 164
144

Most schools are naturally 5u|ted for the installation of solar
equnpment, states Downey, because they are generally well
constructed; have flat roofs suitable for solar collectors, and have
theur peak energy demands duning daylight hours — thus lessening
enérgy storage requirements. Already, many schools across the
country are using solar energy for water, heatmg, space heating, and
space cooling.

*One solar energy firm estimates that 15 to 30 square feet of
collectors are needed for each 100 square feet of building floor
space And cost quotes, says Downey, range from $6 to $20 per

isQuare foot, including installation Thus, solar installation s fairly

expensive, however, the operating costs for solar are much lower
than for fuel-fired systems, so investment costs can be recouped
after a few years

For example, the school board of Florida (New York)
commissioned a feasibility study to determine ways to cut down
energy Losts in an aging school building serving about four hundred
students The report suggested retrofitting the building to decrease
heat loss and installing a solar heating system for a total cost of
$80,000 With a projected fuel savings of 35 percent per year, the
investment could be recouped by 1986, said the report, and even
sooner If fuel prices continue to rnise )

10

Kerns, Marilyn. Energy Conser:;tﬁy( An Examination

of Energy Conservation Mechafiisms As They Relate
to School Districts in Region XI. St Paul. Educational
Cooperative Services Unit, University of Minnesota,
1977 68 pages. ED 164 297 T

The first step a district can take to save energy is to develop a
distnictwide energy conservation plan To help Jn this process, Kerns
outhines two recently developed energy management plans the
Total Educational Energy Management (TEEM) approach,
developed by the Colorado Department ofv’Educatlon, amd the

. program developed by the Council of Educational Facility Planners,
_Intematlonal (CEFP/I) .

In both approaches, the working unit of the plan is an energy
conservation committee, whose membership should include most
or all of the following district energy manager, superintendent;
building principals, maintenance and transportation supervisors,
business manager, energy consultants, utility company
representatives, and community, teacher, and student rep-
resentatives In the TEEM model, the energy committee sets
objectives, determines strategies’ and energy-audit methods, and
arranges copsultations with outside experts Then build! vel
task forces are developed to implement the plans

In the CEFP/l model, the programs and activities are both
planned and implemented by the committee. The task committee
reports directly to an energy policy committee, composed ot board
members, appropnate central office administrators, and energy
experts.

The first action taken by an energy conservation committee
might be to conduct an energy audit of the district’s schools. She
describes the same three auditing methods mentioned in CEFP/I’s

a6
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Energy Sourcebook. Also included are extensive checklists of
energy conservation measures that schools can take. -
ﬂ@5 Business Affairs, 44, 2 (February 1978) pp. 3334. £)
173 511.

Using a small computer system, two high schools in Hlinois have
considerably reduced their power consumption, says Nanni. The
computer 1s responsible for shutting off and on the thirty-eight air-
handling units in the two schools, which vary considerably in
horsepower and areas served.

“The computer-controlled onjoff cycle intervals vary according
to the time of day, the day of the week, and the season of the year,”
says the author During school hours, the computer turns each fan
off for six minutes of each half hour, After 4P M, the fans are turned
off for fifteen minutes of each half hour Between9PM and5AM,
the fans remain off '

Every half hour, the computer proyides a print-out showing which
air units are on, as wéll as the following electrical-usage
information power consumption totals, kilgwatt-hour usage, the

_peak demand limit, and “the plus or minus percentage of actual
‘consumption versus demand limit”" When electrical usage
approaches the utility’s demand limit (where excessive demand-
cost penalties are incurred), the computer compensates by shutting
down fans for longer periods of time

Since the computer control system 1s “open-ended,” the district s
considering expanding its use to other power management areas,
“such as controlling the mercury vapor lamps in the parking lots and
monitoring the school bus gasoline pumps

1O®

Nanm, Robert. Plugging the Energy Drain ” School

“One Energy Misers Plan* American School and
University, 53, 8 (Apnl 1981), pp 64-65 EJ 247 055

Would you like to be known as an “energy scrooge’’? Robert )

Lorenzen, who s in.charge of facility use and planning for Shawnee
Mission School District in Kansas, 1s known by thus title and is proud
of it He expects thatenergy costs at nine of his district’s sixty-seven
schools will soon be cutin half as the result of extensive retrofitting

In response to, nising energy costs, the district resolved to cut
energy consumption 15 percent by 1985. The first step was a
thorough documentation of each school’s energy consumption
with the help of a computer Some initial measures were taken,
such as setting back thermometers and recalibrating heating
systems, but the big push came when matching federal funds for
retrofitting became available.

The district hired a professional energy management consultant
to study each school’s physical plant and corisumption patterns
The  heavily documented results” of the firm’s study were then sent
.to the KAnsas Energy Office and then on to the Department of
Energy. One school was denied funding because its payback period
was too long {nine years), but mine other schools were awarded
nearly $350,000 in matching grants for retrofitting. The consulting
firm, 1t should be noted, prepared the applications that won these
grants . - . -

4 EMC _
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Lorenzen saved another $50,000 in electricity costs duffng the
summer with a clean em up and lock ‘em up” strategy Instead of
assigning one or two custodians to refurbish school facilities

throughout the summer, a team tackled the job of cleaning ten

schools and completed the task in less than twenty working days
All unnecessary equipment was then switched off.

Peterson, Irving M., and Gates, Richard M., editors.
Energy Conservation Guidelines—2. Energy Conser-
vation i School Facilities. Trenton Bureau of Facility
Planning, New Jersey State Department of Educa-
\, bon, 1980. 21 pages,"ED 194 356.

A school s a system composed of three main elements —a physi-
cal plant, people, and an educational program According to this
excellent guidebook from the New Jersey Department of Educa-
tion, energy can be saved in each of these areas by modifying the
physical plant itself, its operation, and the scheduling of the
educational program.

”The educational program and schedule of daily activities are
normally considered a stable factor around which all other ele-
ments in the school system revolve “ But most programs and sched-
ules, say Peterson and’Gates, have some room for energy trade;offs.
For example, activities taking place in the evenings or on weekends
can be scheduled so that “all the spaces used are in a single heating
or cooling zone,” so the rest of the plant can be shut down.

Modifying the way the plant i1s run can result in large energy. .

savings Waste in energy used for lighting can be cut by relucing the

number of lights, switching to efficient fluorescent bulbs, using :

natural hight where possible, and starting a voluntary light turn-off
program Waste in heating and cooling can be cut by changing
thermostat settings so that the building is cooler or warmer, but still
within the “comfort zone * Reducing the intake of cold, outside air
for ventilation can reduce annual energy consumption by 25
percent with no investment, according to one study

Modifications to the physical plant can save even more energy,

; but do require capital investment. Peterson and Gates Iist numerous

possible modifications for heating, lighting, and air conditioning
systems according to whether they are fow cost, medium cost, or
high cost undertakings

109

Tetzloff, Richard D. “Conducting Energy Audits of
Your Schools, or ‘The Last One Out.of: Town, Please
Turn Out the Lights’” Paper presented at~the
National School Boards Association annual meeting,
San Francisco, April 1980. 44 pages. ED 188 285

The St Cloud (Minnesota) public school district, like so many
other districts, first became acutely interested in energy conserva-
tion during the fuel shortage of 1973-74 Rising fuel costs ang a state
mandate requiring energy usage studies of all public buildings
further stimulated the district to hire a consulting engineering firm
to conduct a comprehensive study of energy use in twenty of the

district’s buildings. Tetzloff here describes this energy audit in some
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42  detail and discusses other actiops the district has taken to ¢conserve Once the retrofitting has been completed, it 1s important to
energy. monitor the results of the project to determine whether savings .
Base-line data were“collected during the fiscal year 1977 78. For have actually been achieved An added benefit of monitoring is that
each building, a Total Energy index’ was computed as follows.the - itbecomes easier to identify whether retrofitting should be initiated
figures for fuel, electricity, and water consumption were converted on similar buildings in the future ’
into British Thermal Units, and then the total B.T.U s'were divided . .
by the area, in square feet, of the building. Once the energy index ) < , )
was computed, a goal for energy reduction was set The consulting
firm projected that the base year’s energy consumption could be* . N .
.reduced by 37 percent.
- Next, the firm developed a plan to achieve this goal for each -
building. Each plan related “potential energy cost-savings to esti-
mated’ expenditures necessary to achieve the savings,” and it .

included or estimated the payback pernod foreach modification . -
Tetzloff includes the detailed energy audit for one high school and
the list of recomnfendations provided by the consulting firm
Modifications to plumbing, heating, cooljpg, ventilation, and
electrical systems accounted for most of the projecte¥ savings and
had, for the most part, short payback periods. Modificavons to the
“building envelopes,” however, were quite expensive and thus had
long payback periods: thirty and sixty years for secondary and ele-
. mentary schools, respectively - Thus “building envelope retro-
™ ‘fitting” was left for “a'time of planned renovation and remodeling.”
Y7 Tetzloff also discusses the district’s recent implementation of a -
“computenzed monthly energy monitoring and analysis program”
and the importance of commitment to energy conservation on the
part of all district personnel. ks

’

’ 3
n@@ Tiedeman, Thomas V. An Energy Conservation'~ . ) :
Retrofit Process for Existing Public and Institutional
o Facilities. Washington, D.C.. Public Technology, Inc, ’
1977 127 pages. ED 161 763. -

Can modifying existing buildings féally result in substantial e
energy savings? According to Federal Enetgy Administration (FEA)
estimates, “a building owner may expect to save 10%-20% in g
energy use without any initial’ cost, another 10% with minimal first . . / '

e

. costs, and 10%-20% more with an 1nves}meht which can be paid
back by savings in three to ten years.’
- jnthis publication, Tiedeman concentrates on those modifications
tha!t require some capital expenditure. Even |f the funds available
for retrofit are small, he emphasizes, viable“Conservation options .
are likely to exist.

The first phase in the retrofitting process is to determine the most .
energy inefficient facilities by studying past and current energy .
consumption patterns. Tiedeman presenits three methods for R
conducting such a study, ranging from a “rough estimate” method , o
to the sophisticated component-by-component method developed
by the FEA.

When the facilities most appropriate for retroflttmg have been
identified, each should undergo a “detailed engineering and
architectural study of potential energy conservation
modifications.” Detailed instructions for choosing consulting firms
and evaluating their quallflcatlons are included.
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Managing
Declining .
Enroliment

Abramowitz, Susan. “THe Dilemma of Dechne.”
Paper presented at the National Association of State
Boards of Education annual meeting Williamsburg,

Virgima, October 1979 13 pages. ED 184 233

In the early'1970s, dechining enrollments caught many educators
off gaard. Cusrently, most districts are still experiencing dechine, but

' in other dlstrléts_»ylthvn the same state or regjon, enroliments rr[ight

be increasing In short, “growth and decline are occurnng simut-
taneously” and m3fy districts don’t know wlitat to expect next

. These conditions, states Abramowitz, point out the need for
#improved educational management, particularly planning In this

document, Abramowitz outlines-some of ithe actions that state
govefnments _could take to aid local districts in managing decline
~ Most district managers are unable to make accurate predictions
of futyre enrollments because of difficulties in obtaining and
utthzing data about population and economic trends These diffi,
culties would be alleviated, says Abramowitz, if states developed
reliable systems for the collection and dissemination of information
on econgmic conditions, r?:'gration patterns, and other social and
economic indscators e

States could provide other forms of technical assistance to dis-
tricts as well, particularly assistance designed to improve manage-
ment practices Thie National Association of State Boards of Educa-
tion, the National School Boards Association, and other
professional associations could also help, says Abramowitz, by
publishing information, holding seminars, and offering tramning pro-
grams and workshops on the manageément of decline

Declining enroliments also threaten recent gains m affirmative
action and special services The state could intercedé to protect
affirmative action, Abramowitz contends, and could help alleviate
the impact of cuts in special service funding by promoting the
establishment of regional units or consortiums of districts among
which the costs of these services could be shared R
Hm Enrollments ” Fducation and Urban Society, 11, 8
R (May 1979), pp 18595 E} 205 697

Before a school district can deal effectively with the complex
political and organizational aspects of declining enroliment, it must
have ac¢curate data on future student enroliments and on the con-
dition of all school facilitres. Bishop here provides suggestions for
solving these “technical problems of accurate data gathering” and
discusses other general “'strategies for dealing with decline.”

Declining birthrate 1s of course the pnimary cause of enrollment
dechines'nationwide But locally, other demographic factors may be
at work and should be considered carefully to obtain a more

Bishop, Lloyd. “Dealing wi. Declining School

accurate enrollment forecast Bishop lists many of these factors, :

including residential housing pattetns, local building costs, in- and
out-migration, multiunit housing development, and past population
trends . .

After accurate data have been collected, the distnct should

establish and publicize the-cnteria it will use to decide which 3
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schools to close. To reduce public outcry, “these criteria should be
announced well in advance to the community so the ground rules
are understood prior to any public report on the consolidation of
schools * Critenia to consider include facility conditiodf, the effect
of closures on racial balance, physical and natural barners in the
community, and changed student transportation needs. .3

To ease the stress of closing schools, districts should sohcn{!
c®mmunity and school personnel _Input through opinion surveys
and advisory commuttees “If these commuttees are open to wide
community pargcipation, they can provide an excellent means of
providing vanious interest groups a platform for discussion,” states
Bishop, and thus can “defuse potential confhcts’ ever school
closures

N2
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Dembowski, Frederick L. ““The Effects of Declining

Enrollments on the Instructional Programs of Public

Elementary and Secondary Schools*’ Paper

presented at the American Educational Research

Association annual meeting, Boston, April 1980 24
“pages ED 184 208 .

In recent years, numerous articles have been wrtten giving
advice on how to deal with the problem of declining enrollment
Most, of these recommendations, however, have concentrated on
the fiscal impact of declining enrollment, whereas the impact on

nstructional programs has been largely overlooked To help fill thrs |

void, Dembowski conducted a nationwide survey of schgol districts
to determine both the effects of declining enrollmen¥on instruc-
tional programs and school administrators’ responses to the
problem P
' Dembows} sent questionnaires to 320 school districts of varying
size, geogra;ﬁcal location, and. “percent student population
change (ADM) from 1970-1977* and received 95 responses The
survey showed that between 1970 and 1977 districts with declining
enrollments had, in general, more dropouts,-a higher,median staff
age, an earlier teacher retirement policy, increased teacher certifr
cation requirements, and more staff relocation than did districts
with increasing enrollments. Distncts with dechning enrollments
also tended to use alternative educational approaches more and to
replace therr instructional matenals less often. Districts with
mcreasing enrollments’indicated less change in the qualty of
educational programs— erther up or down—than did districts losing
students
Districts with high rates of decline were not reducing the number’
of courses they offered as fast as they were reducing the number of
staff teaching those courses “Apparently school distncts are not
reducing their ‘camprehensive educational programs” if they can

retain “teachers. versatile enough to teach all these courses,” .

Dembowski observes .

* As districts decline in enrollment, the amount of space allptted to
each instructionab area does not increase, but instead stayj about
the same Dembowsk: speculates that districts must be getting nd
of excess space instead of expanding into it.”

S
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gisenber'ger, Katherine E. How to Learn to Manage
Becline in Your School System.” American Sthool
Board Journal, 165,7 (July 1978}, pp. 36-38. E) 183 255.

range planning 15 essential for dealing effectively with

declinihg enrollment Yet a school board's decision on the district’s
long-rénge plan will be neither forceful nor consistent if voting is the
primary method of decision-making Developing aworkable, long-
range plan for dealing with declining enrollment, Eisenberger con-
tends, requires a consensus-based system of decisiop-making. To
make consensus work for something so extensive and comglex as a
longrange plan,” Eisenberger suggests a ~divide and conquer”
approach to the decision-making process i

Fuirst a list of the proposed segments 9f the plan should begade.
Sections on which everyone can agree should be put-aside
Segments over which there 15 disagreement should be hsted and a
record made of the pros and cons for each Next, areas of partial
agreement In the pros and cons should be searched for “This
narrowing down,” says Eisenberger, “’Creates a sense of progress and
can generate a positive frame of mind

The areas of greatest disagreement should be specifically identr
fied, and djscusston should focus on these areas until an agreement-
satisfactory to all board members is reachied 'Objections occur for
specific reasons, Eisenberger points out “Identifying these
concerns and finding ways to resolve them are essential to arriving
ultimately at over-all consensus * S

Once the entire plan 1s assembled, each board member should
explain why he or she approves of the plan 'This final phase in the
process Is vital, states Eisenberger, because it clanfies each board
member s point of view, signals solidanty,” and prepares the board
for the important work of selling the plar to school personnel and

the community .

HH @ Fredrickson, John H. Coping with Declining Enroll
ments. 1980 8 pages ED 188 347

“Depending on which ‘expert’ you believe,” says Fredrickson,
“the enrollment decline in Amenca will continue virtually forever,
or will turn around dramatically in the mid-80s, peaking once again
before the end of this century * Whithever prediction comes true, if
elther, school administrators will be faced with the continuing need
to make longrange plans for future student populations And
whether the enrollment 1s expanding or shrinking, Fredrickson
emphasizes, the central objective of the long-range plans should be
“the improvement of the curriculurland its delivery system

An effective “master plan”” for future enrollments should include
both a “comprehensive statement of longrange goals” and a
“strategy for their implementation  The firststep in developing
such a master plan is to réview present programs and practices in
thelight of enrollment trends, statutory regulations, and.potential
novations. Next, the district’s school buildings should be
examined and appraised Communitywide surveys sbould then be
conducted “to determine the economic growth potential and its
resultant impact on local education in the future "

*()




Student populations should be appraised annuaily and projec-
tions made. Buildings should be prepared for possible leasg or sale,
if necessary Finally, ‘an ongoing public dissemination program of
the school district s activities, concerns, and objectives” should be
developed. Developing such @ master plt% 15 N0 mean task, Fred-
nckson points out, and  will involve many,individuals and months
of discussion, research, visitation and wniting.” Fredrnickson closes
with an explanation of how such @ master plan might be applied to
the problem of excess school space.

Hess, Fritz; Martin, Wilfred }.; Beck, Jerry L.; Parker,
Donald C.; and Lagoe, Ronald. Declining Enroliments.
National Problem— Local Response. East Syracuse,
New York East Syracuse-Minoa Central Schools,
1979 50 pages ED 172 398

Most existing case studies of school district response to declining
enrollment “bear a negative aura,” say these authors “They
demonstrate how not to reorganize rather than how to reorganize,
and overflow with laments concerning the difficulty of the
process.” An exception to this tendency is the case study, esented
here, which describes the “notabfe success” of the East’ yratuse-
Minoa (New York) school district’s efforts to reorganize in response
to declining enrollment

Enrollment in the district peaked at 6,155 in 1971 and then began
a steddy decline. School officials in 1977 saw three alternative
courses available to them: 'let the administration and board make
the decisions on how to cope with the decline, hire a consultant to
formulate a plan and sell it to the community, or ”go the public,
propose options, and do a lot of listening.” The decision centered
on the third alternative and probably accounted for the near lack of
public resistance to the district’s reorganization plan, completed
eighteen months later.

District personnel first collected a wide range of information on
the district’s schools and on such space-related currnicular topics as
school size, class size, school organizational patterns, and ability
grouping. Next, the board appointed a task force of citizens and
asked the group to formulate a new district organizational plan that
would be cost efficient and also maintain “the breadth and quality

.

—

of the existing instructional program *’

The task force’s report, developed with a good deal of public
input, was only the beginning of the planning process Using board
meetings in neighborhood schools, newsletters sent to all district

residents, and a ”Supermtenden(; workshop,” the district main-

tained an open debate with the community concerning the possible -

reorganization options Plans were altered and refined many times
The final formula for organization, which was “the product of
countless revisions and reexaminations,” was actually lauded by
the public. The authors describe this planning process in great detail
and include a lengthy dlscussmn of dechining enroliment from a

‘nafional perspective

lannaccone, Laurence. “The Management of
Decline Implications for Qur Knowledge in the Pol+
tics of Education “ Education and Urban Society, 11,

3 (May 1979), pp. 418-30 -EJ 205 703

Normally, school districts and other political systems continue to
operate even though fundamental, unresolved tensions remain in
their political structures “Declining enrollment problems tend to
heighten or make manifest” these latent tensions, says lannaccone
“The political nerve hit by declining enrollment problems every-
where—one of its umiversal political aspects—is the somewhat

hidden political tensions already present in the local political

system ” ” .

The management of dechning enrollment would be easier if
school administrators understood the politics of education, in
particular the wdys districts react to a stress such as declining
enrollment and then eventually stabilize again The patterns of
reactlon to such stresses have been studied in school districts, states
Iannaccone and many of these studies have predlctlve power Itis
clear, though, “that educational administrators, are either unaware
of this body of research or do not make the inference needed to put
the existing knowledge ° towork as they address the probley{s of
declining enrollments

Part of this “existing knowledge” conceins the interaction of
technical information and political values in the policy-making
process. At each stage of the policy-making process, technical infor-
mation (such as enrollment projections and facilities reviews) is
used primarily “to-crystallize political inputs to a pohicy choice ”
School admmlstrators'shbutd remember that their role in dealing
with declining enrollmerﬁs 1s one of “political conflict manage-
ment” and should avoid beéommg “wedded to the lmphed techni-
cal solutions” to the problem .

In this interesting artléle, fannaccone also critiques and reflects
on several of the precédmg articles in the same issue of Education
and Urban Socrety, which descnbe how districts ranging 1n size from
rural to large-urban have responded to declining enrollments

v/

Mazzoni, Tim L, and Mueller, Van D. “School
District Planning for Enrollment Decline The Minne-
sota Approach” Phi Delta Kappan, 61, 6 (February
1980), pp ‘,406-10. EJ 215 961
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School distnct planning in Minnesota has traditionally been
decentralized. When Minnesota schools began experiencing dechin
ing enrollment 1n the early 1970s, however, this decentrahized plan-
ning system failed to provide adequate guidance for a smooth tran-
sition to smaller school systems. - -

In the mud-1970s, the state legislature finally stepped in and
pdssed three laws specifying planming and organizational proce-
dures tor the state’s school districts, In this informative article,

‘Mazzoni and Mueller detail these laws, describe the recent history

of state responses to dechining enrollment, and discuss the imphca-
tions and future of state planning in Minnesota

In-1971, when school enrollments were at an all-time high, the
legislature passed its first bill to “cushion™ a district’s revenue loss
resulting from declimng enrollment Between 1973 and 1977,
several other statutes were amended or created to ease the impact
of dechiming enrollment

In early 1976, the legislature established the state’s first school-
planning law, which authonized the establishment of Educational
Cooperative Service Units (ECSUs) ECSUs are designed both to
encourage régional educational planning and to provide educa
tional services on a regional rather than a local basis if students are
better served that way In late 1976 and 1977, the legislature passed
other bills requining districts to use curriculum evaluations and
planning as well as comprehensive pignning on both regional and
district levels

The authors draw three conclusions about Minnesota’s response
to dechining enroliment. First, “1t did not reqiire a cnisis for state
government to respond to changed conditions” in Minnesota,
though the state’s response “was reactive, not anticipatory
Second, state officials provided leadership through the iitiation of
Ieg|sla&ve responses, often 1n the face of substantial resistance
from speciakinterest groups . Third, “political bargaining, not
rational design, was the central dynamic of the policy-making
process,” a result to be expected from any legislative process.

. \
ﬂﬂ Declining Enrollments ” American School and Uni

. versify, 52, 8 (April 1980), pp 40, 425, 44 E) 221 66

A few of the complex problems facing school dlstiicts{oday
‘manage to be transformed by the passage of time into blessings
rather than curses* Declining enrollment, says Nowakowski, is one
of these rare problems, As a case in point, Nowakowski describes
the innovative coping strategies developed in a suburban Chicago
school district, *

Leyden Township District 212 was expeniencing dechining enroll-
ment and considered going to the “2.2 Plan™ with its two high
schools, separating the lower and upper classes into the two
buildings Instead, the district decided to stagger the schedules of
the two high schools and bus some students back and forth te fill up
classes in each building. “A student could be bused f&r courses
from one school to another, losing only one period through the stag-
gering tnstead of the two periods if both schools wer€ on the same
schedule,” explains Nowakowski.

Nowakdski, James A. "Hidden Opportunitiesy in

92

.f‘/ )

Several other advantages acconr:%fled this arrangement Each
building maintained its identity, and more students had an oppor-
tunity to participate in varsity sp; tts Also, the district ‘could make
bus driving a full-time posntio;//(s‘tjeaq of a part-time posttion, whieh,
made 1t easier to find driver? , .
Leyden school district has alleviated its staffing problems with an
innovative policy regarging leaves of absences According fo Super-
intendent David Byrpés, “the board encourages any teachers with
tenure to take a leave of absence if they've been thinking about it
for some time We do this by offering to retain the tenure of that ~
teacher” -
_ The teacher can take an absence of one or more years and can
return at the beginning of any school year without question as long
as "the reduction of force hasn’t reached his or her senionty level ”

., Sofar, the policy s working, "despite the seeming risk involved in a

board offering to retain the tenure of absent teachers”
ﬂn@ Relic, Peter D. “Don’t Let Quaiity Fall with Enroll-
ments” American School Board Journal, 167, 8
(August 1980), pp 29-30 EJ 230084
According to a recent survey, school board members consider
declining enrollment to be the number one problem 1n pubhc edu-
cation today “But what really concerns board members,” Relic
contends, “is the effect declining enroliment will have on the
quality of local schools “ In response to this concern, Relic here
offers several suggestions for helping school boards maintain
quality secondary schools in times of dechning enroliment
An imitial step 1s to define what 15 meant by “quality “ “Are
quality schools ones that produce students with a firm command of
a few skills,” Relic asks, “or ones that produce students with a broad
background in numerous disciplines?” The board must decide and
then use appropriate standardized tests to determine where the
district’s students stand Board members should also pay close
attention to other indicators of quality, such as the percentage of
students graduating from high school each year, attendance statis-
tics, and overall grade point averages. )

* Because fewer new teachers enter the school system in times of
dechning enrollment, teacher inservice training becomes particu-
larly important for improving educational quality Relic advises
boards to make sure that funding 1s adequate for inserVice training
and curniculum development programs, to leave sufficient time in
staff schedules for faculty study, and to tap alf possible sources for

—, 'deas and development strategies for inservice programs

Board members should also step up discussion with school offi
cials, community members, and social science experts about why
secondary schools are expenencing so much difficulty Increased
dialogue, states Relic, "will help educators discover answers to their
questions about what has gone wrong with initiative, productivity,
and creativity n the U S ™ Once boards understand the problems,
they can “move ahead with a redirection of purpose for schools

N2

Shaw, Robert C. “How Accurate Can Enrollment
Forecasting Be?”” NASSP Bulletin, 64, 439 (November
1980), pp. 13-20 EJ 234 125.




Over the past decades, several techniques for predicting future ’

public school enrollments have been developed. The “Law of
Growth” method, for example, “establishes an enrollment curve for
the past and utilizes such factors as expected birth ratios, migration,
retention, dropouts, death, public vs private school preferences,
and changing house pattemns to determine the future configuration
‘of the curve.’ Another, less sophisticated technique, called the

‘Method of Analogy, involves comparing one district to districts
with similar charactenstics and then making projections.

The method most frequently used, however, says Shaw, 1s the
“Cohorg-Survwal Method of Forecasting,” also known as "Compo-
sition Analysis.”-This method is “’based on the calculation of a series
of survival rates which indicate the fraction of students in one grade
in a given year who survive to the next grade.” The method also
takes into account the same factors that the Law of Growth method
does

But just how accurate 1s the Cohort-Survival Method? To find out,
Shaw obtained six years of enrollment and birth data from forty-two
Mussouri s¢hool districts, and then made five-year enrollment pro-
jections for each district using the Cohort-Survival Method He then
compared the actual and projected enrollments for the target years

"The overall range of forecasting error varied from —96t0233
percent,”
error to‘Be acceptable in enroliment forecasts According to this
cniterion, over half of the suburban districts studied had forecasting
errors that were acceptable, while over three-fourths of the “out-
state” districts (those outside the two counties with the largest
urban centers) had acceptable forecasts Size of the district made
no significant impact on the size of the forecasting error Shaw
concludes that the Cohort-Survival Method, despite its limitations,
“remains a practucal and accurate enrollment forecasting

techmque ” .
Declhine. Boston. Institute for Responsive Education,

1979 200 pages ED 180 082 £

How can citizen involvement in decisions regarding declining
enrollment be enhanced? This is the question both posed and
answered In this publication by the Institute for Responsive Educa-
tion, which was founded, states the preface, ““to increasé citizen
participation in educational decision-making

Powers opens the discussion with a description of the sequence

Wachtel, Betsy, and Powers, Brian. Rising above

of events in a typical community following the recognition that

school enrollments are dechining The board usually appoints an
advisory committee of prominent and responsible citizens to help
the central administration plan for declining enroliment Although
the committees are supposedly autonomous, says Powers, “'pro-
fessional administrators usually end up playing a'firm and control-
ling role in the preparation of advisory committee recommenda-
tions  As a result, when the advisory committee and school board
_present their recommendations regarding declining enrollment to
the community, there 1s &n uproar of protest over school closures
and the lack of public participation in the decision-making process

DAC{‘" argues that this kind of publi¢ resistance to policies

ERIC |

Aruitoxt provided by Eic:

Shaw reports Some researchers consider a 10 percent .

™

~

“developed by professionals or professionally dominated com-

mittees ¢n 1solation from the community they se™’ signals “a
profound change in the political chmate of educatich’ Liizens are
now demanding that they be involved in critical educational deck
sions, such as those surrounding declining enroliment

The next six chapters of this book describe in detail the efforts of
citizens and school officials in several communities to find sofir
tions to the problems posed by declining enrollment. Reviewed by
contribyting authors are descriptions of responses to declining
enrollment in Salt Lake City,Skokie (lilinoss), the San Francisco Bay
Area, Léxington (Massachusetts), Boston, and two rural districts in
lowa.

Wachtel concludes with an essay on ways to enhance com
munity involvement in decisions about dechining enroliment
Included are descriptions of methods and tools needed to plan for
declining enroliment, suggestions for conducting community
surveys, and numerous suggestions for further increasing citizen
influence on the district's decision-making pgocess )

ings in Educational Issues Number 2 Lincoln Univer-
sity of Nebraska, 1979 141 pages ED 176 366.

“Quality in the public schools, now and for the future, will
depend 1n large measure on the quality of the planning which the
society and educators provide ” Planning is a key theme running
through, the nine chapters of this publication on managing enroll
ment decline, written by eight professors of education at the Unt
versity of Nebraska (Lincoln)

The mitial chapter descrnibes the ““cntical realities” present In

society that impinge on school govemance The conflict between
declining enroliments and Americans’ “bigger 1s better” ethic is

Wendel, Frederick C., editor Mamtaming Quality
Education in the Face of Declining Resources. Brief

sdiscussed in the second chapter

The third chapter explores in some detail systematic planmng
models The five basic questions that structure the planmng process
are, Why? Where are we now? Where do we want to go? How are we
going to get there? and, How will we know when we get there? The
planning model developed by the New Jersey Department of
Education 15 discussed in detail, and eight other planning models
are listed along with availability infermation

The next chapter outlines approaches to the reduction of services
and programs The four basic approaches described are “Amputate
Selected Programs,” “Trim Each Program,” "Allocate Resources

Based on Unique Needs of a Program,”” and “Combining Programs.””

The remamning chapters discuss issues related to student activity
programs, budget reviews, reduction in force, special education
programs; and the long-range imphications of dechning enrollment
Included 1s an extensive fifty-page annotated bibliography
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Yeager, Robert F. “Rationahty and-Retrenchment.
The Use of a Computer Simulation to Aid Decision
Making in School Closings ** Education and Urban ~

-

Society, 11, 3 (May 1979), pp. 296-312 EJ 205 698
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48 In the early 1970s, the Unit Four School District in Champaign
(tHinois) was experiencing declining enrollment and had decided
-, » that some schools would have to be closed: Yeager— a resident of , .

Chamaign "and a doctoral student doing a thesis on the use of
computers in social studies education— here desc ribes the develop
ment of “a'computer simulation of school closings” that was 7 .
“deve]oped 'to help the school ‘board members evaluate the conse- )
’ quences of closing different ‘schools * - N
-% _ To help decide which schools to close the board established
several criteria, including students’ walking distances, number of
T studentsbused maintaining Integration, and condition of the facilr
.tles Two things soon became obvious, says Yeager. many of the
cnitena were quantifiable, and the intefactions among the criteria
were confusing when more than one school was considered Thus,
with the suppost of the administration and many community
members, a computer simulation model was developed and data .
collected for input
“The Unit Four simulation was unique because |t was designed to
show the effects of closing more than one school at a time,” states .
- Yeager “It allowed users to 3pecify any combination of school . * ) .
closings and see what impact that combination had upon the
School board's critena ”
" The simulation used the PLATO IV computer system for two . -
reasons the. system had powerful graphics capabilities, and, =~ .
through a National Science Foundation grant, the system was . \
already being used in the district to teach elementary reading and -
math About forty PLATO terminals were already available in the
district's esghit schools, so the simulation was made available to any .
community member who wished to use it. .
‘Interestingly, the school board's decisionon which schools to ‘
close did not appear to be affected by the.data generated by the .
computer simulation * The simulation did have real value, though, . )

“assumptions about the dehvery of edu
debated
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Bhaerman, Robert D. ‘Ment Pay? No!' National
Elementary Principal, 52, 5 (February 1973), pp 63—69
EJ 077 855.
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Deci, Edward L. "The Hidden Costs of Rewards
Organizational Dynamics, 4, 3 (Winter 1976), pp

. 61-72. ED 168 137. - .

» . Bhaerman, research director for the American Federation of

Teachers, distinguishes old-style and new-style merit pay plans for
steachers. The traditional ptan has used rating scales to assess
teachers according to such critenia as classroom effectiveness,
ethical and_professional behavior, cooperation, and community
participation Its use has been limited to shghtly overone hundred
mostly small, wealthy, and suburban distncts ,The new-style
approach, linked with behavioral approaches to education,

emphasizes payment for quectwely measured student _

achievement So far its life has been one of proposals

Both kinds ot merit plans are fraught with problems The most
senous are the impossibility of making truly accurate judgments of
teacher quality and the creation of dissension within the school,
both among teachers and between teachers and principals.
Bhaerman illustrates these problems with several comments from
teachers and principals

Evaluation s not the 1ssue, Bhaerman stresses Although teachers
rightly feject evaluation that serves controlling and destructive
ends, they welcome diagnostic evaluation, which serves the goal
of continuous growth of all teachers ”

Most teachers, Bhaerman states, will not accept evaluation
for ment pay under any circumstances.” If administrators witfisten
to teachers; he concludes, they will hear, E luation for_
constructive, diagnostic purposes, yes But evaluZion for menit’
pay? Never!” -

Bruno, James E., and Nottingham, Marvin A. Linking
Financial Incentives to Teacher Accountability, in
School Districts  Educational Administration
Quarterly, 10, 3 (Autumn 1974), pp 46-62 E) 107 287

The present structure of labor-management relatjgns in
education, Bruno and Nottingham find, works against educational
professionalization. The evaluation of teachers by administrators
poses a particularly serious problem The two propose in response a
“profit sharing” incentive plan that they, believe will not enly
improve teacher performance, but also foster collegiality a

Their plan, testeddn the Norwalk-La Mirada, California, schools,
links staff compensation with student achievement in a manner
designed to avoid common ment plan problems Instead of
rewarding individual teachers, it rewards nstructional teams
{teachers, specialists, administrators, and aides) responsible for a
given class, grade or larger group of students. This team approach
should encourage collegual interaction, functional specialization,
and peer pressure for high performance
. Teams receive supplemental pay based on the percentage of
students reaching a preset achievement distribution or goal The
plan ¢ comphcated nonhinear or exponential curve, discussed i
detad, provides for increased incentives for teaching more difficult

students The plan_t accommodates students’ individual
Abbnnnan - -
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Human resources theorists (notably McCregor and Herzberg)
have questioned management’s traditional reliance en extrinsic
rewards and punishments for motivating workers Such means, they
charge, amount to seduction and rape and prove self-defeating in
the end. What is needed 1s an emphasis on intrinsic fewards, wiich
denve from the work itself When work is challenging and invites
achievement ard growth, workers will motivate themselves

Their work establishes the prime importance of work content for
motivation and the danger of managemefit’s emphasis on external
controls Deci adds that pay incentives and other external rewards

and punishments can be dangerous even when work is rich n
intninsic rewards In this article, he sums up his important work in .

straightforward prose for an audience of business managers

Dec; attacks the common view that extninsic and intrinsic
rewards are compatible According to this view, management can
best motivate workers by making as many rewards as possible, both
extrinsic and intrinsic rewards, contingent on effort

Deci finds that some extrinsic rewards can reduce intrinsic
motwat«on which he associates with basic needs to Yeel competent
and self-determining. Extrinsic rewards, partlcularly such tangible
ones as contingent payments and the avoidance of punishment,
subvert a person’s sense of self-determination and intzinsic

motivation by making behavior dependent on external causes The

rewards shift the ongin of motivation from within the person onto
themselves, the rewards, and not the person’s own interest, become-
the reason for the behavior, ’

Such a shift contaminates a worker’s participation at work he or
she finds the rewards more important than the work itself and seeks
ways to get them for the least effort

Not all extrinsic rewards, Deci adds, are dangerous Praise and
support can enhqnce intrinsic motivation as they communicate that
workers are competent ard self-determiming . The dangerous ones
are those that serve mainly to cgntrol behavior, and among them

are merit mce@r .

Educational Research Service. Merit Pay for School
Administrators. ERS Report. Arlington, Virgirva. 1979
127 pages ED 173 902.

“_Can a school system be managed for performance, as a business
can? Should efféctive administrators be rewarded with merit pay? If
s0, who should judge effectiveness, and according to what criteria?

The difficulty of answering these nagging questions, and many
more like .them, may explain “the history of some short-term suc-
cesses and many longterm failures” with ment pay programs for
school admimistrators. Perhaps what 1s needed i1s a comprehensive
source of information on merit pay for school administrators that
not only characterizes numerous existing programs, but pries into
the reasons for the failure of these programs as well If so, thi$ ERS
report fills the bill

Noting a lack of current data on ment pay programs, the ERS in

. - - -
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50 1978 conducted a broad study of merit pay for school administra-
tors, teachers, and s¢hool support staff This volume reports the
results for school administrators; it includes a description, of thirty-
five working merit pay programs for administrators and a review of
the literature. . ' R

In Apnl 1978, brief questionnaires were sent to all 11,500 public
. school systems: in the United States with enrollment of over 300
pupils. Of the 2,800 responding districts, 434 currently had a ment
pay plan, another 202 were considering such plans, and 112 had
adopted, and then dropped, a ment pay program. The districts with
merit pay programs or considening them are listed, and the data are
further analyzed by district size and geographic region
The hiterature review discusses ment pay and its relationship to
management-by-objectives, describes how some districts have set
up merit pay systems, explains some approaches to incorporating
ment pay into the salary structures of school admunistrators, and
descrnbes the use of ment pay in business and industry Eight adds
tional examples of ment pay programs found ih the literature are
described.

- 3
Educational Research Service. Merit Pay for Teachers
ERS Report. Adington, Virginia: 1979 126 pages ED

166 844

"Effective teachers are more valuable to an educational program
than ineffective teachers and deserve to be paid more for therr
services ” Many — perhaps most— educators would agree with this
statement, which 1s the basic' assumptjon underlying all merit pay

. progrgms for teachers But how can such a program be adminis-
tered? What criteria should be used? Who should judge compe-
tence? How much and how many should be paid?

. Each school system, of course, must determine the answers to

" these questions itself. But this ERS report can be a big belp, Con-

tained in this comprehensive publication are the results of a

\ national survey of merit pay programs conducted by the ERS 1n

. * 1978, an extensive collection of examples of merit pay programs
that age currently in use, and a review of the literature.on merit pay
for teachers, including extensive information on the pros and cons
of merit pay, the reasons merit pay programs succeed (and, more

_ important, why they fail), the opinion of educators and the public

on such programs, and the use of ment pay in business, industry,
and government. .

The survey revealed that, of the 2,848 districts responding, 115

currently had a ment pay system, 135 other districts were consider-

e ing such systems, and 183 districts formerly utilized merit pay

~ Reasons for discontinuing merit pay included administrative prob-

- . lems, personnel problems, collective bargaining, and financial

problems . * :

+. The twenty-six examples of existing programs presented In the

final chapter vary tremendously in their details and are grouped
into ‘eleven categories. Classifications include .“merit increases
determined by a point system,” “ment bonusgs with performance
criteria,” “ranges on the salary schedule for mentorous service,”
and “percent increases for’ meritorious service *

’

ﬂ@ Geiger, Philip E., and Toscano, Gerald. “If You Follow
These Proven Cuidelines, Mernt Pay for Adminis-
trators Can Succeed” American School Board

Journal, 167, 1 (January 1980), pp 31-33. EJ 212 395.

What are the characteristics of successful merit pay program§ for
administrators? To find out, Ceiger and Toscano studied numerous
merit pay plans from districts around the nation All the systeéms,
successful or not, used some sort of management-by-objectives,
program to determine atleast a part of administrative salaries

The most successful merit pay plans had several other charac-
teristics in common as well In these districts, the superintendent
had appointed a representative committee of administrators to
drawup a ment pay plan The supernintendent was also "an-effective
leader who sold the incentive plan to his staff and worked to win
school board approval ”* -

The administrators in these districts votedh on whether the plan
would be adopted Once the choice was made; however, all
administrators had to participate Like middle managers in private
business, the administrators -helped set their own performance
objectives Principals were given, “full builldinglevel responsibil-
ity for hirning personnel, budgeting, deciding prionities, even
writing pkess releases R

In the Yess sugkessful plans, only about 10 percent of salary was '
earned on ment But in the.successful plans, up to 70 percent of
admimstrator pay was based on ment. Another charactenstic of
successful plans-was that only the supenintendent knew “the
numerncal cutoffjpomt for recetving ment pay ”

In unsuccessful mert pay plans, the goals and objectives were
overly broad, the plan was used by the supernintendent for pola‘tilcal
purposes, and the plan failed to reward imagination and creativity.
The authors conclude with desciTptions of seven ment pay plans—
some successful, some not. .

