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PREFACE

Many secondary schocls are providing students an excellent educa-
tion today. Much purposeful learning and effective teaching are oc-
curring in our middle and senior high schools. However, we need
a greater commitment from the public as well as from all educators
to make our schools better. In addition, we need a research-validated
model to guide our improvement efforts. This book and ten filmstrips
and nine audiocassettes that are correlated with it present such a
model. It is called a conceptual design for the renewal and improve-
ment of secondary education. An implementation manual shows
practitioners how to put the design into practice.

The design for the renewal and improvement of secondary educa-
tion is very comprehensive. It is broad enough to include all pos-
sible areas of improvement. The design includes three improvement
strategies and various organizztional structures that facilitate im-
plementation of the strategies. The strategies and structures are tied
directly to ten components of a functioning secondary school. The
design was fully validated as usable and effective through cooperative
research conducted with secondary schools.

A school that does not already have a systematic improvement
program in operation should not expect to be able to start more than
one of the strategies or more than one of the enabling organizational
structures per year. Thus, the adaptation of this design to a particular
school setting and its subsequent implementation is properly regarded
as a continuing process which is how the improvement of schoolizig
should proceed. A school does not suddenly become effective in one
large leap. Instead, it proceeds in an orderly, step-by-step fashion,
making significant gains one year after another. In this regard, several
schools that were already implementing elements of the design in
1972 are still refining them and starting others.

As the staff of a school implements the design and concurrently
creates its own approaches to bettering the education of its students,
it sxperiences renewal. The school builds its own continuing improve-
ment capability and achieves its improvement geals. In schools in
which this occurs, the majority of the staff members make a per-
sonal commitment to improving education, they work together on
improvement activities; they replace day-by-day maintenance ac-
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tivities with improvement activities; and they find new and better
ways to solve the problems of learning, teaching, advising, and ad-
ministration that continuously arise. Cooperative research conducted
with middle, junior, and senior high schools showed how they
developed this kind of an improvement capability. Moreover, they
needed little consultation and assistance from external sources.

This book was written for use in university courses and in inser-
vice programs directed toward the improvement of secondary educa-
tion. The first edition and the correlatcd materials were tried out
in a field test conducted in universities and local schools where they
wetre found to be easily used and highly effective. The materials were
used in university courses titled Secondary Education, Secondary
School Curriculum, Educational Administration, Educational
Leadership, Supervision of Instruction, and Educational Psychology.
They were also used in intensive, short workshops and seminars on
the improvement of secondary schooling. In some courses this book
was the primary text and in others a supplementary text.

The middle and senicr high schools that participated in the field
test used the book and the correlated materials in a number of dif-
ferent ways in their inservice and staff development programs to gain
information and use it in their improvement activities.

The filmstrips capture exemplary practices in middle schools and
high schools across the country. Although the filmstrips show ex-
emplary individual and small group activities, there are fewer
instances of whole class instruction than is desired. Our limited
budget did not permit the film maker to secure th= parental permis-
sion that is required for each student or to spend the large amount
of time that is needed for getting only a few pictures of different
classroom groups.

A teacher and another person from schools shown in the filmstrip
clarify their school’s practices in the scho.l experiences audio-
cassettes. The practitioners focus on what they are doing, how they
got started, and some of their current successes and concerns. Most
of the audiocassettes describe the practices of two middle schools
and two high schools in segments of 10 to 12 minutes each. Any
segment can be listened to and discussed profitably without listen-
ing to the other segments. Each school is identified in the audio-
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cassettes, as well as in the filmstrips and book. The schools continue
to welcome visits and calls,

The filmstrips and the school experiences audiocassettes were not
reviscd after the field test. This book and the implementaticn manual
were. Besides updating this book, we re-wrote the implementation
manual so that a school staff can use it ard the other correlated
materials on their own. A sck ol that can conduct its own inservice
program can also use these materials to plan ard carry out its im-
provement activities. In using the material independently, the school
principal and a district official first gain an overview of this com-
prehensive program of renewal and improvement. Next, other key
staff members of the school gain the same overview. After the prin-
cipal and key staff, with input from the faculty, decide on an area
of improvement, such as a curricular area, instruction, advising, or
school organization, the faculty members to be involved in plan-
ning and implementing the improvement acti/iiies study only the set
of correlated materials related to the particular area of improvement.
They do not have to familiarize themselves with the complete, com-
prehensive program before starting an improvement activity. The
usual procedure is to use the relcvant filmstrip first and then the rele-
vant segments of the school experiences audiocassette. The inser-
vice leader summarizes and excerpts information from the ap
propriate book chapter, rather than having all the teachers read it.
However, a few copies of this book as well as a copy of the filmstrip
and audiocassette are rut in the Instructional Materials Center or
the school’s professional library where teachers can access them.
Although some schools are able to prcceed independently in using
the materials, assistance from an experienced practitioner or a
knowledgeable professor enables the school to progress more rapidly.

More often than not, the university professor offering a credit
course on campus shows and discusses the filmstrips during regular
class meetings. Only one or two audiocassette segments are used dur-
ing the class period to familiarize the students with the content and
to indicate how to use the audiocassettes. Copies of the textbook
and audiocassettes are made available to all students. Most professors
assign the textbook chapters and students listen individually to the
audiocassette segments.
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This book is organized into tour parts to facilitate its use in dif-
ferent courses. Regardless of the course, Part I consisting of Chapter
1 should be studied first. Part II includes chapters on instruction,
curriculum, and evaluation; Part II1 on administration and organiza-
tion; and Part IV on community relations, support arrangements,
and research. Part II and then Part IV are usually studied after Part
I in courses in secondary education, secondary curriculum, and
educational psychology and Part III is studied last. On the other
hand, Parts III and IV usually follow Part I in courses in educa-
tional administration, supervision, and leadership. Chapter 13 sum-
marizes the research that resulted in the operational validation of
this design and should be read by everyone.

The implementation manual is used by the school principal and
key faculty members, not by the entire teaching staff. Similarly, it
is not used by the professor or students except when the university
course includes practicum activities. Late afternoon and early cve-
ning classes and summer session courses and workshops are profit-
able settings for use of the materials.

The development of the design and the preparation of this book
and the correlated materials required cooperation of many people
across the country. Recognition of the many individuals cannot be
given by name, only according to the following groups: the staff of
the schools whose practices are described in this book; the students,
teachers, counselors, principals, parents, and others portrayed in the
filmstrips; the teachers, counselors, and principals who described
their practices in the school experiences audiocassettes; the people
who reviewed the revised implementation manual, the university pro-
fessors and school faculties who participated in the field test; the
schools that participated in the cooperative research that validated
the design, and the graduate students and schools that participated
with Professors Lipham and Daresh in their research on planned
change, administrative leadership, and shared decision making.

Support from the Faye McBeath Foundation for the preparation
of the manuscript is deeply appreciated.

The publisher, University Press of America, is recognized for its
creative efforts in preducing a high quality book while still keeping
the retail price at a very minimum. In this regard, the authors decided
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not to have an index, feeling that the use made of it would not justify
increasing the cost of the book.

Individuals who aided in the production of this book merit many
thanks: Teri Frailey, Arlene Knudsen, and Carol Jean Roche who
did the word processing, the staff of Fleetwood Graphics who did
the printing, the support staff of the Wisconsin Center for Educa-
tion Research who provided a variety of services, and Dan Woolpert
of the Wisconsin Center who coordinated the final production.

We hope that all concerned with the improvement of secondary
schools will find the design helpful both immediately and in the years
ahead.

Herbert J. Klausmeier
James M. Lipham
John C. Daresh
July. 1983




ix

CONTENTS

PrefRCe oo oo vviirrisnesseerrocastoannassesnnassrrnnnns jii

Correlated Textbook Chapters, Implementation Manual
Chapters, Filmstrips, and School Experiences Audio-
RS RIES . v v v v v vveennnnaaaaaeeeeseeanneessnnnnns Xiii

PART I: INTRODUCTION

1 Introduction and Overview of an Improvement Design..... 3
Proposals to Improve Secondary Schooling ............... 4
Psychological Basis of the Improvement Strategies ....... 12
Experiences of School Practitioners ............ocvvvtnn. 16
An Overviewof the Design ..........covvviiiiinnnnnns 17
Relationship to School Effectiveness .........ocvvvnannn 25
R CIeNCES s v vt ttttiinnneeenerreeeeeeeeecosssosnaannns 26
Suggestions for Further Reading ..........covvvvvinnnen 28

PART II: INSTRUCTION, CURRICULUM, AND
EVALUATION

2  Educational Programming for the Individual Student . .... 33
Need for Individual Educational Programming........... 35
Arranging Individual Educational Programs of Normally

Developing and Gifted Students .............. ... 39

A State }.ogram of Individual Educational Planning ..... 49
RefereNCeS .. vviviiererrneinrerneenroonnannesnennnens 51
Suggestions for Further Reading ........cc0vvvvevnnnn. 52

3 Instructional Programming for the Individual Student ....55

Planning and Monitoring Students’ Instructional

5 €63 ¢ 111350 56
Course Patterns and Individual Educational Programming 60
A Model for Arranging Individual Instructional

Programs .....c.vvieviveecnenerencanasesennnans 63




Using Developmental Objectives........o0vevrvvnvnnn... 66
Taking Into Account the Student’s Learning

Characteristics ...ovvvvviiieiiierrnerrenennnnnss 72
Developing a Learning Guide for Students .............. 78
A Note on Effective Teaching ..........oovvvvvervnn... 82
References . o.vvvie it e e s 84
Suggestions for Further Reading ....................... 86
Curricular Arrangements ..............covvennnnenn.. 89
Federal and State Influence...........oovvvvvnennnnnn. 90
Curriculum Priorities ......vvtiietinennrenrrnnrennnns 93
School District Curriculum Development ............... 102
Local School Curriculum Development................. 106
Middle School Curricular Arrangements and Individual

Educational Programming ....................... 107
High School Curricular Arrangements and Individual

Educational Programming ....................... 111
References . oottt i e i e 114
Suggestions for Further Reading ...................... 115
Career Education and Experiential Learning ............ 119
Experiential Learning ............covviiivninnnnnn.. 120
Career Education for All Students...........c.vuen.... 121
Two Patterns for Providing Experienced-Based Career

Education ........coviiiiiiiin it 123
Locally Developed Programs of Career Education....... 129
References . ..oovviiniiiiiii i 137
Suggestions for Further Reading ...................... 137
Student Decision-Making Arrangements ................ 141
Rationale for Increasing Student Decision Making....... 142
A Developmental Progression in Student Decision

Making ..... .. e 144
Models to Guide Decision Making...............cv..... 148
Teaching Students Decision-Making Skills .............. 155
A Note on Student Decision Making and Discipline ..... 159

References ..o vvvii it ittt 164




Xi

7 Evaluation and Improvement Strategies ................ 167

Measurement Devices and Procedures......ccvvvennnn. 169
Evaluation and Individual Instructional Programming ...173
Evaluation and Individual Educational Programming ....175

Evaluation and Goal Setting for Groups of Students..... 183
Evaluation and Goal Setting Related to Other Student
OULCOMES +vvvvevernennnerscssssnassasaassannns 192
S U ¢ 1T e 193
Suggestions for Further Reading ................coott 194

PART lli: ADMINISTRATIVE—
ORGANIZATIONAL—ADVISING

ARRANGEMENTS

8 Administrative Arrangements and Processes ............ 199
Implementing Educational Improvement................ 201
Improving Educational Decision Making ............... 205
Alternative Administrative Arrangements ............... 208
Improving Administrative Arrangements ............... 218
SUMMAIY ...t iiii it tinttessnnssnsnsossssssssnnns 221
REfeIeNCES o vvvvvvrrreeoeeesasssansssssssssssssssssss 221

9 Organization for Instruction and Advising.............. 225
Organizing the Staff for Instruction and Advising ....... 226

Alternative Arrangements for Instruction and Advising ..230
Improving the Organization for Instruction and Advising 240

SUMMAIY ...ttt eiiiteeestenssensenssssossnessssnns 242
2 ) 3T e 242
10 Teacher-Advisor Programs ............covvvivrnnnnnns 247
Promoting Educational Development .................. 248
Increasing Schoolwide Communication.......oovvvennn. 250
Improving Home-School-Community Relations.......... 251
Enhancing Personal-Social Development................ 253
Alternative A.rangements for Teacher-Advisor Programs.254
Issues in Implementing Teacher-Advisor Programs ...... 269
SUMMAIY . . iiviitiiitetrrnaneerassesssasaasannnses 274




Xii

PART IV: COMMUNITY, SUPPORT
ARRANGEMENTS, RESZARCH

11 Home-School-Community Relations ................... 277
Importance of Home-School-Community Relations ...... 278
Aims of Home-School-Community Relations ........... 280
Examples of Programs of Home-School-Community

Relations .ouvvevvniiiniiniiniiiiiiirnnnnnnns 286
Relationship Between Home-School-Community Relations

and Other Areas of Educationai Improvement . .... 291
UMY L.t itet it ittt rineeranerrenneseananans 295
3 (= 1 < 295
Suggestions for Further Reading ............c.ccvvu..n. 297

12 Support Arrangements ..........c.viiiiiiiniiiena, 299
Need for Support Arrangements. ..........ccvvvuunnn.. 301
Nature of SUPPOIt.....ovitiveiiiriiiriiirerennnnns. 302
Examples of Support Arrangements ................... 310
R3] 110110 F: ) '/ P 315
References . ..o iniii ittt iiiii ittt iriiinerannens 316
Suggestions for Further Reading ............ccovvuunn. 317

13 Research-Based Educational Improvement .............. 319
Purposes of the Cooperative Research Project .......... 321
Research Procedures ....vvevvvirinniirnenierennenn. 322
Improvement Strategies ........coovviiiiinrrirnnnnnas 324
Effects of Implementing the Improvement Strategies on

Student Achievement ..............ccoveviinnnn.. 327

Notes Regarding Attendance, Aititudes, and Differences
Between Sexes and Among Quarters in

Mental Ability .......coviiiiiiiiiiinneinennnnn, 340
Conclusions and Discussion. . ..vvee e nieerrereeeenans 341
oo T 7 ¢+ 344

2] (3 (=) 1T~ 345




xiii

CORRELATED TEXTBOOK CHAPTERS,
IMPLEMENTATION MANUAL CHAPTERS, FILMSTRIPS,
AND SCHOOL EXPERIENCES AUDIOCASSETTES

The textbook is available from University Press of America, 4720
Boston Way, Lanham, MD, 20706. Phone (301) 459-3366. The
manual, ten filmstrips, and nine school experiences audiocassettes
are available from CCL Document Service, Wisconsin Center fo.
Educaticn Research, 1025 W. Johnson St., Madison, WI, 53706.
Phone (608) 263-4214. The components of the design for the renewal
and improvement of secondary education follow and the correlated
materials for each component are listed.

Text Ch. 1: Introduction and Overview oj an Improvement Design.

Manual: Introduction and Overview.

Filmstrip. Introduct: .n to the Wisconsin Program for the Renewal
and Improvement of Secondary Education.

EDUCATIONAL PROGRAMMING FOR THE INDIVIDUAL
STUDENT

Text Ch. 2. Educational Programming jor the Individual Student.

Manual Ch. 2. Educational Programming for the Individual Student.

Filmstrip. Educational Programming for the Individual Student in
Secondary Sckaols: Part I.

Audiocassette. Experiences of Two Middle Schools and Two Senior
High Schools with Educational Programming for the Individual
Student: Part 1.

INSTRUCTIONAL PROGRAMMING FOR THE INDIVIDUAL
STUDENT

Text Ch. 3. Instructional Programming for the Individual Student.

Manual Ch. 3: Instructional Programming for the Individual
Student.

Filmstrip. Educational Programming for the Individual Student in
Secondary Schools: Part 1.




Xxiv

Audiacassette: Experiences of Two Middle Schools and Two Senior
High Schools with Educational Programming for the Individual
Student: Part II.

CURRICULAR ARRANGEMENTS

Text Ch. 4: Curricular Arrangements.

Manual Ch. 4: Curricular Arrangements.

Filmstrip: Curricular Patterns in Secondary Schools.

Audiocassette: Experiences of a Middle School, a Junior High
School, and Two Senior High Schools with Curricular Patterns.

CAREER EDUCATION AND EXPERIENTIAL LEARNING

Text Ch. 5: Career Education and Experiential Learning.

Manual Ch. 5: Career Education and Experiential Learning.

Filmstrip. Work and Other Career Education Activities in Second-
ary Schools.

Audiocassette: Experiences of a Middle School, a Junior High
School, and Two Senior High Schools with Work and Other
Career Education Activities.

STUDENT DECISION-MAKING ARRANGEMENTS

Text Ch. 6: Student Decision-Making Arrangements.

Manual Ch. 6: Student Decision-Making Arrangements.

Filmstrip: Student Decision Making in Secor *.:¥ Suiwvia.

Audiocassette. Experiences of u Middle School, a Junior-Senior High
School, and Two Senior High Schools with Student Decision
Making.

EVALUATION AND IMPROVEMENT STRATEGIES

Text Ch. 7: Evaluation and Improvement Strategies.

Manual Ch. 7: Evaluation and Improvement Strategies.

Filmstrip: Evalu:ating Student Learning and Educational Programs
in Secondary Schools.

Audiocassette: Experiences of a Middle School and a Senior High

School with Evaluating Student Learning and Educational

Programs.



O

XV

ADMINISTRATIVE ARRANGEMENTS AND PROCESSES

Text Ch. 8: Administrative Arrangements and Processes.

Manual Ch. 8: Administrative Arrangements and Processes.

Filmstnip. Administrative Arrangements for Shared Decision Mak-
ing in Secondary Schools.

Audiocassette. Experiences of a Middle School and Two Senior High
Schools with Administrative Arrangements for Shared Deci-
sion Making.

ORGANIZATION FOR INSTRUCTION AND ADVISING

Text Ch. 9: Organization for Instruction and Advising

Manual Ch. 9: Organization for Instruction and Advising

Filmstrip: Instruction and Advisory Arrangements in Secondary
Schools.

Audiocassette: Experiences of Two Middle Schools and Two Senior
High Schools with Instruction and Advisory Arrangements.

TEACHER-ADVISOR PROGRAMS

Text Ch. 10: Teacher-Advisor Programs.

Manual Ch. 10: Teacher-Advisor Programs.

Filmstrip: Teacher-Advisor Programs in Secondary Schools.

Audiocassette. Experiences of a Middle School, a Junior High
School, and Two Senior High Schools with Teacher-Advisor
Programs.

HOME-SCHOOL-COMMUNITY RELATIONS

Text Ch. 11: Home-School-Community Relations.
Manual Ch. 11: Home-School-Community Relations.
(No filmstrip or cassette.)

SUPPORT ARRANGEMENTS

Text Ch. 12: Support Arrangements.
Manual Ch. 12: Support Arrangements.
(No filmstrip or cassette.)

.15




Xvi

RESEARCH AND DEVELOPMENT

Text Ch. 13: Research-Based Educational Improvement.
(No fiimstrip or cassette.)




PART I:
INTRODUCTION

Chapter 1: Introduction and Overview of
an Improvement Design

ERIC 17




CHAPTER 1

INTRODUCTION AND OVERVIEW OF AN
IMPROVEMENT DESIGN

Herbert J. Klausmeler

The past few years have witnessed a marked increase in interest
in improving the quality of secondary education. Hundreds of recom-
mendations have been offered concerning what all secondary schools
should do to become more effective. At the same time, there has
been a pronounced dearth of information regarding how each secon-
dary school can go about identifying its own improvement needs and
then plan and carry out related improvem:nt activities. Yet this is
what must be done if a school is to develoy an internal improve-
ment capability and, in the process, experience renewal as a social
organization. This book was written to enable prospective and in-
service educators to understand a design for improving secondary
schooling and to incorporate educational improvement in their role
perceptions.

The design incorporates three closely related iinprovement
strategies, and it also indicates the structures and processes of the
schoo! that facilitate the implementation of the strategies. Since each
school is regarded as a unique social organization, the strategies and
the facilitative structures must be adapted by the staff of the in-
dividual school.

The first version of the design was based on a synthesis of theory
and research relevant to the improvement of secondary education.
This version was reviewed by practitioners and scholars and revi-
sions were made. The ;evision was tested empirically in middle
schools, junior high schools, and senior high schools to assure that
it indicated both desirable directions and related means for improv-
ing secondary education. It also served as a basis for conducting two
kinds of research with secondary schools. Research focusing on
leadership, shared decision making, and planned change was con-
ducted by Professor Lipham and his graduate students in educational
administration. The results of the research, as well as concepts related
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4 IMPROVEMENT OF SECONDARY EDUCATION

to various school organizational structures, are reported in the
chapters of this book by Lipham and Daresh. The research directed
toward the validation of the complete design as an effective
framework for the improvement and renewal of secondary educa-
tion was conducted cooperatively with five schools during a four-
year period by Professor Klausmeier and a small research team, in-
cluding Professor Daresh. A summary of the results of this research
is given in Chapter 13, and the detailed report of the research ap-
pears in Klausmeier, Serlin, and Zindler (1983). The reader may wish
to study Chapter 13 immediately after this chapter.

The design is based on my synthesis of information from three
sources. Cne source was theory and research as reflected in the
recommendations of individuals and national and state commissions.
Another source was theory and research regarding learning, instruc-
tion, individual differences, school organizational structures, and
improvement processes. A third source was the experiences of school
practitioners and scholars who were associated with the Wisconsin
Center for Education Research in a network of innovative schools.

The purposes of this chapter are to enable you to understand the
kind of information that was used in developing the design and to
gain ar overview of it. (Middle schools that start not lower than
Grade 6, junior high schools, and senior high schools are regarded
as secondary schools.)

PROPOSALS TO IMPROVE
SECONDARY SCHOOLING

Periodically, the improvement of secondary education receives
much attention nationally. One such period was the early and mid-
dle 1970s. During this time, the focus was on achieving equality of
educational opportunity and adapting schooling to meet the educa-
tional needs of the individual student. Theory regarding adaptive
edacation underlying the recommendations of this period is incor-
porated in the design for the renewal and improvement of secon-
dary education.

The next set of recommendations of the late 1970s and carly 1980s
focused on school effectiveness. This focus was accelerated by the
publication of a book by 1.atter, Maughan, Mortimore, and Ouston,
with Smith (1979). After presenting the overview of the design for
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AN IMPROVEMENT DESIGN 5

the renewal and improvement of secondary educauon, I shall rclate
the design to the characteristics of effective schools.

In the early 1980s a still different focus characterized the recom-
mendations of numerous individuals and national groups, namely,
reforming secondary schooling through curriculum change. The most
notable of these early reports is that of the National Comniission
on Excellence in Education (1983) of the U. S. Department of Educa-
tion. As we shall see, the present design is not prescriptive with respect
to the secondary curriculum; but it does specify that the state and
local district, rather than the federal government, should determine
the curriculum. Accordingly, the recent recommendations regarding
curriculum change are presented in Chapter 4 where this element of
the present design is discussed.

Recommendations of National Groups 1973-1977

Many individuals, committees, and commissions of the 1960s and
carly 1970s gave serious attention to reforming the education of
American youth. They tried to identify the problems of secondary
education as well as the causes of the difficulties. They then recom-
mended policy and program changes which presumably would
eliminate the problems. These individuals and groups proposed that
secondary schooling would be improyved by changing it to meet in-
dividual students’ educational needs more effectively. A synthesis
follows of the major recommendations of the panels and commis-
sions of the 1970s (Brown, 1973; Coleman, 1974; Gibbons, 1976,
Hostrop, 1975; Martin, 1976; Shane, 1973, 1977; Thomson, 1975;
Toffler, 1974; and Van Til, 1976):

Schools should personalize and humanize the educative pro-
cess rather than continue the three-track system of college
preparation, general education, and vocational preparation.

Multiple paths leading to high school graduation should be
made available to students rather than requiring a certain
number of Carnegie units for graduation and trying to enforce
compulsory school attendance until age 18.

Progress 1n learning and credit toward high school graduation
should be based on demonstrated proficiency rather than on
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6 IMPROVEMENT OF SECONDARY EDUCATION

the amount of time spent attending class.

Students should be given more opportunity and responsibility
for planning and evaluating their educational programs.

Greater emphasis should be given to preparing youth for work,
for citizenship, and for their future familial roles.

The educational resources of the community should be used
much more as a means of promeoting experiential learning,
making carcer preparation more effective, and fostering adoles-
cent interactions with children and adults.

Students, teachers, parents, and other citizens should be
represented on school councils and committees that deal with
curriculum and instruction, student conduct, school gover-
nance, and other educational maiters.

Most persons during the 1970s probably agreed with most of the
preceding proposals. However, some specific recommendations were
made by the various groups which, if implemented nationally, would
greatly change the character of tax-supported public secondary
education. Three of these recommendations merit brief attention.

The Panel on Youth of the President’s Science Advisory Com-
mittee (Coleman et al., 1974) dealt with the period of transition from
childhood to adulthood, roughly age 14 to 24. A hotly debated
recommendation of the Panel was to provide vouchers enabling
studeats and their parents to choose where they will be educated and
when. One means of implementing this recommendation would
allocate tax monies for education to the parents rather than to the
local school district. The parents would then transfer the money to
the school which they select.

The National Commission on the Reform of Secondary Educa-
tion, like other groups, identified many problems and made related
recommendations (Brown et al., 1973). A recommendation receiv-
ing widespread attention was to drop the legal school attendance age
to 14. Carrying out this recommendation presumably would get
physically mature students into productive work airangements in the
community. They could return for any desired form of education
at any later time. To assure this, the Commission recommended
legislation to guarantee students a total of 14 years of tuition-free
~4ucation. After the compulsory eight years up to age 14, they should
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be provided an additional six years of schooling, wherever and at
such time as they decide to take the additional six years.

The Phi Delta Kappa Task Force on Compulsory Education and
Transition for Youth (Gibbons, 1976) strongly supported maintain-
ing tax-supported secondary education. However, they found so
many inadequacies in current practices that a new idzal form of
schooling was proposed. They recommended a complete departure
from the present system of secondary education.

California Commission on the Reform of
Intermediate and Secondary Education

One aim of the preceding national commissions and panels was
to influence federal policies regarding education. Another was to
influence local education practices as school administrators and
teachers became aware of the problems and related proposals. A dif-
ferent and very interesting strategy was followed by the California
Commission on the Reform of Intermediate and Secondary Educa-
tion (Newcomber, 1975). This same strategy was subsequently
employed in many other states.

In 1974 the Superintendent of Public Instruction of California
formed the 37-member California Commission for the Reform of
Intermediate and Secondary Education (RISE). This Commission
and its work had several interesting features. Its members included
students, teachers, counselors, principals, and other school person-
nel and also representatives of organized labor, farm groups,
business, and the professions. Another feature was that intermediate
as well as secondary schools were included. This made it possible
to take into account the emergence of the middle school as an ap-
propriate response to the carlier physical maturation of boys and
girls. It also enabled the Commiission to state aims of schooling that
imply continuous progress of students from the intermediate grades
through high school graduation. Perhaps the most important feature
was that the California Department of Education would take respon-
sibility for implementing the Commission’s recommendations. As
you read the recommendations, notice the pervasive emphasis on
meeting the educational needs of the individual student.
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Learners as the Most Important Individuals in the School

Each learner should be recognized and accepted as the primary
client to be served by the school. Parenis, the community, and the
larger society are secondary clients who will benefit from schools
through the education gaincd by the learners. As maturing learners
move toward adulthood, they should progressively be able to make .
more educational choices and also to assume responsibility for those
choices. Such cheices should include where, wheu, and how to learn.

Progress Dependent on Demonstrated Proficiency

The strengths and weaknesses of each learner st -1” Se assessed
and, based on this assessment, each learner should be  .e tochoose
and pursue an instructional program consistent with the assessment
and the learner’s choices. When the learner demonstrates chat he/she
has attained the objectives of the instructional program, appropriate
credit should be received. The learning activity should not be con-
fined to the essential skills but should encompass attainment of all
of the aims of California education.

A System of Multiple Options in Programs and Learning Styles

A wide variety of choices and options in program and curriculum
cortent should be available to learners so as to enable them to meet
personal objectives in varied ways acco:ding to each learner’s own
learning style. The alternatives or options might include schools-
within-a-school, work-stud; programs, regional occupational train-
ing programs, special interest schools or centers, and departmen-
1alized traditional programs. The multiple options for learning should
allow the learner to take advantage of such opportunities as learn-
ing independently, learning in groups of varying size and composi-
tion, and learning in different lovations, including the traditional
school setting.

Gaining Skills and Knowledge in a Variety of Lecations

Multiple opportunities are needed to enable students to gain first-
hand experience by means of study, obsen ation, service, participa-
tion, and work in both the school and the wider community. Means

ERIC
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of evaluation shcald be developed enabling learners to earn credit
or other recognition through certain types of work situations, par-
ticipation in community activities, or self-designed independent ac-
tivities away from the traditional school setting.

Flexibility in Times for Learning

The hours, days, months, and school year should be flexible, ex-
tensive, and sufficiently varied to accommodate a diversity of in-
terests, needs, and choices of individual learners. Class scheduling
should be arranged to allow a learner to move freely from one ac-
tivity to another on the basis of demonstrated proficiency. School
sites and facilities should be available and used throughout the year
and beyond the traditional school hours and five days of the week.
School attendance requirements should allow a learner to leave the
school system teraporarily with the approval of the learner’s parents
and the schools. The furloughs should be of flexible duration, of
educational value to the learner, and consistent with the learner's
educational needs and objectives.

Parsonalized Instruction

The size and setting of the learning group should be based on the
type of learning activity to be conducted. Groupings of learners
should be small enough to offer a psychological and physical at-
mosphere that promotes the development of the learner’s self-worth
and identity within the school and vommunity. All schools with large
enrollments should be divided into several smaller schools to insure
a more personalized setting. Middle schools particularly should give
special attention to limiting school size because early adolescents have
unique needs in learning to live and work with one another.

In addition to the preceding recommendations the California Com-
mission proposed that all students should gain the skills, competence,
knowledge, and values required to function effectively as an in-
Jividual today and also as an individual and citizen during the last
part of this century. Concerning proficiency in essential skills, the
Commission recommended that each learner should achieve and
demonstrate specified levels of proficiency in the following essen-
tial skills areas:
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The communication skills of reading, writing, speaking, and
listening.

Computational skills of addition, subtraction, multiplication,
and division as well as in the use of decimals and percentages
and in the understanding of the systems of measurement.

Ability to maintain a satisfactory level of physical coadition-
ing and psychomotor coordination consistent with the in-
dividual’s identified needs and rate of physical development.
Each learner should acquire an understanding of the health
practices that will serve him/her throughout his/her lifetime.

Scientific and technological literacy, including a basic
understanding of scientific principles and the ability to apply
the principles to everyday situations.

Knowledge of American government and institutions and an
understanding of the responsibilities of a citizen in a democratic
society.

The skills needed for positive interaction with others in the school
and with individual groups and instituticns within the larger society.

Minimum levels of proficiency in reading, writing, computation, and
in other essential skill areas as a condition of completing secondary
education and receiving 2 high school diploma.

In addition to the explicit reccommendations regarding proficien-
¢y in essential skills, the RISE Commission also made recommen-
dations for the following:

Social concepts that reflect present and future needs and con-
cerns of society.

Cooperation, understanding of others, and mutual respect.
Processes of decision making.

Career awareness, exploration, and preparation.

Leisure time.

Aecsthetic experiences.

25
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The Commission .did not assume that the preceding recommen-
dations could be carried out, except as they are accepted by students
and parents and by teachers and other school personnel. Also, mere
acceptance of the desirability of the recommendations is not suffi-
cient. Teachers and other educational workers must be given the op-
portunity to acquire new knowledge and skills to perform the im-
plied activities. As the schoal day is currently organized and as con-
ditions for staff development activities are arranged, there is not time,
opportunity, or incentive for teachers to acquire the knowledge and
skills.

In accordance with this need the Commission recommended that,
in order to gain and strengthen their knowledge and skills, teachers
and other school personnel should be provided with greater oppor-
tunities to design, conduct, and participate in a variety of staff
develo, ment activities. A further recommendation was that the staff
development programs should be designed and administered primar-
ily at the local or regional levels so that they will be responsive to
the individual learners, the staff, and community needs. Therefore,
staff members should assist in identifying their specific staff develop-
ment needs and programs should be designed to meet these needs.
The abilities of individuals on the school staff should be identified
and released time provided for them so that they may help other
staff members improve their instructional techniques. Particularly
needed are staff development directed toward arranging more ap-
propriate lcarning activities for the individual student and techni-
ques for evaluating student learning and instructional programs.

It is interesting to note that the various commissions emphasized
adapting schooling to student needs. This followed the pattern of
the social legislation of the 1960s and early 1970s. Despite this em-
phasis, the California Commission included the idea of each student
attaining specified levels of proficiency in several essential skill areas,
including the language arts, mathematics, science and technology,
physical conditicning and health, and American government and in-
stitutions. This recommendation reflected the beginning emphasis
on the student’s responsibilities and the needs of society as well as
the individual student’s interests and rights.
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PSYCHOLOGICAL BASIS OF THE
IMPROVEMENT STRATEGIES

In the preceding pages, I have indicated that theory regarding
adaptive schooling was incorporated in the present design for the
renewal and improvement of secondaty education. Other informa-
tion used in formulating the design is drawn from the psychology
of classroom learning and the r,sychology of individual differences.
Information from these arezs provides the theoretical framework
for the three improvement strategies incorporated in the design.

Principles of Classrcom Learning

Many theories of learning were extant in the 1970s. Although there
are many possible application. of these thecries, a few principles that
facilitate learning have been ide.:tified in many learning experiments
that have been carried out in exper.mental laboratories and in school
settings (Klausmeier, 1976). Teachers seem to be aware of these prin-
ciples, but school and classroom conditions do not always permit
successful applications of them.

The first principle is that the learner actively engages in the learn-
ing activities during the time allocated for learning. This means that
the student comes to class, starts to work immediately, and continues
the learning activities until it is tie to start other activities.

The second principle is that the learning activities are of an ap-
propriate level of difficulty for the learner; they are neither too easy
nor too difficult. The learner dces not experience a sense of ac-
complishment by completing very easy tasks and experiences frustra-
tion after making unsuccessful efforts to perform tasks that are too
advanced or too difficult.

A third principle is that the learning session is neither too short
nor too long. Too little time means that nothing is learned well and
accordingly it is not retained from one session to the next. Too much
time results in boredom, even for the highly motivated student.

A fourth principle involves guidance of the learner. Guidance is
interpreted broadly here to include teacher activities such as providing
models, confirming correct responses, aiding students in correcting
errors, and providing a proper balance of teacher-directed and
student-initiated individual, small-group, and large-group activities.

_7
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Effective application of these prizciples secures maximum learn-
ing effectiveness over a short period of time, such as during a class
period. To secure the maximum amount of learning over longer time
intervals, such as during a semester or across a level of schooling,
there must be continuity in the learning activities.

The conceptual design encourages teachers, curriculum coor-
dinators, principals, and other local school personnel to apply the
short-term principles and also to provide for continuity in learning
throughout the school years. In this regard, one serious learning pro-
blem of the 1970s was that an instructional strategy based on
students’ mastery of detailed performance objectives did not take
into account the first four principles adequately, and there was a
near total lack of continuity. No provisions were made for students
to integrate, synthesize, or relearn; rather, they mastered discrete
objectives once and then more often than not forgot what they had
mastered.

Individual Differences

The preceding principles apply to students in general. However,
their applications should take into account differences among in-
dividual students. Longitudinal research involving four groups of
children and youth when in grades 1-3, 4-6, 7-9, and 10-12 indicates
that the difference among the students of the same grade in their
level of cognitive development are exceedingly great and that the dif-
ference increases at the successively higher levels of schooling
(Klausmeier & Allen, 1978; Klausmeier & Associates, 1979).
Morcover, some very rapidly developing students in grade 3 were
found to be as advanced cognitively as other very slow developing
students were in grade 12, Cognitive development as measured in
this longitudinal study included understanding of concepts and prin-
ciples drawn from the fields of English, mathematics, and science,
and the ability to solve problems.

An intensive study of six rapid and six slow developers of grades
6 and 12 participating in this longitudinal study was undertaken (Mize
& Klausmeier, 1977). The main purpose of the study was to identify
conditions related to each student’s individual and personal
characteristics, school and education, and home and family that
might contribute to rapid or slow cognitive development. The

28
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hypothesis was that one pattern of conditions contributed to rapid
development and another to slow development.

Comprehensive information was gathered on each of the 12
students in order to answer the following questions:

I. Do students of rapid and slow cognitive development dif-
fer in
Intellectual abilities?
Self-directedness of behavior?
Peer relations?
Educational aspirations and life goals?
Attitudes toward school and teachers?
Rapport with teachers?
Attributions of responsibility for academic
performance?
Use of leisure time (e.g., television viewing, reading,
interests)?
i. Home orientation, responsibilities, and perceptions of
family?
2. Do parents and families of students of rapid and slow
cognitive development differ in
a. Demographic characteristics (e.g., divorce, education,
number of children)?
Family structure and family life (e.g., cohesiveness)?
Attitudes and perceptions of the child?
Attitudes toward children and child rearing?
Attitudes toward school, teachers, and education?
Values, goals, and aspirations for the family and for
their child?
3. Do the school programs and educational backgrounds of
students of rapid and slow cognitive development differ in
Schools attende2?
Courses taken?
Activities pursued?
Grades made?
School attendance?
The teachers’ perceptions of the student’s attitudes
toward sckool and education, achievement motivation,
school behavior, self-esteem and self-perceptions, peer
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relations, and values and goals? (Mize & Klausmeier,
1977, p. 3)

The variables that contribute to rapid and slow cognitive develop-
ment of the Grade 12 students follow. Variables that do not differen-
tiate between them are not indicated. The rapid developers have
above-average IQ scores and good school achievement as represented
by high grades. They have a low rate of school absenteeism and pur-
sue an academic curriculum in high school. They enjoy reading and
manifest strong achievement motivation, self-esteem, and positive
attitudes toward school, education, and teachers. They actively
engage in sct~ol activities and hold positive attitudes toward parents,
family, and home, and their socizl skille with peers and adults are
good. More often than not they come from upper-miJdie or middle-
class homes characterized by a good intellectual climate. Their
parents have completed high school and possibly some college, have
high aspirations and expectations for their child, hold positive at-
titudes toward school and education, and are concerned and active-
ly interested in their child’s school, teachers, and curriculum.

Slow developers, in contrast, have average or below average IQ
scores and make low grades in school. They have a high rate of school
absenteeism and pursue nonacademic subjects in high school. They
are not interested in reading but depend on television for informa-
tion and sedentary recreation. They have low self-esteem, low motiva-
tion for learning, and negative attitudes toward school, education,
and teachers. They do not engage in extracurricular school activities
regularly. They have less positive attitudes toward family and home
and have poor social skills and peer relations. Slow developers are
more likely to come from a lower-middle-class home with an im-
poverished intellectual climate and parents who did not complete
high school. The parents or guardians have low expectations for their
child, show little involvement with the child, express negative at-
titudes toward school and education, and exhibit little understand-
ing of or interest in their child’s school, teachers, and curriculum.

It should be pointed out that the slow developers identified in this
study in Grade 12 undoubtedly represent the high end of the range
of slow developers at the high school level. These seniors were all
sufficiently successful to complete four years of high school and
receive a diploma. Other students who dropped out of school before
their senior year were not available for inclusion in the study.
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Many of the conditions associated with slow development are
probably preventable if changes can be made in the home and fam-
ily situation, in the school curriculum and instruction of the child,
and in the relations among teachers, parents, and the student.
Moreover, conditions such as absenteeism, lack of interest in reading,
low self-esteem, low achievement, and negative attitudes toward
school, teachers, and the curriculum must be changed if the student
is to achieve reasonably well. Personalizing the instruction and ad-
vising of students and arranging a more suitable educational pro-
gram for each student are two possible means of aiding the slow
developer, as well as other students. These and other ideas derived
from the longitudinal research, as well as from other research on
individual differences, were taken into account in formulating the
design for the improvement of secondary education.

EXPERIENCES OF SCHOOL PRACTITIONERS

The first draft of the design was prepared in 1976. This draft was
submitted for review and input by scholars and practitioners from
across the nation who attended a workshop on the improvement of
secondary education held at the Wisconsin Center for Education
Research. Input was received regarding the substance of the design
and also its applicability to schools of greatly different characteristics.
The present author prepared a revision of it, taking into account
this input.

The revision was used in two doctoral studies conducted under
the supervision of Professor Lipham. Klausmeier (1978) reported
that the faculties of innovative middle schools and junior high schools
regarded the design as indicating desirable directions and means for
improving education. The participating faculties were already im-
plementing a considerable number of the design components. Maier
(1978) reported similar rezults in the high schools included in his
study.

Only minor changes were made in the design after 1977. Accord-
ingly, the design that is now described was implemented in the four-
year cooperative research. Based on the very positive research find-
ings, the design is regarded as providing a powerful and practical
theoretical framework for improving secondary schooling.

31
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AN OVERVIEW OF THE DESIGN

The design indicates 10 components of secondary schools, one for
cach major component of a functioning secondary school. For each
component there is a comprehensive objective. The 10 comprehen-
sive objectives indicate desirable directioas for the improvement of
secondary education. The enabling objectives for each comprehen-
sive objective provide illustrative means of achieving the comprchen-
sive objective. Chapters 2 through 13 of this book are devoted to
the 10 components.

The 10 comprehensive objectives and the enabling objectives for
Component 1 of the design, Educational Programming for the In-
dividual Student, follow. This component incorporates two closely
related improvement strategies. The third strategy is built into the
component dealing with evaluation.

Educational Programming for the Individual Student

Comprehensive Objective:

An individual educational program of course work and other ac-
tivities is arranged for each student each semester that satisfies the
student’s developmental needs and characteristics and that also meets
district and state requirements.

Illustrative Enabling Objectives:

Each student's individual educationa! program which includes all
courses and other activities:

Is planned each semester or year by the student and the student’s
advisor.

Takes into account the student’s aptitudes for learning different
subject matters, interests, motivation, learning styles, career goals,
and other personal and social characteristics.

Provides for experiential learning, including work experience in
the community, for students who will benefit from it.

Is monitored cooperatively by the student and the student's ad-
visor throughout the semester.

30 -
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Is changed as necessary during the semester to assure high quality
education for the student.

Comprehensive Objective:

An individual instructional program is arranged for the student in
each course and other activity that is part of the student’s total educa-
tional program that takes into account the studc 1t’s aptitudes, in-
terests, motivation, learning styles, career goals, and other personal
and social characteristics.

Illustrative Enabling Objectives:
The instructional program of the student:

Is planned by the student and the teacher of the course at the begin-
ning of the course.

Includes course and unit objectives that are appropriate for the
student in terms of the student's aptitude, entering achievement
level, and career goals.

Provides an appropriate amount of time in class and during or
outside school hours to suit the student’s rate of achieving his/her
objectives in the course.

Provides for appropriate individual attention by the teacher to take
into account the student’s motivation and other personal character-
istics.

Provides for an appropriate amount of teacher-directed individual,
pair, small-group, and large-group activity to take into account
the student’s need for independence and preferences for mode of
instruction.

Provides for an appropriate amount of student-initiated individual,
pair, small-group, and large-group activity to take into account
the student’s nced for independence and preferences for mode of
instruction.

Provides for appropriate use of printed materials, audio-visual
materials, and direct experiencing to take into account the stu-

ERIC 33.¢

Aruitoxt provided by Eic:




AN IMPROVEMENT DESIGN 19

dent’s preferred styles of learning—visual, auditory, tactual, or
kinesthetic.

Arranging an appropriate educational program for each student
requires a school person to have a conference at least three times
per semester with each student. Accordingly, there must be many
counselors in the school to meet with the students or cach teacher
must serve as an educational advisor to 15 to 20 students to plan
their programs and to moni:or and evaluate their progress.

Providing an appropriate instructional program for each student
in each course requires both teacher-directed and student-initiated
activities to be arranged to take into account the differing educa-
tional needs and characteristics of students. Similarly, individual,
small-group, and whole-class - -tivities must be matched to the in-
dividual student’s learning capability for the particular subject mat-
ter, learning styles, and other characteristics. Neither all teacher-
directed whole-class instruction nor all individual assignments and
activities can possibly provide for the educational needs of all
students.

We see that an appropriate educational program cannot be ar-
ranged for a student if the student cannot get appropriate instruc-
tion in each course. Similarly, the student’s instructional program
cannot be effective i1t a course that is not suited to the student’s
educational needs. Accordingly, the instructional practices in each
course as well as the curricular arrangements of the school are critical
for implementing either strategy.

Curricular Arrangements

The curriculum s siructured o meet state and district requirements
but it can be adapted by the school and individual teachers to take
into accwunt the differing educational needs of students.

Three sets of changing conditions point to the importance of a
structured but flexible cvrriculum. State and federal agencies are
making ever-increasing demands and regulations related to all aspects
of the curriculum inasmuch as the curriculum can be changed more
easily than instructional, advising, and administrative practices.
Adults’ perceptions of the developmental needs and the rights and
responsibilities of students are changing, and the students’ own
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20 IMPROVEMENT OF SECONDARY EDUCATION

perceptions regarding these matters are evolving also. Knowledge
in all subject fields continues to accrue rapidly. The schiool’s cur-
riculum attemp:s to take into account these and other societal con-
ditions so that an excellent individual educational program can be
arranged for each student.

Career Education and Experiential Learning

Career education is arranged for all students,; experiential-learning
activities and/or work experience in the community are arranged for
each student who can profit from them. (Senior high school students,
more than middle school students, require work experience and par-
ticipatior: in community activities.)

The demands on the school for an effective program of career
awareness, exploration, and preparation and also for citizenship
education are increasing. Career education necessarily includes work
experience for some students.

Closely related to this, many career and other educational ex-
periences can be provided away from the school site. Most of our
local communities have many potential opportunities for work and
other educative experiences in which adolescents may participate with
adults and also with younger children. Furthermore, many students
are able to iravel and study anywhere in our entire nation, as well
as in foreign countries, as part of their community learning activities.

Student Decision-Making Arrangements

Students progressively assume more responsibility for planning, im-
plementing, and evaluating their programs and activities with a lesser
amount of adult direction and control.

Boys and girls in the United States mature physically about two
years earli=r than did their grandparents who were born at the turn
of the 2th century, the time at which the Grade 7-9 junior high
school was started to meet the unique needs of this age group.
Although they are maturing faster, the age at which they become
economically independent is delayed increasingly. Moreover, in re-
cent decades there has been a great increase in juvenile delinquency,
crippling accidents, violent criines, alcoholism, and venereal disease
among modern youth of middle school and high school age. Despite
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these conditions, we should not infer that students are incapable of
governing themselves as individuals or in small groups. However,
it is equally fallacious to assume that all of them will become social-
ly conscious, self-governing citizens except as they receive wise
guidance and learn to observe the traditions and norms of our adult
society. Rules and regulations and means of enforcing them, as well
as a student bill of rights are required.

Starting in the early school years, boys and girls should have many
opportunities for working individually and ir. small groups in their
classes. As they progress into middle school, they should assume in-
creasing responsibility for making important decisions about their
own cducation and other matters. The high school must provide them
opportunities to share decision making and planning with other
students and with adults as a means of preparing them for their adult
familial and citizenship roles. Students need wise guidance
throughout this developmental progression.

Evaluating Student Learning and Educational Prograns

The individual student’s progress toward attaining his/her course
objectives, the student’s instructional program in each course, the
student’s total educational program, and the school’s total educa-
tional program are evaluated systematically,; and the results of the
evaluation are used to improve the educative processes of the school.