Vi




113@ Evaluate- Administrative Staff Recognizing Good

Management ” Paper presented at the Natlond
School Boards Association annual convention,
) Miami Beach, Apnl 1975 10 pages ED 105 649

Some wrniters have judged management by objectives to be.the
single most important development in management theory and
practice Keim believes that it will prove the same for educational
administration For Keim, management by objectives offers schools
managenal efficiency and a sound method for evaluating and
rewarding achievement The Pennnidge, Pennsy:lvama, schools have
bullt their administrative merit pay plan on management by
objectives N

The Pennndge plan, as Superintendent Keim reports, evaluates
administrators according to both common and individual goals and
objectives An adminstrator can earn a totat of 1,000 points 750
points for ongoing administrative duties and 250 pomts for
individual goals The supenntendent and his assistants evaluate all
adminsstrators at the end of each serhester and can recommend
bonuses of up to 5 percent of an administrator’s base salary

Goal setting, Keim emphasizes, s difficult and demands
teamwork as well as individual work (Keim stresses that the district
fuses management by objectives and a team approach:-to
management) The district’s goal-setting process, calls for the
administrators to meet as a team and in smaller groups to set
common goals for all Each individual then works up a set of
personal goals and objectives for peer review In one long group

" meeting, each administrator passes out copies of his or her goals to
all and explains them, and the group rates them for priority The
group’s ratings determine the pomnt value for each objective in the
admunistrator’s individual set of goals

Although management by objectives takes some years Yo
 Mature, Keim states, it can be quickly started and bring immediate
beneflts Keim notes that the Pennndge plan has from sts start
improved communication and the delegation of responsibility and
heightened morale and trust
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Latham, Gary P., and Yukl, Gary A. "A Review of
Research on the Apphcation of Goal Setting tn
Organizations ” Academy of Management “Journal,
18, 4 (December 1975), pp. 82445 ED 168 135

Supporters of ment pay programs often” base thew proposals on
management by objectives borrowed from business and industry

Humanist critics respond that such management methods are .

mlsapphed in education Schools are not factories or businesses,
these critics argue  Teaching and learning remain open and
“uncertain what counts cannot be so easily specified ur quantified
The humanist position recewves sugport frqm this comprehensive
review of goal-setting programs

Latham and Yukl review twenty-seven studies of goal-setting
programs in a variety of business and industrial organizations They
firA ”'d anal-setting programs have proved effect in improving
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pertormance in varied organmizational settings at both managenal
and nonmanagenal levels Both programs with incentives for goal
ach:eve)nent and programs without them have been successful
These conclusions favor merit and management by objectives
proposals But the authors also point to some conditions that limit
the usefulness of goal-setting programs Goal setting holds the least
promise, they write, where jobs are complex and performance
ditficult to measure precisely The two note that programs with
managers, whose jobs gre usually complex, have met with more
problems and been less successful than programs with
nonmanagerial workers Apparently the complexity of the work of
teachers and prinupals argues against educational goal-setting

programs
Elementary Principal, 52, 5 (February 1973},

ngz E} 077 856°

The Ladue, Missoun, schools have mam}amed a teacher ment
pay program to improve instruction and reward exceliente for over
twenty years Evaluation determines teachers placement on ¢ne of
three salary schedules and thew receipt of *vanable salary
increments

Ladue principals evaluate their teachers according to broad
guidelines developed by a committee of teachers and
administrators The guidelines break down into three major areas
(1) personal qualities, which include basic character, mental and
physical health, and interpersonal relationships, (2) pteparation and
growth, which include advanced study, travel, related work outside
teaching, and partncnazﬁﬁ'm professional orgamizations, and (3)
quality of teaching, which includes classroom management and

McKenna, Charles D. Ment Pay? Yes'

_ effectiveness, instructional planning, evaluation, responsiveness to

student needs, contribution to school climate, and cooperation with
staff The district emphasizes continuous evaluation, conferences,
particularly pre- and post-observation conferences, form a major
part of the process '
Whereas many merst plans have failed, McKenna, the district’s
superintendent, notes that both staff and community judge the
Ladue program a success He believes that teacher participation in
its design and ongoing evaluation have contributed to this success
Also important have been an emphasis on teacher self-evaluation
and teacher-principal communication and planning '

Meyer, Herbert H. “The Pay-for-Performance
Dilemma ~ Organizational Dynamics, 3, 3 (Winter
1975), pp 39-50 'ED 168 136

The work of Deci, based on laboratory experiments rather than
studies of actual work situations, is controversial, but it 1s gaining
acceptance among management theorists Among those supporting
Deci 1s Meyer, whose criticism of ment pay programs complements
Deci’s work from the perspective of industrial experience and
research.

Mever accepts Deci’s charge that contingent payments reduce
intrinsic motivation and points out additional drawbacks to merit
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programs We must doubt supenvisors ability to make objective
and valid distinctions among workers’ performance Such programs
are demeaning and paternahistic in that they emphasize workers
dependence on therr supervisors They also create competition
among workers, which generates mutual hostility, distorts
perceptions of selt and others, and lessens interaction and
communication

Most important, ment pay programs threaten the self-esteem of
the great majority of workers Almost all workers believe
themseives to be aboveaverage pertormers, and their expectatnons
tor substantial pay intreases are bound to be trustrated by even
well-administered ment programs W orkers will commonly react to
the threat posed to therr selt-esteem by exerting pressure for
lowered standards ot performance, downgrading the value ot the
work, or disparaging their supervisors’ capabilities

Murgay, Stuart, and Kuffel, Tom. MBO and
Pertormance Linked Compensation in the Phblic
Sector * Public Pefsonnel Management, 7. 3 (May-

June 1978). pp 171-76 E) 183 269

Management by objectives has proved itself in business, but
public organizations have made only limsted use of it They have
been even more reluctant to link managernent by objectives with

ment pay Murray and Kuffel argue that this reluctance s self- e

deteating Ut may account for much of the inefficiency of public’
organizations) and call tor a union of management by objectives
and ment pay in public organizations

They acknowledge that this union may have drawbacks One
theorist says that it may encourage employees to avoid difficult
goajs, overemphasize individual performance in place of
teamwork, and present serious evaluation problems But the
authors counter that this umion enhances motivation and further
charge that the failure to reward high performance with pay or
promotion w,ll likely subvert employee effort

They dlustrate thewr argument with a survey of 126 administrators
ot 4 state social service agency using management by objectives
Most of the administrators, they report, saw.no strong relationship
between achieving their objectives and future pa'y (72 percent) or
future promotion «(70 percent). Only a minonty (38 percent)
continually met or exceeded thewr objectives The authors suggest
that these administrators were motivated by intrinsic rewards

Adminsstrators who do not see a hnk between thewr goal
achievement and the reward system, they conclude, will fall short
of their goals unless the work provides for intrinsic rewards
235 Teacher Bonuses?” American School Board Journal,

166. 4 (Aptil 1979), pp 4143 E) 199 453

The ptan is simple Redistribute the money now allocated to Title
I schools to school districts with large Title 1 student populations
Use the money for cash benuses to teachers and admintistratprs who

successfully raise the test scores of economically and educationally
deprived students Further reward school systems that raise the

Parker, Barbara. ''Should Title | Money Be Used as

.. Brown of the State University of New York/at
- there 1s little to suggest that compensatory education, as it's now

t

number of deprived” pupils who graduate from high school or

enter college
The idea, Parker explains, is the bramc%d of Professor Frank
Buffalo, “who thinks

Hemg implemented, is working — especially for minonty children ”
Offertng a hittle cold, hard cash, Brown believes, will help motivate
educators to improve the education of Title I students

Crnticism of Brown's proposal have been leveled from all
quarters An associate director of the NEA believes that the plan
would provide only short-term motivation ‘What you have todo in
order to teath effectively, she states. s Create’a chmate that
produces sustained motivation within the individual *” Other critics
contend that teachers will simply teach the achievement test so
they get their bonuses ’

Federal administrators of Title | give the plan no chance of imple-
mentation But who knows, Parker concludes.. For some educators,
the sound of money might be the sweetest remedy of all

Wrong Thing?” Educational Administration

Quarterly, 11. 2 (Spring 1975), pp 11215 EJ 119199

ergiovanni forcibly questions Bruno and Nottingham’s incentive
prohpsal Thew scheme, he argues. provides thoughtful means
wnthout thoughttul ends Separated trom educational purposes and
beliets, it remains an empty technical artifice lacking substance and
meaning it trades*away accuracy, a matter of importance and
value, tor greater precision In measurement  What it meaSures
preelsely-—student gain on achievement tests —holds in itself only
dubious value The plan fails to auommodate important learning
goals that cannot be easily gquantified and encourages teachers to
slight them

Their scheme should also lessen motivation in the long run It
may seek a true collegiality, but it provides only ‘one tainted by
paternalism A furm of neoscientific magggement, it employs
external and impersonal means to LOﬂthl workers, and it acts
ultimately to take away teachers self-direction ‘and reduce them to
pawns

Bruno and Nottmgham reply in following pieces The discussion
of the three raises most of the major issues of the current debate
between atcountabiity and humanist theorists

Himself * The American School Board Journal, 166, 1
(January 1979), p 41 EJ 194 042

Stoddard briefly describes the Salmon, Idaho, schools’ recent
turn to ment pay The district has started a ment plan for its new
superintendent, on his request, and 1t hopes to extend the plan to its
entire staff

Under the plan., a pay committee established by the board
evaluates the superintendent’s performance for salary adjustments

oy

Sergiovanni, Thomas J. ‘Financial Incentives and
Teacher Accountability Are We Paying for the

stoddard, Robert. “This Board Hired a
Superintendent Who Requested a Merit Pay Plan for
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A committee of one principal, one teacher, one noncertified
employee, two board members, two community members, and one
student judges the superintendent’s achievement of preset goals for
such areas as leadership, organization, management, firrdnce, and
employee morale The supenntendent receives grades of A through
F, and these translate into point values of five through one The
overall rating determines his salary A rating of between 41 and 5
earns a $4,000 bonus, a rating of between 31 and 4 a $500 bonus. a
rating of between 21 and 3 a $500 forfeiture, and a lower rating a
$1.,000 forfeiture The committee’s evaluation apphes only to salary
myatters, the board stift holds responsibility for the superintendent’s
final evaluation ’

Stoddard, board charman, admits the imperfection of the'new
system He notes that the superintendent has shown concern that
the grade system does not provide much specific information But
the plan 1s “a step in the nght diection” Next vyear all
administrators, Stoddard adds, will be placed on the ment plan, and
the superintendent 1s currently trying to persuade the teachers to
accept it voluntanly

HSB Wynn, Richard. Performance Based Compensation
Structure for School Administrators, SIRS Bulletin No.
2. Olympia, Washington School Information and

Research Service, 1976 25 pages ED 128 949

Traditional ment pay programs, Wynn argues, are practically
worthless they. are mited by primitive rating forms and lack
reliability and validity Such prograﬂns are often short-lived New
management-by-cbjectives mernt programs hold much greater
potential Thew success, however, demands careful and
cooperative program design and implementation A management-
by-objectives program must mature and win confidence before it 1s
used for ment pay -

Wynn provides a step-by-step model for the development of a
management-by-objectives mernit system His critical discussion and
abundant detail (especially on goal setting) make his bulletin the
best work in support of administrative ment pay His work 1s the
only one sufficiently rich in detail and example to guide schools
through all stages of program development

Wynn’s model bases administrative salaries on position base

salary, salary increments, and performance .incentives Salary
increments depend on achievement of routine objectives Ment
incentives depend on achievement of problem-solving, creative,
and personal development objectives The first of these.focus on
serious and recurring school problems A principal might seek, for
instance, to reduce school vandalism, student drug abuse, or
teacher absenteeism

Creative objectives call for the development of new programs
and offer the greatest potential for action Personal development
obfectives nclude graduate study, inservice activity, community
participation, and research Wynn discusses common problems
posed by goal setting, gives gutdelipes for wniting objectives. and

"includes sample goals and objectives
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Motivating
Teachers

ﬂg@ Casey, William F. Ill. “Would Bear Bryant Teach in
the Public Schools? The Need for Teacher Incen-

tives.” Phi Delta Kappan, 60, 7 (March 1979), pp.
500-1 EJ 197 903

“Bear” Bryant, Alabama’s head football coach, 15 a “master of .
motivation,” says Casey. He stimulates his players through a hard
week of practice by using Saturday’s game as a lure and motivator,

Teachers suffer through equivalent hardships during the week,
says Casey, but unfortunately, on Saturday, “there ain’t no game!”’
But teachers can still be motivated, Casey maintains, particularly if
the public schools Institute ment pay systems for teachers In this
entertaining but substantive article, Casey attacks the current “non-
reward system” for teachers and outlines ground rales for a success-
ful ment pay system.

The provision of Casey’s merntt pay system that differentiates it
from most other such systems is this each teacher interested in
menit pay would have to apply for it imself or herself and would be
“required to present hisfher case in the same way that a lawyer pre-
sents a case ” There would be no annual review of all teachers,
Casey explains, which would only encourage the tendency to give a
“little something” to everyone

Menit pay would be awarded “only for outstanding effort and
creativity in the classroom,” Casey continues “Remember, you're
seeking to improve instruction,” not form-filling or monitoring
ability Likewise, ment pay should not be given simply because a
teacher gets along well with others, or because of fmgnc:al need.

Merit pay awards should be made on a one-year basis, should be
supplementary to the current step increase system, and should be
large enough “to make a real difference,” Casey continues Compe-
tition should be as open as possible, with posted lists of applicants.
Finally, the system “should not be based on student results on
standardized tests If you want standardized teaching” says Casey,
“forgef the whole idea

ﬂé}@ Cohen, Elizabeth G. “Open Space Schools: The
Opportunity to Become Ambitious.” fociology,of
Education, 46, 2 (Spring 1973), pp 143-61. E) 075 131.

“The fundamental peculiarity of the occupation of public ele-
mentary school teaching is the flatness of the reward structure.”
Commitment, skill, and performance are rarely rewarded in any
manner, states Cohen, and there are few opportunities fer profes-
sional advancement. Even informal peer rewards are few and weak
in traditional schools because of the isolation of teachers in their
classrooms. .

A promising alternative to traditional school organization is the
“open-space” school (not to be confused with the “open class-
room,” Cohen advises) in which several classes are taught simul-
taneously tn one large room without visual or acoustical separation
between “’classroom” areas. According to a study conducted by
Cohen and others, open-space elementary schools with team teach-
ing provide teachers with “greater opportunities for interaction,
influence, and informal rewards,” and thus can serve as.a valuable

HY)




source of teacher motivation. s

The researchers compared the job satisfaction and two types of
ambition of women teachers in traditional and open-space elemen-
tary schools. “Professional ambition’ was defined as a desire to
increase classroom and teaching skills. “Vertical ambition” was
defined as a desire for promotion in the hierarchy of the school.

Results showed that open-space school teachers as a group had a
“sharply increased level of job satisfiction.” In both open-space
and self-contained classrooms, teachers who displayed vertical
ambition had low levels of job satisfaction Teachers in self-
contained classrooms who were professionally ambitious also
showed a low degree of job satisfaction

But teachers in openspace schools who were DfOfESSIOHa"Y
ambitious showed a high leveltof job satisfaction Cohen speculate’s
that teac hers 2might become dmbitious when given the opportunity
to_try out new skills and to achieve new recqgnition for

competence
ﬂ@ﬂ tional Innovation. Some Insights into Its Nature.
Philadelphia Research for Better Schools, Inc , 1981

© 41 pages. ED 200 593.

When school administrators consider implementing innovative
change projects 1 their schools, the participation of teachers in the
planning process 15 usually regarded as mandatory. But what kinds
of participation are best? Which will motivate teachers most duning
the planning process and later, when the project 1s implemented?
And how should participants be selected to enhance both teacher
motivation and later acceptance of the project by the school’s
staff?

These and similar questions were the stimulus for the research
described here Dawson and her colleagues followed the develop-
ment of educational change projects in three elementary and two
secondary schools Therr findings provide valuable nsights into the
nature of teacher¢motivation and suggest some guidelines for
administrative action

One factor that appeared to enhance teacher motivatlon was

Dawson, Judith A. Teacher Participation in Educa

administrators. Such activities as shaning and discussing ideas at
project meetings, observing teachers in other classrooms, and
influencing the shape of the project fueled teachers’ interests in the
project .

Teacher motivation was also |nf|uenced by the “companblhty
between project and other goals ” Thus, motivation was remforced
when teachers participated in basic skills projects but was lessened
by involvement 1n career education projects Motivation was also
affected by the “percewed future of the innovation,” the cost of
participation in terms of time and energy, and the commitment
teachers had to the innovation A teacher’s long-term commitment
to a project, the study found, was not related to whether the teacher
was initrally a volunteer or an “appointee

Motivation was also influenced by the kind of roles the teachers
J:lled n the planmng sessions For example, teachers were less satis-
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increased interaction among teachers and among teachers and .

fied with “student-ike” roles, in which they passively recewved infor-
mation or practiced techniques They reacted favorably, however,
to board member’ roles, in which they listened to presentations of
information, discussed the data, and then made decisions
n@@ Merit Pay Research Action Brief Number15 Eugene,
) / ,Oregon Unuversity of Oregon, 1981 5 pages ED19%°
. 828 _

Ment pay 1s based on the premise that teachers should bé paid -
what they are worth, thus, good teachers should Teceive extra pay
But are ment pay systems workable? More importantly, is money
really a good way to motivate teachers? This excellent publication
rarses both of these questions and answers both with a ‘probably
not

Ment pay. desprte its initial attractiveness, ‘faces a host of prac-
tical problems, most of them centening on‘the difficulties of
actually developing and administering a pay system based on
ment. These problems may be the reason why 90 percent of the
nation s school districts have never tried ment pay, and why over61
percent of those who have ifiplemented such programs have dis-
continued them

But ment pay for teachers appears to have more fundamental
faults than its difficulty of administration A number of studies
indicate that money Is not an 1mportant factor in teacher motiva-
tion “Teachers are motivated prmarily by the intrinsic rewards of
the profession,”” according to one tesearcher, such as the-""psychic
rewards” garnered in the classroom. ’

Ment pay may also work against other important motivators,
such as self-esteem. Most employees, another researcher has found,
consider themsi(lves above-average workers By giving merit pay to
a few, the majonty came to feel “that management does not recog-
nize their true worth ”

These findings. this report concludes, “raise the possibility that
merit pay in education is neither practical nor desirable ” One pos-
sible alternative, however, might be “merit praise plans,” in which
good performance is rewarded with recognition and positive feed-
back Although matenal rewards do not appear to be good moti-
“vators, another type of external reward —positive feedback—has
been shown to be an effective motivating factor :
343

13. Eugene, Oregon University of Oregon, 1980 5
pages £D496 116. .
Wbat can school boards do to motivate teachers? This Research

Action Brief helps answer this question by reviewing research and

theories on motivation and then proposing several suggestions for

board members and central office staff

Numerous research studies, three of which are reviewed in this
publication, show that “intrinsic’‘rewards are much more powerful
for motivating teachers than are “extrinsic”” rewards, such as ment
pay One researcher, for example, found that the existence of com-
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munity support, positive social interactions, and agreement with

district goals contribute to teachers desire to enter and remain in |

the system as measured by absenteeism and tumover rates.

Asecond researcier found that multiunit’ schools with a decen-
tralized authonty structure ¢omposed of independent teaching
teams were more effective in motivating teachers than were “non-
multiunit” schools with a traditional authonty structure. A third
researcher found that schools with high-achieving pupils more
often used iptninsic rewards to motivate teachers, whereas iow-
achieving schools depended on extrinsic rewards

These research results imply that board members and central
office personnel can help motivate teachers by enhancing the
system of intrinsic rewards already operating in the district They
can, for example, create a supportive atmosphere of trust and open
ness in the district, encourage teachers by recognizing quality work,
promote community suppbrt for teachers through press r%Leases
and public relations campaigns, include teachers in the decision
making processes of the school and district, decentralize the
authonty structure, provide minigrants for innovative teacher
projects, and provide more and better staff development

natives —Directions for Principals.” NASSP Bulletin,

65, 442 (February 1981), pp. 5-9. EJ 240 460 ‘

Most of the changes in organizational structure necessary to
stimulate teachers to excellence “can be wrought by the building
pancipal ” This 1s the central implication of a recent study of 150
high school teachers in ten high schools, according to Erlandson
and Pastor

The study measured “the presence and fulfillment of higher
order need strengths” in the teachers studied. Higher order need

Erlandson, David A. and Pastor, Margaret C.
Teacher Motivation, Job Satisfaction, and Alter-

stréngths were defined as desires for involvement in decision-

making, challenge on the job, expression of creativity, freedom and
independence, and the opportunity to use a varnety of skills In
contrast, lower order need strengths were defined as desires for high
pay, fringe benefits, job secunty, friendly coworkers, and consid-
erate supervision,

The researchers found that about two-thirds of the teachers
‘possessed a predominance of higher order need strengths over
lower order need strengths, a ratio significantly greater than that
for industnal workers The teachers, with the highest order need
strengths, however, were the least satisfied, presumably because
their needs were not being met in the school.

Erlandson and Pastor point out that the schools studied were
better at fulfilling lower order needs than higher order needs. Thus,
a principal looking for a satisfied staff could hire only teachers who
have a dominance of lower order need strengths If the principal is

. anterested in having a dynamic and adaptable instructional pro-

gram, however, he or she will attempt to alter the school to
accommodate teachers with a dominance of higher order need
strengths, -

Since the principal 'has considerable power to shape the com-

~

munication, influence, and decisionmaking patters of the school
and to allocate significant instructional areas™ to teachers, the
authors conclude, he or she can help fulfill the most pressing needs
of teachers with higher ofér needs — needs for freedom and inde-
pendence in therr work

14}

Gregorc, Anthony F., and Hendrix, David F. “Are
Turned-off Teachers Turning Off Your Schools?”
School Management, 17, 3 (March 1973), pp 8,33 E)
072 4%

To respond to the problem of turned-off teachers, state Gregorc
and Hendnix, we must find out what teachers need to recewe from
their jobs in order to perform with enthusiasm and effectiveness
Clues to teachers needs can be found in the work of Frederick

' Herzberg, whose theories Gregorc and Hendrix review

Every job, according to Herzberg, must make provision for both
hygienic’ and motivational factors Hygienic factors include
such conditions as adequate salary, competent supervision, job
secunity, opportunity for personal growth, and good interpersonal
relationships on the job
Hygienic factors alone, however, are not enough “Providingithe
hygienic factors brings the worker to a point of readiness, but it is
the motivational factors that stimulate these employees to happr-
ness and productivity * Motivational factors include recognition
from others, satisfaction from viewing the results of successful
work, responsibility for one’s work, and opportunities for change of
position and increased responsibility
The public schools, Gregorc and Hendrix contend, have failed to
provide the motivational factors needed by teachers. Regulation of
teachers is tight, recognition is scant, promotion is not possible
without moving out of the classroom, and ment pay is not widely
used To motivate teachers properly, administrators should find out
which motivational factors they can offer teachers and then
develop a motivational system designed to meet teachers’ needs.
ﬂ@@ Great Rewards” American School Board Journal,
\ 167, 7 (July 1980), pp. 30-31 EJ 227 818

Some supeNntendents believe that no reward is too good for a
‘great” teacher So why not “name a school after her,” “buy him a
car,” or "send her on an all-expenses-paid trip to Hawaii”? Though
unrealistic, Gudridge admuts, these suggestions are more appro-
priate rewards for exemplary teachers than what school districts
usually give. nothing.

Even in districts where money is extremely hght good teaching
can and should be rewarded Great teachers, after all, are not
motivated by money but by needs for self-satisfaction and occa-
sional praise from superniors or colleagues

Administrators can recognize good teachers by having “teacher
of the week”” and “teacher of the year” awards "‘Having achieve-

Gudridge, Beatrice M. “Great Teachers Deserve

ment recognized will turn on the teacher’s "hot button” more than
money,” Gudridge states.
When monetary rewards are available, they can be given in sums
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of $500 or $600, or fewer teachers can be chosen and more sub-
stantial rewards — perhaps even $4,000 to $5,000—can be given
Encouragement from supenors is also a powerful motivator for
teachers Gudndge relates the case of three kindergarten teachers
who wanted to start their students in academic subgects, but no
matenals were avalable When the principal encouraged the

teachers to wnte their own matenals, they thought the principal .

was out of her mind Buoyed by the principals trust and high
expectations, however, the teachers developed a reading readiness
project that eventually came to be used in forty-five states Encour-
agement was the key
Other possible rewards for outstandmg teachers are invitations
to testify on education matters at school board meetings,  class-
room visits by school board members and the superintendent, and
leaves of absence to develop and write aboyt successful teaching

strategies
Reason to Stay " Clearing House, 55, 1 (September

1981), pp 3538 Ej 250773

job factors that prevent teacher dissatisfaction are not the same
as those that satisfy and motivate teachers Thus 1s the single most
misunderstood concept in teacher burnout,” says Kaiser

Factors that simply prevent dissatisfaction are what Frederick
Herzberg termed hygiene factors wand include salary, fringe
benefits, a good working environment, and good human relations
Hygiene factors “"prevent dissatisfaction but never satisfy and never
motivate ” They are like “the garbage pick-up system in a municr
pality,” Kaiser offers “which can keep people from becoming sick
but can never make people heaithy "

True motivation is provided by the opportunity to fulfill higher
needs, such as those for advancement, achievement, recognition,
and “responsibihity for an enniched, interesting job ** Unfortunately,
though, says Kaiser, these mativating factors are largely unavail-
able to practicing teachers Teachers have little chance for
advancement in the American system, “a sense of achievement
tends to be left to the imagnation of the teacher”, and recognition
is often either too broad — extendmg to everyone — or too narrow —
limited to one “teacher¥f the year "

Kaiser suggests that administrators and school boards pay more

'

Kaiser,, Jeffrey S. "Motivation Deprivation No

attention to these higher motivators and find ways to make them,

more available to teachers If, instead, boards attempt to enhance
hygiene factors only, “unmotivated hyglene-see.kers” will fill the
ranks of the nation’s schools If the hygiene factors then begin to
erode with the national economy,” there will be no reason to stay "’
H@ cal Theory of Motivation for Prncipals” NASSP
Bulletin, 63, 425 (March 1979), pp 19-23 Ej 197, 819

If your past attempts to motivate teachers have back-fired,” say
these authors, you should try the expectancy’ theory of motiva-
tion, also known as goal-path analysis. Using the expectancy
model, prncipals can provide  appropriate rewards to appropriate

Kaiser, Jeffrey S., and Polczynski, James ). "A Practr

Aruitoxt provided by Eic:
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teachers in appropriate situations "’

The two tenets of expectancy theory are that a person rust
receive a deswed reward for performance and that there must be a
clear performance path Jeading to the reward ' There is much more
to the theory than this, however, as the authors explain

Administrators should-first consider valence, which describes

a persons preference among possible outcomes ' Next, the
instrumentality” of the goal path should be analyzed does the
individual being motivated have reason to believe that a certain
performance will result in the reward promised?

Valence and instrumentality interact in the model and lead to

performance valence, which indicates how highly the individual
will value the reward. If the individual also believes he or she can
attain the requested performance level (the phase termed "expec
tancy 7, then he or she will exert a good deal of energy or 'force” to
reach the goal

But as most of us are aware,.the authors continue, “éffort and
hard work alone (although quite important) do not automatically
lead to high performance Consideration must also be given to
both the indwidual’s abifity to perform and to his or her “role per-
ception,” which deals with the congruency between what “the indi-
vidual believes he should engage in at the work place” and what is
being asked of him

H@@

Minigrants come In sizes ranging from tens to thousands of
doliars and can be given for an infinite range of teacher projects
Despite their vanety, however, says McGrady, minigrants have one
thing in common. they “are a highly effective device to get teachers

»

McGrady, Seamus. "Managmg Minigrants ” Nation’s
Schools 93, 2 (February 1974), pp. 3942, 88 £} 091

- anvolved n educational programs by rewarding those with ideas

and inihative. They promote excellence ” In this article, McGrady
explains the use of these simple motivational tools and describes
guidelines far their proper management

Minigrant systems have two advantages over regular project
funding systems, says McGrady First, the time between the concep-
tion of a project and its funding % shortened dramaticaily. Second,
the simplicity of the application process encourages more teachers
to submit proposals, thus all ideas get "on the table and the best get
funded ”

In most districts that use minigrants, the projects to be funded are
chosen by a committee of teachers and admimistrators In some
distriets, parents, students, and classified staff are also included on
the selection committee

Application forms, says McGrady, “should be brief, clear and
complete, ' but not exhaustive or complicated And before appl-

* cations are distnibuted, teachers should fully understand “what

minigrants are all abdut—thenr approximate dollar value, ther
purpose, and the critena by’ which they'll be evaluated ”

In judging a minigrant application, committee members might
consider a project’s feasibility, its innovativeness, the transferability
of the project's benefits to students outside the project, the effect of

¢

(".‘ RN o a
UJ - -

" 57




58

ERIC

Aruitoxt provided by Eic:

.

the project on students, and the vahdity of the project's proposed
evaluation measures. McGrady discusses several other aspects of
minigrant programs and describes numerous successful minigrant

programs.
ILS .. Incentives for Teacher Excellence ' Education, 96, 3
(Spring 1976), pp 235-37. E) 149 308

“For most school systems, incentives and reward systems have
not been clearly identified and utilized to influence and motivate
better teaching * _To help administrators correct this deficiency,
Miller and Swick here®uthine several “incentive schemes" designed
to motivate teachers and, thus, improve clasiroom instruction.

One important and easy-to-use incentive is simple recognition for
a job well done Within the school, administrators can recognize
and applaud good teaching through notices in school bultefins or
announcements at faculty meetings Or administrators can arrange
classroom visitations by fellow teachers, ‘other administrators,
school board members, and parents Good teachers can be asked to
give presgntations at district, regional, and state workshops and can
be encouraged to publish articles in professional journals

On the community level, teachers can be recognized through
“teacher of the week” awards or “teacher appreciation nights ”
Administrators can also use the local media to “‘rgcognize special
achievements of teachers and to focus on special professional
endeavors of teachers.”

When funds are available, several other reward strategies
become feasible Administrators can grant monetdry awards or
ment pay, buy plaques to award outstanding teaching, pay for
teachers memberships in professional organizations, allocate
funds tor special projects, or provide leaves of absence and pad
expenses for professional conferences Other possible rewards are
appointment to a principal’s advisory council, promotion to an
administrative position, and 'appointment as a master teacher
responsible for currculum development and demonstration of
nstructional strategtes *

Miller, Harry G., and Swick, Kevin J. Community

il

Safferstone, Mazk J. “Performance Contracting:
Implications of the Behavioral Paradigm for Educa-

tional Administration * Peabody Journal of Educa *

tion, 54, 2 (January 1977), pp 8893 E) 161 254

Because school administrators must accomplish the school’s
objectives through others, they regularly face the problem of deVel-
oping and maintaining 2 satisfactory level of staff motvation, Per-
formance contracting combined with behavior motivation strate-
gles, Safferstone contends, can help administrators maintain high
levels of teacher performance and motivation

Much of our cusrent understanding of motivation in an organiza-
tional setting stems from the work of Abraham Maslow and
Frederick Herzberg. Maslow identified a hterarchy of human needs
and conceptualized management's role “as integrating personal
needs and organizational goals.” Because the lower needs are
largely satisfied in this society, managers must attempt to motivate

people with higher types of “pay,” such as belongingness, respect,
appreciation, and opportunities for self-actualization

In the public schools today, says Safferstone, there is a large
discrepancy between administrators’ actual motivational behavior
—as exemplified “by typical teacher evaluation forms and tech-
niques” —and the organizational motivation theories of Maslow,
Herzberg, and others One way out of this dilemma, states Saffer-
stone, Is to use a behavioral motivation strategy known as perform-
ance contracting. .

Essentially, a performance contractYa ~an agreement in which
rewards are promised in return for desired behavior ” In a school
setting, administrators and teachers would cooperatively define
objectives to be achieved, methods to assess achievement of goals,
and rewards for success

Performance contracting has been used successfully with stu-
dents at all educational levels, with prisoners and drug abusers, and
in business and educational administration. Safferstone briefly
reviews these applications and Goncludes that with performance
contracting, school administrators can “maintain high performance
expectations, encourage goal dwected-teacher behavior, foster
independent decision making, and recognize and reward teachers
meeting or exceecﬂig established performance crteria.”

IL5 High School ** Educational Administration Quarterly,
10, 1 (Winter 1974), pp. 18-34 E) 092 744,

The proper functioning of an orgarization depends on the
cooperative interaction of its members This cooperation, however,
is not given freely, says Spuck, “but 15 exchanged for desired
rewards made available through participation in the organization *

To determine which types of rewards are related to cooperative
organizational behaviors, Spuck conducted a study of twenty-eight
Southern California high schools. The participating teachers com-
pleted a questionnaire developed by Spuck that measufed the rela-
tionship between eight “reward structure categories” and three
“cooperative behaviors” related to a teacher’s joining and staying in
the school system ease of recruitment, absenteeism rate, and turn-
over rate

The eight reward categones measured by Spuck’s instrument
were “matenal inducements” —such as salary and fringp benefits,
perceived recognition of the school by the community, physical
conditions of the school, pride of workmanship in teaching, extent
of social interaction with peers, agreement with district goals and
pelicy, ability to influence school policy —and “environmental
working conditions,” which reflected teachérs’ perceptions of how
classes were assigned, freedom to teach as desired, and so forth

Spuck found that schools that experience Iittle difficulty in
recruiting new teachers are those that have “high levels of com-
munity support, pride of workmanship, and social interaction with
peers as well as deswrable physical and environmental working
conditions “ The level of material inducements, surprisingly, was
not related to ease of recruitment

Absenteeism was found to be refated to two of the reward

Spuek, Dennis W. “Reward Structures in the Public
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categories Schools with high levels of community support an}
teachers who tended to agree with district goals and policies ha
low levels of absenteeism No single reward category correlated
significantly with teacher turnover rate, although combinations of
categories did.
Spuck outlines several reward system ‘taxonomies and dis-

cusses the implications of his study in terms of ‘intrnsic,”

extrinsic, and environmental’ motivators of teaching. He
concludes that the key to motivating employees is  understanding
desired rewards and providing for these needs to be met in pursuit
of organizational goals.” -

1S

Thompson, Sydney. Motivation of Teachers. School
Management Digest Series 1, No 18. Burlingame,
California. Association of California School Adminis-
trators, 1979 Prepared by ERIC Clearinghouse on
Educational Management, University of Oregon 50
pages. ED 178998

“The answer to teacher motivation lies in intrinsic motivation,”
states Thompson, not in extrinsic motivation involving money and
control. This conclusion is based on the results of research in the
fields of management and organizational psychology conducted by
such figures as Maslow, McGregor, Herzbgrg, and Deci In this
excellent publication, Thompson carefully ‘explains the research

- and philosophies of these and other authors as they relate to
teacher motivation. Together, their ideas make up what is often
referred to as the “human resources” view of motivation, which
arguesthat “worker fulfillment and fwoductivity are to be reached
togéether through an integration of the needs of workers and organi-

Zlons - -

/" Beca use these theories were devefoped in industry and business,
however, educators should be cautious in applying them to
teachers, Thompson warns. feachmg differs from other established
professxons in that it is relatively “careerless” and “barren of major
extrinsic lncentwes such as increases in money, prestige, and
power.” Most of the work rewards of teachers are “intrinsic” or
#psychic” in nature, the most powerful of which 15 “a sense of
having influenced students ”

Thompson’s discussions of the human resources view of worker
motivation and the work environment of teachers prepare the
reader for the third section of this digest, titled *‘Strategies for
Enhancing the Motivation of Teachers.”” Drawing on both the
educational literature and interviews with working educators,
Thompson presents numerous practical and useful suggestions t!'gat
administrators can utilize to motivate teachers Included are discus-
sions of praising and encouraging, honoring, setting goals, providing
feedback, promoting collaborative relations, increasing teachers’
control over their work, minigrants, and staff development.

ng@ Williams, Robert T. “Application of Research’
Teacher Motivation and Satisfaction ” NASSP Bulle-

tin, 62, 422 (December 1978), pp. 89-94. £} 192 376

ERIC -
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According to Abraham Maslow, individuals are motivated by five
duves The “physiological’ and “security” drives motivate indi
viduals to seek food, clothing, shelter, and continued security 1
having these needs met. The "social,”, esteem,” and "self-actuali
zation” drives motivate people to relate positively to others,
achieve personal success, and find satisfaction in themselves

Recent research, states Williams, shows that teachers are “‘gen-
erally well satisfied with the two lower order needs” Thus,
administrators have little to gain by attempting to motivate
teachers at these levels. Instead, administrators should concentrate
on motivating teachers at the esteem and self-actualization.levels

It is important to recognize, though, Williams emphasizes, that
different teachers are motivated by different drives Although most
teachers are satisfied on the lower levels, some are still striving for
satisfaction of their security needs Others, however, are knocking
on the door of self-actualization

Thus, some teachers may perceive such activities as “parent-
teacher conferences, working with student teachers, membership
on district-wide committees, bus duty, and curnculum develop-
ment’ as ‘work overload " Others, though, may regard the same
activities as opportunsties for further self-development. The astute
administrator, Witliams concludes, sattempts to motivate individual
teachers on the most appropriate levels, so that each can proceed
from one level of Maslow’s hierarchy to the next
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The Pr}ncipal as
Change Agent _

n55 Atkins, Victor, and Kauffman, Neil. “Three Suburban
Principals Talk about Change ” National Elementary
Principal, 56, 4 (March-Apnl 1977), pp. 56-65. £} 157

045

Atkins and Kauffman arranged this interview with three princi-
pals from the suburbs of Boston in response to their concermn “that a
significant voice 1s missing from the sometimes noisy debate about
education” —that of “thoughtful practitioners reflecting on their
practice ” In this article, the three principals—Mary, Barbara, and
Richard —discuss how they were selected for their positions, how
they judged what had to be changed in their schools, and how they
went about implementing those changes

Mary entered a school that was “very drab, very quiet, very

ctufed ” Mary had had “no administration courses whatsoever”
and held no theory of change —traits she considered an advantage.
Instinctively, she felt the need to change the school’s environment.

Mary identified several traits of the principal as effective change
agent The principal should be a supplier of information, be able to
“look at the structure of the school and 1solate where the power is,”
and then be able to work with or around that structure, Finally, the
pancipal should be an important role model, for “people don't do
what you say, they do what you do” .

Richard aldo entered a school that was in rough shape, with both
the parents and staff badly divided He refused to take sides and
promoted a philosophy of ““diversity as a strength " He formed and
worked with numerous teacher committees to deal with specific
problems, “which helped hamess a lot of randomly dispersed
energy.onto a specific goal ”

Barbara entered a better situation, but the school still had its
problems Her main change strategies were to increase the staff’s
access to nformation and to alter the power structure of the school.
Essentially, it came down Mhing the power away from the
aides” and redistributing it to teachers and team leaders

i

n 5@ Drake, Daniel D., and Schuttenberg, Emest M. 'To-
ward Educational Excellence in an Urban Junior High
School ” NASSP Bulletin, 60, 401 (September 1976),

pp 89-94 EJ 153 061 '

What specific techniques can be used byupnncipals to foster
change and innovation at'the building level? In this article, Drake
and Schuttenberg report in some detail the efforts of an urban
juntor high school principal “to lead his school toward educational
excellence.through the use of a collaborative strategy” of change.

The principal utilized several resources from both inside and
outside the school to effect change He partsicipated in a “year-long
inservice Leadership Training Program,” ‘which enabled him to
“forge closer ties with the central office and utilize its resources.’”
He also had the assistance of a consultant from a local ugiversity
who helped as¥ess the organizational health of the school

The principal took pains to open communication channels and
involve teachers, students, and parents in the change process Infor-
mation was exchanged with the faculty by consulting with both
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their tocally elected representatives and with lmformally organized
faculty groups. Students and parents participatéd as members of
varnous school committees

A "Needs Assessment Task Force;
parents, and students, was appointed.hb
“the district and school educationa
late and prioritize educational goal

The "“Orgamzation Perception Questionnawe” was administered
to nearly all the school’s staff members’ The data were analyzed
first by computer, then by a faculty committee that made
recommendations for needed improvements Nearly three-fourths
of the twenty recommendations were implemented that year, the
authors report, to the great satisfaction of the cOmmittee members

Finally, six volunteer staff members participated in a workshop
on planning educational change at the local university The authors
report that the organizational improvement program has been
highly beneficial and has created a participatory atmosphere in the

school
Managing Change in the School ” NASSP Bulletin,

. 64, 435 (April 1980}, pp 1-8 E) 219 595

Research dealing with change in education i1s usually “farly
tenuous in its conclusions” or is so lengthy or technical that prac-
titioners rarely utilize it The popular educational literature, on the
other hand, usually provides only “quick and easy recipes for
effecting change” that are similarly imited in their usefulness

What are needed, then, are simple methods or instruments that
administrators can uf® without special knowledge or training to plot
strategies for successfully Ampl'émentmg change 1n their schools
Erlandson here presents one such method, which is centered around
the “Change Potential Analysis Chart "

In the leftmost column of the chart, the administrator lists the
key individuals or groups who “will be important 1n the anticipated
change process ” In the next two columns, “attitudes toward the
proposed change” and “rewards sought through system” are noted
for each individual or group Rewards might include such items as

consistjng of teachers,
e cipal-to examine
s** and then formu-

Erlandson, David A. “An Organizing Strategy for

_salary, professional or personal achlevement, peer approval, and

student achievement.

“It 15 important for the reliabihty of the whole analytical
process,” Erlandson stresses, that the rewards column be carefully
and honestly completed, since much of the success of a difficult
changé project will depend upon answers generated from this
column The data in the rewards columﬁ- are used to generate the
next column, titled * How Can These Rewards Be Structured into
Proposed Change?” Erlandson provides two examples of completed
charts and emphasizes that the charts are not master plans, but
rather worksheets to help administrators conceptualize a specific
change process .

Each organization tends to process change in a habitual way,
which Erlandson refers to as sts "modal process of change ” “The
graveyard of educational inngvations s filled with the remains of
proposed changes that were introduced 1in a manner that ran

k4
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counter to thé modal process * Thus, administrators should utilize
the school's modal process whenever possible This process can
often be characterized by analyzing past change projects with the

aidcof change analysis charts
Change.' Planning and Changmg, 8, 2-3 (Summer-Fall

1977), pp. 185190 E} 169 808

What kinds of elementary principals make the most effective
change agents? To help answer this question, Ganz and Hoy studied
sixty New Jersey principals to determine the pattern of succession
of the principals “as related to administrative behaviors, career
onentations and change perspectives ”

The researchers administered questionnaires to both the princi-
pal and the faculty of each school at regularly scheduled faculty
meetings Thirty of the principals were “insiders” (persons promoted
from within the district) and thirty were “outsiders” (those hired
from outside the dsstrict) )

“A key finding of the study was that “change 1s more likely to
occur from administrators who are outsiders rather than nsiders
Ths 1s true for supernntendents and secondary principals as well as
tor elementary principals. The authors speculate that “perhaps
principals who are insiders spend too much time maintaining and
protecting their own position rather than dealing with educational
1ssues that may produce change !’

The study also found that elementary principals who are out-
siders tend to regard a change of jobs as necessary for advancement
in their profession Outsiders also were more commutted to their
careers and beheved they had greater ability than insiders in con-
vincing supenors of the need for change
" The authors note that there may be times when insiders are more
desirable, f implementing change is the objective, however,

Ganz, Harold )., and Hoy, Wayne K. Patterns of Suc-
cession of Elementary Principals and Organizational

outsiders will probably be'more successful
Georgiades, William. "Curnculum Change What Are
the Ingredients?” NASSP Bulletin, 64, 434 (March

1980}, pp. 7075 E) 217 711

“Unless we opt for meaningful and purposeful change during the
remaining decades of this century,” Georgiadés states, “’school
systems as we know them today are hkely to lose their iImpact in the
education of America’s youth ” Principals, 6f course, have a critical
role in this change process, but unfortunately most school adminis-
trators lack the skills necessary to effectively bring about change,
particularly in the curnculum area "

Recent research, though, has identified charactenistics of suc-
cessful change projects as well as processes and models for imple-
menting and analyzing change projects Georgiades here outlines
this useful information and speculates on the future of school
organization in a constantly changing society

The NASSP’s Model Schools program and other research has
identified a “step-by-step process for changing curniculum ’ For
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change to take place, an awareness must be developed that
change is needed ' Next, teachers and administrators must  look
carefully at the alternatives” avallable for reorgamizing the
curriculum, assess each alternative; and then modify one for use in
the school A pilot program should be run for one or two years,
during which the effectiveness of the curriculum s closely
monitored with reliable instruments.

Finally, if the pilot program 15 sgccessful, the change should be
:mplemented schoolwide Georgiades recommends caution during
this penod of institutionalization, because schools may ‘ lock them-
selves into curniculum change which, while effective today, will be
ineffective tomorrow ”

Both the complexity of a change project and resistance to it cafi
be either high or low Georgiades uses these facts to construct what
he calls a change quadrant that can help educators analyze and
implement change In Quadrant 3, for example, resistance tq the
project is high but the project is not complex The recommended
approach to win acceptance for the program s to use nondirective
counseling and experiential techmiques such as role-playing and job
rotatiop

Howes, Kimball L. “Pathways and Pitfalls in Introduc-
ing Change ” NASSP Bulletin, 60, 399 (April 1976), pp
43-51 E) 149 647

G

“All orgamzations are like living physical- organisms and, as

such, are either growing or dying,” states Howes. “Change s inevit-
able by the very nature of life.” The-success or failure of change
depends largely on the pohitical chimate both within the school and
extenior to it. Finally, change can be motivated by nearly apy part of
an organization,

in.theshiverse artic le Howes illustrates these concepts and others

th ¥ ! mber of case studies of organizational change processes
He also reviews six recent publications that give insights, theory,
ary tecthQues for bringing about change. .

Howes emphasizes the importance of questioning the motives of
both the Supenntendent and the pnnapal when they propose
changes Are they motivated by- competition, dnder pressure from

. innovation ’

superiors, or obsessed with gimmickry? Are they, séally
imprqyng the learning environment? What is theyr p t reqord like?
Pnnupals generally react to change in one of four ways Many
pnnupals are truly commutted {0 improving education ‘and will
support any change process that wogﬂd help improve the learning
environment Other principals, prnmarily 'conscientious veterans,”
are “primanly interested in Tunnming a quiet and tidy ship.” They will
attempt to implement change, however, if ordered from above.
The third group s mnovatwe‘bgcause “they view this approach
as an opportunity to create a reputation as an aggressive (.hange
agent " Finally, a minonty 1s so comfortable in their bureaucratic’
niche that they will resist change “to the bitter end

G

Johnson, Bruce, -and Sloan, Charles A. A Study of
Elementary School Principals’ Self-Perceptions of
Change Agent Behavior. Procedures for Adopting
Educational Innovations,CBAM Colleague Report.

Austin, Texas Research and Development Center for
Teacher Education, Texas University, 1977 30 pages

ED 191 126.

The research literature on thé role of the elementary principal 5
paradoxical. On the one hand, principals are expected to maintain
the status quo as prescribed by soclety’s norms, while on the other
hand, they are expected to act as dynamic leaders of change To
determine Just how principals v ther role in bringing about
change, Johnson and Sloan tonducted this study of ninety-five
elementary school principals from fourteen northern lllinois school
distnicts

Three means of data collection were used The principals were
rated by a commuttee of central office administrators regarding
thewr involvement in change_The principals were also asked to rate
therr own behavior. Finally, the principals were®asked to supply
demographic information

According to the data, experienced elementary school

Apdther interesting finding was that principals who employed paid
teacher aides were more often seen as comprehens
agents..The authors speculate that with the present union situation
“it may be essential to provide human resources in the form of
teacher aides as a means to bring about significant educational
Eitdnge

Regardless of how their superiors rated them as change

. agents, the prmupals studied '‘were cognitively aware of the ad-

mumstratgve behaviors necessary to implement change Prin-
cipals rated as comprehensive change agents, however, did
report a greater use of three be,ﬁavaors ""developing the innova-
tion as a group endeavor,” “‘rewarding the faculty through visi-
ble recogmtuon, and "'sys®matically evaluating the
" This latter finding s partl(_ularly significant, state
the authors, because evaluation is frequently overlooked in the
change process = , .~T% - ’
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The combinations given high ratings will likely be areas of signite 63 -
cant constraint on the changé process The puncipal, having
identified these areas, should then analyze them in detall Tohelpin  »
this process, the authors have included two examples and a list of

ﬂ@ Klausmeier, Herbert J. “Strengthening Successful
Innovative Practices * NASSP Bulletin, 64, 435 (April  ~
1980), pp 20-31 E} 219 597

Many promising practices that were implemented and floirished possible causes for the constraints given
only & few years ago have now disappeared “Every ime this _ Once the process 1s complete, the prncipal will have both "3
occurs,” says Klausmerer, “the Mraditional pattem of separate fauly sophisticated, logically developed list of significant con-
subject, undifferentiated group instruction, tracking of students, *  straints and a good deaf of nsight into. how to deal with these
and depersonalization of schooling become strengtBened ~ constrants The prnncipal can then “establish objectivés and
Perhaps what 15 needed to stabilize ‘successful infovations and specify a feasible plan of action for dealing with the constraints.” .

promote continuous educational improvement 1s an overall con- )
cdptual framework to which individual change efforts could be Licata, Joseph W. In the.School s Social Sayste.ni Is
related Klausmeier here,presents one such framework, which was ﬂ the Prnncipal an Effective Change Agent?” NASSP |
developed by the Wisconsin Program for the Renewal and Improve -+ Bulletin, 59, 395 {December 1975}, pp 7581 EJ 135
ment of Secondary Education This ““conceptual design of second- 572
ary education” consists of ten comprehensive objectives, “each
dealing with a major aspect of secondary education
\bitlamprehensive Objective 3—called the pnmary objective of the
e system—arranges for each student “a total educational
propram of course work and other activities  that satisfies his or
Fer developmental needs and characternstics and also meets district
and state requirements * Ths _comprehensive objective, and the
other nine, are followed by several more specific “enabling objec-
tives “,For objective 3, they include the planning of a total educa-
tional program b\’eachstudent and his or her adviser, the provision
of appropriate instruction, the monitonng of performance, and the
setting of goals for the next semester or year -
Other objectives deal with administrative arrangements, currncu-
lar arrangements, orgamization for instruction, student decision-
and pumshments to teachers

thaking, home-schoolcommunity relations, intemal and external
+ support arrangements, and work and community learning activities Despite these drawbacks, says Lucata there are ways fo' the
iy pnnc:pal to help 'develop a'socialemotional climate which facilr

In'actlng as a change agent, the principal has the ad'vantage of
being fanuliar with “the language, norms, needs, and aspirations of
bis school’s social system.” But the principal’s role also has several
drawbacks, some of which are described here by Licata.

First of all, the principal 1s an intimate part of the school system
:~ and thus may not be able to see the system ‘as a whole ” In addr
tusn, the-time and energy needed to act as a change agent may be
severely restricted by “the day-to-day cnises connectediwith running
a building ”’ The principal usually will not have the expertise neces-
sary to implement change in many specialized areas, and may not
have the power to do so even-if he or she does have the expertise
Finally, the principal will likely have ditficulty trying to simultane-
ously act as a helpful change agent and as a dispenser of rewards

Short descriptions of successful innovative practice 6w each
objective ) tates innovation “ The principal’s verbal behavior 1s a key factor,

+ ! because 1t communicates whether the principal 1s more interested
@8 Krajewski, Robert J., and Zintgraff, Paul E. “Ident- in supporting himself or in supporting others
< ﬂ ifying Innovational Constraints A Model for School When the principal 1s “other-supportive,” he or she 1s helping to
Principals ©* Educational Technology,. 17, 12 provide a chimate for teacher, student, and parent participation
- (December 1977), pp 269 E} 173 961 And since stibordinates tend to mod#t the behavior of their leader,
- - . the verbal behavior of the pnncipal can influence the climate of
Plannirig for educational change seems Simple enough~ first, change a}all Ievels n the school bu:ldlng . }
|0ent|fy the need for change, next, establish ob;qctlve d a plan of

. action to reach those objectives, and finally, estabhsh evaluation I. , Joseph W.; Elhs Elmer C.; and Wilson, Charles
v (4 ’ -
procedure to monitor the change, process Unfortbnately, unfore - H‘5 “intiating Structure for Educational Change”

seen problems usually come up that frustrate the change process i NASSP Bulletin, 61, 408 (Aprik1977), pp 25-33 EJ 162
K;aiewsku and Zintgraff here outline a conceptual model designed - 115 o ’
* to help principals identify “4nnovational constraints” and thus plan - - N

“Initiating structure,” state the authors, “refers to a leader’s

behavior in delineating the relationship between himself and
“members of his staff, and in endeavoring to establish well-defined ¥
patterns of organization, channels of communication, and methods
" .of procedure “ By jnittating astructure designed to enhance innova-
tion, the ptincipal can become a successful Ghange agent in his or
her school, In this article, the authors discuss one such “initiating
structure” the organization ang scheduling of committee meetings

concerned with solving a school problem

comprehensively for successful change.

' _Constraints can be of several different types psychological,
physical, temporal, sociocultural, legal, and fiscal The constrdints
can be applied by the administrative hierarchy, students, teachers,
of parents In the authors’ model, a matrix 1s formed with types of
ganstraints as columns and those applying the constraints as rows
Using a rating scale of high, medum, and low, the principal indr
cates the correlation between the constramt*and the personnel
-~y “olved” ,
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Too often, school administrators ask faculty members to hold
committeé meetings after school But, state the authors, “after-

-sshool meetings just don’t make sense”, teachers who are fatigued

and suffer from “'stimulus overload", after school are in no condition
to effectively participate in creative dectsion-making.

The answer, of course, 15 to find ways to schedule released time
for committee members during the regular school day. The authors
suggest that administrators brainstérm to come up with alternative
ways to schedule released time dunng school hours A list of
twenty-seven alternative scheduling ideas 1s presented to help in
this process .

Once the alternatives are generated, the admnistrator should hst
them along with both their intended consequences and their “anty-
cipated negative consequences for the school orgamzation ** In this

form, the alternatives can be weighed against one another and .

ranked to develop a “contingency pool” of alternative plans
Once the committee 15 organized, the principal should nurture
the commitment:of its members to help assure that it will be pro-
ductive and innovative The committee members should be con-
sulted about the orgamization of the committee and its time and
place of meeting When teachers can pavicipate in developrig

. and organizing the committee, state theauthors, they will be much

more committed t0(rb"g6als .

’

Littrell, ). Hagvey. “A Research-Based Technique for
Selecting Chairpetsons ” NASSP Bulletin, 62, 417
*(Abnil 1978), pp 248 EJ 175 598

Teachers will often resist any changes made in the curkiculum or
instructional program  Thus, it is imperative that the chairpersons of
curriculum committees “be individuals who can help others to
accept.changes, states Littrell Us Ily chairpersons are selectet
on the questionable bases of 'sgfionty, youth, light loads, turn-
taking, of status A much better'method of selecting chawrpersons,
says Luttrell tsto use d technnque based on “the research which has
identified the charactersitics of good change leaders ”

This research indicates ghgt,goqd change leaders are viewed by
teachers as "'not too different” from themselves and “aalyslightly
better” in instructional ability and soctoeconomic status Prefer:
ably, these leaders are “not innovators” but instead are “early
adopters of innovation ” They have access to information outside
the local area—through attending conferences and reading
Journals— and are perceived by their peers to have good judgment

Based on these findings, Littrell constructed a questionnaire —
presented here—that 15 designed to help pnnupals identify
teachers preferred committee Chawrpersons. The anonymous ques-
tionnaires ask teac hers tu identify and charactenize the persons they
would turn to first for instructional advice ,

Littrell outlines the procedures the prirfcipal should use 1n tabu- .

lating and interpreting the results of the questionnawre The end
Z;roduct ts a hst of individuals who  are percewed,by others as best
atisfying the critersa for good change leaders’

~ ~ -~ »

n@ Mcintyre, D. John. “Attitude Change Models—
Méaning for Prncipals,® NASSP Bulletin, 63, 425,
(March 1979), pp. 45-48 EJ 197 824.

“Promoting change 1s a more complex process than simply syste-
matically planning the change of a curnculum, school philosophy,
or staff utihization,” states Mcintyre Effective change requires,
above all, a change in the attitudes of those affected by the cHange
Thus the success of a prncipal as change agent depends, in large
part, on his or her understanding of how and why people’s attitudes
change Mcintyre here describes several models of attitude cliange
‘to help principals toward an understandmg of this cntlcal aspect of
orgamzational change : )

The ““congruity model” provides ““a generahzed attntude scale
which permits one to predict the direction of the individual’s attr-
tude change * For example, if a principal 1s highly rated(a “ +3")
the eyes of teachers, and this principal wants to introduce a text:
book perceived#s a' —1, there will most Iikely be a change in
attitude toward the textbook because of the principal’s prestige.

In the “reinforcement. theory’ of change, the acceptance of
change 1s dependent on the incentives offered to make }he change.
tncentives may be arguments or reasons supporting the, proposed
change or ‘rewards and pumshments that would follow accept-
ance of the change R

The ““dissonance model” maintains that “coercion can be a posn-
tive force in changing an individual s attitude * Teachers induced to
change their attitude by coercion wili be forced to rationalize their
action by acknowledging, at least publicly, that their attitude has
indeed changed Finally,-Mclntyre reviews Maslow’s “Hierarchy of
Human Needs' model, which assumes that “a self-actualized
person is more conducive to accepting change

1GS

Miskel, Cecil G. Principals Perceved Effectiveness,
Innovation Effort, and the School Situation “ Educa-
tional Am:strat;ve Quarterly, 13, 1 (Winter 1977),
pp 31-46 EJ 158 804

. "Pnncrpal-efféctnveness 15 a multidimensional c’oncept," states
Miskel, and includes three components. innovation effort, percep-
tual evaluation by subordinates, and perceptual evaluation: by
superordiates * Each of these three components might influence
the other two In addition, two “situational factors”—the inter
personal climate i the schoal and the technology 18vel of the
school district—may influence each of the three components of
pnncnpal effectiveness,

To determine which vanables had an influence on the com
ponents of effectiveness, Miskel conducted a study in thirty-nine of
the largest school distnicts in a midwestern state From five to
twelve principals in each district were surveyéd, along with eight
teachers serving under each prinupal, and the immediate
s’upervisor of each principal

Innovation effost was defined and measured as the “number of
new programs initiated of maintained by the principal to improve
the organizational fuhctioning of the school burlding * Technology
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level (“the extent to which the school district is using moderm
administrative practices”) and the interpersonal chimate of the

+ school were measured using a “Situational Description Question-
natre.”

The results of the study showed a complex pattern of influences
on the components of prnncipal effectiveness Each of the three
components of effectiveness was found to influence the other two
In addition, the subordinates’ evaluations of the principal were
affected by the interpersonal climate of the building, and the inno-
vation effort of the principal was affected by the technological
level of the district

Miskel concludes that the difficulty in starting new programs
may be explained in part by the complex system of variables that
affects the principal’s innovation efforts, which can “combine to
make the forces surrounding innovation and the expelted role of
the pnncipal very hard for the administrator to understand and
contro! ”

n@@ Trump, . Lloyd, and Georgiades, William. How to
Change Your School. Reston, Virginta National Asso-

ciation of Secondary School Principals, 1978 75
pages. ED 162 425

# Although teachers, parents, and™tudents participate n the
change process, state Trump and Georgiades, “’the fact remains that

* the person in charge sets the tone and the methodology of change ”
Thus, it 1s essential that the principal understand the nature and
process of change. To help principals gain this kind of understand-
ing the authors heré “raise questions and suggest possible answers”
about the change process at the school site The advice presented is
based on the authors’ experiences in the NASSP’s Model Schools

_ - Project.
) ‘, The, first step is to identify what needs to be changed To facili-

tate this process, the authors list numerous examples of possible
changes that a principal might be considenng. After establishing a
 tentative list of needed changes, the principal should prioritize the
list and check with others on the rankings

The steps taken by a principal to elicit change are essentially the
same steps taken by a good teacher to stimulate learning The goals
of the change should be identified and understood. Positive moti-
vation should be used to stimulate people to change, and the inds
vidual® involved should participate in decision-making. Finally,
plans for evaluation of the change process should be made at the
same time the change itself 15 being planned

. Other chapters deal with collecting information ngeded for
ef,fechve change coping with difemmas in the change process, and
accepting personal responsibility for outcomes The balance of this
publication contains a mix of questions, examples, and suggestions
designed to stimulate thinking about the change process in schools

-
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“Supervisory Role Proficiency A Self-Assessment.”
NASSP Bulletin, 64, 433 (February 1980), pp 91-97_E}
- 215 998.

»gducators who have responsibility for the m‘.!provement of
# Jnstruction are seeking ways toenhance performance in their super-
“visory roles This c3n only be accomplished when one has a clear
: understanding of the nature of those roles, assésses performance
] capabilities 1n them, and determines the priority that should be
. assigned to each role

.Burch and Danley assert that it 1s up to the instructional leader to
do his or her own assessment of personal abilities and to assign his
: or he:/ov‘m prionties in the various areas of supervisory

resporSibihty To help administrators in that undertaking, the

authors present their Supervisory Role Proficiency self-assessment
instrument and directions for its use R )
fghe nstrument presents varnious charactenstics and tasks that

1

ﬂ? Burch, Barbara G., and Danley, W. Elzie.

ect the results of studies on the activities supervisors engage Wl
hese chardcteristics and tasks are divided among ten roles thatarg
~rénorted to be inclusive of the tasks of supervisors host-ceremomal, .
* forr%z:—commumcator, external contacts, information and dissem-
inatida, resource allocation, training and development, observation

¢ and evaluation, motivation, cnsis management, and maintenance
- A person using the instrument assigns a score of from'one to five
(five 15 high) for his or her capability in each of the entries under the

- ten roles, totals the score for the rolg, divides the total by the
number of entries under the heading, and multiplies the resulting’ ‘
score by a weighting factor that reflects the percent of his or her
time the supervisor spends in that role .
. Concerning the use of the scores, the authors conclude “Only~’
the user 15 1n a position to make judgment about the adequacy of a

! . proficiency score n relation to the priority assigned to that role *

{ ( e ﬂ?ﬂ Burgess, Joanne S., and Dermott, R. Allan. Leadérship
T Development for £ Iemeng%ool Principals: Estab-
g lishing a Competency Base for the Elementary

Principalship. 1978 33 pages ED 203 536.

What competencies do educators believe elementary school
principals should passess? How do superintendents, supervising
‘ prncipals, teaching principals, teachers under supervising princi-
pals, and teachers under teaching prmapalé differin the values they
place on vanous principal competencies? -

These questions were the stimulus for the survey of 478 Maine
/ educators described in this paper. The authors studied lists of princi-
pal competencies developed by earlier researchers and then
developed their own fifty-four item competency list The respond-
ents were asked to indicate on a seven-point scale how important
' they felt each competency was for the elementary pnincipal
The three topranked competencies were “demonstrate a
- genuine personal interest in children,” “provide adequate support
to staff in relationships with parents and students,” and “display
consideration of others ” These three items, plus five more of the
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ten top-ranked competencies, were classified as human  skills by
the authors Competencies could also be classified as prnimanly
“conceptual” or “technical ”* ¢

The rankings were not umiform across the five groups, however
Statistical analysis showed that sigmificant differences existed
between groups for twenty-nine of .the fifty-four items Not sur-
pnisingly, teaching prnincipals were in better agreement with
teachers than were supervising principals Teaching principals also
rated human, interpersonal skills as more important management
skills than techmical, admimnistrative skills These findings, the
authors conclude, “show that individuals undergo @ change in
values as they move from active classroom participation to active
involvement in administrative tasks ” The authors discuss each of
the twenty-nine differences in some detail and include the survey
instrument they used

v/

to Administrator Assessment and In-Service ” Paper
presented at the International Congress on Educa
tion, Vancouves, BC, June 1979 19 pages ED 180
079

Currently, procedures for evaluating school administrators in
Canada and the United States are largely “haphazard and eclectic,”
says Caldwell Likewise, the provision of professional development
activities for administrators 1s often unsystematic and is sometimes
nonexistent In this paper, Caldwell offers a promising remedy for
these ills—an approach to inservice and assessment that 1s “based
on the systematic identification of competencies” needed by
administrators

Caldwell first discusses the development of the competency
movement as a response to “the press for accountability” and the
“need for more personalization i public institutions ”* Next, the
definition of “cOmpetency” 1s discussed, Caldwell, following an
earlier researcher, defines a competency as "the presence of
characteristics or the absence of disabilities which render a person
fit, or qualified, to perform a specifi®task or to assume a defined
role” .

A number of studies have been conducted to determine the com-
petencies needed by school administrators, of which Caldwell
describes three The lists of competencigs generated by these
studies form the basis of several systematic approaches to admin-
istrator evaluation and inservice

Two evaluation programs descnibed by Caldwell use compe
tencies as thewr focal ponts in one, an ideal” competency profile
of a principal 1s generated by a local task force “Actual? profites

re then compared to this ideal In the second, developing an
awareness of needed competencies 15 the initial step, and it 1s fol
lowed by “training,” “implementation,” “evaluation,” and "follow-

up "

Using lists of competencies for assessment, Caldwell notes, often

requires that each competency be further specified to meet local

needs Forexample, if the statement “The principal enlists the aid of

the community in assessing needs and setting broad instructiona
Q
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Caldwell, Brian ). “A Competency-Based Approach

goals s used, the school principal and his or her superyisof shouid
list beforehand the specific activities that will effectively involve
the community. ‘
Competency assessment procedures are easily incorporated into
professional development programs Caldwell describes several
competency-based insernvice programs asd discusses the impor-
tance of matching leaming resources with deficient competencies
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#llett, Chad D. Results Oriented Management in
Education Project R O M E. The Continued Refine-
ment and Development of the Georgia Principal
Assessment System and lts Application to a Field-
Based Training Program for Public School Principals
Assessment Design — Procedures — Instrumentation
— Freld Test Results Final Report: Volume |. Atlanta;
and Athens Georgia State Department of Education,
arid College of Education, University of Georgia,
1976 222 pages’ ED'131 590

The results reported in this final report of Project ROME
(Results Onented Management in Education) should prove hearten-
ing to principals Overall, it shows that the principals who

* participated in a freldoniented program — Field Oniented Compe-~

tency Utilization System (FOCUS) — perceived themselves as more
competent after the program than they did before the program
Apparently, it was not self-deception that caused the principals
to see themselves as more competent Analysis indicates that a
vanety of sources (teachers, students, and outside observers) also
saw the principals as more competent Of these groups, teachers

who worked directly with the principals on school problems saw the .

principals as more frequently and more effectively performing
indicators of competency R .

The majonty of the report js a description of the history and
development of the Georgia Principal Assessment System (GPAS)
and a summary of the results of using the GPAS to evaluate the
effectiveness of FOCUS

The evaluation examined thé frequepcy and effectiveness with
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which the principals studied carried out the competency indicators
identified earlier in the project Two classes of variables were used.
input variables are ratings of the principals competency in
administrative operations {data collecting, planming, communica-
ting, decision-making, implementing, and evaluating) and n
adminstrdtive responsibility (curnculum and instruction, staff
personnel, ‘pupil personnel, school community interface, fiscal
management, support management, and systemwide policies and
operation) Mediating vanables are student assessments of char-
acteristics of the school learning environment and teachers
satisfaction in job-related areas kS

On thg whole, both the external evaluation and the evaluation by
the participants support the impact of the training program on the
principals’ performance

v

Goddu, Roland. Observation Instruments for
Identifying the Competencies of Principals in Schoo!
Practice No 152 Durham, New Hampshie New
England Program in Teacher Education, 1977 27
pages ED 143 627

Goddu’s observation schedules are firmly within the tradition of
competency-oriented principal evaluation in that thev present a
method of documenting actual classroom practice The schedules,
however, go beyond the norm by including other actors present in
the setting in which the principal 1s beng evaluated teachers,
students, and others (including department heads, superintendents,
board members, and parents)

For instance, under the competency “Principal recgfnmends
candidates for employment” there are three indicators of the
principal’s actions (prepares a written summary of checklist and
interview results, prepares a wrnitten recommendation for superin-
tendent and board action, and reviews his or her recommendation
with the faculty and the community) Others alsd have roles to
perform that are dwectly related to the pnincipal’s actions
Teachers, department heads, and community members are to
review and comment on the recommendations, board members
and the superintendent are to review the recommendations and
select the candidate

The schedule has a separate_page for each of twenty-two
competencies in the areas of management of the organization,
management of resources, community relations, and management
of instruction Next to each indicator 15 a place to check whether
each person involved did or did not accomplish the action and
whether he or she partially accomplished the task

Goddu s approach centers on describing what actually happens
in the classroom It is designed this way out of the conviction that
practice 1s more stable than expectations are and that knowing
what exists torms a strong foundation for making decisions on what

to change if competence 1s to be demonstrated. -

Hay, Gordon C. “How Has the Principal’s Role
Changed? Four Areas in Which the Past Twenty Years
Have Made Major Alterations ' £ducation Canada,
20, 4 (Wiriter 1980), pp 26-29 EJ 239 236

K -2

.The competencies needed to be a school principal in 1980 [have]
changed dramatically from those required in 1960 “ Moreover, the
authority held by the principal has declined over the past twenty
years as much as the responsibilities of the principalship have
increased.

These are two of the findings of a small study of Ontario adminis-
trators and teachers conducted by Hay ansked administrators at
all levels of the educational hierarchy and officers of the Ontario
Teachers Federation to comment on changes in three areas over
the past twenty years competencies needed by principals, training
programs for principals, and the relationship between principals’
and teachers’ associations In addition, respondents were asked to
speculate about the causes for these changes

Maintaining cooperative relations with teachers and with the
community has become increasingly important,”In consequence,”
says Hay, competence in the skills of human relations and pohitical
awareness have replaced academic scholarship and teaching
ability as the criteria for success as a school principal

The need for principals to have increased legal awareness was
confirmed by the respondents, and there was unanimous agree-
ment that management has replaced teacHing “as the major
requirement for fulfilling the role ” Summing up, the five most
important competencies needed by the principal in the eighties are
“the ability to manage, skill in human relations, knowledge in set-
ting objectives for curriculum development, skill in the supervision
and evaluation of program and personne!, and an understanding of

legal nights and responsibilities N

Causes of these changes are numerous One major cause identr
fied by respondents was “the new social climate created by the’
decline of public trust 1n schools * Other causes mentioned were
growth in the principal’s responsibilities, increased demands for
accountability, and collecfive negotiations

H? @ Klopf, Gordon J. The Principal and Staff Development
in the School (With a Special Focus on the Role of the
Principal in Mainstreaming). New York Bank Street

. . College of Education, 1979 -97 pages ED 168 730

, Klopf writes about the entire process of staff development, to be
sure, but his emphasis 15 on the principal’s role in that process He
observes, 'The reality is that if principals dont assume the
responsibility for staff development and sume enactment of a real
enabling role there may be no one in the system to doit”

Klopf outlines the establishment of a development program to
change attitudes and behaviors of the staff and to increase its
collective competence Consistently his focus remains on the skills
of the pnincipal because "it takes a competent principal who ¢an
imtiate, facilitate, energize, and make things happen’ to produce
an inservice program Klopf lists thirty ways the principal uses him-
self or herself as an enabling resource for the staff These thirty

_ways are presented as competencies, by which term Klopf includes

knowledge, attitudes, values, and performance skils These
competencies include analyzing the climate for Change in the
schodl and developing survey procedures to assess the educational
needs and exBectatuons in the community
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Klopt presents separate chapters dealing with the need of the.

person who 1s planning staff development programs to understand
the process of growth and what ps meant by being an enabling
person He also covers sud\/ar';.}gs the pianning and organizing of
a program, the activities and processes in one, and its evaluation
A separate chapter on the pnncipal s role in mainstreaming
emphasizes specific competencies required of the prinaipal Klopf
presents seven broad competencies required for this crucial area
and breaks each into knowledge, values and attitudes, and actions
Hlﬂ econdary School Principals NASSP Bulletin, 65,
September 1981), pp 5966 EJ 249 890

Schools of eduzatlonal administration attempt to give prospec-
tive secondary principals the competencies they will need in the
principalship  Most practicing school administrators, however,
would likely admut that a large portion of thewr actual training was
gained “on the job”’

What competencies, though, Lyons asks, do experienced princr
pals and supenintendents think beginning principals should have
before they start practicing? What level of proficiency should they
have for each competency, and when In thew training should they
gain this competency?

To determine the answers to these questions, Lyons surveyed a
random sample of expernienced principals and supernntendents in a
southeastern state The survey instrument included a list of forty-
four basic competencies that earlier research had identified as
being necessary for the successful administration of a secondary
school Respondents were asked to ndicate when each compe
tency should be gained—dunng preservice coursework, during
internship, or on the job—and whether the beginning principal
should simply be famihiar with a.competency, should understand
how to perform the skill, or,should be able to successfully demon
stiafe the competency -~

The respondents indicated that beglnmng prmupals should
possess thirty-five of the competencies at the application level,
eight at the understanding level, and one at the familiarity level
Paradoxically, however, the same respondents thought that thirty
one of the competencies were best gamned on the job, three during
internship, and ten in preservice coursework

How, then, do beginning principals, before they are hired, gain
competencies that are best gained on the job? Lyons cannot explain
this inconsistency, but suggests that the respondents “would favor a
field-based, more practical approach for acquiring the compe
tencies rather than coursework or an internship

VS

I.yons, jamesE. Competencies Needed by Beginning

McCabe, Dennis P., and Compton, Jack. Role Acqui-
sition and Competency Development of Educational
Admupistrators i+ the Lcwer Rio Crande Valley 1974
-81 pages ED 130 383

Two fundamental questions are posed How do school admini-
strators bécome competent! How do school admunistrators intern-
ahze acrentable role behavnors attitudes, and expectations?

EMC
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Not in university preparation programs seems to be the answer to
both questions Among the conclusions of this study of
administrators (principals, assistant principals, 5upermtendents
assistant supenintendents, and central office administrators) are
that university preparation is deficient and ineffective and that
informal modes of learning administrative rofes and competencies
are more impattant than formal modes The study recommends that
the best aspects of formal and informal modes of skill development
should be merged in university programs

The authors note four informal methods that emphasize the
development of skills —modeling superordinates, performing
administrative-like duties, becoming certified, and learning on the
job When asked which skills led to their being chosen for admint-
strative roles, the respondents emphasized human relations and
personal skills and qualities that affect a person’s abiity ‘to
communicate effectively These qualities and skills include self-
awareness, self-confidence, a sense of humor, patience, and a
willingness to compromise v

The competencies that should be taught in preparatioh programs
fall into seven broad areas human telations, communication,
knowledge of self, knowledge of role, values, tolerance for
ambiguity, and cnitical thinking

nlﬂ@) Mclntyre, Kenneth E., and Grant, Ed A. "How Prin-

cipals, Teachers, and Superintendents View the Prin-
_cipalship ” NASSP. Bulletin, 64, 433 (February 1980),
pp 44-49-E} 215

Mcintyre and Grant suggest that principals-w ho are interested in
evaluating therr own performance might want to use the discrep-
ancy model the authors have developed

Whether one uses the model or not, every principal should be
interested in the resuits of the authors examination of the priority
rating principals, superintendents, and teachers gave to eight areas
of pnncipal competence, the ratings the groups gave to the prin-

" cipal's performance in thuse areas, and the discrepancy between

the sets of ratings

The eight areas for which ratings were obtained (community
relations, staffing, time and space, goal setting, noninstructional
services, matenals and egquipment, program evaluation, and
inservice training) are groupings of the thirty-two “‘instructional
leader competencies’ developed elsewhere by McIntyre

There are significant differences and similanties in the ratings
For example, principals and teachers were clos thewr two top
prionty ratings, principals rated staffing and com%aty relations in
that order, whereas teachers reversed the two Superintendents, on

B the other hand, agreed with principals on the value of staffing but

ced goal setting second, the area both teachers and principals

ngs, but agreed on the next six in order Principals and
superintendents were in agreement about the rank ordering of the
principal’s performance n all eight areas The two groups did not

)
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agree, however, on the level of achievement of the skills. This was
S&not an isolated outcome, as the mean ratings show that principals
rated both the importance of thewr duties and their achievement ot
them more highly than did the other two groups
Not only did the principals rate themselves most highly on both
importance of their skills and the level of thewr performance, they
saw the least amount of discrepancy between their values and thew
achievement Supenntendents saw the most discrepancy

IS0

Miller, Brian P,, dnd others. Competéncy-Based Corr-
munity Education Administration. Volume 1. The
Research Report. Tempe Southwest Regional Center
for Community Education Development, Arizona
State University, 1979 58 pages ED 168 200
McCleary, Lloyd E., and others. Competency-Based
Community Education Admiustration. volume Il The
Monograph. 71 pages ED 168 201

Padd'ock, Susan C. and others. Competency-Based
Community Education Adminustration Volume 111
The Manual 94 pages. ED 168 202

These three volumes are the result of a longterm effort to
dentify the competencies needed by persons in four administrative
roles in community education — supernntendents, district coordin-

, ators, prncipals, and program directors Not only was the object of
the study to identify the competencies and indicators of
competency, but also to get the practitioners’ assessments of
the best way these competencies should be leamed and the level of
achievernent that indicates acceptable performance ’

The hsts of competencies generated by the project should be of
interest to all administrators, whether or not they are.involved 1n
community education S0, too, should be the instruments deveLop-
ed The Quadrant Assessment Model (QAM) has persons in a partic
ular administrative role rate competencies on ‘an . ideal” form (to
obtain the person’s judgment on the competencies’ importance)
andon a real form {to obtain the person’s view on how well he or
she and others perform the competencies) The information gen-
efited 15 intended to be useful in a wide range of areas, including
the creation of role descriptions, preservice programs, on-the-job

assessment of performance, needs assessments for inservice -

programs, and certification standards.

' ﬂ@n Seal, Edgar Z. Development, Implementation, and
Evaluation of a Model Program for Evaluating School
Principals. MaXi-If Practicum Report 1977 245 pages

£D 156 679
In a situation famihar to many administrators, Seal was

confronted with tools inadequate for evaluating principals and with

a history of resistance to suggested changes inthose tools

—a checklist and a one-page summary form — included it

were difficult to measure objectively and were based on hear

guesswork. This report documents the project that Seal t

develop, test, and evaluate a new method, a competency -based

method, of principal evaluation for his district

«
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The mode! Seal developed had four specific goals. “To identify
for each partiupating principal those management skills needing
improvemnent or development To achieve cooperation between the
principal and the evaluator in the attainment of school, District and
personal objectives. To provide a basis for District establishment of
minimum school principal competence standards in specified
areas To indicate the potential benefit of reassigning certain
principals to areas of greater competency (e g, to the classroom).”

The program has at its center a list ¢f twenty-one standards of »
competent performance Each standard has three parts a state
ment of general behavior, indicators that [dentify the behavior, and
cntenia against which to measure the level of performance These
twenty-one standards are ranged over areas of the principal’s role
that include management skills, communication, business
management, school-community relations, peréor‘mel
management, curriculum/program developsment, and anafysis and
evaluation

The standards can serve as a source of direction for professional
developmeént, as a basis for determining if principals meet the
minimum competence standards of the district, and as a basis for
the principal evaluation program

Seal not only outlines the competencies for his evaluation
program but includes the administrative procedures for implement-
ing the plan Necessary forms are included, as well as extensive
documentation of actual evaluations of three pnncipals The
district s principals have responded favorabiy to the model, and it is
recognized as an improvemnent over the previous method of

evaluation
ﬂ‘ tive Competencies, A Survey of School Principals and
Superintendents. 1979 38 pages "ED 172 361 .

A phrase that appears repeatedly in Walters’s summary is the

competencies were perceived to be acquired primarily on the job,”

a finding that will not surprise many principals The results do give
preparation programs some credit, however

Sixty-five principals from school districts in Pennsylvania and
New jersey were asked to indicate how important he or she thought
each of thirty-five competencies was, whether each competency
was acquired pnmarily on the job or in preservice training, ang the
degree to which his or her preparation program helped with acqui-
sition of the competency The competencies were divided into five
areas. curniculum and |nstruct|on funds and facilities, school-
community relations, pupil personnel services, and profe5510n§l
support services .

Although the principals saw that all but five competencies were
learned primanily on the job, they reported that, in all areas, their
preparation program was of ‘some assistance” in acquiring the
skills The five skills learned primarily before entry to the job were
all in the area of curnculum and instruction These skifls were
related to understanding theory, interpreting research, applying
statistics, and planning programs In another bright spot for the uni-
versities, the principals reported that preparation programs had

.