Teachers use a variety of measuremernt tools and devices to assess
their students’ achievements. Rarely, however, has the student’s total
educational program for a semester, a year, or for an entire level
of schooling, such as the senior high school, been evaluated. One
of the problems here is that the criteria have not been identified by
which to evaluate the student’s performances in various courses and
other activities. Whether a student attains course objectives is not
a sufficient criterion; the appropriateness of the program objectives
and the instructional materials and activities for the student also must
be evaluated.

In recent years many designs have been formulated for evaluating
educational programs for groups of students, pa.ticularly programs
that are federally funded. Generally, the designs call for evaluation
directly related to the program objectives. Although designs are
available and federally funded programs are evaluated, local schools

O
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rarely take the initiative for evaluating their own programs. Yet, an-
nual evaluation by the staff of the local school is essential for guiding
its own improvement efforts. Gathering and using evaluation infor-
mation wisely provides the basis for setting realistic goals for in-
dividual students and for groups of students and then planning and
carrying out related improvement activities to achieve the goals. This
is the third improvement strategy built into the design.

Administrative Arrangements

The school’s administrative arrangements provide jor cooperative
planning and shared decision making by the persons responsible for
implementing the plans and decisions that are made, mainly ad-
ministrators, counselors, teachers, and students.

Decision-making groups that include administrators, teachers,
counselors, and, in some instances, students and parents are formed
to enable persons to participate in formulating the programs and
plans that they are responsible for carrying out. Areas of shared deci-
sion making include aims and philosophy, curriculum, instruction
including its evaluation aspects, and student advisory arrangements.
The primary outcome of these administrative arrangements is that
students, teachers, and counselors work enthusiastically to imple-
ment programs and plans that they help formulate. Other outcomes
include favorable student attitudes, community involvement and sup-
port, high staff morale, and high work satisfaction.

Organization for Instruction and Student Advising

The faculty and students are organized into groups so that an effec-
tive educational program is arranged for the individual student each
semester and advising is personalized.

Organizing students and teachers into smaller units makes it possi-
ble to provide an excellent individual educational program for each
student and to personalize and humanize the instructional and ad-
vising processes. A team of teachers having the same students for
a considerable period of time during the day permits much flexibil-
ity in using time, materials, and space to arrange the best pos:ible
instruction for the students in the subject or subjects taught by the
team of teachers. When each teacher of the academi: team also serves
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as an advisor to some of the students, the teacher advisor is aware
of the progress and problcms that the advisees are experiencing in
the classes of all the team members. Furthermore, close and coui-
tinuing contact is established between the advisor and the parents
of the advisee.

Teaming for instruction in the academic subjects and team
members serving formally or informally as student advisors is wide-
ly practiced in Grades 6 through 9. However, the nuinber of elec-
tive courses from Grade 9 onward increases. This makes it difficult
after Grade 9 to organize academic teams of four or five teachers
that offer all the instructior: in the academic subject fields to a group
of 100-120 students. In turn, an organization for advising is called
for while maintaining a non-tean: approach to instruction. Accord-
ingly, interdisciplinary advisory groups are formed for each high
school grade or across grades. Interdisciplinary advising greatly
facilitates implementation of the three improvement strategies.

Home-School-Community Relations

Effective communication and cooperative educational efforts be-
tween the school and the community are carried out as part of a
program of home-school-community relations.

We are all aware of the rapidly changing conditions in our
neighborhoods and in family living. In general .. may be more dif-
1icult now than before to initiate and maintain communication and
other desired relationships with the local community, but it is im-
perative to do so. As one example, high quality career education is
impossible for many students except as they participate in community
activities.

The traditional family where father, mother, and one to four
children live in the same home may no longer be the prevalent fam-
ily unit. New patterns in family and home life will probably con-
tinue to emerge, and the school will be called upon to provide more
effective communication and interaction between the parents of
students and their teachers. Regardless of changing family life,
parents should participate at least once each semester in educational
planning with the student and the student’s advisor. In a corollary
fashion, the advisor should be able to meet at other times with parents
who wish to discusec the education of their child.
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Internal and Exterrial Support Arrangements

The environment for learning and instruction in the school and for
work and other educative experiences in the comrmunity is enriched
through the intellectual, technicai, and material support proviued
by school and school district groups, and by external agencies, such
as the state education agency, intermediate agencies, teacher-
education institutions, and professional associations.

Administrative and organizational arrangements in the school and
zchool district as indicated earlier in comprehensive Objectives 6 and
7 arc necessary for creating a desirable learning environment
throughout the school. These arrangements require support by the
principal in arranging class schedules and work loads of groups of
teachers so that they can meet together at regularly scheduled times
during their working hours. Adequate spaces must be found for their
meetings. Counselors, too, can aid teachers in serving as educational
advisors to students. Many other kinds of support in terms of pro-
viding assistance to teachers are required of the principal.

The role of the district office, the state education agency, teacher-
education institutions, and professional education associations re-
quire reappraisal with respect to how they can contribute to an ex-
cellent learning and teaching environment in the schools. The educa-
tional talent exists in our schools and educational agencies for
creating and maintaining good secondary schools. The working rela-
tionships between local schools and the external agencies need
redirection and improvement.

Continuing Research and Development

Student learning and personality development, instruction, adv..-
ing, administrative arrangements, and other educational processes
become better understood and are improved through continuous
research and development conducted by school personnel and
cooperating individuals and agencies.

One problem associated with educational research today is that
many researchers use the students and the school faculty as objects
of theoretical research rather than conducting cooperative research
with the schools to identify and help solve critical problems that the
schools are experiencing. A related unresolved probiem is for
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researchers (o get potentially useful results of educational research
into forms that students and teachers can use. These continuing prob-
lems suggest that any major renewal and improvement effort will
require the local school staff to develop a capability for cairying out
its own research and also to participate in cooperative problem-
solving 1esearch with external agencies that are interested in identi-
fying and solving current problems of the local schools.

RELATIONSHIP TO SCHOOL EFFECTIVENESS

Lipham (1981) and Lipham and Ra..kin (1982) reviewed the
research pertaining to leadership, shared decision making, and
change processes. They arrived at a number of conclusions regard-
ing school effectiveness that are reported in later chapters of this
book.

Edmonds (1982), drawing on his own studies (Edmonds, 1979)
and those of Brookover and Lezotte (1979) and Rutter, Maughan,
Mortimore, and Ouston, with Smith (1979), identified five major
characteristics of effective schools. The characteristics are as follows:

The principal’s leadership and attention to the quality of
instruction.

A pervasive and broadly understood instructional focus.
An ordcrly, safe climate conducive to teaching and learning.

Teacher behaviors that convey the expectation that all students
are expected to obtain at least minimum mastery.

The use of measures of pupil achievement as the basis for pro-
gram evaluation.

Edmonds indicated that research has not determined which one of
these Jharacteristics is more or less the cause of schools being effec-
tive. Therefore, a scheol should implement all of them concurrently.

Purkey and Smith (1982) also synthesized theory and research
regarding school effectiveness. Their conclusicns combined with
those of Edmonds regarding effective schools may be summarized
as follows. Ia all effective schools there are high expectations for
student achievement on the part of school staff members, and there
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is strong instructional leadership on the part of the school principal
or another staff member. A large number of effective schools have
six other features: well-definzd school goals, staff Jevelopment on
a schoolwide basis, control by the staff over instructional and staff
development decisions, a sense of order, a system for monitoring
student progress, and good discipline. Purkey and Smith also indicate
that most successful change results from collaborative efforts that
involve schoclwide reforms, the participation of staff members on
all levels, and a focus on the overall culture of the individual school.

All of the preceding conclusions regarding effective schools are
compatible with the present design for the renewal and improvement
of secondary education. There are, however, two important dif-
ferences between the preceding conclusions and the design. One is
that the design is a process approach to improve:nent rather than
aset of indicators of effective schools. The design whenimplemented
pro ides a means for a school to become increasingly effective in
attaining its improvement goals rather than describing what an ef-
fective school is. The second difference is that the improvemre:.t
strategies of the design, as well as the facilitative school organiza-
tional structures, have been validated through research in secondary
schools conducted over a period of four years. Most of the school
effectiveness research has been conducted in elementary schools and
is generally not carried out for more than a year.
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CHAPTER 2

EDUCATIONAL PROGRAMMING FOR
THE INDIVIDUAL STUDENT

Herbert J. Klausmeier

Students of the same chronological age vary greatly in their
achievement of the knowledge and skills of any subject field. The
variability among the students tends to increase with each successive
year of schooling. Students also differ with respect to their career
goals. Some students of middle school age have quite clearly defined
goals, while many high school seniors are undecided about what
to do upon graduation. Because of these and other differences among
students, there is general acceptance of the idea that education should
be tailored to meet the needs of the ;ndividual student. At the same
time, we recognize that the student should also meet district and state
requirements since these requirements reflect societal needs and
demands. Although the goal of meeting individual student and
societal needs is widely accepted, it has noi yet been attained well
in many secondary schools. Individual educational programming and
individual instructional programming are two closely related
strategies that are designed to help local schools address this problem.

The individual educational programming strategy involves arrang-
ing an appropriate educational program of courses and other ac-
tivities for each student cach semester. Implementing the individual
educational programming strategy throughout a school provides an
alternative to the three-track system of secondary schooling and the
accompanying lack of a personalized approach to the educative pro-
cess. It also provides an alternative to permitting students to elect
only easy courses and by othe: means to avoid learning essential
knowledge and skills.

Individual instructional programming involves arranging an ap-
propriate instructional program for the student in each course in
which the student is enrolled. Implementing the individual instruc-
tional programming strategy is an alternative to employing all whole-
class group instruction, all small-group instruction, or all in-
dividualized instruction. None of these modes of instruction meet

L |
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the learning needs of all the students enrolled in a course, particularly
a course that is required of all students. Chapter 3 describes individual
instructional programming, although some attention is given to it
in this chapter because of its close relationship to individual educa-
tional programming. The desirable effects of individual educational
programming and individual instructional programming are
presented in Chapter 13.

Study of this chapter will enable you to understand the comprehen-
sive and enabling objectives of Component 1 of the improvement
design that deal with educational programming for the individual
student.

Comprehensive Objective:

An individual educational program of course work and other ac-
tivivies is arranged for each student each semester that satisfies the
student’s developmental needs and characierisiics und that also meets
district and state requirements.

Illustrative Enabling Objectives:

Each student’s individual educational program which includes all
courses and other activities:

Is planned each semester or year by the student and the student’s
advisor.

Takes into account the student’s aptitudes for learning different
subject matters, interests, motivation, learning styles, career goals,
and other personal and social characteristics.

Provides for experiential learning, including work experience in
the community, for students who will benefit from it.

Is monitored cooperatively by the student and the student’s ad-
visor throughout the semester.

Is changed as necessary during the semester to assure high quality
education for the student.
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NEED FOR INDIVIDUAL EDUCATIONAL
PROGRAMMING

The problem of adapting ecucation to meet individual student
needs while at the same time meeting societal demands i; not of re-
cent origin. Secondary education during the 1930s was experiencing
this problem as is indicated in the report of the ‘“‘Eight-year Study"’
(Aiken, 1942). One major difficulty was that students feared that
they would not be admitted to college if they did not follow the pat-
tern of subjects prescribed by the colleges. Another was that only
half cf the students who entered high school graduated and of those
who did graduate only one of three went to college. Students were
not being prepared adequately for the responsibilities of communi-
ty life. Other conclusions of the study were that the high school
seldom challenged the students of high ability to work up to the level
of their intellectual powers. In general, the schools failed to create
the conditionis necessary for effective learning by most of the
students. Furthermore, the school staffs neither knew their students
well nor guided them wisely. Large school plants had been built and
high school enrollment had increased dramatically, but the three-
track curriculum and the pattern of undifferentiated group instruc-
tion did not work well for many students.

Scholars and researchers of the 1970s also identified several educa-
tional problems and generated many reform proposals. For exam-
ple, the President’s Science Advisory Committee (Coleman et al.,
1974) grappled with the issue of how to group students for instruc-
tion as a means of promoting more effective education for the in-
dividual student. The Committee considered physical maturation,
mental ability, social level, and chronological age and indicated that
grouping students homogencously on the basis of any one
characteristic resulted in great variability among the students on the
other three. The conclusion was that, regardless of the grouping basis
that may be employed, no one identical set of instructional activities
and materials will meet the needs of all the students enrolled in a
course.

The National Panel on High School and Adolescent Education
(Martin et al., 1976) found th:t the three-track system dominates
grouping practices in secondary education. According to the Panel;

The typical comprehensive high school provides three streams,

o0
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or tracks, which are major divisions of the curriculum—the
academic track, the vocational track, and the general track.
Although moving from one track to another is possible, it rarely
happens. The tracks themselves often function as dead end op-
tions. Thus, even in the schools which have “real’’ programs
in all three tracks, one finds a separation of students, a ‘“three-
track culture’ in the school. (p. 27)

The Panel concluded that students are given unequal opportusities
to develop their potential. The school environment exacerbates the
differences among students from different socioeconomic, racial, and
ethnic backgrounds. Big schools with large enrollments tend to be
inhumane, bureauciatic, and unsuited to recognizing and meeting
the needs of the individual student. The near 50 percent of the
students in the general track are prepared neither for college nor fos
job entry.

The California Commission for the Reform of Intermediate and
Secondary Educatior: (Newcomer, et al., 1975) indicated that staff
responsibilities should be redefined so as to promote personalized
education for all learners. The following recommendation indicates
the strategy to be employed:

The strengths and weaknesses of each learner should be assessed
by means of a systematic process that includes teacher obser-
vations, testing, and other evaluative procedures. Each learner
should then be able to choose and pursue an instructional pro-
gram consistent with the findings of the assessment and the
learner’s choices. (p. 8)

Goodlad (1983) indicates three aspects of individuality in particular
that call for atteation, including (a) differences among students in
rate of learning, (b) styles of learning, and (c) interests, geals, and
life styles. He suggests that each school should have a good program
of general education for all students in the areas of literature and
language, including English, mathematics and science, society and
social studies, the arts, the vocations, and physical education and
health. Moreover, within each of these areas the school must pro-
vide for all three kinds of differences if in fact each student is to
receive a good general education.

Because we have been unable to provide well for individuality,

o1
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special education programs are developed periodically for particular
groups of students, for example, the gifted, talented, and creative
and those with handicapping conditions. In regard to the gifted, Reis
and Renzulli (1982) make a strong plea for schools to adopt less
restrictive identification criteria so that fewer gifted students will be
eliminated from special programs for the gifted. My own research
(Klausmeier & Allen, 1978) suggests that practically every child has
a gift. Moreover, the individual educational programming strategy
can be applied not only to the student with a clearly identified gift
and to those with handicapping conditions but to every student.

Public Law 94-192

The need for individual educational programming is recognized
in Public Law 94-142, The Education for All Handicapped Children
Act of 1975. This law specifically states that a free and appropriate
public education must be extended to every handicapped child and
that this education must be at no cost to the child's parents or guard-
ians Moreover, it specifies that individual educational planning
must be implemented.

The law requires each local education agency to develop an in-
dividual educational plan for each handicapped (hild. This plan is
to be developed in a meeting that includes an expert in special educa-
tion, the teacher or teachers of the child, the parents or guardian,
and, whenever appropriate, the child. Essentially, the individual
educational plan is a contract between the school, the child, and the
child’s parents or guardians. The law requires that the individual
educational plan be written.

The written plan must indicate the child’s present level of petfor-
mance, the annual gozls and the short range instructional objectives,
the educational services that the school will provide to ensure that
the goals and objectives are met, the extent to which the child will
be able to participate in the school's regular educational program,
and the objective criteria and evaluation procedures which are to
be used in determining the effectiveness of the child's program. The
individual education plan must include an annual evaluation schedule
to determine whether the instructional objectives are being achieved.

Part of the individval educational plan of a middle school stu-
dent with a learning disability follows. When this plan was des eloped,
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the student had a grade equivalent of 1.5 in word recognition, 1.5
in spelling, and 3.9 in mathematics. The first part of the plan con-
sists of the long range goals, in this case for a school year, that were
developed and recommended by a multidisciplinary team of teachers.
This team included a special teacher of students with learning
disabilities. The goals are for reading, handwriting, spelling, and writ-
ten expression, the areas judged to be related to the disability. The
second part of the plan, objectives and methods, gives more explicit
objectives related to these four areas and indicates the materials and
activities that will be used to aid the student to achieve the objectives.

Individual Educational Plan of a
Student with a Learning Disability

-

Annual Long Range Goals:

The child will be able to read and comprehend materials on
a 3.0 grade level.

The child will improve his handwriting.

The child will be able to spell words from a given level 3.0 word
list.

The child will be able to improve his written expression skills.

Two points are in order regarding individual educational program-
ming for children with handicapping learning conditions. The first
is that many persons are involved in both planning the child's pro-
gram and monitoring the child's progress. Accordingly, a great deal
of personnel time is involved, including the teachers in whose classes
the child is mainstreamed. The second concern is that the perfor-
mance objectives are highly detailed and specific. Similarly, the in-
structional materials and methods and the evaluation procedures are
highly prescriptive. In general, there is insufficient flexibility to ad-
just to desired improvement by the child and to changing conditions
in the home or school. Needless to say, individual educational pro-
gramming with normally developing (and gifted) secondary school
students is designed to avoid these problems.

-
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ARRANGING INDIVIDUAL EDUCATIONAL
PROGRAMS OF NORMALLY DEVELOPING
AND GIFTED STUDENTS

The individual educational programming strategy for normally
developing students involves assessing the student’s educational
needs, planning a program of courses and other educational activities
with the student and the student’s parents, monitoring the student’s
progress, and evaluating the student’s attainment of goals. Also, after
the student has completed a program, it is to be evaluated in terms
of its appropriateness and value to the student. As indicated carlier,
the planning process and the characteristics of the plan and the
program are very different from those employed with students having
a learning handicap. However, involving the student and the parents
in planning the program and later in evaluating it is a most critical
aspect of the strategy.

Developing the Plan

Developing an educational plan for a student who does not have
exceptional educational needs is typically carried out in conferences
involving the student and either a counselor or a teacher advisor.
It is desirable for the parent to participate in the planning process.
However, specialized personnel are rarely involved.

The nature of the planning process will become more clear by
examining the steps for developing a student’s educational plan. The
application of the steps necessarily varies for middle schools and high
schools.

1. The advisor analyzes information about the studaent’s educational
history and the cognitive, affective, and psychomotor character-
istics that will be useful in developing the student’s educational
plan. Much of this information is supplied by a counselor or other
school person on a planning form that is used by the advisor.
Additional information is gained in the first planning conference
with the student. Figure 2.1 lists information that is helpful in
planning an individual educational program with the student. The
information in Items 1, 3, 4, 5, and 10 should be provided on
a form used when planning the program with the student.
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Figure 2.1 Student Characteristics for Developing a Student’s

Educational Plan

3.
4.

6.
7.

9.
10.

1L,

Idantifying Charscteristica: ags, sax, physicsl charsctariatica and
sppsarancs, hsalth status, sny disability or other condition that would
sffect tha student's educational program, any unususlly high sbiliey,
talant, etc. that would sffact tha student's program, main strangths of
student (pscrsonal, socisl, scademic).

Yamily Situstion (optionsl): numbar of siblings, occupation of
parent(s), marital status of parents, number of conferencas or othsr
school activities parant(a) typically participate in during a yesr.

Most Racant Mental Ability or Aptituda Tast Scora(s).
Most Recent Standsrdized Educational Achievement Test Scoras.

Achievement During Prior Semestsr or Ysar: Coursss taken and gradss
earned {or other indicators of achievement), co-curricular activitisa
of prior semester, work experience for pay during prior sesestar, ex-
pariential learning in community undsr superviaion of school during
prior semaster, school attendsncs, and tardineas.

Salf-concapt: Vary strong, strong, waak, very weak.

Attitudss:
Toward peers: ___Very favorsble, _ _ favorable, ____ unfavorable,
—_.very unfavorsbls.

Towsrd teachsrs: ___Very favorabls, __ favorable, ___ unfavorsble,
___very unfavorable.

Toward classes: _ _ Very favorable, __ favorsble, ___ unfavorsbla,
—_.very unfavorable.

Tovward non-academic aspects of going to achool: ____Vary favorable,
. favorable, ___ unfavorsble, ___ very unfavorable.

Motivationsl Characteristics:

Yor acadsmic Subjects: Vary high, high, aversgs, low,
very low.
For extracurricular and other noncredit sctivities: Vary high,

high, average, low, very low.

Ascribes owvn auccesses and failures to own ability and
effort.

Ascribas own successss and faflures to luck, chancs, or
other external conditions.

Subject Intsrests, Ceusrsl Interasts, Hobbies.

Career Intereat(s) and/or Career Field and tha Option Sslected such as
Collegs Preparatory, Technical, Job Entry.

Profile of Learning Styles (See Figure 3.1 in Chapter 3 for & liating
of learning atyles).
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2. The advisor makes sure that he or she understands the local school
and school district requirements. These are often prepared by a
counselor. In some schools the requirements are placed in a guide
for advisors; in others they are part of the planning form.

3. The advisor meets with his or her advisor group to acquaint them
with school requirements and with possible electives and
extracurricular activities for the ensuing semester or year. The
teacher advisor may administer a checllist or a questionnaire to
secure information from the students regarding their interests,
learning styles, or other characteristics.

4. The advisor meets in a conference with the student and the
student’s parents. In this conference the plan for the ensuing
semester or year is prepared. This plan includes each course and
other educational activity, one G.: more goals for each course, and
other information indicated in (1). The student, the parents, and
the advisor get a copy of the siudent’s educational plan. This plan
is used by the student and the advisor in monitoring the student’s
progress. The plan should also be accessible to each teacher who
has the student in a class.

Hood River Valley High School of Hood River, Oregon, has
developed a form to bc used in planning the student’s courses for
all high school grades, starting with Grade 9. In Grade 9, a counselor,
the student, and the parents meex in a conference in which the student
tentatively makes a career choice. The planning form includes a list
of the courses and also the units of courses that the student plans
to take in each grade, 9 through 12, a list of extracurricular activities
that the student plans to participate in each year; and a place for
indicating post-high school planning. Other information provided
to aid the student and the advisor includes a list of the competency
requirements and other requirements for graduation, the required
and elective courses related to different career choices, and an outline
of an honors program. Provisions are made for changes in the plan
during Grade 10 and each year thereafter.
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Monitoring Student Progress

In the typical secondary school today, no one staff member
monitors the progress of the student in all of his or her courses and
o:her activities. Students are assigned grades in each course by the
different teachers, none of whom typically is aware of how the
student is progressing in the other courses. Sometimes a guidance
counselor or assistant principal examines the report card and, if time
is available, confers with the student who has failing grades, is tardy
or absent often, or who misbehaves seriously. Eliminating this kind
of practice is a central purpose of monitoring student progress. The
monitoring process is based on the student’s educaticnal plan for
the semester and information regarding the student’s progress related
to the plan. The monitoring typically is conducted in conferences
by the advisor and the student.

Holding a conference at the end of each grading period is an
appropriate timing arrangement. The conference may be very short
with students who are achieving up to expectancy, and it serves
mainly to reinforce the student’s effort and accomplishments. More
attention is required for the student who is achieving below
expectancy in any course. With this student the central purpose is
to identify the cause of the low achievement and to find means of
remedying it. In many cases this can be accomplished without calling
in the student’s tcachers, other school personnel, or the parents. How
to proceed with the more difficult cases depends upon the particular
case as well as the policies and practices of the school.

Figure 2.2 is the individual educational plan of a Grade 10 student
of Cedarburg High School, Cedarburg, Wisconsin. The courses and
extracurricular activities were selected in March of Grade 9 and the
goals were set carly after school opened in Grade 10. The goals that
are included in the plan provide information for monitoring the
student’s progress at the end of each grading period. The school
reports grades four times per semester.

We should be aware that goals may be stated in terms other than
those indicated in Figure 2.2. For example, the student may indicate
the percentage of minimum-competency objectives that will be
mastered, the typing speed that will be achieved, the number of
themes that will be written, the kind of painting that will be produced,
the science experiments that will be undertaken, and many others.
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To be able to generate goals, the student must know what the possible
goals are in each course.

Figure 2.2 Educational Plan of a Grade 10 Student

Student's Nams:

Standsrdizsd Tsst Rasults:

English 9 percantile Resding 7 _parcentils
Mathematics 9 parcentils Scisnce 8 parcantils
Mentsl Ability psrcentile Socisl Studies 3 parcantils

Greds 9 GPA: 3.8

Caresr goal: Scientiat

Motivation: High, self-starter, persiatent.

Attitudes: Favorsbla toward laarning and school.

Salf-concept: Positiva regarding academic, pears, homa.

Learning atylas: Analytic and raflectiva rather than global and impulaiva.
Convergent rather than divargent thinking.
No prefarencs for individual, pair, or small-group work.
No prefarence for a sensory modality.

Coursea:

Advanced Litarature: Writing
Goal: Completa 5 units for .5 crsdits; make an A,

Chemistry
Goal: Complete 6 units for .6 credits; make an A.

Advanced Algebra
Gosl: Complete 6 unita for .6 credits; make an A.

Socisl Studies
Goal: Complete 5 units for .5 credits; make an A.

Intermediate German
Goal: Complete S units for .5 credits; make an A.

Wind Ensenble
Gosl: Complete course for .5 credita; make an A.

Phyaical Education
Goal: Complete course for .25 credits; make an A.

Extracurricular Activities
German clud Student government
Jazz ensemble Wrestling

Program Approved by:

Student Date
Parents Date
Advisor -~ Date
Program Changes: Approved by:
Date Student
Date Advisor
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Evaluating the Completed Program

One purpose of evaluating the student’s completed program is to
ascertain the extent to which the goals were attained. Another is to
determine how appropriate and how worthwhile the course activities
and other learning experiences were for the student. This information
is useful in planning subsequent programs with the student.
Procedures and instruments to be used in evaluating student’s
individual educational programs are described in Chapter 7.

At Steuben Middle School of Milwaukee, Wisconsin, the Grade 8
students take English, reading, mathematics, social studies, either
an exploring course or computer-assisted instruction, physical
education, and an allied arts course daily. The classes meet for 48
minutes per day, five days per week. To clarify what is meant by
evaluating the appropriateness of an educational program in terms
of its taking into account the learning characteristics of the student
we shall examine the characteristics of two students and the programs
that they completed in English, mathematics, and exploring or
computer-assisted instruction. For each course, information is
provided regarding the content studied, the kinds of instructional
materials used, and the proportion of class time spent in individual,
pair or small group, and whole class activity. (This information
describes the instructional program in each of these courses.)

Brad’s Characteristics

Brad is in Grade 8 and is 14 years old. His percentile ranks on a
recent standardized educational achievement test were 84 in
reading, 86 in language, and 99 in mathematics. Brad is
motivated by good grades and achieves at an above-average
level in all of his classes.

Brad is proud of being a newspaper carrier, is interested in sports,
and likes working with various types of electronic equipment.
He maintains an awareness of current social, political, and
economic problems. Brad plans to go to college after high
school graduation but is uncertain about any particular career.

Related to learning styles, Brad can ignore most noises in the
classrooms or labs when studying, prefers dim or shaded light,
prefers to feel cool rather than warm, and studies best at a desk
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or sitting on a hard chair. He regards his classes as interesting
and important. Brad finishes nearly all the things that he starts,
thinks that it is important to do things as well as he can, and
prefers classes where he selects most of the materials and
activities and there are few directions. He learns best alone and
likes to learn in several different ways rather than by any single
method. Brad likes something to eat or drink when he studies,
and he studies best in the afternoon. He likes to sit in the same
place through most of the class period and likes to do things
the way most other people do them.

Lucy’s Characteristics

Lucy is 13 years old and is in Grade 8. On a standardized educational
achievement test, she scored at the 34th percentile in reading,
the 30th in language, and the 30th in mathematics. She has a
moderately low level of conceptual development and low
motivation to achieve in her academic subjects, but her
motivation and achievement are high in both artistic and
physical endeavors.

Lucy expresses her attitudes and opinions regarding films, clothing
materials, and styles in a sophisticated, mature way. Her
primary interests as shown during the school day, in after-
school activities, and outside of school are in artistic,
gymnastic, and modern dance activities.

Lucy cannot study in a noisy environment. She prefers bright light
for studying, warmth rather than coolness, and she studies best
lounging in an informal arrangement. She regards academic
classes as not very interesting or important but feels that art
and physical education are great. Lucy voluntarily finishes only
the things in which she is interested, thinks it is all right to do
just enough to get by, and prefers classes where she is told
exactly what to do. She learns academic subject matter best
with a friend or two and prefers to learn visually, tactually,
and kinesthetically. She likes something to nibble on when
studying. She studies best in the morning and prefers to move
around during the class period. Lucy prefers to do things her
own way.
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Brad’s Program in English
Content Studied:

Composition: Emphasis on the development of thesis
statements in composition.

Literature: Study of the novel for plot, theme, and character
development.

Spelling improvement.

Creative dramatics: Write and produce an original play with
a small group.

Instructional Mode Proportions (to nearest one-tenth in each
instructional mode). individual .6, pair or small group .2, whole
class .2.

Instructional Materials Usage (to nearest one-tenth). books .8,
newspapers and magazines, .1, films and filmstrips .1.

Alternative Activities in English:

Brad was assigned to the language arts/reading lab for 3 weeks
instead of this English class. In the lab, he studied Greek and
Roman nature myths with an emphasis on vocabulary,
comprehension skills, and composition skills. The instructional
modes were .4 individual, .3 pair or small group, and whole
class .3. The use of instructional materials was books .4, films
and filmstrips .2, records and cassettes .2, and teacher-prepared
materials .2.

Lucy’s Program in English

Content Studied:

Composition: Emphasis on development of basic sentence
patterns and paragraph format.

Literature: Using mainly short stories, learn how characters
are developed by the author.

Spelling improvement.

Creative dramatics. Write and produce an original short play
with a small group of students.

Instructional Mode Proportions: individual .1, pair or small group
.7, whole class .2.
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Instructional Materials Usage: books .5, newspapers and magazines
.5.

Alternative Activities: None.

Brad’s Program in Mathematics
Content Studied:

Brad worked independently in two commercial math programs
titled Key to Algebra and Key to Geometry. In algebra, he
completed basic concepts through the factoring of polynomials.
In geometry, he worked on definition of geometric shapes and
pracedures for construction of each shape.

Instructional Mode Proportions: Individual .8, whole class .2.
Instructional Materials Usage: books 1.0.
Alternative Mathematics Activities:

Brad attended the math lab one day during each of the three
six-week periods to participate in enrichment activities relating
to algebra and geometry. In addition to this lab and the regular
class, Brad worked independently in math. On the locally-
developed math competency test administered in September,
Brad scored 91%. A conference with the math lab teacher
determined that the missed problems resulted mainly from
calculation errors, not from a lack of concept understanding,
The outcome of the conferences with the math lab teacher and
unit math teacher was that Brad took programmed algebra and
geometry courses which are used only by the highest level math
students.

Lucy’s Program in Mathematics
Content Studied:

Measurement: Use of rule to nearest 1/16 inch.
Review of four basic mathematic functions with whole
numbers.
Introduction to four basic functions using integers.
Use of tables in mathematics to solve problems.
Introduction to comparing, reducing, and factoring fractions.
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Instructional Mode Proportions: individual .5, pair or small group
.3, whole class .2.

Instructional Materials Usage: books .7, learning packages and
commercial kits .3.

Alternative Activities: Spent 1 day during each of the three six-week
periods in the mathematics lab. Used manipulative materials
to reinforce concepts from math class.

Brad’s Program in Exploring Course
Content Studied:

Exploring is a 6-week mini-course which the student elects.
Each six weeks, the student may take a different course. No
grading or evaluation of any kind is done in this class. Brad’s
6-week courses were musical theater—study of Broadway
musicals, their plot, musical style, and writ rs; comic books
and cartooning— study of techniques of drawing cartoons and
development of plots for comic books. He elected to remain
in his unit for the other six weeks and help the teachers with
a candy sale fund-raising activity.

Instructional Mode proportions: individual .5, whole class .5.
Instructional Materials usage. records and cassettes .4, current
materials .6.
Lucy’s Program in Computer-Assisted Instruction
(In lieu of exploring course)
Content Studied:

Math, reading, and writing. Lucy worked about 20 minutes
with the teacher and spent 10 minutes on the computer on math
exercises and 10 minutes on reading.

Instructional Mode Proportions. individual .8, pair or small group .2.
Instructional Materials Usage: books .2, computer terminal,
calculator, teacher prepared materials .8.

A question may be raised regarding the difference between
mndividual educational programming in the middle school and in the
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high school. In the middle school, students have very few elective
subjects and few choices of extracurricular activities. However, not
all students typically attempt to attain the same objectives of each
unit or course. Thus, rapid learners work on enrichmz. or
acceleration objectives while slow learners sometimes need additional
time and help to attain the objectives that are required of all students.
Accordingly, the plans and programs of the middle school students
are differentiated in this manner rather than through election of
courses. Arranging for teachers to have time to carry out advising
and arranging the schedules of the teacher advisors and advisees for
advising purposes is relatively simple if an academic team has its
students for a block of time and does most of the advising during
the block period. If this is not the case, then these matters must be
resolved as for the high school, (o be discussed next.

We have seen what goes into the educational plan of the high
school student. Teacher advisors typically have five classes in a seven-
period day, one period for preparation and one period for other
activities. Their work day includes some time before students arrivc
at schnol and some time after the students leave. The typical work
week at school is about 40 hours. Most teach about 240 minutes per
day, about 20 hours per week. The amount of time required to do
an excellent job of advising 20 students regarding their educational
programs as outlined in this chapter is about 60 hours per semester
(three conferences of 50 minutes each), or slightly under four hours
per week. The usual procedure is for this advising time to come from
the approximately 20 hours per week that the teacher is not teaching.
In some schools, teaching schedules and students’ programs are
arranged so that cach advisor can spend a considerable pertion of
one day every two weeks in advising activities. It is also possible to
have only one or two individual conferences with the advisee each
semester and a few group sessions. This, of course, reduces the
amount of advisor time.

A STATE PROGRAM OF INDIVIDUAL
EDUCATIONAL PLANNING

In the previous pages we examined educational programming
practices in schools of Oregon and Wisconsin. In these states
employment of the individual educational programming strategy is
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optional, except for students with handicapping learning conditions.

In 1977, the Utah State Board of Education adopted a statewide
policy regarding individual educational planning (Robinson, 1982).
The policy provides that an individual education plan will be
developed cooperatively by each secondary school student,
designated school personnel, and parents. The individual educational
plan is developed annually in a conference attended by the parents,
the teacher or counselor, and the student.

The written plan varies somewhat from school to school, but it
generally contains five kinds of information: vital statistics about
the student and identification of family members; a list of graduation
requirements and competency examinations; tentative career interests
and choices of careers at each grade level; class schedules of courses
proposed and taken at each grade level; and dates of all individual
educational planning interviews and signatures of those present.

The Utah State Office of Education undertook an evaluation of
the program in the summer of 1980 (Robinson, 1982). Principals,
teachers, students, and parents were surveyed to determine how
worthwhile the program had been in their schools.

The principals agreed almost unznimously that it had been
effective in improving school/parent relations, in helping to diagnose
student strengths and weaknesses, and in making the work of
counselors more effective. They were divided about whether or not
it had actually brought about changes to meet student needs or
encouraged teachers to modify their methods and techniques of
teaching.

Seventy percent of the students rated the program as excellent or
good. A high percentage stated that the school helped locate the
courses and activities they had selected, that the conferences helped
them learn more about the school program, and that because of the
conferences they felt that the school was interested in them. Eighty-
six percent endorsed the program.

About 58% of the parents considered the program excellent or
good, and about 40% considered it fair or poor. Two-thirds of the
parents thought that the program should be continued but could be
made more meaningful.

As of 1982, 31 of the 40 Utah school districts were conducting
individual educational planning conferences in Grades 7 through 12,
and three districts were conducting the conferences only between the
ninth and 12th grades. The teacher serving as the advisor had
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emerged as the predominant means of planning with the students.
This arrangement provided for a workable advisee/advisor ratio and
thereby promoted a personal, caring relationship that could be
sustained throughout a student’s years in school. In small schools
the teacher advisor had an average of 12 to 15 students and in larger
ones, between 25 and 30.

Robinson (1982) regarded individual educational planning only
as good as those who used it. Some resentment persisted among some
teachers who viewed the process as an added burden they ought not
to bear. Some parents remained either uninterested in planning their
children’s experiences or simply wished the schools would mind their
own business.

Robinson (1982) concluded that individual educational planning
had dramatized the fact that the quality of a student’s public school
education is a shared responsibility of teachers, parents, and students.
She concluded that Utahans believe that, to derive the maximum
value from the years they spend in school, all students need guidance
from their parents as well as school personnel to help them set
realistic, appropriate, carefully chosen educational goals.

We should point out that as described in the article the Utah
program does not include the monitoring of progress nor evaluation
of the student’s completed program. Based on this author’s
observations, much value is lost when this is not done. When an
advisor cannot do it for all advisees, monitoring the progress of a
high, middle, and low achiever and then annually evaluating the
appropriateness and value of these students’ completed programs
provides very helpful information for improving individual
educational programming for all students from year to year.
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percent of their total high school program in literature and language
(English and other), 18 percent in mathematics and science, 15
percent in each society and social studies, the arts, the vocations,
and 10 percent in physical education. To provide for differences in
interests and ability, he would permit a variation of up to 20 percent
in cach area, e.g., 12 to 18 percent in the arts. Other means of
providing for individuality inciude having the faculty and students
arranged in small groups and using a variety of instructional activities
and materials in the required courses.
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CHAPTER 3

INSTRUCTIONAL PROGRAMMING FOR
THE INDIVIDUAL STUDENT

Herbert J. Klausmeler

It is well to recall that the term, individual educational program,
refers to the student's learning experiences in all ie courses taken
during a semester, as well as non-course experiences. In contrast,
individual instructional program refers to the student’s learning ex-
periences in cach course and other educational activity that is in-
cluded in the student’s educational program. Accordingly, a student’s
completed educational program for a semester or for a longer period
of time consists of the student’s completed instructional programs
along with his or her organization and integration of the various in-
structional programs. Although there is this close relationship be-
tween the completed programs, the processcs and persons involved
in planning, monitoring, and evaluating a student’s complete educa-
tional program and the student's instructional program in each course
are very different.

In the preceding chapter, we have examined the individual edusa-
tional programming strategy. This chapter clarifies the comprehen-
sive and enabling objectives of individual instructional programming
that are incorporated in the design for the renewal and improvement
of secondary education.

Comprehensive Objective:

An individual instructional program that takes into account the stu-
dent’s aptitudes, interests, motivation, learning styles, career goals,
and other personal and social characteristics is arranged for the stu-
dent in each course and other activity that is part of the student's
total educational program.

Illustrative Enabling Objectives:

The instructional program of the student:
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Is pianned by the student and the teacher of the course at the begin-
ning of the course.

Includes course and unit objectives that are appropriate for the
student in terms of the student’s aptitude, entering achievement
level, and career goals.

Provides an appropriate amount of time in class and during or
outside school hours to suit the student’s rate of achieving his/her
objectives in the course.

Provides for appropriate individual attention by the teacher to take
into account the student’s motivation and other characteristics.

Provides for an appropriate amount of teacher-directed individual,
pair, small-group, and large-group activity to take into account
the student’s need for structure and preferences for mode of
instruction.

Provides for an appropriate amount of student-initiated individual,
pair, small-group, and large-group activity to take into account
the student’s need for independence and preferences for mode of
instruction.

Provides for appropriate use of printed materials, audiovisual
materials, and direct experiencing to take into account the stu-
dent’s preferred styles of learning—visual, auditory, tactual, or
kinesthetic.

PLANNING AND MONITORING STUDENTS’
INSTRUCTIONAL PROGRAMS

The preceding objectives imply that there is no one method of in-
struction that is equally applicable to all students, all teachers, and
all subject fields. For example, neither totally individualized instruc-
tion in all subject fields in which each student proceeds through a
given course at his or her own rate, nor all teacher- directed group
instruction in which all students reccive the same information and
carry out the same assignments meets the learning needs of all
students. Similarly, no two teachers may be equally effective with
a given method of instruction. Moreover, no one method of instiuc-
tion is equally applicable io all subject fields, such as American
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literature, algebra, art, chemistry, conversational French, history,
and pcrsonal typing. Clearly, then, the individual instructional pro-
gramming strategy, though designed to meet the needs of the in-
dividual students, is not a form of individualized instruction.

Rothrock (1982) indicated that interest in individualized instruc-
tion had peaked by 1975 and that it has declined markedly since.
Contributing to the decline was too much instruction guided by in-
dividual contracts, computer-assisted instruction, and other forms
of individualized instruction based on detailed behavioristic perfor-
mance objectives. In this regard, Rothrock included Individually
Guided Elementary Education, which was developed under my direc-
tion, as a form of individualized instruction. This is an unfortunate
misinterpretation of Individually Guided Elementary Education
(Klausmeier, 1977). The fact is that I conceptualized this form of
elementary education as an alternative both to totally individualized
instruction and total class-size group instruction. I tried to make this
idea clear in the following statement:

Instruction may be arranged so that studens proceed through
units of instruction by means of independent study, on a one-
to-one basis with a teacher or another student, as members of
small groups, as members of large groups, or in a combina-
tion of these modes. . . . One-to-one instruction of a child by
a teacher as the sole mode is possible only for a limited number
of children. The use of large groups with 25 or more students
also is limited because children typically cannot work effec-
tively in large groups, and rarely do they need the same iden-
.cal information from their teachers. Therefore, the use of
small groups is common in IGE schools and within the small
groups there is some one-to-one instruction by the teachers,
peer tutoring, independent study, and subgrouping. The two
large categories of small instructional groupings in IGE are
learning-station groups and teacher-directed small groups. (p.
66)

The preceding quotation indicates that some but not only class-
size group instruction is appropriate at the elementary school level.
The instructional programming strategy implies the same conclusion
at the secondary level. However, Goodlad (1983) found that teacher-
directed group instruction is used almost exclusively in secondary
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schools today, as it has been for decades. He indicated that this form
of instruction does not enable secondary schools to achieve many
of the widely accepted goals of secondary education.

In Chapter 1, arcas of differences among students that cannot be
met with only identical assignments and class-size group instruciion
were indicated. In a similar vein, Good and Stipek (1583) propose
that the two main diffcrences among students that should be taken
into account are their capability for learning the particular subject
matter and their learning styles. Good and Stipek state that most
schools have not been successful in adapting instruction to these dif-
ferences and that there is no one method for doing so. They also
propose that improving instruction will be advanced if we focus on
providing a better qualily of education rather than on having all
teachers use a given method of teaching, such as all individualized
or all class-size teacher-directed group instruction. They suggest that
in attempting to improve instruction, teachers should adapt instruc-
tion tc individual student’s educational needs, first, by using methods
that they already are able to implement effectively and, second, by
using a problem-solving approach to enable them to adjust quickly
to the needs of the students enroiied in their classes. This same point
of view underlies the individua! instructional programming strategy.
In addition, however, the strategy recognizes that to be as effective
as they could be and would like to be, teachers must have more
facilitative support from the principal, district officials, and parents
than they are receiving at present and also that curriculum reform
is needed. These concerns are addressed in later chapters of this book.

Before turning to the implementation of the individual instruc-
tional programming strategy, we should recognize that planning prior
to meeting the students is required, as well as competence in more
than one method of instiuction, such as lecturing, guiding small-
groap activities, or using individualized assignments. As a minimum,
the teacher must be familiar with the objectives and content of the
entire course and must have outlined a more detailed plan for the
first unit of the course.

Planning the Program

|
A common procedure in planning an instructional program with
each student is to present an overview of the course on the first day
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of class and complete information regarding the first unit of the
course. The unit information is typically presented in written form,
such as in a learning guide, and it is placed in the hands of the
students. The guide indicates the unit objectives; individual, pair,
small-group, and whole-class activities and assignments to attain the
objectives; instructional materials to be used; and the evaluation pro-
cedures to be employed. Information regarding the preparation of
learning guides is presented later in this chapter.

The learning guide is discussed with the students. Each student
identifies the unit objectives that all the students are required to at-
tain and also appropriate enrichment or acceleration objectives. The
activities and materials thai will be used in attaining the objectives
are clarified by the student. The student then sets one or more goals
related to the unit objectives. The teacher checks the goals with the
student.

When pre-planning has been carried out properly, no more than
two class periods are needed for planning each student’s program,
including goal setting In addition, at least one short and interesting
learning activity can be carried out each period. The desirable ef-
fect on student motivation resulting from this process is truly
noteworthy.

Monitoring Progress

After each student is clear about his or her unit program, the
teacher and the students engage in teaching and learning activities.
The teacher informally monitors each student’s progress on a daily
basis. Students’ goals and the teacher’s plans and activities may be
modified on the basis of this monitoring. Formal evaluation of at-
tainment of course goals is carried out at the end of the unit for all
the students or for each student at the time the student thinks the
goals are achieved. Evaluation related to instructional programming
is discussed in Chapter 7.

As was indicated earlier, implementing the individual instructional
programming strategy varies greatly from one course to another.
Similarly, the amount of preparation that must precede use of the
strategy depends upon how instruction is arranged in each particular
course. These and other considerations involving the learner's
characteristics are addressed in the remainder of this chapter.
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COURSE PATTERNS AND INDIVIDUAL
INSTRUCTIONAL PROGRAMMING

The nature of each individual student’s program in a course is
related to three critical matters dealing with the course and to the
units of instruction within the course: (1) Are all the students required
to attain identical objectives or are some of the objectives different
for some students? (2) Must the objectives of each unit be mastered
before the student can progress to the next unit? (3) Must the units
be taken in a fixed order? Related to these questions, there are eight
different course patterns that affect the kind of instructional program
that is arranged for each student enrolled in the course. The eight
patterns are shown in Figure 3.1.

Common objectives, full mastery, and fixed sequence. In this
pattern all students’ instructional programs for each unit have
identical objectives; every student is required to attain the objectives
to a mastery criterion before progressing to the next unit; and the
units of instruction in which the objectives are incorporated are taken
in a fixed order. Following this pattern in courses where students
are not equally capable for learning the particular subject matter has
two possible cutcomes. One is that not all the students complete the
same number of units during a semester. Another is that all students
complete the same number of units but spend different amounts of
time to complete them. The slower achievers spend more time (in
or out of class); the rapid achievers spend less. In this situation the
rapid achievers may profitably engage in course-related enrichment
activities.

We should pause briefly to consider why units are organized in
a fixed order. A fixed order for learning some subject matters, such
as mathematics or physics, is followed because it is felt that learning
certain knowledge and skills is prerequisite for learning later
knowledge and skills. In other cases, the fixed order is followed
merely for convenience; learning the content of one unit of the course
is not actually prerequisite for learning the cor.tent of any other unit.
It is well to recognize, too, that there is not consensus among
educators as to whether a mastery criterion should be applied in a
particular course or subject field. At the present time, it is being
applied widely in courses in which students are to attain @ minimum
level of proficiency in mathematics, reading, spelling, or writing.

Common objectives, full mustery, variable sequence. This pattern
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Figure 3.1 Patterns of Objectives, Criteria of Attainment, and
Sequencing of Units

Pattarn Objactivss Cricarion Ssquance
1 Common Full Fixed ordar for
objectives nastary teking units
2 Cotmon Full Variabla ordar for
objactives mastery taking units
3 Common Varisbla Fixed ordar for
objactives attainment teking unite
4 Common Viriabla Variable ordar for
objactives attainmant taking unics
5 Variable Full Fixad order for
objactivas mastary taking unite
6 Varisble full Variable ordar to
objectivas nastary taking unics
7 Variebla Variable Fixad order for
objactivas attainment teking unite
8 Varisble Variadlae Variable order for
objectives attainment taking units

is the same as the preceding one except that the units of instruction
are taken in a variable order. Thus, mastering the unit objectives
is established as requisite for completing a unit, but the student, upon
mastery of any unit, may progress to any other unit included in the
semester course. Literature and biology are illustrative of courses
in which the units may be taken in a non-fixed order.