Walters, Donald L., editor Perceptions of Administra-
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been of great assistance n helping them understand due procéss
and develop rules and regulations for students. ¢

On the whole, the supenintendents examined were less critical of
preparation programs The superintendents were asked the same
three questions as the princpals but concernmng Sixty-two
competency statements ranged into seven areas {curriculum and
instruction, persornel, organization management, finance and
business management, facilities, poljtical and intergovernmental
relationship, and school-community felations) The superintendents
reported that fifteen competencies were acquired primanly before
entry on the job The only area in which the preparation program
was viewed as of no assistance was pollmcal and intérgovernmental
relationship

The study was conducted by the Department of Educational
Administration of Temple University to assess its program and to
plan for the future The competencies examined were drawn from,.
the literature Principals noted that nineteen (49 percent) of the
skills were very important and the rest were important Superinten-
dents rated sixty-two (60 percent) very important, one (supervising
food service operations)of hittle iImportance, and the rest important

133 '

Wochner, Raymond E., editor Competency-Based
Preparation of Educational Admunistrators. Tasks,
Competencies, and Indicators of Competencies. Edu-
cational Services Bulletin No. 52. Tempe Bureau of
Educational Research Services, Anzona State Unr
versity, 1977 96 pages. ED 145 510

The hion’s share of this bulletin 15 devoted to extensive lists of
tasks, competencies, and indicators of competencies for superin-
tendents, secondary pnncipals, elementary pancipals, instructional
leaders, business managers, and personnel directors. Although
Wochner cautions the reader that competencies and indicators
should be taken as representative rather than deflmtlve and as
subject to change, the lists are impressive

Not only does Wochner deal with more roles in the school than
do other waiters, the lists of competencies ‘and indicators are more
detailed. For the superintendent alone, Wochner presents thirty-
four task areas ranging from setting his or her time priorities to
planning and effecting the closing of facilities Each task comes
with its own list of competencies and the competencieswith lists of
indicators

The intent of the study was for Anizona State University to use the
information to help it design its preparation program so that future
_ admintstrators would leave with the skills acceptable for entry-level
positions in most school districts Nevertheless, the competencies
.are not intended to be useful solely in the preparation program but
are also thought to be useful in such areas as the evaluation of the
skills of job applicants and the desngn of inservice programs

To create the competencies and indicators, teams of admini-
strators in the positions being studied gathered under the auspices
of the university to, among other things, react to two basic
questions "(1)'What tasks are normally expected of persons in these
resoectave positions? and (2), What competencies are required to
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accomphish each of these tasks at a satisfactory professional level
of quality?” The competencies and indicators hsted grew out of the

discussion and subsequent efforts to refine the work
ﬂ Instructional Leadership Domain?” NASSP Bulletin,
61, 413 (December 1977), pp 21-25 E) 169 758

“Yes says Zechman to the question in the title of his article. “the
secondafy school principal of today demonstrates to both his sub-
ordinates and his superordinates those Instructional leadership
competencies that are needed ”

This was the encouraging conclusion of Zechman's research to
discover the competencies most cntical to the nstructional
Jleadership role of the secondary principal. To accomplish this task,
Zechman took the thirty-two instructional leadership competency
statements indentified by Mcintyre and had superintendents,
secondary teachers, and secondary principals in forty Pennsylvania
school districts rate which are the most cntical. The respondents
were asked to create lists of the competencies that are needed by
principals and those that pnincipals demonstrate

The lists of the ten highest rated “needed” and~’demonstrated”
competencies indicate agreement among the groups that the
principal s doing his job For instance, each group’s hist included the
supervisory competencies of observing and evaluating teachers,
assigning and reassigning staff members, and recommending the
hiring or reemployment of staff. Although this agreement that the
principal 1s doing what needs to be done 1s strong support for the
principal, there 1s one area of concern Zechman found that prin-
cipals do not demonstrate three competencies (setting goals,
relating student needs to goals, and communicating about goals
and needs) that each group rated as an-important need

‘On the whole, Zechman’s results agree with those of Mcintyre
and Grant in establishing that teachers and principals are in close
agreement about the competencies that are needed and demon-
strated by prinapals Superintendents also agree, but not so
strongly

Zechman, Harry T. “Are Principals Corf\petent in the
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‘Reducing - -
Student .
Absenteeism-

ﬂ5 Bartlett, larry; Fitzsimmons, Robert; Miles, Carl;

Olbrecht, Gayle; Scala, David; and Smith, Giles. ..
Absences, A Model-Policy and Rules. Des Moines:
lowa State Department of Public Instruction, 1978

17 pages*ED 162 433

According to the National Center for Educational Statistics, the
average absenteeism on any given day is 8 percent — twice the rate
expected from illness alone Add to this the results of several recent
studies showing correlations between attendance and achievement
in school sub;ect matter, and the importance of improving attend-
ance becomes clear .

Suceessful attendance policies have several common features,

in therr requirements and expectations, well publicized, and
conssstently and strongly enforced Participation in the formulation
of such policies is broadly based, involving administrators, teachers,
students, and parents Also, immediate followups on.absences are
made by letter, telephone, or other means -

Simply formulating a policy statement 1s not @nq h, the authors
emphasize The policy must be brought to'life witff rules that detail
the policy’s application to specific circymstancgs Following their
own advice, the authors devote a few PWa aphs to policy and
philosophy and several pages to the rules themselves

The rules cover such areas as attendance notification of parents,
what ca/and cannct be considered a legiimate absence, provis-
1ons for makeup work, procedures: fo?’ﬂ’scuplmary measures in the
case of continued unexcused absences, truancy officer appoint:
ments and responsibilities, and review procedures when a student
or parent requests a reconsurratlon of a teacher's or principal’s
decision -

The authors comment on many of the rules and leave blanks
where numbers of days or absences need to be specified A biblio-
graphy contains thirty references to research studies pertaining to
the attendance-achievement relationship .

-

n 8 6 Bolds, Gloria S. Reducing Truancy by Using Student’
Aides in'the Attendance Office.1977 31 pages. ED .
146 493

In a survey of schools in Prince Georges County (Maryland),
Bolds found that administrators were overburdened by their many
duties and had hittle time left for attendance matters As a'result,
parents were not consistently notified when their children were
absent, and teachers were not given consistent feedback on the
legality of*student absences.

At Bethune Junior High, where Bolds 15 vice-principal, the
problem was first addréssed by using parental volunteers in the
attendance office But parental help, though welcome, turned out
to be too inconsistent. Finally, a student aide program was imple-
mented that, according to Bolds, worked quite well

Students were able to work foreither academic credit or for pay,
with the money coming from a county youth employment agency.
This ageqcyost_gulated that the participants come from low-income
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families and be at least fourteen years old Participants were select-
ed by the gudance department and by the school's work-study
coordinator and were trained by the administrative staff.

Duties included sorting attendance forms, typing up absentee
bulletins. for distribution to teachers, calling and typing letters to
parents, using the school s copying machine, and contacting teach-
ers through the school’s P A system

The benetits of using student aides are many, says Bolds. Stu-
dents’gam valuable work experience, improve therr communication

dls, and become acquamnted with'the operational procedures of
the school In addition, students are consistently available and
otten have information about other students that adults do not

have
Bultetin, 62, 415 (February 1978), pp 6569 EJ 173
%495

What do Tennessee:ﬁlgh school principals think of student ab-
senteeism? According to this survey report, most belteve that
absenteersm can be reduced by stricter enforcement of attendance
policies, paradoxically, however, most also believe that
“enforcement of existing attendance laws contributes to the ab-
sentee problem by confining the unwilling learner %

Most of the respondents indicated that too much administrative
time 15 spent on attendance matters On the other hand, 40 percent
fe hat the importance of regular attendance 1s not emphasized

odgh by the schools.. .~ . . _ o

.

. Brimm, Jack L.; Forgety, John; and Sadler, Kenneth.
‘Student Absenteeism A Sur\gy Report " NASSP

The three pnimary causes of absenteeism were thought to be

compulsory attendance laws, the decrease of parental control, and
changes in the students’ attitudes toward schoo! and authonty in
general -Solutions to the problem, however, were harder to
identify ’

Stricter enforcement of the attendance requirement and changes
in parental and student attitudes were common responses But
- there was also a strong sentiment that ' schools should develop and
implement an alterntive,curnculum for the chronic absentee and
that class schedules should be flexible edough to permit students to,

-

attend school and work part-time * - 73‘

The authors also present a few of their own suggestions for
reducing absenteeism For example, special programs and events
could be presented regularly on Mondays and Fridays, when ab-
senteeism is greatest, to “entice students to delay their plans for an
extended weekend “ Changes could be made in the curriculum, too,
to make school more interesting Credit could be given for work
done on a political campaign, on an environmental project, or in an
office or clinic.

Finally, schools could survey students about absenteeism and
find out just why they aren’t attending In the end, the underlying
causes of absenteeism should be treated instead of just the obvious
symptoms A

ﬂ 8 De Leonibus, Nancy. Ab?kﬂge;:_s‘r?n/ The Perpetual
Problem. The Practitioner, Vol V, No. 1 Reston,
: Vuginta National Association of Secondary School

Principals, October 1978 13 pages ED 162 424

Student absenteeism is a persistent multifaceted problem caused
by a variety of personal, family, community, and school factors De
Leonibus compares the problem to an immortal, multiheaded mon-
ster that no amount of administrative action can conquer. 5o, she
adwises, “Be satisfied with small victories in the battle for good
attendance.”

A recent study in a Connecticut high school found that even a
very strict attendance policy will meet with only partial success.
The author of this study concluded that “additional strategies for

-—attendance beyond-restrictive-orpunitive rules-should-be devised“————

to improve student attendan

incentive programs, too, have had mixed results One that has
worked for an lowa high school involves a 10 percent grade bonus
for students with perfect attendance for a 45-day grading period *
One absence earns a 9 percent bonus, two an 8 percent bonus,
down to zero for 10 absences or more* Administrators shguld check
state codes before implementing such a program, however,
because certain states (such as Washington) outlaw the lowering of
a student s grades solely on the basis of absenteeism or tardiness

Perhaps the most useful part of this publication is its descriptions
of several varied attendance programs that have proved effective In
reducmg absenteeism One school in Massachusetts, for example,
asks parents to sign one of two contracts The first requires the
parents to provide a note to the school after an absence, and it
specifies that parents be notified only when attendance becomes
problematic. The second contract requires parents to notify the
school the moming of a student’s absence If the student is absent
and no call has been received, the school calls the parents Attend-
ance has increased from 89 to 93 percent since thls plan’s
implementation

189

Educational Research Service. Studertt Absenteeism
ERS Report. Arington, Virginia 1977 52 pages ED
143 096
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An excellent introduction to the probiem of student absenteeism,
this exhaustive report reviews research on the phenomenon and
chronicles sixteen successful programs to improve attendance used
in schools across the nation

The research review presents a number of basic studies (one
reveals that attendance is related significantly to parent’s occupa-
tion) as well as some rather unusual findings (matemal employ-

_ment, for example, appears to have no influence on student

absenteeism)
One study found that absences of eleven-year-olds of upper and
middle class background did not correlate with achievement or

ability, yet eleven-year-olds of other social classes who are fre-"

quently absent score poorly in achievement. A number of studies

‘.indicate that positive reinforcement can be used successfully to

reduce absentee rates ,

Most of the sample programs to |mprove attendance. are
explained in some detail, and many include samples of forms or
letters used in the programs A Boulder program recognizes
different Ievels of student matunty by allowing teachers to make
individual contracts with students concerning attendance require-
ments. Those who are mature enough to work independently are
not required to attend every class

Two programs based in New Orleans and Michigan provide
alternative programs for chronically alfsent students who are dis-
satisfied with the regular program ()J/p’erformlng poorly academ-
ically Both programs are individudfized and provide weekly prob-
lem-solving groups Both -programs, like the other fourteen

programs described in this report, claim significant improvernents

.

The authors note that “the special procedures of the attendance
program were not adequate for students with high degrees of
absence the previous year” the three poorest attenders got worse
over the course of the-study The authors also point out that the
expernimental group members were also enrolled in a special
‘academic phase” of the PREP project, in which they attended
individualized reading, math, and English classes each day Thus, it
1s difficult to determine “to what extent the specific effects of the
attendance program may be separated from the general effects of

involvement in the PREP program *
An Experiment to Reduce Unnecessary School

Absences-1975 13 pages ED 119 353

In response to a continuing absenteeism rate‘qf 8 to 10 percent,
the faculty and administration of Napa (Cahfornia) High School
formulated a new and comprehensive attendance policy Among

. the new provisions were an independent study program for chronic
truants, explicitly stated rules and policies oh attendance, and a
policy hinking minimum attendance with the earning of course
credit. The latter provision —which 15 illegal 1n some states —was
designed to “’place more of the responsibility for attendance on the
student by making the earning of credit directly contingent on his
regular attendance ”

The attendance policy designates twelve days’ absence per
semester as the maximum allowed under normal circumstances
With thirteen or more absences for any class penod "‘the student

Fotinos, Tom, Napa High School Attendance Policy.

n attendance .
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Fiordaliso, Richard; Lordeman, Ann; Filipczak, lames,
and Friedman, Robert M. "Effects of Feedback on
Absenteeism n the Junior High School ” Journal of
Educational Research, 70, 4 (March-Apnl 1977), pp
18892 E} 165 044

As part of the PREP (Preparation through Responsive Educational
Programs) research project, an experimental group of low achieve-
ment students was given special attention by the attendance office
Parents of experimental group children received phone calls and
letters more immediately than did parents of control group children
and, in addition, received positive feedback when their children

improved their attendance Although average attendance{j)fw::i’

group actually decreased by about half a day from the preyi
year, in a control group the attendange decreased by threé"days in
the same period The special attention provided by the attendance
office took about forty-five extra minutes of staff time per day for
the thirty students in the expenmental group

Another low-achievement group.in the PREP research project
attended an “intensive social skill traiming” class one period each
day as well as six regular classes The attendance of this group
improved from an average of fourteen absences the firskyear of the
program to eleven absences the second year, though no speual
attendance procedure was used

from class enrollment ” Appeals can be made to an Attendance
Review Board." >

After four, eight, and twelve days of absence from any class
period, the teacher of that class s required to complete an
attendance report form that 1s sent to parents The teacher counsels
the student after the fourth absence, whereas after the eighth and
twelfth absences both the teacher and an administrator or
counselor talk to the student Also after the eighth absence, a phone
call 1s made to the parent by the teacher or counselor.

In the independent study program designed for problem
attenders, the emphasis 15 placed) on the “affective domain of
education.” Students’ interests are assessed, and then efforts are
made to help students establish goals and a positive self-mage.
After less than a year of operation, the 4absenteersm rate at Napa
High was down 50 percent, to between 4 and 5 percent.

192

Grala, Christopher, and McCauley, Clark. “Counsel-
ing Truants Back to School Motivation Combined
with a Program for Action ” Journal of Counseling
Psychology, 23, 2 (March 1976), pp 16669 E} 134
273

“There are three common approaches to persuading people to
change their behavior. threat, promise, and instruction ” In this well-
constructed study, Grala and McCayley investigated the influences
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.~ of these three factors in getting thirty-two chronic male truants in an
nner-city Philadelphia nesghborhood bagk to school.

The expenimenters, who worked ina community center frequent
ed by the truants,'divided the black and Puerto Rican subjects into
groups of eight Each individual —not knowing he was the subject
of an expeniment —was approached by the same experimenter, who
“was thought to be a credible communicator” for the subjects,
because he had himself been raised in a ghetto area” and because
he knew each subject personally as a member of the center staff

One group received both “threat communication” in the form of
a graphic portrayal of the life awaiting the dropout (arrestsy street
gang wviolence, prison, drug use, poverty) as welf .as “‘supportive
instruction” that included counseling on school problems, an offer
by the expenmenter to accompany the student back to school to
_ talk to counselors and pnncipal, and an offer of individual tutoring

and use of the community center for domg homework A secgnd

group received only the threat communication .

Members of the third group were given “‘optimistic appeal” talks
on the "present and future benefits of attending school regularly”
as well as the same supportive instruction as group one Group four
receved only the optimistic appeal talk,

After four weeks of monitoring school attendance, the group
recewving both "opt:mast:c appeal and supportive instruction
improved the most'in attendance, with three members maintaining
_ perfet attendance through the fSurth week Threat appeal with
instruction also had a posmve influence on attendance, though not
as great. Threat appeal alone had a small transient effect, whereas

- -optimistic-appeal alone-had no apparent effect-
n@ Welfare Agency and the School.” Child Welfare, 55,8
(September-October 1976), pp 573-80. E] 151 818

In 1973, Pennsylvama’s new Juvenile Act went into effect, re-
defining truant children as “deprived” rather than “delinquent ”
Schools thus lost the leverage of the juvenile court systemfor get-
ting truants back into school and instead had to rely on the
rehabilitation and counseling efforts of social welfare agencies
Johnson here describes how the Lancaster County Bureau of
Ghlldrens Services dealt with the newly defined populatlon of
deprlved children left on its doorstep s

The fust step the bureau took In handlmg truancy cases was to
hold a school conference with the student, the parents, and school
" personnel in whxch the caseworker helped the partmpants define
the problem and formulate a plan to improve the student s attend-
ance ” It soon became obvious that the conference alone was doing
a great deal of good about 30 percent of those students that
returned to school did so without any further intervention

For the remaining truants, four major problem areas were identi-
fied - school, family, psychological, and social Where the problem
was one of the student feeling disconnected from school, the
bureau attempted to “meet the student’s needs in school through
creative alternative school programs ™ In some cases, when the
student was age sixteen, the bureau provided employment counsel-
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Johnson, Janis Tyler. ‘A Truancy Program The Child

ing for the student
Where the problem’was familial in nature, the bureau lined up _

* family counseling through the community Family Service Agency

If psychdlogical problems seemed to be the cause of the truancy,
the caseworker “initiated.and followed threugh a reférral to the
Community Mental Health Service ” And when peer pressure was
diverting students away from school, both the school and the
bureau attempted to “connect the student with more positive peer

groups.”
n@ @ Neill, Shirley Boes, editor. Keeping Students in
School- Problems and Solutions AASA Critical Issues
* Réport. Arlington, Virginia. American Association of

School Administrators, 1979 74 pages ED 177 704

A recent survey of over 1,400 AASA members indicates that
keeping students in school is a major problem for the nation’s

-school administrators. In this comprehensive publication, Neill

reports the results of this survey in some detal and provides a
wealth of important information on the attendance problem
Separate chapters discuss the results of previous studies and polls
on school attendance, the reasons students stay away from school,*
demographic trends and thewr potential impacts on attendance,
school board pohues on attendance, and actual schoo!l district

-nattendance practices.

The most valuable portion of this publication for practacmg
school administrators is hikely the last chapter, which describes
numerous programs to reduce absenteeism and dropout rates The
National-Association of Secondary S¢hool-Principals, says Neill, has
identified several factors that ‘are cofnmon to successful attend-
ance programs, the attendance policy 1s strong, it 1s consistently
enforced throughout the school by all staff members, it s well
publicized, it requires that followup on absences be immediate, and
it has been formulated by administrators, teachers, parents, and
students

One source for |nformat|on on successful approqches to truancy
and other educatnonal problems is the National D:'ffusnon Network
(NDN) Neill br;efly explains the NDN and how to use it and then
describes two NDN programs designed to combat absenteeism

“Project Foeus” in Roseville (Minnesota) is an alternative program
for potential dropouts “Project DEEP,” now being used tn more ¥
than two dozen districts, allows students “"to complete a project of
their own design In an untraditional setting and recewve academic
credit for it ” ’

Neill goes on to describe numerous other successful approaches
to truancy and dropouts, including programs that tie grades to
attendance, telephone "wake-up” services for chronically absent
students, and daily reports via the school’s intercom listing missing
students . x

9 :

Reynolds, Carol. “Buddy System Improves Attend-
ance ” Elementary School Guidance and Counseling,
11, 4 (Apnl 1977), pp 305-306 E) 158 417

The results of a “buddy system” attendance program fully *

75

‘e




support Reynold's contention that “positive reinforcement when
middlefjunior high school pupils improve their attendance is gne of
> the best counseling techniques available _S

To start the program, the pupil services staff identified the pupils
with chronic absenteeism, A social worker took responsibility for
the worst pupils, and approximately thirty other students were
assigned to the program Each of these students was asked to
choose a buddy —"’someone who lived close to them or someone
who had a telephone to call them ”* If the buddy was wulhng to
participate, the pair would check in with the counselor aide each
morning, and'the aide would record their attendance

Before beginning the program, the students attended a “moti-
vator party” given by the counseling staff After six weeks of record-
ing attendance, pairs of buddies that improved their attendance
re®eived awards of record albums, picnics, or pizza parties
Reynolds meports that attendance in this group has shown “marked
improvement

One substantial factor in the success of the program, says
Reynolds, was the personality of the counselor aide who was

warm, pleasant, and empathetic In addition to providing positive

reinforcement to the students tor good attendance, the aide

contacted the students Parents when attendance started to drop
Long Range Outcomes Associated with School

Truancy. 1978 35 pages. ED 152 893.

Robins, Lee Nelken, and Ratcliff, Kathryn Strother.

Rodgers, Don €. “Stepping-up School Attendance.”
NASSP Bulletin, 64, 440 (December 1980) pp. 122-24,

197
E) 236 632 4

The average student absenteeism rate in the nation’s publ:c
schools 1s about 8 percent National health officials, however, says
Rodgers, “‘estimate the normal rate ot pupil absence due to illnes
to be around four or five perdent dyear” So what are the schools
doing to combat truancy andapiprove student attendance?

To find out, five high school principals from the Charlotte (North
Carolina) school system conducted a one-year study of student
attendance improvement programs throughout the country. They
found that a wide vanety of approaches have been taken to this
problem and that “no one has discovered a panacea "

The specific approaches taken by the distrcts studied were of
five types Some attendance programs rewarded good attendance
with exemptions from examinations or with prizes, and some pun-
ished excessive absences by withholding credit or by detainirig or
suspending students Other districts made hage-school contacts
and enlisted parental help in combatting abspnteeism, or they
contacted other agencies, such as health agendes or the juvenile
courts Finally, some di&tnsts used altemative programs of various
sorts to help motivate students, to attend school

A study of Charlotte s ten high schools showed that absenteeism
had increased from 10 to 14 percent between 1972 and 1977 To
reverse this trend, the study group recommended that the board of
education clearly specify the district’s attendance policy a
“place more emphasis on the importance of regular attendance,”

—- ~fssd|5'ol'tmancy*.rpred|ctorof~devrant—behagaor~1n4ater~hfe?-'Fo
answer this question, Robins and Ratcliff chose a random sample of
one thousand black St Louis schoolboys and compared their school
attendance records with their later adult behavior, as evidenced by
police, hospital, employment, and other records The subjects —all
born between 1930 and 1934 —were interviewed in the 1960s as
part of another study the authors conducted.

One ¢onclusion drawn by the authors was that elementary

schoolAruancy —often beginning in the first grade —was a good

predictor of high school truancy Few boys developed truancy after

elementary school unless they began other deviant behaviors at the

same time Both elementary and high school truancy predicted in-

completion of high school and low adult earnings And high schodl
truancy was related to a variety of adult deviant behaviors, such as

violent behaviors, employment problems, and disciplinary prob-

lems in the military

Another interesting finding was that men who had been truant in
elementary school tended to marry women who were similarly
truant, and these couples tended to produce truant sons and
daughters '

Truancy, the authors note, 1s often the first deviant childhood
behavior to develop and is also readily detectable in routinely kept
school records Thus, intervention at the fisst sign of truancy may
help avert the development of a hfelong pattern of dewant
behavior. .

that the superintendent take action to implement this policy, and
that individual principals develop attendance improvement pro-

_grams for thewr schools Specific actions that principals could take

include sponsoring attendance contests by homeroom, establishing
“buddy” systems In which two students are responsible for each
other’s attendance, and having former students counsel small
groups of chronic truants

Sheats, Daniel, and Dunkleberger, Gary E. “A Deter-
mination of the Principal’s Effect in School-Initiated
Home Contacts Concerning Attendance of Elemen-
tary School Students.” Journal of Educational
Research, 72, 6 (July-August 1979), pp 10-12. E) 211
799 .

Previous research has clearly shown that the principal can
improve the attendance of chronic truants by personally telephorn-
ing the student or the student’s parents at home. One study, for
example, showed that students receiving penodic praise from the
principal for good attendance improved their attendance signifi-
cantly compared to a control group. Another study showed that
students improved their attendance when their parents were given
feedback and “reinforcement” concerning their child’s attendance

Although these are encouraging results, state the authors of this
report, “it1s quite evident that the principal’s varied responsibilities
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+ may, in many cases, prohibit the allocation of the necessary time
resources toSueh & task ** Is it possible, however, that some other
. staff member could make the calls to ttuants’ parents and have the
. same’positive influence gn attendance?
To find out, the authors conducted a carefully controlled study-of
' elementary students in rural Maryland }vho had mussed more ghan™
fifteen days in the previous year. Half the stydents were contacted
by the principal following their third sixth, ninth, twelfth, and
t fiftegnth absences, and half were contacted by a school secretary
“Upon each of the occasions zhe principal and the secretary used
prepared scripts to ensure u formrty of the telephone.calls ” The
phOne calls varied in tone the first ones reminded the parents of *
good attendance and gave the parents positive réinforcement,
while later calls became more and more “serious *

Results showed that both:the prricipal and the secretary had
equivalent effects on improving attendance The principal’s group
of eighteen students were absent arf average of foyrteen days, down
from twenty-two days the previous year The secretary’s group

schoo!éfaff\m the communication process, the authors conclude,

cag free the grincipal "irom the time-consumming task of making the

home contai% wrthout jeob‘ardizing the anticipated benefits
L

b

* imptoved from twenty-five days absent to seventgen The use of.

H” gM ]ohn S. “Student Attendancé\ What Relates
re?” NASSP Bulletrn, 62, 41 S'(February 1978), PP,

17 E] 173 504,

< . in res%o){to poor attendance in the state’s high schools the
Virgrma eglsTature in 1974 commissigned a study b(attendahce

. and its séfationship to various school, curriculum, and staff charac:
feristics. Many “statistically :significant relationships” were found.
~~The strongest correlation was between population density and
attendance rate* urban S€hools consistently.had the goorest attend-

«ance, suburba,n‘s'chools had a r rate, and schools in “other
areas”. had the bestr-l.arger schools n general Kad poorer
,attendance

."An the urban schools, the”strongest correlatlon was between
attendance and the ages ‘of the staff Younger staffs Ezd better
“attendance Afso schools’%relatwely more teachers dbetter
.attendance -
*3 Another interesting finding was that, in general, the more free-
dom and shoice given to students, the better was thy tendance
“For exanfple in utban schools attendance was better at “those
schools which offeted a higher percentagesof their state required
- courses in the form of phase electives “Inboth urban and stburban
. areas, those schoofs with work pregiams had higher attendance
‘rates. And In subufbanq schools, “the more freedom of campus
ress and egress allowed students duﬂng normal school hours, the
gtter the atfendance” :

\ music ‘classes had betfer attenidance, a¢ did the subugban schools
 that offered more health 1 and ‘physical education’ cl‘aées Schools
 offering more of theirl cotirses a5 nineweek courses had better
atte ance, than_ thosetofferma d hrgher percentage of yearlong

CERIC

PAruitext provided by enic [

In the curriculum area, “the urban schbols tt{at offered more
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2@ Caldwell, Brian }. “Implementation of Decentralized
School Budgeting * Paper presented at Canadian
School Trustees’ Association Congress on Education,
Toronto, June 1978, 24 pages. ED 161 148

Although truly participative budgeting processes have long been
advocated, only recently have some small and medium-sized

4 districts actually implemented decentrahized budgeting Caldwell

here reviews the implementation of school-based budgeting to
date, discusses the problems encountese by districts implementing
and operating such systems, and offers advice for distacts-
contemplating school-based budgeting plans .
In a 1977 study of decentralization in Alberta, Caldwell found
that principals: pnmary difficulties dunng implementation
concerned the@conceptlons of thewr own roles and technical
difficulties in the administration of the budgeting process Of
particular concern were problems caused by a lack of information
on costs, expenditures, and budget classifications The difficulties
+ encountered appeared. to support “the often-expressed view that
school-based” budgating results in burdensorhe bookkeeping for
school personnel ” ' . .
After implementdtion, principals still 'reporte% that a lack of
accurate and timely informatien from the central office was a
major problem Most schools reported “inadequate allocations in
decentrayzed accounts,” pror})ptmg principals to remark that the
achievement of flexlbuiltyi—:@majcr-goal of school-based budgeting
- —was being severely hampesed by inadequaté funding However,
Caldwell also reports research from both the United States and
Canada that, “has consistently Shown that schools do take
advantage of the flexibility.offered by sch'o_ol-based budgeting
Districts contemplating school-based budgeting will probably
find that decentralization *has important and frequently unantici-
pated consequencgs for almost every aspect of school system
operations * Caldwell advises districts to develop adequate cost
accounting and management information systems before
implementation, to avoid a situation in which pnncipals become
bookkee instead of mstructional leaders Included is an
excellent bibliography .

2@ Caputo, Edward M. “Freedom, Order, and Schook
/ Based Management: One Prncipal’s Story.” Princi-
 pal, 60, 2 (Movember 1980), pp. 25-27 EJ 238.653.

. One ;;?nlosophy of schooling, \'NI\ich grew in popularity during the
1960s, encourages schools and classrooms to be “unstructured,
free, creative, open, and accepting.” Another, perhaps more tradi
tional.philosophy,” sees orderliness, rules, 'organizatibn, and disci-

" pline as the keys tosuccessful education. i
Neither philcséphy In its extreme, says Caputo, is conducive to..
effective schooling. Rather, finding a balance between the ideas of
"order and freedom, structure and nonstructure, authoritarianism
and nondirectiveness” is the key to successful sc hool management.
And school-based management, Caputo contends, provides a

management structure in which a productive balance of freedom
: ]




. administrative team 1dea “is closely linked to a centralized view of
:, administration”

* innately so vanable in needs and available skills, they are best

and form can be struck In this interesting article, Caputo recounts
some of his expeniences as a school principal in a district success
fully utihzing schookbased management and descrbes the devel
opment of his philosopfly concerning indiv:dual freedom and
organizational structure

Dunng the early years of the district s expenience with school-

based management, Caputo watched “the ‘unfreezing’ of the
tightly controlled, bureaucratic, €entralized administrative struc-
ture—a structure that had-falled to prowde for autonomy,
creativity, ownership, and commitment. But along with this
unfreezing came the developnfent in Caputo s schoolof a 'newly
emerging structure, spawned by improving human relationships
within the school “'The systém imposed from the top began to be
replaced by a system we were buillding together to meet the specific
needs of our school
school personnel, they felt greater commitment to it and an
expanded sense of “ownership
Caputo sees his most ymportant job in the school as encouraging
“a healthy chmate for learming.” He helps 'glue tie orgamzation
together, “not by controlling each decision but by ‘facilitating good
refationships ~ And as the prime determiner of the amount and type
of structure within the school, Caputo must constantly walk '\'(he
tightrope between freedom and constraint.”
1zation?” National Elementary Principal, 54, 2

(November December 1974), pp 80-82 E} 107 277

The pnncipalship, states Cross, has arnved at an important
crossroads A decision must now be made between two sharply
differing admm:strahve roles, charactenzed by the terms “adminr-
strative team” and "decentralization ” Cross here clearly differen-
tiates the two ideas by examining their histories, characteristics, and
underlymg assumptions

The 1dea of the administrative team developed n response to the
rise of collective bargamlqg between teacher uniogs and adminis-
tration Supenntendents “reached out to enlist all of the allies that
they could get-—pa‘mcularly principals,” who occupy a strategic
middle ground Although participative in style, Cross continues, the

Cross, Ray. The Administrative Team qr Decentral-

in which pnncipals are simply extensions of /3
unified management The concept further assumes that "eduta-
tional needs and values vary little from one attendance ared to
andther,” and that centralized decisions are better than the
independent and individualized decistons of principals

The two major forces behind the drnive toward decentralization,
states Cross, arg.'the increasing acceptance of pluralism n
American €ducation,” and the failure of varigus “extermally éngm-
eered” educational reforp programs Configénce i “'the program”
1s fading as educators realize that “school improvement results
from each school faculty’s study ofghe unique needs of its students
and the most effective use of the talents of its faculty ”

The decentralization concept assumes that since schools are

.
LA 17ex Provided by eRic:

" And because this new system was created by’

20

administered by a flexible, decentralized organization It further
assumes that faculty w;ll be more commutted to program decisions
they help make, and that communications will be more effective in
a decentralized organization Cross advocates the concept of
decentralization, for its underlying assumptions ““are more consis-
tent with what we know about the education enterprise and the
findings of social science” . N )

- -~

Decker, Erwin A,, and others. Site Management. An
Analys:s of the Concepts ard Fundamental Opera-
tional Components Associated with the Delegation of
Decision-Making Authority and Control of Resources

to .the School-Site Level in the California™ Public
School System. Sacramento, Califorma California
State Department of Educatnon 1977 37 pages
ED 150736

The school district has traditionally been the basic decision-
making unit in the public school system But proponents of school-
site management —among them ,California s Govemor Brown—
argue that the school is a more reasonable unit of managenal
function and responsibility This report —prepared by the Educa-
tional Management and jfaluation Commussion, an advisory body
to the Calfornia State Jpoard of Education—is intended as “a
compendium of thoughts and 1deas related to site management as a
form of decen(rahzed _decision making in public school
administration .

Various definitions have been proposed for decentrahzatnon site

20 :

+*

management, and participatory management Participatbry man- )

agement, thisreport points out, does not negessanly denote decer-
tralization, though 1t can be a part of any management system The
extent of decentralization can best be determined by ldentlfymg
the levels at which decisions are made

However, as indicated_by most of the testimony and literature
the commission collected, “an effective management system may
be centralized in some aspects and decentralized in others ” The
important considerations are, of. course; which aspects should be,
centralized and which should be decentraliaed,” and to what
extents Several models of‘orgamzatlonal structure are discussed in
examining this issue
Ohe section of this diverse publication 15 a summary of
mments on decentralization from the various committees of the
Calfornia Association of School Business Offmals%?‘th_er sections
discuss —usually in very general terms — some potential obstacles
and legal considerations mvolved in site management, the pros and
cons of site management, and varnious other “factors for considera-
tion” when contemplating decentralization plans Aapenduces list
decentrahized or partiay decentralized school districts in Califor-
nia, practitioners who participated in the study and are avallab&e as
consultants, and literature reyiewed by the commns;non

Duncan, D. )., and Peach, J. W. “School-Based
Budgeting Implications for the Principal  Education
Canada, 17, 3 (Fall 1977), pp 39-41 E} 170 994

79




80

[

The impiementation of school-based management can have
many profouhd effects on a school system s operation Yet, say
Duncan and Peach, even the single orgamizational change of
transferning discretionary budget control to the school has many
tarteaching implications for the principal  In this article, the
authors discuss one such transfer of discretionary budget control to
the principal and staff of an urban Canadian high sc hool

Previous to the change, the school requisitioned supphes and
equipment i the usual manner from the central office Under.the
new system the school was given fuli freedom and responsibility
tor the spending of the $121,000 budget for supplies and
equipment Each academic department developed its own budget
and torwarded it for approval to the school s finance committee,
which consisted of the department heads The principal simply
“momitored the whole budgeting process and acted as a ‘buffer
between the central authonities attempts to retain some control
and the school’s attempts to exercise the power allocated to it

An important issue discussed by Duncan and Peach Is the extent
to which budgetary decision-making should be decentralized within
the school The decision made by the principal on this matter is
quite important, since it will set the whole climate for decision
making in the school If the principal shares budgetary decisions
with staff members, power struggles may develop among groups
However, 1if the principal retains residual’ p0wer " the authors
state, then for disputed issues the staff has a ‘eoort of appeal’ ”

The involvement of staff members in budget deusuons usully
demands an improvement in their decision-making and
communication skills, &#hich could be achieved through inservice
programs Staff involvement would have the added benefit of
broadening staff members awareness of the total school program
2@ Fowler, Charles W. Schooi-Site Budgeting and Why

It Could Be THE Answer to Your Problems "
i Executive Educator, Premier Issue (October 1978), pp
37-39 EJ 194 000

“As nothing else | know of " states Fowler, “school-site budgeting
creates opportunities for authentic leadership at &e building level
and brings parents, students and staff members tbigether * Fowler,
the Superintendent of Fairfield (Connecticut) SChools, here
delineates nine steps essential for implementing a school-site
budgeting program, and discusses the prog, cons, and assumptions
underlying school-site budgeting

The first step is for the superintendent and school board to
estimate the total revenue they will be working With Next, the
“basic costs that cannot or should not be charged directly to
individual schools” should be subtracted from total revenue
Fowler includes suchitems as maintenance, utilities, transportation,

“intensive special education, and central office expenses as “basic

costs “ The remaining funds should then be distributed among the
Mdividual schools according to a weighted-pupil formula Fowler
suggests one such weighting scheme ahd gives an example of its
use

Next, the central offtte should ask each school’s prncipal, to

~f

develop a budget The prinuipal s expected to elicit input by a
vanety of \means from staff members, parents, and pOSSIbLY
students, Fwses, however, that the principal ultimately is

responsible for the school s recommended budget”, faculty and
“voting” on the school

parents should know that they are not
budget — the final say ts the pancipal’s
The next step of the budget process is for the principal to present
the budget to the central office for review and possible revision
Next, each principal should present to the school board at a public
hearing both the budget and a summary of the methods used to
elicit faculty and parent.nput In this way, says Fowler, “hundreds,
perhaps thousands, of persons will have had an opportunity to
express opinions about budget priorities — an asset in the budget
approval process and an important means of uniting schools and

the community
2@ Elementary Schools * National Elementary Principal,
52, 3 (November 1972), pp 83-85 EJ 067 451

The autonomy of individual schools, says Gasson, is the key to
more humanistic education Currently, decisions regarding
curnculum and staffing are handed down from on high Principals
and teachers are essentially cogs fixed into a large, impersonal
machine that depends on the machinist (superintendent) to keep
every cog uniformly lubricated But this ‘stranglehold of the
central office on educational decision-making must be removed,
Gasson argues, if quality education is to survive

One area in which prinupal autonomy would have important
effects is in staffing Information about specific vacancies would be
available ;n the central office Prospective applicants for teaching
positions would visit the school directly to detesmine the school’s
educational philosophy, and jgtng would be done by the principal
This “humanttantan method,” which s currently practiced in
England, contrasts sharply with “the pawnlike treatment feceived
by most teachers in Canada and in the United States.”

Curniculum, oo, 1¢ an area in which principals and teachers
should have major influence Currently, curnculum decisions are
made In the central office for the entire district and handed down

hierarchy to principal, teacher, and pupil As a result, teachers

Gasson, John. “Autonomy, the Precursor toChange in

“are httle m@re than. “textbook techmicians for publishers,”

marntains Gasson, dictated to by the “tribal fathers” who often
select curnculum plans based on political, not educational, factors.

The “climate created by decentralization”: would encourage
teachers to become significant dectston-makers, states Gasson, and
eventually they would become "the major recognized determiners
of the curriculum.” New Mucational ideas, instead of being
imported from the central office, “would stem naturally from the
philosophy of each school

20

Ingram, Ruben L. “The Principal Instructional
Leader, Site Manager, EDUCATIONAL EXECUTIVE.”
Thrust for Educational Leadership, 8, 5 (May 1979), pp.
23.25. E) 211 %65
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In previous times, prncipals were often perceived as true
educational leaders or “master teachers” With today’s new
problems of contract negotiatidns, court mandates, proficiency
requirements, community demands, and increased media coverage
of schools, principals are being forced away from their traditional
instructional role and into the role of middle manager for the
district

What 1s needed today, states Ingram, "is a leader at the site who
embodies the highest qualities of an educator first, and who has
" acquired the managerial skills to effect the purpose of a school, i e,
the instruction of students ” To master these two roles
simultaneously, Ingram argues, the prnnupal “must obtain a
reasonable amount of executive authority from the supenntendent
and board ” In short, the principal must become the “educational
executive” of his or her school

Being an educat:or)\l executive requires that th uq:l;{al have
sufficient tools to become an effective and authoritative site leader
For example, principals need increased authonity over staffing “in
order to assure commitment to the program ** They also need
discretionary power to organize personnel, funds, and support
services to achieve the goals of therr school

Effective executive management also requires that principals
have integnty in the eyes of the board and superintendent As
school boards’become increasingly aware that nefther they nor their
central,office staff can effectively manage schools from afar, they
will gladly relinquish some of theyr authonty to principals, but only
“when they become confident that principals have executive
ability .

Lindelow, John. “School-Based- Management
Chapter 4 n School Leadership: Handbook for Sur-
vival, edited by Stuart C Smith, Jo Ann Mazzarella,
and Phiip K Piele, pp 94129 Fugene, Oregon’ ERIC
Clearinghggse on £ducational Management, Univer
. sity of Oregon,1981 343 pages ED 209 736
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Schoolkbased management 1s designed to correct what some
critics see as an overemphasis on centralization and ceontrol in the
governance of public schools In school-based management
systems, the locus of control shifts: along the centralization-
decentralization continuum so that the school replaces the district
as the pnmary unit of educational decision-making The principal
inherits enough authornty to become the true leader of the school,
and the central office becomes the facihtator instead of the
“dictator” of individual schools’ actions

In this monograph— chapter 4 of an informative and well-written
handbook on school leadership>author Lindelow clearly explams
this recently developed strategy of | management, recounts
the history and rationale of the concept, and describes the expert
ences of numérous districts that have successfully implemented
school-based management The focus thtoughout is on the comple-
mentary roles of the principal and the central office in school-based
management systems Also covered in some depth is the involve-
ment of students, parents, and teachers in the decision-making
process at each school site .

Lindelow stresses that not all types of decisions would be decen-
tralized to the school site The central office would monitor each
school s curniculum, effectiveness, and expenditures, would act as a
central purchasing agent, would recruit potential employees for the
schools, and would make sure that the principal of each school was

in fact including others in the school’s deciston-making process

Personnel and chents at each school site, on the other h‘d,
would determine the details of the school's budget and the curnicu-
lum and would decide whom to hire from the central office’s pool of
potential employees The princtpal would retain final authority and
responsibility for the school's functioning, though he or she would
be required to involve others in decision-making.

A significant portion of this monograph 1s devoted to detailed
descriptions of seven working school-based management systems
in the United States and Canada ’

Parker, Barbara.
Improve Education by Giving' Parents, Pfincipals
More Control of Your Schools ” American School
Board Journal, 166, 7 (july 1979), pp 20-21, 24
Ej 204 749

The basic philosophy of school based management (SBM), states
Pagker, 15 “a return of decision making to the local school level ”
Although this shift in decision-making power may seem threatening
to some educators, several SBM experts interviewed by Parker
contend that such a decentralization acually works to the

_advantage of school boards when principals and teachers are given’

“the freedom to make’ policy and get decisions that affect therr

schools, they also inherit the responsibility and accountability that”

go along with.that freedom As a consequence, builldingsite
personnel make high quality decisions regarding the running of thelr
school, singge those decisions affect them directly and since they are
countable

The/basic change that board members and scentral office

»

a ¢

-
J , ' .

]
v

School Based Management

"

81

N



82

personnel need to make, says Parker, is from the idea of bossing 2

district to that ot managing a district Instead of determining every

detail ot a school system s operation as they do now, the central

office and board would lay down a framework of goals and

guidelines, whil@ the pnncipal, taculty, parents, and students would
" determine the details of their school's operation-

Ot course, Parker notes, the most difficuit decision a system
faces 1s deciding which things are to be controlled at the local
building level and which powers are to be retained by the central
ottice statt There are no pat tormulas for such a redistrbution,
Parker continues, because like most SBM challenges, those are
decisions to be made by everyone involved in its implementation
gﬂ Education Phi Delta kappan, 58, 2 (October 1976,

pp 173-76 EJ 146 454 !

r Twé possible means of smproving the waning performance of
public schools, says Pierce, are to improve the techmcal abilities of
educational managers (through management-by-objectives or other
systems) and to cregte free-market competition among schools with
educationt vouchers Neither proposal, however, has proved to be.
politically feasible An “intermediate reform™ with real potential for
adoption, contends Pierce, 1s school-site management
Both school-site marnagement and education vouchers assume
that better schooling will result “if consumers gre given greater
responsibility for deciding what educational serwcis are provided
Both reforms would also encourage greater program :?thty, a

Pierce, Lawrence C. Emerging Policy Issues in Puthic

condition now largely prevented by centralized admigistration

Since vouchers are tog radical a change for many educators to

accept, school-site management may be a viable solution, offering

”grea?g(_\iome” instead of the voucher idea’s “‘greater choice ” An
additional advantage of site management 1s that it would [éave
intact existing legal arrangements between the state and school
district .

One source of opposition to school-site management would be
the central office Although the role and influence of the central
office would be diminished, site management would not eliminate
the need for a central administration Instead, it “would free the
central administration to spend more time on those things it does
best,” such as financial, monitoring, auditing, and testing activities
Program and personnel planning would, however, beco' the
responsibility of school site peronnel

Opposition might also (.o:ze from union leaders, pnmarly
because scHool sife management would greatly complicate their

Sganizational task But teacher support can be garnered if the plan
gives teachers greater control in the classroong and greater say in

school policy decisions
Institute for Humanistic Studies, 1977 29 pages ED

211

Centralized distnict budgeting procedures contain many inherent

Pierce, Lawrence C. School Site Management An
Occasional Paper Palo Alto, California Aspen

i,
deficiencies, says Pierce, most of which can pe/co‘frected by
adopting a decentralized school-site management system th this
publication, Pierce describes in some detail centralized budgeting
systems now i use, examines the problems such systems either
create or compound, and proposes school site management as the
most effective’ remedy to these problems In addition, Pierce
discusses the theory of school-site management and possible routes
to tts implementation R

Contrary to what its proponents argue, contends Pierce,”
centralized budgeting actually increases education inequalities As
teachers accrue seniority, for example, they tend to "sift toward
desirable schools” —those with more middle-class, academically
oriented white students —and carry their higher salanes with them
The result can be substantial educational disparities between races
or income groups Centralized budgeting may also~mpede "true
equal opportungy by dictating to schools what particular mux of
personnel they must have, different studerit bodies may benefit
mos from quite different mixtures of personnel, Pierce points out

Ariother deficiency of centralized budgeting 1s that it
“contnbutes to inefficiencies *' Standardized budget allocation
procedures diminish opportunities for taitoring school programs to
students, Also, there are few if any positive financial incentives for
teachers or school administrators to be nnovative or efficient
Finally, centralized budgeting “stifles citizen participation”
because it 1s carried out on the district level, where individuals have”
little hope of being heard

in a school-site management system, indwidual schools would be
given a lump sum of money to work with, the amount depending on
the number®of students enrolled and the special needs of the
students and school When combined with open enrollment, the
active participation of parent advisory councils; and other changes
described by Pierce, school-site management could eliminate these
and other problems caused by centrahzecf‘sclgool management

Paper presented at the National Association of
Secondary School Principals annual meeting, Miami

", éeach, Florida, January 1980 9 pages ED 184 216

A close analogy exists between the schookbased management
concept and the structure of many c(ﬂporatnons,” says Sang The
branch manager or regional vice-president of a corporation does
not make decisions unilaterally, rather, he'or she directs the branch
office toward objectives set by the central office. Likewise, in
school-based management, principals do not act with “complete
autonomy from the total system " Instead, they make decisions
within the pasameters defined by the school board and ¢
administration —

This observation and the others Sang makes in this paper are
mere theoretical propositions They are based on_Sang’s exper
ences as the supenntendent of the Duval County (Florida) sehoo
district, which has been using school-based-managemént sinc
1976 Sang explains the beginnings of school fsed managemenpin

Sang, Herb A. “School-Based Management and t
Role of the Principal — Where Does the Buck Stopd”

ERIC - : -
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Florda, descnbes the dismantling of longstanding institutional
kingdoms in the change to the new management system, and
comments on several aspects of the school based management
concept

The level of funding each school in Duval County recewves 1s
determined by a complex formulathat 1s designed to provide for
each school according to its needs Once the money is distributed,

- however, schoolbased personnel—again acting “within broad

district guidelines” — decide how to spend 1t

As.superintendent, Sang made a tommitment that principals
would be “front line decision makers” in the district This commit-
ment, he notes, “required a reassessment of each principal to deter-
mine competence, enthusiasm, commitment to system goals, and
flexibility to change

| suppose school-based management 1s much hike democracy,”
Sang concludes “{t may not be the best form of organization, but it
1s certainly better than all others ” It allows indwviduals to develop
their full pptentlal, “opens unhmited hornizons for creativity,” and
can be a rewarding and even exciting form of school governance
zﬂ and the Prncipal ¥ Clearing House, 54, 2 (October

1980), pp 53-55 E} 233 510

_ Since World War If, the power of the principal has diminished
Considerably Other levels of school govermance — mcludmg A

Weischadle, David E. “School-Based Management

central office, state educational agencies, and the federal Office afg

Education - have gamed most of the power the principal lost The
principal 1s now considered by many to be a mere “middle
manager’ —a“mediator between ahostile board and many militant
teachers ” :

Byt there are apprqaches to school leadership emerging in the
literature, says Weischadle, that reestablish the principal “as a
leader in innovation “ One of these approaches, which emphasizes
school site dec:snonrnakmg and a stiong principal. 1s school-based
management

School-based management shifts the locus of decision-making,

from the central off!,ce to the local school It emphasizes the fact
that the principal 1s the chief administrator of the school and
“returns to the principal many of the discretionary powers he had
possessed in Years past” In particular, the principal regamns
authonity over personnef, budget, and curriculum matters that have
=In recent years been dominated by the central office ‘

In systems utilizing schookbased management, this transfer of
power back to the school site 1s usually combined with some sort of
partigipative deciston-making at the 'school site Parents, teachers,
and students gid in policy development andF prionty settin} through
involvement on a school eounaif Thu;, says Weischadle, a
district adopting school based nYanagement 1s saying two, things
“One is that 1t has faith in the ability of its principals to conduct
appropriate school affairs Another s that the district has faith in the
coremunity to help the prnncipal conduct these affairs

Key ingredients to the successful implementation of school-
based management are time, traintng, and trust Implementation

>

EMC g

Aruitoxt provided by Eic:
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should be gradual, the aJthOf emphasizes— it may take as long as
three years to successfully implement the concept Traiming
should be provided for principals, teachers, students, and parents
And trust between all participants should be nourished from the

earliest training sessions
Educational Leadership, 8, 2 (November 1978) pp

1415 €} 200 705

Decentralized school budgeting 1s based on the philosophy that
school administrators become’ better educatienal leadds when
they are given more responsibility for total school operation What
this boils down to In budgetary terms, say Wells: and Carr, 15 that
“they who have the money, have the power

The authors, wh9 are principals in the Fairfreld-Suisun (California)
Unified School District, report that the decentralization process
begun in their district in 1973 has drastically changed the role of the
site administrator: Before decentralization, administrators had two
budgetary functions they maintained records for a'small amount of
restricted money given them by the district, and they “learned and
used persuasive techniques in obtamning ‘special money’ that a

Wells, Barbara, and Carr, Larry. “"With ‘the
Pursestrings, Comes the Power . Thrust for

district administrator controlled to use for a local school project

Under the decentratization plan, individual schools are given
funds according to a formula that includes a pee-pupil amount and
a basic operating amount As a result, “site administrators are

. broadened to be managers of change and given the substance to

change prionties that affect the quahty of education at the school
site

Decentrallzataon of decision-making in this district has been
extended to staff and parent levels as well, report the authors. The
district also intends to make the service departments of
maintenance, data processing, printing, food services,
transportation, and personnel into independent budgeting units,
with schools paying the service departments directly out of thelr
budgets for services rendered .

y
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Tear Your Community Apdrt in the Process,” and
Beck, Wesley, W., Jr. “Everybody Got into the Act
When Blackwell Closed a Schoal.” American School
Board Journal, 163, 6 (june 1976 pp 31-35,46 EJ 139
363 and 139 364

Closing a school 1s necessarily an emotional and traumatic event
for a community, Brody states, but it need not tear the community
apart Paths to successful closings lie in changing community
attitudes toward enrollment dechine, longrange planning, and
community involvement .

Community members often resist school closings becau*z they
equate them with community decline It 15 thuilmportant for

Zn Brody, Judith A. “How to Close a School and Not

administrators and the board to help citizens see te benefits that
cqgme with declining enroliment Fewer students and extra space
can provide opportunities for achieving racial integration, lowering
class size, and creating new community education centers and
more early childhood gnd adult education centers

The easiest wdy of overcoming.‘commumty resistatce is
involving the community as extensively as p0551b|oiﬁ planning and
decision-making  Community task forces can study enroliment
trends and facilities and recommend solutions to the board Task
forces should be broad-based and include community members
opposed to a closing

Long-range planning for declining enrollment begins with
collecting data—past, current, and projected—on popu|atioﬁf’h
bithrates, budgets, staff, and facilities State departments of
education might be able to help districts with this difficult task
After gathering and analyzing the data, districts will need to
develop policies for staff reduction, surplus space utilization, and a
host of*related problems

Brody suppbrts her suggestions with several examples of district
action Beck adds an extended dlustration of a successful
community-guided school closure Faced with rising costs and an
enroliment drop of 15 percent, the Blackwell, Oklahoma, schools
reorgamized and converted one of four underused elementary
schools into a districtwide kindergarten and special education
center The conversion brought curnicular enrichment as well as a
$154.000 reduction in ekpenses .The work of a school-community
ask force prpved crucial to the district’s two-year reorganization
effort

Space: Options and Opportunities, A Report, New
* York 1976 75 pages ED 126 614

Since enrollments first started thewr decline, districts have found a
wide range of new use$ for surplus school $pace This report
discuses the many factors-that can influence reuse planning, such

. as populatipsitrends, state law, zoning ordinances, and the needs of
private schools, and provides numerous &xamples of how districts
and communittes have put surplus classrooms and schools to use, It

o, = -
211 . Educational Facilities Laboratories. Surplus School

-~ . - N [
addresses coneeined community mémbers who might particjpa
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in reuse planning rather than professional educators

The furst consideration for surplus space should normally go to
eliminating undesirable buildings and to housing educational
programs and services, such as music, art, science, and vocational
education, inadequately served during the period of growth

Vacant school buildings can often serve a variety of public

- programs as human resources centers Such use is especially

desirable when a community has fewer school aged children, but
more young adults and_senior citizens The new programs can
contribute to a sense,ﬁ{immumty resurgence and growth and
help hold in town people who might otherwise choose to leave

Sometimes government.agencies, such as a parks and recreation
department or a community college, can take over a surplus school
Another promising alternative for a district 1s the creation of a
nonprofit agency to take over the school buildings and manage
programs Other options include filling surplus space with
preschool and adult education programs, leasing space to private
and other pubhic schools, and selling a building for conversion into
housung orindustrial use This fast option has the advantage tha\tghe‘ N

property wilk:rejoin-the tax rolls -
Association of School Administrators anrnual
meeting, Attantic City, New Jersey, February 1976 17
. . . pages ED 125129 )

Eisenberger, Katherine E, "Enroliment Decline The
Task force” Paper presented at the Amencan

N -

One of the most important issues facing administrators in this
time of enroliment dechne, decreasing public confidence, and
increasing demand for community control 1s how to prowdg,\for
effective pubhc -involvement in school planning Eisenberger
analyzes the school closing task force, the most widely used form
of community involvement in planning for dechine Het discussion
_ supplements that of Declining fnroliment. What to Do (see below)
" . A few key factors, Eisenberger writes, determine the success or
~ failure of the school closing task force First s the length of time and

type ot task force Districtsqust beginning to confrormbthe reality of

school closings should use extended study committees, which meet
nee or twice a month for nine months to a year. Second 1s the
composition and leadership of the task force. Districts should seek
the most comprehensive membership possible The matter of
leadership admits of more choice an outside consultant or central
office administrator may serve as a leader, the board may appoint
i . or the task¥force may elect its own . Third ts the means of
ecting mempers Members may volu Mteer, the board may
appoint them, or community organizations may send
representatives Folrth is the charge of the task force, which may be
general or specific a )

The most crucial factor 1s organizational structure Eisenberger
illustrates some structuring possibilities with a'c’ase_ study of one
successful task force At the first meeting, the leader should tyrn the
discussion away from charged débate over school closure to such
practical matters as establishing ‘a calendar of meeting dates,
deciding what meeting tormat to follow, and identifying resource

, | 7 X '

peopl& who can provide specific and technical data When a task 85
force has ta decide which schools to close, it will need an objective
method Eisenberger describes in detail the use of the KEMEC
model, which identifies and ranks eight school closing cnteria )
similar to those given in Declining Enrollment What to Do
k3
Zﬂ Declining Enrollment. What to De A Cuide for,
School Adminsstrators to Meet the Challenge of
‘ Declining Enrollment and School Clesings AASA &
Executive’ Handbook Series, Volume Z Arlington, .

+ #Virginia American Association of School
< Administrators, 1974 67 pages ED 111 094

This report remains the major sourcebook on- school closing
Although it suffers from a disorderly presentatidn, it offers a sound
planning framework and much helpful advice

Schoo! closings, the authors stfess, are not routine and merely
economic problems Thenr true issue 1s the people involved, and
théy demand the utmost skill, care, and effort in intergersonal
relations Pagents, children, teachers, and pnnaipals must all
confront loss and the difficult task” of establishing themselves in
new surroundings Some remedies for the personal problems and
tensions of a-closing are .community, staff, and student polls,

Eisenberger, Katherine E,, and Keough, William F.

student wvisits to their future schools, teacher wisitations and .

exchanges, and simulation exercises for board members and
administrators  Most important is the use of a task force of
community members o, Tt

Careftyl Cost-benefit analysis and building-by-building
compdrative studies must precede any selection of schools for
closing Admunistrators shpuld know the operating efficiency of
buildings for the nextsfive to tan years Thewr financial knowledge
should ¢over capital: outlay, heating, electrical adequacy,
maintenance, insurance, and altemative facility use

Fhe selection of schools for closing, ho%Vever, must account for
more than financial data Eisenberger and Keough suggest that

4 districts apply several other cnitena in their deliberations These are

a school’s condition and flexibility, potertial use, academicg .
excellence, capdcity and present enroliment, and locatiort This last
criterion should include considerations of the distance students
have to travel to new ‘schools, new t\ranSport_atlon costs, and the
maintenance of a similar socioecdhomic, raci, and ethnie mix
This rich study also includes a detailed school closing timeline,

K

which marks out specific activities three years in advance of an’, °
actual closing, a school closing checklist, and an enrollment
forecasting method for ready use ’ t
zﬂ@ Eugene Bublic Schools. Small Schools Task Forc

Final Report. Edyene, Oregon- 1976 83 pages ED 11

804. N a

A task force studying tHe péssiblze closure of nine 3mall

elementary schools in this Oregon distnict of thirty-one elementary
schools concluded that the smaller schools, even when operating
below three-quarters capacity, offer benefits that moré than
-, .
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outwergh their extra costs At current population growth rates, area
enrollment should return to normal within the next decade, though
a¥endance -boundaries may require some change .

A strctly tinancial approach to closure fauds to consider the value
ot a school tor its neighborhood, the effects of closure on property
values, and possible commumity resentment and reaction The
tinanciat-benefits of closing a schoot should also prove minimal at
hest The per-pupil expenses of the smallerAchools are only three-
1tths of a percent higher than those of the larger schools, and the
net savings ot one school closure would represent only about one-
third ot a percent of the total cost of the elementary school system
The opportunities tor student participation and the creative use of
extra space tor both educational and community programs make
the maintenance of sghools worthwhile

This report otters an excellent example of how a local school-
community task torce cam study the *demographic, economic,
social, and philosophical 1ssues of $chool Bosure and develop a
practical and clearly stated policy that fits the unique needs of the

T area.. -
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Fredrickson, John H. Civilized Strategies for Closing
Schools 1980 7 pages ED 199 904

One reason that past schoo! closings have fared so poorly with
the pubkic, says Fredrickson, has been “the Iack of convincing com-
munication by many schoo] officials ~ Rarely 1s the public kept
adequately informed about the district's enrollment trends and the
implications of declining school populations But some districts
have developed “cwvilized strategies for handling declining enroll-
ments” that have sngmfncamly reduced negative public'reaction to
school closings *

Oné imperative for smeoth closings 15 effective lapg-range plan-
ning  Long-range plans shotld be developed to look five to ten
years ahead, Frednckson advises, as has beerf done in the Highline «
{Washington) School Distiict Over the past thirteen years, Highline
Rds closed eleven schools and plans to close eight more within four
veafs | . ' .

The distnct utilized “a multi-year, long- range plan divided into
phases each with its gwn methods, purposes, timetables and special
goncerns “ A task force consisting df an outside consultant and
twenty-four citizens established critena for identifymg schools to be
closed, ydentified alternative uses for excess space, and determmed
hdw the public would be involved

Another successful approach to sghool closmgs has been devel-
oped by the Madison (Wisconsin) School District A long-range plan-
was developed for deahng with declining enrollment that includéd *
a statement of goals, a three-step process for ranking schools, a list
of theseven critena used in ranking the schools, and provisions for
keeping the pubhc fully informed

Gordon, William M., and Hu’hes Larry W. “Consider
This Before Closing Schools” Amgrican- School
Board Journal, 167, 2(Februaw1980) pp 31-37 E1217

* -

7 5

The "Old Main Syndrome” is a sentimental attachment to a
favonite school that’cayses parents and other community members
to cry out at the first Suggestion that the school might be closed
The only, way to overcome the syndrome and avoid major prob-
lems, say Gordon and Hughes, '
precise set of criteria for determining which schools to close ”

First, the district's schools should be listed and the following data
identified for each age of building, capacity, enfollment, rate of
enrdliment decline, maintenance and energy costs per student;
changes in the nature of the area served by the school (highways,

new industnies, population shifts, and so” forth), conversion/re- *

cycling potenttal and racial balance Maintenance and energy
costs, the authors emphasize, should be computed, using each
building’s capacity, not its current enroliment \

Next, the district’s staff should decide on cestan cutoff points
that will define certain charactenistics of some schools as “unde-
sirable ”* For example schools over thirty years old, or over the
average age of bualdmgs i the district, should be noted Schools
operating under 50 percent of capagty orwith enrollments under
450 should likewise be recorded

Gordon and Hughes recommend that two charts be constructed
—one with the onginal bullding data and another showing only the

‘is for administrators to develop a *

undesirable traits of each building (Sample charts are ncluded.) -

When analyzed in this way, the pnme caod:dates for closing often
stand out clearly -

At other tigigs, the choice may be more diffrcult In these cases,
the board can “develop®a weightirig system for the cnterta and
arnive 4t the mgst hikely candidates for closing,” or it can appo?nt a
task force of school system personnekand community members to
study the situation and recommend altematives

. Bullétin, 61, 407 (March 1977), pp 3546 EJ160 402

Hosler and Weldy report the experience of the Niles Townzhip
high school district i &losing a $thool The authors are princupaléof
schools affected by the closing.

Atter a year of study and public involvement, the,Ntles board
decided in thg spring of 1975 to close one of its three schools and
transfer its students to the other two The decision raised a host of
unforeseen questians, and the district began its planning in eamest.
The board;ssued a compréhensive position statement anda general
closmg plan, initiated further community dlalogue and apposnted
two adwvisory committees of staff, students ‘and community
mentbers, One committee consndered the tasks of moving people
and goods, the other the future use of the bunldmg

Following a study of closing altematives, the first committee
recommended that a full school program be maintained right up to
closing, The board accepted this propbsal in June 1976 and then set
the committee to work developing detanled plans for the closing, set
for June 1980 The committee divided its tasks among numefous
subcommuittees for the articulatiod of certified staff, classified staff,

Q
" .~

Hosler,Galen, and Weldy, Gilbert R. “A Case Study

school curricula and Services, and cocurnculamactivities and thé
* &

How One District Is Closing a High School * NASSP”
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disposal of the library collection and school equipment Planning
for the disposal of equipment required nine groups .

The uproocting of:students, staff, and community brought by a
‘closing, the authors conclude, demands thorough planning The
district’s early start and careful, judiciou$ planning, they beh’eve,
will make the final transition smooth and routine

P
’ 22 Leggett, Stanton. “Sixteen Questions to Ask—and
Y Answer—Before You Close a Small School
H . American Sé/)oof Boatd Journal, 165, 4 (Apnl 1978),
pp 3839 E} 175 69 ¢ ,

For years, districts have followed “the relentless demands o
economic prudence” and continued to close small schools over
parental and neighborhood protest But now, Leggett writes,
districts are takmg a second look at alternative means of keeping
small schools alive

The base issue, Leggett states, 1s this Can smallschools fmdways
10 cut their per-pupil costs to keep them n hine with those of larger
schools? His answer 1s "maybe ” He goes on to list cautions and
means for cutting costs that districts should consider before closing
aschool . 4

First of all, districts should not “jump to conclusions about
enrollmenthgrofections They may find that theuwr presently empty
space will needed again in ten or fifteen years, and its
maintenance costs may be less than the cost of a new school
Districts should also carefully examine overhead to make sure that
per-pupil costs are accurately evaluated Many district budgets
have builtin- prejudices against small schools, since they divide
special costs e(mally among schools

Administrators have numerous possibilities for cutting Stall
school costs They can'establish Multigraded classes, revise staffing
policies; use the principal, secretary, and librarian for instruction;
have faculty manage a schaol, use technology for instruction;
change from school to central food preparation, make constructive
use of empty classrooms, ehminate the librarian and arrange

- services with the public library, organize the district’s. custodial
workers asya systemwide team; and find new ways to provide_
services sudh as art, music, and physical education” .

Leggett concludes by advising districts to operate their schools
on aprogram budget When each school has an individual program
budget, the district can bring in the public and ask for ways to keep:
the costs down’ And if it becomes necessary to reduce services or
close a school, the decision will meet wnth greater public®
understanding and.gcceptance
22 Principal Must Consider” NASSP Bulletin, 61, 407

+ (March 1977), pp 20-30 E} 160 400

Peckenpaugh lists and dlscusses nineteen tasks required of the,
principal duning a school closing His work 15 based on the’
" procedures used by the Birmingham, Michigan, schools to close a

junior high school

u‘,:

Peckenpaugh, Donald. “Closing a School? What the

Aruitoxt provided by Eic: ~ . '
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After the decision tosclose has been made, a principal’s first task
is to review his or her assignment to clanfy all expectations and
responsibilities The pnn'cnba! will also need at the start to update
the district’s enrollment study, review pagsible attendance
boundaries for the recewing schools, and establish an advisory
committee for community participation in the closmg process
Asj the-closing proceeds, the*principal will need to oversee the .

' >follow)|ng tasks. reassignment of staff and students; a public

information campaign, orieptation programs for students, parents,
and staff, new transportatlon arrangements, coordination of school
carncula anfl cocurricular activities, students’ constructive
expression of their feelings; disposal of business and student
records, dwision of school equipment; and moving-of- equipment
Only after all these ¢cdncerns are met comes ‘ther actual closing of ,
the school

Peckenpaugh fills out his list with advice He gives the following
suggestions, for instance, to help principals divide up a school’s
equnpment fUJmture supplies, and matenals Principals should
asslgn someone to coordinate this task, start with an accurate

+ updated inventory, and work up a defensible rationale for the

division One possible rationale calls for sending equipment first to
the receiving schools according to thewr needs and the number of
new students they gan and then to all other schools according to
their needs Principals will also need to pay special attention to
school.trophies and to class gifts and items purchased by parent
groups For the latter twarprindipals should seek out the advice of -
the donors ,And last, prinipals should remember that staff time will
be necessary for setting up the equipment in the recelvmg schools -
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Rideout, E. Brock, and others Meeting Problems of
Dechining Enrolment: Educational, Social, and
Financial Implications to School Boards of Declining
Enrolments. Toronto Ontario Ministry of Education,
1975 104 pages ED 140 396

Nine detailed and provocative case studies recount a varnety of
district responses. to underused school space Some districts have
found ways to maintain small schools and satisfy their
communities, some have successfully closed schools with a
mimmum of pain, and others have followed clumsy unilateral
planning into community battles and court The case studes
underscore the need for keeping the community well informed,
involving the community in finding solutions, and starting with an
acceptable plan for school use after closure

The authors follow their case studies with school closing
gu:delmes Ongoing research and planning is the first and most
crucial step in meeting the problems of shrinking schools
Comprehensive fong-term master plans have proved particularly
helpful for many boards Such plans should contain data, updated
annually, on enrollment, costs, staffing, facilities, and program
adequacy Boargls will also want to consider the needs of other area
districts for a possible combined approach to enrollment problems

Boards should also develop a general policy for declining
enrollments well before any need for action Community members
£an then have the opportunity to express their concerns before they
have a personal involvement in the closing of thewr own
neighborhood school A general policy should include cntena
coverning minimum school size ‘and utilization, advisory committee
use, and appeals of board decisions.

Also necessary are procedures for a school review and a school
closure When a school’s enrollment drops, a review should
produce alternative responses, which ma$ include establishing
multigrade classes, pairing schools to save administrative costs,
adjusting attendance boundaries, and leasing vacant classroom
space, in addition to closing The authors list and discuss the
,essential actions and concerns for both school reviews and school

closings
Educational Facilities Laboratories, 1974 55 pages

Z2®

Schools have several options for facility use during decline,
Sargent and Handy report Newly empty space can at first offer a
welcome opportunity for curncular enrichment As the problems
become more serious, districts can use buildings for new
educational uses (such as alternative schools), open them up to
government and community agencies, ard lease and sell them for
commercial use A set of prionties established in advance for the
use of surplus space will help clanfy distnct options and ease the
closing process

All districts, no matter what their unique needs, requlre a plan for
1™

225

Sargent, Cyril G., and Handy, Judith. Fewer
Pupils/Surplus Space. A Report New York

)

school shrinkage, the authors emphasize A plan for shrinkage must
have (1) goals and objectives, (2) a factual base, which should
include enrollment projections, data on school location, capacity,
and general adequacy, and data on community changes, (3) an
analysis of the data; (4) a set of possible solutions; and (5} a choice
among alternatives This latter should include a justification for the
choice, a time sequence for its completion, and a cost analysis of all
the plans The authors advise districts to develop both a
comprehensive master plan —covering policy, program, personnel,
organization, and physical plants—and a closure plan

The process of closing a school 1s a political act Two essential
rules should guide it Administrators should ‘allow plenty of lead
time and involve the community in planning for closings and
selecting the choices to be made Some educators have
recommended a two-stage process Districts should first present
their data as a whole for community discussion and acceptance,
and only .then should administrators talk about the specifics of
closing individual schools

220!

Sieradski, Karen. Implications of Declining Enroll .
ments for Schools. School Leadership Digest Seres,
Number17 Arhington, Virginia, and Eugene: National
Association of Elementary School Prncipals, and
ERIC Clearinghouse on Educational Management,
University of Oregon, 1975 32 pages ED 114 906

Declining enrollments mean adversity, Sieradski notes, but this
adversity offers challenge and opportunity Districts can make
programs better as they condense them, and the process of closing
schools can bring closer school-community relations. There are four
major imperatives for admimistrators in this peniod of decline
Accurate ehroliment forecasting and planning long in advance of
necessary school closings or reorganization are first duties
Educators also meed to communicate with all those
affected —teachers, students, parents, and communit
members—if they hope for any success

Some of the ways of easing the pain of school closings are coffee
hours for parents, interschool visitations for staff and students, and
the use of task forces A task force of staff, students, parents, and
community members should fulfill the following duties. It should (1)
review the district’s enrollment forecasting methods and data, (2)
visit and-rate each school according to its adequacy, (3) establish
cntena for deciding which schools to close, (4) recommend schools
to be closed and the order of closure, and (5) recommend future use
of the closed schools

Sieradski also offers a school clogng scenario and discusses
alternatives to closure and future uses #f closed schools.

g 2 Thomas, Donald. Declining School Enroliments. 1977.
) - 15 pages ED 136 374

The Salt Lake City schools have suffered an enrollment drop

from .42000 to 26,000 students and closed twenty-four schools.

Thomas, Salt Lake City superintendent, offers direct advice gained
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through expenence for meeting declining enrollment problems and dutlines some possible procedures 89
When enrollment drops, Thomas wrtes, districts must find Other major issues discussed by Weldy include faculty stabality,
satisfactory ways to reduce staff, utilizg surplus space, conserve student articulation, curriculum modification, disposition of equip-
resources, and meet new transportation needs. Administrators must ment and matenials, and parents and community concerns
also be able to marshal support for board decisions To this end, Some of the special considerations Weldy addresses are the
they must give immedaate and total support for board decisions and disposal of the school’s athletic uniforms, the disposal of old and
demonstrate it in quick and decisive action Dissension among staff dangerous chemicals from science labs, and the dnsposaij}}.l:s/
will only fuel community reaction school’s collection of trophies and awards A final section €xpl
An effective process for closing schools, Thomas states, should how five school distncts have handled school closings

be able to control community conflict, preserve school credibility,

and develop community consensus Once the district-community

dialogue produces a decision to close, administrators must work up »

a specific plan for implementation Each task must be assigned with . )

a completion date, "and task completion must be monitored

Thomas hists the many actions necessary for school closing. ~ _ ) .
Pointing to the need to maintain district credibility, Thomas

advises districts to (1) make all information public at the same time

the board receives it, (2) keep all board meetings open to the public,

(3).send copies of all reports to key community members, (4)

establish only tentative solutions at first and modify them n

response to public hearings, (5) keep the media informed at all

times, and (6) keep parefits and students informed through , .

newsletters, public heafing invitations, and summaries of board

considerations
. A shghtly condensed Xersion of this paper appears in the March

1977 NASSP Bulletin.” \
22@ Weldy, Gilbert T. Declining Enroliment and School h N
Closing— A Principal Concern. The Practitioner. Vol. " ‘

VI, No. 3. Reston, Virginia National Association of
Secondary School Principals, 1981 13 pages. ED 201
070 .

Closing a school Is never an easy process, especially for the
principal In addition to the prospect of unemployment, the princi-
pal must face a myriad of complex administrative details. The prac-
tical information presented here by Weldy, however, can help ease
the pain and frustration involved in the planning and process of
closing a school

in the Niles Township High School District (Skokse, Hlinos),
_ where Weldy 1s assistant supernintendent, the principal’s administra-
tive burden during a school closing was hghtened by-two broad-
based committees Subcommittees of these committees helped
plan student arti€ulation, certified and classified staff articulation,
and the disposition of furniture, equnpment awards, and hbrary
resources. :

Whether or not the principal has help, a host of important issues
will have to be resol\Led during the closing process. Weldy discusses
many of theseii issues and provides useful and specuhcadvnce forthe
administrator In the area of staff reassignment, for example, Weldy
recommends the following séquence of reassignment during the
transition: counselors, admimstrators, major coaching and extra-
curncular positions, remaining teaching assignments, and non-
certified personnel Weldy discusses the rationale for this sequence . 3

Q

. ERIC
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2 3} hyh "Birch. "Battered Schools Violence and Van-
dahsm n.Public Education ” Vrewpomts in Teaching
andLearn/n& 55, Z(Spnng1979) pp ™17~E) 211 747.

Only adeca.de agg, violence and vandalism in schools werecon-"
e |dered“ ﬁoublesomg@ ‘yet relatively minor problems Today, states
' - 8‘ayh the fornver charrman of the Senate Subcommittee to Investi-

s .- ‘gateiuvemle, Dehnqm\n;:!g violence and vandalism are issues of
’ r,ﬁurgen} cbncern to ed'ucators parents, and students alike In this
arucle Ba\?h révlew‘s recerj; feports on the financial and social costs

13 pg_vnolence and"vaqdarxn including three extensive 1975 subcom-
) . m’t;t}.-g reports He alsv desenbes various programs and strategies
’ o | thatthave proved useful In reducing violence and vandalism n

o %;)h% schools™ = ¥ -
) o . pFoF “éxamiple, says .Bayh, there 15 evidence that a weII planned
. - : o &an’]umty edutanon program can reduce violence and vandal-
. - . - JSm@Commumtyveducmlon programs open schools to people ‘at
- u;ght an omwéekendi when most vandalism occurs Besides
ei‘émng vandahsm by ‘oc8upying-échool buildings, community
school programs may “thelp to € violence by providing schools.
with a more positwe and active role in community affairs and the
’ ‘ g » $8lution of stqdenbp}oblems
o Another important “strategy for reducing school crime is to
mvolve téacRes, parents, and especially students in the formula-
. tion of a code of.gights “and responsibilities A 1975 study found that
- studer)t involvement in policy- and decision-making processegoften
N . incredsed student commntment to the school and reduced indidents
b of student cnme * -

Codes will vary from place to place, but all should contain three
main elements a sectton outhining the constitutional nights of edu-
. . cational comr;_!nqgty members a section delineating the ordinary
- b operating prgﬁed'ures of the school, and a section explaining the
various pumshm ;;"that imight be imposed for. violations. It is
#portant, says B that the code use ordlgary. clear language
and avoid legal jar

v

2

. . ) 23@ Burgan, Larry, and Rubel, Robert J. "Public School
Secunty Yesterday, Today, and Tomorrow.” Contem-

% _porary Education, 52 1 (Fall 1980), pp. 1317 E} 237
731

The current-wave of violence in the schools first came to the
' public’s attenngn in the late 1950s, when rising levels of “student
) i ] misbehavior” in major urban centers causedvthe United States*
¢ Senate to hold hearings on violence in the schools. However, it was
) ke not until “the ‘problem’ began to creep into more affluent neighbor-
Jd  hoods” in the mid-to-late sixties that public concern—and school
R - district remedial action—began_to increase
School security operations were first instituted in a few large
cities in the early 1960s and then spread with the rising rate of
. student violence so that, by the early 1970s, virtually all school
' systems serving cities larger than 100,000 people had lmplemented
. . some form of school secunty” Burgan and Rubel describe the
. 4 1 development of school secunty during this penod and outline the

7y

-
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many different impacts of securfty operations in the schools They
then speculate about two possibje futures of school security in the
1980s .

School security,may continue to develop as it has. Districts may
continue to increase the number and quality®f security personnel,
improve crime prevention techniques,~and tocus thewr personnel
and efforts in schools where crime 15 most evident.

On the other hand, the authors state, securnity programs may
follow a course which goes much further toward achieving the
primary goal of all law enforcement efforts— the prevention of
crime  Todo this, security operations need to be broadened so they
can promote attitudinal changes among even the most disruptive
youth Since negative attitudes toward law and society are formed
at early ages, and young children are' not being taught concern-for
others’ rights and respéct for order at home, “we in school security
would do well to try to reach them with the message in the class-

’”

room . .
Ciminillo, Lewis M. “Principal Roles and School

232 Crime Management ” NASSP Bulletin, 64, 433 (Feb-

. ruary 1980),pp- 81-90° EJ 215 997

One of the pr'unCIpal's most important duties 1s providing a safe
and ordered environment in which learning can take place But
maintaining a secure schbol 1s becoming more and more difficult,
particularly in urban areas, where school crime ts increasing at an
alarming rate To deal éffectively with school crime, says Ciminiilo,

2

secugty technologrst, part human relations expert, and part curncu-
lum mnovator “
| As sociologist, the principal must upderstand the reasons behind
" adolescent crime, particularly,in regard to youth garfgs These gangs
and similar subcultures, says Cyminillo, “may be attractive to alien-
ated youngsters because they provide structure and meaning m
their lives They flounsh largely because of the failure of other
institutions )
To counter the appeal of gang membership, principals should
provide youth services that “reduce the need to seek security i

the school’s recreatuqnal faciitties, more use of guidance personnel
and’ outreach programs, and peer-group sessions for high school
stutlents -

As curriculum innovator, the principal should emphasize voca-
tional education for alienated students, who are looking for a
societal structure to be a part of “Education must open a direct
route to a place in society” for these students, states Ciminillo

Alternative academic programs and alternatives to suspension
and expulsions ‘should also be emphasized, for there are some

" students who cannot work within the regular curniculum and must
be provided wnth a structure that enables them to progress
Although there may be an immed ate need to improve the school s
phys:cal secunty system, Ciminillo concludegs, the pninaipal should
also  attempt to prevent crime by fmdmg alternatnves that dissident

 students can accept - ‘ .
. . ! .
Q T, .
ERIC -~ ) ‘
~

the principal must learn to function ds “part sociologist, part ¢

gang affiliation ” Such services might inciude increasedsdccess to ’

s discipline But only a small proportion of schools report major «

2 3 ERIC Clearinghouse on Educational Management.
Violence m the Schools. How Much? What to Do?

", Research Action Brief Number 17 Eugene University

of Oregon, 1981 5 pages ED 208 453

In the mid-1970s, the public schools were commonly portrayed in
the press as "hotbeds of violence ” An influential 1975 report by a

nate subcommittee, commonly known as the Bayh report,
painted a similar picture of the nation’s schools In recent years,
however, a number of researchers have reexamined the data on
which the Bayh report was based and have come up with "a differ
ent, perhaps more accurate, view of the condition of American
publlc schools " This publication reviews both these studies and
other new studies that describe the characterstics of both “'safe”
and “violent” schools -

- The studies challenging the Bayh report have found that many
schools do indeed have problems with garderwanety types of

problems with violent crime “For the most part’* then, this report
conc!udes,'”dnsc:plme problems are not problems of violence ”
Thus, educators “would do well to ease the crists atmosphere and
take a calmer look at what is known about the occurrence of
violence in the schools

This ‘calmer look has been provided hy three recent studies,
one conducted by the National institute of Education and known as

—\the ~Safe Schoo| repdrt. The Safe Schooli report identitied numer-

.

ous charactenstics of public elementary and vecondary schools
that are associated with low levels of student violence and property
loss In schools with Jow levels of violence, for example, students

consider discipline to be fairly adminidered and say that class-

rooms, are well disciplined, that rules are stnctly{enforced and that
the principal is strict.” ‘

The general conclusi®h of these new studies 15, 1n the words of
one of the reports, that ' the more clear, explicit, and fum the
runring of the school, the less disruption— in terms of both teacher
and Student’ victimizations— that the school experignces” To
reduce violence m the schools then, administrators and teachers
should establish a fau, rational, and unambiguous c8de of conduct
for student behavior, clearly commynicate that code to students, .
‘and then consistently and systematically enforce the code

Social Organization of Schools, Johns Hopkins Unt-
versity, 1979 262 pages ED 183 701 '

The report of the congressionally mandated Safe $choel_ Study
(S55) of 1977 remains the best source of information about school
dnsruptuon%accordlng to Gottfredson and Daiger Nevertheless, the
report’s hundreds of crosstabulations 'provide only a weak basis for
poficy recommendations in which one could have confidence ”

In this research report, Gottfredson and Daiger point out several
statistical and analytical limitations of the SSS and reanalyze much
of the raw dasa generated by that study The final chapter y?stills

tion in Six Hundred Schools. Baltimore Center for

.
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the studys results and explains 10 diect language what the,
" authors believe ag the major implications of the research on school
disruption to date -

Schoo) size, the number of d:fferent students taught by the
typical teacher, and the extent to which teac_hers are provided with
matenals and equipment they need to teach are implicated as
factors predicting school disruption Small schools, especially at the

gjunior high level, have fewer problems with teacher vicimization
Senior high schools that do not rotate students among so many
ditferent teachers also have less teacher victimization, possibly
because this practice reduces the nmpersonal nature of the school

.Schools characterized by a high degree of cooperation between
teachers and administrators also experience le,s disruption, as do
schools runin a clear, explicit, and frm™ manner  When students

‘ report that rule enforcement is firm and clear, state the authors,
their schools expenence less disruption ”* There 1s scant evudence_.
however, thatstudent p'amc.patpn in the generation of these rules
is a necessary ingredient The authors also discusy communi
factors as they are related to school disruption Included are an
extensive btbhography nuruerous data analyses. and four appen
dixes contanmng the onginal $SS questionnaires

23 fems and Solutions, Fort Lauderdale, Flonda Institute

. for Safe Schools, 1979 358 pages ED 182 864
I‘n 1975, the total financial cost of vandalism, burglary, theft, and
arson in ihe public schools was close to $600 muljion, a sum greater
than the cost of all the textbooks used in the natton’s 16,000 school
districts This increase in school crime 1s “merely a reflection of the
n‘atlonal cnme picture,”” states Grealy, a former FBI agent and the
founder of the National Association of School Secusnty Directors

To dnve his stagstics home, Crealy;ecounts numerous recent cases

** of murdes, assault, vandahsm, arson, bombing, and theft that have

-y - --  taken place in schools all over the nation
Grealy recounts his expenencesin the Broward County (Flonda)

School District, where he wds hred 1in 1970 to maintain secunty

Grealy, Joseph 1. Schoo! Crime and Violence. Prob-

-, and operations of the security department at Broward and includés

-

histories of some incidents .