Common objectives, variable attainment, fixed sequence. This
pattern differs from pattern 1 in that the students are required to
attain the objectives only to a level of achievement judged by the
teacher to be adequate for that particular student. Students proceed
to the next unit in the sequence if the teacher judges their achievement
to be adequate. Rapid learners may complete more units than slow
learners or they may complete the same number of units and engage
in enrichment activities. Slow learners typically proceed through the
units according to the same time schedule as other students but master
fewer objectives.

Common objectives, variable attainment, and variable sequence.
Courses in expressive fields, such as art and dance, sometimes
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incorporate this pattern. All students’ instructional programs include
the same objectives; the objectives need not be mastered; and the
units are not taken in a fixed sequence.

Before considering the next four patterns, we should recognize
that it is possible to provide for differences among students in
interests, learning styles, and rate of learning in any of the eight
patterns. It is, however, easier to provide for all categories of
differences when objectives are variable (patterns 5-8) than when
instructional programs include only identical objectives (patterns
1-4).

Variable objectives, full mastery, fixed sequence. In this pattern
there may be no objectives required fo: all students or there may
be a core of common objectives for all students and other objectives
to suit the particular needs of each student. If the students are not
equally capable in the subject matter, not all will complete .he same
number of units during a semester; or they will complete the same
number of units but may spend different amounts of time on each
one; or they will complete the same number of units but will engage
in different amounts of enrichment or acceleration activities.

Variable objectives, full mastery, variable sequence. Students’
instructional programs are arranged here as in pattern S except that
the students are not required to take the units of instruction in a
fixed sequence.

Variable objectives, variable attainment, fixed sequence. In this
pattern, not all students’ programs inciude the same objectives and
mastery of the unit objectives is not required; but the units are taken
in a fixed sequence.

Variable objectives, variable attainment, variable sequence. This
pattern is followed widely in open education courses and in
independent study where students are given much responsibility for
chioosing among diffcrent options and also for deciding how much
effort they will expend.

In relating :he instructional programs implied by the eight pattcrns
1o the total educaticnal programs of students, we should recognize
that any student’s program for a semester may include courses
reflecting several different patterns. Most of the courses will probably
not call for both identical objectives and mastery.

Another point must be made. In each of the preceding patterns,
theze may be only one learning path, that is, only one identical set
of learning activities and materials for achieving cach objective. On
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the other hand, there may be two or more learning paths. It is
necessary to have more than one to take into account differences
among students in learning styles, as we shall see later.

A MODEL FOR ARRANGING INDIVIDUAL
INSTRUCTIONAL PROGRAMS

We have now seen how common and variable course objectives,
mastery and non-mastery levels of achievement, and a fixed or a
variable sequence for taking units of a course may be arranged in
eight patterns. In Figure 3.2 a seven step model of instructional pro-
gramming that is useable with all eight patterns is presented.

The instructional programming model is described and is illustrated
with the concept of mastery learning and continuous progress as pro-
posed by Block (1974), Block and Anderson (1975), Bloom (1976),
and Carroll (1963). Many schools use masteiy learning and con-
tinuous progress in an attempt to assure that every student attains
a specificd level of competency in mathematics, reading, spelling,
and writing by the end of each grade of school. These schools ar-
range cousrses with identical objectives for all students, require each
student to reach a mastery criterion before proceeding from oue unit
to the next, and have each student take the units of the courses in
a fixed order (pattern 1).

Formulate educational objectives for the student population of
the building to attain in terms of educational achievement and in
terms of values and action patterns. For each subject field, objec-
tives at three levels of comprehensiveness are requited to guide
mastery learning effectively: (a) program objectives that students
work toward achieving throughout a level of schooling, (b) course
objectives, and (c) specific objectives for each unit of a course. The
program objectives are for all the courses within a subject field at
a particular school level. The course objectives indicate the main out-
comes that students should attain upon completion of each course.
The unit objectives are more specific and indicate desired student
outcomes upon completion of each unit.

Estimate the range of objectives for a curricular area or course
that subgroups of the studer: population, such as those of a schoo!
grade, may have already mastered. This estimation is necessary to
assure that the student who has mastered the fewest objectives as
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Figure 3.2 Instructional Programming Model. (Source: Klausmeier,
1977, p. 16)

State the educationat objectives to be attained by the student
population of the building in terms of levet of achievement
and in terma of vatues and action patterns.

P

Estimate the range of obiectives that may b attainable for
wbgroups of the student population.

l

Assen the level of achievemant, learning 1tyte, 3nd motwation
level of each student by use of criterion-reterenced tests,

Step 3. observation schadulzs, of work semples with appropriate-tized
ubroups.

Set instructionst obgectives f0¢ each child to attain Over 8
Step.d. 1 short petiod of time.
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student by appropriatety dranging {a) the totsl emount of time
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well as the one who has mastered the most objectives will be iden-
tified in the preassessment process.

Assess the student’s level of achievement related to the objectives,
learning styles, and motivation level. The assessment of achievement
is necessary for initially placing each student in the proper unit of

ERIC %2 BEST COPY AVAILABLE

Aruitoxt provided by Eic:



INSTRUCTIONAL PROGRAMMING FOR THE INDIVIDUAL STUDENT 65
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the sequence. It is not necessary after the students have been placed
propetly and have completed a unit. Ordinarily, only achievement
testing is done in the preassessment process. Learning styles, motiva-
tion, and other characteristics of the student are identified from
cumulative records, or they are evaluated after instruction begins.

Based on the assessment, identify instructional objectives for each
student. The objectives that the student has not yet achieved to the
mastery criterion and which are next in the sequence become the in-
structional objectives for the particular student and are used in
developing the instructional plan of the student.

Plan and implement an instructional program by which the stu-
dent may achieve the objectives. As was discussed earlier in the
chapter, an instructional program is planned for each student at the
beginning of each course. The program is planned to take into ac-
count the student’s entering achievement level, learning styles,
motivation, and other characteristics. To arrange an appropriate in-
structional program for the student, it is necessary to vary (a) the
amount of time that the different students need to achieve the same
objectives, (b) the amount of attention and direction that the teacher
gives to the different students, (c) the amount of time that the
students spend in interacting with one another and the teacher, (d)
the use of printed materials, audiovisual materials, and direct ex-
periencing of phenomena by the different students, (e) the use of
space and equipment, and (f) the amount of time spent by each stu-
dent in both teacher-directed and student-initiated individual, pair,
small-group, and large-group activities. Some combination of in-
dividual student activity including independent study, smal!-group
student activity including tutoring and other pairing arrangements,
teacher-led small-group instruction, and teacher-led whole-class in-
struction appears to be necessary in most courses to take into ac-
count the preceding differences among students. Also, students
generally require a considerable amount of teacher explanation,
guidance, and monitoring when abstract concepts and principles are
introduced for the first time.

Assess each student’s attainment of the objectives. The assessment
is done as soon as the individual students think they have achieved
their objectives and also at the end of the regularly scheduled time
for completion of a unit.

The usual procedure is for the assessment to be carried out
simultaneously for all the objectives of a unit rather than separately

Q
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for cach single objective. This greatly reduces the amount of time
required for evaluation and also for record keeping. For example,
if a student completes five three-week units in mathematics during
a semester, a permanent recotd is kept regarding the student's per-
formance relared to the five units, not for each of the separate ob-
jectives of the five units.

If the objectives are achieved to the specified criterion by the stu-
dent, ideniify new objectives, if the objectives are not attained, deter-
miene why and take other actions that are appropriate. The student
who masters the objectives proceeds to the next unit as soon as the
prior one is completed. The student who does not attain mastery
in a reasonable amount of time is studied to try to determine causes.
Depending upon how nearly the student is to mastery and other con-
siderations, various actions may be taken. The student may centinue
to work on the same unit, proceed to the next unit in the sequence
and come back to the present one later, proceed to the next unit and
try to achieve the objectives of both units simultaneously, or cease
work on the particular unit temporarily.

Continuous progress and mastery learning (pattern 1) was used
to illustrate the instructional programming mode! because all seven
steps are required when implementing this type of instructional pro-
gramming. Other patterns, however, do not require all seven steps.
Steps 1, 4, 5, 6 are sufficient for planning and implementing in-
dividual instructional programming in any subject field in which
students are not required to reach a niastery criterion as a condition
of progressing from one unit to the next, as is indicated in patterns
3, 4,7, and 8. Steps 2 and 3 are not necessary when student are per-
mitted to enter a course regardless of their entering achievement levels
or when they have completed a prerequisite course. Step 7 is not
essential if school policy permits students to progress to the next unit
or course after making a passing grade or even after having failed
to achieve the objectives.

USING DEVELOPMENTAL OBJECTIVES

We should be aware that some teachers and principals have spent
many hours writing behavioristic, performance objectives and they
do not wish to continue the process. Moreover, they regard
themselves as being familiar with all kinds of objectives and do not
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wish to spend more time learning about educatioral objectives.
Despite the unfortunate experiences that many educators have had
in writing instructional objectives, the public, including many
parents, wants to know what schools and teacl...s are trying to ac-
complish and how well they are succeeding. Moreover, state
legislatures are demanding this. Accordingly, having a good
understanding of different kinds of objectives and how to use them
remains an important concern of every educator.

A set of developmental objectives for a subject field includes pru—
gram, course, and unit objectives. Program objectives indicate the
main outcomes in the particular subject field, e.g., English or science,
that student should work toward achieving at each level of school-
ing. This kind of objective is necessary to achieve continuity in learn-
ing during each school level and across the school levels. Typically,
course objectives are formulated to guide instruction and learning
during a semester. The course objectives should be relatable to one
or more of the program objectives. Unit objectives are formulated
to guide learning and teaching over short time periods.

Program, course, and unit objectives typically are formulated
before instruction starts. The unit objectives and the related course
objective, or objectives, are included in a learning guide that is
prepared for each urit. The guide is then used in planning an in-
structional program for each student at the time instruction starts.

A handbook widely used to guide the formulation of educational
objectives is Bloom, Hastings, and Madaus (1971). It includes the
carlier taxonomy of objectives in the cognitive domain (Bloom,
1956). In the taxonomy, knowledge and five major intellectual skills
are identified as a basis for developing objectives in any subject as
follows: Knowledge, or the recall or recognition of information, com-
prehension, application, analysis, synthesis, and evaluation. Each
successively higher skill is more complex and builds upon the prior
one. Thus, a student generally can comprehend a concept or princi-
ple before being able to apply it. Similarly, a situation or event must
be understood before it can be analyzed or evaluated. Application,
analysis, synthesis, and evaluatior: objectives should be used as pro-
gram and course objectives rather than only knowledge and com-
prehension objectives.
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Program Objectives

Formulating program objectives for various subject fields is often
the responsibility of a committee that includes the district curriculum
coordinator in the subject field and teachers of the district. In for-
mulating program objectives, much time can be saved by turning
to statements prepared by other groups, such as textbook authors,
school district committees, and state and national groups. These
statements can be modified as necessary to fit the characteristics of
the individual school or the school district. One good source of ob-
jectives is the Tri-County Goal Development Project (Doherty &
Peters, 1978). Course objectives from this source, called goals, are
given later in this chapter. Another good source of program objec-
tives is the National Assessment of Educational Progress. It has
prepared program objectives for high school and also for different
age groups corresponding to the end of grade 3, grade 7, and grade
11. The objectives have been formulated for the areas of art, career
and occupational development, citizenship, literature, mathematics,
music, reading, science, social studies, and writing. New areas are
added from time to time. These objectives are used in constructing
the tesis that are being used in the National Assessment of Educa-
tional Progress in the United States.

Following is an example of a program objective in science related
to measurement. T4e primary program objective is for all levels of
schooling. There are three related age level objectives:

Primary Program Objective:

Understands that measurement is an important feature of
science.

Program Objectives for Age Levels:

Age 9 Understands that quantitative measurements of
natural phenomena can be made.

Age 13 Describes how quantitative measurements provide
clearer and more precise representations of natural
phenomena than do qualitative descriptions.

Age 17 Explains or demonstrates that quantitative measure-
ments, when feasible, provide the basis for descrip-
tion, hypothesis testing, and prediction; explains that
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mathematics and statistics provide valuable tools for
deriving information from quantitative data; explains
that all data are not equally precise. (National Assess-
ment of Educational Progress, 1972, p. 19)

Course Objectives

Course objectives are stated in general terms. Teachers use course
objectives in developing instructional techniques, in identifying in-
structional materials, and in identifying or developing evaluation
tools and procedures. There are usually several objectives for each
course and at least one to which each set of unit objectives is related.
The characteristics of course objectives may be inferred from the
examples that follow.

Physical Science:

The student knows that dark colored materials tend to be
good absorbers of radiant energy.

The student knows that shiny and bright coloied materials
are good reflectors.

The student is able to calculate the heat exchanged between
objects (e.g., iron at one temperature is placed in water at
a different temperature). (Doherty & Hathaway, 1973, p.
454)

Music:

The student is able to accept guidance and direction in solv-
ing problems of psychomotor performance.

The student is atle to analyze his performance problems and
to take appropriate practice measures to resolve them.
(Doherty & Hathaway, 1974a. p. 126)

Social Science:

The student knows ways that consumer lending or credit
policies influence demand and supply in markets for other
goods (commoditiez, services).
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The student is able to use appropriate concepts and models
for analysis of interdependercies of supplies- demands-prices
in financial and commodity markets. (Peters & Doherty,
1976, p. 386)

Physical Education:

The student knows the appropriate form for shots used in
table tennis including forehand, backhand, chop, and
smash.

The student is able to execute the skills in the table tennis
using the appropriate form. (Doherty & Hathaway, 1974b,
p. 386)

Second Language:

The student values the use of second language skills in leisure
time activities.

The student values the role a second language plays in
meeting society’s needs for communication among countries
and cultures. (Doherty & Hathaway, 1973, p. 19)

Unit Objectives

Unit objectives are more specific than most course objectives.
Often there are several unit objectives related to each course objec-
tive. Although not recommended by the present author, some schools
use highly detailed pe:furmance objectives as unit objectives (see
Chapter 4 for a more complete analysis). Below is a course objec-
tive and a set of related unit objectives.

Course Objective:

The learner will develop the skills needed for writing unified
and well-developed paragraphs.
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Unit Objectives:
The learner will:

Analyze the way in which a sentence is developed from
a core pattern.

Write three sentences using at least three levels of develop-
ment and label each level (developmental level refers to
increasingly complex sentences structurally).

Analyze the levels of development used in four sample
paragraphs provided by the teacher.

Select three suitable topics for paragraph writing.

Write topic sentences for each of the topics which he/she
selected and have them approved by the teacher.

Write three paragraphs, using the topic sentences, which
contain at least three levels of development and label
those levels.

Minimum Competency Objectives

Two sets of objectives are needed in some courses in order to ar-
range an appropriate instructiona: program for each student. One
is the set that indicates the minimum level of competency that each
student should achieve as a condition of proceeding from one unit
tu the next. These objectives are included in the program of every
student. The other set includes additional objectives that are ap-
propriate for the more able students and even for the most rapid
achievers.

Steuben Middle School of Milwaukee, Wisconsin, developed 100
objectives in mathematics and specified which ones should be at-
tained to mastery by every student by the end of grade 8. These are
the minimum competency objectives. Students who do not master
these objectives in grade 6 attempt to do so in grade 7, or still later
in grade 8. Four of the most advanced minimum competency objec-
tives in mathematics are:

Be able to recognize similar and congruent polygons.
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Make a scale drawing.
Use mean, median, and mode to describe a set of data.

Be able to plot a set of ordered pairs.

Two of the most advanced grade 8 mathematics objectives which
are not a part of the minimum set are:

Given the dimensions of one triangle of a pair of two simila~
triangles, and one side of the second, find the other two sides.

Estimate the probabiiity of an event based upon previously col-
lected data.

Steuben is an inner-city school that has heavy student turnover.
No one method of teaching can be used uniformly by all teachers
with all students. Teachers therefore use the mini.;num competency
and other unit objectives in a variety of ways, depending on the
preferences of either teams of teachers or individual teachers within
teams. Some teachers employ a considerable amount of whole-class
instruction in which all the students have the same ot jectives in their
individual programs. Other teachers use much individual activity.
Still others use a combination of activities.

TAKING INTO ACCOUNT THE STUDENT’S
LEARNING CHARACTERISTICS

The student’s learning characteristics must be considered when
planning an instructional program for the student. The most impoz-
tant characteristics of the student are (1) the student’s capability for
learning the subject matter, (2) interests, (3) learning styles, and (4)
motivation. Some teachers attempt to assess their students on one
or more of these characteristics prior to starting instruction and then
arrange the instructional program of the student accordingly. Others
have the students take much initiative in selecting the activities in
which they will engage, assuming that the students will select activities
which reflect their capabilities, interests, learning styles, and motiva-
tional characteristics.
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To arrange instruction to suit the particular characteristics of each
student, teachers vary the following (step 5 of the instructional pro-
gramming sequence):

The amount of time that students use in completing each unit.
The instructional materials the students use.
The instructional space(s) and equipment that the students use.

The amount of attention and direction the teacher gives to the
students.

The amount and kind of teacher-directed individual, pair,
small-group, and large-group activities in which the students
participate.

The amount and kind of student-initiated individual, pair,
small-group, and large-group activities in which the students
engage.

Consider how the four categories of student characteristics aie
related to the six instructional variables.

Capability for Learning New Material

A student’s capability for learning new subject matter may be
estimated by various techniques. One is to examine the prior achieve-
ment of the student in the same subject. Another is to give a criterion-
referenced test. A third is to examine the aptitude test scores of the
student.

We may relate student capability for learning the subject matter
to the amount of time required for instruction and also to the amoun:
of teacher assistance and guidance that may be required. In general,
the higher the capability of the student for learning the new material
as estimated by any of the three techniques, the lower the amount
of time required to achieve any given objective; and conversely, the
lower the achievement or aptitude, the greater the time required. The
same relationship exists between student capability and the amount
of teacher attention and guidance required. Students witk high
capability generally require less teacher guidance to achieve a par-
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ticular unit objective than do students with lower capability. Teachers
can find more time for slower students by assigning them work dur-
ing study periods and at other times outside the regularly sche.luled
time. In addition, the student may be given more days or weeks to
complete the unit. The rapid learners may be given enrichment or
acceleration activities after completing their progran. objectives.

Interests

Teachers usually are able to recognize how the general interests
and t.c career interests of the student may be related to the activities
in which the student engages, the materials the student uscs, and the
elective activities the student pursues. The major difficulties in
responding to student interests are matching the interests with the
course requirements and the availability of space and materials. An
instructional materials center stocked with print materials,
audiovisuals, and three-dimensional objects is especially helpful to
the teacher and the student in utilizing the student's present interests
and in developing new ones.

Learning Styles

Learning style refers to the way a person prefers to learn. It is
different from the person’s aptitude or capability for learning par-
ticular subject matter. Dunn and Dunn (1978) identified 18 learning
styles that suggest that learners are affected by four sets of condi-
tions and needs: (a) conditions in the immediate learning
environment—sound, light, temperature, and design of the room and
furniture; (b) their own emotional states and conditions—motivation,
persistence, responsibility, and structure; {c) sociological preferences
for learning—individually, pair, peers, team, adult, or varied; and
(d) their own physical characteristics and needs—sensory modalities
and other preferences related to intake, time of day, and mobility.
Each student has preferences related to the elements of each of the
four preceding categories. The Dunns indicate that the student learns
most effectively when the student’s profile of learning styles is iden-
tified and a learning environment is arranged that takes into account
the student’s learning styles.
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Aninventory has been constructed that is administered to students
and scored by computer. A computer-generated learning style pro-
file is prepared for each student with recommendations concerning
how to arrange the environment for the student (Dunn & Dunn,
1978). Groupings of students with similar profiles are also identified
by computer and made available to the school.

Messick and Associates (1976) have also identified learning styles.
Three of their styles are not directly reflected in those of Dunn and
Dunn. Two of these learning styles, analytic versus global and reflec-
tive versus impulsive, are closely related. Persons with analytic,
reflective styles size up a situation carefully, analyze it into its rele-
vant elements, and then respond. Those with global, impulsive styles,
on the other hand, tend to get a quick overview of the total situa-
tion and respond without careful deliberation. Independent study
and research activities seem to work well for those with analytic,
reflective styles, whereas small group work with questions directed
toward encouraging analysis and reflection seems to gain better
results with students with global impulsive styles.

A third style described by Messick and Associates (1976) involves
divergent production versus convergent production. Persons with
divergent production styles are creatively inclined. They seek new
and different solutions to problems. Students with convergent styles
hesitate to produce a novel idea or product. They seek correct and
socially approved solutions.

Figure 3.3 represents a synthesis of both sets of learning styles.
Completing the checklist mentally as you read through it will aid
you in understanding the styles. You may wish to think about the
styles of a student whom you know well.

The teacher who tries to take each student's profile of learning
styles into account must make several decisions. One is to deterriine
which styles can be accommodated with a :easonable amount of
teacher effort. A second decision is to ascertain which styles can and
cannot be accommodad in terms of the available space, instruc-
tional materials, and time. Finally, the teacher must determine which
student learning styles to attempt to change.

Much experimenting remains to be done to determine how to relate
learning styles to arranging an excellent instructional program for
each student. Thus far, we have made some progress in providing
for the sensory modality preferences —hearing, seeing, tactual, or
kinesthetic—and the grouping pieferences—individual, pair, or small
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Figure 3,3 Learning Styles

Diractions: Pcuple leain and study in ditierent wnys. Fach qucstion fn this
checkiist describas how a person might like to learn ot study. Firat
tesd all the parts of the questions Thun for esch question, put o ¢ 4n
the (d; to indicata your preference (or that ot u student vou have vbe
sarved),

() Prefar quist; sounds such sa () Can {gnore nos¢ sounds when
racords, TV, or conversstion studying.
are distrscting vhen studying.
Prefer bright light. I'refer subducd 1ight.
Prefer coolar temperature. Prefer waramer temperatutc.
Prefar formally arrsnged trefer informally arranged
furniture and room with fixed furniture and roon where
desk or chsirs. lounging i pussible.

Check only one.

5. () Prefer to learn things outside the schoul environment, not things
included in regular classes.

() Fagsr to learn nev material snd skills included in clsasas.

() Will learn nsw material and skilla only 11 incentivas and reasons
ars provided.

() Peraist until sctivities that () Uo not complste nany tusks
are atarted sra completed. that are atarted.

( ) Take wuch responsibility for () Do not zssume much responsi-
doing things well without bility for doing things well.
supervision.

() Prefar clear guidelines () Prefer unstructurcd situa-
regarding asuignments and tions without guidelines
projacrs. and prescripticns.

Check only ove.

9. Prefcr to study and to work on activities:

() slone,
with one peer or partner.
wvith tvo peers.
wvith several pecrs.
wvith an adult leader.
in any of ths preceding vays, depending on the situation.

10. Check only one.

() Prefar auditory learning activities, i.e., listening to tapes,
records, pesrs, and other persona.

() Prefer visual lesrning activities, i.e., seeing pictures, film-
strips, snd objects, proceases, gnd evsnta.

() Prefer manipulating things vith the fingera and handa.

() Prefer kineathetic lesrning sctivities, i.e., doing activities
involving total body movement.

() Have no preference for any one of the preceding.

() When studying, prefer to havs { ) Do not require anything to
soaething to eat, chew, or est, chew, or drink vhen
drink. studying.
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Figure 3.3 (continued)

Check only ons.

12. Study best in:
() early morning.

() lats morning.

() afternoen.

() svening.

( ) have no prefersnce for sny one of the preceding.

13. () Prefer to be uble to wove () Prefer the seme posture and
about frequently end vary locstion for a considersble
posture snd locetion often period of time.
vhen studying.

14, () Anslyze a problem into its () View situytions in totslity,
psrts and try to ses the or globally, and ignore ths
relationships among the parte. deteils.

15. () Respond to situations after () Respond to situations quickly
some thought and reflection. without thinking xuch about

the situation or the respenss.
16. () Prefer to seek novel or unique () Prefer to sesk correct or
sclutions ¢o problems. socislly~-spproved solutions.

* Items i~13 besed on Dunn and Durn (1978) and 14~16 on Hessick end Asso-
cistas (1976).

group. We achieve best results with self-motivated students.
Research, as well as experience, shows that many current instruc-
tional modes do not take int2 account the learning styles of many
students. For example, classical individualized instruction that calls
for only individual activity, guided by contracts, unipacs, and pro-
grummed learning materials, does not accommodate either the group-
ing preference or motivational style of many students. Large un-
divided open spaces where 100 or more students receive all their
academic instruction are not providing a physical environment con-
ducive to learning for the many students who cannot adjust to the
noise, light, student movement, and other distracting conditions. Fur-
thermore, class-size group instruction consisting of teacher lectures,
lecture-discussions, and guestion-and-answer recitations that may
be suitable for some teacher-motivated students with auditory
preferences has proved to be unproductive for students who prefer
individual and small-group learning arrangements using pictures,
filmstrips, films, and other visual stimuli. On the other hand, some
teams of three to five teachers having the same group of students
for a block of time daily are effectively arranging space, time, equip-
ment, furniture, materials, and activities that accommodate many
different learning styles.
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Motivation

Motivation is included as a learning style by Dunn and Dunn
(1978). It is also regarded as an integral aspect of the learning pro-
cess by most moivational theorists. Two main approaches based on
different theories of motivation are employed in the schools. One
is behavior modifization, which is based on Skinnerian learning
theory and behavioristic instructional psychology. The other is
cognitive, which is based on humanistic philosophy and cognitive
learning psychology.

Each approach is employed with considerable success to achieve
certain purposes. For example, behavior modification s employed
with exceptional students to help them replace undesired forms of
behavior with behavior that is more socially acceptable. The cognitive
approach to motivation underlies all forms of individual goal set-
ting and decision making (Klausmeier, 1979). It is especially impor-
tant to consider here inasmuch as students are expected to set learn-
ing goals at the beginning of each unit of instruction.

According to the cognitive approach, the human being is an
information-processing, stimulus-seeking organism whose :hought
influences action. Thought, particularly in the form of intentions,
has a powerful effect on the first three of four phases of a behavior
sequence: (a) its activation or instigation, (b) its direction, (c) its per-
sistence until goal achievement, and finally, (d) the consequences
following achievement or nonachievement of the goal.

DEVELOPING A LEARNING GUIDE
FOR STUDENTS

Preparing a learning guide for each unit of a course prior to start-
ing instruction is helpful when later planning each student's instruc-
tional program in the course. The learning guide is especially helpful
in courses that are required of all students. Notice that the term,
helpful, is used here. Teaching can, of course, be effective without
a learning guide. However, planning prior to starting instruction does
contribute to more effective instruction.

The learning guide may be written by an individual teacher or by
ateam of teachers and a curriculum expert. It includes an introduc-
tion to the student, directions to the student, the unit objectives and
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the course objective to which they are related, either a list of the
correlated materials or an indication of the teacher-learner procedures
to identify the materials, and either the activities and assignments
correlated with the instructional materials or the teacher-learner pro-
cedures to be used in planning the activities.

Before preparing the guide, key questions must be answered. How
they are answered will influence the content of the guide and how
it is used.

Will all or part of the objectives be required of all students?

Will the students be required to achieve a mastery criterion in
order to proceed to the next unit or to receive credit for pass-
ing the unit?

Will the units be taken by all the students in a fixed sequence
or will they be taken at any time during the semester?

Will the students entering the unit be required to have met
specified prerequisites?

Will there be more than one learning path by which students
may achieve the same objective?

Another consideration is whether the guide will list all the
materials, activities, and assignments or whether it will serve only
as a teaching-learning resource. Some guides include all the 23502
ual information for guiding the learning-teaching process throughout
the unit. Others list only the assignments. They do not specify the
individual, small-group, and whole-class activities that may be used
to complete the assignments. Some guides indicate only the teaching-
learning procedures to be used in identifying materials and in plan-
ning the activities. They do not list all the materials or activities.

Student’s Introduction

The student introduction may include any or all of the following:
An overview of the content and activities.

Statements indicating the importance of the material or giving
reasons for learning it.
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An indication of how this guide is related to others in the szries.

Written and/or graphic material to gain the student’s atten-
tion. Graphic material that is humorous appears to be especially
helpful.

Course and Unit Objectives

Either independently or as a pa.t of the student introduction, the
course objective is given, followed by the unit objectives. These ob-
jectives should be stated so that .he student understands the expec.ed
outcomes. In courses such as typing, foreign language, and physical
education, it may be appropriate to state part or all of the objec-
tives in terms of observable behaviors and also to indicate the desired
performance criterion. In courses where concepts and principles are
the major content, it appears unwise to use objectives that specify
only observable behavior or performance objectives.

Directions to the Student

As necessary throughout the guide, directions to the student are
indicated. Some teachers prefer to give directions orally rather than
to include written instructions. In general, it appears better to in-
clude directions in clear written form so that the student can refer
back to them if, for one reason or another, he or she has not
understood or has forgotten the oral instructions.

Instructional Materials

It is especially important for the teacher to identify and indicate
different materials that students may use to achieve the same objec-
tives in accordance with their aptitudes, learning styles, and interests.
The materials may be lis*ed separately early in the guide or with each
activity or assignment. As noted earlier, students can be directed to
identify some of the materials they will use.

Activities

The main types of learning activities are individual, pair, small
group, and whole class. These can be teacher-led or student-initiated.
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These different kinds of activities make it possible to take into ac-
count differences among students in rate of achieving the objectives,
learning styles, interests, and motivation. As with materials, students
may suggest activities; therefore, it is not necessary to list every possi-
ble activity in the guide.

Self-evaluation Procedures

In some guides, checks are placed in <he guide that enable the
students to determine their achievement of the objectives. These are
very useful as a kind of feedback device. In the event the self-check
is not placed in the guide, an indication is provided concerning how
this will be carried out by the teacher, such as by a unit test of some
type.

From the precediag it shculd be clear that learning guides differ
greatly from the earlier unipacs, curriculum guides, learning activi-
ty packages, teaching-learning units, workbooks, and similar
materials that were used to provide for differences among students
orly in rate of learning and only through the same individual
assignments that all students completed. Some of these guides were
deficient in several respects. First, only behavioral or performance
objectives were included in the guide. Further, they were stated in
such a manner that the higher level intellectual skills such as applica-
tion, analysis, synthesis, and evaluation were not included. The
students were therefore not aided in developing these higher level
skills. Second, there was not continuity between successive guides
inasmuch as none of the activities were directed specifically toward
course and program objectives. Even though students mastered the
objectives of the successive units, they forgot quickly because no op-
pertunity was provided for review, re-learning, and integration of
the separate items of knowledge and skills. For example, many
students who learnied all the separate skills of reading during their
elementasy school years could not, on entering middle school, read
books and other materials that are appropnate for Grade 6 middle
school students. They did not learn to apply, consolidate, and in-
tegrate the separate skills into the total process of reading. Similar-
ly, many students who mastered the many separate performance-
based objectives in mathematics during their middle school years were
incapable of performing the computation skills necessary to learn
the simplest grade 9 algebra. Recognizing these many deficiencies
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should enable us to preparc more effective learning guides for
students.

A NOTE ON EFFECTIVE TEACHING

The individual instructional programming sirategy does not
prescribe a complete set of teaching behaviors nor does it imply any
one method of teaching. It assumes, however, that teachers plan and
conduct their instructional activities in a systematic, orderly man-
ner and that they expect students to achieve the course objectives.
Moreover, they demonstrate enthusiasm for the subject matter and
for the students and make the instruction clear and meaningful. In
concluding this chapter, it may be instructive to examine ways that
teachers express enthusiasm and what they do to make instruction
clear.

Collins (1976) identified the following eight ways that teachers ex-
press enthusiasm:

Rapid, uplifting, varied vocal delivery.
Dancing, wide-open eyes.
Frequent, demonstrative gestures.
Varied, dramatic body movements.
Varied, emotive facial expressions.
Selection of varied words, especially adjectives.
Ready, animated acceptance of ideas and feelings.
Exuberant over-all energy level. (p. 2)
Collins (1976) developed a program to teach enthusiasm. Prospec-
tive teachers who experienced the program demonstrated more en-
thusiasm than those who did not.
Clarity of instruction and related teaching behaviors were studied

by Cruickshank, Myers, and Moenjak (1975), Bush, Kennedy, and
Cruickshank (1977); Land (1979); and Land and Smith (1979a,
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1979b). Part of the 32 behaviors identified in one or more of these
studies follow (Practical Applications of Research, 1981, p. 3):

Explain the work to be done and how to do it.

Ask students before they start work if they know what to do
and how to do it.

Explain something then stop so students can think about it.
Take time when explaining.
Help students to organize materials in a m=aningful way.

Repeat questions and explanations if students don’t
understand.

Repeat and stress directions and difficult points.
Encourage and let students ask questions.
Answer students’ questions.

Synthesize ideas and demonstrate rsal-world relevancy.
Teach at a pace appropriate to the topic and students.
Personalize instruction by using many teaching strategies.

Teach in a related step-by-step manner.

Use demonstrations.

Use a variety of teaching materials.

Provide illustrations and examples.

Emphasize the key terms/ideas to be learned.
Consistently review work as it is completed and provide
| students with feedback or knowledge of results.
|
\
| Although not stated explicitly, making clear to the students what
| is to be learned and the main activities for learning it is an excellent
way to start a class. If students are missing either one of these, in-
itial fumbling and loss of time throughout the class occur. We make
the points here because experienced teachers often forget to carry
out the procedure in one or more of their daily classes.



IMPROVEMENT OF SECONDARY EDUCATION

References

Block, J. H. (Ed.). Schaols, society, and mastery learning. New
York: Holt, Rinehart, and Winston, 1974,

Block, J. H., & Anderson, L. W. Mastery learning in classroom
instruction. New York: Macmillan, 1975.

Bloom, B. S. (Ed.). Taxonomy of educational objectives. Hand-
book I: Cognitive domain. New York: McKay, 1956.
Bloom, B.S. Human characteristics and school learning. New York.:

McGraw-Hill, 1976.

Bloom, B. S., Hastings, J. T., & Madaus, G. F. Handbook on for-
mative and summative evaluation of student learning. New
York: McGraw- Hill, 1971.

Bush, A., Kennedy, J., & Cruickshank, D. An empirical investiga-
tior. of teacher clarity. Journal of Teacher Education, 1977,
28, 53-58.

Carroll, J. B. A model of school learning. Teachers College Record,
1963, 64, 723-733,

Collins, M. L. The effe~ts of training for enthusiasm on the en-
thusiasm displayed by preservice elementary teachers. Un-
published doctoral dissertation, Syracuse University, 1976.

Cruickshank, D. R., Myers, B., & Moenjak, T. Statements of clear
teacher behaviors provided by 1,009 students in grades 6-9. Un-
published manuscript, 1975. (Available from College of Educa-
tion, Ohio State University, Columbus, OH.)

Doherty, V. W., & Hathaway, W. E. K-12: Course goals in
biological and physical science (Tri-County Goal Development
Project). 1973. Available from Commercial-Educational
Distributing Services, P. O. Box 8723, Portland, Oregon 97208.

Doherty, V. W., & Hathaway, W. E. K-12: Course goals in music
(Critique Edition, Tri-County Goal Development Project).
1974a. Available from Commercial-Educational Distributing
Services, P. O. Box 8723, Portland, Oregon 97208.

Doherty, V. W., & Hathaway, W. E. K-12: Course goals in physical
education (Critique Edition, Tri-County Goal Development
Project). 1974b. Available from Commercial-Educational
Distributing Services, P. O. Box 8723, Portland, Oregon 97208

Doherty, V. W., & Peters, L. B. K-12: Program goals and subject
matter taxonomies for course gouls in art, biological and

. Physical sciences, business education, health education, home

ERIC
T 98




INSTRUCTIONAL PROGRAMMING FOR THE INDIVIDUAL STUDENT 85

economics, industrial education, language arts, mathematics,
music, physical education, second language, social science, and
career education (Tri-County Goal Development Project).
1978. Available from Commercial-Educational Distributing
Services, P. O. Box 8723, Portland, Oregon 97208.

Dunn, R., & Dunn, K. Teaching students through their individual
learning styles: A practical approach. Reston, VA: Reston
Publishing Co., 1978.

Good, T. L., & Stipek, D. J. Individual differences in the
classroom: A psychological perspective. In G. D. Fenster-
mache: & J. 1. Goodlad (Eds.), Individual differences and the
common curriculum (Eighty-second yearbook of the National
Society for the Study of Education. Part I). Chicago: Univer-
sity of Chicago Press, 1983.

Goodlad, J. I. A study of schooling: Some implications for school
improvement. Phi Delta Kappan, 1983, 64(8), 552-558.
Klausmeier, H. J. Instructional programming for the individual stu-
dent. In H. J. Klausmeier, R. A. Rossmiller, & M. Saily (Eds.),
Individually guided elementary educatior: Concepts and prac-

tices. New York: Academic Press, 1977. Pp. 55-76.

Klausmeier, H. J. Introduction. In H. J. Klausmeier & Associates,
Cognitive learning and development: Information-processing
and Piagetian perspectives. Cambridge, MA: Ballinger
Publishing Company, 1679. Pp. 1-27.

Land, M. Low inference variables of teacher clarity: Effects on stu-
dent concept learning. Journal of Educational Psychology,
1979, 71(6), 795-798.

Land, M., & Smith, L. Effect of a teacher clarity variable on stu-
dent achievement. Journal of Educational Research, 1979, 72,
196-197. (a)

Land, M. L., & Smith, L. R. The effect of low-inference teacher
clarity inhibitors on student achievement. Journal of Teacher
Education, 1979, 30(3), 55-57. (b)

Messick, S., & Associates. Individuality in learning. San Francisco:
Jossey-Bass, 1976.

National Assessment of Educational Progress. Science objectives
Jor 1972-73 assessment. Denver, CO: National Assessment of
Educational Progress, 1972.

99



86 IMPROVEMENT OF SECONDARY EDUCATION

Peters, L., & Doherty, J. K-12: Cou-se goals in social science (Vol.
1, Tri-County Goal Development Froject). 1976. Available
from Commercial-Educational Distributing Services, P. O. Box
8723, Portland, Oregon 97208.

Practical Applications of Research (Newsletter of Phi Delta Kap-
pa's Center on Evaluation, Development, and Research).
Bloomington, IN: Phi Delta Kappa, 1981, 3(3).

Rothrock, D. The rise and de:line of individualized instruction.
Educational Leadership, 1982, 39(7), 528-530.

Suggestions frr Further Reading

Amenta, R. What's happening in . . . Horizon High School? Phi
Delta Kappan, 1982, 64(3), 204-205.

Amenta gives a verbal snapshot of an 2iternative high school with

an enrollment of 180 students. Personalized instruction as well as

individual educational programming are described.

Arlin, M., & Webster, J.  Time costs of mastery learning. Journal
of Educational Psychology, 1983, 75(2), 187-195.
These authors found that mastery learning reduces differences among
students in achievement but only when slow learners are given more
time and fast learners are held back. As in other mastery-learning
experiments, the mean achievement of all the students was raised
dramatically. However, mastery students required twice as much time
as nonmastery students to complete their study of the same material.

Brandt, R. On improving teacher effectiveness. A conversation with
David Berliner. Educational Leadership, 1982, 4(1), 12-15.
Berliner explains the research findings regarding teacher effectiveness
and describes a kind of observation and consultation with teachers
thai aids them in applying the findings. He states that it is critical
for students of all ability levels to experience academic success.

Dunn, R. Can students identify their own learning styles? Educa-
tional Leadership, 1983, 40(5), 60-62.
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high school students can reliably identify the.r own learning styles.
She also reports research that shows that student outcomes, including
achievement and attitudcs, are better when tzachers take into account
each student’s learning styles.

Klausmeier, H. J. Instructional programming for the individual stu-
dent. In H. J. Klausmeier, R. A. Rossmiller, & M. Saily (Eds.),
Individually guided elementary education: Concepts and prac-
tices. New York: Academic Press, 1977, 55-7€.

Many of the instructional programming practices of Individually
Guided Elementary education are relevant for middle schools of
Grades 6, 7 and 8 since, with minor exceptions, students of the mid-
dle school do not have elective subjects. However, the practices are
not equally applicable to the high school. This chapter presents more
information regarding instructional programming for the individual
stucieit in middle school level than could be presented in the present
book.

Rubin, L. Artistry in teaching. Educational Leadership, 1983, 4%4),
44-49,

Rubin explains the difference between exciting and dreary classes

and shows what teachers can do to make their classes exciting for

the learners and themselves. (This issue of this journal has other ex-

cellent articles on teaching.)




CHAPTER 4

CURRICULAR ARRANGEMENTS

Herbert J. Klausmeier

In recent decades federal policy has had a considerable impact on
the curriculum of Jocal schouls, especially by extending equal educa-
tional opportunity to minority and handicapped students. State
policy has moved in the direction of mandating minimum proficiency
standards in various subject fields. School districts have provided
for a more structured curriculum, and many schools have moved
away from the three-track system in order to meet the educaiional
needs of the individual student more effectively.

This chapter examines these issues and clarifies the comprehen-
sive and enabling objectives pertaining to curricular arrangements
thae are included in the design for improving secondary schools.

Comprehensive Objective:

The curriculum is structured to meet state and district requirements
but it can be adapted by the school and individual teachers to take
into account the differing educational needs of students.
Hlustrative Enabling Objectives:

The curriculum, including the required courses or competencies and
the amount of time allocated for instruction in each course, is ar-
ranged to promote effective learning in the following areas.

Communication skills, including reaaing, writing, speaking, and
listening.

Mathematical concepts and skills.

Scientific and technological concepts and skills, including com-
puter technology.

Social science concepts and skills.
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The expressive and performing arts, including aesthetics, art,
dance, drama, and music.

Foreign languages.

Career cducation, including awareness, exploration, and
preparation.

Health education, bot physical and mental.
Family and home membership.

Leisure education, including cr. fts, clubs, and extracurricular
activities.

Related to the preceding areas, curriculum committees, groups of
teachers, and individual teachers:

identify or prepare content outlines, organized in the form cf tax-
onomies, other hierarchies, or topical outlines.

Identify or formulate program, course, and unit objectives.

Identify or prepare resource units and other materials for teacher
use.

Identify or prepare instructional materials for student usz.

Prepare learning guides that the students and the teacher use at
the beginning of each course in planning each student’s instruc-
tional program.

FEDERAL AND STATE INFLUENCE

The design calls for the state and local school districts, with input
from educators and otl.cr citizens, to determine the curriculum of
the schools of the state and the district. Each school and individual
teacher should be able to adapt the curriculum to take into account
the differing educational needs of students.

Local school curriculum development is constrained, however, by
federal and state policies and mandates. The influence of the federal
government varies somewhat across time, and there is a great varia-
tion among the states with respect to the control of local school cur-
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ricula. van Geel (1979) has identified the examples of federal and
state policies that follow.

Federal Policy

Curriculum policy-making refers to the establishment of limits,
criteria, and guidelines but not to the actual development of materials
for use by students and teachers, Constitutionally, curriculum policy-
making resides in the state governments, However, in the 1960s and
1970s the federal government was heavily involved in policy-making
that affected the local school curriculum and it will probably con-
tinue to be.

Federal Courts and the Constitution

A few examples will indicate the pervasive effects of the federal
courts on the local school curriculum through interpretations of the
Constitution. The federal courts repeatedly are filing on matters deal-
ing with desegregation. With respect to religion, school ceremonies
which have involved recitations from the Bible and the saying of
prayers are prohibited. Similarly, school facilities may not be used
for religious instruction. With respect to acculturation, students are
required to learn English as part of their school instruction and, even
though bilingual education is supported by the courts, the purpose
is ultimately to lead students to the mastery of English.

Congress and the Federal Agencies

One manner in which the Congress and federal agencies determine
curriculum policy is through making grants of money to state educa-
tion agencies and local school districts and attaching conditions to
the grants. For example, Title I of the Elementary and Secondary
Education Act of 1965 provides monies to educate the disadvantaged.
It also makes many requirements of local schools that receive the
monies, such as evaluating the effects of the programs funded
through the grants and ensuring compliance with regulations regard-
ing antiracial and antisexual discrimination.

Public Law 94-142, the Education for All Handicapped Children
Act of 1975, establishes monetary entitlements on behalf of state
and local education agencies. Carrying out the provisions of the law

O
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greatly influences the curriculum not only for handicapped children,
but it also impacts on the curriculum of the no:mally developing
children who attend classes with the handicapped.

Title VI of the Civil Rights Act of 1964 includes the basic anti-
discrimination provision which is attached to the use of all federal
money. It provides that no person shall, on the grounds of race, col-
or, or national origin, be excluded from participation in, be denied
the benefits of, or be subjected to discrimination under any program
or activity receiving federal financial assisiance. The effects of Tiile
VI have directly or indirectly led to many changes in local school
attendance patterns and also in curriculum and instructional ar-
rangements in the schools.

The purpose of Title IX of this same Act is to eliminate and pre-
vent sexual discrimination in education. Discrimination is prohibited
regarding course offerings and requirements, counseling and
guidance programs, admissions to special schools and programs and
to school organizations such as social and service clubs, extra-
curricular activities, hair and dress codes, rules with regard to
pregnancy and parenthond, and athletics.

It is casy to underestimate the direct and indirect effects of these
and other federal actions during the past 30 years on the present cur-
riculum of each local school. On the positive side, a considerable
amount of money has been made available to extend equal oppor-
tunity for education. On the neutral or negative side, there is increas-
ing reliance on the federal government to provide part of the fund-
ing for any significant curricular improvement at the national level.

State Policies

Constitutionally, the state is responsible for all educational mat-
ters of the state. Therefore, the state legislatures and the state courts
can exercise enormous power over the curriculum. In general, state
legislatures have chosen not to exercise their full power. However,
many state education agencies require that all the students of the
state take certain courses.

States vary widely with respect to how much authority is allocated
to local school boards regarding the vurriculum and other matters.
In states with a decentralized approach, local boards are delegated
broad authority to control the school program while the state board
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and the chief schoo} officer only advise and assist local school
districts. In contrast, in states with a liighly centralized approach,
state officials prescribe and enforce the same course of study in all
the schools. There are relatively inflexible textbook adoption policies
in some states. Most states . re moderately centralized, and state of-
ficials exercise some authol.ty regarding :he course of study and text-
book adoption.

In recent years, the tendezicy is for more states to move toward
greater centralization rather than toward decentralization. Represent-
ative of this trend are the mandated statewide testing and minimum
compctency policies. By these policies, state officials are determin-
ing the objectives, selecting the test items, and establishing the level
of performance deemed accepteble for meeting the minimum
standards.

The state courts increasingly are involved in determining cur-
riculum policy through their decisions. These decisions usually are
related to the constituticnal right of the student to an education.
The courts also are frequently involved 1n interpreting state statutes
that affect education. The number of such interpretations is also
increasing.

As a result of federal and state policies, local control of the cur-
riculum today is much less than it was even 30 years ago (van Geel,
1979). This lesser control has been brought about by the federal
government and the state governments for ths purpose of protect-
ing and defending students whom local school boards have tended
to neglect in the past, especially the handicapped, the non-English
speaking, racial minorities, and the politically powerless. This ex-
pansion of equal opportunity has probably been the most impor-
tant factor leading to the lessening of local control. The public ap-
pears to have accepted the incieased centralization in order to get
more widespread equality of opportunity. It may now alsc be will-
ing to accept further centralization to achieve other perceived values,
such as greater effectiveness of the educational process.

CURRICULUM PRIORITIES

‘ There appears to be consensus that the 10 curricular areas indicated
! in the enabling objectives at the beginning of this chapter should
i be included in the secondary school curriculum. Realistically,
| o
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however, time does not permit all students to take courses in each
area. Similarly, time and budgetary constraints limit whxt the school
czn rrovide in each arca. Therefore, priorities among the 10 areas
and within each area must be established.