In separate chapters, Grealy addresses the safety and secunty of
people and the sgfety and secunty of.facilities and equipment Pre-
venting criminal incidents 15 an essential element of any secunty.
system, but admmnstrators should also set up strategies to deal with
crimes if they do occur Grealy provides in these chapters a wealth
ot nuts-and-boits detanls to help districts protect both people and

property | -
, Another chapter discusses' some local, state, and federal
. responses to the school crime problem Flonda s 1973 Safe Schools

Act” and 1976 "Discipline Law are detailed, as is the federal
 Juvenile Delinquency i the Schools Act of 1977 Grealy also dus-
cusses Broward s participation in the Cnme Prevention through
Environmental Design  prpject A tinal thapter discusses the rela-

" ERI
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duning the hitegration of this large distnct He outlines the structure *

’ job descnptions, security and’ incident report forms, and caseq

P hd 4

tionship of the school to the juven)le justice system

Harris, John W. William R; and Tocci, Claudia.
“Cramping Your Arsonist’s Style and Cutting: Energy

.. Costs—All by Computer” Thrust for Educational
Leadership, 11, 1(October1981) pp 1819 E) number
not yet assigned -

Arson losses in the Haywafd{Cahfgrma) Unified ‘School District
totaled $500,000.annually for three years in & row The district’s fire
insurance premwm jumped frora $164,000 a year with a $5,000
deductible to $366,000 a year with a $90,000 deductible .

But then the district installed a central computer to monitor fire
and burglary ateachot thedistrict s forty-three stes During eighteen
months ot operation, seven arson attempts were made, because of
the new detection system, however, the most severe fire did only
$1,200 damage

8 Reduction of the districts arson losses’ and fire insurance
premiums is only one of the benefits of the district's new computer
monitoning system  Before installing the computer,” the authors
report, we caught 35% of all intruders, since our computer’s

* advent, the apprehension rate has increased to 90% "‘Thgs vandat

*1sm and burglary losses have plummeted too

When the computer detects an intrusion 1t switches on the

_school s exterior lights and the lights in that area of the Building
An alarm sounds at the district's central secunty station—which is
manned twenty-four hours a day— and an operator radio-dispatches
one or more of the distnct’s four patrolling agents to the scene The
local police also monitor these transmissions and respond as
needed 2

. But the computer momtors more than just intrusions through
external and internal doors @nd dramatic heat changes- -it-also—
monitors classroom lighting, classfoom temperature, air condition
ing eqiupment, school irngation, and even the flushing ‘of urinals.
Air conditioming and heating won’t operate when doors and
windows are ‘open_or if rooms are unoccupjed ‘Lawns* are only
watered when needed School buildings are blacked out:at night.

, These and other computer-controlled actiops have reduced the dis-
trict’s utility costs by 50 percent! The d:stnct’s $685,000 investment
in the computer'monitoring system the authors report, has paid f0r

|tselfseveral times over - :
f
23 Jacobs, E. §. “Here’s How Memphis Cut Vandahsm
Costs in Half ” Exécutive Educator, 2, 1 (January
~ 1980) p 28 EJ 214257 |

In the past three years, the Memphis public school system has cut
its burglary, arson, and vandalism costs in half using a sound-detec-
tion security system, states Jacobs, the dwector of secunty for the
distnict Every one of the system’s 170 schopls contains one or more

sound-detection” umits, each of which consists of from ten to
fifteen sound-activated micfophones

Whenever a mitrophone picks up an “impact sound,” such as a
footstep or breaking glass, all microphones In the area are acti-

_ . vated The sounds are transmitted via telephone cables to a central
. . . R R
)y
v '
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command station, where a secunty employee evaluates the noises
and signals the police if the noises sound suspicious The noises are
also recorded automatically

Vandalism costs have been reduced dramatncaHy with the new
system, trom nearly $600,000 per year to under $300,000 Glass
breakage alone has dropped 80 percent

.-. The system has several additional benefits as well Possible '

tlooding was prevented when the microphones picked up the sound
of running water trom ruptured pipes Fires have been detected
before burning out ot contral And pilfenng has been reduced,
because the s‘ystem can be partnally_deactwated to operate only in
restricted areas such as pantries and storage areas,

The security equipment 1s leased to the district by the manu-
facturer Representatives trom the manufacturer trawm the district s
secunty personnel to use the equipment, partly with the aid of tape

recordings of actual burglaries ‘ J

s

“today do not have the characteristics recommended by secrity ~

2 Neill, Shirley Boes. Violence and vandalism
Dimensions and Correctives " Pht Defta Kappan, 59,5

(January 1978), pp 3027 E) 469 837

Several studies in the last decade have shown that Vrolence and
" vandalisin in the nation’s schools are on the rise Neill here reviews
the resultg of many of these studies and recounts thesexpernences
and advice of numerous educators regarding the prevention of
school crime. - - '

Neill Suggests that fﬁe ”explo&uo"’ in violence and vandalism in
the early 1970s may have been partly a media and statistical crea-
tion School cnme “was the most publicized education story n
1975 " when a Senate subcommittee investigated the problem But
“now 1t 15 not,” even theugh the cnime problem is probably worse
Vandalism and violence were growing stgadily throughout the mid-
and late 1960s, continues Neill, but became “new” when the pubhc
discovered the statistics school administrators had preferred to
keep as-quiet as possible - '

+, One problem common to most school districts 1s a lack of con
sistent reporting and recording of schoot cnmes This could mean,
states F;Jefll, that “the right problems may not be identified or the

ERIC S
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night solutions found * School crime experts suggest that schools 93
can better charactenze thewr cnme situations by carefully defining
and recording different cnminal acts, and by comparing the
school’s cnme statistics with those of the community

To combat school crime, more and more schools are strengthen-

‘mg therr physical security systems by addmg alarm systems and .

guards Other ' softer’ approaches bemg used include modifying
counseling services, instructional programs, or orgamzatronalstruc R
ture For example, disruptive students are often being dealt with In
new ways to keep them a part of the school community In addition,
many schools are developing clear definitions of the rights and .+
responsibilities of all members of the educational community .

23@ Protecting Buildings from People,” Progressive
Archrtecture, 59, 10 (October 1978). pp 8895 E] 188

Crniminals usually take advantage of a lack of concergfor
secunty linfortunately secunty 1§ more often an afterthought”
than a priority ssue in building design, states this informative
article Featured here are recommendations from security experts .
and descnpttons of secunty devices ranging from locks to’sophisti-
cated alarm systems. -

Of course, no building can be totally secure, but a wisechoice of |
simple secunity measures can reduce the chance of break-in many
fold The goal is to discourage the cnminal from attempting to
break n in the fust place, and then to frustrate any remaining
attempts to gain entry v -

A considerable portion of this artlcle 15 devoted to locks how
different types are constructed, how they are commonly defeated,
and the weaknesses and-strengths of each type Mostlocks installed .

-~

¢

experts and can be defeated by a variety of techmiques, such as
picking, spreading the frame, or wrenching out ‘the fockcyhnder -
with a vise grip Evenf a lock 15 good, a weak door or frame or poor4 .
installation can allow easy_entry -

Also discussed are the L&e of remote cameras, coded access
devices, ultrasonic and photoelectric intrusion detectors,
identification systems, guards and guard dogs, and several other
security options Whether a school needs more than sensible design
and good locks depends on the secunity threat to the school andon -
the balance of risk and cost that the building administrator deems
app(oprrate

“Ciiminal intent,” states this artlcle “should be thought of as an
environmental force acting on a buillding“ The ‘administrator
should assess the extent and nature of that force—in part by
“thinking like a thief” —and then speErfy the changes needed in the

-

‘building’s secunty system

Rascon, Alex, Jr. “Using Secunty Agents to Enforce
the Law n Your Schools” Thrust for Educational
Leadership, 11, 1 (October 1981} pp 15417, 36 E)
number not yet assigned

24}

“One welltrained, expenienced securty agent'on campus is more

.
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ettective than several instructional aides, grounds SQpemsog,
f

private secunty guards, or other aides These people, because
their imited authority, experience, and knowledge of law enforce-
ment, can only pick up #% phone and cail the police Further
more, says Rascon, president of the Califorma School Peace
Otticers Association, a secunty agent enables school administrators
to resume their major role as educator and provides teachers.and
students with a sense of secunty in the school

Rascon does not stop with an explanation of the rationale for
school security agents In this no-nonsense article, he addresses a
w1de4ange of issues relating to school secunty and to district- or
schookbased secunty agents For example, what kind of person
should you hire tor security agent positions? Rascon recommends
that they be mature and well trained, have expernience in dealing
with ;uvemles and with communmity relations, and have at least two
years of experience on a _mumcnpal police force “Police officers
tresh out of the training academy are considered by the rank and

" file to be frustrated cops — overly eager to make arrests and prove

themselves— and it takes at least two years of on-the-street experr
ences to get rnd of those frustrations ” -

If your school or district needed an alarm system, what kind
would you buy? “I am amazed at the junk hardware several school
districts throughout the state have purchased and installed,” says
Rascon He recommends that admimistrators planning to install
alarms first visgt.one or more of the districts he lists that have good
systems - .

Rascon also discusses Cahfﬁ: laws pertaining to schbol
secunity forces, relationships bétween school personne! and
securnity agents, respons:bnlmes of these agents, classroom presenta
tions by secunty agents, special training for security perscnnel, and
guidelines for teacfiing staff abaut school security

241

Crime Problems. Simple Steps That Precede,Costly
Action. An IRC Monograph for Practitioners €ollege
Park, Maryland Institute for Reductnon of Crime,
1978 22 pages ED 180 066

Accurate information on the nature and extent of a school’s
“crime problem 15 a necessary prerequisite to the development of &n
effective school securnity program Equally important 15 the proper
and dccuratd evaluation of an operating security system. In this
two-part monograph, Rubel addresses both of these important
aspects of secunity system design g )

Part 1 outlines a method for identifying and analyzing school
crime problems, while Part 2 discusses “the preliminary 1ssues that
must be considered” before a security program (or any other
program) should begin its evaluation design Throughout, Rubel-
purposely presents the material in ”a simple and straightforward
manner” to facilitate its use by husy practitioners ¢
- In charactenzing thestschools’ security problems, administrators
should pay special attention to “critical indicators” of the schools’
social atmospheres .Critical indicators are situations that contribute
tg}tudent fear or frustration, lead to additional misbekavior, and

Rubel, Robert }., editor. Identifying Your School's

’

.

’

cdyse a deterioration of the total ledrning environment A table hists
cntical indicators that are either school controlled or student
controlled )

The first step in characterizing a school's or a district’s secunty *

needs is to define carefully what will and what will not be consid-
ered a cnminal act A glossary of offense clqssnfncatnons should be
drawn up with subcategories ind« ating gradatians of offenses, for
example “fight, no harn, fight, harm; fight, weapon

fn step two, incident report forms™ are filled out for each mcr
dent indicating time, place, charactenistics of offender, nature of
offense, and so forth The reports are periodically compiled into
.incident profdes  frgm which patterns of incidents can be recog-
nized These prefiles are the adgunistrator’s tools for accurately
identifying and analyzing the sczI |'s problems and formulating
plans for crime prevention '

24

Sabatino, David A.; Heald, James E; Rothman,
Sharon G.; and Miller, Ted L “Destructive Norm-
Violating School Behavior among Adolescents A

\ Review of Protective and Preventive Effolts”
Adolescence, 13, 52 (Wlnter1978) PP 675—86 E) 202
512

Adolescents participate in  norm-violating behawof“ for a
varrety of réasons A review of the hiterature by the authors isolated
several major categories of contributing motivators

Crimes may_be committed for purely financial gaip—often to
support a drug dependency — or they may be attempts to strike out
symbolically against the impersonal, rule promulgating” sqmol
Property may be destroyed for excitement or peer acceptance as
part of nahcious play A juvenile may attack other students or
the school out of a deeprs3ated resentment over his own academic
failure or because, of unfijled emotional needs Or, a student’s
criminal behavior may stet from his identity with a gape.

Currently, there are two major approaches to reducing nomm-
violating behavior among adotescents The first 1s technologial or
architectural in nature and 15 designed to protect building struc-
tures, contents, and people” Alarm systems, special materials,
survelllance, cameras, and other - technological,, sys'tems have
reduced vandahsm in numerous districts, state the aufhors but
these actions do not treat the cause of adolescent énme

The second approach 15 a preventive one and seeks to il the
un§at|sfned needs* of . disturbed adolescents and bring them bagk -
into the soctetal mainstream Gne of, the ma;orpreventlve programs
identified by ‘theé authors 15 career education, which stresses “"voca-
tional trammg and job skills as a way to modify” the youth’s

pportumty structure and thus intervene n his’ delinquency "

" Another program 15 “curriculum |ntervent|on which seeks to
provide acceptable educational alternatives for dlsruptlve
Jjuveniles , T,

243

N .
<. 4

Schnabolk, Charles. »Alarm Systems Rarely Work in
School "Buildings * School Busmess Affairs, 45 10
(October 1979), pp 12-13, 36 E} 209 398
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All security systems false alarm at a rate close to t__éa% ¢ states
Schnabolk, and the school secunity system is no exception This high
failure rate can be significantly reduced, however, f school systems
are careful in therr selection of an alarm system and an alarm
system contractor ‘ .

The National Council of School Secunty Administrators{NCSSA
15 presently one of the few sources of.reliable information on school
alarm systems, says Schnabolk Reviewed here are some of
NCSSA s tindings on the advantages and pitfalls of certain alarm
systems and policies

One sensible piece of advice 1s to ““never believe all the claims
made by alarm salesmen  All claims should be checked by con-
tacting the NCSSA, which maintains a record and an evaluation of
all alarm manufacturers * Also, says Schnabolk, avoid seeking
advice from both architectural firms, which “have traditionally
neglected the problems of secunty,” electrical contractors,
who specialize in high voltage equipment and who “are completely
ignorant of low voltage electronic alarmy equipment

The alarm contractor chosen should have roots in ‘the com--
s munity and should have an office within thirty miles, because

“maintenance s the most critical factor M any alarm system " At
least one member of the school maintenance department should be
trained in the system’s operation, a useful precaution should the
alarm company disappear “from the yellow pages and the facé of
the earth ”

Schnabolk recommends the tise of a “listen-in” alarm system, n
which phone lines are used to transmit noises from the school to a
central secunty office The secunty'person on duty can then "dis-
tinguish between intrusion and a b}ngmg pipe” and thus avord most

false alarms

2@@ 'Controlling Crime in the Schoo! A Complete Security
Handbook for Administrators 1978 354 pages ED '

(T TR 678 T T T

“Controlling crimt in_the school requires a program,” state .
Vestermark and Blauvelt, for “a program ‘enables you to move
beyond an essentially passive stance, in which you react as the
_victim.” Part 1 of this comprehensive guidebook an school security
outlines.the essential aspects of developmg a basic school securnity
program

The five.. chapters of part 1 discuss how admmvstrators can
develop a system of "critical indicators” of security problems, how
a basic security ' program should be chosen, what personnet are
needed for the secunty §ystem, how "buuldmg a self-protective <
school commiunity”” should be the ultimate goal of security devel-
opment, and why continued plgnning 1s essential to a program’s
success

In part 2, the authors —both expertienced school security experts
—provide information and advice on the major security problems
facing schools today The first six chapters of part 2 discuss the pre-
vention of and possible responses to vandalism, bomb threats, drug
problems, rumors, threats, and mass dnsruptlons In the seventh v

Vestermark, Seymour D., Jr. and Blauvelt, Peter D.

Aruitoxt provided by Eic:

chapter, a school s possible interactions with the police are i
outlined Included are a section on Why Kids Hate Cops’ anﬁ"‘
several tables outhining police and school relataonsbtps in a school

cnsis situation

In part 3, entitled “Reinforcing the-Basic Program,” Vestermark
and Blayvelt discuss ways to involve students in the school’s
security program Particular attention is given to student nghts and
responsibilities under the law This excellent guidebook s replete
with useful photos, diagrams, tables, and examples that dlustrate

the ‘authors’ points P
Wolf, Sam. Afraid of the Dark? Security World, 14,

2@5 9 (September 1977), p 70 E} 188 595

wolt, the director of secunty in the San Antonio (Texasj: inde-
pendent School District, opens thys amusing but informative article
by asking the reader about the last time he or she was out late at
might in an uniighted area Were you looking over your shoulder
and feeling the hair standing up on your neck? " he asks Did you
“hurry on your way or just hang around without any concern?”

Apparently even potentiat vandals will hurry on their way i such,
tuations, a fact evidenced by the significant reductions in the dis-
tnctsvandalisvcosts atter Wolf pulled the switch on all lights in
the district s schools during closing hours After an mitial three-
month tnal of this idea at twenty-one of the district s most vandal-
1zed schools there was a'31 percent decrease in vandalism costs, a
savings of”545 000 In the same penod the d:stnct saved $90,000 in
utility costs!

The district has%een using this program for five years, and the
vandalism loss has continued on its lower trend The district now
Concentrates its attention on updating its “electromg surveillance
systems to be more capable of detecting burglars " The districthas
also reduced dayhght vandalism, using a prevéntion program called

Save Ybur Tax $ Campaign, in which neighborhood citizens are
encouraged to anonymously re’port SUSpI(.IOUS activities to a
" "24-hour security center” B :

P
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2 4} Assocaahon of Caljfornia School Administrators. Rev
Up Your Staff Development Program ACSA Opera-

tions Notebook 22. Burlingame, Califorma 1978 72

pages ED 189 697

“A journey of a thousand miles begins with a single rev”’ So
begins this “road map” to successful staff development. put
together by a ’pit crew” of California educators and administrators.
The document Is written In outhine form, with check-off paints for
each essential step along the sequential road to successful staff
development

To begin their rally, administrators should review state staff
devejopment policy, develop a district philosophy of staff develop-
ment, and then consider all parties who will ulimately be influ-
enced by the staff development program Next, ex:stmg staff devel
opment programs should be reviewed, leg|slatwe provisions for
staff development should be analyzed, and information about
possible funding source/hould be gathered -

In step two, calgi?the “diagnosss,” admimigtrators should assess
the needs of the distnict, compare needs with existing programs,
analyze discrepancies, and then pnoritize the needs In step three
(“the plan”), a group—including staf¥and community representa-
tives— should review ayailable staff development programs and
then "select, modify, or‘sfevelop a program that best meets identi-
fied néeds ” Skipping these first_three steps, a road sign warns, 13
“the-best way to wreck your program before you get started ”

" Yn step four, the “implementation,” information should be
. disseminated about the program, and then the program should be
put Into operation The program may be either a“minimum mainte-
nancg’ model (with few meetings, an inhouse trainer, and followup
provided by onsite administrators) or it may be a “major tune-up”
(with a full-time trainer, multiple sessions, and ongoing followup).
Finally, the process and content of the whole program should be

- evaluated An“extensive appendix contains “pit stops for help,”
__including California state laws and polucnes on staff development,

examples of distnict staff development policies, and several needs

assessment mstruments -

2@'—77 Barth, Roland S. “The Prncipal as Staff Developer.”
Journal of Educatlon 163, 2 (Spring 1981), pp 144-62.
E} 246 490

“I am convinced that great opportunities for the professional

Wn’t of teachers reside under the schoolhouse roof and

v

-that a powerful fotce in assisting teacher growth can be the school .

principal ” These words from former principal Barth are more than
hollow rhetonc They descnbe behefs formylated aftér nine years’
expenence as an elementary principal, during which Barth moved
away from using the usual vaneties of staff development and
developed, by tnal and error, a potpourn of effective staff deveJop-
ment strategies In this excellent and well-written article, Barth
describes this evolution of practice and reflects on the inadequacies
.of today’s standard approaches-to staff development.
The role of the prihcipal in staff development, in Barth's view, is
. to help teagchers move “from fearful and mfre‘quequntrospectncm

)
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towards natural reflection by self and others  The best teachers are
those who are able and willing to critically scrutinize thewpractice
and are quute able and willing even desirous, of others having
actess to what they do  Of course, helping teachers to this point s
not easy In fact, says Barth, it's hard, very hard !

Much of the success of Barth s staff deve ent program came
from tampenng with .nstututuonal norms/ particularly thé norm
that influences teachers to be almost t ally 1solated from other
educathors duning thewr workday For example, faculty meetings,
were held in the classroom of a different teac her each week During
the first twenty minutes host teachers told the others about their
class; ipstructional techniques, curnculum, and so forth Initially
tense and awkward, the meetings soon grew comfortable

Teachers were also given responsibility for student placement
Atter the sending teacher had spent a half day in the (lassroom of
the recewing teacher, the two had lunch together to discuss
optnmum placement. These and numerous other practices that
Barth describes helped break down isotation taboos and established
a new norm in which teachers actively and effectively stimulated
each other'y growth

24K

, 175 5%

Many studies have shown that “the performance of people
depends in large part upon how the indidual pergeives his own
competencies and abilities.” Thus, one important strategy for

Burch, Barbara G, and Danley, W. Elzie, Sr. "Self-
Perception An Essential in Staff Development

NASSP Bulletin, 62, 417 (April 1978), pp 1519 EJ

improving teacher effectiveness 1s to enhance the selfimages of '

teachers. In this article, Burch and Danley explain how principals
can indirectly improve the quality of instruction by helping teachers
develop and maintain more positive perceptions of themselves

Teachers, like everyone else, have a need to feel actepted and
respected for what they are and what they do Admunistrators can
help tedchers feel more confident and accepted by approaching

“themn with the attitude that they “can do " Principals should also
““approach interactions with teachers on a collegial basis” and de-
emphasize positional status as much as possuble Before decisions
are made teachers should be consulted about important issues that
affect them. .

When teachers do a good job, it 1s important that they be recog
nized “by their colleagues within the school, others within the pro-
fession, and by those outside the profession ” To generate peer
approval —“the highest form of professional recognition” —
administrators can use good teachers to teach others, place them in
positions o¥ leadership, or recommend them to others Excellence in
teaching can also be recognized through letters of appreciation,
individual comments, or special announcements

24 '
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Staff Development Research Action Brief Number
10 Eugene, Oregon University of Oregon, 1980 5
pages ED 189 679 ~
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The educational literature contains a large number of reports on
successful’ staff development, programs Yet how many of these
programs really work, and how can an admistrator choose one
that 15 night for hus or her school? This publication helps to answer
these questions by sorting through "the many dubious reports on
staff development programs” and reporting on the few useful
studies that identify the important ingredients of success{ul staff
development programs
A recent study by the Rand Corporation, for example, identified
several staff development strategies that had significant effects on
the success of educational innovations The most successful train
ing was concrete, ongoing, and teacher specfic,” states the
repbrt, and gave teachers hands-on training and access to “the
kind of assistance they needed when they needed it Local
resource personnel, who were continually available, were more
useful than outside consultants, whose suggestions were perceived
as too ‘general, untimely, and irrelevant ”
Observing staff development projects in other classrooms or dis-
trictg proved to be a useful technique, for it allowed communica-
. tibn among teachers in similar situations The principal’s participa-

tion in the training was also found to be essential to a program’s-

success Surpnsingly, however, giving teachers extra pay for the
training “had either insignificant or'negative effects

Three main themes emerge from the research on staff develop- «

ment reviewed here. First, training should involve “less theory and
intellectuahzing and more practice and participation  Second,
training should be individualized and should be designed to meet-
¢ the onthejob needs of teachéfs And third, teachers should
partucupate more n ”choosmg and running staff development

programs ”’
25 Preferred Methods of Principals and Teachers * Edu-
#ation, 101, 4 (Summer 1981), pp 332-34 Ej 251 436.

A teacher's formal college traiming s “*just the tip of the iweberg”
says FamsWorthm’I&cher traming must be continued on the job
with a systematic hfe-long exposure to instructional methods and

.strategies But what, asks Farnsworth, are the most effective strate-
gies of staff development?

This question has by no means been settled, but several guide-
lipes are emerging from the research on this subject. First, inservice
activities should take place on the school premises Second, those
who are recelv.mg the training should be involved in plannmg it

Farnsworth, Briant J. “Professional Development

Thid, incentives offered for participatron in staff developmenth

programs should be intrinsic, not extrinsic And fourth, the prngam
should be based on a developmental”
t progtam ‘ '
it might be expected that principals and teachers would differ as

to thewr preferred methods of staff development To find out if this

was 5o, Farnsworth asked forty-eight elementary pnncipals and-.  ~

fifty-seven elementary teachers to priontize " twenty-four possible
methods which could support professional growth

These two groups of educators, it was found, were in farrly good

,10;'3 .

-

rather than a "deficit”
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agreement: The three topranked methods of both groups were
“workshops at school,” “observation of other teachers,” and ’class-
room demonstrations Teachers and principals also agreed that
participation in curniculum development, discussion groups, work-
shops at other district locations, professional presentations, and'
exchanée programs were among the top ten best methods

" Some significant disagreements did show up, though. Principals
rated “videotaping of teathers for personal analysis” as their fifth
most preferred method whereas teachers ranked it at thirtee-
Teachers, on the other hand, thought books or booklets on spec..ic
instruction subjects rated a nine; but principals gave it a dismal
twenty Famsworth closes with a discussion of the importance of
holding inservice programs on the school campus
25n PrSgram in Small Schools * NASSP Bulletlf) 64, 438

(October 1980), pp 26-32 EJ 232 070
Staff development 15 as important in small schools and districts

as it 15 1n large. And contrary to what some educators believe, a
successful, ongoing inservice program is not out of reach for small
schools. The keys to success, says Halstead, are “’planning and

commitment on the part of the bunldmg principal and a cooper&
tive professional growth committee

Halstead, David. “Developing a Professional Growth

The prinaipal should select staff members “who have demon-

strated intiative, innovation, and cooperation in the past” to serve
on the committee and should ask for volunteers as well The princr
pal should do the "'preplanning” — assessing the current need for a
pragram and studying recent research on inservice — and then pre-
sent his or her ideas to the committee. The committee should then
develop and administer a “needs assessment tool” to determine
staff members’ specific strengths, weakpesses, and needs Halstead
inclydes an example of a needs assess#ent questionnaire

Before implementing a program, the prinCipal should make sure
that committee members agree with the direction to be taken The
program should be ongoing as opposed to “one-shot,” and the pro-
gram’s effects should be regularty evaluated and changes made as
needed. ’

Halstead suggests that the principal and the committee
periodically identify some topics of current interest in the school
and then develop and present information relevant to these topics
during regular faculty meetings. Since staff members in small
schools often do little professional reading or outside study, the

incipal could also dxstnbute interesting or controversial articles to

e staff *
~ tional Leadership, 37, 5 (February 1980), pp 379-85 EJ

Z>

What types of inservice teacher training methods are most effec-
tive for helping teachers improve their skills? Joyce and Showers
analyzed over two hundred research studies that addressed this

»

_service Training The Messages of Research * Educa

- Joyce, Bruce, and Showers, Beverly. “Improving In-

question and they present here the conclusions of ther extensive
investigation

From the research Iiterature, Joyce and Showers identified five
ma;ﬁr components of training” presentation of theory, demonstra-
tion af skills, practice in classrooms or simulated settings, feedback
about performance, and inclassroom coaching Next the authors
defined the “levels of impact” that these training methods could
have

The lowest level. of impact is simple awareness of a teaching
_technique or its importance The next level of impact is achieved

when a training method gives teachers a clear and developed

concept of the technique, and a still higher level is achneved when
the method imparts the skills needed to apply the concept The
highest level of impact—and the only one with real effect on
teaching—1s achieved whén the learned skills are transferred to the
teacher’s classroom behavidr.

Presenting the theory behind a new technique “1s not powerful
enough alone to achieve much impact beyond the awareness
level, ' state the authors, but when cdmbined with other training
techniques, "it 1s an important component Mgdelmg or
demonstrating the technique increases the mastery of theory and
helps develop organized knowledge of ¥technique

Once awareness and knowledge are attained, practicing the

necessary skills. After practice, some teachers can transfer the new
skills to the classroom, but most teachers require coaching in the
classroom to make the transfer of skills complete Feedback —both
“structured” and ‘finstructured” —can “also help transfer the
learned skills to the tlassroom Joyce and Showers emphasize that a
combination of all the training components s necessary for

maximum impact. .
25 Development. it Can Work for You.” NASSP Bulletin,
62, 417 (April 1978), pp 1-8 EJ 175 594

Staff development can be defined as “all those activities spon-
sored or recognized by the school district” that “help employees do
their work better and with greater satisfaction . In recent vyears,

interest in staff development has grown stgmf:cantly One cause of

this renewed interest, state Kelley and Dillon, is declining envoll-
ment, which has caused “’a corresponding decline in teacher turn-
over with concomitant decreases in mobility and creativity within

~ the profession ** Other causes include increased public dissatisfac-

tion with the schools and increased pressures for accountability.
Effective staff development should have several important char-

-~ actenstics. 1t should evolve from a diagnosis of both district and

individual needs and should be designed and implemented to meet
those needs It should be a continuous, ongoing process and should
involve all professional®staff, including administrators. “Extensive
use of one-shot ‘dog-and-pony shows’* should be avoided, state the
authors, as should outside experts “who are willingéo provide a
snake-oil cure-all — for a fee — but are unable or unwilling to remain
until their panaceas have been implemented and tested

wy —

.techrique under simulated conditions is essential for acquiring the

Kelley, Edgar A. and Dillon, Elizabeth A. “Staff
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Staff development should aiso use what the authors call the
multiphcation principle  teachers who are competent or who
have recently been trained to be corgpetent should be used to train
other teachers in specific skill areas. Kelley and Dillon also suggest
that pr'eservace and inservice training be visualized as “a continuum
ot development which 1s the jont responsibility ebthe local school
district and institutions of higher education ' inciuded s a brief
description of the authors expenences in assisting junior high
schools in. Lincoin (Nebraska) develop a staff development
program -
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Lawrenice, Gordon. Patterns of Effective Inservice
Education. A State of the Art Summary of Research on
Materials and Procedures for. Changing Teacher
Behaviors in Inservice Education. Tallahassee,
Flonda Division of Elementary and Secondary Edu
cation, Flonda State Department of Education, 1974,
47 pages. ED 176 424

~ The most successful inservice programs are those that involve
teachers in the planning and management of their own professional
development Successful programs also provide opportunities for
teachers to practice their newly learned skills and receive feedback
from knowledgeable resource persons These are two of the central
conclusions arnived at by Lawrence after reviewing ninety-seven
research studies on staff development programs ' :

Lawrence and colleagues compiled all the research studies they g

could find that dealt with the improvement of the professional
competgncies of employed teachers. Next, the research team
formuldted fourteen factofs or categaries that they used to classify
and analyze the widely varying programs

The team.found that inservice programs held in schools and on
college campuses were equally capable of affecting teacher
behavior, but thB3 held at the school siteunfluenced more complex
behaviors, such as teacher attitudes. Programs were more success-
ful when teachers participated. as-helpers to.each other and to
outside persannel conducting the program More success was also
reported when school administrators hel to conduct the pro-
gram or conducted the program themselv%

Inservice pwgrams that had “differentiat traming experiences
for different teachers” were more likely to' accomplish their goals,
as were programs that emphasized “demonstrations, supervised
trials and feedback.” Pfacing teachers in an active role instead of a
receptive one and encouraging teachers to assist each other also led
to_success Lawrence discusses the implications of these findings
and outlines four examples of “well-designed studies” of inservice

-

programs. SR
McLaughlin, Milbrey Wallin, and Marsh, David D.
“Staff Development and School Change “ Teachers
College Record, 80, 1 (September 1978), pp 69-94 'E}

195 497.

Staff development—"education’s neglected stepchild” —1s cur-
rentlv receuvmg much greater attent:on in part due to declining

ERIC R
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enrollment and 'the decliming employment of new teachers that
goes with it Districts must now work with what tHey've got—older
and tenured teachers. Despite this rekindled interest, however, most
educators still believe that staff development as it is now practiced
has little or no value So what can be done? ) .

One potential course of action, suggested in this insightful and
well-written amcle\,wzk “both the nature and the role of
staff-development programs * McLaughlin and Marsh here sum-
mamze and reflect on the findings of a recent and extensive Rand
Corporation study that “presents a fundamentally different view of
staff development” than that now found in the literature or In
practice

Not surprisingly, the study found teacher commitment to be a
major factor contributing to the success of staff development pro-
grams Teacher commitment, in turn, was strongly influenced by
the strategy of program planning A collaborative planning style —
in which adiministrators and teachers had roughly equal influences
on the program’s development—was “necessary to both the short-
term-and long-run success of a planned change effort ” Both “top-
down” planning and “grassroots” planning— in which teaéhers con-
ceived the plans —were far less succéssful

Teacher commitment was also heavily influenced by the pro-
gram’s extent ““Complex and ambitious” programs were more likely
to stmulate teachers than were limited and routine programs

McLaughIm and-Marsh speculate that ambitious programs “appeal -

to a teacher’s sense of professionalism” and thus give “intrinsic”
sewards that are highly motivating Supporting this notion is the
finding that “extrinsic” rewards such as extra pay actually led to less
achievement of program goals

The study also found that successful staff development programs
had. two complementary elements “staff-training activities,”
through which specific skills were taught, and “training-support
activities ** Support activities— such as continuing classroom assist-
ance by resource personnel and frequent project meetings —were
essential for the retention of the newly learned skills. Also included
~greestensive discussions of institutional leadership and teacher
characteristics as influences on the success of staff development
programs. s

Olivarez, Ruben Dario, and Berrier, Helen, School
Based Inservice Teacher Education. A Handbook for
Planning and Providing. Austin, Texas College of
Education, University of Texas, 1978 21 pages ED
J 186 391, )

Many if not most inservice programs are still considered to be
ineffective and a waste of time by the teachers who are required to
attend them. This situation could be improved, the authors contend,
if individuel schools established “‘school-based inservice
education” programs that allowed the school’s staff to both * deter-
mine its own needs for professnonaf development” and “utilize its
own strengths and talents to meet those needs.” The authors here
outline one such program that they developed for an elementary
school’s staff. '
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In phase | of the program, the principal establishes a steering
commuttee of teachers to help oversee andyguide the program , The
steering committee and the principal ¢ tetorun an“ajtemoon
workshop in which all faculty members (divided into small groups)
help to answer such fundamental questions as what inservice edu-
cation 15, who should plan and provide it, and what the content
should be

In phase 11, teachers meet by grade level to assess their individual
and group needs for professional development. With the group
leader's help, the grade-level groups select three areas to focus their
training on, and then assess available resources (inciuding focal
talent”) and determine projected dates, places, trainers, matenals,
and costs of the training

In phase lII, the traming sessions are conducted, again with
strong input from teachers “Each grade level training group ought
to be responsibie for directing its own trafning expenience,” state the
authors The groups should find their own consultants, if desired,
negotiate ther own meeting times, and purchase their own
matenals In phase 1V, the program is evaluated for future

improvement.
25 Orlich, Donald €. Establishing Effective In-Service

Programs by Taking.  AAIM' " Clearing House, 53,
1 (September 1979), pp. 53-55 EJ 219193

Many teachers perceive inservice programs as wrelevant, poorly
planned and organized, and inadequate These attitudes are often

generated, says Orlich, by short-term inservice programs that are

conducted without followup and that do not address the needs of
teachers School districts can improve any staff development
program, though, Orlich claims, by conducting their programs in a
four-element gequence titled "AAIM.”

Step one 1s titled “awareness” and consists of the di¥semination
of information about new concepts and skills through conferences,
lectures, multimed:a presentations, and the like. Unfortunately, this
15 where most inservice programs end. "The staff becomes

— —— — - “gxposed—to somethmg-—new:” states- Orlich- Zbut-that.as. st=

exposed!”

Awareness of new ideas alone "1s totally inadequate to serve as
ann-service model.” If ideas are to stick, participants must practice
the innovations, which is the second element of the
sequence—application One tested method of application that
Orlich discusses 15 'microteaching,” in which a teacher tries out the
techmique on a few peers or students.

Following a successful second stage, the inservice program
moves mto the “total assimilation” stage called implementation
During this intensive period, all appropriate administrators and
teachers “are involved in a full spectrum of inservice activities
which relate to the objectives of the inservice program “ This phase
is complete when teachers can ‘demonstrate their newly learned
skills and know why they are being performed

The final phase of the sequence i1s the “maintenance” of the
developed skills, which consists of ““a continued and longstudinal
‘low level visibility’ set of in-service activities ”

Smith, Theodore, editor: A Monograph on Staff
Development. Sacramento, Califormia Califormia
State Department of Education, 1980 26 pages. ED

258

Does your schoo!l have a definitive policy on staff development
that outhnes overall objectives and establishes the distnct’s and
school’'s commitment to a staff development program? Is there a
person in your school or district with defined powers and responsi-
bilities for implementing staff development? Are decisions about”
staff development made with the involvement of those who will
participate in the program?

Those questions and numerous others presented by Smith are
designed to help school administrators analyze theuwr, school or
district staff development program Smith outlines the criteria of
good staff development programs and describes how they should
be evaluated He includes in this gerjeral introduction to staff devel-
opment an explanation of the ratipnale for school improvement
efforts and a description of the basic principles of managing staff
development programs at both the district and schoolsite levels.
Although the focus ts on staff development in California— particu-
larly in regard to the legal requirements for staff development in
that state— this publication should be valuable reading for all edu-
cators involved in managing staff development efforts

A furst step in implementing a staff development program 1s to
assess the needs of the school Smithssuggests questionnaires or
interviews of staff members, and the afjalysis of student test data,
attendance statistics, course evaluatio®s, and so ferth Prionties
should be estéxshed by the staff development planning group, and
then realistic'goals should be established Next, the target group for
traiming activities should be identified and the content of the
program planned

.1t 1s important that the program participants feel that they have
a part in developing the program,” Smith reminds us "Otherwise,
they may not feel that the proposed training will be useful to them ”
_ Once the detalls of  the program have been decided and released_

design and implement a strategy for evaluatmg the results of the

program
Leadership, 37, 5 (February 1980), pp 386-89. E) 216

25

\An effective and efficient inservice program requires an oerall
framework to guide its implementation ' In this article, TroRanis
and Jackson outhne one such framework —termed the “technlcal
assistance inservice model —which they claim “offers a workable
alternative to more traditional inservice approaches.”

In the initial step of the five-step technical assistance process, the
"agent” —who provides the aid — and the "'chient” —who receives it
—work together to identify the objectives of the process In this
step, the agent—whether 1t be a principal or other district

1

.

Trohanis, Pascal, and Jackson, Elouise. ""The Techni-
cal Assistance Approach to Inservice ” Educational
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administrator— becomes “thoroughly familiar with the overall
goals, methods, and time schedule” of the teacher or teachers being
assisted In step two, the chient and agent decide how to bridge the
gap “between where the [instructional] program 1s and where the
client would like 1t to be”’

Once the needs for inservice are assessed, a written agreement
between agent and client 15 drawn up that specifies “in clear,
strasghtforward language exactly what 15 to be done for and by the
chient * In step four, the agent systematically Io’tes retnieves, and
delivers the resources needed by the client, whether they be topical
workshops, funds for matenals, or arrangements to observe other

ptograms In step five, the technical assistance process 15 reviewed

and evaluated -’

This inservice model, state the authors, can be used to'help staff
members acquire specific skills or cap be used “'as a closed-loop
program’’ to improve instruction on a continuing basis Included 1s
an example of a written technical asswlirbagreement

2@@ Webster, William E. - Mm‘( Resources Available for
- -Staff Devglopment.. Thrust for Educationd! Leader-
shlp, 9, 4(March 1980), pp. 8-10. E} 221 571

The most \‘/alua(a]e resources available to a school district for
staff development are the principals, teachers, and central office
personnel who work in the district. Additional help cah often be
obtained from traditional sources, such as state departments of
education, county offices, and colleges and universities Webster
here describes several new sources of staff development assistance
that have recently emerged in Califorma—some funded by the
state and some by the federal government

For over a decade, California has been funding “Professional
Development and Program Improvement Centers” that are
designed to improve classroom instruction for Title | students, par-
ticularly in the areas of reading and math. The centers use a process
,of clinical supervision with sustained followup and.assistance at the
school site. Local digtricts may contract with. these'centers for the
services of their well-trained personnel

The California Writing Project, an outgrowth of the successful*’

ERIC '
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Bay Area Wniting Project, 1s an intensive summer training program
for teachers at all levels A carefully selected group of teachers
work with university faculty to improve their own skills, and then
they assist other teachers to do the same during the school year

In 1977, a staff development bill was p;ssed in Califorma that l

established six /*State School Resource Centers ” The cCenters con-
duct training-programs, contract for outside assistance to help local
districts meet their staff development needs, and help schools
conduct needs assessments. California also has four federally
funded “Teaching Centers” that offer the same kinds of services as
the state centers

Webster also describes staff development resources available
through the Federal Teacher Corps, BiliWgual Education Service
Centers, and Child Service Dempnstration Centers

20

Wood, Fred H., and Thompson, Steven R. “Guidelines
for Better Staff Development Educational Leader-
ship, 37, 5 (February 1980), pp 37478 E) 216 054

“Inservice teacher traml'ng, as it 1s now constituted, 15 the slum of
Amencan education,” state Wood and Thompson “It 1s disadvant-
aged, poverty-stricken, neglected, and has little effect ** The authors
here review the reasons why staff dgvelopment 15 in such disrepair
and then offer practical suggestions for its revitalization

In state and .national surveys, teachers and pnncnpals report
defects in staff development programs such as poor planning and
organization, wrelevance to actual classroom situations, lack of
participant involvement in planning, and fack of followup in the
classroom Other problems stem from the view of teachers held by
staff development personnel as “needing to be” contiolled and
“wishing to avoud responsibility.”

However, “the \major flaw in staff development,” state the
authors, 1s “that we have ignored what 1s known about the adult
learmer” In partlcular, adult learning should be expferience based,
because “experiential learning accommodates the special learning
styles of adults, and it maximizes the transfer of leaming from
training setting to application on the job * Recent research also
suggests that adults prefer to learn in informal settmgs which
implies that inservice training should be held in the normal work
setting - -

Adult learming is further enhanced by inservice programs that
demonstrate respect, trust, and concem for the learner Thus,
inservice educators should reduce the threat of external judgment
from superiors and encourage participants to work in small groups
and learn from each other Teachers should also have more control
over what and how they are leaming, and they should be given
ample opportunity to practice, in real or simulated settings, what

they learn. » . - 3 i L

a
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2@ Blecke, A. E. “Compensating Teachers for Extracur-
A\ ncular Activities “ NASSP Bulletin, 64, 438 (October
- 1980), pp 78-86 Ej 232079 .