Many individuals and groups aie concerned with the priorities.
There appears to be some agreement that there should be certain
requirements for all students. This is usually referred to as general
education for al: students. In addition, students with different career
goals should be provided for. those who enter the labor market in:-
media:ely after high school graduation, those who 50 to a technical
school or a community college, and those whe enter a four-year
university. A fourth group, and a very large one, is the dropout group
that does not complete high school.

Recently, many individuals and groups are interested in general
education and university preparation. However, we shall examine
only three major proposals because of space constraints. The first
one makes recommendations for university entrance in terms of com-
petencies rather than courses while the next two consider both general
education and college preparation.

Competencies for College Entrance

The College Entrance Board has s~ercised considerable influence
on the high school curriculum for many years. The recommenda-
tions that follow (Co'lege Entrance Board, 1981) are among the first
that specify competencies rather than a number of Carnegie units
of credit equal to a one-year course. The recommendations assume
that students who develop the cumpeteacies befure high school
graduation will improve their chances for success in the first year
of college. Acceptance of recommendaticns such as these h. > ma-
jor implications for curriculum change in local schools and, accord-
ingly, for implementation of the individual educati. ~al program-
ming and instructional programming strategies.

Reading Competencies
The ability to identify and comprehend the main and subor-

dinate ideas in a written work and to summarize the ideas in
one’s own words.
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The ability to recognize different purposes and methods of
writing, to identify a writer’s point of view and tone, and to
interpret a writer’s meaning inferentially as well as literally,

Tne ability to separate one’s personal opinions and assump-
tions from a writer’s.

The ability to vary one’s reading speed and method {(survey,
skim, review, question, and master) according to the type of
material and one’s purpose for reading.

The ability to use the features of bocks and other referance
materials, such as table of contents, preface, introduction, titles
and subtitles, index, glossary, appendix, bibliography.

The ability to define unfamilijar words by decoding, using con-
textual clues, or by using a dictionary.

Writing Competencies

The ability to conceive ideas about a topic for the purpose of
writing,

The ability to organize, select, and relate jdeas and to outline
and develop them in coherent paragraphs.

The ability to write Standard English sentences with correct:
sentence structure
verb forms
punctuation, capitalization, possessives, plural forms, and
other matters of mechanics
word choice and spelling.

The ability to vary one’s writing style, including vocabulary
and sentence structure, for different readers and purposes.

The ability to improve one’s own writing by restructuring, cor-
recting errors, and rewriting.

The ability to gather information from primary and secondary
sources: to write a report using this research; to quote,
paraphrase, and summarize accurately; and to cite sources
properly,
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Speaking and Listening Competencies

The ability to engage critically and constructively in the ex-
change of iJeas, particularly during class discussions and con-
ferences with instructors.

The ability to answer and ask questions coherently and con-
cisely, and to follow spoken instructions.

The ability to identify and comprehend the main and subor-
dinate ideas in lectures and discussions, and to report accurately
what others have said.

The ability to conceive and develop ideas about a topic for the
purpose of speaking to a group, to choose and organize related
ideas; to present them clearly in Standard English, and to
evaluate similar presentations by others.

The ability to vary one’s use of spoken language to suit dif-
ferent situations.

Mathematical Competencies

The ability to perform, with reasonable accuracy, the computa-
tions of addition, subtractivn, multiplication, and division
using natural numbers, fractions, decimals, and integers.

The ability to make and use measurements in both traditional
and metric units.

The ability to use effectively the mathematics of:
integers, fractions, and decimals
ratios, proportions, and per: zntages
roots and powers
algebra
geometry.

The ability to make estimates and approximations, and to judge
the reasonableness of a result.,

The ability to formulate and solve a problem in mathematics
terms.

The ability to select and use appropriate approaches and tools
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in solving problems (mental computation, trial and error,
paper-and-pencil techniques, calculator, and computer).

The ability to use elementary concepts of probability and
statistics.

Reasoning Competencies

The ability to identify and formulate problems, as well as the
ability to propose and evaluate ways to solve them.

The ability to recognize and use inductive and deductive reason-
ing, and to recognize fallacies in reasoning.

The ability to draw reasonable conclusions from information
found in various sources, whether written, spoken, tabular, or
graphic, and to defend one’s conclusions rationally.

The ability to comprehend, develop, and use concepts and
generalizations.

The ability to distinguish between fact and opinion.

Studying Competencies

This set o." abilities is Jifferent in kind from those which precede
it. They are set forth here because they constitute the key abilities
in learning how to learn. Successful study skills are necessary for
acquiring the other five competencies as well as for achieving the
desired ¢ utcomes. Students are unlikely to be efficient in anv nart
of their work without them. One further difference nust be ex-
pressed. activities related to acquiring the Sasic studying competen-
cies will fail unless stucents bear in mind the role of their attitude
in the learning process. That attitude should encompass a sense of
personal responsibility for one’s own progress, a desire to make full
use of the teacher as a resource, and a willingness to conduct
themselves in ways that make learning possible for their classmates
as well as themselves.

The ability to set study goals and priorities consistent with
stated course objectives and one's own progress, to establish
surroundings and habits conducive to learning independently
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or with others, and to follow a schedule that accounts for both
short- and long-term projects.

The ability to locate and use resources external to the classroom
(for example, libraries, computers, interviews, and direct obser-
vation), and to incorporate knowledge from such sources into
the learning process.

The ability tc develop and use general and specialized
vocabularies, and to use them for reading, writing, speaking,
listening, computing, and studying.

The ability to understand and to follow customary instructions
for academic work in order to recall, comprehend, analyze,
summarize, and report the main ideas from reading, lectures,
and other academic experiences, and to synthesize knowledge
and apply it to new situations.

The ability to prepare for various types of examinations and
to devise strategies for pacing, attempting or omitting ques-
tions, thinking, writing, and editing according to the type of
examination, to satisfy other assessments of learning in meeting
course objectives such as laboratory performance, class par-
ticipation, simulation, and products of students’ evaluation.

The ability to accept constructive criticism and learn from it.
(pp. 10-15)

A Flexible Curriculum

Goodlad (1983) states that individual schools have no right to deny
students access to common learnings in five broad areas—literature
and language, mathematics and science, society and social studies,
the fine and performing arts, and the vocations. He feels that every
student should have some course work in each area, that neither the
college bound student nor the student preparing for job entry should
be permitted, much less required, to take so much work in one or
two areas that one or more of the other areas is squeezed out. The
design for the renewal and improvement of secondary education also

incorporates this point of view and in addition implies a need for
computer literacy.
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Goodlad (1983) first specifies a desired percentage of the high
school curriculum that should be given 10 each of the five areas and
then indicates the amount of flexibility that is necessary to meet the
needs of students with different subject matter interests and career
goals. He specifies the following: 18 percen. of a student’s program
in literature and language (English and other); 18 percent in
mathematics and science; 15 percent in each social studies, the arts,
and vocations; and 10 percent in physical education. This gives a
total of 91 percent of a student’s total curricular time. However,
he would permit a variation of plus or minus 20 percent in each area,
for example, as much as 18 percent or as little as 12 percent in the
arts. Also, two students of quite different abilities and interests might
both give 18 percent of their time to mathematics and science, one
taking an advanced course or two and the other seeking mastery in
the common part of this domain.

By electing a downward variance of 20 percent in two or more
domains, a student could take much more than 20 percent in one
of the cther domains. This could be used for talent development in
the arts, an academic subject such as mathematics, or sports. In ad-
dition to the course work, students should be provided vouchers for
purposes of purchasing instruction in the public or private sector,
for example, college classes for advanced mathematics, a private
tutor for instruction in singing, a professional trainer for swimming.

Goodlad recommends that, beyond the preceding curricular ar-
rangements for commonality and diversity, other provisions for in-
dividual differences should be in the organization of groups and in
pedagogy. Regarding organization, he specifies that teams of teachers
and aides (up to six or seven full-time equivalents in secondary
schools), each including a head teacher and a group of from 100
to 150 students, shculd be organized into clusters over the entire four-
year span of :he high school. Each cluster should provide the entire
curriculum, except for talent development.

An Infiexible Curriculum

In April of 1981 an 18-member commission was appointed by
Secretary of Education Terrel H. Bell to examine the American
educational system and to recommend reforms. In April of 1983,
the Commission's report (National Commission on Excellence in
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Education, 1983) was made public as an open letter to the American
people. The letter was titled ““A nation at risk: The imperative for
educational reform.”

The risk implied in the report was that America had fallen behind
the other industrialized nations of the world in many areas of pro-
ductivity during the last two decades. Although the lack of produc-
tivity was not related directly to national defense, the perceptive
reader recognizes that a low level of productivity that cannot main-
tain a strong defense capability puts a nation at risk. The commis-
sion attributed the cause of the decline in productivity to the failure
of the American educational system and indicated that the system
should be reformed, and very quickly, to eliminate the risk of fall-
ing farther behind.

The letter includes the cornmission’s findings regarding the con-
tent of education, or the curricului, the expectations of school staffs
and students regarding student learning and achievement, the use
that schools and students make of time for education, and the quality
of teaching. The findings are all negative: The content is too easy
and much of it is inappropriate, the expectations are too low; not
enough time is given to education and the a: ailable time is not used
well; too few able students are attracted to teaching; teachers salaries
are too low; and there is a serious shortage of qualified teachers,
particularly in mathematics and science.

Few observers of American education, including myself, would
disagree with any of the preceding findings. However, some of the
recommendations of the panel for eliminating the difficulties are
debatable.

With respect to the curriculum, the panel recommended that at
a minimum all students should be required to complete four years
(credits) of English, three credits of each mathematics, science, and
social studies, and one-half credit of computer science, a total of
13 1/2 credits, in order to receive a high school diploma. Two years
of a foreign language in high school and two to four years prior to
high school were recommended for the college-bound student.
Another recommendation was that the high school curriculum should
provide ‘‘students with programs requiring rigorous effort in sub-
jects that advance students’ personal, educational, and occupatiunal
goals, such as the fine and performing arts and vocational educa-
tion.”” No mention was made of physical education and health or
any applied arts.

ERIC 113

IToxt Provided by ERI



CURRICULAR ARRANGEMENTS 101

We observe that these minimum requirements provide for no flex-
ibility in meeting any of the unique characteristics of students or of
local schools, such as differences in enrollment or the nature of the
student population.

With respect to standards and expectations, the panel recom-
mended more rigorous and measurable standards and higher expec-
tations. This recommendation implies that all students will be able
to meet the standards set by teachers and the schools in implement-
ing the curriculum recommendations. Accordingly, the panel did
not deal with the possibility that many failures might occur and that
the dropout rate might increase.

A 220-day school rather than 180 was recommended as well as
a longer school day, at least a seven-hour day. The panel recom-
mended that the local district and the state should pay for the in-
creased cost of the longer school year and school day.

Seven recommendations were made to improve teaching as
follows:

1. Higher achievement standards for those who would be
teachers and improvements in teacher-preparation
programs;

o

. Higher teacher salaries that are professionally competitive,
market-sensitive, and performance-based;

3. An l1-month teacher contract to ensure higher salaries and
time for curriculum and professional development;

4. A three-part career ladder for the teaching profession, which
would include the beginning teacher, the experienced
teacher, and the master teacher;

5. Use of master teachers to design teacher-preparation pro-
grams and to supervise beginning teachers;

6. Immediate attention to the shortage of mathematics and
science teachers, through the employment of mathemati-
cians and scientists, graduate students, and retired scien-
tists in the schools; and

7. Financial incentives such as grants and loans, to attract out-
standing students to teaching.
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I, as many others, strongly support most of these recommenda-
tions regarding teaching. However, the probability of implement-
ing them in the near future is limited since the needed funding is
also to come from the local district and the state, not the federal
government.

As with many reports of national panels and commissions, no pro-
vision is made for determining the extent to which the recommen-
dations will be implemented or the effects of implementing them.
My research and observations indicate that the federal education
legislation of the 1960s and early 1970s contributed substantially to
the decline in student achievement between 1965 and 1980. Our
schools and our teachers were not prepared to take on the many new
responsibilities that resulted from this massive legislation. Moreover,
the change in family living and of society in general has greatly in-
creased the demands placed on the schools to meet needs of students
that were previously met by the family, the neighborhood, and the
vhurch. The par.el’s recommendations do not address these matters.

SCHOOL DISTRICT CURRICULUM
DEVELOPMENT

Regardless of eaternal prescriptions, it is essential for curriculum
development to be carried out at the district level to assure continuity
in student learning from one school level to the next. Six of the most
important items to deal with at the district level involve (a) educa-
tional philosophy, (b) the scope and sequence of each curricular area,
(c) the time allocations for the vacious curricular areas, (d) experien-
tial learning including work experience in the community, (¢) instruc-
tional methodology including materials, and (g) evaluation tools and
procedures. In the author's view, district curriculum policy should
not result in uniform and detailed prescriptions for all the schools
«. the district, rather, it should provide guidelines and limits for use
by each local school, such as those suggested by Goodlad.

General Strategy

The manner in which school ¢ stricts proceed in curriculum
y development varies greatly. Like state governments some districts
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follow a highly centralized pattern in which most of the impuitant
curricular decisions are made by district officials. Other districts are
highly dxcentralized, placing much responsibility on each local
school. The remaining distcicts are centralized on certain matters,
such as instructional material selection, and decentralized on others,
such as objectives. Furthermore, some districts have central office
personnel who can be very helpful to the local school while others
do not.

Tri-County Goal Development Project

The purpose here is not to identify the many school district cur-
riculum development activities that are possible. R-ther, a summary
is presented of a locally funded Tri-County Goal Development Pro-
ject (Doherty & Peters, 1978). This project, in which 55 school
districts of three counties of Oregon participated, is presented in
order to clarify three important outcomes of school district cur-
riculum development, namely, program and course objectives, sub-
ject matter taxonomies, and evaluation tools.

Program and Course Objectives

Figure 4.1, taken from the science collection, illustrates four possi-
ble levels of objectiy2s (goals) in the Tri-County Project. system,
program, course, and instructional. The board of education of the
school district is responsible for approving the broad statemen*s of
purpose that are indicated in the system goals. Program goals senve
as guides to planning and organizing programs at the district level.
Course gouls serve as guides to planning courses in the local schools.

Behavioral and performance objectives are also given in Figure
4.1, but these types of objectives are not included in the collections
of the Tri-County Project. The behavioral objective includes and
specifies the desired behavior as well as implying the method of
measurement. The perfoimance objective adds the desired level of
proficiency to be attained by the student.

The Tri-County Goal Development Project chuse to produce on-
ly the program and course goals since these are suitable for educa-
yonal planning at the local school level. The project personnel prefer-
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Figure 4.1 Six Categories of Goals and Objectives. (Based on
Doherty & Peters, 1978, p. iv)

Syaten Coal. The atudent knows and {s able to apply baaic scientific
and technological processca.

Program Goal. The student {a able to usc the conventional language,
inatruzents, and operations of science.

Coutse Goal. The student {s able to classify organisms according to
their conventional taxonoaic categories from obacrva~
tions, {llustrationa, or descriptions.

Instructional The atudent {s able to correctly classify as ncedle-

Coal: leaf cuttinga of the folloving trees: hemlocks, pines,
spruces, fire, larchea, cypressea, tedvoods, and
cedars.

Zehavioral Given cuttinga of ten trecs, seven of vhich are needle-

Objective: leaf, the student is sble to correctly fdentify which
of the trees are needlelcaves.

Performance Given cuttings of ten trees, aeven of vhich are needle~

object ive: leaf, the student i3 able to correctly identify at
least zix of the scven as belonging to the clasa of
needleleaves.

red not to constrain teachers by the measurement demands of
behavioral and performance objectives. Thus, teachers who decide
to use the course goals and instructional goals are provided
statements of pussible student learnings for which they can accept
responsibility for attaining in ways most suitable to their instruc-
tional circumstances. The teachers are free to select those methods
for achieving selected goals which seem most promising within the
constraints of their resources and capabilities. This provides for more
flexible teaching and learning since behavioral and performance ob-
jectives force decisions about how to teach and how to measure.

We can get a better idea of how program goals and course goals
may be stated by examining a few examples. Five of the total of nine
program goals for health education follow:

The student has positive feelings about himself and all people.

The student has the knowledge and skills needed to insure the
physical and mental health of himself and others.

The student makes decisions and acts in ways which contribute
to good personal and community health.

Q
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The student has a basic knowledge of human growth and
development.

The student has knowledge and skills relative to safe living,
accident prevention, and emergency care. (Doherty & Peters,
1978, p. 44)

Two of the course objecti-es for the mental health program goals
are as follows:

The student knows that disc .sing z:«.blems and concerns with
family members can bring about understanding and aid in
problem-solving.

The student knows that effective communication among family
members concerning sexuality can lead to personal understand-
ing and understanding of the feclings of others. (Doherty &
Hathaway, 1974, p. 74)

Subject-Matter Taxonomies

The taxonomy for each subject field is an outline of subject mat-
ter that is organized in an appropriate form for use both by subject
matter experts and by teachers and students (Doherty & Peters, 1978).
The taxonomy in each subject matter field represents an effort to
classify the content of the particular field of study into categories
with which teachers are most familiar.

There are four major concepts in the health education taxonomy:
mental health, physical health, community health, and safe living.
The first five of eight subclasses of concepts in the major category,
mental health, follow to illustrate how a taxonomy is organized and
what is included in it. A taxonomy of this kind permits teaching and
learning to focus on any particular level of the taxonomy and on
topics of the taxonomy that may be desired.

1. Mental health
1.1 Definition of mental health
1.2 Relationship to physical health
1.3 Relationship to community health
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1.4 Determinants of mental health

1.41 Physiological determinants—physical and
hereditary

1.42 Environmental determinants—physical and
socieial

1.43 Psychological determinants
1.431 Concept of self and others
1.432 Psychological needs and motivation
1.433 Sources and expression of emotions
1.434 Outlook on life and values

1.5 Behavior influenced by mental health
1.51 Communicating
1.52 Decision making
1.53 Risk-taking—positive or negative
1.54 Behaving responsibility or irresponsibly
1.55 Adjusting—adapting
1.56 Problem solving
(Doherty & Pecters, 1978, p. 45)

Comprehensive taxonomies of this kind are usefu! to any local
school that has not recently identified and organized the subject mat-
ter of the content field. You can compare it with your own ideas
of the content of the field and how it should be organized.

LOCAL SCHOOL CURRICULUM DEVELOPMENT

The comprehensive and enabling objectives related to curricular
arrangements call for two levels of curriculum development by the
local school staff. At one level the school staff continuously adapts
the district curriculum to the needs of the student population of their
school. For example, the reading curriculum of a school in which
all the students have met the minimum competency level in Grade
9 is very different from that of another school in which 50 percent
of the Grade 9 students have not met it. A second area of local school
curriculum development is the preparation of learning guides, or cut-
riculum guides, to be placed in the hands of students at the begin-
ning of each unit of a course. The guide is needed to expedite the
planning of individual student’s instructional programs in the course.
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The development of learning guides was described in Chapter 3.

A procedure that is used in many schools to plan and carry out
curriculum improvement activities at the school level involves a
school curriculum committee for each school of the district. The com-
mittee includes a representative teacher from each curricular area,
a counsclor, an administrator, and the school curriculum coor-
dinator. Consultants from the district office and sometimes an ex-
ternal agency are invited to the committee meetings. A curriculum
devclopment plan generated by this committee that involves a par-
ticular subject field is referred to the faculty of the subject field.
A representative group of teachers from this subject field and from
the school committee varry out the related curriculum development.
When experiential learning activities in the community are con-
sidered, persons from the community participate, usually to provide
mnformation to the committee, not to prepare curricular materials.

There are many ways of improving the curricular arrangements
of a school. In the remainder of this chapter, the focus is on the
curricular arrangements of a middle school and a senior high that
employ the committee procedure just described.

MIDDLE SCHOOL CURRICULAR
ARRANGEMENTS AND INDIVIDUAL
EDUCATIONAL PROGRAMMING

Sennett Middle School of Madison, Wisconsin, enrolls approx-
imately 600 students in Grades 6, 7, and 8. The students and their
academic teachers arc organized into six instruction and advisory
units, with about 100 students in each unit. There are also 30 students
with learning disabilities enrolled in the school, and there are three
learning disabilities teachers. Each learning disabilities teacher serves
as an advisor to approximately .. .,udents, while ecach academic team
teacher is an advisor of about 25 students. About one-third of the
students of each instruction and advisory unit are enrolled in Grade
6, another one-third in Grade 7, and another one-third in Grade 8.
Each teacher advises the same students for the entire three-year
period they are enrolled at Sennett and periodically plans an educa-
tional program with the student and the student’s parents.

Sennett Middie School has a program for academically talented

G“udents. Grade 8 students who are mathematically talented take
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algebra in the nearby LaFollette Senior High School. There are also
opportunities for talented students to extend their interests and ac-
celerate their competencies in creative writing, foreign language, and
other areas. An example of adapting this school’s curriculum and
instructional practices to arrange an appropriate individual educa-
tional program for an academically talented student and an LD stu-
dent follow.

Individual Educational Program of a Student
Talented in Math

Jim is in Grade 8, age 13. He is tall, slim, and vigorous. His health
is excellent. He has unusually high ability in mathematics. He
is kind to others, highly motivated, and well liked. He attends
school regularly and is always on time. His parents are living
together and he has two siblings. His parents participated in
two conferences during the first semester of the school year.

On recent standardized educational achievement tests his percentile
ranks were as follows: 98 in reading, 97 in language, 99 in
mathematics, and total battery, 99. Jim has achieved high in
all subject fields thus far and completed the Grade 8§ math re-
quirements while in Grade 7. During the present semester his
extra-curricular activities are basketball and intramural sports.
His hobbies are collecting postcards and beer cans. He wants
to be a basketball player when he goes to college, and he is
definitely interested in a college preparatory program in high
school.

Jim’s self-concept is regarded as very strong. His attitudes toward
peers, teachers, classes, and toward the non-academic aspects
of going to school are all regarded as very favorable.

Jim has an interesting profile of learning styles. He is eager to learn
new materials and skills, persists until activities are completed,
takes much responsibility for doing things well without super-
vision, and prefers clear guidelines regarding assignments and
projects. He has no preference for working alone, with a part-
ner, in a small group, or with an adult leader. Jim has an
analytic style, is reflective, and prefers correct or socially-
approved solutions rather than seeking novel or unique solu-
tions to problems.
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Jim's individual progra:n for the first semester of Grade 8 included
academic and exploratory courses. In language arts, Jim took
units in speech, independent study, paragraphing, spelling,
study skills, elements of literature, and intensive writing. He
performed in an outstanding manner in ali of the units. In
language arts, Jim was given much responsibility for selecting
varied materials, a variety of activities, and individual, pair,
or small-group activity to take into account his interests and
learning styles. He had the same options in his other subject
fields.

Jim's science units included drug education, sex education, and
human body systems. His social studies units were map skills,
human relations, introduction to cultural diversity, analysis of
prejudice, analysis of human relations, and immigration—wave
1. His performance in these units was regarded as outstanding.

Jim took Grade 9 algebra at an adjoining senior high school. The
units included uses of algebra, operations on real numbers,
sentences and problem solving, graphing relations and linear
functions, and systems of senterces.

Jim's other classes included woodshop for 12 weeks and art for the
next 12 weeks, each class having alternate meetings two or three
times per week. Jim took physical education on alternate days
throughout the semester and an extra-curricular activity, sports,
one day per week throughout the semester

The program of the Madison School District for students with
learning disabilities is generally regarded as among the very best in
the United States. At Sennett Midd!e School, each learning disabilities
teacher meets with the child and the parents at the beginning of each
semester to plan the student’s educational program for the semester.
Before this meeting, the LD teacher has already met with the
academic team of teachers to consider with them the kind of pro-
gram which will be best for the student in each of the academic areas.

The student is mainstreamed as much as possible. LD students
in Grades 7 and 8 get most of their instruction in the academic sub-
jects with the other students. During this time the LD teacher works
with the LD students, the academic teachers, and the other students.
The LD student whose deficiency requires special attention meets
with the LD teacher in the LD resource room during the student’s
scheduled study period.
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Individual Educational Program of a Student with a
Learning Disability

Sue is in Grade 8, 13 years of age. Sne is of moderate height, slender,
and well developed. Her health is excellent. She has a learning
disability that affects her performanc ..: mathematics. She has
unusually good ability in physical education, works very hard,
and has many friends. She is occr.sionally absent from school
but is rarely tardy. Sue’s parent-. are both employed and there
are three children in the family. Her parents attencled two con-
ferences with her and her tea her advisor during the semester.

On recent standardized education: ! achievement tests Sue’s percen-
tile ranks were as follows: 51 in reading, 31 in language, 8 in
math, and 27 for total battery Up to the present time she has
achieved reasonably well in all curricular areas except
mathematics. Shc is interested ‘n horses and is talented in
athletics. She engages in many kinds of sports, including in-
tramural activities.

Sue’s advisor rates her self-concept as strong. Her attitudes toward
peers, teachers, classes, and the non-academic aspects of go-
ing to school are regarded as favorable.

Sue will learn new academic material and skills only if incentives
are provided. In some academic activities she persisis and in
others she does not. She prefers clear guidelines regarding
assignments and projects and frequern.ly needs attention and
encouragement from her teachers. She dues not assume much
responsibility for doing things well except in physical educa-
tion and sports. Sue has no preference for learning alone, with
a partner, or with a small group. Her preferred sensory modaii-
ty is visual. She tends to be impulsive. She prefers to seek novel
and unique solutions rather than correct or socially- approved
solutions.

Sue’s program in language ar:s includes reading, spelling, listening,
and writing at a level typical of other Grade 8 students enrolled
in the school. Inasmuch as mathematics is where her disability
is reflected, she completed three units which most Grade 8
students had completed in earlier grades. The three units were
whole number computation, number theory, and fraction com-
putation. She spent about 75% of the total instructional time
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in mathematics in individual activity, closely monitored by the
special education teacher or another team teacher. She alse
received individual instruction from the LD teacher in the
regular classroom and occasionally in the LD resource room
that was specifically designed to overcome her disability.

The units which Sue completed in science were drug education, sex
education, and human body systems. The units which she com-
pleted in social studies were map skills, human relations, in-
troduction to cultural diversities, analysis of prejudice, analysis
of human relations, and immigration—wave 1.

Sue took home economics during the first 12 weeks of the year and
art the nex' 12 weeks, alternating these two courses two or three
umes per week. She took physical education throughout the
semester two or three times per week and was in sports for her
ex..a-curricular activity. She excelled in these activities and en-
joyed them very much.

HIGH SCHOOL CURRICULAR ARRANGEMENTS
AND INDIVIDUAL EDUCATIONAL
PROGRAMMING

Cedarburg High School is the only high school in the school district
of Cedarburg, Wisconsiu. It enrolls approximately 1,200 students
1n Grades 9 through 12. It has a teacher-advisor program by which
cach academic teacher works out individual educational plans with
about 20 students.

All Cedarburg High School students must complete 20 credits for
» aduation. The required credits (years) are 4 in English, 2 in math,
2 in science, and 4 in social studies, a total of 12.' Two of these in
cach subject ficld must be taken in Grades 9 and 10. Another
requirement is 2 credits of physical education. This makes a total
of 14 required credits.

We see that all students must take English, math, science, and
social studies in each Grade 9 and Grade 10. This arrangement
facilitates taking into account each student’s capability for learning
different subject matters in two ways. First, when in Grade 9 students
may be enrolled in one of four different levels of algebra, from pre-

} IThe total was increased after 1980-81.
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algebra through accelerated algebra and in science in either biology
or chemistry. When in Grade 10, the student may choose coursec
of different difficulty levels in most of the four required academic
subject fields. Second, the amount of time students may use to
complete the same units of a course during the class period and
outside the class period, including study halls, is varied.

Within a particular course in Grade 9 and Grade 10 each student’s
learning styles and interests are taken into account by varying the
instructional activities, instructional materials, and physical
arrangements. An instructional materials center and other facilities
outside the regular classroom spaces are available.

In Grades 11 and 12 each student’s career interests and goals are
reflected in the student’s choice of courses within the required
subjects and in the student’s choice of electives. There is much more
election in Grades 11 and 12 than in Grades 9 and 10. Experiential
learning, including work =xperience in the community, has a major
role in the senior year for some students.

The characteristics of two Cedarburg sophomores follow. The
courses they completed during a semester reflect the results of
implementing individual educational programming.

Kim is in Grade 10, age 15. Her health is normal and she has no
disability or other condition that would affect her educational
program. She is rarely absent or tardy. Her parents live together
and are both employed. She has two brothers.

On a recent mental ability test, Kim’s percentile was 93, Her
percentiles on a standardized educational achuevement test were
85 in reading, 71 in language arts, 61 in mathematics, 87 in
social studies, and 94 in science. Kim is not engaged in any
extra-curricular activities. She does baby sitting as part-time
work. Her hobbies include music and being with friends. Her
career interests are fashion modeling or preschool teaching.

Kim does not regard herself as having a strong self-concept. She
regards her attitudes as favorable toward peers, teachers, her
classes, and the non-ecademic aspects of going to school.

Kim indicates that she finishes most of her assignment; on time,
thinks it is important to do things as well as she can, and prefers
classes where the directions are clear. She prefers to study with
several classmates rather than working alone or with one other
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classmate. She regards herself as analytic, reflective, and likes
to find new and different ways to do things.

During the first semester of her sophomore year, Kim completed
the following courses with the following amount of credit:

Literature: Writing .5 credit
Biology .3 credit
Geometry .5 credit
Social Studies: Man and His Social World .5 credit
Typing .5 credit
Physical Education .25 credit

In addition to taking the six preceding courses, Kim had two study
halls during the eight-period day of Cedarburg Fligh School.

Penny is in Grade 10, age 16. She is 5°4¢, very talented academically,
and highly sociable. She attends school regularly and is not
tardy. Penny has one sibling. Her father and mother are both
teachers. They participated in two conferences with Penny and
her teacher advisor during the first semester.

On a recent mental atility test, Penny scored at the 99th percentile.
On recent standardized educational achievement tests, her
percentile ranks were 99 in reading, 99 in language arts, 97 in
math, 98 in social studies, and 99 in science. During the
semester her extra-curricular activities included cheerleading,
French club, student government, ski club, pet club, and
chorus. She did not work for pay. Her hobbies and interests
include piano, guitar, cheerleading, skiing, swimming, and
modeling. Her career goal is to be an MD.

Penny regards herself as having a strong self-concept anu very
favorable attitudes toward peers, teachers, classes, and the non-
academic aspects of going to school.

Penny indicates that most of her subjects are interesting and she
regards them as important. She finishes nearly all things that
she starts, thinks it is important to do things as well as she can,
and prefers classes where clear directions are given. Penny
indicates no preference for learning alone, with a partner, or
with a small group. Penny regards herself as analytic rather
than global, reflective rather than impulsive, and as liking to
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find new and diff~~ent ways to do things rather than to do
things the way most other people do them.

During the first semester of her sophomore year, Penny had one
study hall ard took the following courses and earned the
foilowing credits:

Advanced Literature: Writing .5 credit
Chemistry .5 credit
Advanced Algebra .5 credit
Social Studies: Man and His Social World .5 credit
Intermediate French .5 credit
Mixed Choir .5 credit

Physical Education and Driver Education .25 credit
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CHAPTER 6

CAREER EDUCATION AND
EXPERIENTIAL LEARNING

Herbert J. Klausmeier

What is the place of career education and experiential learning
in the curriculum? How are course work at school and experiential
learning in the community combined effectively? How do local
schools incorporate various aspects of career awareness, career ex-
ploration, and career preparation into the individual educational pro-
grams of their students?

This chapter addresses these questions and clarifies the comprehen-
sive and enabling adjectives related to career education and experien-
tial learning that are incorporated in the improvement design.

Comprehensive Objective:

Career education is arranged for all students, experiential learning
activities and work experience in the community are arranged for
each student who can profit from them.

Hlustrative Enabling Objectives

District and local school policies and practives have been developed
that facilitate effective:

Career awareness, exploration, and preparation, including work
experience.

Student participation in cultural, recreational, service, or other
nonwork activities in the community.

Participation of community personnel in school activities and of
school personnel in community activities.

Use of community resources and facilities.

Preparation of community personnel who participate in the
educative process.
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The local school staff, with appropriate participation by school
district personnel and others:

Identifies program, course, and unit objectives to guide its career
education activities.

Uses effective counseling and advising procedures in planning each
student’s individual educational program, including career
education.

Uses instructional methods, materials, and community resources
in courses and other educational activities that facilitate the in-
dividual student’s attainment of his,’her goals related to career
education.

EXPERIENTIAL LEARNING

We shall examine the nature of experiential learning before tutn-
ing to career education. Effective career education requires a con-
siderable amount of experiential learning.

Gibbons (1976) indicated that the formal study of subject matter
in courses of one semester length is the basic mode of school learn-
ing, and it is clearly a very important one. By itself, however, it is
not sufficient to provide high quality education. Two other elements
are ;equired. concrete sensory experiencing and productive activity.
Gibbons regards the combination of these two as experiential
learning.

Concrete experiencing involves the sensory inodalities of seeing,
feeling, and movement. This kind of experiencing brings reality to
the abstract concepts that are learned in the classroom. The kind
of experiencing desired is modeled after that of the artist, medical
intern, or scientist. Some students gain this kind of concrete
experiencing informally as part of their family and neighborhood
activities. Others require both opportunity for it as well as wise
guidance of the process. For example, in the study of physical
geography, most students should have opportunities to experience
the landscape of the community and should be guided in exercising
all their senses.

Gibbons stated that for truly powerfu! learning, productive ac-
tivity must be added to concrete experiencing and formal study, that
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is, the outcomes of concrete experiencing and formal study must be
used in activities that yield a product. The product might be an idea,
a song, a building, a critique, a garden, a service. This kind of pro-
ductivity requires knowledge to be consolidated and used. From an
educational standpoint, the product is not desired so much as a pro-
duct but for the processes that are learned and used in creating it.
In this sense, work performed by students, whether at the school
site or in the community, is a constructive form of experiential learn-
ing when it is guided properly. Gibbons strongly endorsed experien-
tial learning in school and in work and other experiences in the
community.

CAREER EDUCATION FOR ALL STUDENTS

Vocational education associated witl. preparing some students to
take jobs upon high school graduation has been accepted as an ap-
propriate task of the comprehensive high school for many decades.
Unfortunately, i. is also associated with a three-track system of
education in which many students do not receive any kind of career
education. More recently, emphasis has been placed on career educa-
tion for all students. The goals of career education are now seen as
aiding every student to become aware of different kinds of careers,
to explore the nature of a few different kinds of careers, and, for
some students, to prepare for work immediately after high school
graduation.

Brown, et al. (1973) captured the spirit of the current emphasis
on career education. The main ideas are summarized in the few
statements that follow:

Career awareness programs should be incorporated in the cur-
riculum to assure that all students will gain an appreciation
of the dignity of work.

Opportunities for exploring a variety of career clusters should
be available to students in Grades 8 through 10.

Students should have opportunities to acquire skills in a career
area of their choice in Grades 11 and 12. This education should
involve experience in the world outside school and should equip
the student with job-entry skills.
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Job placement should be an integral part of the carcer educa-
tion program for students planning to enter the labor force
upon leaving school. Secondary schools should establish an
employment office staffed by career counselors and clerical
assistants. The office should work in close cooperation with
the state employment services.

The National Panel on High School and Adolescent Education
(Martin et al., 1976) recommended making work opportunities
avaiiable to aii youth as part of their high school education. One
benefit of work experience i> alleviating some teenagers’ pressing
economic needs to make their own way as well as to help their
families. Other values include promoting a sensc of independence
and self-esteem, reducing isolation from older and younger peuple,
and providing many non-academic learning experiences that are not
available in the school.

The Panel also indicated that with a few notable exceptions, the
vocational courses in both comprehensive high schools and voca-
tional schools fail to attain their stated objectives of preparing youth
for work. They felt that, although business education generally ap-
peared successful, most other in-school job preparation curricula
were severely limited by the unrealistic nature of the course work
and the related isolation from the larger economy and .ommunity.
The Panel strongly endorsed work-study and cooperative work-
education programs for adolescents. In these programs, students
should receive high school credit and diplomas for a combination
of school work and part-time employment.

The California Commission for the Reform of Intermediate and
Secondary Education (Newcomer et al., 1975) recommended that
learners should have extensive and continuing opportunities for
career awareness, exploration, and preparation. Specifically, they
proposed that instructional programs should aid each learner in
developing self-awarencss and self-direction while expanding the stu-
dent’s awareness of occupations, clusters of related occupations, and
the changing employment market. Other recommendations includ-
ed assisting the learner in formulating appropriate attitudes about
the personal and social significance of work, providing opportunity
for the learner to gain an entry-level marketable job skill prior to
leaving secondary school, acquainting each learner with the impor-
tance of continuing education as a means of advancement in employ-
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ment careers, and ga‘ning the knowledge, experience, and skills
necessary to begin implementing career objectives.

Parallel to the ideas of Gibbons, the Commission recommended
nonwork experiential learning activities in both the school and the
community. These activities might be for a brief or an extended
period of time and include projects such as participating in a political
campaign, conducting a traffic survey, building a stereo system, land-
scaping a home, or carrying out a health information program for
teenagers.

TWO PATTERNS FOR PROVIDING
EXPERIENCE-BASED CAREER EDUCATION

itiated formally in 1971 by the United States Office of Education.
After a series of feasibility studies, four regional educational
laboratories' were selected to develop the concept into operational
alternatives for high school students. The four laboratories were the
Appalachian Educational Laboratory, Far West Laboratory, North-
west Regional Educational Laboratory, and Research for Better
Schools.

The four laboratories applied different strategies in developing
their programs, however, each program is designed to achieve three
common goals (National Institute of Education, 1976). First, each
program is intended to provide personalized learning experiences to
the students. Second, the focus of student learning activities is in
the community. Taird, each program includes procedures and
materials for integrating academic learning with work experiences.

There are two other very important features of all four programs.
One is that they require an educationzl program, called a learning
plan, to be worked out by each student and approved by the staff.
The other is that parental participation in the individual educational
programming process is required.

The fuut programs vary in their relationships with the established
local high school program. The two that are described are at op-

The idea of experience-based career education (EBCE) was in-

‘Regional educational laboratories were started in 1966 for the put-
pose of improving education in a geographical region of the United
States. They were funded by the federal government.
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posite ends of this relationship. The program developed by Research
for Better Schools functions as part of the local school program but
has career exploration and career preparation activities that reach
into the community and the world of work. The Northwest Regional
Educational Laboratory (NWREL) program can function either in-
dependently of a school or in cooperation with a school. The
NWREL program is presented first.

ive Educaticnal Options

The experience-based career ecucation program (EBCE) of the
Northwest Kegional Educational Laboratory (NWREL) can be of-
fered as part of a school's tegular program or as an alternative high
school program. Thus, the school car be governed in the usual way
by a local school board, with the asistance of an EBCE advisory
group, or by its own board of directors as an alternative school.
Under ecither option, the daily schedules of the FBCE students are
based primarily on their planned experiences in the community.

Curriculum Design and Modes of Learning

The NWREL/EBCE curriculum is divided into three content
areas—Life Skills, Basic Skills, and Career Development. The five
Life Skills categories are. Creative development, critical thinking,
personal,social development, science, and functional citizenship. The
Basic Skills content concentrates on the reading, mathematics,
writing, ustening, and speaking skills needed to perform tasks in-
volved in the program and also in :ater adulthood. Career Develop-
ment focuses on identifying career interests, understanding the world
of work, gaining knowledge about careers, and developing
employability skills.

Academic content is delivered primarily through actual community
experiences, and student projects are the principal program strategy
for delivering that content. In addition, however, students can in-
clude regular high school classes in their learning plans if these are
appropriate to the individual student’s needs and goals. Similarly,
students «an enroll in selected classes at community colleges in the
area.
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Students gain practice in basic skills and critical thinking as they

complete project activities in specific curriculum content areas.
Through the process of career exploration, students gain ,.b in-
vestigation and assessment skills. Work experiences at successively
higher learning levels give students ‘*hands-on"" practice in the skills,
knowledge, and attitudes required for specific jobs.

De relopment of the Student Learning Plan and
Certification of Learning

Learning plans are worked out periodically by the staff and the
student through a cycle of assessment, prescription, evaluation, and
integration of experiences. The cycle begins with initial assessment
of the student’s needs and interests. Each student then develops learn-
ing goals with the staff and is helped to design a plan that prescribes
learning strategies to meet personal and program goals. As a stu-
dent progresses in the program, each completed activity is evaluated
by the student, staff, and appropriate community resource people.
This evaluation yields the assessment information on which successive
learning activities are based. Students develop their own timelines
for completing activities and then meet regularly with staff to report
on théir progress and/or renegotiate timelines as needed.

Grades are not a.signed and student work is not broken into stand-
ard courses and units of credit; instead, students are required to com-
plete their work at performance levels appropriaie to their abilities
and goals. Evaluation criteria for each learning activity are negotiated
between the student and staff, and each completed learning ex-
perience is then evaluated and certified according to those criteria
by the appropriate persons —including staff, parents, and community
resources.

When students compiete the program, they receive a certification
portfolio that contains information for the parents, high school
placement officials, potential employers, and college registrars.
Graduating students also receive a standard high school diploma.
Transfer procedures have been developed between the program and
the parent school so that EBCE students can re-enter the regular high
school program.
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Career Planning and Decision Making

Career planning and decision making skills are fostered in many
ways, such as through formal career interest assessment procedures,
maintaining a student journal, and participating in world-of-work
seminars, career exploration activities, and work experiences. All
adu!ts involved in the program participate in ongoing career counsel-
ing to help students improve their information gathering and prob-
lem solving skills and add to theit store of career information. Career
exploration is especially important in helping students gain career
decision making skills. The exploration activitics involve students
in three- to five-day investigations of occupations in the community
and help them practice assessment techniques they can use i career
pianning throughout their lives. The work experiences encourage the
students to manage their own learning and to perceive the relation-
ships among personal goals, career options, and specific knowledge
and skills.

Community Participation

Business and labor people from the community, students, parents,
and _cheel district representatives ail share in program planning and
policy making. Citizens in the community help to generate and main-
tain _ublic support for the program. The community provides the
learnis:g sites that are used by students to meet personal and pro-
gram objectives. Working adults at these sites serve as ‘instructors’
for the stadents. They help students learn, counsel them, provide
help on special problems, and give feedback to staff on student
performance,

Parent Relations

Parental permission is required for students to enter EBCE. The
staff interacts with parents several times before permission is sought
to ensure that they, as well as the student, understand what the pro-
gram can offer and will require. Throughout the year, staff and
parent communication is immediate and ongoing. Parents are
regularly apprised of student learning plans and progress through
a combination of written reports, personal telephone calls, and
periodic conferences.
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Integration with the Regular School Program

The experience-based career education program (EBCE) of
Research for Better Schools (RBS) is integrated with the regular
school schedule. When students are at the school site, the same rules
and procedures regarding course work and extracurricular activities
apply to them as to other students.

Curricular Design and Modes of Learning

Each student’s curriculum involves career exploration, career
specialization, and career guidance in addition to regular high school
course work. Three distinct modes of learning are utilized—the
classroom, individual and group sessions at school outside the
classroom, and activities in the community, including work.

Career exploration is built into mini-courses of 12 weeks dura-
tion. These courses are planned and conducted at community sites
and include individual and group activities. Each mini-course is
developed for a career cluster, not for a specific job. It is offered
either as an elective or as a substitute for required social studies
courses.

Career specialization provides students with individual project op-
portunities, including work in the community. A project may follow
from a career exploration activity, a special interest of the student,
or an interest related to a subject field. All projects mix career and
academic learning for credit toward high school graduation and in-
volve student input in project planning and hands-on student ex-
perience in the community.

Career guidance uses both structured and informal group gnidance
techniques to develop students’ decision making and problem solv-
ing skills with respect to career planning. Initial sessions (usually one
hour per week) are designed around a structured career clarification
curriculum.

An academic resource center provides students with individually
tailored instruction in English and mathematics, complementing and
preparing the student to participate in carcer exploration mini-courses
and career specialization projects. Remediation of special student
needs is also provided. Students take regular high school courses in
all subject fields other than English and math.

)
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Development of the Student’s Learning Plan and
Certification of Learning

School staff, functioning as counselors, help students plan their
EBCE program. Regarding career exploration, the student makes
a first, second, and third choice of career clusters to explore during
the school year. A program is then arranged so that the student can
explore the three clusters, spending an average of 12 weeks on each
one. Students interested in career specialization first negotiate with
a coordinator to determine what they are prepared to do. They then
find the resource site to carry out their proposed project, including
work. Students have the primary responsibility for identifying a
specialization with some help from the school coordinator.

Credit for the mini-courses and projects is determined at the discre-
tion of the school administration. Department heads and other staff
certify course content students have learned in the field.

Career Planning and Decision Making

Direct instruction and informal instruction are provided in career
planning and decision making regarding a career. Direct instruction
focused on career clarificaiion is designed to develop student
understanding of the techniques and the information required for
career planning and decision making. Informal instruction is car-
ried out in the exploration and specialization activities and is followed
up with group guidance seminars and individual guidance.

Community Participation

Community participation is required for four tasks:

Zeadership in developing public support for the program and
initially recruiting participants.

Leadership in defining and designing career exploration and
career specialization opportunities and revising them as
necessary.

Filling instructional roles for career exploration and career
specialization courses (program staff retain supervisory roles).




CAREER EDUCATION AND EXPERIENTIAL LEARNING

129

Helping the schools organize and develop an administrative
mechanism for fostering ongoing community participation and
assuring effective participation by community personnel.

Group orientation and training of community participants takes
place before students begin their field programs. Training sessions
are conducted by school staff in a series of seminars focusing on
program goals and objectives, site analysis, implementation, learn-
ing activity development, program maintenance, and evaluation.
School staff continue to meet regularly with their community
counterparts until the latter gain expeiiciic in dealing with students.
Contact is then maintained on a less regular basis throughout the
school year.

Parent Relations

Parents are actively involved in many facets of the program. Paren-
tal signatures are required before students become eligible for enroll-
ment. The EBCE staff interacts regularly with parents to solicit
parent input and to assess student progress. An EBCE parent ad-
visory group helps and encourages students in many ways. For ex-
ample, it articulates program concerns to the school administration,
helps students bridge the gap between learning in school and learn-
ing in the community, recruits community participants, and organizes
social activities for students.

LOCALLY DEVELOPED PROGRAMS OF
CAREER EDUCATION

In the previous part of this chapter we explored two patterns of
federally supported experience-based career education that were
disseminated throughout the country. Noteworthy features of four
locally developed programs are highlighted in the remainder of this
chapter.
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Career Awareness and Exploration in a Middle
School

Webster Transitional School is a suburban middle school in Cedar-
burg, Wisconsin. It enrolls students in Grades 6, 7, and 8. The
academic teachers and students are organized into instruction and
advisory units while the other teachers are organized into allied arts
specialist teams. Each academic instruction and advisory unit has
a team of three or four teachers and 75 to 100 students. The teachers
of the academic team and two or three specialist teachers serve as
advisors to the students of the unit.

The academic teams meet with their groups of students for 4 1/2
hours daily. This block of time is used for teaching language arts,
reading, mathematics, science, and social studies. Many career
awareness activities are integrated with instruction in these academic
areas. For example, the students and teachers discuss careers
associated with each of the academic subject fields. Community
resource persons are invited to these classes to discuss the kind of
work they do. The students also take field trips to different places
of work and recreation in the community.

Students take two classes daily in industrial arts, home economics,
art, or music. In these courses, the students learn about careers
related to these fields and to perform work activities that many per-
sons normally perform in their homes. One especially interesting ex-
periential learning activity is carried out each year. All the students
enrclled in the home economics, art, and industrial arts classes mass
produce very attractive items that are sold at Christmas time. The
proceeds are managed by the students and used to support student
activities, such as transportation and admissions to special events.

Two other interesting experiential activities are living at the school
camp for three days and two nights, and taking care of an outdoor
classroom of three acres that is part of the school site. The students
helped to plant the outdoor classroom with native Wisconsin shrubs,
trees, and grasses and are continuously landscaping it. During the
school year students learn not only information about the flora of
Wisconsin, but also how to take care of it.

Many mini-courses are offered each semester that are experien-
tial in orientation and that indirectly may be related to careers. Pet
grooming, taxidermy, gardening, crotcheting, skiing—any kind of
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activity of interest to students of this age may be developed into a
mini-course,

Career awareness and exploration are given formal attention dur-
ing the second semester of Grade 8 as part of the activities of the
teacher-advisor program. A published booklet, Vocational Interest
Experience and Skill Assessment (American College Testing Pro-
gram, 1976) is used. The use of this material aids the students in
identifying new recreational and vocational interests, relating their
experiences to broad families of occupations, and assessing their own
emerging skills that might be related to different job clusters and
job families.

It should be clear that the main aim of the career awareness and
exploration activities of Webster Transitional School is to broaden
the avocational and vocational interests of the student. Toward the
end of Grade 9 of Cedarburg High School a systematic effort is made
through individual conferences and by other means to help the stu-
dent decide more definitely about a career.

Cooperative Work Experience in a Junior High
School

A Junior High Cooperative Work Experience Program is carried
out in all of the junior high schools of Denver, Colorado. It involves
the school, the business community, the home, and the student. It
began in the Denver Public Schools in cooperation with the Colorado
State Board for Community Colleges and Occupational Education
in September, 1970.

Students who wish to enroll in the program are referred by the
principal, social worker, counselor, other teachers, or parents to the
Cooperative Work Experience teacher/coordinator in each junior
high school. The teacher./coordinator selects 15 to 20 students for
the class. The students must be at least 14 years of age and in the
9th grade.

Students enrolled in Cooperative Work Experience attend classes
during the first three periods of each school day and all have the
same teacher for at least two of the three class periods. Each stu-
dent has an English class, a math class, and a work related class.
If scheduling is possible, a team teacher will teach the mathematics
or English class if the teacher/coordinator is not certified in both
areas. The student typically works 15 hours per week for pay.

O
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Cooperative Work Experience teacher/coordinators are voca-
tionally certified to teach the work related course and are state cer-
tified to teach mathematics or English. Instruction at school is based
on the needs of the individual student since most of the class is com-
posed of students who have low motivation for academic course work
and vary in academic ability and interests. Many of these students
need work to help support themselves and their families. Teacher/
coordinators are resyonsible for placing students in jobs that com-
ply with all federal and state child labor regulations. They are re-
quired to visit each student at work no less than once every two weeks
to monitor student progress. An advisory board composed of local
business people assists in keeping teacher/coordinators informed
about the employment needs of the community.

The students receive credit for both their classwork and their on-
the-job experience. In certain sections of Denver, students may con-
tinue with Cooperative Work Experience in high school (10th grade)
and enter the Cooperative Occupational Education Program in the
11th and 12th grades.

Eighty-one students were enrolled in the Cooperative Work Ex-
perience Program in its first year, 1979. In 1978-79, 263 students
were enrolled in 14 different junior high schools in Denver. The earn-
nings of the 263 students amounted to approximately $337,000 dur-
ing the year. The amount of school absenteeism of the same students
was lower in Grade 9 than it had been in Grade 8. The mean reading
achievement on a standardized educational achievement test increas-
ed during Grade 9 by 1.7 grade equivalent and the mean mathematics
achievement by 1.6 grade equivalent.

Cooperative Work Experience in a Small
Comprehensive High School

Hood River Valley High School of Hood River, Oregon, enrolls
students in Grades 10, 11, and 12. It is the only high school of the
district. Hood River Valley High School includes work experience
in its career exploration and career preparation programs.

The work experience program for career preparation is limited to
students who choose either the job-entry option or the option of
preparing to enroll in a community or technical college. The work
experience for these students must be directly related to the career
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for which they have chosen .0 , repare. For examiple, the student
in distr.butive 2ducation inust work in r..ri.2ting, sales, and similar
jobs. A student insy ca.:. up to 4 credits toward higt. school gradua-
won throu.h work experience. To earn credit, the student must work
ai least 13 hours per week and must also perform the duties of the
Job and carry out relationships with the employer such that both
the smployer and the superiisui evaluate the student as having at-
tained the okjectives of the particuiar work experience.

As part of career exploration, any student, including those who
plan to go to .oliege, may carn up to 1 credit through work ex-
perience. The work nezd 1ot be directly related to the career interests
of the student.

A selection procedure has been developed to ensure that the stu-
dent who participates in career exploration work will profit from
it in terms of its educational values. The applicant is interviewed by
the school principal, one of the school counselors, and the program
coordinator. Three learning units dealing with orientation to careers
and work are required before starting any work (they are also re-
quired for the cooperative work experience). To obtain credit for
the work experience the student must be on the job a specified
number of hours per week and must also be rated as having atiained
the educational objectives of the particular experience by the
employer and the high school coordinator.

Career Specialty Programs in a
Metropoilian High School

In each of the 15 high schools of Milwaukee there are one, two,
or three career specialty programs. The specialties include career
clusters such as chemical technology; theater, music; dance;
marketing, small business management, energy and environment,;
broadcasting, journalism, community human services, agribusiness
and natural resources; and law, law enforcement, and protective
services.

Washington High School of Milwaukee has a career specialty pro-
gram in computer data processing. Special features of the program
include its own computer system, a curriculum developed with the
guidance of Milwaukee area educational and business leaders,
specially trained staff. ¢ ended school-day hours, a summer pro-
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gram, and a laboratory featuring the latest equipment.

The computer data-processing specialty is open to all students of
Milwaukee who will be sophomores, juniors, cr seniors in September
of the new school year. Students may choose to attend Washington
High School on a full-day or a half-day basis. Most students spend
a half day at Washington and the other half at the student’s home
school. When a student attends both a home high school and
Washington, free bus transportation is provided. About 20 percent
of the total students enrolled at Washington are in the computer
specialty; the others are in the traditional high school arrangement.
Students who elect the computer data-processing specialty have
goals such as these:

To enroll in a technical school or four-year college and prepare
for a career in computer data processing.

To enroll in a technical school or four-year college and prepare
for a career which uses computer data processing.

To be employed upon graduation in computer data process-
ing work.

To be employed upon graduation in a career which uses com-
puter data processing.

To evaluate computer data processing as a career.

To become acquainted with computer concepts.

Students enrolled in a career specialty program in a Milwaukee
high school must take at least eight required units in English, social
studies, math, science, and physical education; four units of elet-
tives, and six units in the career specialty. The students who enroll
in a career specialty program take only the usual course offerings
when in Grade 9. In Grade 10 they take one course in the career
specialty and four to five courses in other areas. Juniors and seniors
take one to three career specialty courses. Many seniors work for
pay in a job related to the specialty.

Many patterns of individual educational programs are made possi-
ble to Milwaukee students by having the different career specialty
programs and the options of job entry, technical school, and col-
lege preparatory options within each specialty. Differences among
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students in their career interests and goals and in their aptitudes can
be taken into account. Furthermore, it is possible to arrange an in-
dividual instructional program in each required and elective course
of each career specialty that takes into account the studens’s ap-
titudes, interests, and learning styles. In Washington’s computer
specialty courses, there are many opportunities for experiential learn-
ing during both the junior and senior year. In their senior year, all
the students in the job-entry option work for pay and course credit
while many of those choosing the technical college or the four-year
college do also. The Kinds of students enrolled in the specialty and
the variations in their individual educational problems during the
first semester of the senior year may be inferred from the informa-
tion which follows for three seniors.

Sarah, a senior, is 17, slim, 5 feet, 5 inches tall, and weighs 121
pounds. Her health status is good and she has no disability or
other condition that would affect her educational program. She
has an outgoing personality. Her school attendance is regular
and she is not late to class.

Sarah is enrolled in the morning at Washington High School and
in the afternoon at her home school. She is working part time
in a computer-related job. Her career goal is to become a data-
processing engineer after completing a college degree. There
is a possibility she might go to a technical college instead. Her
main hobbies are listening to music and watching and par-
ticipating in sports.

Sarah completed the following courses in the first scmester and was
enrolled in the others in the second semester:

First Semester Second Semester

Computer Applications 1 Computer Applications 2

Advanced Mathematics 2 Advanced Mathematics 2

U.S. History U.S. History Seminar

Journalism Advanced Computer
Programming

French 2 French 2

Physics 1 Physics 1

Denise, a senior, is 18, 5 feet, 3 inches tall, and weighs 117 pounds.
Her health is very good and she has no disability of any kind.
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She attends school regularly and is not tardy. Denise works
half time as a data control clerk in a major industry of
Milwaukee. She plans to continue in this position upon high
school graduation. She characterizes herself as having very
favorable attitudes toward peers, teachers, classes, and toward
the non-academic aspects of going to school. She indicates that
she feels very good about herself.

In the first semester of her senior year Denise completed the follow-
ing courses and was enrolled in the others in the second

semester:

First Semester Second Semester

Computer Applications 1 Computer Applications 2
Science Fiction Ceramics

Advanced Computer Sociology

Programming

Data Entry Internship Computer Applications (on-

(carried out in connection the-job training)
with her work)

Heriry, a senior, is 18, wiili brown hianr and €yes, ~eighs 135 pounds,
and is 5 feet, 11 inches. His health status is good aud he has
no disabilities. He regards his main strengths as mathematics,
logical thinking, and computer programming. He is rarely ab-
sent from school, but occasionally is tardy. On a recent ACT
test he scored at the 86 percentile on national norms. His career
interest is to become a systems analyst after college gradua-
tion. His hobbies include data processing, woodworking, and
mechanical activities. He is employed part time for pay in the
computer center of a major telephone company.

In the first semester of his senior year, Henry took the following
courses and was enrolled in the others in the second semester

First Semester Second Semester

Computer Applications 1 Computer Applications 2
Advanced Mathematics 2 Advanced Mathematics 2
Physics Physics

Computer Applications (on- Computer Applications (on-
the-job training) the-job training)
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Many of the {irst students who completed this program as seniors
in the spring of 1979 were employed shortly thereafter in accordance
with their goals. Others entered technical colleges or four-year col-

leges. One senior won the computer programming contest sponsored
by the Wisconsin Association for Educational Data Systems. He then
enrolled in the Massachusetts Institute of Technology in the fall of
1979. Thus, it appeared that this particular specialty was achieving
success in helping students to prepare for job entry upoan gradua-
tion or to prepare for technical college or four-year college education.
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CHAPTER 6

STUDENT DECISION-MAKING
ARRANGEMENTS

Herbert J. Klausmeler

Learning to make wise decisions and to accept responsibility for the
decisions that are made follows a developmental sequence, just as
does learning mathematical or writing skills. Many opportunities are
potentially available for students to make individual decisions and
group decisions regarding both their instructional programs and their
educational programs. The decisions that individual students and
groups of students make regarding their own education are of such
importance that a separate component of the design for the improve-
ment of secondary education is devoted to it.

The purpose of this chaptcr is to clarify the comprehensive and
cnabling objectives of the improvement design that pertain to stu-
dent decision making.

Comprehensive Objective:

Students progressively assume more ini‘iative for planning, im-
plementing, and evaluating their programs and activities with a lesser
amount of adult direction and control.

Ilustrative Enabliug Objectives:

Students in their classes and in meetings with their advisors are
taught:

Decision-making skills that help them to make educational deci-
sions as individuals.

Concepts and skills that enable them to participate in shared deci-
sion making with other students, the school staff, and parents.

The individual student exercises increasing initiative for making deci-
sions, accepting the related consequences of the decisions, and
evaluatig decisions regarding:
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The student’s instructional program in each course.
The student’s individual educational program for the semester.

The student’s individual educational program for the school year.

Students as members of groups take increasing initiative for mak-
ing decisions, accepting the responsibility for the decisions, and for
evaluating the decisions regarding:

The objectives and activities in the course in which the group is
enrolled.

The extracurricular activity in which the group participates.

The governance of the group.

Students are encouraged to serve:

As officers and to participate as members of student-governing
groups.

As student representatives on the school’s standing and ad hoc
committees, councils, and task forces.

RATIONALE FOR INCREASING STUDENT
DECISION MAKING

The National Panel on High School and Adolescent Education
(Martin et al., 1976) concluded that adolescents are more mature
in many ways than society perceives them to be. However, second-
ary schools have a history of relating to adolescents as if they are
too immature to learn to make wise decisions about their own educa-
tional needs and how to achieve them. This condition persists, ac-
cording to Martin et al., because the schools are seen as custodial
institutions and adolescents are viewed as persons to be kept off the
streets and out of the labor market. Also, academic excellence and
obedience are valued more highly than is learning to become
independent.

Many different means and opportunities for encouraging more
independence in educational decision making by the high school stu-
dent have been proposed. For example:
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A wide variety of paths leading to completion of requirements
for graduation from high school should be made available to
all students. Individual students must be encouraged to assume
major responsibility for the determination of their educational
goals, the development of the learning activities needed to
achieve those goals, and the appraisal of their progress. (Brown
et al., 1973, p. 73)

Even more independence in decision-making responsibility is im-

plied in the following proposal:

Regular training and experience in selecting, designing, im-
plementing, and managing their own learning will enable
students to become independent and will prepare them for a
lifetime of self-education. (Gibbons, 1976, p. 61)

According to Gibbons, carrying out this reccommendation involves
students in choosing, planning, and organizing educational activities
in a manner similar to that which teachers employ in developing and
teaching a course.

The California Commission on the Reform of Intermediate and

Secondary Education (Newcomer et al., 1975) proposed that learners
should be able to choose from a number of options and should have
the opportunity of learning according to their preferred learning
styles. These recommendations are as follows:

School systems should make available to all learners a wide
variety of choices or options in programs and curriculum con-
tent. Such options should enable the learner to meet personal-
ized educational objectives in varied ways according to one’s
learning style. A system of alternatives or options might feature
schools-within-a-school, work-study programs, regional oc-
cupational training programs, special interest schools or
centers, and departmentalized traditional programs. . . .

School systems should provide multiple options in formats for
learning. Multiple learning formats should allow the learner
to take advantage of such opportunities as learning in-
dependently, learning in groups of varying size and composi-
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tion, and learning in different locations outside the traditional
school setting. (Newcomer et al., 1975)

Implementing the preceding proposals could have either a very
positive or a very negative effect on student conduct and discipline
at school and also in the community. To achieve a positive effect
the large majority of the students, not merely an academically-
oriented minority of them, must learn to make wise decisions and
assume responsibility for implementing the decisions. This requires
experience in making more comprehensive decisions and also adult
guidance and assistance at the time of making a critical life deci-
sion, such as identifying a long-term educational goal and selecting
a path at or away from the school site to achieve it. Instruction that
follows a developmental progression and practice in decision mak-
ing aid students in becoming more independent and wise decision
makers.

A DEVELOPMENTAL PROGRESSION IN
STUDENT DECISION MAKING

Gaining competence in educational decision making follows a
developmental sequence. The developmental sequence has three im-
portant dimensions. The first dimension deals with the decision
maker, that is, whether only the individual student, a group of
students, or a group of students and adults make the decision. The
second is the scope of the decision, that is, the proportion of the
total educational program that is affected by the decision. The pro-
portion can range from small to large, for example, the learning ac-
tivities during a class period to the total educational program that
is affected by the decision. The third dimension involves the effects
of the decision, that is, the number of persons in the school setting
who are affected by the decision. This can range from only one stu-
dent to the entire student body and faculty of the school.

The progression calls for starting with an individual student’s deci-
sions that affect only part of that student’s instructional program
and progressively extending the scope of the decisions to include the
total educational program for a semester and eventually the total
high school program. Applied to group decision making, the implica-
tion is that the group is small initially and its decisions govern only
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a small proportion of the total activities of the group. Progressive-
ly, the group moves toward making decisions that affect a larger
part of the group’s activities and also a larger number of individuals.
Eventually, representative students serve on school committees and
councils with teachers and other staff members and participate in
formulating policies that affect the entire student body and faculty
of the school.

Another point is in order regarding the developmental progres-
sion. The processes involved in all three decision areas—individual
student, groups of students, and groups of students and adults—
require adult guidance. In addition, each area of decision making
should be used to teacher students decision-making skills. The ex-
amples that follow of early student decision making are drawn
primarily from Steuben Middle School of Milwaukee, W1, and Wy’
East Junior High School of Hood River Valley, OR; while the ex-
amples of later decision making come from Cedarburg High School,
Cedarburg, WI, and Irvine High School of Irvine, CA.

Individual Decision Making

One beginning point for individual students to make decisions with
less direction from the teacher is in connection with their instruc-
tional programs in each course. For example, middle school students
choose some of the activities in which they engage and the materials
they study. Furthermore, rapid learners choose projects for enrich-
ment or acceleration when they have completed the minimum re-
quirements. The student typically chooses from alternatives made
available by the teacher. The student does not have unlimited
freedom. At the same time, the teacher does not always assign or
prescribe,

Making decisions about activities in each course gives the student
experience for making the more comprehensive decisions that are
involved later in planning a total educational program of courses
and other educational activities each semester. At successively higher
grade levels, the student has more opportunity for choosing among
required courses and deciding on electives and cocurricular activities.
Whether to take a job outside school is also an important decision.
Many high school students are able to make wise educational deci-
sions about their semester programs, especially when one or more
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conferences that include the student, the advisor, and the student’s
parents are used for this purpose. Most students want support or
reinforcement for their decisions, especially during the early high
school years. As the student progresses through high school, less
guidance and support are needed from the advisor and the parents.

In Grade 8, 9, or 10, students typically must make a tentative deci-
sion regarding a broad field career that they will prepare for during
their high school years. Although this is an investigatory decision
and can be changed from year to year, it affects the student’s entire
high school program and may influence post-high school life and
other activities. Counselors and parents assist the student in mak-
ing these decisions, usually in conferences involving the student, the
parents, and a counselor.

All of these opportunities for decision making by the student pro-
vide opportunities for teaching decision-making skills. Later in this
chapter, models of decision making and methods for teaching the
skills are described.

Shared Decision Making and Planning by
Student Groups

The developmental progression for groups is similar to that for
individuals, there is, however, the additional dimension of the
number of individuals affected by the decisions. A further considera-
tion is that shared decision making involves not only individual
decision-making skills, it also requires being sensitive to and respect-
ing the values and desires of the other members of the group.

The progression here starts with small groups making decisions
about course activities. For example, a class of 25 to 30 students
is organized into four to six groups to identify and carry out activities
in accordance with their aptitudes for learning the particular sub-
ject matter, their interests, or their 'earning styles. Such groups may
be formed so as to be either heterogeneous or homogeneous with
respect to any variable, such as aptitude for learning the particular
subject matter.

The next step in the developmental progression is for the entire
group of students enrolled in a course to make a decision regarding
any course element, such as a project. In this case, all are involved
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in the project, and the decision affects all the students enrolled in
the course.

In many high schools, students are given more group decision-
making responsibility in their extracurricular activities than in their
credit courses. As a matter of fact, a primary aim of many extracur-
ricular activities is to provide experiential learning in democratic
group processes. In some clubs and other extracurricular activities,
students take much initiative for planning and carrying out their
plans. Often the teacher advisor provides informal instruction in
decision-making skills.

The student council is the traditional means of giving students
responsibility for making decisions that affect the entire student body
of the school. The history of the student council in achieving this
goal is one of mixed success. In many cases, the student council has
not dealt with significant issues and problems, or when it has, many
of its decisions have cither been vetoed or not implemented.

Irvine High School of Irvine, California, has solved this problem
by organizing the entire student body and staff of the high school
into smaller high schools of about 600 students. There is a student
council for each smaller unit. Each student council makes many deci-
sions that affect the students of its unit. The means of assuring that
the views of each student council are heard is through the school’s
instructional improvement council. This council, consisting of
students, faculty, and parents, has a student representative from each
council. One role of the student representatives is to make sure that
the students' views from each council are reflected in the decisions
made by the instructional improvement council.

The instructional improvement council formulates school policies
regarding the curriculum, instruction, evaluation, and student con-
duct. It also appoints ad hoc task forces for hiring new faculty
members, planning major school events, making changes in the cur-
riculum, strengthening the teacher-advisor system, and influencing
other important areas of school life. At least one student is included
as a member of each task force.

Shared Decision Making by Groups of
Students and Staff

This kind of decision making starts at the classroom level. For
example, the entire class or a representative group of students share
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decision making with the teacher regarding some element of a course,
such as content, activities, instructional materials, evaluation tools,
grading, or student conduct. At the subschool level students pro-
vide input regarding departmental or interdepartmental matters, or
issues pertaining to a particular grade of school. At the school level,
a committee or council of students and faculty deals with policies
and programs affecting the entire student body and faculty.

Students Assuming the Consequences of
Their Decisions

Schools that deliberately foster student decision making either have
written policies or arrive at oral agreements which indicate the areas
in which students will participate. Agreement is also reached con-
cerning students assuming responsibility for the decisions that they
make. This applies to the decisions made by students as individuals
and as members of student groups. These agreements are reached
at the classroom level by the students and the teacher and at the
school level by a representative group of students and the faculty.

Provisions are also made for dealing with failure either to make
a sensible decision or to assume the responsibility for acting in ac-
cordance with it. As we are aware, students have many rights that
are now assured by the courts. It is important for the school staff,
the students, and the parents to understand these rights. It is equal-
ly important to agree upon procedures to follow when a student or
a group of students violates the rights of others, including a member
of the school staff or another student.

MODELS TO GUIDE DECISION MAKING

Each of us engages in much decision making, but most of us have
not considered the thought processes through which we arrive at deci-
sions, nor have we considered how we might teach young people
decison-mak:ng skills. On the other hand, scholars in the field of
problem solving have provided us with good ideas about teaching
and learning decision-making skills. We shall consider ideas pertain-
ing to convergent problem solving, divergent problem solving, and
decision-making counseling.
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Convergent Problem Solving

Some scholars regard the process of arriving at a correct or useful
decision as a problem-solving activity. Two of the early problem-
solving models originated in the 1930's. Rossman (1931) identified
six stages or phases in the problem-solving sequence as follows:

A need or difficulty is experienced, the problem is formulated,
information is gathered regarding the problem, a problem solu-
tion is formulated, the solution is tested, and the solution that
appears to be best is accepted or put into practice. (Rossman,
1931)

Dewey (1933) identified five phases in prcolem solving which he
treated as the reflective thinking process. He specified the phases
thus:

Experiencing a difficulty, locating and defining the problem,
suggesting possible hypotheses, menta!l elaboration, and testing
hypotheses. (Dewey, 1933, p. 107)

In these problem-solving models, decision making occurs mainly
at the time of testing the hypotheses or problem solutions and ac-
cepting one as being correct or more useful than another. However,
there is also some decision making involved at the other stages, start-
ing with the formulation of the problem.

Another approach to aid individuals in solving problems includes
six main steps (Klausmeier & Goodwin, 1975).

Identify solvable problems. To teach problem-solving skills in
the school setting, it is imperative to aid the student to iden-
tify real problems that are solvable, rather than problems that
exist only at the verbal level and do not lead to meaningful
action by the student.

Help students state and delimit the problem. This calls for put-
ting the problem in written form or stating it precisely in oral
form so that another person understands it. One of the prin-
cipal difficulties that students experience in gathering infor-
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mation and finding solutions is that the problem is not for-
mulated clearly or it is too comprehensive.

Help students find information. Students usually do not have
the necessary information to solve their problems and they
often do not know the sources and methods for getting infor-
mation. Identifying and using sources of information is an im-
portant skill.

Help students process information. Students, like adults, have
difficulty in recognizing whether information is accurate or in-
accurate, complete o1 incomplete. Furthermore, they are not
skilled in analyzing, synthesizing, and evaluating information.
Most students will not learn to perform these intellectual skills
well without instruction.

Encourage the stating and testing of hypotheses. Hypotheses
formulated by students about school-related problems vary in
complexity. For example, the hypotheses might involve which
of a few activities or instructional materials might be most
usefi]. More complex hypotheses might be formulated in con-
nection with deciding whether to prepare for a job upon high
school graduation, prepare for technical school and then take
a job, or prepare to enter a four-year college and then possibly
graduate school to enter a profession. In the simplest to the
most complex situation, it is well to recognize what is involved
on the part of the learner to gencrate hypotheses and, as ap-
propriate, to talk through with the student the several
hypotheses that may be formed.

Encourage independent discovery and evaluation. In many
situations, students will look to the teacher for approval or ac-
ceptance of a course of action that has been decided upon.
Many students who decide to prepace for a job upon high
school graduation, rather than to prepare for entering a
technical college or a four-year college, have serious doubts
about the wisdom of the decision. They will want support and
approval from parents, the teacher advisor, or both as they
continue to act upon the decision during their high school years.
It is important to recognize differences among students and
differences in the importance of the decisions which they make.
Support and reinforcement are needed in many cases. The goal,
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however, is to encourage students to take increasing initiative and
responsibility for discovering workable solutions and for evaluating
those solutions.

Divergent Problem Solving

Problem-solving strategics have been formulated for aiding per-
sons to generate novel or creative solutions. For example, Osborn
(1963) identified 10 steps for teaching creative problem solving. (1)
think of all phases of the problem, (2) sclect the subproblems to be
attacked, (3) think of the information that might help, (4) select the
most likely sources of data, (5) dream up all possible ideas to solve
the problem, (6) select the ideas to solve the problem, (7) think of
all possible ways to test, (8) select the soundest ways to test, (9) im-
agine all possible contingencies, and (10) decide on the final answer.

Davis (1973) views the teaching of creative problem solving to
students as having three main components. attitudes, basic abilities,
and techniques. Davis and Houtman (1968) formulated and tested
a strategy for creative problem solving in school settings that incor-
porates Davis' components, and some of Osborn’s 10 steps. It has
four main phases or steps: (1) understanding the problem and stating
it generally, (2) finding main types of solutions, (3) finding specific
ideas for each main solution, and (4) choosing the best ideas.

Students getting money to buy things they want may be used to
illustrate the four steps. After the students experience a need for ge-
ting money to buy things, the next phase is to identify as many plausi-
ble means of getting it as possible, for example, by earning, bor-
rowing, selling, or renting something. Next, many specific ideas
related to each of these four means are generated, such as raking
leaves, baby sitting, borrowing from sisters, selling out-grown
clothing, or renting the watch dog. Then the individuals evaluate
which ideas may be best and make their choices of how to proceed.
If the choice or choices work in practice, the problem is solved. If
not, the student goes back to review and reconsider the problem and
its possible solutions.

Simberg (1971) has identified perceptual and emotional *blocks"*
to creative problem solving. As teachers, we should try to conduct
instruction to prevent students from developing the blocks. In addi-

‘ -~ 162

’ T



152 IMPROVEMENT OF SECONDARY EDUCATION

tion, the student who is experienving the block should be helped to
overcome it.

A. Perceptual blocks

1. Difficulty in isolating the problem.
. Difficulty caused by narrowing the problem too much.
. Inability to define terms.
Failure to use all of the senses in observing.
Difficulty in seeing remote relationships.
Not investigating what at first appears to be obvious.
Failure to distinguish between cause and effect.

N s wN

Emotional blocks

1. Fear of making a mistake or making a fool of yourself.

2. Grabbing the first idea that comes along.

3. Rigidity of thinking (difficulty in changing set).

4. Overmotivation to succeed quickly.

5. Pathological desire for security.

6. Fear of supervisors and distrust of colleagues and
subordinates.

7. Lack of drive in carrying a problem through to com-
pletion and test.

8. Lack of drive in putting a solution to work.

You may wish to treat the preceding ‘‘blocks'" as a self-checklist.
If you view some of them as applicable to yourself, consider deal-
ing with them through applying Osborn’s or Davis’s approach to
creative problem solving.

Models Used in Decision-Meking Counseling

Counselors typically do nat have  ..eto carry out a large number
of conferences with each stucer'. A co. dingly, a procedure is need-
cd that enables the counselor and the student to :cach important deci-
sions quickly. This requites the counseler to take considerable in-
itiative in the decision-making process. Wallace, Horan, Baker, and
Hudson (1975) formulated a model uf decision-making counseling.
It is designed to aid the counselor and the student in arriving at a
decision quickly and also to aid the student in learning to make deci-
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sions independently. The 10 steps of the model follow and are il-
lustrated with the student making a vocational decision. The mode!
is presented here for consideration not only by guidance counselors
but also by teacher advisors when working with their advisees in in-
dividual conferences (see Chapter 10 for information regarding
teachers serving as advisors). In fact, tsachers might apply the model
to student decision making in classroom settings.

Define the problem ss one of choice. During an initial interview or
two, the problem is defined in discussions between the counselor and
the student. The student comes up with a clear statement of the prob-
lem or the counselor does. In the latter case, the student indicates
the problem as being defined by agreeing that it is as the counselor
has stated.

Explain the decision-making paradigm. The decision-making
paradigm is directly relatad to the area of the decision making. Horan
illustrates explaining the paradigm to the student as follows:

Arriving at a good vocational decision means that we have to
look at all the alternatives, then weigh them in the light of in-
formation about you and the advantages and disadvantages
of each course of action. I can't make the decision for you but
together we can arrive at, and implement one. (p. 171)

Identify possible alternatives. The counselor first asks the student
to identify alternatives. If this can be done during the interview, the
student compiles a list and expresses it either orally or in written form.
In situations where the student cannot compile a list during the in-
terview, the assignment may be given to do this between interviews.
The couaselor also may identify additional alternatives if those iden-
tified by the student appear to be inadequate to the counselor or
the student.

Gather relevant information from the student. The counselor invites
the student tu present any relevant information that the student has.
If it appears that the information is not complete, the student may
be assigned this activity between interviews. In situations where the
student cannot gather complete information or does not have suffi-
cient informaticn, the student, the counselor, or both gather infor-
mation during the interview or between interviews.
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Present relevant information to the student. Here the counselor
assembles all of the relevant information that is considered necessary

for considering the various alternatives that have been identified.
In the case of making a choice about career preparation, the
counselor assembles information that the student does not have, in-
cluding test scores and information about academic performance,
vocational experience, and interests. Step 5 continues with the stu-
dent until the student indicates that all of the information is
understood.

Request that the student identify advantages and disadvaniages for
each alternative. This step is c2rried out during the interview as the
counselor and student discuss the information related to the alter-
natives, between interviev s, or both. Depending upon the nature of
the decision, the student in oral or written form lists the advantages
and the disadvantages pertaininig to each alternative.

Present any additional advantages and disadvantages to the student.
This step is carried out only if the student appears not to have iden-
tified some of the important advantages or disadvantages of one or
more of the alternatives. The advantages or disadvantages of any
one cr more of the alternatives may be considered inadequate by
cither the counselor or the student. This step is regarded as successful
when a list of advantages and disadvantages acceptable to both the
counselor and the student has been compiled.

Request that the student select the most promising alternative. Dur-
ing the counselor-student discussion, or as an assignment between
interviews, the student evaluates the alternatives and either selects
one or rank orders the .lternatives from the most to the least
preferred.

Yerbally cue and reinforce the student for gathering additional in-
formation about the most promising alternative. The counselor ver-
bally reinforces the student for gathering information, for identify-
ing the advantages and disadvantages of the alternatives, and for
evaluating and ranking the alternatives. This is done as a means of
strengthening the paradigm which has been employed by the
counselor and the student. The objective is for the student to learn
to use the paradigm independently.

Help the stadent implement the alternative. This follcws immediately
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after the student has selected the alternative to implement. As part
of this step, a tentative course of action is selected and tried out.
If, subsequently, the student or the counselor finds that the deci-
sion is not satisfactory, they go back to either Step 3 or Step 6.
The preceding model can be applied to decisions that students
might make in any of the areas discussed earlier in this chapter. It
can also be applied to decisions made in a series of interviews with
a teacher advisor or counselor. For example, in deciding which of
several activities in a course to pursue, the student who understands
the decisior-making paradigm and who also is provided sufficient
information about the alternatives that are possible could probably
make a wise decision without much assistance from the teacher.

TEACHING STUDENTS DECISION-MAKING
SKILLS

Until recently, few schools have attempted to teach decision-
making skills formally. However, materials and methods have not
become available for teaching decision-making strategies in career
education programs.

Representative of this trend is the Career-Decision-Making Pro-
gram developed by the Appalachia Educational Laboratory. The pro-
gram includes several printed items about careers, a text for students
dealing with career decision making, audiovisual materials, and a
teacher’s edition (Appalachia Educational Laboratory, 1978). These
materials may be used as part of a course, in the period set aside
for the teacher-advisor group, in a separate semester course, or in
other ways. The program has the goal of helping students gain greater
understanding of themselves and the world of work by facilitating
the development of decision-making skills.

A unit, or module, on decision making appears early in the pro-
gram. In it, a five-step decision-making strategy is introduced and
taught to the students. The students then use the strategy in the re-
maining 13 units of the program. Although the strategy is to be used
in making decisions about careers, students could probably learn it
and apply it, with teacher guidance, :2 any area of educational or
personal decision making. The five steps of the process follow with
an accompanying example to clarify each step.
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STEP ONE: Clarify the situation.

The purpose of this step is to make sure you understand the
situation. You can do this by defining your goals and values
as they relate to the situation. State as well as you can the out-
come you want. This may be the problem you want solved.
It may be a change you desire. What solution would be ideal?
How much time do you have to decide?

Example

Bob is about to finish his junior year of high school and wants
a job for the summer. Any money he makes is his to do with
as he pleases.

STEP TWO: Search for Alternatives

Look for ways to achieve the outcome you want. What did
you do in similar situations in the past? What have other peo-
ple done when they have had a problem like this? What can
you read that might help you discover solutions? Find as many
alternatives as you can. The more alternatives you have, the
more likely you are to find an acceptable solution.

Example

Bob needs to find out about possible jobs. First, he thinks he
might like to join several friends who plan to work part-time
for the recreation department. Next, he considers the job he
had the previous summer. He worked for his father as a
plumber’s helper. And he remembers that Ms. Jackson, a
teacher, is looking for volunteers to build several playgrounds
in areas where they are needed. This would be a full-time sum-
mer job. Bob is not completely happy with the three alternatives
so he decides to move on to Step Three.

STEP THREE: Identify the Criteria

List the standards an alternative should meet to satisfy you.
To do this, refer to the outcomes or ideal solutions you stated
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in Step One. List the standards that must be met for the solu-
tion to be acceptable. Then list the standards you would like
to be met. The following questions may help you identify
criteria,

What goals must the solution meet?

What values are involved?

Is there enough time to resolve the situation?

How much money or other resources do I have to work
with?

Who could help me?

What parts of my life do I not want changed by this
decision?

Example

Bob needs to determine :he important factors in this situation
so that he can evaluate the alternatives. He needs to decide what
standards an alternative must meet to be acceptable. The fac-
tors will influence his decision. An important factor is that he
would like to make enough money to buy a car by the end of
the surnmer. Another is that he would like to get work ex-
perience that will help him decide on an occupation. A third
factor is that he prefers a job where he can be more of less
on his own.

STEP FOUR: Evaluate the Alternatives and
Make Decision

Judge each of the alternaiives from Step Two by checking it
against your criteria (Step Three). Rate the desirability, prob-
ability, and risk of each alternative as high, medium, or low.
The desirability is how much you want this outcome. The prob-
ability is the likelihood the alternative would bring the outcome
you desire. The risk is the possible loss to you, if you choose
the alternative, If you are not happy with any of the alter-
natives, try to find new ones or revise the old ones. You may
also need to change your criteria. Then select the best alter-
native. Review it closely to make sure your choice meets your
goal.
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Example

Bob begins Step Four by examining each alternative—each job
—carefully. This method helps him get rid of the alternatives
he does not want. It also prevents him from overlooking the
alternatives he does want. He starts with the first job, “‘recrea-
tion worker."” He quickly decides that this iob does not meet
the standards or criteria he has established. He cannot make
a lot of money on this job and he does not have a special in-
terest in recreation. Next, he considers the job “plumber’s
helper.”” He remembers that it paid well. But he has already
worked on this job and is not interested in becoming a plumber.
The third job is “volunteer worker.”’ This alternative would
provide useful work experience but no pay.

Bob is not happy with the jobs he has examined. He decides
to call his uncle to check if he knows of any other possible jobs.
Bob learns that his uncle has been looking for a van driver’s
helper for the summer. His uncle is having a hard time finding
the right person. He is looking form someone older than Bob.
However, Bob can have the job if it is all right with his parents.
Bob talks to his parents and they give him their permission.
This alternative does not pay quite as much as the plumbing
job, but the work experience will be valuable. The experience
will help him clarify his interest in driving trucks. Bob looks
over his list of alternatives and compares them in light of the
factors that are important to him. He decides that the best alter-
native is to work for his uncle as a van driver’s helper.

STEP FIVE: Develop a Plan of Action and Follow Through
Make a plan to carry out your decision. As you plan and take
action, you may get new information. As this occurs, review
your plan to make sure you are moving toward your goal. If
not, you may need to change youi plan or develop a new one.

Example

Even though Bob has made his decision, he has not completed
the decision-making strategy. For the decision to be effective,
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he must develop a plan of action. First, he calls his uncle and
tells him that he would like to have the job. Then, he needs
to set up his work schedule, transportation to and from the
transfer company, and so on. He will also continue looking
for other alternatives in case he does not get this job. (Ap-
palachia Educational Laboratory, 1978, pp. 42-45)

A final point should be made regarding investigatory decisions
and final decisions. An investigatory decision is one that is made,
acted upon, but then can be changed with a minimum amount of
penalty for changing. Thus, a Grade 9 student makes an investigatory
decision about a career field and, with an advisor, plans a high school
program of course work and other activities. The student should be
able to change the career choice at any time with a minimum amount
of penalty. In general, formal and informal instruction in decision
making in secondary school should recognize the importance of in-
vestigatory decisions.

A NOTE ON STUDENT DECISION MAKING
AND DISCIPLINE

Many teachers properly hesitate to share decision making with
students for fear that they will lose control of the class and that
discipline problems will ensue. This will occur if the teacher has not
yet established respect and authority as the classroom leader and if
the students have not had successful prior experience in shared deci-
sion making with teachers. Despite this, we recognize that many
students, upon becoming adults, will remain essentially childlike in
their decision-making skills if the school does not provide formal
or informal instruction in decision making. Our purpose here is to
highlight crucial knowledge regarding classroor management and
discipline. This is done to assure teachers that in many situations
it is possible to have an excellent learning environment and also to
share decision making with well behaved students.

Effective classroom management has been studied systematically
only in recent times. Kounin (1970) started the modern era of research
on it. He identified a number of classroom management competen-
cies associated with high work involvement by students and freedom
from deviant disruptive and withdrawal behaviors.
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One competency is characterized as “‘with-it-ness.”” Teachers “with
it"* are alert to student deviant behavior and stop it before it spreads
to others or gets serious. A second competency js attending to more
than one activity at a time. While working with an individual stu-
dent or a small group, the teacher also notices what is going on
throughout the room. A third competency is referred to as
smoothness and momentum. The teacher keeps the lesson moving
at a fast pace and shifts from one activity to another easily without
interrupting the lesson or breaking into student activities. Similar-
ly, irrelevant questions or events are not allowed to divert seat work
or a teacher presentation. Groug alerting is a fourth teacher behavior
that gets good results. Students are kept attentive and on their toes
by cuestioning, choosing students to recite, signaling for quiet, and
similar techniques.

Stoops and Stoops (1981) provide excellent ideas regarding both
classroom management and discipline as follows:

On the first day, cooperatively develop classroom standards.
Incorporate school nd district policies in the classroom list.

Establish consequences for good and poor behavior.

Expect good behavior from your students, and they will try
to live up to your expectations.

Plan and motivate interesting, meaningful lessons. Show your
own enthusiasm for lesson activities.

Prevent negative behavior by continuous emphasis upon
positive achievement.

Develop student self-discipline as rapidly as possible. Lead each
student to make his or her own decisions rather than to rely
on yours.

If behavior problems cannot be solved in the classroom, seek
the help of counselors and administrators.

Reinforce good behavior by rewarding students in public. Cor-
rect or punish in private.

Work closely with parents. Encourage them to send students
to you with positive attitudes toward classroom learning.
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Avoid useless rules, snap judgments, and loss of composure.
Be consistent, fair, and firm.

Refrain from threats or promises that you may not be able to
carry out.

Recognize that children have limited attention spans and assign
alternate activities.

Discipline yourself in manners, voice, disposition, honesty,
punctuality, consistency, fairness, and love for your students,
50 that your own example inspires behavior at its best. (p. 58)

I analyze discipline more fully in another book (Klausmeier, 1985,
in press). In it, I have indicated categories of discipline problems,
causes of discipline problems, and preventive and corrective pro-
cedures. The five main categories of discipline problems are related
to physical aggression, attention seeking, resisting authority, mak-
ing negative criticisms, and socializing with peers. Factors con-
tributing to discipline problems include the family situation, the peer
group, television viewing, the school climate, teacher behaviors, and
the unique characteristics of the individual student. It should be clear
that the individual teacher cannot control or correct all of the causes.
However, given the same students, some teachers develop and main-
tain a far better learning environment than others. Similarly, ad-
ministrators, teachers, and parents work far mere effectively in some
schools than in others to establish a good school climate. In this
regard, the Commission on Excellence in Education (1983) recom-
mended that the burden on teachers for maintaining discipline should
be reduced through two procedures. One procedure involves the
development of firm and fair codes of student conduct that are en-
forced consistently. The other is to establish alternative classrooms,
programs, and schools to meet the needs of continually disruptive
students.

Most schools can establish a good school climate and in this kind
of climate most teachers are able to establish a good learning en-
vironment, free of disruptive discipline problems. For this to occur,
it is imperative to establish an orderly learning environment at the
beginning of the course. A synthesis of the suggestions of Kohut and
Range (1979) and Swick (1980) with respect to getting a class off
to a good start follow:

-
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Learn school policies. Know what the school expects from both
the teacher and students concerning discipline.

Establish a few classroom rules or guidelines. These should be fair,
reasonable, and their raionale should be explained to the students.
Don’t have a long list of do’s and don’t’s.

Discuss expectations. Explain the purposes and goals of the class
and the obligations of both the students and the teacher to make
the learning experience successful.

Learn names. Learn the names of the students as quickly as possi-
ble. Initially, a seating chart may be necessary. Calling a student by
name carly in the year gives the student a sense of well-being that
he or she is more than just a student in your class. Furthermore,
students will perceive that you are well-organized and in control.

Overplan lessons. For the first few weeks overplanning lessons will
impress upon students that the entire class period will be used con-
structively. Students’ expectations concerning how you value the time
spent with them, as well as your control of the learning situation,
are often established very early. By your model students will deter-
mine the values and expectations you desire.

Set a positive example. Teachers who are cynical, not motivated,
and not organized are asking for behavior problems. The teacher
who is well organized, listens to students, and portrays interest and
concern in active learning has fewer behavior problems that less in-
volved teachers.

Invite students to succeed. Give students verbal and nonverbal at-
tention. When students who are becoming behavior problems begin
to receive positive messages f.om the teacher on a continuous basis
their behavior problems diminish. This is a practice which is easier
said than done. However, the cycle of negative messages-negative
behavior-negative messages should be replaced with a positive ap-
proach if the teacher wants to see positive behavior.

Be firm and consistent. This does not mean being harsh with
students. Firm and consistent teachers can also be friendly, caring,
loving, supportive and warm with students. Misbehavior in students
is usually not a negative reaction to the teacher personally, but is
caused by many other factors, including the students’ perception of
the role of “‘teacher.”” Firmness and consistency in discipline pro-
vides an environment where all students can expect fairness and also
have a feeling of security concerning behavior expectations.

Restore order when a problem occurs. When serious misconduct
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occurs in class the other students will judge the teacher by the way
the misbehavioi is handled. The restoration of classroom order is
the first priority. Minor problems may be handled by ignoring them
or by simply stating to the student what the misbehavior was and
reminding the student of the preferred behavior, for example, *‘Lisa,
stop writing notes and get to work on our assignment.”’

Avoid emotional outbursts. Avoid arguing with the student in
front of the class, making the punishment personal, being sarcastic,
or making threats that cannot be fulfilled. If the situation is tense
the use of humor can often be the best course of action to defuse
the situation. Relax the other students and thwart an offending stu-
dent’s challenge to your authority. At times, removal of a student
from the classroom may be the best method of restoring classroom
order. Other students feel more comfortable when they know the
teacher is in control of the class.

Handle your own problems whenever possible. Students behave
better in classrooms where they know the teacher really is in control
and does not always search for the principal to handle probleins.
Although some situations may require outside help, try to handle
misbehavior yourself whenever possible.

Help students understand the negative consequences of their
nmusbehavior. The sooner students perceive their behavior is hurting
themselves and their classmates, the greater are the chances that the
misbehavior will diminish. Help students understand that positive
individual behavior is much more conducive to making the whole
class successful than misbehavior.

Schedule cunferences when necessary. If initial efforts to control
student behavior fail, an individual teacher-pupil conference allows
the teacher to get to know the student better, to identify possible
causes of the misbehavior, and to plan solutions to the problem.
Parents can provide the teacher with information that can be useful
in understanding the student’s problem. Parents can also suggest
what actions might be most effective and also speak to their child
about the classroom problem. When parents and teachers are com-
municating with each other, behavior problems are more likely to
be solved than if this contact does not exist. Prior to scheduling or
speaking with parents it is often useful to get the input of other
teachers, guidance counselors, the school psychologist, and the prin-
cipal concerning their experiences with the particular student and
the parents.

Q
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A final suggestion is for the teacher to model enthusiasm and self-
disciplined behavior continually. Much learning occurs through
observing a model. Students can learn self-control and socially-
constructive attitudes and conduct if they have appropriate models.
The teacher who is respected by the students and whose own behavior
is in control can be sure that students will also learn self-control.
The students will assume increasing responsibility for the decisions
that they make regarding their learning activities and their conduct.
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CHAPTER 7

EVALUATION AND IMPROVEMENT
STRATEGIES

Herbert J. Klausmeler

Much time, effort, and money are given to testing and evaluating.
Teachers regularly assign letter grades to students on the basis of
written tests, performance tests, work samples, or observations. Over
two-thirds of the states have minimum competency testing. A vast
amount of standardized achievement testing is done in local schools
today and even more is likely to occur in the future. In this regard,
the National Commission on Excellence in Education (1983) recom-
mended that standardized tests of achievement

should be administered at major transition points from one
level of schooling to another and particuiarly from high school
to college or work. The purposes of these tests would be to;
(a) certify the student's credentials; (b) identify the need for
remedial interveation; and (c) identify the opportunity for ad-
vanced ur accelerated work. The tests should be administered
as part of a nationwide (but not federal) system of state and
local standardized tests. This system should include other
diagnostic procedures that assist teachers and students to
evaluate student progress. (p. 14).

If this reccmmendation is accepted, students will very likely be tested
in each grade until they have scored a* a desired minimum level in
each subject field included in the testing program.

Even though much time and effort are given to testing, there is
strong resistance on the part of educators to use the results of testing
and cvaluation to improve instruction, the curriculum, or any other
element of the school’s educative process. Yet, the information
regarding student achievement and other outcomes that schools col-
lect could be used in identifying areas of needed improvement and
in ascertaining the extent to which planned improvements have been
successful. Evaluative information must be used in implementing
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cach of the three imoroyement strategies incorporated in the design
for improving secondary education: individual educational program-
ming, individual instructional progiamming, and goal setting for
groups of students. The first two strategies were explained in
Chapters 2 and 3. The goal-setting strategy is discussed later in this
chapter.

The purpose of this chapter is to clarify the comprehensive and
enabling objectives of the improvement design that pertain to evalua-
tion and improvement strategies.