Compensating the sponsors of extracurricular activities -has
always béen a thorny jssue and has become even more of an
administrative headache since the passage of Title IX Teachers now
frequently complain about inequities in the compensation for dif-
ferent activities-or for the same activities performed by different
sexes In this article, however, Blecke outlines an impressive system
that will end complaining, will ease the job of 'deciding compensa-
tion for new activities, and will “provide a vehicle for deciding
whether programs have grown or shrunk and whether they deserve,
accordingly, more or less compensation

This system was first developed at Antioch High School —where
Blecke 1s principal—by a commuttee of three faculty members, the-
student activities director,’and the athletic director The committee
first determined exactly what was involved in supervising activities
programs Nine compensation factors were identified: student
<contact time, preparation and planr{ing time; public exposure and
expectations, weekend and holiday involvement, instructional and )
organizational skill required, student-advisor ratio, responsibility for
equipment and materials, travel supetvision, and number of other
adults supervised. )

Faculty members were asked to rate each factor according to its
importance for compensation. The committee then established a
point system for each category, based on these results Next, each
activity sponsor was asked to indicate his or her level in each cate-
gory Point totals were calculated for each of the school’s fifty-eight”
activity positions, and then each activity was placed in one of five
groups Positions within each group receive approximatély equal
pay (Pay can varywithin prescribed hmits depending on experience

. and merit) -

Sponsors who believe their programs have grown or their com- _
pensation 1s inddequate can requést a reevaluation of the activity”
point total Included are four figures illustrating the 'various ques-
tionnaires used in this system

W

T
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23 Christensen, Douglas D. Planning and Evaluating

\ Student Activity Programs. Reston, Virginia National
Association of Secondary School Rrincipals, 1978 23
pages ED 148 001

A useful tool for planning, implementing, and evaluat'ing a
student activities program 1s the MBO/R (Manageme[it-by-
OB]ect;ves/Results] method, fully described in thi; bobklet.
Essentially, MBO/R 1s “a systematic means for an individual or
organization to dectde what s wanted or what.should be done and
to formulate a plan of action to reach the identified purposes of
goals " Thus, the method ts not limited to use with student activity
programs, but can be appled to any planning situation ’

The furst and. most fmportant step 1s to set goals Goals are very
mportant, says Chrstensen, "because they “tend to create

_£ommitment toward "ther accomplishment” Wwhile providing
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‘dlrect'ion and purpose to an endeavor the author has mcfuo%
05§vera| questions and examples to help ind .uduals or organizations
, dentify,goals -

¢ The second step is to create-an action p
specific statamedts (called objectives

consisting of highly
y* the author) each of

nmplemented or completed ”

toward the attaingent of the objectives in the action plan Th|s step
involves specifying the nitty-gnitty details of reaching the goals and

, includes ysing a schedule or time line with specific deadlines
The finakstep, and the one ‘most often left out, 15 to evaluate the
success of the plan of action After comparing actual results with
desired goals, one must dec:de whether the goals were realistic and
_whether the action plan w. well designed At this point, the
“MBO/R Improvement Cycle” he s again with a new definition of
—goals Included are examples of action plans and several examples
“ of studenf activity program evaluation forms currently in use 1n

various schoolxéystems = .
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Gordon, Vera Julia. “Extra Cuyrricular
Programis — How to Survive n an Era of Austenty ”
Paper presented at the National Association of
Secondary School Prmcubals annual meeting, New
Orleans; january 1977 5 pages £D 136 371

In times of inflation and shninking budgets, how can a school
maintain tts extracurncular programs? The answers given here by
Cordon make good economie sense. cut corners on expenses,
mcrease revenues, and evaluate each activity to determune its
purpose and whether 1t is indeed necessary

in evaluating each program, Gordon emphasizes that the choice
15 rarely so simple as “"keep as 15’ versus el;mmate in its entirety
More likely, the range 1s  keep, reduce, change, consohdate,
Incorporate, rotateseliminate ~ Each cost component of a %&iven
activity should be .examined for possible reduction and, when
“Changes are made, they should be made clear to all involved.
Included 1n the decision-making process should be administrators,
staff, representative students, parents, and, in some cases, the®

—community.as.a Whole. -

Student activities progrﬁﬁ‘@*severakpewhle_&urces of
support, including direct support from the overall school budget, = —
student government funds, fees from members, and fund-raising
events, Funds fer -extracurricular programs: can sometimes be
increased by various forms of direct appeal from the board of

. education, the school, or indwidual adwisers, coaches, or
department heads. The appeal can be very general in nature or it
can be directed at a specific group, such as businesses, alumn, or
parents of team members

Fund:rasing events can be a sodrce of much additiongl income,
but administrators should keep the process under eye, For example,
the physicat sécunty of the money should be assured and good
accountinig techniques used. More importantly, the wisdom of the
fund Lraising progect should'be carefully judged, sometimes presSure

-

ERIC | ) -

which udentlfnes one specific behavior or expenence ‘that 15 to be .

The third stép 1s to delegate responsibilities, resources, and m'he,
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* to donate or purchase items can have a long term negative effect
on future fund appeals .
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Gorton, Richard A. How to Run an Efficient and

Effective Student Activities Program = NASSP

Bulletin, 60, 404 (December 1976), pp 6976 E) 158
045 )

( -

\ There are several essential elements of a successful student

wvitjes program, ncluding clearly defined program objectives
and afmumstratwe and statt commitment But pethaps the most
important element for an activities programs success 15 good
organization

DOne ot Gorton s orgapzational suggestions is a student activitres
handbook, to be distributed ‘to students and other appropniate
persons at the beginning of each school year The handbook should
contain information on eech student group s activities, including

_“purpodes, objectives, types of activities, qualifications for
memb shup and holding otfice, adviser s name, and who should be
.con d about membership or more wnformation

At tht end of the year, each group should be required to prepare
a report detailing the accomplishments and progress of the group
and particular problems andissues remaining unresolved af the end
of the yearr The report, suggests Corton, need be only two-to-four
pages long and could be prepared jointly by student officers and

_the group’s advisers

Another organizational component should be pe’odlc

_» , evaluation of the entire activities program once a year, if possible,

but at least every two or three years To help in thns process, Gorton

includes several questions the evaluator should ask about each
.specific activity and about the entiwre program -

Evaluation becomes much easier when each adviser and student
officer has a written role description, says Corton In addition, both
advisers and student officers should participate in developmental
inservice training programs to improve their orgqmzatlonal and
leadership skills Admmist.rators should also encourage
participation n state and national student activities associations

Otherorganizational components discussed by Gorton include a
, student-teacher advisory council for the total activities program
and a director of student activities who would take charge of the
overall program

2“ yatt, Ronald W Iritramural-Sports: Organization and
Administration. Saint Lourss C V Mosby Co, 1977
' 299 pages. ED138552 .

This comprehensive book, addressed to the directors and leaders
of intramural programs, is indeed the “complete” book on
intramurals It deals.with the entire gamut of intramural topics,
from the abstract philosophy of intramurals to the details of
drawing up a budget Although primanlfy addreséed to college and
university program directors, there 1s much that is applicable to
ntramural programs in pubh(. schools and other institutional
settings.

Hyatt begins by discussing the h-story pfljpeophy and definition

y #
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ot intramurals. He believes that a new intramural program is noy
being bom The néw intramurals, which began emerging in the
1950s, difter from the old in that they are wider in scope, offer
more activities, possess more highly trained leadership, and render
mdre services * In addition, they are often financed as a separate
budget item and needn t be conducted within the confines of the
school, as the name intramural implies

In a separate chapter, Hyatt describes the 'status of the
profession,” intluding the relationships of intramurais with physical _

‘education and varsity sports, the current prerequisites and salaries

of intramural directors, and the job opportunities available in |
intramurals Another chapter is devoted to the special problems and”
influences of women s intramurals, including the recent impact of
federal legislation These two chapters, as well as the other
eighteen, conclude with complete lists of references for further
reading

The largest part of this book 15 devoted to the detailed “how-to”
of organization and administration, budgeting, publicity,?
evaluation, tournaments, women’s programs, corecreational
activittes, and much more Organizational charts~sample forms’
and pictures are abundant, as are references tc1 research findings
and the historical development of ideas Separate chapters deafs

with such topics as units of competition and scheduting, rules an!?""’

regulations, point systems, awards, faculty programs, sports clubs,
public relations, and legal hability

Kaser, Joyce. Sex Equity Beyond the Classroom Door

Title IX and Extracurricular Actrvities. A Technical
Manual. Washington, DC  Amernican University,,
1980 104 pages. ED 199 482 -

A study of male and female participation in extracurricular
activities in almost any high school would reveal wide discrep-
ancies in male/f\e‘male participation in some activities Pep club
members, for example, might be almost alliemale, whereas dis-
tributive education members might be primanly male

Are schools with these discrepancies in compliance with: Title IX?
If not, what can be done? In this clearly written technical manual,
Kaser explains just what 1s and what is not legal, how to determine
just how illegal your extracurricular program s, and what can be
don€ to correct sexual imbalances 1n nonathletic student activities
programs

Kaser’s analysis clearly casts the prncipal in the role of social

—————————change agent After collecting data on the various student activities

programs and computing a "Sex Equity-Difference Indicator” for
each activity, the principal 1s advised to take action to correct any
preferences for activities that seem to be based on sex. For example,
if cheerleadmg has been traditionally a female actnaty, “then you
may need to change the image of that activity as one for females
orly,” perhaps by incorporating gymnastics and acrobatics into the
activity.

In step-by-step fashion, this manual provides educators with the
information, procedures, and materials needed for complying with
Title IX Background information on the legal and educational

LN
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contet for complying with Title IX " is provided, along with a listing
of resousces for further assistance ” Also included is a section
d&a‘ahng methods of assuring sex equity in 1}1e employmept of

.
activity advisers -

Klein, Norman S. “Cyrrent Status of the Student
Activity Prograggs in Wisconsin Public and Private ~
Senior High Schools “ The BuIIetm,}Z, 3(Spring 1974),
pp 9,]8—20 £D 094 454

The term extra<cutncutar activities should be eliminated,
suggests Klen, and replaced with student activities This change
would help promote the view that activities programs are an
important part ot the total educational expenence and not extra”
or relatively unimportant -

This 15 one of many recommenda ions that Klein makes after
reviewing the results of a survey of student activities in Wisconsin
high schools Among the findings were t{\at the principal is most
otten the person responsible for o

263

e activities program, though the
literature suggests a need for a separate activities dwector Most
administrators acknowledged the need tor more evaluation of
activities, and some appear to be moving slowly in this direction.

The survey also reveal@d vanous restrctions placed ongdudents’
participation in activities, most frequently grade point avelage and
behavior probler:ns Most admunistrators in both publtq and private
schools were opposed to the idea of boys and,girls participating
together in interscholastic sports Trends note§|nclude a move
toward electing a student to represent the student body at board
meetings, and a move toward optional attendarice at school
assemblies

Z. Klein suggests that each school develop a set bf written

]

——for-instructional.

objectives and adviser handbooks for all their activitie$'and include
administratgrs, faculty, and students’in the process When activity
advisgrs are chosen, the administrator should attempt to equalize
the total load among teachers and give compensatory pay or
released time, when possible, to teachers who spend time beyond

the regular school day )
2@ Activities— An “Essential Component’ NASSP
Bulletin, 58, 384 (October 1974), pp 4143 EJ 103 477.

Traditionally, the principal’s role in student activities programs
has been managenal and noninstructional In nature Khne and
McGrew b&lieve, however, that *“an activities program doées have an
instructional role and should be part of a principal’s responsibility
fovement '

The prncipal should first survey the staff to-determinewha can _
and will sponsor activities In selecting a sponsor for a particular
activity, the sponsor’s qualifications for the assignment should be
the primary cnteria, not the sponsor’s senionty or lack of it The
principal should also concentrate on equalizing the total workloads
of staff members when selecting sponsors.

After the sponsors are selected, they should undergo training in
leadership, club management, economics, public relations, and

170
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Kline, Charles E., and McGrew, C. Daniel. 'Student
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legal accountability, to assure that they are aware of thew
responsibilities Once a program gets rolling, the principal should
peniodicaily evaluate the program to make improvements,
ascertain progress and growth, give direction to planning, and serve
as a record ”

Kline and McGrew suggest that principals view student activities
progfams as a third curnculum, desngﬁ:ﬁ to complement the
other two curncula {the tirst being required courses, the sec%d
electlve courses) In this view, the principals function is'to
coordinate the three curncula to assure a rounded educational
experniente for students .

Long, Ruth; Buser, Robert; and Jackson, Michael.
Student Activities in the Seventies A Survey Report
Reston, Virginia National Association of Secondary
School Principals, 1977 36 pages ED 143 068

=g

o

those wishing to get an overview of the literature on student
activities Most of the entries are from the 1960s, about 10 percent
are from the ea\'f& seventies, but some ate dated as early as 1925 A
large number of entries afe from the journal School Activities,
which ceased pubhshing in 1969

The bibliography is divided into seventeen sections, with entries
alphabetized within each section Amogg the topics covered are
organizing and administening, fnnanung student participation,
evdluating, objectives and purposes, and faculty responsibility
Other sections deal with specific activities such as assemblies,
athletics, clubs, music, publications, speech-drama, and student
government

The bibliography was written for principals, activity program
administrators, student leaders, faculty members, instructors in
teacher colleges, and researchers

One of every three students thinks extracurnicular activities are
rf1ore important than coursework Seventy percent of
adfinistrators believe teachers are less interested n student
activities th.an. were teachers ten years ago TWO'thIrd.S of student
activity sponsors Have three or more activities that they are solely or
jointly responsible for )
These are just three of the many interesting findings in this report
“on a recent NASSP survey of student activities programs in the
Upited States The _authors asked a wide cross-section of
admmustrators activity sponsors, and students about their views
and attitudes toward cocurricular activities They provide detailed
\dISCUSSIOnS of theiwr numerous findings and a wealth of tables
Ilustrat{(g the survey results
The Survey indicated that most students think extracumcular
activities are very important —even more important than achieving
high grades or having a car' Student interest s also indicated by the
findings that nearly 40 percent of students spend ten or more hours
per week on activities, and a majonty spend $100 or more per year
on activities
- Threé-fourths of the admlnlstrators responded that
underparticipation 15 a bigger problem than overparticipation,
especially in larger schools Almost all administrators believed that
prospective teachers should receiv; more undergra@te training 1n
student activities and that girls should be given more oppartunities
to participate in interscholastic sports
Over 90 percent of sponsors spend weekend andevening time on
adviser duties Male sponsors are more active, as are sponsors from
larger schools About half of the surveyed sponsors hgye had no
training for their role in their activity program, but most of these
sponsors would like to have training Less than half of the sponsors

tedior.thmm@gyr‘ncular work

National Association of Secondarygchool Pnncnpals
4 Student Activitigs in Secondary Schools* A
Bibliography Washmgton DC 1974 95 pages ED

089 188 .
This annotated, 450-entry bibliography 15 a good first soute for
Q
.

Powell, Janet F. Scheduling of Student Activities and
Employment of Full-Time Activity Directors n
Secondary Schools An ERS Report Washington,
DC Educational Research Servnce 1974 21 pages
ED 098667

How do school districts across the nation schedule
extracurricular activities? How many districts employ activity
directors, and what are thewir assigned duties? These are the major
questions answered in this £RS publication, which reports on the
results of a 1971 NASSP survey of student activities and a similar
survey conducted more recently by ERS

The ERS survey found that nearly half of the responding districts
scheduled all their activities fter school in all orsome of their high
schools This kind ot scheduling was found to be more prevalent in
larger schools Another popular option was to schedule activities
throughout tHe day Smaller numbers of schools scheduled activity
programs over an extended junch penod or during the last period of
the day )

About one-fourth of all respondihg districts employed full-time
activity directors The employment of full-time dwectors was
correlated with system size, so-that few very small districts (300 to
2,999 students; employed directors (5 6 percent), while nearly one-
third of the Iargé— and medium-sized districts employed full-time
directors Interestingly, the presence of directors had httle
noticeable effect on how the activities were scheduled (after
school, throughout the day, and so forth)

job descriptions for activity directors were submitted by 26 of the:
576 responding districts, Eleven of these descriptions are included
in this report

Some of the job descriptions are very general in scope, whereas
others are much more specific The duties assigned to the director
vary-widely, but host nclude coordination of the athletic program

20
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Other duties include mamtammg‘he schoot talendar-prowding ___

inservice traming for actwity sponsors, developing fire drill
procedures, coordinating field trips, overseeing school publications,
coordinating use of bulletin boards and showcases, and directing
the student locker program

111 '
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Robmson, Russell D. Group Dynamics for Stydent
Activities Reston, Virgimia National Associaion of

Secondary.School Principals, 1977 47 pages €D 1 53

. 337

Leaders sometimes believe that if a group 1s well organized and
has clear goals and purposes, the success of the group 1Is
guaranteed Not so, says Robinson, for there are four essential
requirements for a successful group Besides purpose and
leadership, a group must have an acceptable means of
communication between members, and the group membe\rs must
accept each other Robinson devotes a chapter to each of these
four essential factors in this clearly written moribgraph

As a group develops, it goes through f stages, commonly
designated "'groping, griping, grasping, an ping ” When a
group first comes together, members attem “checkout” the
group and' their potential place in it (groplng) Next, the power
structure of the group forms, as members strgggle for control
{griping)

After these self-centered stages, some membeys start behaving in
ways that dampen conflict and make the group more

“we-centered” (grasping) An extension of grasping 15 the final
stage —grouping —when the members definitely feel themselves as
part of a group T e

In the chapter on leadership, Rabinson discusses the types of -

leadership roles, leadership styles, and the duties and
responsibilities of leaders The three dimensions of leadership are
defined as ability to accomplish the necessary leadership tasks,
willingness to lead, and ability to maintain socially satisfying
relationships n the group

The communication chapter deals with.problem-solving and
decision-making processes in small groups A separate chapter
deals with handling group conflict and discusses topics such as
conflict strategies and the “win-win” philosophy Also discussed is
group acceptance, with an emphasis on members’ positions on

Maslow’s hierarchy of needs .
Secondary School Pnincipals, 1977 28 pages ED 144

27

How can a student council assess its orgamization and
ettectiveness, and what can it do to improve itself? Van Pool here
provides both cntena for evaluating student counail performance
and a wealth ot suggestions for improvement He recommends that
any council that wishes to improve its perférmance first go through
the extensive list of critena he provides and place a “yes” or “no™ in
front of each item

Following the methods tor diagnosing a council s performance,

Van Pool, Gerald M. Improving Your Student
Council Reston, Virginia National Association of

- —V¥an-Poolpresents numerous suggestions for the treatment of ‘sick”

councils, The c‘ounul tor example, should constantly.strve to
broaden communication with the student body The opintons and
reactions ot students should be sought in all areas of the school

1i2

.

program in which the council has influence, and the council should
find numerous ways to report back to the student body

The author devotes a separate chapter to the problem of how to
~advertise” the student council, with methods ranging from school
assemblies and newspaper columns to student handbooks and
displays in the school’s camdors . *

Van Pool also warns councils against becoming chquish or elitest
orgamizations - The business of the council should not be secret,
instead, the participation of every student should be encouraged.
“One sure way to ‘kill’ a,council,” states Van Pool, "is to have it
represent only a small segment of the school population,” such as
those with extremely high grade point averages
27 Program NASSP Bulletin, 64, 435 {Apnil 1980), pp.

83-88 EJ) 219 605. )

Because students participate voluntarily in extraq’micular pro-
grams, says Vornberg, these programs ”have the potential to out-
perform the traditional curriculum 1n terms of motivating students
and teaching Iife skills.” Principals, however, often fail to evaluate
these important programs as tenaciously as they do the school’s
curnculum and staff But student activities programs, Vornberg
stresses, should be evaluated just as often and as rigorously as
regular programs

- Before an evaluation procedure s established, some “measuring
standards * or objectives for the programs should be identified.
Unfortunately, says Vomberg, objectives are usually “implied or
only subconsciously recognized” by administrators, while sponsors
rarely recognize or utilize them Thus, the objectives should be
developed with the help of teachers, students, and parents, and
then written down Vornberg includes several examples of such
obiecti\;es

Once standards are established, several means can be used to
collect data on the activities programs Student questionnaires,
partiaipation records, and discussion with Students are good places
to begin Next, the mechanics of each activity's a@ministration
_should be examined Aspects of program organization that should
"be considered include the handling of st student act:vnty funds,
conformity to legal codes and district policies, proper per selection ar

Vornberg, James A. Auditing the Student Activity
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training of sponsors, and the coordination of the programs “to best
support the school’s goals and to eliminate program and scheduling
conflicts - .

Finally, the data collected should be used to determine if each
activity 1s achieving its objective. This is particularly important “for
activities that have decreased participation” Programs not
redching objectives may have an uninterested or overdominant
, sponsor, may need better facilities or more money, or may be suf-
fering from a lack of student interest Vomberg includes alistof pos-
sible corrective actions for programs not living up to expectations

Class. Reston, Virgima National Association of
Secondary School Pnpcupals, 1977 41 pages ED 147
999

"We specifically train plumbers, lawyers, doctors, and
engineers,” states the foreword to this monograph, “but presently

27 @ Young, Sandy. Developing a Student Leadership

very few schools teach the ingredients of leadership * In fact, states

Young, only 15 percent of schools offer leadership training classes,
though a great deal of lip service 15 paid to teaching leadership in
the schools

This booklet, addressed to activities advisers and school
administrators, 1s designed to provide a rationale for lsadershlp
classes as well as specific information on course objectives, course
content, and methods of instruction for leadership classes.

The first step 1 organizing a leadership class is to specify course
objectives It Js suggested that sponsors begin by “analyzing your
own situation and listing and giving priority to the goals you have
for the course ” But keep goals as specific and realistic as possible,
Young emphasizes, so that progress toward their attainment can
later besmeasured T,

The course content of leadership classes can usually be groupe
into three broad categones “Basic techniques and skills of
leadership and followership” includes information on roles and
duties as well as techniques of speech writing and parliamentary
procedure “Organizational structures and styles” encompasses
council organization, record-keeping, budgeting, and bookkeeping.
“Group processing and personal development” includes-problem-
solving, decision-making, and human relationships Other activities

.that could be covered include the workshop, the independent

' project, and peer counseling.

. Young also discusses methods of instruction for leadership
classes To illustrate ideas throughout this monograph, the author
has included numerous examples from existing leadership classes
and, in an appendix, presents four complete leadership course
outlines that are currently in use
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Student .
Retention . -
vs. Social

Promotion

2 ' Baenen, Nancy R; Jackson, Elaine; and Morales,

¢ 7 Lydia. A Research Summary. The Effects of Grade
Retention on Elementary Students 1980 9 pages. ED
196 556

Retention policies are clearly *tied to trends of educational-
philosophy For example, "prior to 1960, most distncts normally
retained,students who were having severe academic difficulties In
the sixties and seventies, however, it became stylsh to * socnally
promote" failing students Now, the pendulum appears to be swing-
ing back toward “tighter policies, teachmg the basics, and com-
petency-based education ”

But what has rfesearch to say about the retention-promotion
debate? The authors of this brief report discuss the results of several
Iiterature reviews and other publications on this topic and conclude
that research has not yet determined “whether it is better to pro-
mote or retain students who are achieving below expectations ”

Some studies support the notion that social promotion is better.
Retained students often perform no better than promoted students,
and sometimes do worse Retained students may also suffer from
damaged self-concepts, say other researchers Finally, one study
showed that threat of retention did not serve as a motivation to
perform better ’

Another group of studies supports retention policies. Retained
students do appear to perform better, say these studies Moreover,
self-concept actually improves after retention Finally, “teachers
feel the range of ability levels which they have to deal with is more
manageable when the lowest achievers are retained.”

No hasty conclusions should be drawn from either body of
research, the authors emphasize, because “most of the research
available .  has serious methodological problems that make any
conclusions drawn tentative at best * The crucial question,.accord-
ing to one study reviewed by the authors, “is actually not whether
academically deficient students should be retained but how the
most favorable learﬁing situation can be provided for the pupil.”

27 Bocks, William M. “Non-promotion: ‘A -Year to
Grow? “ Educational Leadership, 34, 5 (February
1977), pp 37983 E} 155099

The assumption that grade retention provides children “a year to
grow” led schools to fail over one million elementary children i in
~ 1971 But this assumption, Bocks argues, is a false one based on
ignorance of the research evidence. His review of the evidence:
counters the common arguments n support of nonpromotion apd
reveals its “devastating consequences” for children. Although he
offers little critical analysis of the research and occasionally differs
with fackson (see number 283), he gives a concise and forceful
summary of the research findings
The evidence clearly shows, Bocks concludes, that
nonpromotion brings no benefit to, children and often brings harm.
It fails to ensure greater achievement The majority of students who
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repeat a grade achieve no better the second time, and many do
worse Nonpromotion only worsens students social problems The
‘threat of qonpromotmn does not enhance motivation And
nonpromotion policies fail to decrease the range of student abdmes
with which teachers must cope

This evidgnce and our concern tor children, Bocks continues,
demand that we respond to student problems by adjusting our
. ctassrooms to meet the needs of all students it 1s not possible to
prepare all students equally for a given grade, and teachers must
accordingly indwidualize instruction to.accommodate students
* diverse needs .

Administrators have a role to play as well Lack of knowledge
and fear of falure keep many teachers from individualizing
instruction  Adminsstrators can help by providing teachers with
| opportunities to learn the skilis ot individualized instruction and a

safe environment in which to practice it
27 Caplan, Paula J. The Role of Classroom Conduct in
the Promotion and Retention of Elementary School
? Children Journal of Experimental Education, 41, 3
(Spring 1973), pp 8-11 EJ 082 200

Far more boys than girls areidentified as problem learners,
Caplan reports, and it seems that conduct and sexual norms
influence ?}:s ndent\sflcatuon Her study sought to examine the
influence of behavior and sexual norms on decisions to promote
and retain students Caplan matched fifty promoted and retained
primary students according to age, sex, race, and grades Forty were
boys and only ten girls, reflecting the ratio at which boys and girls
are retained She found that the promoted girls received
significantly higher behavior ratings than did the retained girls and
that the mean behavior rating for the retained girls was lower than
that for the boys The two groups of boys evidenced no behavioral
difference .

Caplan concluded that girls’ classroom conduct seems to be a
critical consideration in thewr promotion and retention She adds
.that aggressiveness among gurls attracts special attention because it
counters sexual' norms Guls" behavior may affect teachers’,
1udgments #n this way aggressiveness may lead teachers to
underestimate girls’ abilities, while conformity, the expected
behavior, may lead teachers to neglect their learning problems

This study unfortunately used a very small sample and provides
only limited data, but it does suggest problems that demand further
constderation

.

2@ ERIC Clearinghouse on Educational Management.
. Retain or Promote? Research Action Brief, number .

16 Eugene” University of Oregon, 1981 5 pages ED
207 125

, Which s ultimately better for the lbw~a£hnevmg student, reten-
tion inthe same grade for another year or ‘social promotion’ to the
next gradel” Although a large number of studies have been con-
ducted on this 1ssue, researchers have not yet been able to deter-
mine the superonty of either policy, “mainly because of poorly

JRIC . -

,

designed experiments ” N

Most studies compare the fates of students retained under
normal school policies with those promoted under normal policies ”
These studies, however, are internally biased tg show promoted
students to be doing better Although three studies have overcome
this weakness by expenmentally assigning students to be retained
or promoted, these studies are forty @r more years old and have
other deficiencies that imit the conclusions that can be draven from
them -

A few research@s have concentrated on identifying the charac-
teristics of those students who appear to benefit most from reten-
ton  One such study found rate of progress in the year before
retention .and amount of lag that existed at the time of retention”
to be successful predictors of success in the retained year Other
researchers have found evidence to support the beliefs of many
educators that ' retention 1s most useful for normal but immature
stutlents in the early grades ”

No valid inferences concerning the relative ments of retention
and promotion can be drawn from the available research, this
Research Action Brief concludes But this same research clearly
demonstrates an overriding fact “neither retention nor promotion
by itself solves the educational problems of low-achieving
students ” Unless the present system 15 adjusted to the special
needs of these students, both promotion and retentton “will con
tinue to exacerbate these students’ faillings
Z@H Development ” Phi Delta Kappan, 59, 3 (November

1977), pp 2056 EJ 167 843

The stricter standards of the back-to-basics and competency-
based education movements may pose a dilemma, according to
Finlayson The new standards may force more failure, and failure
may damage students’ self-esteem and future achievement

Although past studies have associated nonpromotion with poor
self-concept, he notes, they have failed to determine “whether a
_poor self-concept contributes to school failure or whether school
farlure contributes to a poor self-concept.” In response to this
problem, he conducted a two-year study of retention and self-
concept, using datajcollected on first graders at the outset of
schooling and through their second year His study compared the
self-concepts of seventy-five regularly promoted students,
nonpromoted students, and promoted borderline students 5h0vgmg
the same charactenstics as the nonpromoted students. . Ly

He found to his surpnise that nonpromotion did not create sel}
"concept problems The self-concept scores for all three groups rose
duning the fist year. Duning the second year, “the nonpromoted
group of pupils continued to increase therr self-concept scores
significantly, while scores of the borderline and promoted groups
dropped shightly, but not significantly " The selfconcept scores of
the nonpromoted students were matched by the judgments of
parents and teachers, who felt that the retention was not harmful
and most often beneficial for the students

More research on schooling and self-concept may be necessary,

| Finlayson, Harry }. “"Nonpromotion and Self-Concept
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§ ddad, WadivD. Educational and Economic Effects
of Promotion and Repetition Practices. Staff Working
Paper No. 319. Washington, D C.: World Bank 1979

61 pages ED 195 003. “

This policy of grade retention is based on several “pedagogical
assumptions concerning the determinants and outcomes of school
learning,” sgys Haddad For example, it assumes that the determr
nants of achievement or failure “are basically academic,” meaning
that failure can be remedied by spending more tim a subject,
that the means of measuring achievement are valumehable,
that certain skills and concepts are best learned in a given grade,
and that failing children aré “emotionally better off if they are
retained .

The policy of social promotion is based on ancther set of aggump-
tions that are largely in conflict with those underlying retedtion In
brief, advocates of social promotion believe that “the desirable
educational outcomes are not only cognitive,” that the criteria for
measuring outcomes are debatable, that repetition does not
improve the achievement of low-achievers, and that retentlon
deyastating to the pupil’s adjustment and self-concept

In this mterestlng review, Hadd4d closely examines the research
to date on the retention-promotion debate, attempts to determine
the validity of the assumptions underlying the two policies, dis-
cusses the educational and economic implications of each policy,
and outlines other possible options for dealing with low-achieving
students The research reviewed in this World Bank publ:catuon 15
mostly from the United States and other developed countries, but
the author made special efforts to obtain studies from developing
countries as well

Haddad's conclusions lean heavnly toward favoring promotion as
the best overall education policy But “to promote or not promote”
is not the crucial question, Haddad concludes Rather, the issue "is
how to improve the level of low achievers, and ultimately how to
prevent faillure “ Haddad makes several recommendations for a
new educational strategy for low-achievers "based on a new set of
assumptions derived from available research evidence ”

2@ Effects of Crade Retention”’ Review of Educational
Research, 45, 4 (Fall 1975), pp.»613-35 E) 135 378

Jackson provides us with our only critical review of the research
on grade retention His review rests on a survey of all the literature
through mid-1973 and reports his intensive examination of the forty-
four available original research studies. He unfortunately does not
give the details of any of the studies and proves most helpful for his
analysis of the problems of the research, which 15 generally poor in
quality and provides only mixed results. N

Thg research on grade retention has made use of three basic
analytical designs, Jackson reports. The fust of these designs

lackson, Gregg B. "The Research Evidence on the

.- compares groups of students regularly promoted and retained

R
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ynder normal school policy Although studies of this kind attempt'
to match students according to such characteristics as mental age,
test scores, and socioeconomic status, their basic design remains
flawed and biased in favor of promotion The fact of promotion
indicates that the promoted students are experiencing less difficulty
than their retained cgu\gt;rparts

The second basic d8sign compares the before: and after
conditions of nonpromoted students This design 1s biased toward
retention, since 1t does not control fo:}ny factors other than the
retention itself that could influence student improvement The third
basic ;ﬁesngrf compares group$ of problem “students experimenhtally
assigned to either promotion or retention It alone is sound.

Studies of the first design have tended to support promotion, and
studies of the second design have tended to support retention We
cannot know to what extent their results reflect reality or therr
inherent biases. Only three dated studies have used the third design,
and they show no dramatic pattern of results. Further researchof a -
ruch higher quality than that of the past 1s necessary

What then can we learn from this problematic research? The
evidence, Jackson concludes, may allow no firm decision . favor
of either retention or promotion, but it does hold significance for
policy decisions The studies offer “no reliable bodly of evidence to
indicate that grade retention 15 more beneficial than grade
promotion for students with serious academic or adjustment
difficulties ” Educators who fail students, Jackson warns, "do so
without valid research evidence” that such action will prove more
helpful than promotion to the next grade

28

Koons reacts heatedly to Owen and Ranick’s (see number 287)
advocacy of the strict student promotion policy of the Greensville
{(Virginia) County Schools. The research, he argues, consistently
reveals the futility of such a“commonsense” policy and points the
other way Greensville has set out on a dead-end road.

Koons cites research showing that regularly promoted low-
achievert do better than similardy troubled students who are
retained. Some students may possibly benefit from retention, but
for every one who does “there are two or more who are.not helped
or who may actually regress following nonpromotion.”

Owen and Ramick clam that age-based promotion is more
damaging than working at the same matertal until it 1s mastered.
But thew claim is based on fallacy, according to Koons They falsely
assume that fow-achievers “who are promoted with. their peers
cannot be given watk at a level at which they can succeed ”

Age-based promotion ‘is not the malignancy of our schools If
there 1s one, it is instead one of students “’chafing against rigid, harsh
standards that tend to degrade them ” Making students fit the
schools, as Greensville asks, will not solve the problem We must
make the schools fit the students

Koons also questions the positive results of the Greensville
program and offers four possible reasons why its results run counter

n

Koons, Clair L. "Nonpromotion A Dead-End Road ”
Phl Delta Kappan, 58, 9 (May 1977), pp 701-2 E] 160
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to the research Furst, the results may only indicate the presence of
the Hawthorne Effect They may derive from enthusiasm for the
policy change, rather than from the policy itself Second, the
district s higher test results do not necessanly reflect improvement
by its low-achievers A past study has shown that a strict promotion
policy can improve. overall achievement while decreasing that of
low-achievers Third, the test results may reflect only students more
serious attention to test taking And fourth, the higher achleyement
may depend on teachers teaching to the test - . N

Learning Disabulities, 13, 5 (May 1980), pp 26872 E)

230 295

Research on ingrade retention has been inconclus®e to date
“There are as many studies for it as against it with some highly ques-
tionable research methodologies on both sides,” says Lieberman
The research aside, however, ““fo make a decision for or against
retention on the basis of statistical evidence rather than on an in-
depth analysis of all factors contributing to each individual sntua-
tion seems foolhardy *’ N

In this excellent article, Lieberman provides a structure for the
“in-depth analysis” needed in each individual case Recognizing the
limited progress that research has made In this area, Lieberman’s
decision-making model is simply a list, with diScussion, of twenty-
seven factors that should be carefully considered before a retention

decision 15 made -
The administrator or teacher simply rates each factor as being

Lieberman, Laurence M. A Decision-Making Model
for InGrade Retention (Nonpromotjon) " Journal of

“for retention,” "against retention,” “undecided,” or “not appli -

cable ” The factors themselves, Lieberman emphasizes, “are not
weighted because 1t is the individual student who must give weight
to the factors.”

"Child factors” to consider include such items as physucal
disabilities, physical size, academic potential, psychosocial
maturity, neurological matunity, self-concept, ability to function
independently, grade placement, age, previous retention, nature of
the problem, sex, chronic absenteeism, basic skill competencles,
peer pressure, and attitude toward retention “Family factors”
include geographical moves, languagé spoken in home, attitude
toward retention, age of siblings, and "sibling pressure ” “School
factors” include” availability of special education sérwces
availability of personnel, and the attitudes of the principal, teacher, /

and school system toward retention
Light, H. Wayne. Light’s Retention Scale and Record-

O
86 ing Form. 1977 31 pages. ED 191 895

Probably the most common cniterion used to decide, whether a
student should be retained 1s his or her “social matunty. But, says
Light, “this 15 only gne factor among the many that should be con-
sidered.” To stimulate “a more global look* at each individual
child, -Light has constructed a “Retention Scale,” which 15 essen-
tially a list of nineteen factors to consider before making a retention
deciston. To use this instrument, the teacher, principal, or coupselor
o .
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considers each factor_and gives the child a score, usually ranging
from0to5 The total score 1s then used as a guidelme to determine
how appropriate retention is likely to be for the rated student
The author would like to emphasize that this scale s never to be
used as a test, Light stresses It is designed specifically for the
| professuon@ to use as a counseling tool during a parent
conference or as @ means of determining what educational and
psychological research would tell us about a specific retention
candidate Items were included 1n the scale “when research was
available for guidance,” and the scores following each item “were
assigned subjectively after a careful analysis of research pertaining
to the, question ” . . - =
Although Light includes a ninety-one-item babhography “and
briefly discusses each of the retention scale factors, the research
support he alludes to is rarely apparent Nevertheless, hus retention
scale and discussion are valuable for stimulating the needed
global look” at each failing student
Items on the scale inclide school attendance, intelligence,
present level of academic achievement, physical size, age, sex,
siblings, prewous retention, history of 4earning disabilities, student’s
attitude 48ward retention, parents’ school participation, student’s
motivation,-history of delinquency, knowledge of English language,
present -grade placement, transiency, emotional problems,

maturity, and expenentlal background
Basics ' Phi Delta Kappan, 58, 7 (March 1977), pp

¥ 531-33, 539. EJ 153 640

“Age-based promotion has become a malignancy in our public
schools,” Owen” and Ranick charge, “and its removal requires
radical surgery ” Our schools have been guilty for years of pushing
poorly prepared students up the educational ladder and then

Owen, Samuel A., and Ranick, Deborah L. “The
Greensville Program A Commonsense Approach to

cynically expecting them to succeed with more advanced work.’

Such a practice 1s clearly more damaging than retentidn and an
injustice to students, for it denies them the epportunity to master
needed skills. it also permits schools to deny thevr responsibility for
seeing that all students do learn. .

The new program of the Greensville County Schools, Virginia, s
an instance of this radical surgery. Its strict promotion standards
refuse social promotion. no student 1s to be promoted until
mastering the skills of his or her grade level Student evaluations age
based entirely on the mastery of skills, and standardized test SCO?&’S
play an important role in evaluation. New proficiency-based
graduatlon requirements accompany the promotion standards

Greensville’s surgery, the authors maintain, has been
accomplished without impairing the “vital elements of the
instructional program ” The schools seek “'to bring each pupil up to
established standards,” and they accordingly attend to the
diagnosis of students’ individual strengths and weaknesses, provide
intensive instruction to meet the needs of slower students, and
create an atmosphere of success Retained students are not placed
in the same classrooms with newly promoted studeénts, but are

’7 .

11




112

Aruitoxt provided by Eic:

instead grouped with other students of their age Partial promotions
are ava:jable for students who achieve most of the skills of their
grade The schools have also greatly expanded thenr learning
opportunities at the secondary level ’

The authors report the program an unqualified success
Achievement test scores and measured 1Qs have risen, the dropout
rate and number of retentlons_have'fallen,.and studentsteachers,
and the community have responded with satisfaction

2SS

While education has traditionally focused its attention on
matenals and processes, competency-based education places new
.emphasis on learing goals and their evaluation Precisely defined
godls hie at its heart and govern instruction, student evaluation, and
student advancement and graduation. Its demand for student
mastery of prescribed goals stands to ensure minimum student
competence and presents a clear “no” to the practice of social
promotion Fed by a strong concern for more efficient and
accountable education, competency-based education and its step-
child, minimal competency testing, have rapidly spread throughout
the country

Pipho introduces this special sssue of Phi Delta Kappan with an

¢

Pipho, Chris, guest editor “Minimum Competency
Testing ” Phi Delta Kappan, 59, 9 (May 1978), entire
1ssue ,

*

assessment of the present status of the m|n|nial competency testing
< movement It has gow arnved in some form in all states, he reports.
Some thirty-three S\‘ tes have mandated competency standards for
elementary and secondary students and the remaining states have
legislation pending or’studies in progress : .

Fifteen articles explore the movement and its contradictions on
the levels of theory, policy, and district practice and together
provide a nich and balanced introduction No article focuses on
social promotion and retention alone, but the issue receives
constant attention -

_ The .discussion of social promotion and retention may be
- Hustrated by the views of Gary Hart and Gordon Cawelti. Hart, in
his,review of the California competency legistation which he
authored, supports a return to stricter standards Our present fack of
standards, he believes, has proved a great disservice to students and
the schools “'without standards and the accountability provided by
a sanction, students become contemptugls, teachers become
demoralized, and schools increasingly “lose credibility with
taxpayers ”

Cawelts, in a rebuttal to a proposal for national competency
testing, points to the research to argue the harm and'waste of grade
retentidn Critics may be r@t in noting that teachers promote low-
achieving students, he states, but the teachers know what they are

\d%ng . < - .
@@ Reiter, Robert G. The Promotion/Retention Dilemma:

What Research Tells Us. Report No. 7416.
Philadelphia Office of Research and Evaluation,
Philadelphia School District, 1973 23 pages. ED 099
412

Reiter provides less of areview of the researchthan a summary of
its tindings He gives us almost no discussion of individual studies
and no analyss of the research ttself His conclusions may thus be
suspect, but his discussion of school policy is helpful

Recent studies, he judges, confum the conclusions of an earlier
review of the research done by the Philadelphia schools. Grade
retention appears futile 1t ensures neither more achievement nor
better socsal and eniotional adjustment than does social promou“an
it usually damages student motivation. Its damaging effects appear
to be long-term and self-perpetuating. It also does not help schools
maintain high standards of achievement

But an automatic promotion policy —the opposite
extreme — causes serous problems as well and fails to resolve the
problenls of poor achievement’ and adjustment In terms of its
impact pn students, it* can only be judged “somewhat less
unsatisfactory” than its opposite . ’

The best response to the problem, Retter'advises, 1s an approach
that avoids both extremes and respects . students’ indvidual
differences If schools seek to meet individual needs and draw forth
each student’s maximum learning, the key question to be asked
changes from “ShBuld academically deficrent puptls be promoted
or retained?” to *“How can the most favorable learning situation be
provided for this ‘pupil?” More important than a set policy and
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administrative convenience are the student s individual needs and
 -the specific context or atmosphere in which promotional decisions
are appled.