Comprehensive Qbjective:

The individual student’s progress toward attaining his/her course
objectives, .ne student's instructional program in each coursz, the
student's total educational program, and the school’s total educa-
tional program are evaluated systematically and the results cf the
evaluation are used in improving the educative processes of the
school.

Illustrative Enabling Objectives:
Appropriate measurement and evaluation techniques are used:

To evaluate each student’s progress toward attaining his/ her learn-
ing goals in each course.

To evaluate sach student’s instructional program in each course.
p

To evaluate each student’s educational program each semester in
terms of the student’s attainment of his/ her goals, and in terms
of the appropiiateness and value of the program for the student.

To evaluate e:ich student’s total educational program for the com-
plete school level, i.e., middle school, high school.

To evaluate elements of the school’s total educational program.

The results of the evaluation of each student's educational program
each semester are used, primarily by feachers and students:

To set a goal for improving the student's program the next
semester.

The results of the evaluation of the schoul’s total educational pro-
gram are used by feachers and other school staff:
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To set goals annually for composite groups of students to attain,
such as those of a particular grade in school or those taught by
a teaching team.

To evaluate each group’s attainment of the goals.

The results of all evaluation activities are used by feachers and other
school staff:

To improve the curriculum, instruction, and other elements of the
school’s educational program.

To improve the school's advising, organizational, and ad-
ministrative structures and processes.

Before proceeding to the discussion of measurement and evalua-
tion, we should be aware that in many schools today teachers assign
grades to students, but the school does not use the grades to im-
prove the educative processes of the school. Similarly, standardized
mental ability tests and achievement tests are administered, but these
results typically are not used in the guidance or instruction of the
individual student or in improving the curriculum or instruction in
any subject field. However, as we shali see in Chapter 13, schools
that used the results of their testing program to improve the educa-
tion of their students made remarkable progress in doing so. Clear-
ly, schools can use test results and other evaluative information to
improve education without any threat to teachers, administrators,
students, or parents.

MEASUREMENT DEVICES AND
PROCEDURES

Measurement is necessary in evaluation, but measuring is not the
same as evalvuating. Educational measurement, often performed with
the use of tests or questionnaires, is the process of assigning a
numeral or a letter grade to a student’s performance. For example,
we measure a student’s achievement in algebra by administering a
test. We measure a student’s attitude toward algebra by administer-
ing a questionnaire.

Evaluation calls for establishing criteria and relating the results
of measurement to the criteria. Thus, after measuring a student’s
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achievement in a course during a semester, criteria are needed to
relate the actual achievement to a desired criterion of achievement.
For example, did the student’s achievement meet a specified criterion
of mastery? Did it reach a level lower than mastery that was ap-
propriate for the student in terms of the student's ability or caresr
goals?

We shall deal with criteria in later sections of this chapter. At this
point an overview of various kinds of frequently used published and
locally constructed measurement devices are related to various pur-
poses of securing the measurements.

Table 7.1 shows commonly used measurement devices and the pur-
pose for which each may be used. The five main purposes are to
get an estimate of the student’s capability, or aptitude, for learning
different subject matters, the student’s entering achievement level
in a course and the level upon completing it, the student’s progress
during the course, the student’s learning styles and learning strategies,
and the student’s affective characteristics. It is assumed that the
reader is familiar with these purposes. However, a brief review of
the uses of intellectual ability, aptitude, achievement, norm-
refercnced, anJ criterion-referenced tests may be helpful.

General in.ellectual ability is also referred to as general intelligence,
academic ability, or mental ability. A general intellectual ability test
is d<signied to measure the capability for successfully performing tasks
that involve the use of language, mathematics, and abstract reason-
ing. An aptitude test is designed for measuring the ability that is re-
quired for successfully performing tasks related to a specific area,
such as algebra, French, engineering, music, or clerical skills. An
educational achievement test is designed to measure what the in-
dividual has learned in a particular subject field such as reading,
mathematics, chemistry, German, or U. S. history.

Although general intellectual ability tests are very widely used, not
all persons accept the idea that intelligence is unitary. Thurstone
(1938) defined intelligence as consisting of several primary intellec-
tual abilities, including number, word meaning, and spatial. Tests
based on this idea are sometimes used in career counseling. Guilford
(1967) identified 120 specific intellectual abilities, including 20 related
to creative thinking. Creative thinking tests based on Guilford’s ideas
are sometimes used in schools to aid in identifying potentially creative
students.

One main use of mental ability tests of any kind is to secure an
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Table 7.1 Frequently Used Measurement Devices and Their
Purposes

[ N & <°
© & L)
wyE = )
PN S B S
M A & & NS é" "'1"
.
Messuremant Device O S .b TR
MY A » W o S
or Procedure P N & L o
O e F& gL L&
K VST LS *};ﬁ' e N3
3 < O & & < &
Standerdized norm-refarenced X
intellectual ability or
othar sptituds test
Standardixzed norm-referenced X X
educetionel schievement test
Published critarion- X X X
rafarenced tast
Locally constructed X X X
critarion-raferenced teat
Taschar-sade paper-and- X X X
pencil test, teachar-
davalopad tast of per-~
formance, or teacher rating
of work sample
Teachar obssrvation X X X X X
Published inventory or X X
questionnaire
Locelly constructed inven- X X

tory or juestionneire

estimate of how well the student should be able to learn particular
subject matters. Thus, the student who scores well above average
on a general intellectual, or mental, ability test is expected to achieve
above average in courses in English, mathematics, reading, science,
and social studies. Similarly, the student who scores high on a music
or art aptitude test is expected to achieve higher than one who scores
low. However, since the correlation between ability and achievement
is less than perfect, we do not expect to find a perfect correspondence
between a student’s measured ability and the same student s achieve-
ment. Moreover, many factors other than ability, suc.. as prior
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achievement, motivation, effort, learning style, and learning strategy,
also influence a student’s achievement in any course.

Although there is not a perfect correspondence between an in-
dividual’s measured ability and achievement, the average mental
ability of a group of students, such as those enrolled in Grade 7 or
Grade 10, is a good predictor of the average achievement of the group
in the academic subjects. For example, we found that even a dif-
ference as small as two to five points in mental ability between two
Grade 7 classes of a middle school and Grade 9 classes of a high
school was accompanied with different mean achievement levels in
the academic subjects—English, mathematics, reading, science, social
studies (Klausmeier, Serlin, & Zindler, 1983). Moreover, to increase
the academic achievement of the students of a grade in any academic
subject, one appropriate techaique is to identify the students who
are achieving farthest below mental ability and work with them to
increasc their effort and to improve their learning strategies and study
habits.

Let us now examine norm-referenced and criterion-referenced
achievement tests. A standardized norm-referenced achievement test
is one in which the meaning of a raw score made by any student
is interpreted in relation to other students’ scores on the same test.
For example, a student’s raw score of 25 on a standardized test does
not provide meaningful information. However, when it is found on
a table of norms to be equivalent to the 50th percentile rank, we
recognize that this student’s achievement level is equal to the me-
dian of the national sample. Standardized educational achievement
tests have accompanying manuals that provide tables for converting
any raw score to a percentile rank, grade equivalent, standard score,
or some other kind of derived score. The derived scores are based
on the scores of the national sample of students who were involved
in the standardization of the test. This national sample is the norm-
ing group.

Standardized achievement tests indicate to a school how its stu-
dent are achieving in relation to the national sample. They are also
useful for measuring changes in student achievement across longer
time periods, such as a semester or year. A standardized test is a
valid measure of the achievement of the students of a particular
school to the extent that the items of the test measure the objectives
of the school’s educational program. Accordingly, schools should
examine the items of a test to assure that the items measure the results
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of their educational program before adopting the test.

Criterion-referenced tests may be published or locally constructed.
The first step in constructing a criterion-referenced test is to specify
the educational objectives. Then, a short test is developed for measur-
ing student achievement of each objective, or a set of closely related
objectives. A criterion, such as 85% correct, is specified as indicating
mastery of the objectives. Thus, a criterion-referenced test yields
scores that are interpreted in terms of the student’s achievernent of
the educational task to a desired criterion. Each student’s score is
interpreted in relation to each particula: task or set of objectives,
not in relation to other students’ scores as in the case with norm-
referenced tasts.

Criterion-referenced testing is being used increasingly in connec-
tion with. student achievement of minimum competencies. The
minimum competencies are stated as instructicnal objectives, and
instruction is directed specifically to enable students to achieve the
objectives. Criterion-referenced testing in one or more subject fields,
and particularly mathematics, reading, and spelling, is also employed
in schools that follow a pattern of performance-based education.
The tests are used to rneasure the entering achievement level of the
students, to place each student properly, to monitor progress
thereafter, and to measure final attainment of the objectives. The
strength of criterion-referenced tests is their close relationship to the
school’s educational objectives. A weakness is that the results can-
not be related to the achievements of students in other schools of
the state or nation.

EVALUATION AND INDIVIDUAL
INSTRUCTIONAL PROGRAMMING

The instructional programming strategy was explained in Chapter
3. When implementing it, the teacher not only carries out instruc-
tion but also monitors each student’s progress and evaluates each
student’s instructional program. Thus, gathering and using evaluative
information is an integral part of the instructional programming
strategy.

The time and related purposes of gathering and interpreting evalua-
tion information when implementing individual instructional pro-
gramming are as follows:
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Time 1: Prior to starting a course and each unit within the
course.

Purpose: To plan an appropriate instructional program for
each student enrolled in the course.

Time 2: During the course and each unit of the course.

Purpose. To provide feedback information to the student to
facilitate learning, and to the teacher to facilitate
instruction.

Time 3: At the end of the course and each unit within the
course.

Purpose: To determine whether the student has attained his
or her learning goals.
To decide the student’s next activities.
To evaluate the student’s instructional program.
To evaluate the effectiveness of the instruction of
all the students.
To improve instruction in the course.

Three kinds of information regarding the student are especially
important in working out an instructional plan with the student at
the beginning of a course. One is the capability of the student for
learning the particular subject matter. This capability may be
estimated on the basis of prior grades, criterion-referenced test
results, or the results of standardized tests of achievement and men-
tal ability. A second is the student’s subject field interests and, at
the high school level, career goals. Typically, students readily com-
municate this kind of information to the teacher. A third kind of
information is the student’s learning styles. A checklist of learning
styles that might be administered to the student was given in Chapter
3. Other information that is also useful was indicated in Figure 2.1.
Typically, all of this informatiun is gained from records before the
course starts or it is gotten during the first day or two of class.

Monitoring the student’s progress may be based on teacher obser-
vation of the student’s performance, teacher-constructed criterion-
referenced .ests, work samples, and other means of gathering infor-
mation. The main purpose of monitoring is to assure that the stu-
dent gets information that is needed to correct errors and
inadequacies.
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Evaluation of the student’s achievement at the end of a unit or
| course involves, first, comparing the student’s achievements with the
criterion that has been established for goal attainment. The usual
criterion is either mastery of objectives or attainment to a level judged
to be appropriate for the particular student. The same kinds of
devices that are used to measure progress are also used to measure
achievement at the end of an instructional sequence. In addition,
standardized acnievement tests are often administered at one-year
or two-year intervals. These results are useful in assessing the stu-

dent’s achievement over longer time periods.

Another important aspect of the evaluation process is judging the
value and appropriateness of the instructional program for the stu-
dent in terms of the student’s aptitudes, interests, learning styles,
and other characteristics. This can be accomplished during a class
period, for example, on the day that grades are reported. Individual
conferences are sometimes necessary with the student who has not
achieved as well as expected.

Figure 7.1 is a student questionnaire related to reading. Its pur-
pose is to secure the student’s opinions regarding the appropriateness
and value of the reading course. A questionnaire of this kind may
be prepared for any course and administered to a group of students
in a few minutes, or it may be used in a conference with the student.
The questions can be adapted to each teacher’s preferences. (The
parenthetical information is not part of the questionnaire. It indicates
what the item is intended to measure.)

In many situations the teacher does not have time to evaluate each
student’s instructional program at the end of a course, much less
at the end of each unit. However, carefully evaluating the completed

| programs of a male and female low achiever, a male and a female
; middle achiever, and a male and female high achiever provides very
| useful information to the teacher regarding the value and ap-
! propriateness of the instructional programs of all the students who
| took the course.

) EVALUATION AND INDIVIDUAL
EDUCATIONAL PROGRAMMING

The individual educational programming strategy was explained
in Chapter 2. Gathering and using evaluative information is an im-
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Figure 7.1 Student Course Survey

Directions: Below you will find queations sbout your reading claas.
Plsce a check next to the Croup of words that daacribas how you feel
sbout {¢t.

1. 1In reading (wotivstion)

1 did as vell as I poasibly could have.

I did about as well as I could have.

1 didn't do as vell as I could havas.

I 44dn't do nesrly as vell ss I could have.

2. Rssding vas (sptitude for lesrning to resd)

vary hard for me,
hard for wa.
ezey for me.
vary tasy for me.

1]

3. Rasding ves (interest)

very interesting to me.
interesting to ma.
uninteresting to ma,
very uninteresting to me.

4. In reading I would rether have apeat more tine (learning atyle)

learning by mysslf,

learning vith another atudent.

learning vith 2 small group of studenta.
leerning with the vhols class.
evarything vee sbout right.

1

w

» I think vhat I learned in resding will be (velus)

very useful to me.
useful to me.
not useful to me.

portant part of the strategy. The timing and purposes of evaluation
related to implementing the individual educational programming
strategy may be summarized as follows:

Time 1: Prior to the assignment of the student to particular
courses or to activities and objectives within each
course,

Purpose: To plan an appropriate total educational program
for and with each individual student each semester.
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Time 2: During the semester and year (at least twice per
semester).

Purpose: To provide feedback to the student so that the stu-

dent can take appropriate actions relative to each
course.
To monitor the student’s progress in all courses and
activities, to identify possible difficulties the stu-
dent may be experiencing and their causes, and to
take appropriate actions with the student and/or
to make changes in the program.

Time 3: At the end of each semester.

Purpose: To determine the exteat to which the student has
achieved his/her learning goals in each course.
To determine how effective the various elements of
the total program were for the student in terms of
the criteria that were established.
To provide the information for planning the next
educational program (of the student who continues
in the same school).
To identify areas of possible improvement of
specific courses and other curricular elements.

The main steps in implementing individual educational programming
follow, and the kind of evaluative information that is used at each
step is indicated.

In a conjerence with each continuing student and each incoming
student and with the student’s parents, develop an educational plan
with the student for the semester. As was explained in Chapter 2,
a tentative educational pian is worked out prior to the start cf the
semester and the final plan is completed at the beginning of the
semester. The plan includes a list of the courses, extracurricular ac-
tivities, study periods, and other educational activities in which the
student will engage in the school and community. Changes as
necessary are made in the plan throughout the semester to provide
the best program possible for the student.

As part of the planning process, the student sets one or more goals
in each course, With guidance of the advisor, the student sets his/her
goals in terms such as the number of objectives to be attained, the
number of units to be completed, the letter grade to be earned, or
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the percent correct to be attained on a locally constructed test or
the percentile to be obtained on a standardized educational achicve-
ment test.

The kinds of information needed about the student and about the
possible courses, extracurricular activities, study periods, and other
opportunities available to the student were given in Chapter 2.
Among the most important kinds of information are the student’s
capability for learning different subject matters, subject mattcr and
career interests, and learning styles.

Monitor the student’s progress related to each element of his or
her program. Three important points to consider regarding the
monitoring process are the involvement of the student, the frequen-
cy of the monitoring, and the fact that all elements of the student’s
educational program require monitoring. The student participates
directly in the monitoring. Individual conferences are held in which
the student and the advisor supply the information necessary to assess
the student’s progress. Problems related to any element of the educa-
tional program are identified and resolved.

Each school determines the frequency of the monitoring con-
ferences. One or two conferences each semester coming between the
planning conference early in the semester and a conference at the
end of the semester are sufficient for most students. A conference
immediately after each grading period works well. The end-of-
semester conference and the first planning conference for the ensu-
ing semester are often combined.

Since the mouitoring process involves all elements of the student’s
program, it also involves courses taught by various teachers. In team
teaching situations, a team meeting may be used to deal with prob-
lems that a student is experiencing in the various courses taught by
the team members. In other situations, other arrangements are work-
ed out that include the teacher advisor, the teacher of the course
where a difficulty is being experienced, and the student. The
counselor or curriculum coordinator may provide assistance in
scheduling these conferences and also in conducting them.

The information supplied by the teacher of each course when
reporting grades may be adequate for monitoring the progress of
students who achieve reasonably well in relation to expectancy. On
the other hand, both the student and the teacher are invited to pro-
vide the advisor information as soon as a student experiences dif-
ficulty in any course or any other educational activity. Similarly,
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parents are invited to indicate when their child is experiencing prob-
lems, and the parents are informed by the advisor of the situation
as soon as it becomes known to the advisor.

Evaluate the student's semester program in terms of the extent
to which the student attaiaed his/her goals and :n terms of the ap-
propriateness and value of the program to the student. Evaluating
the student’s aitainment of his or her goals in each course starts with
the statement of the goals included in the student’s educational plan.
Then, evaluative information regarding the student’s achievements
in each course and other educational activity is compiled. Most of
this information is suppl.ed by the teachers ia their report forms to
the parents. In an individual conference, the student and the advisor
compare the two ..nd judge the achievement as above, at, or below
cach goal that was set.

To evaluate the appropriateness of the program for the student,
oie consideration is how well the student achieved in relation to the
student’s aptitude for icarning the particular subject matter. Other
considerations are how well the course activities and materials related
to the student’s general interests (and career inter=sts if applicable),
the student’s learning styles, and motivational characteristics. The
value criterion involves whether the student, the advisor, and parents
regard each part of the program, and the program in its totality,
as worthwhile at the present time, in the future, or both.

Figure 7.2 is a form that the student completes to provide the ad-
visor with an estimate of the appropriateness and value of his or
her completed program. The advisee completes it either prior to a
conference with the advisor or during the conference. In the con-
ference, the advisor and student discuss the student's achievements
and activities in each course. They conclude the conference with a
discussion of the ratings. It may be observed that the items of the
checklist are intended to serve as a starting point for discussing the
appropriateness and the value of the course to the student from the
student’s viewpoint.

As the students gain experience in educational planning and evalua-
tion, they take greater initiative in all aspects of the planning-
monitoring-cvaluation sequence. At Cedarburg High School, for ex-
ample, many students lead the conferences. As was indicated in
Chapter 6, students not only should participate in decision making
regarding their educational programs but also should learn decision-
making strategies and skills through working with the advisor. Engag-
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Figure 7.2 Student Opinion of a Completed Educational
Program

Divactions: Think sbout sll tha coursss and your othsr sducstional
activitiss for last acmestsr. Then chack sach item. You, your advisor,
and your parants will discuse your opinions in a conference. No othsr
petsons vwill ses them.

1. Tha amount of sffort for me to sttain my courss gosls was (check
ona):

far too much.
too much.

sbout right.
too little.
far too littlas.

Commenta regarding specific coursss:

2. Tha velus of my courses to me was (chack ons):

very high.
high.
moderats.
low.

vary low.

Comments regarding apecific coursss:

3. My {nterest in the content and sctivities of my courses vas
(check one):

very high.
high.
moderats.
lov,

very lov.

Comaents regarding specific courses.

&. Consider the totsl ninbar of courses, thair value and difficulty,
20d your {nterest in them. In terms of furthering your educstional
development, you regazd thea in their totelity ee:

atding you to make excellent progrcss {n your educationsl
davelopsent .

aiding you to make sbove sverage progress in your educstional
devaloyment.

aiding you to make svarsge progress in your educational
develupment.,

contributing to belov aversge progress in your educationsl
development,

contributing to vary littls progress in your educationmsl
devalopment,

Cosments regerding specific courses:
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HOME-SCHOOL-COMMUNITY RELATIONS 27

Figure 11.1 shows the home and family variables which wer
associated with rapid and slow cognitive development. As shown il
the figure, several variables in the area of home and family wer
found to differentiate between rapid and slow developers in Grad
12. Klausineier and Allen concluded that rapid developing student
hold positive attitudes toward parents, family, and the home i
general, and parents of rapid developers hold positive attitude
toward the school and education, and are concerned and interestes
in their child’s school, teachers, and curriculum.

Slow devclopers, on the cther hand, had parents who typicall
demonstrated little involvement with their child and with the schoo
and expressed negative attitudes toward the school and education

Research also shows the importance of the school establishin
positive interactions with the home and the community. In a reviey
of literature included in her study of school-community relations i
secondary schools, Oinonen (1980) cited studies which discovere
relationships between effective programs of home-school-comnmunit;
relations and student performance. For example, Sestak and Freric!
(1968) and Hunter (1967) found that good school-community rela
tions had a positive impact on student progress. Hobson (1976) founc
a significant positive correlation between parent involvement i
school activities and student achievement. Brookover, Lapere
Homachek, Thomas, and Erickson (1965), in a study of junior hig]
school students and their parents, found that when parents are in
volved in school activities, their chiidren showed significant progres
in mathematics. reading, and language arts. Research also indicate
that parental involvement in the educational process can great!
enhance a child’s prospects for academic success (Keeves, 1971
Baker, 1977).

Findings from studies such as these provide convincing evidenc
that a school turning its attention to developiag effective home
school-community relations is not merely an attempt to improv
public relations and get *‘good press.”* To be sure, a political pur
pose is served by invoiving parents in the activities of the school
but even more important is the educatioral value to be attained

In carlier chapters of this book we have shown that the involve
ment of parents and other community members is essential in im
p:oving educational practice. We now consider a framework fo
understanding specific ways in which a fruitful relationship betwee
the school and iis surrounding community may be established.
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Annually determine the percentage of students who attain their
goals and whose programs were appropriate for them. This step is
not a direct part of the planning-monitoring-evaluation sequence.
However, it provides very useful information for evaluating the
school’s total educational program. But more important, when it
is carried out systematically from one year to the niext, changes to
bring about improvements for individual students can be planned
and the effectiveness of the planned improvements can be deter-
mined.

Before leaving the individual educational programming strategy,
we may examine how the profile of a student’s achievement and men-
tal ability may be helpful in implementing the strategy. Test
publishers provide a computer printout that gives extensive infor-
mation regarding each student’s achievements in all the areas tested,
including mental ability if it is included in the testing program. The
grade equivalens and :Q scores follow for three students who were
tested in the spring of Grade 7 are shown in Table 7.2.

Table 7.2 1Q Scores and Achievement in Grade Equivalents
for Three Grade 7 Students

Total Lan- Spell= Math Math Math Total Soe
Student Rdg gusge ing Cocp Concepta PS5 Math Science St IQ
A 8.4 6.2 8.1 5.7 8.1 6.3 6.7 9.9 8.3 100
B 8.4 9.3 9.1 8.3 1.3 8.5 8.0 8.3 8.3 107
[ 5.9 8.7 6.7 5.5 6.5 ‘.0 6.0 9.9 7.1 117

We observe that all three students have some low scores and that,
relative to mental ability, Student A is achieving much higher than
Student C except in total reading and language. This information
is useful to the teachers and adviso: in estimating how well each stu-
dent has learned thus far and also in planning an educational pro-
gram with the student for the following semester. Other informa-
tion, of course, including grades in these areas and other teacher
judgments should be used. Provided that the grades and teacher
judgments support the test results, Student C should be encouraged
to set achicvement goals in spelling and in all four math areas com-
mensurate with the achievement in total reading and science and with
the relatively high 1Q score. Morcover, if the entire Grade 7 class
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is achieving relatively low in mathematics in comparison with the
other subject fields as these three students are, the curriculum and
instructional arrangements in mathematics should be improved.

The profiles for three Grade 9 students that follow have similar
implications for evaluating prior achievement and for individual goal
setting. The achievement test scores are indicated in percentiles in
Table 7.3.

Table 7.3 IQ Scores and Achievement in Percentiles for Three
Grade 9 Students

Tots)
Total Eng Spell- Lang Totsl Soc Use of IQ
Student Rdg Ussge ing Arts Math St Science Sources Score
A 19 kA 10 2) 81 18 8 5 126
3 79 56 40 49 55 88 80 80 108
[ 8t 79 52 68 4l 84 90 &4 99

EVALUATION AND GOAL SETTING FOR
GROUPS OF STUDENTS

In the preceding section we examined the use of evaluative infor-
mation in implementing the individual educational programming
strategy. A different strategy is necessary for improving elements
of the school's total educational program, such as achievement in
a subject field, attendance, or attitudes toward school. The goal-
setting strategy that follows is for use in improving elements of the
school’s educational program. The goals are set for composite groups
of students, such as the composite group enrolled in each grade,
rather than for the individua! students of the grade. This goal-setting
strategy has been alluded to, but it has not been explained in earlier
chapters. However, it was employed by the schools that participated
in the cooperative research that is reported in Chapter 13.

1. During a planning period, identify the purposes of
gathering the evaluative information, the areas to be

Q
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evaluated, the composite student groups to be included,
the information gathering tools and procedures, the
means of analyzing and summarizing the information,
the kinds of evaluation judgments to be made, and the
kinds of actions to be taken based on the judgments.
Gather, process, summarize, and interpret the informa-
tion regarding each area of interest for each composite
student group. This first year is the baseline year. For
example. the Grade 9, Grade 10, Grade 11, and Grade
12 groups of the first year are the baseline grade groups
for each later year. The outcomes for the grade groups
of each later year can be compared with those of the
groups of the baseline year.

Based upon the interpretation of the data, set goals in
the areas of interest for each continuing group of
students and for the incoming group.

Develop an improvement plan that includes the activities
for achieving the goals.

Carry out the activities and monitor progress toward
achieving the goals.

Gather, process, and summarize the information dur-
ing the next year.

Determine the extent to which the goals for each com-
posite group of students were attained.

Evaluate the improvement activities that were carried out
in terms of their effectiveness.

Summarize and synthesize the evaluative results for all
the composite groups and all the areas involved.
Continue the cycle of evaluation, goal setting, planning,
monitoring progress, 2nd evaluation each year, making
refinements in the goal-setting strategy and related prac-
tices as appropriate.

The preceding strategy is applicable to any area of interest, such
as improving student achievement in one or more subject fields at
each grade level, reducing the percentage of students of each grade
who do not meet the minimum competency criteria, increasing
average daily attendance, and decreasing the dropout rate. We shall
first examine applications of the strategy to raising student achieve-
ment in academic subject fields.
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Use of Standardized Achievement
and Mental Ability Tests

In the next pages, two different means of summarizing standard-
ized test information are de;cribed, one at Steuben Middle School
and the other at Hood River Valley High School. In these two schools
the goal setting was not implemented until after the second year of
data collection. The kinds of improvement activiiies carried out and
the results of implementing thz goal-setting strategy in these schools
are given in Chapter 13.

Steuben Middle School

Information follows to show the standardized test information that
was gathered at Steuben Middle School and how it was analyzed.
This is followed with an interpretation of the test results and an in-
dication of the kind of goals that may be set based on the test results.

Composite Student Groups. Grade 7 and Grade 8.

Metropolitan Achieverent Test Scores. Word knowledge, reading,
total reading, language, spelling, math computation, math concepts,
math problem solving, total math. The test battery was administered
in the spring to the students of Grade 7 and Grade 8.

Otis-Lennon Mental Ability Test. This test was administered when
the students were in Grade 5. (It was school district policy not to
administer an ability test after Grade 5.)

Analysis of the Achievement and Mental Ability Test Results. The
scores of the Grade 7 and Grade 8 students on each standardized
achievement test and the ability test were ranked from lowest to
highest (10 rankings were made, 1 for each test). Next, a score
equivalent to the 10th, 25th, 50th, 75th, and 90th percentile was com-
puted for the Grade 7 and Grade 8 students of Steuben. Then, the
national percentile rank corresponding to each of the five preceding
local percentile scores for each test was derived, using appropriate
test manuals. This information was summarized in tables for the
Grade 7 and the Grade 8 students.

This approach enables a school to compare five levels of mental
ability with five levels of achievement in each subject field cor-
responding to the five percentile ranks, i.e., 90th, 75th, etc. It
does not permit comparing the mental ability and the achievements
of the same students since the scores are ranked for each one of the
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10 sets of test scores. Accordingly, in a Grade 8 class of 300 students,
only part of the same 30 students may be at or below the 10th percen-
tile rank in any two or more of the 10 areas tested. Similarly, only
part of the 150 students may be at or above the 50th percentile rank
in any two or more of the 10 areas tested. A main benefit of this
approach is that, regardless of the particular students who may be
involved, comparisons at each percentile rank can be made across
the different test scores.

Table 7.4 gives the results of the mental ability test and the stand-
ardized tests in total reading, spelling, and total mathematics for
Grade 7 and Grade 8 for the baseline year. We may examine this
table, which gives only part of the large amount of available data,
to illustrate the key questions raised by the Steuben staff and also
the related answers for the first, or bascline, year.

1. Are the national mental ability percentiles for the two grades
the same? The r.ational mental ability percentiles for Grade 7 and
Grade 8 are about the same. The largest difference is between Grade
7 (82) and Grade 8 (75) for the local 90th percentile.

2. How do the local mental ability percentiles and the national
mental ability percentiles compare? The differences between the local
mental ability percentiles and the equivalent national mental ability
percentiles are quite large for both Grade 7 and Grade 8 except for
the local 10th and 25th percentiles. For example, Steuben's Grade

Table 7.4 National Percentile Ranks on Standardized Tests for
Grades 7 and 8

Mental Total Total
Local Abilicy Reading Spelling Math
Zile Grades Grades Grades Grades
7 8 8 7 8 7 8

7
(National Ziles) (Nstionsl Ziles) (Nationsl Zile.) (Nstional Xiles)

90 82 5 74 2 78 79 n 74
75 59 58 56 50 60 54 43 57
50 kx] 36 3 27 40 28 26 29
25 19 20 12 12 21 15 13 16
10 10 10 4 3 12 7 6 7
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7 50th percentile is equivalent to the national 33rd percentile, and
its Grade 8 50th percentile is equivalent to the national 36th percen-
tile. This indicates that the mental ability of the Steuben students
is considerably below that of the national student population. The
related inference is that the students should not be expected to achieve
as high as the national population.

3. Are the achievements of Grade 7 ana Grade 8, taking into ac-
count the mental ability levels, the same, higher, or lower? The
achievement percentiles of Grade 7 are lower than the mental abil-
ity percentiles in reading and math but higher ir spelling, except for
the 90th percentile. The achievement percentiles of Grade 8 are lower
than the meatal ability percentiles in all 15 instances, but not as much
lower as Grade 7 in mathematics. Thus, the pattern is different for
math than for reading and spelling.

4. Are the amount and the direction of the differences between
the mental ability percentiles and the achievement percentiles dif-
Sferent for the high and the low local percentiles? The differences
between the national achievement percentiles and the mental ability
percentiles are about the same for the different percentile ranks. This
suggests that the educational program of the school is about equal-
ly effective for the students of all five ability levels.

Based on the preceding interpretations, a reasonable goal for
Grade 7 for the ensuing year is to maintain the present level of
achievement in spelling and to raise the achievement in reading and
mathematics. A realistic goal for Grade 8 is to raise the achievement
in reading, spelling, and mathematics. The goal might be stated more
precisely “‘to raise the achievement level in each subject to the men-
tal ability level.”” However, when a school has no prior experience
in goal setting, it is probably wise to take a more cautious approach.

We note that the Grade 7 achievement in spelling was above men-
tal ability. How much might students be expected to achieve above
mental ability? There is no definitive answer to this question. It is
raised here to emphasize that the goal-setting strategy daes not im-
ply that the achievement level should not exceed the mental ability
level. On the contrary, goals should be set to raise achievement above
the mental ability level until the amount of effort required to get
a small increase does not appear to warrant the time and effort that
is expended.

ERIC
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Hood River Valley High School

Results from a standardized achievement test battery and an
academic aptitude test were used in goal setting at Hood River Valley
High School. However, the analysis of the data was slightly different
from that of Steuben Middle School.

General Aptitude Test Battery. Admigistered to the students when
in Grade 9 of the junior high school and to the students who entered
Hood River Valley High School without GATB scores.

Analysis. Obtain the G score from the test publisher’s computer
printout for the students of each Grade 10, 11, and 12. Divide the
students of each grade into quarters based on their G scores. Com-
pute the mean G score of each quarter of each grade. Change the
mean G score to the equivalent percentile rank using the test manual
table(s).

Stanford Test of Academic Skills. Reading, English, and
mathematics. Administered to all students of Grades 10, 11, and 12
in May.

Analysis. Enter the standard achievement test scores of each stu-
dent of each quarter of academic aptitude. Do this for each grade
for reading, English, and mathematics. Compute the mean achieve-
ment for each quarter and convért the mean o a percentile rank using
the appropriate test manua! table(s). This permits comparison of the
mean percentile rank in achievement of each quarter with their mean
mental ability percentile rank.

Table 7.5 gives the percentile ranks for Grade 10 that arc equivalent
to the means of » .ch quarter in mental ability, reading, English, and
mathematics. Three observations are readily made. First, all four
quarters are achieving above their academic aptitude levels in reading
and below in English and mathematics. Second, achievement is con-
siderably lower in English than in mathematics or reading. Third,
the second and third quarters are achieving relatively lower in all
three subjects than the highest quarter (Quarter 4) and the lowest
quarter (Quarter 1).

These test results imply that improvement in English should be
given high priority. Also, ways should be sought to get higher
achievement by the students in the middle range of academic
aptitude. .

Goals based on these interpretations may be stated as follows:




EVALUATION AND .MPROVEMENT STRATLGIES 189

Table 7.5 National Percentile Ranks for Quarters of a Grade
10 Class in Mental Avility and Their Equivalent Na-
tional Percentile Ranks ‘n Reading, English, and

Mathematics
Quarter 4 Quarter 3 Quarter 2 Quarter 1
National National National National
Xile Xile Zile Xile

CATB 93 7 60 30
Reading 94 80 72 46
English 78 54 42 28
Hathematica 89 66 48 29

raise the achievement in English and mathematics of all four quarters
and especially of the second and third quarters. Another way of
stating the goals in English and mathematics is to raise the achieve-
ment level of each quarter in these areas, either to its mental ability
level or to its reading achievement level. As was indicated earlier,
goals should be set to raise achievement above the mental ability level
until the payoff in terms of time and effort appears to be
unwarranted.

Before proceeding, we should be aware that goal setting can be
based on the results of achievement testing without the use of men-
tal ability scores. The main reason for using available mental ability
scores is, first, to get an estimate of the ability of the group and,
second, to estimate whether the educative processes is equally effec-
tive for students of different levels of ability, such as four quarters
of a class.

The simplest, but an effective, way of using standardized achieve-
ment test results in goal setting involves use of the data provided
by the test publisher in the computer printout. For example, as shown
in Figure 7.6, the average grade equivalent in each area tested was
provided for the students of Grade 7 who took the test in the spring
of Grade 7. (It was also provided for each Grade 7 classroom group).

We see that this Grade 7 class had an average grade equivalent
(GE) of 8.0 or higher in four areas and below 8.0 in five areas. (At
the end of Grade 7 an average GE of 8.0 is expected of students
whose average mental ability is roughly 100.) An appropriate goal
to set for the ensuing year is to maintain or raise the mean achieve-
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Table 7.6 Mean (Average) Achievement of a Grade 7 Class in
Grade Equuivalents

Total Lan- Spell- Math Math Math Total Soc
Rdg guage ing Comp Concepta PS Math Science St

Grade
Equivalent 8.0 8.4 8.1 7.7 6.9 7.5 73 8.1 1.7

ment in reading, language, spelling, and science and to raise it in
the four math areas and social studies. If a school cannot plan and
carry out improvement activities in all areas, high priority should
be given to mathematics. (The mean mental ability of this class was
106.)

Similar information for a Grade 10 class of a senior high school
follows in Table 7.7, however, the test was administered in the fall.

Table 7.7 Mean (Average) Achievement of a Grade 10 Class in
Grade Equivalents

Total Eng Spell= Total Total Soc Uae of
Rdg Usage ing Lang Math 5t Sclence Sourcla

Grade
Equivalent 15.5 16.0 15.6 16,0 14.5 15.2 16.4 16.1

The average grade equivalents of this Grade 10 class range from
4.5 to 6.4 above the actual grade in which the students are enrolled.
The levels of achievement are consistent, ranging from 15.2 to 16.4,
1n all areas except mathematics. Without information regarding men-
tal ability, an appropriate goal is to maintain the high level of achieve-
ment in all areas and to raise it in mathematics. (The mean mental
ability of this Grade 10 class was 117, equivalent to a national percen-
tile rank of 87.)

Use of Other Measures of Achievement and Aptitude

Locally constructed achievement tests, locally constructed and
published criterion-referenced tests, locally constructed and criterion-
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referenced performance tests, and teacher ratings of students’ per-
formances and work samples arc used to measure student achieve-
ment. The scores or ratings from any of these devices may be aver-
aged and used in implementing the goal-setting strategy. Grade point
average in the subject field may also be employed. As we are aware,
grade point average in a subject field along with the mean, or average,
standardized test score in the same subject field are two widely used
indicators of the level of achizsvement of the students of each grade.
However, we typically desire more than the grade point average when
evaluating student achievement because teachers do not base their
grades uniformly on how well the students achieve.

Aptitude for learning particular subject matter is usually measured
by some type of aptitude test rather than by some form of teacher
rating. A mental ability score is a good predictor of achievement
in the academic subject fields, but not in other areas such as the ap-
plied and fine arts and physical education. Moreover, it is not a good
predictor of creativity and of various other thinking skills. Other
published tesis are available to measure creativity and aptitudes for
learning specific subject matters. Teachers’ ratings of each student’s
capability, or aptitude, for learning particular subject raatters is not
typically used in secondary schools. This is because each teacher has
many different students for only one semester or a year and cannot
reliably estimate the aptitudes of all the students. Morecver, to secure
ratings from each teacker in a large school and then arrive at an
average rating in cach subject field is time consuming.

Inasmuch as the use of standardized achievement test results in
goal setting was illustrated in the prior sections, it may be appropriate
to show how grade point average and the results of criterion-
referenced tests may be used. Their use will be described without
reference to mental ability test results.

To employ grade point average, the grades received by all the
students of a particular grade in the subject fields of interest are
averaged for a grading period, a semester, or a year. These grade
point averages are examined and a goal is set to maintain or to raise
the average in each subject field. When computer processing is
available in the school, the averages can be computed in a few hours,
and the printouts can become available to the interested staff in a
very short period of time. The difficulty in using only grade point
average is that any given average may not reflect an equal level of
achievement across subject fields. For example, a 2.0 in mathematics
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may not indicate the same level of achievement as a 2.0 in English.
Moreover, teachers are able to raise or Iower the grade assigned to
the same level of achievement whereas this cannot be done on either
a standardized or a criterion-referenced test.

One way of using the results of criterion-referenced testing in goai
setting is to start by computing the percentage of the students who
master each test in each grade. These percentages are then examin-
ed and a goal is set cither to increase the percentage mastering the
test, or in a parallel fashion, to decrease the percentage not master-
ing it. To illustrate, Webster Transitional School of Cedarburg,
Wisconsin, employed criterion-referenced tests in connection with
its goal setting. Every student at Webster is expected to master the
following objective when in Grade 6, Grade 7, or Grade 8: ““Given
a multiplication problem involving two fractions, the learner will
identify the product.’” A nine-item test was used to measure each
student’s achievement of this objective. The test was used as a pretest
in the first week of school in Grade 6 and as a posttest in the spring
in Grades 6, 7, and 8. The percentage of students who mastered the
posttest in each grade was computed, and a goal was set to increase
the percentage of Grade 6, Grade 7, and Grade 8 students who
mastered it the following year.

We should note that mastery of this and all the cther mathematics
objectives is considered as the minimum competency level in
mathematics for comnpleting Grade 8 at Webster Transitional School.
Although this is the case, a student who does not master all the ob-
jectives is not retained in Grade 8. A strong effort is made, however,
to get all students to the minimum competency level. Summer school
attendance, homework duri..g the week, and Saturday homework
are encouraged by low-achieving students of Grades 6 and 7 as well
as Grade 8.

EVALUATION AND GOAL SETTING
RELATED TO OTHER STUDENT OUTCOMES

We have seen that differant kinds of information may be used as
a basis for setting goals related to student achievement. Goals can
also be set related to other student outcomes in the cognitive do-
main and to outcomes in the affective and behavioral domains.

Other outcomes in the cognitive domain include divergent and con-
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vergent thinking skills that are not associated with achievement in
any particular subject field. Based on the Bloom taxonomy (1956),
the convergent thinking skills include appiication, analysis, synthesis,
and evaluation. Guilford’s stiucture of intellect (1967) indicates that
originality, flexibility, and elaboration are essential for creative pro-
duction. Strategics of learning is another important set of outcomes.
Some form of test or rating is typically employed to secure infor-
mation regarding those outcornes, and the usual goal is for the stu-
dent of each grade to become more competent in the skills or
strategies.

The affective domain includes interests, attitudes toward various
aspects of schooling, aitd self-concepts. The Instructional Objectives
Exchange (1972a) has prepared objectives and related tests to measure
students® attitudes toward teachers, school subjects, learning, the
social structure and climate of the school, and peers. The Instruc-
tiona: Objectives Exchange has also developed objectives and con-
structed tests pertaining to four dimensions of the self-concept: fami-
ly self-esteem derived from family interactions, peer self-esteem
associated with peer relations, academic sel{-esteem derived from
success and failure in scholastic endeavors, and general self esteem
that is a comprehensive estimate of how the self is regarded (Instruc-
tional Objectives Exchange, 1972b). An inventory or rating scal. is
employed in measuring these outcomes. The usual goal is to main-
tain or to develop morz2 positive attitudes and self-concepts.

The behavioral domain includes o..comes such as attendance, tar-
diness, discipline referrals, suspensions, and drop-outs. Many schcols
keep records of these student behaviors. The usual goal set in con-
nection with these behaviors is to maintain or increase attendance
and to reduce the incidence of tardiness and other undesired
behaviors.
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vide models and examples of test items for different school levels

and various subject fields. Chapters 13 and 14, preschool; Chapter

15, language arts, Chapter 16, social studies, Chapter 17, art; Chapter

18, science; Chap.er 19, mathematics; Chapter 20, literature, Chapter

21, writing, Chapter 22, second languages, and Chapter 23; industrial

arts.

Brooks, D. M., & Van Cleaf, D. W. Pupil evaluation in the
classroom. An all level guide to practice. Lanham, MD: Univer-
sity Press of America,
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Provides strategies for evaluating academic achievement and social
behavior. It is written specifically for teachers rather than test
specialists.

Ebel, R. L. Three radical proposals for strengthening education.

Phi Delta Kappan, 1982, 63(6), 375-378.
As a means of strengthening education, Ebel proposes that (a) no
instiuctinral program should be continued in the absence of evidence
of its effectiveness, (b) school systems should publish the results of
assessments of student achievement annually, and (c) each teacher
should submit evidence periodically of the achievement of his or her
students.

Gronlund, N. E. Measurement and evaluation in teaching (4th ed.).
New York: Macmillan, 1931.

Chapters 5 through 10 of this practical book deal with the construc-

tion of classroom tests, including objective, interpretive, and essay.

Observational techniques are explained in Chapter 16 and peer ap-

praisal and self-report inventories iz Chapter 17.

Hopkins, K. D., & Stanley, J. C. Educational and psychological
measurement (6th ed.). Englewood Cliffs, NJ: Prentice-Hall,
1981.

Most of this book is devoted to constructing tests. Chapter 7 deals

with achievement tests, Chapter 8 essay tests; Chapter 9 objective

tests; and Chapter 10 affective and noncognitive objectives. Chapter

13 explains standardized tests for measuring schuiastic aptitude;

Chapter 14 educational achievement, and Chapter 15 interests, per-

sonality, and social areas.

Jaeger, R. M., & Tittle, C. K. (Eds.). Minimum competency
achievement testing. Motives, models, measures, and conse-
quences. Berkeley, CA: McCutchan, 1980.

This book contains case studies of state and school district programs

and also essays cn competency testing. The possible effects of

minimum competency testing on teachers, students generally, and
handicapped students are outlined in Part III of the book.
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Joint Committee on Standards for Educational Evaluation. Stand-
ards for evaluations of educational programs, projects, and
materials. New York: McGraw-Hill, 1981,

Standards are presented for conducting evaluations and for analyz-

ing information and reporting conclusions.
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[

ADMINISTRATIVE ARRANGEMENTS
AND PROCESSES

James M. Lipham

What administrative arrangements and processes foster improve-
ment of the secondary school? How can the secondary school be
structured to enhance schoolwide planning and shared decision mak-
ing? What kinds of administrative arrangements have secondary
schools utilized successfully in carrying out their improvement ef-
forts? Answers to these questions are of great importance since the
administrative arrangements and processes impact directly on the
educational program of the total school. Hence, this chapter ad-
dresses and explains the processes essential for achieving the follow-
ing comprehensive and enabling objectives of Component 6 of the
design for improvement—Administrative Arrangements:

Comprehensive Objective:

The school’s administrative arrangements provide for cooperative
planning and sharing decision making by the persons responsible for
implementing the plans and decisions that are made, mainly ad-
ministrators, counselors, teachers, and students.

Ilustrative Enabling Objectives

The school:

Is organized into administrative units, each of which has no more
than 500 students.

Has one or more -ommittees, composed of representatives of the
administrative team, counselors, teachers, students, and parents
that make decisions and formulate plans regarding the school’s
curriculum, instruction, advising, evaluation, organization, and
staffing.
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An Educational Improvement Commuttee, or other committee or
council that has representatives of the administrative team, cur-
riculum ccordinators, counselors, and teachers:

Plans the school’s educational iniprovement activities with input
from the total faculty.

Students, parents, and citizens:

Participate in meetings of the Educational Improvement Commit-
tee when matters of concern to them are on the agenda.

Serve as regular members of the Educational Improvement
Committee.

One or more district committees, composed of the district ad-
ministrator, representative principals, curriculum coordinators,
counselors, teachers, students, parents, and citizens:

Coordinate the improvement activities of the district, taking into
account district policies and state requirements.

Secure district and other specialists for consultation regarding im-
provement activities.

The principal provides leadership and, with appropriate involvement
of members of the Educational Improvement Committee and the
school staff:

Establishes policies and procedures that facilitate the school’s
educational improvement efforts.

Coordinates the use of facilities, materials, equipment, supplies,
and other resources.

Provides time, space, and other physical arrangements that are
needed for teaching teams, school committees, and other groups
to meet and conduct their business during the school day.

Establishes effective two-way communication among adm:nistra-
tors, other staff, teachers, and students; and between the school
and parents and citizens of the community.

Participates as a member of district committees.
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Transmits information to and from district committees.

Attempts to have implemented the decisions made by district
committees.

The first part of this chapter examines the administrative ar-
rangements and processes essential for implementing planned educa-
tional improvement. Next, the structures and processes necessary for
improving =ducational decision making are explored. Then, diagrams
and descriptions are presented of four different administrative ar-
rangements that have been utilized to iraprove secondary schooling.
The chapter concludes by considering some substantive issues to be
resolved if the administrative arrangements and processes in secon-
dary schools are to be improved in the years ahead.

IMPLEMENTING EDUCATIONAL IMPROVEMENT

Certain administrative structures, processes, and behaviors are
crucial to the successful implementation of a planned sducational
improvement. Recent studies conducted in secondary schools that
were engaged in implementing one or more components of the
Wisconsin design have shown that:

1. The nature and quality of the leadership behaviors provided
by administrators, counselors, denartment chairpersons,
and teachers that are appropriate to the various phases of
the implementation process help to bring about educational
improvement (Brittenham, 1980). Moreover, continuity in
leadership positions on the part of administrators is essen-
tial. Those schools experiencing greatest difficulty in im-
plementing educational improvement had a high rate of
turnover in administrators (Gaddis, 1978).

| ]

. Strong commitment to educational improvement, coupled
with a combination of decentralized management decision
making and centralized curriculum development, greatly
supports the changeover to the individual instructional pro-
gramming strategy (Neiner, 1978).
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. Special project and grant funds from outside sources are
helpful but not essential to implementing educational im-
provement (Daresh, 1978). Instead, educational leaders
utilize local resources, capitalizing on such historical cir-
cumstances as school consolidations and building construc-
tion or remodeling to implement change.

. Planning for improvement includes clear specification of
the objectives of the change, an accurate assessment of the
present system, a specific allocation of the resources needed,
appropriate administrative arrangements to implement the
improvement process, a continuing process of curricular
development, an adequate staff development program, a
realistic time frame which specifies short- and long-range
goals, an identification of appropriate strategies to be used,
and a comprehensive evaluation process (Neiner, 1978;
Watkins, 1978).

. Some additional resources are helpful during the initial
phase of the change process for intensive staff and curricular
development activities. Continuing inservice is essential, par-
ticularly for new and incoming teachers, to help them ac-
quire the skills necessary to function effectively as teachers
and as advisors (Lehr, 1979),

. The following elements are necessary for effecting educa-
tional improvement. a shared decision-making structure, the
creation of a warm and personalized learning environment,
an advising system for students, curricular development, and
use of one or more of the improvement strategies (Artis,
1980). The specific administrative arrangements for shared
decision making can vary widely from school to school.
Some of the schools examined failed at the outset clearly
to specify staff and student behavioral expectations and to
provide the structures necessary for staff and students to
fulfill their new role expectations, but subsequent steps were
taken to correct this mistake (Zimman, 1980). In their ap-
proach to advising, all teachers and other staff members
viewed student advising as an integral aspect of their ex-
panded roles (Brittenham, 1980). In their approach to cur-
riculum and instruction, giving students credit on the basis
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of objectives accomplished—not on the amount of tiine
spent in a course—was an integral aspect of the improve-
ment process (Rankin, 1981).

Appropriate leadership and decision making behaviors are essen-
tial during each phase of the implementation process (Lipham,
Dunstan, & Rankin, 1981). Although principals have great respon-
sibility for constructive change throughout the implementation pro-
cess, they must not just stay ‘‘one step ahead of the group,” but
must adapt leadership and decision-making modes to unfolding
events. Early in the implementation process, during the awareness-
assessment phase, the principal serves as initiator, stimulator, com-
municator, and influencer, so that the perspectives of the staff and
others can be broadened (Dunstan, 1981). The principal must have
an articulated philosophy of education and must communicate to
the staff and others the anticipated outcomes of the improvements
(Watkins, 1978). Working with key teachers who have both exper-
use and interest, the principal must coordinate awareness activities
that will move the principal’s vision of planned change to a
schoolwide plan for improvement. This plan should be based on a
needs assessment, an exploration of issues and attitudes, and the shar-
ing of information about means of meeting the needs of the organiza-
tion and the individuals within it. The principal must encourage
widespread participation during this phase, must emphasize the pos-
sible new goals, and must sapport the staff as they participate with
the principal in goal setting and planning.

In the commitment phase, the principal is instrumental in shap-
ing the decision to adopt by stimulating the enthusiasm of the staff;
by securing the district’s commitment of human and material
resources; and by appropriately involving parents, citizens, and
others in assessing thz need for change and the potential benefits
of the proposed program. Apparently, a few principals still tend to
think that they can ““go it alone,” and do not adequately inform
the staff about the magnitude of the change being attempted or listen
sufficiently to suggestions from the staff about possible problems
that might be created by the proposed improvement. Still others tend
to stress the autonomy of ‘‘me and my staff,” and fail to obtain
the necessary support of school district officials, the board of educa-
tion, parents, and citizens. During the commitment phase, leader-
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ship behavior high in goal emphasis and high in supportiveness must
be provided.

Local schools do not engage in major change in isolation. Prin-
cipals and staff members in effective schools reach out to the larger
educational environment for ideas and resources for improvement.
Initially, these leaders depend heavily on national professional
associations and publications, colleges and universities, and research
and development centers for innovative ideas and appioaches. Subse-
quently, they depend on leagues of similar schools, state and in-
termediate educational agencies, and individual educational con-
sultants to refine their implementation activities (Daresh, 1978). Ad-
ministrators and teachers accept as authentic “‘that which works”’
in other schools (Klausmeier, 1978).

It also must be recognized that implementation of a major im-
provement effort requires substantial time. Many innovative educa-
tional programs falter and fail because they are so rushed (Neiner,
1978). Ample timne must be provided for the modification of existing
roles or the creation of new roles, and for these altered expectations
to become internalized, if the change is to be effective (Brittenham,
1980). Most major educationai improvements require several years—
not months.

As the start-up phase begins, the primary role of the principal and
other leaders shifts from that of initiator to that of coordinator.
Leadership behavior high in work facilitation and supportiveness
becomes paramouat. Staff members struggling with anticipated and
unanticipated problems related to implementing an improvement
need both organizational and psychological support.

As implementation of the innovation proceeds, instrumental
leadership is required to monitor progress, to reinforce effective prac-
tices, to correct inadequacies, and to resolve difficulties. In this
regard, the failure of some principals to be able to shift to instrumen-
tal leadership behavior at this juncture can be quite dysfunctional.
As staff members become busily engaged in their roles or activities
they do not wish to continue high engagement in participative de-
cision making—or as one teacher put it, “‘redeciding decisions.”’ In-
stead, the need exists to have the previously made decisions clarified,
codified, and enforced—otherwise, the staff experiences early
“burnout.”

Subsequently, during the refinement and institutional phases, the
school develops its own improvement capability and moves toward

- 921A



ADMINISTRATIVE ARRANGEMENTS 205

making it permanent and enduring. It continues to refine its needs
analysis procedures, its refinement strategies, and its organizational
structures and processes. Roles and relationships become ciarified,
expanded, and stabilized. As the staff engages in the improvement
activities they continuously require new knowledge and also more
sophisticated skills. In these phases it becomes important for the prin-
cipal and other leaders to recycle and return to a part.cipative leader-
ship style.

Thus, those who would be leaders in secondary sck:2ols, whether
principals, counselors, chairpersons, or teachers, must not only
engage in certain essential leadership and decision-making behaviors,
but must also vary them according to the different phases of carry-
ing out planned change. In this regard, the leadership behavior of
both principals and staff change markedly from the beginning phases
of an improvement program to the institutionalization of an endur-
ing refinement capability in the school. In developing this capabil-
ity, appropriate involvem:nt in decision making is essential.

IMPROVING EDUCATIONAL DECISION MAKING

To improve the quality of educational decisions, attention must
be paid to “‘what’’ a decision concerns, ‘““who’" is involved in mak-
ing it, and ““how"’ the decision is made (Lipham, 1974). The ‘“what”’
of decision making concerns the basic functions of curriculum and
instruction, staff personel, student personnel, finance and business
management, and school-community relations. The ‘‘who’ can
range from the board of education to students, through various com-
binations of administrators, supervisors, specialists, teachers,
parents, and citizens. ‘““How"" decisions are made can range from
a rational, stepwise process to a highly political, personalized one
that even in successful schools almost defies description (Holm-
quist, 1976; Kawleski, 1977; Moyle, 1977; Speed, 1979; Watkins,
1978).

Regarding “‘what’ an educational decision is concerned with, the
implementation of a major educational improvement ultimately con-
cerns all of the content areas. For example, 4 major curricular change
affects the human input mix of staff, students, parcnts, and citizens,
as well as the material input mix of facilities, equipment, supplies,
and instructional materials. This dynamic interaction often raises
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philosophical and policy issues for which widespread participation
in the decision-making process is essential (Brittenham, 1980; Zim-
man, 1980). These issues become differentiated, delegated, and dealt
with according to their relevance at each level of the school organiza-
tion. Hence, it is essential that a clear philosophy of educaticnal de-
cision making be articulated and that appropriate administrative ar-
rangements and decision-making structures be established if the
school is to be successful (Watkins, 1978; Wright, 1976).

Theissue of “‘who’* should be involved in decision making is often
determined by the substance of the decision to be made. This con-
tent can deal with decisions that are routine, negotiated, or heuristic.
Both the frequency (how often) and extent (at what level) of involve-
ment in decision making also must be considered. Excessive involve-
ment causes frustration (‘““Why doesn’t the principal just decide and
leave us alone?""), whereas underinvolvement creates hard feelings
(““Why wasn't I consulted?”’). Thus, one always strives for a con-
dition of equilibrium and involves others appropriately, depending
on their interest, expertise, and representation of their constituencies.

Whether decision involvement is mandatory, permissive, or pro-
hibited also must be considered (Dunstan, 1981). Mandatory issues
include those that call for widespread staff participation in decision
making, such as determining objectives, establishing policies, and
evaluating instruction; permissive issues are those that may or may
not call for total participation, such as the selection of equipment,
textbooks, and teaching materials; and prohibit =d issues include those
that do not call for staff participation, such as the assignment of
staff or the evaluation of individual teachers. Thus, in secking a
balance between authoritative and participative modes, effective ad-
ministrators and the faculty agree at the outset on the appropriate
level for staff participation in decision making.

Recent research regarding staff involvement in decision making
shows that teachers generally feel quite deprived from making
schoolwide and districtwide decisions (Flannery, 1980; Speed, 1979;
Warner, 1981). Special care should be taken, therefore, to in tudc
teachers in the following decisions from which they fe¢l particularly
deprived: determining the administrative and organizaional struc-
ture of the school, determ:ning procedures to be used fu: teacher
evaluation, selecting departmental chairpersons or team leaders,
evaluating subject departments or teams, hiring new farulty
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members, setting and revising school goals, and establishing
schoolwide policies (Thierbach, 1980).

Regarding “*how"* decisions are made, essentially the process in-
cludes a unique combination of rational, logical stages or phases,
as well as political and personal influences that result in a particular
course of action being taken, This process occurs primarily in struc-
tured and ad hoc committee settings, using small group procedures
with a search for consensus (Watkins, 1978). When viewed as a
rational process, the stages of decision making typically include iden-
tifying the issue or problem, defining the problem, suggesting alter-
native solutions, weighing alternatives, making the decision choice,
implementing the decision made, and evaluating outccmes of the
decision (Lipham, 1974). In practice, however, the decision-making
process does not proceed so rationally and systemavically, but in three
broad phases, “‘before the decision,’ ‘‘the moment of decision,"’
and ‘‘after the decision’ (Dunstan, 1981). ‘

The “‘before-the-decision’’ phase includcs many interactive ac-
tivities and behaviors that typically include a high degree of posing
alternative solutions as a means for defining and redefining the prob-
lem or issue at hand (Rankin, 1981). That is, instead of each alter-
native being rationally considered in terms of its positive and negative
values and outcomes, various alternatives are weighed, one against
another, as to their desirability or acceptability. Then, it is not at
all unusual for the “most satisfactory’’ alternative to be selected as
the appropriate decision to be made.

Although the **moment of choice'’ typically is viewed as the crucial
stage in the decision-making process, in actuality it is anticlimactic.
Frequently, it is difficult to determine when major educational de-
cisions actually are made. Even in formally structured committees,
majority votes are seldom taken, and, when they are, the outcome
usually can be predicted. Instead, vocal consensus (“‘Let’s do it that
way""), silent affirmation (‘‘Does anyone object?'’), or actual ex-
haustion (‘Do whatever you wish'*) seem to be the rule (Holmquist,
1976; Moyle, 1977). In fact, the tendency exists, even in successful
secondary schools, to talk about issues until the time runs out—
sometimes shifting the decision-making process from the participative
to the authoritative mode (Artis, 1980; Brittenham, 1980; Zimman,
1980).

**After-the-decision”” behaviors and activities differ substantially
from the previous two phases. Here, commitment, interest, and ex-
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pertise predominate, so that the ‘‘doers’ take over where the
“‘talkers’”” leave off. After the decision choice is made, particular
individuals become the *‘driving forces'* for putting the decision into
action (Kawleski, 1977). Thus, the decision-making process is
qualitatively and quantitatively different ““before the decision’’ and
““after the decision.’ *‘Before-the-decision®’ behaviors include a high
degree of input and involvement using group processes; ‘‘after-the-
decision’” behaviors include a high degree of individual effort and
initiative (Lipham and Rankin, 1982).

In summary, the decision-making process can be improved when
the school is appropriately structured to enhance staff involvement
in making major educational decisions.

ALTERNATIVE ADMINISTRATIVE
ARRANGEMENTS

In this section we describe administrative arrangements which pro-
vide for cooperative planning and shared decision making in im-
plementing educational improvement. These structures were
developed in four secondary schools—three senior high schools and
a middle school representing a wide range in size, location, and
clienteles served— that were engaged in implementing components
of the Wisconsin design. Each example includes a brief description
of the school followed by an analysis of the administrative ar-
rangements utilized. Here, the focus is on schoolwide decision mak-
ing, whereas in the following chapter the emphasis is on decision
making at the teaching and advising level.

East High School, Denver, Colorado

East High School in . enver, Colorado, is a comprehensive school
enrolling approximately 1,300 students in Grades 10, 11 and 12. Ap-
proximately 70 percent of the students enter college after gradua-
tion. The school, located adjacent to a city park, is housed in an
impressive multistory building of classic school architecture
characteristic of the late twenties; it has been modernized through
the years. The professional staff is comprised of the principal, three

O
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assistant principals, five guidance counselors, and approximately 150
staff members, both certificated and classified.

As shown in Figure 8.1, the administrative structure of the school
follows a somewhat traditional departmental pattern, yet several pro-
visions have been made for the teaching staff to participate in
schoolwide decision making and the related planning of improve-
ment programs. Here, it can be seen that the administrative team
consists of the principal and assistant principals for instruction, stu-
dent personnel, and admunistrative services. The assistant principal
for instruction is responsible for coordinating the entire instructionai
program of the school. The areas of responsibility include curriculum
development, implementation, and evaluation; educational equip-
ment, supplies, and materials; staff selection, placement, supervi-
sion, and evaluation; and relations between the school and the com-
munity. The assistant principal for student personnel is responsible
for the coordination and supervision of student testing and
diagnosis; counseling; psychological, health, and social services;
placement; and follow-up of graduates. The assistant principal for
administrative services is responsible for managing the daily opera-
tions of the school, including building maintenance and security, stu-
dent conduct and discipline, and co-curricular programs and ac-
tivities. Together with the principal, the assistant principals constitute
thy administrative team which meets frequently—formally once a
week and informally as necessary-—to share in making immediate
and Jong-range decisions.

‘he faculty, 2 in most secondary schools, is organized into
academic departments consisting of the several subject fields. In this
arrangement, counseling, the media center, and other service units
are also ~onsidered as departments. Depu.ixaent chairpersons are
elected for three-year terms. The faculty of each department is
responsible for planning, offering, and evaluating the courses or ser-
vices rendered.

A key prerequisite to cffective representation of the staff in this
administrative arrangement is that pro-isions must be made for
establishing a viable schoolwide shared decision-making structure
to deal with policy, program, and process issues of vital concern
throughout the school. At Denver East, staff members participate
in decision making through a representative schoolwide Curriculum
Council which consists of the chairpersons of each academic and
ser ‘.ed=rartment, plus the coordinators of special programs, such
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as in reading. The Council is chaired by the assistant principal for
instruction and meets monthly during the school day. The Cur-
riculum Council is a very important group which sets curriculum
policy and objectives; determines curricular patterns, offerings, and
requirements; and approves all courses required for graduation. It
also oversees all of the individualized educational programs which
include work study, reading and mathematics proficiency, advanc-
ed college placement, executive internship, and the senior seminar
(an alternative interdisciplinary program which emphasizes experien-
tial learning in real-life situations).

The work of the Curriculum Council is also accomplished through
the use of subcommittees, task forces, and other representative staff,
student, parent, and community groups that d:al with particular
issues of schoolwide and districtwide importance. In addition to using
these structures for formal communication, the sta’?, students, and
others engage frequently in informal two-way communication which
enhances opportunities for shared decision making throughout the
school.

To emphasize curriculum and instruction, many schools that are
structured like Denver East assign assistant principals on the basis
of their interests, preparation and expertise to responsibilities for
the instructional leadership of several academic departments. Thus,
the span of control of the administrative staff is reduced so that both
immediate and sustained att- ntion ¢an be paid to instructional plan-
ning, implementation, and evaluation in the several subjects. In such
schools, the assistant principals also are contributing members of
the schoolwide curriculum improvement committee or council.

An example of the administrative arrangements for shared decision |
making in a school which is structured into © -oad fields, rather than {

|
|
l
\

academic departments, is now presentesd

Hood River Valley High School, Hood River, Oregon

As described earlier, Hood River Valley High School is a com- ;
prehensive school enrolling approximately 750 students in Grades

10, 11, and 12. Approximately SO percent of the students enter col- l
lege after graduation. The school is housed on a campus plan.

Classrooms in: the main building, most of which are of open-space |

design, surround the school’s resource center and offices. The staff ‘

l

\

220




. =

¢

FRICBEST

Aruitoxt provided by Eic:

1
) cuRRICULYY

l Principsal '

ADMINISTRATIVE
TEAM

COUNCIL

Assistant Principal
Instruction

Vice Principal
Student Services

Assistant Principal
Adninistrative Scrvicea

I I

1 1

l

]
|
)
!
1
1
]
!
]
!
\ Chatz
!

L

Chair, Chair|

Chair

Reading

Representative

e - - - - - ————

COPY AVAILABLE

Subject Departaents

221

OpeI0[0) ‘IdAU(Q]

‘fooydS YSIE 1SBT JO 2INPNNS SANBHSUIWPY Y]

1°8 2131

SINIWIONYHHY JALLVHISININGY

Le




212 IMPROVEMENT OF SECUNDARY EDUCATION

consists of the principal, two associate principals, three guidance
counselors, and approximately 60 certificated and classified staff
members.

As in East Denver High School, the administrative team at Hood
River Valley consists of the principal and associate principals who
meet frequently to provide leadership to the total educational pro-
gram (See Figure 8.2). They monitor courses and units of instruc-
tion to ensure that the school’s philosophy of individual rate and
continuous progress is implemented. Two other structures, in ad-
dition to the administrative team allow for meaningful and effective
schoolwide participation in decision making. They are the Cabinet
and the Curriculum Committee.

At Hood River Valley, the faculty is organized into six broad
fields—science and mathematics, humanities, vocational education,
physical education, counseling, and the resource center. Fields are
served by coordinators. Within three of the fields there are team
leaders. A team lsader is appointed where there are four or more
teachers in a curricular area, such as science or mathematics. The
major body for shared schoolwide decision making is the Cabinet,
which consists of the principal, associate principals, field coor-
dinators, and team leaders. The Cabinet meets weekly during school
and is chaired by the principal. It has policy-making, coordination,
and decision-making responsibilities in all functional areas.

Since the educational program of the school is career-oriented,
objective-based, flexibly-provided, and competency-based (allowing
for the continuous progress of each student) the instructional involve-
ment of the Cabinet is augmented by a curriculum review commit-
tee consisting of representative teachers of each subject. The work
of this committee is so important to the school that it is called
“Vital.”" Alsc chaired by the principal, Vital meets regularly during
school to review and approve any changes in course offerings and
units of instruction developed by teachers in the several subjects or
broad fields.

Although other small secondary schools currently may lack the
sophistication in their instructional purposes, plans, program., and

"g processes as that represented by Hood River Valley Senior High
'Q School, the key feature to be emphasized is that all the ad-
| {> ministrators, teachers, and students are arranged so that they pro-
| a%)widc input to those decisions in which they are interested and in which
tzithey have a stake in the outcomes.
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Such involvement also is possible in large, comprehensive secon-
dary schools which are structured quite differently from cither sub-
ject department or broad field arrangements, and it is to a different
example, that of the subschool structure, that we now turn.

Irvine High School, Irvine, California

Irvine High School is a comprehensive school enrolling over 1,800
students in Grades 9 through 12. It is located in a suburban area
south of Los Angeles. Approximately 60 percent of the students enter
college after graduation. The school is built on a campus plan with
separate buildings for instructional and other activities. As shown
in Figure 8.3, Irvine High School is organized into subschools. Each
of these subschools, or units, is composed of about 600 students,
30 teachers, a counselor, and an assistant or unit principal.

At Irvine, the administrative, counseling, and teaching staff is
organized into subschool units, each of which includes students from
all grade levels. Each unit is headed by an assistant principal who
is responsible for the daily operations of the unit, including the super-
vision and evaluation of staff, student attendance and discipline, and
unit management activities. In addition, unit principals are assigned
leadership responsibilities for specific avademic departments and
schoolwide service functions, such as guidance, student health,
athletics, and bilingual education. Unit principals aie responsible to
the principal who provides leadership in policy development, cut-

~ziculum planning and evaluation, staff selection and training, needs
‘E“ésscssmcnt and long-range planning, and extraorganizational rela-
ions of the school with the community, the district, and other agen-
ies and institutions. Under the leadership of the principal, the ad-
,,g:ninistrators work cooperatively as a team to fulfill the requisite ad-
Jministrative functions.
~¢ The primary decision-making body of the school is the Instruc-
onal Improvement Council. It has major responsibilities for stating,
¢iormulating, and disseminating curriculum policy, assessing educa-
«fjonal needs, adopting new programs, allocating finances, and set-
v#ling schoolwide goals and objectives. The membership of the Council
Qmsists of the principal, one unit principal, an elected teacher from
cach unit plus two teachers elected at large, a student and a parent
from ecach unit, and one member of the classified staff elected at
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large. The Council meets weekly during school and is chaired by the
principal.

The Council receives, reviews, and acts on reports and recommen-
dations from all standing and ad hoc committees. These include the
Budget Advisory Council which has primary responsibility for
preparing the total school budget, the Activities Council which is
responsitle for planning and managing the student activities pro-
gram, the Student Forum which deals with problems and issugs of
concern to the studeut body, and the School Advisory Forum which
presents parents’ opinions and concerns and also serves as a sound-
ing board for school problems and proposals. Thus, at Irvine,
teachers, counselors, students, and parents continually share in the
decision-making process with administrators. The faculty engages
in a great deal of cooperative plauning; they also share in carrying
out their job responsibilities.

The instructional program at Irvine includes a wide variety of in-
school and community-based learnirg experiences. All courses are
objective based and have assigned levels of difficulty. Within each
course, students may earn from one to five credits, based on the
number of specific objectives attained. A wide variety of grouping
arrangements and learning activities is provided, appropriate to each
student’s learning style and other characteristics. Instruction suited
to each student’s educational needs and career goals is facilitated
by the subschool administrative arrangement which helps create a
personalized envizonment for teaching, learning, and advising.

Such conditions are also characteristic of schools that are struc-
tured into interdisciplinary units, and it is to an example of this ad-

o ministrative arrangement that we now turn.

L2

IS

™steuben Middle School, Milwaukee, Wisconsin

E Steuben Middle School in Milwaukee, Wisconsin, enrolls approx-
imately 850 students in Grades 6, 7, and 8. The school is housed
n a traditional multistory structure built in 1929. The professional

Cxtaff is comprised of the principal, two assistant principals, a cur-

{iculum coordinator, two guidance counselors, and approximately

=20 certificated and classified staff.

tu As shown in Figure 8.4, Steuben Middle School is organized into

f4even Instruction and Advisory units, each of which consists of ap-
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218 IMPROVEMENT OF SECONDARY EDUCATION

proximately 120 students, four teachers, and an aide. Unit teachers
are responsible for the students’ instruction in English, reading,
mathematics, science, and social studies. In addition to the seven
Instruction and Advisory units, theie are support aniw. consisting
of specialist teachers i« physical educatiorn, industrial «.ts, home
economics, art, and music, as vell as teachers of .pecial and excep-
tional educatior.. The specialist teuchers do not serve 4s student ad-
visors, but they consult frequently with academic unit teach...
regarding student programs and progress.

The administrative team consists of the principal an. iwo assis-
tant principals who share 1ecponsibilities for student pe.sonael ser-
vices, scheduling, and data processing, and together with the
guidance counselors and faculty are responsible for studeai conduct
and discipline. Curriculur.: planning, implementation, and cvalua-
tion in the academic and support units is uader the leadership of
the curriculum coordinator who assists the administ.ative tea.n and
is rasponsible with the facuity for instruction throughout the schoo..

The major decision-making body of the school is the Instructional
Improcvement Committee which consists of representati.co from each
of the Instruction and Advisory units and the support units, togcther
with the principal, tiie curriculum ccordinator, the teacher union
representative, the lead teacher aide, and a student represeiiaive.
Under the chairmanship of the prircipal, the Instructional Improve-
ment Committee meets weekly during schoc! 1o set educational ob-
jectives and make decisions regarding issues of schuolwide coucerr..
It is responsible for decisions regarding ail i:provement activities

1 of the school.

t% In summary, the administrative arrangement of Steubeis Middle
School is designed to assure widespread partcipaticn in decision
Jmaking on the part of administrators, teachers, and others vitally
<zconcerned with the success of the school.

TAVIEY

\

IMPROVING ADMINISTRATIVE
ARRANGEMENTS

L GOhA

g We have examined four examples of different administrative a;-
feyangements utilized to enhanwc appropriate participation in bring-
ing about improvemets in secondary schools of varying size, loca-
tion, clienteles served, and oth.r characteristics. Each administrative
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arrangement has evolved in response to the need to increase involve-
ment in and enhance the quality of schoolwide planning and deci-
sion making.

Here, we consider briefly two questions that must be answered
by the staff of any secondary school in improving its administrative
arrangements and processes:

1. What are the role expectations and relationships among the
administrative team in the local school?

2. What formal structures are necessary to enhance schoolwide
decision making and cooperative planning?

The Administrative Team

Much attention has been paid in recent years to the management
team concept whereby those responsible for the administration of
the school work cooperatively to fulfill organizational and individual
goals (ASCD,1978; Wagstaff, 1973). Undoubtedly, the quality of
the leadership of the principal is a key factor to the success of the
school (Lipham, 1981; Lipham and Daresh, 1979; Lipham & Rankin,
1982). The administrative structure, therefore, should provide the
principal with opportunities to meet and confer both formally and
informally with other members of the administrative team and with
the staff to plan, implement, monitor, and evaluate the progress of
program improvements throughout the school.

Generally, two approaches have been followed in establishing an
effective administrative team: the specialist approach and the
generalist approach. In the specialist approach, such as in Denver
East High School and Steuben Middle School, assistant or associate
principals have specified duties and are responsible primarily for
supervision in such areas as instruction, student personnel, or ad-
ministrative services. In the generalist approach, such as in Hood
River Valley aad Irvine High Schools, the duties of assistant or
associate principals range across all of the functional or decisional
content arcas. In cither case, it is essential that under the leadership
of the principal, the administrative team functions as a vital, cohesive
decision-making group.
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The Schoolwide Decision-Making Body

Whether called an Instructional Improvement Committee, Cur-
riculum Council, or Cabinet, successful secondary schools have
established formal arrangements for insuring that those affected by
a decision have representative involvement in planning, implement-
ing, and evaluating educational decisions. As with the administrative
team, the schoolwide decision-making body functions under the
leadership of the principal who is responsible for chairing meetings,
preparing agendas and minutes, and coordinating the implementa-
tion and evaluation of decisions made. Typically, schedules are ar-
ranged so that the group meets at least weekly, usually during school
time.

In establishing a schoolwide decision-making body, the staff must
pay attention to many issues. Is there a basic commitment of ad-
ministrators and teachers to the philosophy of shared decision
making? This element is essential. How large should the group be?
In some schools the group is so large that active participation in
meetings is curtailed. Who should serve—administrators, department
heads, unit leaders, counselors, teachers, parents, students, others?
Increasingly, there is a tendency to bring parents and students into
the decision-making process. What is the scope of responsibility—
for only some functions, such as curriculum, or for the total pro-
gram of the school? To what extent should teachers participate in
cooperative planning and decision making regarding schoolwide con-
cerns without having a reduction in teaching load or receiving addi-
tional pay for the additional work? Decisions must be made regard-
ing these and other issucs if appropriate administrative arrangements
are to be established to improve schoolwide decision making.

The administrative arrangements at the schoolwide level are ap-
propriate only insofar as they contribute to effective teaching and
advising at the instructional level. Recently, several alternatives to
the traditional departmentalized organization for instruction have
been explored, including the broad field, subschool, and inter-
disciplinary forms of organization for instruction and advising. These
arrangements will be described in greater detail in the next chapter
which deals with organizational arrangements for instruction and
student advising.

R3(r
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SUMMARY

In this chapter we stressed that the administrative arrangements
and processes of the school must facilitate implementing educational
improvement and involving the staff appropriately in decision
making. Research and practice regarding these processes in secon-
dary schools engaged in implementing various components of the
Wisconsin design were examined and explored as a basis for
establishing appropriate administrative arrangements to improve
secondary schooling.

Next, we described and depicted alternative administrative ar-
rangements for schoolwide planning and decision making used in
four secondary schools of different size, grade levels, and other
characteristics. The chapter concluded by considering the importance
of the administrative team and the schoolwide decision-making body
as mechanisms for improving the administration and operation of
secondary schools.
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CHAPTER 9

ORGANIZATION FOR INSTRUCTION
AND ADVISING

James M. Lipham

Whereas our concern in the preceding chapter was with schoolwide
administrative arrangements, this chapter considers the organiza-
tional arrangements needed for effective instruction and student ad-
vising in secondary schools. Inasmuch as Chapter 10 focuses
specifically on teacher-advisor programs, this chapter emphasizes the
organization for instruciion more than the organization for advising:

Comprehensive Objective:

The faculty and students are organized into small groups that per-
mit instruction and advising to be personalized.

Hlustrative Enabling Objectives Pertaining to Instruction;
A staff member of each instructional group:
Chairs the meetings of the group.

Serves on the school's Educational Improvement Committee and
participates in the Committee’s planning and other activities.

Transmits information, decisions, and plans from the teaching
staff to the Educational Improvement Committee.

Transmits information, decisions, and plans to the teaching staff.

" kelated to instruction, each group of teachers, such as an inter-
disciplinary teaching team, cooperatively:

Develops the procedures for planning, monitoring, and evaluating
cach student’s instructional program in each course taught by the
group.

Plans and evaluates the group’s instructional strategies.

234
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Related to the group’s instructional functions, each teacher:
Outlines the content of his or her courses.
Develops the learning guides that students use in the courses.

Plans the instructional methods that are employed in the courses,
including the use of time, materials, and modes of instiuction.

Participates in all aspects of the group's planning and evaluation
activities.

Carries out his or her instructional activities in accordance with
the group’s plans.

The first half of this chapter is concerned with the organization
for instruction wherein the processes dealing with staff personnel
and instructional improvement are considered at the workflow or
teaching level of the school. Then, four alternative organizational
arrangements utilized in secondary schools engaged in implement-
ing one or more components of the Wisconsin design are charted
and described. The chapter concludes by considering some basic
issues to be resolved in improving the arrangements for instruction
and advising in secondary schools.

ORGANIZING THE STAFF FOR INSTRUCTION
AND ADVISING

The improvement of teaching and advising is the foremost func-
tion of the school. An important factor in determining the success
or failure of a school is the ability of the principal to organize the
staff appropriately to engage in assessing educational needs, setting
instructional objectives, improving teaching and learning activities,
and evaluating educational outcomes (Lipham, 1981). Working with
individuals and groups of teachers to align educational needs, ob-
jectives, curricula, and outcomes is a demanding job that requires
the principal to have 2 broadly developed set of understandings,
skills, and attitudes. There is a vast difference between ‘‘knowing
about’’ the instructional program and being intimately involved in
its design, development, implementation, evaluation, and refinement
(Notar, 1980).
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Studies show that principals of effective schools:

1. Are committed to instructional improvement (Georgiades,
1979; Trump, 1977; Wellisch et al, 1978).

2. Show thorough and intimate knowledge of classroom
teaching activities (Austin, 1979; Venezky & Winfield,
1979).

3. Monitor the effective use of classroom time (Denham &
Lieberman, 1980; Fisher et al, 1978).

4, Engage actively in instructional improvement (Cawelti,
1980; Georgiades, 1978; Goodlad, 1977; Huitt & Segars,
1980).

5. Have positive attitudes toward staff and students (Clark,
Lotto, & McCarthy, 1980; Ianni & Reuss-lanni, 1980;
Olivero, 1980).

In organizing the staff for instruction and advising, the principal
pays attention to the essentia’ educational processes of setting goals,
clarifying roles, providing leadership, improving decision making,
and planning for and implementing change as they are operative at
the technical level of the school organization. Here, the principal’s
active involvement in the staff personnel functions of recruitment,
identification, assignment, orientation, supervision, development,
and evaluation are crucial to program success. In many districts, en
bloc staff allocations to buildings are the norm, hence the staffing
decisions made by principals affect substantially the achievement of
schoolwide objectives (Bossert et al, 1982; Morris et al, 1982).

Principals recognize that without capable teachers it is impossible
to count on any other factors related to instructional effectiveness
(Duke, 1982). They also know that careful attentior. to recruitment,
identification, assignment, and orientation of staff at the outset is
a wise investment of time, reducing considerably later remedial or
“‘catch up” efforts (Brundage, 1980).

Regarding staf{ assignments, an equitable division of labor and
of leadership responsibilities must be established. Kawleski (1977)
discovered, for example, that most school staffs are better at
cooperative planning than they are at cooperative teaching. When
people work together closely day in and day out ways must be found
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to increase task interdependence as well as planning interdependence.
An equitable division of work responsibilities must be reached, par-
ticularly among staff members within departments, broad fields, and
Instruction and Advisory units, since the size of teaching-learning
groups, instructional activities, numbers of advisees, and other load
factors may vary considerably from time to time.

Regarding staff supervision, principals in successful schools devote
sustained effort to the coordination and control of instruction and
are skilled at the tasks involved (Maryland State Department of
Education, 1978; New York Office of Education, 1974). They make
themselves available to discuss teachers’ problems and ideas (Chesler,
Schmuck & Lippitt, 1975); they do direct observations of teachers’
work and hold them accountable for fulfilling their duties (Leithwood
et al, 1982); they discuss instructional issues and work problems with
staff (Wellisch et al, 1978); and they are supportive of teachers’ ef-
forts to improve (California Department of Education, 1977). At
the same time, principals recognize that teachers, especially in schools
where they are teamed and work closely together, do not respond
positively to close supervision (Schmuck, Charters & Carlscn, 1981),
but, instead, appreciate principals who consistently emphasize educa-
tional objectives and who offer support and resources for attaining
those objectives (Center for Educational Policy and Management,
1982).

Although the form of organization for instruction sets general
expectations for role performance, the informal interpersonal work-
ing relationships within the school and its subunits largely determine
program success. The quality of these interactive interpersonal rela-
tionships is particularly important in schools engaged in educational
programming for the individual student because the number of
primary, continuing interactions within, between, and among groups
of administrators, teachers, students, parents, and others is much
greater than in the traditional school. Although it is hard to express
the essence of the multitude of interactions involved in serving as
a staff member in a teaching team, we wish to highlight the impo1-
tance of interpersonal compatibility among team members. Interper
sonal compatibility concerns the extent to which the needs, disposi-
tions, abilities, and interests, as well as values, of the members of
a primary work group are ccmplementary. Decisions made regard-
ing ““who works with whom on what and for how long”’ are much




ORGANIZATION FOR INSTRUCTION AND ADVISING 229

more than organizational-structural; they are personal-individual,
since it is the people who make any organization work.

Regarding interpersonal compatibility among teaching teams,
studies (Evers, 1974; Gilberts, 1961) have shown that the personal-
ity variables involved in the selection and assignment of staff to teams
or Instruction and Advisory units within the school may be much
more significant than the role variables. Therefore, in designing an
appropriate organization for instruction and advising, one must pay
close attention to both the selection of staff members and their assign-
ment to compatible work units. Many schools have found inservice
activities in group dynamics, issue identification, sensitivity train-
ing, and strength bombardment to be helpful in increasing interper-
sonal skills and compatibility among the staff of the teaching units
and the total school.

Adequate, appropriate, systematic staff development is absolute-
ly essential for the school to be successful (Lehr, 1979; Lipham, 1981,
& Davis, 1982). Such inservice training should help new staff
members acquire the understandings, skills, and attitudes required
to assimilate them successfully, rather than assuming that, as with
“‘old timers,”’ new staff meinbers understand and are committed to
program goals and objectives (Watkins, 1978). Effective inservice
programs make provisions for meeting specific, identified training
needs of staff; engaging the staff in active, rather than passive, learn-
ing activities; and providing the staff with appropriate immediate
and long-term firancial rewards for participation (Lehr, 1979; Davis,
1982). In sum, effective principals “put their money on preparing
people’’ and effective schools result.

Rather than overemphasing formal, summative staff evaluation,
effective principals often use informal, progress evaluation to im-
prove staff performance, motivation, and morale. They know and
understand the strengths and weaknesses of individual staff members
and interact continually with them, suggesting activities and
resources, critiquing progress toward goals, and commending per-
formance (Brittenham, 1980; Zimman, 1980). And even though the
formal reward system in schools is weak, effective principals find
informal ways to acknowledge and recognize the earned achievemenis
of staff members.

The organization for instruction and advising must also be
represented appropriately in schoolwide decision making. Recogniz-
ing that teachers often feel deprived from making important educa-
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tional decisions, effective principals establish formal schoolwide
Instructional Improvement Committees or Councils that include
representative teachers and others from each instructional unit or
department (Lipham & Fruth, 1976). Such committees set schoolwide
goals, policies, and objectives and foster the implementation and
evaluation of all programs within the school. These representative
committees enhance staff participation in decision making (Dunstan,
1981; Rankin, 1981). Teachers on such committees often become
involved, not only as a result of their individual interest and exper-
tise, but also because of the need to represent constituent interests
(Brittenham, 1980; Zimman, 1980). Such decision involvement
inspires commitment from staff members when they see their par-
ticipation as being legitimate and the council or committee actually
making important educational decisions (Artis, 1980). Often, such
formal committees exert considerable impact on the effectiveness of
the school—particularly if the principal and the staff are committed
to a philosophy of shared decision making (Watkins, 1978). In such
schools, staff involvement does not *‘water down’” decisions; it
renders them more potent (Kawleski, 1977; Moyle, 1977; Nerlinger,
1975). In addition, informal, ad hoc committees and task forces,
with membership based on relevance, interest, and expertise, are pat-
ticularly helpful for ensuring effective decision making by
those close to the point of implementation (Dunstan, 1981; Rankin,
1981). Therefore, the output and productivity of both ad hoc and
formal committees is often instrumental to the success of the school.

In addition to the formal and informal organizational structure,
the organizational climate, “‘atmosphere,’” or ‘‘tone’” of the school,
in terms of human relationships, continually emerges as crucial to
a school's success. Thus, the principal seeks to balance the emphasis
on organizational goals and roles with an empha:is on individual
interests and abilities, so that the climate of the total school and that
of the units and classrooms within it is conducive to effective teaching
and advising.

ALTERNATIVE ARRANGEMENTS FOR
INSTRUCTION AND ADVISING

Teachers and students are organized in many different ways for
instruction and for advising. Moreover, there is a considerable dif-
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ference between middle schools and high schools because of the dif-
ference in the subject matter, or courses, required of all students.
There are very few elective courses in the middle school but there
are many, including the required subjects in the high school.

In middle schools that implement this component of the design,
the academic teachers and students are typically organized into
groups in such a way that the academic teachers both teach and ad-
vise their group of students. In many middle schools, the advising
is quite informal, carried out during the block of time that the
teachers have the students for instruction. In most high schools in
which teachers serve as advisors, the instruction is not provided by
a team even though the teacher advisors may be organized into in-
terdisciplinary teams. As a matter of fact, there is very little team
teaching in high schools involving three or more teachers after the
last grade in which all students are required to take English,
mathematics, science, and social studies. In some high schools this
occurs in Grade 9 and in other schools in Grade 10.

There is considerable variability with respect to the insttuctional
role of teams both at the middle school and high school levels. In
some teams, the members merely meet together and keep one another
informed of what they are teaching and how they evaluate. In other
teams, the members confer with each other about the content to be
taught, how it will be taught, the evaluation tools that will be used,
and all other elements of the instructional process. Moreover, they
reach consensus on these matters. Then they carry out the instruc-
tion according to the team’s plan. In some schools when carrying
out the instructional process, two or more of the teachers meet with
a larger group of students, and sach teacher contributes to the in-
struction. The most typical procedure is for each teacher to have
a group of students for a specified time period and to teach these
students according to the team’s plan.

Another matter is quite critical with respect to teaming and in-
struction. In some schools each team is given considerable freedom
in determining its own procedures related to planning, teaching, and
evaluating. In other schools, all teams are encouraged to use iden-
tical procedures. Similarly, within teams the amount of freedom for
individual teachers varies. In line with the philosophy of the design,
the recommended practice is to encourage freedom rather than to
demand conformity. This practice heightens teacher creativity,
motivation, and morale. At the same time that freedom is encour-
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aged, each teacher and each team is held accountable for
productivity.

Regardless of the extent to which the team members plan or teach
with considerable independence or in an integrated manner, team-
ing provides a powerful means of improving instruction. School ad-
ministrative officials, curriculum coordinators, counselors, and
others can meet and confer with the team, rather than with each in-
dividual teacher. The team members can come to understand their
students better. The team can set goals for its students and can work
together to achieve the goals. As will be indicated in Chapter 13,
research shows that goal setting followed with planning to achieve
the goals provides a realistic means of raising student achievement,
improving student attitudes and self-concepts, increasing attendance,
and attaining other desired outcomes.

Our purpose here is not to explain the individual educational pro-
gramming strategy (Chapter 2), the individual instructional program-
ming strategy (Chapter 3), the goal-setting strategy (Chapter 7), or
the advising process (Chapter 10). Rather the focus is on the organiza-
tional structure that facilitates the implementation of the strategies
and the advising process. We will now examine the organization for
instruction and advising in four secondary schools—two middle
schools and two senior high schools. Each example includes a descrip-
tion of the organizational arrangements utilized for teaching and stu-
dent advising.

Steuben Middle School, Milwaukee, Wisconsin*

Steuben Middle School in Milwaukee, Wisconsin, enrolls approx-
imately 850 students in grades 6, 7, and 8. As described previously
and shown in Figure 8.4, Steuben Middle School is organized into
seven Instruction and Advisory (I & A) units, each of which con-
sists of approximately 120 students, four teachers, and an aide. These

*This description is based on: H. J. Klausmeier and J. C. Daresh,
A description of Steuben Middle School, 1977-78. Madison: Wiscon-
sin Research and Development Center for Individualized Schooling,
1979. Some changes may have occurred in this school’s practices since
1977-78. The same is true of the other descriptions of school prac-
tices which follow.
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teachers are responsible for the students’ instruction in English,
reading, mathematics, science, and social studies. In addition to the
seven I & A units, there are two units consisting of specialist teachers
who consult with the I & A unit teachers and teach the allied arts
to all students. Another unit consists of teachers of special and ex-
ceptional education. They also consult with the teachers of the I &
A units and teach small groups of exceptional students.

Instruction is planned by the teachers in each I & A unit working
as a team. The teachers of each unit have a joint planning period
cach day; in addition, each teacher also has an individual daily
preparation period. The team planning period is devoted to matters
dealing with instructional strategies, materials, and student activities.
In addition, meetings may be held with the principal, curriculum
coordinator, counselors, resource personnel, or parents during the
team planning period.

Although the instructional day is divided into seven modules of
approximately 50 minutes, bell times are relevant only for specialist
sections of the students’ day. At other times, flexible scheduling by
unit teachers is used so that activities which go beyond 50 minutes
may be incorporated into the instructional plan. The staff of each
I £ A unit utilizes large group, class group, small group, student
pairs, and individual arrangements, as appropriate. Each team ex-
ercises much initiative in determining its methods. In teams com-
posed of teachers initially certificated as elementary teachers, the
teachers tend to teach more than one subject and also to develop
and implement a team plan of teaching and evaluating. In teams com-
posed of teachers initially certificated as high school teachers the
tendency is to teach one subject and to proceed with considerable
independence of other team members.

The instructional materials used consist of a combination of com-
mercially available items and materials developed by the Steuben
teachers. The materials purchased or developed have the following
characteristics:

1. Clearly stated instructional objectives,

2. Pretests and other evaluation procedures to ascertain each
student’s level of achievement related to the objectives,

3. A variety of possible learning activities by which students
may attain the objectives,

4. Posttests or other evaluation procedures to ascertain each
student’s level of achievement related to the objectives,
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5. Record keeping forms and procedures, and

6. Guidelines regarding the sequencing of instruction.

The progress of individual students is evaluated by the I & A unit
staff so that students are able to progress appropriately from one
unit of instruction to the next. Each unit staff member serves as a
homeroom advisor to a group of students, keeping track of their
educational progress and reporting to parents. The advising is
relatively informal.

In summary, the organizational arrangement for instruction and
student advising at Steuben Middle School provides flexibility to the
staff of each I and A unit and maximizes the utilization of the
specialized resources available in the school. Another middle school
provides a more highly structured organizational arrangement for
instruction and advising.

Webster Transitional School, Cedarburg, Wisconsin*

Located north of Milwaukee in Cedarburg, Wisconsin, Webster
Transitional School is a middle school that enrolls about 700 students
in Grades 6 through 8. The school is structured into eight academic
I & A units, an allied arts team, and a support team. Each academic
unit is composed of 75 to 100 students and a team of three to four
teachers. Five of the academic units are composed of sixth and
seventh graders, while three include only eighth graders. The teachers
of each I & A unit are responsible for the instruction of their students
in language arts, reading, mathematics, science, and social studies.
The allied arts team is composed of 12 teachers; two each from in-
dustrial arts, home economics, and art; three from music; and three
from physical education. The support team has eight members and
includes the director of the instructional materials center, two
guidance counselors, a reading consultant, and four special educa-
tion teachers.

*This description is based on: H. J. Klausmeier and J. C. Daresh,
A description of Webster Transitional School, 1977-78. Madison:
Wisconsin Research and Development Center for Individualized
Schooling, 1979.

R243:




ORGANIZATION FOR INSTRUCTION AND ADVISING 235

Team teaching and student advising are enhanced by the physical
design of the building. Each I & A unit is housed in a separate pod.
The large open areas of the pods and movable furniture allow
teachers to utilize different groupings for instruction, including large
group, smali group, and individual study. Instructional materials are
cither stored in the pod or are within easy access in either of two
instructional material centers. The students of each unit have direct
access to an IMC.

The primary functions of I & A teams ase tc plan instructional
programs appropriate for each student, to teach, to evaluate, to ad-
vise students, and report to parents. Within each team, a specialist
is identified for each subject. This specialist assumes responsibility
for formulating the objectives of the particular subject for the
students of the unit. This teacher is also a member of a subject team
of the school and works on developing objectives and content in the
subject on a schoolwide basis. For example, a teacher with exper-
tise in language arts identifies the objectives in language arts for the
students of the unit and plans the related teaching activities and
evaluation procedures for the team. The specialist in each subject
field may also teach the subject to all students of the unit without
the assistance of other team members, or other team members may
also teach the subject to some of the students in the unit.

Every teacher of each I & A unit teaches some of the students the
basic skills which the team identifies as needed by the students. Each
team sets a time when each teacher teaches a different skill in the
same subject to students who have not yet mastered the skills. Deci-
sions regarding the use of time, facilities, and materials are made
by the team as a whole.

Grouping of students for instruction is a team task. The use of
time and the arrangements of students into instructional groups and
for individual study are flexible within each I & A unit. Flexible ways
for using time include longer blocks per day in any subject or not
having instruction in every subject every day.

The unit staff plans cooperatively as a team. There are no for-
mally designated team leaders. Instead, members of each team share
the responsibility for four positions that generally rotate monthly
or quarterly: team leader, team recorder, representative to the Faculty
Advisory Committee, and Student Council advisor for the pod. The
person who serves as team leader establishes the agenda and chairs
the formal weekly team meeting. During these meetings major in-

Q
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structional decisions are made for the unit, teaching assignments are
made, evaluation results are discussed, and nonteaching tasks are
shared.