Schools are seeking the ideal of no failure through such
approaches as individualized instruction and nongraded programs,
but the powerful impact of extraschool factors will probably

. prevent their realization of the ideal. Schools may then have to
settle in practice for a policy that favors social promotion in general
but permits occasional purposeful retgntion in the primary grades.

of Education, 50, 3 (Apnl 1973), pp 191-210. E] 073
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Walker, William E. The Slow-Progress Student in
Graded gnd Nongraded Programs  Peabody Journal

The, use of nonpromotion has declined sharply during the past
sixty years, but most schools still make some use of it, despite the
continued evidence pointing out its problems. Walker judges this
present use to be too much and contributes this review of research
on nonpromotion and nongraded programs to the continuing
debate His review 1s the most detailed and comprehensive of the
research reviews, though its cntical analysis of the research itself 1s
limited Sometimes its readings are at odds with Jackson’s

The evidence, Walker demonstrates, fails to support a policy of
forced nonpromotion Students in general do not learn more when
repeating a grade and often learn less, and the problems of
retention appear to be long-term, for retained students never
achieve up to par throughout their schooling. Poor self-concept,
linked with low achievement, appears to be aggravated by
retention Nonpromotion also sBems to foster negative attitudes
toward school.

The nongraded, continuous l)rogress program seems an
appropriate response to the problems of slow-achieving students,
since it removes the conflict between the graded structure of
schools and students’ individual differences Research on the
benefits of nongraded programs, however, has been inconclusive
and often poorly designed. If we are to jydge the benefits of such
programs, Walker concludes, we will need more faithful
implementation of the nongraded theoretical model and more

comprehensive evaluation
Board Policies, 8, 4 (April 1977), pp. 1-2, 4-5. E] 157
068

This brief review raises the 1ssues of social promotion and grade
retention through a survey of.administrators’ judgments and district
policies.

In the past, the review states, schools were content to fail
problem students and push them out of school, but in the sixties,
pressure for greater equality led schools to take on the
responsibility for getting all students through. In the process,
schools. weére forced to lower their standards. Now we are
experiencing a turn back to the right. educators are crying out

Q
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"When Students {an’t Make the Grade, Do Your
Schools Pass Them Anyway?” Updating School

T

¢

against social promotion and graduation, and more and more
schools, many under state mandate, are adopting the strict
standards provided by minimal competency testing and
competency-based education This new turn holds the promise to
“revolutionize” public education

Some 90 percent of districts still practice social promotion
Among the reasans given are that some students cannot keep pace,
no matter what schools do, and that the trauma of retention far

outweighs its potential benefits for most students One district's

promotion policy permits wrregular promotion when older students
are working to capacity or expenencing social or " emotidhal
problems and when parents refuse special placement for students
incapable of meeting standards

Among the new cnitics 1s Samuel Owen of the Greensville County
Schools, Virginia For Owdn, social promotion harms more than
retention 1t lets students get farther and farther behind until they
are pushed out of school It lessens the motivation of all students
And 1t also makes it difficult for schools to maintain high standards

At the heart of any promotion policy, the review concludes, is a
basic belief in- students ability to learn Schools can choose either
to “embrace the faith that schools can find the key to help all
children learn” (and uphold.strict promotion policies) or “conclude

‘that some children cannot be reached and accept the

A

consequences” (and continue social promotion)
This 19sue of Updating School Board Policies also contains a

. discussion of Greensville’s promotion policies
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‘Teacher. _
-Supervision

AR PPN

2@2 Brown, Max H., and Willems, Arnold L. “Lifeboat
Ethics and the First-year Teacher.” Clearing House,
’ 51, 2 (October 1977), pp 73-75. EJ 170 980.

First-year teachers, despitg their inexperierée and general lack of
self-assurance, are usually saddled with a job description very
similar to that of experienced teachers The heavy workload is often
combined with an environment 1n which the new teacher does not
know where to turn for help in the maze of "bosses” —degartment
heads,. prncipals, and vanous specialized directors As well, they
often find that what they leamed in college sometimes conflicts
with classroom reality

Given this situation of "hfeboat ethlcs in which the experienced
teachers are often in the lifeboat and the riew ones forced to “sink
or swim” on their own, it 1s inevitable that the potential of the first-
year teachers s sharply curtailed

In the hight of this problem Brown and Willems believe that _
“humanistic supervision can'serve as a ‘life-line’,” and they outline
three factors'that can facilitate this kind of supervision o

“The function of supervision shoyld be the improvement of
teaching and learning * Therefore, evaluation is not ‘the goal in
itself, insofar as it does not directly lead to improvement. And the
first-year teachers should know the expectations ‘of the supervisors
ahead of time

The second factor is that the structure of the supervision plan
should be kept simple and clearly spelled out. One suggestion is
that initially the supervisor schedule visits with the first-year teacher
and develop a supportive relationship before making unscheduled
visits.

Supervisors being open, honest, and humane in their contacts
with first-year teachers 15 the third factor Survey results have shown

«

that teachers believe honesty 1s the most important trait a -

supervisor can have and, further, that teachers cite communication-
as the most important link between teacher and supervisor.

2@3 Dewitt, William. “Instructional Supervision.”
Educational Leadership, 34, 8 (May 1977), pp. 589-93.
E) 164 123, , ‘

“Instructional supervision can only succeed as it bécomes a part
of, rather than apart from, the visible community which it must also
serve ” As this statement makes clear, DeWitt strongly advocates
that supervisors develop an understanding of the goals and
expectations of the community in which the school is located

This understanding 1s necessary because of the current “social
dissatisfaction with the schools and schooling“ The problems
caused by that dissatisfaction are heightened by a general attitude
that “the schools are the exclusive province of educators and
school boards, at least as far as the functionaries are concerned.”

DeWitt decries what he sees as the inherent conservative nature
of the supervision process, due primarily to the fact that supervisors
are often those who have “earned their stripes” as teachers and/or
second-level administrators. Thus, they are more “prone to operate
as perpetuators.of what was and 1s, rather than what is to be or
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should be As well community awareness and participation are important part of a teacher’s traning The two main guides the 115
rarely criteria used in sélecting supervisors. student teacher has are the cooperating teacher and the college . ™ . .
One of the. man benefits from close involvement with the supervisor —who is the one most often criticized for not succeeding
community 1s thiat eventually community goals and expectations . at his task s
| _will become visible in the classroom, then ' the community joins the " The reasons for that are many, but Dlamontn suggests that the \
supervisor and teacher in promotion and revision of the embryonic most important may be that supenvision is one role in the training
programs, and they all buy-in to a common product, a product that process that 1s not necessary — at least as it is practnced now .
they understand ” Utihzing insights gained from philosopher Michael Pdlanyi, .
DeWitt outlines an example of how supervisor-community Diamonti theornizes that teaching is a process of using “tacit
cooperation can.work He describes a case study of an effort in knOWIeng " which i1s made up of rules that "have become so ’
Region One of the Detroit Public Schools to equip teachers to natural to the performer that he no longer must consciously thmk ’
deliver services similar to those of specialists who were eliminated of them when performing
due to decreased enroliment As soon as this problem was defined, By becoming a professional,” the supervisor "has probably”
a community council was established The counell, along with the fallen prey to the tendency to Jook to other disciplines for the
teachers, participated in the entwe process, from evaluation of theory to explain his tacit knowledge This can be more of a
alternative proposals to the selection and funding of the best hindrance than a help” for the refSon that one comes to
proposal to the establishment of a pilot program. “understand what constitutes good teaching by identifving

principles of operation thathave evolved from the activity of
2@@ Diamond, Stanley C. Toward Effective Supervision  teaching rather than ‘applying insightse and perspectives from
of Classroom Instruction ” NASSP Bulletin, 62, 418 other disciplines ”
(May 1978), pp EJ 177 657 Given that perspective, it follows that the student teacher would
"Youngsters “and teachers, principals and supervisors, all lose if gain the most from his relationship with the cooperating teacher
there 1s no opportunity for those whom supervision most affects to “Student teaching 15, a form of apprenticeship, and in an
feed back into the process something of themselves” The apprenticeship 1t 1s us;/ally the master craftsman’s responsublllty to
democratlzatuon of teacher supervision 1s advocated very strongly ensure that the apprentice learns the trade ”
by Diamond, who sees 1t as the key to supervision effecfively

fulfilling its purpose — ——-
Teachers are becoming mcreasmgly -less responsive to 2@ Ellis, Elmer C.; Smith, Joseph T,; and Abbott, William
supervisory authority that 1sn’t accompanied by concrete helps for Harold, Jr. “Peér Qbservation A Means for Supér-

€

the teacher. Also, recent studies have shown that virtually all the visory Acceptante " Educational Leadership, ,36, 6
teachers surveyed want to have some part in determining the i (March 1979), pp 423-26 EJ 197 883
‘process of evaluation - . Teachers are often ambivalent about the supervisory p;rocess,‘o_r
Diamond points out that the current literature on Supervmon else fear classroom visitation because of its “watchdog” overtones
contains many innovative suggestions for giving the basic These attitudes are certainly not beneficial to the instructional N
responsibility for change back to the teacher under the assumption improvement process, thus, a major challenge to educatlone\il
that ultimately that is what will produce the most fruit The leaders, state these authors, should be "'the design of an inservice
movement toward democratization need not conflict with the program that will change teacher perception of the supervisory|
supervisory task being tied very closely with the administrative task mission.” One such program— mplemented by a rural elementary
The conflict can be overcome by spreading responsibility for both school principal—1s described here \\
throughout the staff On the first day of the 1976-77 preplanning session, the principal
Diamond is convinced that teachers want to receive help, but administered to teachers a twenty-item ”at‘tude scale,” which
that they must be able to contribute to the making of objectives for would later be used to evaluate the success of the program. Early in !
themselves that make sense And they must be able to respect and the school year, a peer observation system was presented to the \\
trust their supervisors teachers, who two weeks later agreed to implement the system. A \,\

- - — committee composed of the principal and three teachers was
2@5 Diamonti, Michael C. ““Student Teacher formed to design the observation system and soon decided on a

Supervision ” Educational Forum, 41, 4 (May 1977), five-stage clinical supervision cycle as the preferred method for
pp 477-86.\5] 163 579. peer observation .
In this somewhat tﬁeorétlcal-,@mcle, Diamonti raises some Most teachers, of course had little knowledge of clinical obser-
important questions regarding the efficacy of teacher supervision. vation, so the principal, with help from two central office adminis-+
He 1s focusing pnmanly on the supervision of student teachers, but trators, trained the staff in the use of the observation instruments,
many of the questions he raises apply to supervision in general. using role playing and films of classroom visitations to illustrate the "
It is generally assumed that student teaching is the most observation cycle N
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‘ Next, peer observation teams of three teachers each were
st ‘formed,; In October, the principal completed a round of chnical
observa‘hon and then from November through March the teams
went to work. Each teacher observed the other two team members-
twice Finally, in March, the attitude test was administered agajn
Teacher attitudes toward supervision had significantly
improved,” the authors report For example, teachers felt much,

more comfortable in the presence of an observer and felt no need
to put on a show Fear of pending observation diminished sub-
stantially, and teachers felt better about asking other teachers to
observerthem and offer feedback '

-

[

Glickman, Carl D. “The Developmental Approach to
Supervision ” Educational Leadership, 38, 2 (Novem-

* ber1980), pp 178-80 E} 236 674 .

Research has found that as young people mature, they gg
through a “gradual transition from thought that 1s egocentric, intur
tive, and subjective to thought that i1s more social, rational, and
objective,” says Glickman After studying beginning teachers and
s‘uccessful, experienced teachers, some researc hers have

* concluded that this progression “’from egocentric to altrusstic think-
ing recapitulates itself when adults enter a new career

Thus, inexperienced, beginning teachers will likely be found near
the egocentric end of this developmental progression, and they will
be primarily concerned with their own adequacy as teachers Those
progressing along the continuum will likely be concerned primanly

with improving their classroom instruction, while those successful -

teachers at the altruistic end of the scale will be interested in
improving instruction throughout the school

It 1s important, Glickman stresses, that the supervisor recognize

- which developmental stage a particular teacher is in, so that the
most appropriate and effective supervisory behavior can be utilized
to help that teacher develop Tokrllpustrate the developmental stages
of teachers and the appippriate corresponding supervisory
behaviors, Glickman invents three teachers at “Highton School”
who are at different stages of development.

For the struggling, insecure teacher, Glickman recommends a
“directive” approach These teachers need exphicit, detalled help
The supervisor can, for example, demonstrate proper disciplinary
actions or can even take over the class while the teacher observes
The key words for this approach are modeling, directing, and
measuring.

For the developrng teacher, the supervisor would usé a col
laborative” approach and.would approach the teacher as a
colleague ’After observation, the teacher and supervisoy, would
share perceptions and cooperatively chart directions for improve
ment The key words here are presentrng, interacting, _and
contracting !\ . .

Finally, for the seasoned and successful teacher, the supervr;or
should use a nondirective” approach. These teachers are usually
as good or better than the supervisor in the classroom and mainly
need support for their awn growth. The key words here are hstenrng
clarrfymg, and encouragmg

2@ Koehn, John }, and Goens, George A. “The Talent’
We Nourish-A Word for Supervisors * Educational
Leadership, 34, 8 (May 1977), pp 58588 EJ 164 122.

The way supervisors view people is a key element in determining

how well they succeed at nourishing "'the talent that will maximize
learning expernences for children ”
" Koehn .and Goens deal with that premise by reporting an
imaginary dialogue between two supervisors — one articulating the
traditional, inspection based view of supervision, and the other the
emergent, analysis-based growth model -

The inspection-based spbkesperson expresses the belief that the
top prionity for the supervisor 1s to make sure that the teacher gets
the job done He states that the “threat of evaluation can shape up

_people who are doing margminal or tousy jobs. If the threat of

evaluation was not there I don t believe some teac hers would ever
change their ways

His view 1s that teachers, hike all people, “need to be controlled in
order for them to get the work for the organization completed ”
Consequently, the superisor I1s an authonty figure and has an
adversary relationship with the teacher The main aid the supervisor
offers 1s suggesting improvements and providing teachers with '
motivation to do their job well —primarily through fear of what will
happen If they don’t .

In sharp contrast, the analysis-based spokesperson expresses a
view that people “are creative, have imagination, and seek
responsibility They have integnty and will work toward the
objectives of a school system if they are commitide-testhem ” So
the key lies in developing that commitment .

Teachers’ commitment 1s built, in part, by the establishment of a
supervisor-teacher relationship “based on helping, with mutual
respect, support, and understanding ” The authouty the supervisor
has come$ “only from competence and skill If | am a.capable
supervisor who can provide sound analyses and observations to
teachers based upon therr identified neclds then I will become
significant to that person,”

5

Krajewski, Robert J. “Instructional Supervision-
Dollars and Sense ” Contemporary Education, 49, 1

(Fall 1977), pp 515 E) 174 578

The ."education product” in public education needs to have
better quality ¢ Is To support that assertion, Krajewski cites’
high drop-out . dechining SAT scores, “increasingly negative
public attitudd®, and spiralling costs

Effective supervision 15 a key element in the development and
mamtenance of more effective instructional programs — a necessity
since the increased effectiveness of existing teaching positions is
one improvement that can be made without increasing costs.

“The uyltimate concern of supervisionds to bring about desrrable
teaching and learning situations for students It is a total effort to
stimulate, coordinate, and guide the continued growth of teachers. .

" Given that understanding of the goal, it seems apparent that

supervisors should be well versed both in instructional theory and in‘




its pe;act:c.al applications by teachers so they can truly help teachers
to improve
One model for an effechve |nstruct|onal improvement plan
includes much mutual exploration by teacher and supervisor into
~Instructional changes that will promote the welfare of the students
The teacher makes the final decisions, with the supervisSr serving to
point out alternatives that otherwisg. might be overlooked. As well,
it is the supervisor’s task to influence the plans so they will be as
valid as possible and practically applicable The best setting for
these activjties 1s probably the regular Visits the superv:sor makes
with the teacher in the classroom
Krajewsk: briefly describes how an instructional improvement
pregram would work. The supervisor would visit the teachér
reguldrly to establish rapport and allow the teacher to initiate
uestions and learn from the supervisor Three or four times a ye
they ould implement a model" of evaluation that wourd
incorporate~video analysis, student ratings, teacher’s self-rdtings,
and the Flanders’ Interaction Analysis Category System These
woumsed in relation to agreed-:on objectives for teaching

perfo e
Approach to the-Problem Contemporary Education,

, 49,1 (Fall 1977), pp. 24-28. E) 174 580

In large part due to the nature of teaching, which reveals the
pefsonal characteristics of teachers, the level of a teacher’s anxiety
while he or she 1s being supervised is quite high. Since supervision ts
essential for improving classroom instruction, some way of
reducing the level of anxiety while mamtammg critical supervision
is neCessary >

‘Collegial supervision has been suggested as one means of dealing
with the problem But heretéfore, according to McGee and Eaker,

“models of collegial supervision have not been effective, largely
because the evaluations have focused mainly on *efficiency”
rather than effectivéness This failure 1s due to the small percentage
of teachers who actually visit other -teachers. in classroom
situations. ¢

’
B

McGee, Jerry C., and Eaker, Robert. vChmcal
Supeﬂfsnon and Teacher Anxiety. A Collegial

more feasible. -Most fmportant is the increased use of team
teaching, combined with increasing teacher-training levels, stability
in teacher staffs, and the growth in popularity of clinical
assumptions and approaches to classroom supervision

Team teaching is based on team planining, which “provides the
opportunity for frequent, realistic pldnning for observation of
teaching “ As well, trust refations among thé team members are

“anxiety level. '
When the teachmg performance is evaluated mPompanson with
the team’s instructional objectives, the subjective aspect of the
supervision would be greatly. reduced.
Nonetheless; e anxiety is inevitable. “One suggestton to
;minlmlze anxiety in the beginning is to start Wlth simple observatuon

Several recent trends, hoyever, “are making the colleglal modte

generally easily developed, a factor that should greatly seduce tﬁe .
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objectives and progressively move to more soDhastacated
observation goals.”

McGreal, Thomas L. “Helping Teachers Set Goals
Educational Leadership, 37, 5 (February 1980), pp 414-
19 EJ 216 063

Many school d;stncts now require -supervisors and teachers
jointly to establish goals as part of the evafuation/supervisory
process Yet few districts have provided éven miumum amounts of
training on effective goal-setting methods As alresult, both super-
visors and teachers are often frustrated and uncomfortable in goal-

setting sessions To help alleviate this mutual consternation,

McGreal here presents numerous suggestions that “have been
effectlve in improving goal-setting actuvmes ina variety of school
set ngs

first step in clanfying the goal-settmgprocess 15 to establish the
purpose of the district’s evaluation system. Should the system be
designed primarily to weed out bad teachers, or should its main -
purpose be to improve the instsuction of all teachers?

McGreal ¢learly prefers the latter course, for a vaniety of reasons
A judgmental system will never affect 98 percent of tenured
teachers, will frain teacher-supervisor relationships, and wull Iimit
theskinds of goals that can be established to those that are
measurable. An improvement oriented system, on the other hand,
provides the basis for a positivé and cooperative supervisor-teacher
relat|onsh|p and con5|derably widens the ““vista of goals” that can
be established.

“Not all goal setting needs to be remedial 1n nature,” McGreal
points out. Goals can be set that involve “a skill or an area of inter-
est that the teacher and the supervisor feel might be interesting~
challenging, and useful to other teachers, to the school, or to the
school distnct.” McGreal alsp discusses the goal-negotiating
process and the importance of setting “teaching godls” in prefer-
ence to “program goals” or ”Iearner’goals ” ’

- 13
'

Nledermeyer,’red C. "The Testing of a Prototype
System for Outcomes-Based Instructional -

+ Supervision.” Educational Administration Qtarterly,
13, 2 (Spring 1977), pp.“34-50. £} 164 197, -

"

1]

17

-

-




118

X

The goal of teachar supervision, according to many
contemporary educators, 15 to facilitate learning on the part of
students. This article reports on an effort to institute a specific

supervisory program and measure its effectivenes¢ in meeting that_

goal. -

Niedermeyer concludes that itis indeed possible to improve the
rate of program completion and pupil achievement” through the
implementation of “an nstructional information system”
supplemented by “instructional modification strategies '

The system that was tested was implemented in a regular school
curnculum over the entire school-year ih 2 largé-population of
schools. The system's wide application greatly increased the
rehiability of the findings It was emphasized that the matenials and
procedures utilized would make minimal time demands on the
people involved and would not require outside assistance to be
implemented.

The nstructional mformataon aspect of the program was
prmanily intended to basically just aid the supervisor and teacherin

"determining the adequacy of the already-existing instructional

procedures. From that, it would become apparent if the teacher
needed assistance. The intent was for the teacher, not the
supervnsor, to take the initiative if assistance was needed

The nstructional modification procedures were primarily
implemented as a selfcorrective approach by teachers, though
cooperation with supervisors was encouraged Structured followup
meetings between teacher and supervisor were considered very
important to facilitate the implementation of changes

The system, it was discovered, was only effective when fully
followed. The process included preliminary meetings to work
through the information, setting of standards for student
performance to be regularly monitored by the supervisor, and
formulation and testing of modifications when problems surfaced.

3@3 Reavis, Charles A. "Research in Review/Clinical
Supervision. A Review of the.Research " Educational
Leadership, 35, 7(Apr|| 1978), pp. 580-84. E§ 179 220.

A dominant process for the growing field of clinical supervision
has emerged. A strong emphasis is placed on the development of an
atmosphere of colleagueship and mutuality in the relationship
Jbetween the teacher and supervisor.

The process includes both a preobservation conference, in which
the supervisor is oriented to the class and in which the two agree on
the purposes of the observation, and a postobservation conference
in which the critique 15 made and in which plans are drawn for

+ mutually agreed-on changes. :

The supervisor observes the teaching of a lesson and analyzes the
teaching in hght of the stated goals and also in light of the teacher’s
behavioral charactenstics. The supervisor, after all else 1s done, also
analyzes his or her own performance as a supervisor.

Research on the effectiveness of chinical supervision s sfill
somewhat limited. Nonetheless, most studies indicate that teachers
favor clinical supervision over other approaches.

In general, the studies Reavis discusses do not include means of

7

accurately comparing clinical to nonclinical supervision That
omission 4imits thewr value in showing tP\e actual effectiveness of
chinical supervision

Still, Reavss concludes that ““on balance one can safely say
that_no study has found traditional supervision effsctive in
changing teacher behaviors when compared to clinical

supervision.”
3@ Supervisory Strategy “ Educational Leadership, 34, 8
(May 1977), pp 58084 Ej 164121 _

. The wideotape can be a very sngmfiant aid in teacher
supervision in particular, videotape can confront teachers with a
comparnison of what they preach with what they pract:ce "and
thereby help them to overcome inconsistencies,

~Simon outlines a fourstage process of utilizing videotape |
techniques that incorporates clinical jervision with some
naturahstic supervision assumptions Thesekgieumptlons see "value
in describing as opposed to measuring and in discovering as
opposed to determining This process allows the teachers to
compare their own assumptions about teaching with what actually
takes-place in the classroom.

First of all, a videotaped interview between the teacher and the
supervisor takes place in which the teacher 15 asked questions
relating to his or her beliefs and values about teaching and to the
specific teaching situation at hand.

Next, the actual teaching situation is videotaped Then a

videotape 1s made of the supervisor’s attempt to evaluate the
teacher’s “platform-in-use” (how the teaghing is actually done) and
relate 1t to the teacher’s stated values. ‘It is important that the
construction of the teacher’s platform-in-use attempts to fit the
style of the teacher.”
# The final stage takes place when the tapes—of the interview,
classroom, and supervisor’s evaluations — are played back for the
teacher, who then responds The teacher’s response is crucial,
hopefully, it will be one of teachers “’scrutinizing their ideas and
strategles of teaching

Simon, Alan E. “Analying Educational Platforms’ A

3@5 Sullivan, Cheryl Granade. Clinical Supervision: A

State of the Art Review. Alexandna, Virginia: Associa-
tion for Supervision and Curriculum Dévelopment,
1980. 55 pages. ED 182 822.

Is clinical supervision a potentially valuable method for educa-
tional improvement? Or is it, perhaps, "‘nothing more than hollow
claims"? If the former, says Sullivan, a summary of the charactens-
tics of and experience with clinical supervision should exist If the
latter, “then the fallacies of the system need to be exposed”
Although the final word on clinical supervision is not in and may not
be for some time, Sullivan’s presentation here concisely sum-
marizes what is presently known about the history, process, and
effectiveness of clinical supervision

Suflivan descnbes clinical supervision as an eight-phase cycle of
instructional improvement. First, the supervusor establishes the

.
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clinical relationship with the teacher by explaining the purpose and
sequence of cinical supervision. In phases two and three, the plan-
ning of lessons and evaluation of the lessons take place In phase
four, the supervisor observes the teacher and records appropnate
data. Following the observation, the teacher and supervisor
“analyze the teaching-learning process, especially crntical incr
dents and pattern analysss. " ’

Phases six and seven encompass the planning and conduct of a
teacher-supervisor conference, wherein the teacher begins to
make decisions about his/her behavior and students’ behaviors and
learning.” Phase eight is entered when the kinds of changes sought
in the teacher’s behavior are decided- upon Throughout, the
emphasis is on iImproving instruction through direct feedback, with-
out centering on rating forms or items that are exogenous to
improving instruction B

Research on clinical superviston s, at present, ““sparse,” says
Sullivan, “apd that which does exist reflects a lack of rigor often
associated with a new field of inquiry-” Sullivan reviews this
research, finds some evidence :prortlng the model angd then out-
lines the rieeds for further research Two final chapters discuss the
strengths and weaknesses of clinical supervision and implications
for the future of this supervisory technique.

3@@ Wiles, Kimball, and Lovell, John T. Supervision for

Better Schools, Fourth Edition. Englewood Chifs,
New Jersey: Prentice-Hall, 1975, 328 pages ED 099
983 r 4

This is the fourth edition of a basic text on teacher supervision

* first published by Wiles in 1950. Lovell has revised this edition,

bringing it up-to-date and including somé projectioﬁs regarding the
future of teacher supervision .

The first part of this quite comprehensive book writt;n for
supervisors discusses tlze nature ofpsupervision and its hitorical
evolution Supervision is understood primarily %5 a means to
facilitate a higher quality of student learning.

A chapter is devoted to helping supervisors grow in their ability to

. help teachers release their human potential. They should work to
create an environment where all pegsons have a sense of
community with theirfellow workers. A viable support-system can
lead to exploration and creativity on the part of teachers,
particularly when many stimuli are available to prod them. As well, -
supetvisors need to value the input and interpretations of their
teachers and to provide sincere help for teihers with personal
problems. . ’

Communication js seen as aQ extretpely important aspect of

- supervision, and it is discussed in some length. “The success of a
school system is dependeént upon the quality of gommunicafion in
it. It is necessary to éxamine bulletins, meetings, conferences, and
the social climate ‘o determine whether they facilitate open akd
honest discussion and decisions by all or whether they lead to
isolation, indifference, and covert resistance.” )

After discussing supervision’s two main fuhctions— curriculum
development and instruction improvement—Wiles and Lovell de-

PR~ it Provided by ERIC A v

tail @ number gf specifics with regagd to the implementation of
supervisory programs at the school district and local school levels
and give some guidelines for new supervisors

The authors emphasize giving priority to hum‘émstnc
considerations in the operation of both distnctwide and local
supenvisory teams Clearly defined leadership is essential, but
decision-making should be based more on ability and expertise than
on formal positions Open communication 15 a necessity, as 15 an
atmosphere allowing flexibility, creative response, and nonthreat
ening interpersonal influence
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Gommonwealth Ave, Boston. MA 02215
$450 °

EDRS Spectfy ED 17b 366 MF $091 PC
’$10 25

UMI Specify E) 205698 $1200 ¢

9. Merit Pay .

124.

125
126

: . ‘
UMI Specify £] 077 855 $1200
UMI Specify E) 107 287 $1200

AMACOM, Div of Amencan Management'

Associations, 135 West 50th St, New York, NY

" .10020 $6 00 Specify issue and date

127

128
129
130

31

132
133
134
135
136
137

138 °

10. Motivating Teachers

139
140
141

142

HOW TO ORDER FROM UMI

2) Specify: = - '
. & the EJ number(s) of the article(s) requested (EJ.numbers not
yet assigned can be obtamed from the Clearmghouse,when

: favailable) .

'oumal utle, artlcle utle, volume, issue, and dafe

ERS. Inc. TBOO N Kent St, Arlington, VA
22209 $1500

Same as No 127

UM Specify £) 212 395 $1200

.EDRS Specify ED 105 649 MF $091 PC”

$200

Contact Business Manager PO Drawer K2,
Mississipps State Univ, Mississipp: State, MS
39762 for availability and price

UMI Specify £/ 077 856 $1200

Same as No 126

UMLI Specify £) 183 269 $12 00

UMI Specify £) 199 453 $1200

UMI Specify £) 119199 $1200

UML Specify £) 194 042 $1200

EDRS Specify ED 128 949 MF $091 PC
$200 ’

)

UMI Specify £ 197 903 $1200

UMI Specify E) 075 131 $1200

EDRS Specify ED 200 593 MF 5091 PC
$365

ERIC/ICEM, University of Oregon, Eugene
OR 97403 Free

Same as No 142

UML Specify E) 240 460 $1200

journal no longer published

UMI Specify E£) 227 818 $1200

UML Specify £} 250773 $1200

(11 Place orders through toll-free hotline (800) 521-0600 or by mail (1) Specrfy

148
149
150
151
152
153

154

-

UMI Specify Ej 197 819 $12 00

Joumal no longer published

UMI Specify £] 149 308 $1200

UMI Specify £) 161 254 $1260

UMI Specify EJ 092 744 $1200

ACSA 1575 Old Bayshore Highway, Bur
lingame, CA 94010 $375 members, $475
nonmembers |

UMI’ Spec_r‘fy E) 192 376 $1200

#

11. The Principal as Change Agent

155
156
157
158
159
160
161

162
163
164
165

166

167
168
169

UMI Specify EJ 157 045 $1200
BMI Specify £) 153061 $1200
UMI Specify £} 219595 $1200
UMI Specify E) 169 808 $1200
UMI Specify £j 217 711 $1200
UMI Specify ) 149647 $12 00
EDRS Specsfy ED 191 126 MF $S091 PC
$3 65
umli
UMI

Specify £) 219 597 $1200
Specify £§ 173 9%1 $12.00
UMI Specify E) 135 5?2 $1200
UMI Specify £) 162 115 $1200
UMI Specify £) 175 598 $12 00
UMI Specify £) 197 824 $1200
UMI Specify E} 158 804 $12 00
NASSP, 1904 Association Dr,
22091 $115'prepaid

LI

Restolf, VA

12. Principal Competencies

170
171

172
173
174

175
176

177
178

179

UMI Specify £) 215998 $1200

EDRS' Spécify ED 203 536 MF $091 PC
$365

EDRS Specify ED 180 079 MF $091 PC
$200

EDRS Specify ED 131 590 MF $0 91 PC not
avaifable

EDRS Specify ED 143 627 MF 5091 PC
$365

UMI Specify £} 239 236 $1200

Bank Street College of Education, 610 W
112th St, New York, NY 10025 $2 50

UMI Specify EJ° 249 890 $1200

EDRS. Specify ED 130 383 MF 5091 PC not
available

UMI Specify B) 215992 $1200

’ HOW TO ORDER FROM EDRS ' .

[ 3

. @ the ED number(s) of the report(s) requested (ED numbers not
- ’ yet assigned can be obtained from the,CIearmghouse when

available)

fiche (MF)

® the type of reproduction desired paper copy (PC}) or micro-

d

o the number of copies being ordered

{2).Add postage to the cost of all orders:
“1st class: (MF only) 1-3, $0.20; 4~8 $0.37; 914, 50 54; 15~18
- 5071 19-21, $0.88; 22-27, $1.05; 2832 $1.22.- .
’ U.BS: 3375 MF or 1-75 PC:pages, not.to exceed $1:47; each
¢ - additional 75 MF o PC pages: througifszs, $0.37; 526-1500
MF of: PC pages.not-to exceed $4.07-$8%5,

, ;T'(?gj.,Encjose chegk or'nioney qrder payable to EDRS




122

181
182

183

184

185
T 18

187
188

189

190
N

192
193

194

- 195
1%

. 197
198
199
14. 5
200
201

202
203

204
205
206
207
208

209
0
. F4N

n2

a3
N4

05

. 216

07

08

9

220

ERI

Aruitoxt provided by Eic

EDRS Specify ED 168 200, ED 168 201,
and/or ED 168 202 MF each $091 PC not
available

EDRS Specify ED 156 679 MF $091 PC
$16 85

EDRS Specfy ED 172 361 MF $0ON PC
$365

Bureau of Educational Research and-
Services, Payne Hall B-7, College of
Education, Anizona State Univ, Tempe, AZ
85281 $500 .
UMI Specify EJ 169 758 $1200

4 D Reducing Student Absenteeism

EDRS Specify ED 162 433 MF $091 PC
$200

EDRS Specify ED 146 493 MF 09N PC
$365

UMI Specify EJ 173 495 $1200
NASSP, 1904 Association Dr,
22091 $0 50

ERS. Inc. 1800 N Kent St. Arlington, VA
22209 $8 50

UMI Specify E) 165044 $12 00 ¥
EDRS Specify ED 119 353 MF $0 91 PC not
available

UMI! Specify E) 134 273 $12 00

Child Welfare League of America, Inc, 67
irving Pl, New York, NY 10003 $175

AASA, 1801 N Moore St, Arlington, VA
22209 $8 95, $1 50 handling, prepaid
UMI Specify E) 158 417 $1200

EDBS Specify ED 152 893 MF $0N
$365

UMI Specify E) 236 632 $1200

UMI Specify E) 211 799 $1200

UMI Specify EJ 173 504 $1200

Reston, VA

PC

}Based Management

RS Specify ED 161 148 MF $09N PC
$200
UMI Specify E) 238 653 $1200
UMI Specify E) 107 277 $1200

Publication Sales, Califorma State Dep't of _

Education, PO Box 271, Sacramento, CA
95802 $1 50

UMI Specify £)170 994 $12.00 _ -
UMI Specify £) 194 000 $12 00

UMb Specify E) 067 451 $1200

UMI Specify EJ 211 965 $1200

Chapter not available separately Entire
document available from ERIC/CEM,
University of Oregon, Eugene. OR 97403
$1395

UMI Specify EJ 204 749 $1200

UMI Specify E) 146 454 $1200

Aspen Institute for Humamstic Studes,
Publications Office, Aspen Institute of Wye,
P O Box 150, Queenstown, MD 21658 $1 50
EDRS Specify ED 184 216 MF $09N PC
$200

UMI Specify EJ 233 510 $1200

UMi S{ec:fy EJ 200 705 $1200

1S. School Closing

UMt Speafy EJ 139 363 and/or 139 364

. $12 00 each

EDRS Specify ED 126 614 MF:$091 PC not
available

EDRS . Spccnfy ED 125 129 MF $09N PC
$200

EDRS Specify ED 111 09‘} MF $0 91 PC not
available

EDRS Speafy ED 117 804 MF $091 PC
.%695

EDRS Specnfy ED 199 904 MF $09N PC
$200 :

p4]

223
224
225

. 226

227

228

229

UMI Specify EJ 217 684 $1200

UMI Specify E) 160 402 $1200

UMI Specify E}J 175 691 $1200

UML Specify E) 160 400 $12 00

The Ontarno Institute for Studies in Educa
tion, Publications Sales, 252 Bloor St, W,
Joronto, Ontanio, Canada M5S 1V6 $200

EDRS Specify ED 093 046 MF $09 PC
$5 30

EDRS Specify ED 114 906 MF $091 PC
$3 65 .

EDRS Specify ED.136 374 MF $091 PC
$2 00

NASSP, 1904 Association Dr, Reston. VA

22091 $0 50 prepaid

16. School Security

230
21
232
233

234

235

UMI Specify E) 211 747 $1200

UMI Specify E§ 237 731 $1200

UMI Specify E] 215997 $1200

ERIC/ICEM Unversity of Oregon, Eugene,
OR 97403 Free

EDRS Specify ED 183 701 MF $091 PC
$18 50

Institute torSate Schools, PO Box 21587 Ft
Lauderdale, FL 33335 $29 95

UMI E} number not yet assigned $12 00
UMI Specify E) 214 257 $1200

UMI Specify E) 169 837 $1200

UMI Specify E) 188 705 $1200

UMI EJ number not yet assigned $12 00
institute tor Reduction ot Cnme Inc PO

. Box 730, College Park, MD 20740 $4 00 .

UML Specify E) 202 612 $1200

UMI Specify E) 209 398 $1200

Parker Publishing Co . Inc, West Nyack, NY
10994 $2495

Secunity World Publishing Co, P O Box 272,
Culver City, CA 90230 $200

17. Staff Development

246

247

| 248

-249

250
251
252
253
254

255
256

257
258

259
260
261

ACSA, 1575 Old Bayshore nghway Bur-

. lingame, CA 94010 $4 50 nonmembers, 53 50

members

UMI Specify EJ 246 490 $1200

UMI Spes:!fy EJ 175 596 $1200

EDRS Specify ED 189 679 MF_$091 PC
$200

UM Specify E) 251 436 $1200

UM! Specify EJ 232 070 $12 00

UMI Specify EJ 216 055 $12 00

UMI Specify EJ 175 594 $12 00 g()

EDRS Specify ED 176 424 MF 9 PC
$365

UMI Specify E) 195 497 $1200

EDRS Specify ED 186 391 MF $091 PC
$200

UMI Speaify E) 219193 $12 00
Publications Sales. California State Dep’t of

Education, PO Box 271, Sacramento, CA

95802 $1 50

UMI Specify E} 216 056 $1200
UMI Specify E) 221 571 $1200
UMI Specify EJ 216 054 $1200 -

18. Student Activities Programs

262
263

264

265
266

267

.UMI Specify £} 232 079 $1200

NASSP, 1904 Association Dr, Reston, VA
22091 $1 50 prepad

EDRS Specify ED 136 371 MF $0 91 PC not
available

UMI, Specify E) 158 045 $1200

The C V Mosby Co,
Industrial Dr, St Lows, MO 63141 $8 95
EDRS Specify ED 199 482 MF $09N PC
$8 60

")

11830 Westline .

o

268

269
270
271
272

273
274
275
276

EDRS Specfy ED 094 454 MF
$200

UMI Specify EJ 103 477 $1200
Same as No 263 $3 00 prepaid
Same as No 263 $2 00 prepaid
€RS, Inc, 1800 N Kent St, Arlington, VA
22209 $4 50 prepaid

Same as No 263 $3 00 prepaid

Same as No 263 $2 00 prepaid

UMI Specify EJ 219 605 $1200

Same as No 263 $3 00 prepad

-
19. Student Retention vs. Social Promotion

277

278
279
280

281
282

283
284
285

286

287
288
289

291

EDRS Spectfy ED 19 556 MF $091 PC
$200

UMI Specify E) 155 099 $1200

UMI Specify E) 082 200 $1200

ERIC/ICEM, Univ of Oregon, Eugene, OR
97403 Free.

UM! Specify E] 167 843 $1200

EDRS Specfy ED 195 003 MF $091 PC
$5 30

UMI Specify E) 135 378 $1200

UMI Specify E) 160 460 $1200
Protessional Press, Inc, 101 E Ontanio St,
Chicago, IL 60611 $300

Academic Therapy Publications, 20 Comr
mercial Bivd, Novato, CA 97947 Manual
$7 50, Order No 183-3, 25 Recording Forms
$6 00, Order No 183-3C, 25 Parent Guides
$6 00

UMI Specify E) 153 640 $1200

UMI Specify May 1978, entire 1ssue $20 00
EDRS Speafy ED 099 412 MF $0.91 PC not
available .

UMI Specify E) 073 367 $1200

Available only to members of Educational
Pohcies Pervice, 1055 Thomas Jefferson St,
N W . 6th Floor, Washington, D C 20007

20. Teacher Supervision

292
293

UMI Specfy EJ 170 980 $1200

UMI
UMi
UMi
UMI
UMi

UMl

UMl
UMl
uml
uml
uml
UMI

Specify E) 164 123
Specify E) 177 657
Specify E) 163 579
Specify E) 197 883
Specify E) 236 674
Specify E) 164122
Specify E) 174 578
Specify E) 174 580
Specify EJ 216 063
Specify E) 164 197
Specify E§ 179 220
Speafy E) 164 121

$1200
$1200
$1200
$1200
$1200
$1200
$1200
$1200
$1200
$1200
$1200
$1200

ASCD, 225N Washington St, Alexandria, VA
22314 $375 prepad

Prentice-Hall,

Inc,

07632 $1495

Englewood Chffs, NJ