Each teacher of an I & A unit serves as an advisor to scme of
the students of the unit. The teacher-advisor program at Webster
will be described in detail in the next chapter. Members of the allied
arts team and the support team join the academic teachers for ad-
vising. The teacher advisors meet with their advisees on Mondays
and Thursdays. Whole group, small group, and individual activities
during these sessions deal with goal setting, decision making, values
clarification, career awareness, and other matters. Some advisors
also meet with their groups or with individual students outside the
regularly scheduled sessions to discuss educational progress and meet
with the student’s parents.

Having described the organization for instruction and advising in-
middle schools, we now examine the arrangements used in senior
high schools engaged in implementing one or more componerts of
the Wisconsin design.

Hood River Valley High School, Hood River, Oregon*

Hood River Valley High School is a comprehensive school enroll-
ing approximately 750 students in Grades 10, 11, and 12. The staff
consists of a principal, two associate principals, three guidance
counselors, and 45 teachers. As shown previously in Figure 8.2, the
staff is organized into six broad fields: mathematics/science, physical
education/driver education, vocational education, humanities,
guidance, and the resource center. Within each broad field, if there
are four or more teachers in the same subject, a team leader assists
the coordinator.

Each staff member, including the associate principals, teachers,
counselors, and classified staff is assigned a group of 15 to 20
students for advising. The advisor, called a guide, meets daily with

*This descriptiun is based on: H. J. Klausmeier and J. C. Daresh,
A description of Hood River Vailey High School, 1977-78. Madison:
Wisconsin Research and Development Center for Individualized
Schooling, 1979.
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his or her students individually or as a group. The guide assists the
students with scheduling courses and learning units, monitors
academic progress, and serves as the contact person between the
school and the home. As necessary, students may be referred by the
guide to a guidance counselor. Each of three counselors coordinates
the activities of one-third of the guides and their advisees and is also
responsible for any additional counseling needed.

The curriculum of the school is organized into courses made up
of learning units with performance objectives that are designed so
that most students are able to complete them in three weeks. Students
must master the objectives in order to receive credit toward high
school graduation. Courses vary in length; the shortest course has
a single learning unit and the longest course has ten learning units.
Alternative learning activities for each unit include large group or
small group work, the use of audiovisual materials, or selected in-
dependent study in the IMC.

The members of each academic team are responsible for planning
the units of instruction which are then submitted to the schoolwide
curriculum committee for approval. Team planning is also essential
for sequencing the three-week units of instruction, sharing facilities
and instructional materials, carrying out the instructional activities,
and evaluating student progress. Within this organizational arrange-
ment, the major expectations of teachers are as follows:

1. Teach five 55-minute class periods each day.

2. Meet with their guide groups for two 30-minute pericds and
three 10-minute periods each week.

. Spend one 55-minute period each day preparing for teaching
or related activities.

. Take care of other obligations, such as staff meetings, and
individual conferences with students, parents, and other
teachers.

A different arrangement for instruction and student advising is
used in a larger suburban senior high school.
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Cedarburg High School, Cedarburg, Wisconsin*

Cedarburg High School enrolls 1,100 students in Grades 9 through
12. As shown in Figure 9.1, at Cedarburg a majori., of the facuity
teaches separate subjects of class-sized groups in the familiar depart-
mental arrai.gement. The teachers and students of Grade 9, however,
are organized into Instruction and Advisory (I & A) units. The
departments and the I & A units are represented on the schoolwide
Educational Improvement Committee.
The administrative staff of Cedarburg High consists of the prin-
cipal and three assistant principals. Each administrator has
designated responsibilities. Instruction throughout the school is
coordinated by the Educational Improvement Committee which
meets monthly and includes the assistant principals for instruction
and for student services, and representatives of the departments and
I & A units. Meetings of this group are devoted to reviewing
schoolwide policy and stating schoolwide objectives.
Each I & A unit has 100 students and a team of four academic
teachers. The students receive their instruction in English, mathe-
matics, science, and social studies from a team of four teachers and
an aide. Qutside of these required subjects, students elect courses
in the traditional subject departments.
The acadzmic teachers in the Grade 9 teams serve as educational
advisors to their students. Each other academic teacher serves as an
advisor to about 25 students of Grade 10, 11, and 12.
The unit teachers, the aide, and the team leader meet each morn-
ing during a common team planning session. At this time, team
members exchange infc:mation concerning individual students; work
on curriculum; plan for activities, such as parent-student-teacher con-
ferences; and devise ways of utilizing the five-hour block of instruc-
tional time allocated for the team each day. Decisions conce.ning
the scheduling of specific classes for the block of time are made each
day.

|

*This description is based on: J. C. Daresh and H. J. Klausm.ier,
A descripiion of Cedarburg High School, 1977-78. Madison. Wiscon-
sin Research and Dex elopment Center for Individualized Schooling,
1979, and other information regarding the school in the 1982-83
school year.
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In summary, the organizational structure of Cedarburg High
School includes departments, I & A units in Grade 9, and teacher
advising in the other three grades.

IMPROVING THE ORGANIZATION FOR
INSTRUCTION AND ADVISING

We have presented examples of four different organizational ar-
rangements for instruction and advising in secondary schools of vary-
ing size, location, clienteles served, and other characteristics. Each
has evolved in response to the need to enhance the instruction and
advising of individual students in secondary schools.

Here, we consider briefly two issues that must be addressed by
the staff of any secondary school in improving its organizational ar-
rangements for instruction and for advising:

1. What is the educational philosophy of the school?

2. What is the nature of the curriculum and the total educa-
tional program of the school?

The Educational Philosophy of the School

The basic values held by administrators, teachers, students,
parents, and others exert a powerful influence on the behavior and
outcomes of the total school organization. Research (Klausmeier,
1978; Watkins, 1978; Dunstan, 198l; Rankin, 1981) has shown that
in order for the implementation of improvement to be successful a
reasonable degree of consensus must be established regarding the

.. goals and objectives of the school. Moreover, agreement must be

:}3 reached regarding which specific components of the design for im-
% provement are viewed by the staff as philosophicaily desirable and
L~ operationally useful in specific school situations.

¥*  Undoubtedly, the educational values held by the staff result from
g a host of complex personal variables and situational influences
~through time, hence they seem almost impervious to change. Even

L's0, school leaders must first give attention to assessing both the nature
uand extent of agreement on educational values and then engage in
~fonsensus building activities. Failure to do so prior to program im-
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plementation tears the school asunder. In some secondary schools,
for example, staffs become polarized regarding the philosophy of
decision-making involvement, the desirability of teachers also serv-
ing as advisors, the involvement of citizens and parents, or any of
several other values issues. Hence, many exemplary schools engage
in values clarification, consensus building, and other organizational
and staff development activities prior to and during the implemen-
tation of a major change.

The Educational Program of The School

The organizational arrangements for teaching and advising must
be designed to plan, manage, support, and evaluate the educational
activities of the school. Hence, the organizational arrangements
described in this chapter were those used in four schools wherein
sustained attention was given to educational programming for the
individual student, curriculum arrangements, experiential learning
and career education, student participation in decision making,
cvaluation of student learning and educational program, or other
components of the Wisconsin design.

In the previous chapter we indicated that different administrative
arrangements are appropriate for schools of varying size, grade
levels, and other characteristics. In this chapter we presented alter-
native forms of school organization to improve instruction, advis-
ing, or both. These include the departmental structure, the broad
field structure, and the interdisciplinary structure. In many schools—
particularly high schools—the departmental structure prevails for
providing most of the instruction, yet these schools have also
established special arrangements for formal student advising. These
arrangements for the operaiion of teacher-advisor programs will be
depicted and described in the next chapter. Analysis of the school’s
administrative arrangements, organization for instruction, and struc-
tures for student advising should be helpful to secondary school staffs
engaged in planning and implementing educational improvement.
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SUMMARY

In this chapter we examined different ways of how to organize
the secondary school for effective teaching and student advising.
First, we examined organizational relationships in terms of the staff
personnel functions of orientation, assignment, supervision, interper-
sonal relations, inservice training, and evaluation. Then, detailed
descriptions of the organizational arrangemeats for instruction and
advising were presented for four secondary schools engaged in im-
plementing one or more components of the Wisconsin design. The
chapter concluded by stressing that agreement on educational
philosophy and the nature of the educational program is essential
for implementing a school imprevement effort.
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CHAPTER 10

TEACHER-ADVISOR PROGRAMS

James M. Lipham and John C. Daresh

Increasingly, secondary schools are establishing teacher-advisor
programs wherein teachers work closely with students as advisees.
In such schools, teachers know and understand their advisees as
individuals and care about their educational, personal, and social
growth, Similarly, students and their parents have an adult within
the school to whom they can readily turn for assistance.

The purpose of this chapter is to clarify the comprehensive and
enabling objectives of Component 7 of the design for the renewal
and improvement of secondary education that focuses on student
advising:

Comprehensive Objective:

The faculty and students are organized into small groups that permit
instruction and advising to be personalized.

Hlustrative Enabling Objectives:

Related to advising, each group of teachers, such as an inter-
disciplinary team, plans the group's advising activities related to.

Promoting the educational development of each student.
Increasing schoolwide communication.

Improving home-school-community relations.

Enhancing the personal and social development of each student.

Related to advising functions, individual staff members with
assistance of a guidance counselor:

Serve as advisors to students.
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Assume responsbility for planning, monitoring, and evaluating
their advisee's educational programs and for attaining other ob-
jectives of the advising program.

In schools with teacher-advisor programs agreement usually has
been reached on the following:

1. The school should attempt to meet the total needs of in-
dividual students—-academic, personal, and social.

2. The need exists to bring about a continuous, trusting, and
helping relationship between adolescents and adults so that
secondary schools can become more personalized.

3. The need exists to improve and enhance relationships among
teachers, students, and their parents.

4. The need exists to help students develop a greater sense of
identity, parpose, and self-understanding.

Teacher-advisor programs may be arranged to fulfill one or all
of the following functions: (a) promoting the educational develop-
ment of the students, (b) increasing schoolwide communication, (c)
improving home school-community relations, and (d) enhancing the
personal and social development of the students. Each of these func-
tions is now examined.

PROMOTING EDUCATIONAL DEVELOPMENT

Although secondary schools have assumed responsibility for
meeting many expectations, they are, first and foremost, academic
institutions. In fact, through the years, the major task of the schools
has been that of emphasizing intellectual achievement. The cor-
nerstone of all activities that take place in the school is this educa-
tional purpose. Therefore, the central function of the teacher-advisor
program is that of promoting the educational development of the
students.

To understand what this function implies, we can contrast the role
of the teacher in a typical secondary school with that wherein the
teacher also serves as an advisor. Typically, a teacher is able to ex-
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press concern for the academic performance of students only occa-
sionally and informally. Rarely is the teacher able to do much more
than ask the student how he or she ““is doing'’ in other classes.
Beyond this, the teacher finds it difficult to assist the student out-
side the teacher’s regular classes. By contrast, the teacher as an ad-
visor meets with a particular group of students regularly in group
sessions and in individual conferences. Formal procedures are
established which require the teacher to ascertain the extent to which
advisees are making satisfactory progress in meeting course cbjec-
tives, pursuing their interests, and making progress toward immediate
and eventual goals. The important distinction between this approach
and that of ‘““How are you doing in your classes?*’ is that the con-
cerns of the teacher, the student, and the student's parents or guar-
dians are translated into a continuous, formalized monitoring
process.

Providing continuous educational advisement includes three essen-
tial processes: planning the educational program with the advisce
and his or her parents or guardians, monitoring the progress that
each student is making toward short- and long-range goals, and
evaluating the advisee’s educational program at least once per year.
The teacher-advisor should meet formally at least once each semester
with each advisee and his or her parents to select a program of cur-
ricular experiences and extracurricular activities appropriate for
meeting the advisee's educational and career goals. Not only must
state and local requirements be met, but appropriate attention also
must be paid to the wise choice of elective courses and activities ap-
propriate for each student.

In addition to the choices across courses, choices must be made
within courses. In some secondary schools, the educational program
is structured to allow considerable flexibility for students to select
different objectives within courses, different levels of difficulty, and
different rates of time to achieve the objectives. In such schools, the
teacher-advisor fulfills a monitoring role by meeting with advisees
regularly to see that they are choosing appropriate objectives and
units of instruction, engaging in the learning activities, and attain-
ing the objectives. In short, the teacher-advisor moniturs each ad-
visee's educational progress. In so doing, the teacher-advisor not only
works closely with the student and his or her parents but also in-
teracts frequently with the advisee’s other teachers.
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INCREASING SCHOCLWIDE COMMUNICATION

Schoolwide communication is increased to the extent that teacher
advisors work with other staff members in the school and the district
to undersiand and meet the needs of their advisees. Thus, an effec-
tive teacher-advisor program increases communication within the
school as well as between and among the schools of a district.

The teacher-advisor program helps to improve communication
within the school in a tumber of ways. First, meetings between
teacher advisors and their advisces are the ongoing vehicle for the
transfer of schoolwide information and policies from the administra-
tion to students. In this way, the teacher-advisor program functions
much like a traditional homeroom. Explanai.ons of schoolwide
policies and announcements concerning activities are given to ad-
visees. In schools wherein teacher-advisor groups meet daily, these
managerial matters usually occupy the first few minutes of the
meetings.

Second. communication within the school is enhanced by the
teacher-advisor program since each teacher adviscr must understand
the total educational program of the school if the basic function of
educational advisement is o be fulfilled effectively. Such widespread
knowledge of the total school's program on the part of teachers
stands in sharp contrast to that in typical schools wherein, at best,
teachers may be familiar only with offerings in their own depart-
ments, teams, or instructional units.

Communication also is increased within the school since the
teacher advisor often acts as the liaison between the individual stu-
dent and his or her other teachers. For example, students may discuss
difficulties in any of their classes with their advisors. Likewise, other
teachers are able to come to the advisor with concerns relating to
astudent’s performance in their classes. The effect is that more peo-
ple are discussing the educational progress of students.

Communication between or among the schools of a district also
may be enhanced by a teacher-advisor program. Teacher advicnrs
in secondary schools often serve as linkage agents with the other
schools in the district. Senior high school advisors are able to become
familiar with the programs in the feeder intermediate schools. Mid-
dle or junior high school advisors develop understanding of the pro-
grams in their feeder elementary schools and also in the high schools
to which their advisees will go. For example, some school districts
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have deliberately established a policy wherein advisor groups mnve
intact from one level of schooling to tie next, thus providing students
with a familiar group with which to identify in their new school.
Thus, a smoother transition for students is provided as they pro-
ceed from one school to another. Moreover, teacher advisors in the
receiving school are able to visit in advance with their advisees and
their current teachers in the sending school. Information is shared
regarding each advisee’s previous progress, interests, and
achievements to enhance suitable school placement. Thus, com-
munication among schools is improved.

IMPROVING HOME-SCHOOL-COMMUNITY
RELATIONS

In many secondary schools, communications between the school
and the home generally take place only when issues of immediate
interest arise. For example, most parents know or hear little about
their child’s progress in school other than through periodic grade
reports. Other communications from the school are often negative
and received only when the student is having either an academic or
behavioral problem. By contrast, the teacher-advisor program serves
to bridge the communication gap between the school and the home.
Since one teacher is able to develop relationships with a particular
group of students over time, the teacher advisor becomes the ob-
vious contact person in relations with the home.

In schools with teacher-advisor programs most contacts between
the school and the home involve the teacher advisor. Grade reports
and oiher official communications may be sent not only from
the principal's office, but also from the teacher-advisor. At Cedar-
burg High School, for example, written grade reports are prepared
by advisors and sent often. Each teacher advisor, regardless of his
or her subject area of specialization, is aware of the progress of
students in all curricular areas. When parents wish to know how their
child is doing in school, or even when they have no specific con-
cerns about a particular subject, the teacher advisor is able to give
a complete picture of the student’s progress or lack of it.
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Increasingly in secondary schools, teacher-student-parent con-
ferences are being utilized, at least once each semester, as a formal
means of reporting student progress to parents. Many schools alter-
nate the use of written grade reports with the conduct of such con-
ferences. The teacher-advisor program facilitates this process, since
the teacher advisor monitors the total progress of each advisee. In
some secondary schools, teacher-student-parent conferences are led
by students, thus providing for self-assessment and student participa-
tion in decision making. Still other secondary schools alternate the
use of teacher-student-parent conferences with only teacher-parent
conferences. Regardless of the specific plan used, parent conferences
enhance direct, two-way communication between the school and the
home.

In schools with teacher-advisor programs, the contact between the
school and the home is not confined simply to grade reporting.
Parents realize that if they have any questions about how their child
is progressing, ther the teacher advisor can be contacted. This rela-
tionship is not only beneficial to parents who wish immediate
responses to their concerns, but also to teachers and the total school.
Increased formal and informal contacts with paients allow teachers
to advise parents of any potential difficulties that may arise, and
conversely. Thus, the school is viewed favorably because it is respon-
sive to the concerns of teachers, students, and parents. Moreover,
appropriate attention can be paid to helping each student plan
systematically to meet educational and career goals.

In addition to the formal and informal contacts between teachers
and parents, the teacher-advisor program expands teachers’ school-
rommunity relationships. In providing educational advisement,
teacher advisors come to know, understand, and work with the larger
community. As described in Chapter 5, the programs in some secon-
dary schools include experiential learning in the cominunity as well
as within the the school. As teacher advisors become familiar with
the total program of the school, therefore, their understanding and
appreciation of the contribution of community agencies to the educa-
tional enterprise, in general, and to the development of their advisees,
in particular, are increased.
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ENHANCING PERSONAL-SOCIAL
DEVELOPMENT

The fourth function of an effective teacher-advisor program is that
of enhancing the personal and social development of students. In
so doing, teacher advisors help their advisees learn more about
themselves and their relations with others.

Traditionally, concerns about the personal and social development
of students have been the domain of the guidance and counseling
staff of the secondary school. But how can the guidance staff do
an adequate job of helping hundreds of students in the area of per-
sonal and social growth and development? In traditional schools,
the counselor-student ratio typically is so large that only a few
students are able to have meaningful personal interaction with
counselors. By contrast, in schools with teacher-advisor programs
all students work continually with an informed and concerned adult.

Schools that have used teacher-advisor programs to enhance the
personal and social development of students have been suscessful
only by carefully preparing teachers to work with students in this
domain. Of all the functions that a teacher advisor fulfills, none is
more likely to cause greater anxiety than the expectation that teashers
will help students in personal-social development. Typically, teachers
say, “I'm not trained to be a counselor.” While this may be true,
it contains two fallacies. First, the role of teacher-advisor does not
require teachers to fulfill the role of the professional counselor.
Counselors are still the people who work with students needing
specialized assistance. Counselors must be able to exercise their ex-
pertise so that teachers can refer students with particular problems
to them, just as counselors may refer students with severe problems
to other agencies. The second fallacy is that in order to serve as an
advisor, the teacher must have extensive training. Inste.d, the
teacher-advisor program simply requires staff members to under-
stand the role of advisor and be willing to serve as responsible
resource people. If students need in-depth assistance beyond what
the teacher can comfortably provide, appropriate procedures must
be used for proper referral. As professionals, teachers should be will-
ing and able to help young people beyond simply conducting classes.

To help teachers become comfortable as advisors, some schools
have devised comprehensive programs for fostering the personal and
social development of students. For example, in many schools teacher
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advisors are given complete plans for activities to enhanc personal
and social growth. These plans, which resemble typical lesson plans,
contain step-by-step instructions regarding activities that are appro-
priate at different times during the school year and how the activities
should proceed. At Webster Transitional School, for example, the
total staff participated in developing and selecting exercises included
in the teacher advisor’s resource guide. In addition to certain ac-
tivities used schoolwide, such as respect for the rights of others, care
of school property, and skills in individual decision making, optional
activities may be elected and used. Adequate planning time is pro-
vided each week for the team of teacher-advisors to select appropriate
activities, to plan for the use of their advising time, and to evaluate
the effectiveness of the advising activities. Such planning ensures that
all students, regardless of advisor, are exposed to appropriately
selected activities during their three years in the school. Then, if a
student changes his or her advisor there is continuity across the
various advisor groups in the school.

To see how the functions of educational advisement, schoolwide
communication, home-school-community relations, and personal-
social development are fulfilled in middle, junior, and senior high
schools, we describe the arrangements for teacher-advisor programs
used in four selected secondary schools.

ALTERNATIVE ARRANGEMENTS FOR
TEACHER-ADVISOR PROGRAMS

In this section we describe teacher-advisor programs as they are
organized and operate in four secondary schools—two senior high
schools, a junior high school, and a middle school. Each example
includes a brief description of the school, the organizational arrange-
ments for advising, and the operation of the teacher-advisor pro-
gram. Since the schools represent a wide range in size, location, and
clienteles served, their teacher-advisor programs also differ.

Wilde Lake High School, Columbia, Maryland

Wilde Lake High School is located between Washington, D.C.,
and Baltimore, Maryland. It is a comprehensive senior high school
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Figure 10.1 The Organization for Advising at Wilde Lake High
School, Columbia, Maryland

that enrolls about 900 students in Grades 9 through 12. Approximate-
ly 80 percent of the students enter college after graduation. The
school is housed in a circular, open-concept building, the hub of
which includes administrative and counseling offices, a staff plan-
ning area for teacher offices, and the instructional media center. The
staff is comprised of the principal, a vice principal, and an adminis-
trative assistant; two media specialists; three guidance counselors;
and approximately 60 certificated and classified staff.

As shown in Figure 10.1, the school is organized for advising into
three clusters, each of which is under the direction of a counselor.
Each counselor coordinates the activities of advisor groups within
his or her cluster. An administrator also serves as a resource to cach
cluster, Each teacher advises 15 to 20 students. Teacher advisors meet
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with their advisees in group sessions for 20 minutes each day. Other
contacts between advisors and advisees are scheduled before or after
school or during teacher preparation periods.

At Wilde Lake, careful consideration was given to specifying the
following duties of teachers as advisors (FHandbook for Teachers,
1979-80, p. 2):

All advisors will:

L.

Keep accurate records on attendance and tardiness to
school, and assume responsibility for an advisee’s
whereabouts during advisor period.

. Keep a confidential file on each advisee. The file should con-

tain the following items: (a) the official progress record
(report card) of the advisee, (b) records and notes of con-
ferences with the advisee and/or his/her parents, (c) official
record of courses completed toward graduation, (d) an up-
to-date and accurate schedule of the advisee’s week, and
() personal data information re: participation in student
activities, special projects, etc.

. Inform all advisees regularly of announcements and infor-

mation from the administration, guidance, and elsewhere.

. Monitor each advisee’s academic progress by keeping the

report card up-to-date and accurate and by conferencing
with each advisee at least once per month.

. Serve as a liaison between:

a. The advisee and his/her parents;

b. The school and the parents;

¢. The advisee and the cluster counselor (referring advisees
who need information or help o the cluster counselor).

. Serve as an interested, caring person to whom each advisee

knows he/she can bring academic and personal problems
if he/she wishes to do so.

. Assist each advisee to develop responsible behavior by

holding him/her accountable to school policies and by help-
ing him/her learn to plan a course of action and to evaluate
the results.
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8. The advisor, in close conjunction with the guidance

counselor, will also:

a. Assist advisees in making course selections that will mest
both state requirements for graduation and career needs.

b. Assist advisees in gaining information about tests (PSAT,
SAT, GATB, etc. See Teacher-Advisor Handbook for
dates for testing.).

c¢. Update each advisee’s permanent record at the end of
the school year.

9. Become familiar with official background information
housed in the cumulative record file in the counseling area.
Early in the year, advisors should arrange with their cluster
counselor to schedule time in the records room to review
the cumulative folder on each advisee.

The extent to which the above are fulfilled is formally monitored
and eva.uated through monthly reports of teacher advisors.

During the daily advisor sessions attendance and announcements
are first handled. Then, advisors engage the group in activities sug-
gested by their cluster counselor or they work with individual
students. Advisors use this time to review each student’s academic
progress. Advisement folders are maintained for this purpose. Ad-
visors update these folders which contain a record of student per-
formance and progress in each unit of instruction in each subject.

At Wilde Lake, the matching of a student with a particular ad-
visor is done through a process shared by both students and school
officials. While students are enrolled in one of the middle schools,
they are able to select three possible high school teachers, in order
of preference, to serve as their future ad.isors. Administrators and
counselors review these preference lists and, if possible, honor stu-
dent choices. The student typically stays with the same advisor for
all four years.

How is it possible for students who are still enrolled in a middle
school to select their advisoss? First, many students are somewhat
familiar, through reputation, with a large number of the high schooi
teachers. Frequently, a student’s brothers or sisters who have at-
tended the high school suggest the same advisor that they had. Se-
cond, the high school counselors go to the middle schools and make
presentations concerning the staff of the school and its advisement
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program. Bricf vitae of the high school teachers also are distributed.
Middle school counselors also suggest possible advisors. Even so,
students later have the opportunity to change advisors after the first
semester of the ninth grade.

Advisor groups are multiaged. Wilde Lake has deliberately
adopted the policy of mixing students from all grade levels into the
same advisor groups because it is felt that the older students often
serve as useful role models for the younger ones.

Wilde Lake has experienced only minor difficulties with its ad-
visor program. One problem is that of helping teachers new to the
school in understanding the functions and operation of the advisor
program. Teachers who worked in the school at the beginning of
its program received inservice training regarding the role of the
teacher advisor. New teachers, however, have had to learn their ad-
vising role primarily from the experienced staff. Hence, additional
orientation and preparation aie needed for new staff members.
Another perplexing issue is that of deciding what time of the day
is most appropriate for scheduling the teacher-advisor period. At
Wilde Lake it now meets at the end of the first regularly scheduled
period. A third difficulty actually grows out of the success of tne
teacher-advisor program. Graduates of Wilde Lake often return to
the school to visit and consult their former advisors. Although this
indicates the power of the relationships formed, it presents some com-
plications to teachers who, because they are in demand by former
students, may have less time to spend with their current advisees.

From the description of the arrangement for the teacher-advisor
program at Wilde Lake High School we now turn to that in another
senior school wherein the program operates quite differently.

Irvine High School, lrvine, California

Irvine High School is a comprehensive school enrolling over 1,800
students in Grades 9 through 12. It is located in a suburban area
south of Los Angeles. Approximately 60 percent of the students enter
college after graduation. The school is built on the campus plan with
separate buildings for instructional and other activities. As shown
in Figure 10.2 and as described earlier in Chapter 8, Irvine High
School is organized into subschools. Each of these schools, or
units, is composed of approximately 600 students, 30 teachers, a
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Figure 10.2 The Organization for Advising at Irvine High
School, Irvine, California

counselor, and an assistant or unit principal. Each subschool or unit
consists of approximately 28 advisor groups. The number of
subschools can change from four to three o four to five, depend-
ing on the total school enrollment.

At Irvine, the teacher-advisor program is important to the suc-
cess of the school. The following are the major categories of respon-
sibility of all staff members who also serve as advisors (Irvine High
School Advisement, pp. 2-5):

Program Planning

Any activity dealing with the act of choosing school courses,
such as course selection, evaluation of course schedule or ten-
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tative long-range educational planning. In program planning
it is assumed that:

1. The student has some long-range career education and life
goals.

2. The parent has some long-range caree. education and life
goals.

3. These two sets of goals have been compared for similarities
and differences.

The student has assessed his or her learning style, interests,
and past performance.

h

5. The student is aware of all the many options in learning
programs.

6. The student has matched his or her goals and abilities with
courses that students and parents choose.

That is program planning. It takes an advisor with
responsibility for only a few students to assure that the courses
cach student “‘registers for’’ are just the last step in a very
thorough process.

Parent Relations/Conferences

Those special activities designed to increase parent participation
in the schooling process of their children and to ensure frequent
positive contact among the advisor, student, and parent.

Feedback/Evaluation

That information that a school needs to hear, formally or
informally, so that it can change itself to better suit the needs
and desires of the people it serves. This category does not mean
feedback to the student. It means feedback a student gives to
the school.

Decision-Making Skills

The conscious application of a process to make decisions.
Although decision making is woven into activities in many
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categories, it also is a distinct category to aid advisors in
teaching the process.

Career Planning/Preparation

Activities to help students select and prepare for a career.

School/Community Issues

Activities concerned with the human aspect of individuals
working together. Included are human development activities
and group skills. This area also includes any discussions needed
about current schoolwide issues that might arise during a school
year, such as vandalism, a special decision the school needs
to make, or any shared concern.

The advisor and advisee may do activities selected from these eight
broad areas, depending upon the time of year and the particular cir-
cumstances of the advisee. Sometimes the activities will be formal;
other times they may be but a brief personal interaction.

At Irvine, all staff members—administrators, counselors, teachers,
and paraprofessionals—serve as advisors to groups of approximately
15 students. In this way, the size of advisor groups is smaller than
in a typical class. Moreover, opportunities are provided for all staff
members to maintain continuing contact with individual students.

The daily schedule of the school allots 35 minutes midmorning
as advising time. Advisor groups meet during the first 15 minutes.
Agendas include announcements and attendance and specific ac-
tivities appropriate for the total advisor group. For the remaining
20 minutes, advisors may either continue with their total advisor
groups or schedule individual conferences. During these conferences
students may meet with their advisor or their other teachers or take
a midmorning break.

Whereas at Wilde Lake advisor groups are multigraded, at Irvine
the groups are single graded. This is viewed by the staff as preferable
because opportunities are provided fo: students uf the same grade
to interact concerning issues relating to their interests and activities.
For example, some issues, such as graduation plans and college ad-
missions, are of concern primarily to juniors or seniors, whereas
other topics, such as orientation to the schoul, are appropriate for
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freshmen. Typically, freshmen or sophomores require more advis-
ing time than do juniors and seniors. To assist advisors with monitor-
ing the progress of their advisees, a folder for each student is used
which includes a checklist of activities appropriate at each grade level.

At Irvine, as at Wilde Lake, students remain with their same ad-
visor throughout their four years in the school. Such continuity is
important, so that meaningful relationships can be established among
advisors, advisees, and their parents or guardians.

At Irvine, attention has been paid to the issue of how best to form
advisor groups. When the program began, students were assigned
randomly. Later, students were allowed to select their advisors. Both
approaches worked well, but a better way was sought to match ad-
visors with advisees. Since most of the ninth graders come from the
same middle school which also has an advisor program, middle
school advisor groups now move intact to the high school. When
students are in the eighth xrade they meet with the high school teacher
who will be their advisor the following year. The teacher advisor
explains Irvine’s instructional program and helps students in selec-
ting their Ligh school courses. This helps students make the transi-
tion from one level of schooling to the next by providing students
a familiar group to identify with in high school. It also improves
communication and promotes a sense of unity across the schools of
the district.

Irvine has paid attention to deciding what is the best time of the
day for conducting the teacher-advisor program and in finding new
staff members with the requisite training or experience to sexve as
teacher advisors. Currently, the midmorning advising period is work-
ing well. To enable the staff to work comfortably as teacher advisors,
inservice training for the staff is continually updated.

Having examined the organization and operation of teacher-
advisor programs in senior high schools, we now examine those used
in junior high and middle schools.

Coolidge Junior High School, Phoenix, lllinois

Coolidge Junior High School in Phoenix, Illinois, south of
Chicago, enrolls about 250 seventh and eighth grade students. The
principal and administrative assistant provide leadership to a staff
of 18 teachers. As shown in Figure 10.3, the staff and students are
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Figure 10.3 The Organization for Advising at Coolidge Junior
High School, Phoenix, llinois

organized into four Instruction and Advisory (I & A) units. Each
unit is headed by a team leader who serves on the schoolwide Pro-
gram Improvement Committee which is chaired by the principal.

The staff at Coolidge has devoted sustained attention to identify-
ing the needg of junior high school students. Their program is de-
signed to meet student needs for participation, responsibility, recogni-
tion, a positive self-concept, peer and adult approval, self-expression,
and creativity. Each teacher serves as advisor to approximately 15
of the students assigned to the I & A unit. In Coolidge it is expected
that (Handbook for Teachers, Coolidge School, pp. 8-9):
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. The teacher shall know his/her children well in order to pro-
vide effective individualized instruction. The teacher will:

a. Diagnose what the child needs for better learning.
b. Seek and use information on the child—his/her past
learning experiences.

. The teacher will be held responsible for all records pertain-

ing to his/her students. Advisor-advisee periods are an im-
portant part of our daily program. Use this time to get to
know your advisee.

. The teacher will protect the rights of students from infringe-
ment by other students, teachers, or others.

. The teacher shall receive directly all questions about kis/her
decisions and about his/her instructional practices. All
children and their parent(s) are the teacher’s clients.

. The teacher will actively seek help in those areas in which
he/she feels a need or there is evidence of a need.

Advisor groups at Coclidge meet twice each day—10 minutes in
the morning and 20 minutes in the afternoon. The morning advisory
period is similar to the familiar homeroom for checking attendance,
making announcements, and the like. The afternoon time is usually
used for the systematic review of student progress in all academic
areas. This review usually takes place in individual conferences be-
tween the advisor and the advisee or it may be scheduled at other
available times.

Coolidge’s advisor program fulfills the major functions of educa-
tional advisement, schoolwide communication, home-school-
community relations, and personal-social growth of students. One
of the main functions emphasized in the teacher-advisor program
at Coolidge is that of improving home-school-community relations.
Teacher advisors monitor the progress of each advisee. Teacher ad-
visors also are responsible for conducting information nights held
at the school throughout the year. Parents go to the advisor for an
explanation of their child’s academic progress in all curricular areas.
Teacher advisors also keep contact wiih parents via telephone, mail,
or home visits throughout the year. Such continuous interaction be-
tween teachers and parents has been a major force for building an
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unusually high degree of understanding and support for Coolidge
Junior High School on the part of parents and citizens throughout
the community.

Webster Transitional School, Cedarburg, Wisconsin

Located north of Milwaukee in Cedarburg, Wisconsin, Webster
Transitional School 15 a middle school that enrolls about 700 students
in Grades 6 through 8. The schoaol is structured into eight academic
instructional units, an allied arts team, and a support team. Each
academic unit is composed of 75 to 100 students and a team of 3
to 4 teachers. Five of the academic units are composed of 6th and
7th graders while three include only 8th graders. The teachers of each
academic team are responsible for instruction in language arts,
reading, mathematics, science, and social studies. The allied arts team
is compoosed of 12 teachers, including industrial arts, home
economics, art, music, and physical education. The support team
includes the director of the instructional materials center, the
guidance counselors, a reading consultant, and the special educa-
tion teachers.

As shown in Figure 10.4, the organization for advising at Webster
Transitional School is somewhat unique. Advisory groups of five
to seven staff members are formed as allied arts teachers and sup-
port unit staff members join the academic unit teachers for advi-
sing. In this way, all teachers and counselors serve as advisors, hence
advisor groups are reduced to an average of 12 to 16 students. Also,
productive relationships for planning, implementing, and evaluating
the teacher-advisor program are established by including the total
staff as advisors.

At Webster the program also is based on the unique needs of the
carly adolescent which the staff has defined as follows (Webster Tran-
sitional School, Three-Year Progress Report, 1971, pp. 8-9):

Needs of Adolescents

1. Early adolescence is the most traumatic period in the life
of a human being.

2. Early adolescence is a time of rapid, irregular growth and
development.

274




266

IMPROVEMENT OF SECONDARY EDUCATION

. Biological changes taking place alter not only the physical

child but also his or her social and emotional status.

. Mental maturation, like physical development, is in transi-

tion during the middle school years.

. Early adolescence is marked by the youngster's transition

from dependence upon the family for security to a similar
dependence on the peer group.

. The early adolescent is overwhelmed with self-adjustment

problems, wi h the problem of ego resynthesis. Ego is the
all-absorbing interest for the early adolescent.

. Adolescents need to understand their growth .hanges and

becorr s aware of the effect which personal growth changes
have velative to others.

. The school must help reduce the personal anxieties of the

early adolescent period if it is to attain his or her motiva-
tion in the learner’s rele.

Keeping in mind the many areas of student development—
intellectual, physical, social, and emotional, we have estab-
lished the following goals which aim for the development of
the total student. These goals are the culmination of the ex-
pressed desires of the community, the faculty, and the parcnts.

Goals of the School

1.

The middle school promotes growth in basic learning skills
and academic concepts.

. The middle school guides the child toward proficieacy in

independent learning, keeping in mind the continuing need
to learn throughout .ife.

. The middle school provides a wide variety of curriculum

experiences involving the child in situations which will
develop social skills and cultural understanding.

. The middle school develops self-discipline and responsibility
through a variety of enriching activities.
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5. The middle school encourages each pupil to understand and
accept his or her role as a developing adolescent—an in-
dividual with personal needs, values, and shared social
responsibilities.

To heip in meeting the above goals, students at Webster select their
advisors from staff of their advisor group based on mutual interests.
Early in the school year, staff members share their interests with
students in total advisory group meetings to assist them in selecting
advisors. Following such sessions, students list advisor group staff
with whom they feel compatible. Likewise, advisors select students
with whom they feel they can work effectively. During initial ad-
visor group meetings, students also share their interests with group
members.

All functions of an effective teacher-advisor program are fulfilled
at Webster, but particular emphasis is placed on the personal and
social development of adolescents. To fulfill this function, the staff
developed a handbook for teacher advisors that includes structured
activities which emphasize the development of skills required for per-
sonal and social growth.

At Webster, provisions are made for the advisory staff to work
on planning their activities for the following week. The academic,
allied arts, and support team members meet each Wednesday after-
noon to discuss projected advisement activities and other operational
matters relating to their advisor groups. Each week, advisors meet
with their advisees on Monday during the last 15 minutes of the day
and on Thursday mornings for 30 to 60 minutes. Large group, small
group, and individual activities during these sessions deal with goal
setting, decision making, values clarification, career awareness, and
other matters. Many of the projects and activities are designed to

rease the personal decision-making skills of each student. The ob-
Btive is to help students know themselves and others better. Group

jects are often used to emphasize the need for cooperation,
areness of personal skills, and recognition of strengths possessed
others. Some of the group activities concern schoolwide issues,
Mch as consideration for others in the lunchroom and throughout
school. As students within advisor groups become well ac-
irted, they celebrate birthdays and send “‘get well” cards to
@pmbers of the group. Thus, the teacher-advisor program has served

wf

ERIC 277

IToxt Provided by ERI




TEACHER-ADVISOR PROGRAMS 269

to increase students' concerns for others and create a positive at-
mosphere throughout the school.

In reporting to parents, teacher-student-parent conferences are
regularly scheduled at Webster. These conferences are ied by students
who assume responsibility for synthesizing and reporting their pro-
gress in all areas. Thus, teacher advisors, students, and parents en-
joy continuing mutually supportive relations. Evaluations of the pro-
gram show that students are well informed about their educational
progress and are able to report it meaningfully to their parents, have
a positive self-concept, demonstrate group cohesiveness, and show
pride in their school.

ISSUES IN IMPLEMENTING TEACHER-ADVISOR
PROGRAMS

We have shown four examples of how teacher-advisor programs
have been organized and implemented in secondary schools. We have
also seen that the purposes and operation of each program are quite
different and especially between high schools and middle schools.
Despite these differences, the staff of each school has had to pay
sustained attention to certain basic issues before they attempted to
implement their teacher-advisor programs. Here, we outline the issues
that must be addressed by the staff of any secondary school in terms
of its own philosophy, needs, and capabilities if the teacher-advisor
program is to be successful. These basic issues are as follows:

1. How much planning of the program and preparation of the staff
are required?

. Which grade levels should be included in advisor groups?

. How should advisor groups be formed?

2

3

4, Which staff members should serve as advisors?

5. When, how often, and for how long should advisor groups meet?
6

. How much staff time is required for advising?

Planning for Advising

The staff of any secondary school considering a teacher-advisor
program must regard the program as a major educational change.

R78
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As such, considerable attention must be paid to the amount of time
and resources and the activities required to plan and implement the
program effectively. Moreover, appropriate people must be involved
at each step in the planning and decision-making process.

A description of the major activities followed by the staff of Irvine
High School in planning, implementing, and evaluating its teacher-
advisor program is instructive. After the decision was made to
establish a teacher-advisor program, an advisement committec was
selected, consisting of representative students, counselors, teachers,
and others. This committee reviewed relevant literature, visited other
schools, and synthesized the information by defining the developmen-
tal needs of students, the role and competencies of the teacher ad-
visor, the roie of the counselor, and the competencies of advisees.
Staff and student needs were assessed; staff development activities
were conducted; and materials and strategies for advisement were
planned, submitted for approval, and then implemented. Subse-
quently, the program has been evaluated continually both by the staff
and by outside consultants regarding the extent to which it meets
the needs of students, teachers, counselors, parents, and others.
Through feedback, the results of such evaluations ar: recycled to
serve as the basis for continued improvement of the teacher-advisor
program.

Undoubtedly, staff members who initially participate in the plan-
ning process are well prepared to understand and implement the pro-
gram and are also committed to its effective implementation. Yet
in each school, subsequent staff changes require that new staff
members must be appropriately oriented to and prepared for their
expanded role as teacher advisors. Lucreased attention in inservice
meetings to revisiting the philosophy, organization, and operation
of the teacher-advisor program can be beneficial to both “old"* and
“new”’ staff members.

Determining Advisor Group Membership

What should be the composition of advisor groups? Should ad-
visor groups be single-graded or multigraded? Again, answers must
be determined locally. As we saw earlier, advisor groups at Wilde
Lake High School are multigraded, so that older students can serve
as role models for younger ones. By contrast, Irvine High School
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has single-graded advisor groups because it is felt that advisory ses-
sions often concern problems related to a particular grade level.

Whatever choice is made relative to the grade levels of advisor
groups, several other factors must be considered. Advisor groups
should be heterogencous enough to ensure that groups are neither
all male nor all female, no groups are composed only of athletes,
no groups are composed only of the academically talented, and no
groups include only students experiencing academic problems. In this
regard, we are reminded of one principal who, during the teacher-
advisor period, proudly pointed out the window to a group of
students cleaning up the parking lot and observed, ‘‘There are the
real rumniies’ of the school—all in Mr. X’s advisor group. He surely
knows how to handle those kids!** Such formal or informal label-
ing is inimical to the basic purposes of an effective teacher-advisor
program.

Forming Advisor Groups

In forming advisor groups, the staff of a school must consider
the question, ‘‘How are students to be matched with their advisors?”
Answers will largely depend on the maturity level of the students
as well as the size of the school. In this regard, middle and junior
high schools often assign students tc I & A umts or teams within
which a choice of advisors is made, whereas senior high students
are usually given considerably wider choice of advisors.

In small communities, where incoming students have some ac-
quaintance with teachers, students may be able to select their
advisors. By con:.ast, in large urban schools this is impossible. Such
schools often combine arbitrary placement and student choice. In
Irvine Senior High School, for example, incoming freshmen are in-
itially assigned administratively with their middle school advisory
groups, but later are allowed to choose different advisors.

The extent to which students are able to transfer from one ad-
visor to another must also be considered. Some schools follow a ““‘no-
transfer’® policy, particularly if the student has a choice in the in-
itial selection process. Gthers allow one or more changes to be made
by mutual consent of the student, the current advisor, and the new
advisor. Siace advisor-advisee compatibility is desirable, students and
teachers should be consulted. Whatever the policy for matching or
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transferring advisees, some freedom of choice should be allowed so
that staff-student relations can be enhanced.

Scheduling Advisor Group Meetings

The issues of how often, for how long, and when in the day ad-
visor groups should meet depend on the breadth and depth of ex-
pectations held for the teacher-advisor program. In i..any senior high
sckools, the advisor reriod is held daily, usually for 10 to 30 minutes.
In other middle and junior high schools, such as in Webster Transi-
tional School, advisor periods are held only a few days each week
and usually for longer periods of time. Even so, in all secondary
schools, students are encouraged to arrange time outside ¢f the
regular advisory period to talk with their advisors as needed. Such
individual conferences are important, since group sessions are often
devoted to administrative matters or other planned activities. Ad-
equate time must be provided so that both group and individual con-
tact between advisors and advisees can fulfill the functions of the
teacher-advisor program.

Schools have experimented widely with determining the best time
of the school day for scheduling advisor group meetings. In middle
schools this issue may not be so critical, since their schedules are
often quite flexible. In junior and senijor high schools, however, the
trend has been toward scheduling advisor-advisee contact mid-
morning, both as somewhat of a change in the routine of regular
classes and as a device for acting on problems or issues during the
remainder of the school day.

Deciding Who Will Serve as Advisors

To what extent should all staff membsrs—--administrators,
counselors, specialists, teachers, or paraprofessionals-—serve as
teacher advisors? This is a perplexing issue, indeed. Previously, the
idealized norm has been ‘‘the wider the participation then the bet-
ter,” since s__h total participation tends to increase staff awareness
and involvement, as well as to reduce the advisor-advisee ratio. Ex
perience has shown, however, that such widespzead involvement
poses some problems. For example, administrators ot counselors may
need to be available during the advisement period to monitor the
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implementation of the program or to serve as specialized resources.
In some schools, shared responsibilities for joint advising of an ad-
visee group have been devised for administrators and counselors.
In other schools, all staff members except the principal serve as
teacher advisors. In still other schools, counselors are kept free dus-
ing the advisement period to receive referrals. In the schools of some
states paraprofessionals are prohibited from serving as advisors
despite the fact that they may possess the professional and personal
qualifications for doing so. In any event, the issue of who will serve
as a teacher advisor must be determined.

If only as a footnote, some observations also should be made
regarding qualitative and quantitative changes in the role of the
guidance counsclor in schools having effective teacher advisor pro-
grams. Regarding qualitative change, the counselor in a school with
a teacher-advisor program generally becomes a resource person or
facilitator, available to help not only students with problems that
require the specialized training of the counselor, but also teachers
in becoming competent to serve as advisors. In schools with effec-
tive teacher-advisor programs, the counselor assumes a new leader-
ship role in directing and sustaining the program. Counselors often
are responsible for assessing schoolwide needs and suggesting various
activities for teacher-advisor groups. Counselors also help in plan-
ning the materials and procedures for effectively operating the pro-
gram. In schools with teacher-advisor programs, the ideal that ““all
teachers are counselors®” is more nearly approached.

Regarding quantitative change in the counselor’s role, in many
schools each counselor must serve 300 or more students. Thus, there
is not enough time for counselors to work with individual students.
However, when teacher advisors are able to take care of some of
the activities formerly handled by counselors, there is more time for
counselors to assist referred students having particular, previously-
assessed needs. Therefore, professional counselors generally enthu-
siastically endorse and provide leadership to the development of ef-
fective teacher-advisor programs.

Allocating Time for Advising

Since a teacher-advisor program represents a major change in
secondary education, adequate time must be allocated for planning

E T‘C Lo
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the program. Many staffs have targeted their staff development
resources in this direction. Beyond the planning process, however,
basic decisions must be made regarding the allocaticn of staff time
to implement the teacher-advisor program effectively.

In most middle and junior high schools and in some senior high
schools student advising is viewed as a normative function of the
typical teacher’s role. Therefore, the teacher-advisor program simply
formalizes and facilitates achieving the goals of the school. In many
complex, comprehensive high schools, however, the degree of teacher
specialization, the concarn with already heavy work loads, the lack
of staff preparation for advising, and many other organizational and
personalistic factors mitigate against establishing effective teacher-
advisor programs. If the four basic functions of teacher-advisor pro-
grams are to be fulfilled effectively, then the demands placed on the
staff are undoubtedly equivalent to those of a typical class. Hence,
we recommend that such load equivalence be granted, that the
teacher-advisor responsibilities be defined, and that the staff be
evaluated in part on the basis of their performance as teacher ad-
visors. To those who would decry the cost of a teacher-advisor pro-
gram on these terms, we simply point to the previously defined in-
adequacies of our secondary schools, many of which might be
remedied through an effective teacher-advisor program.

SUMMARY

In this chapter we first defined the four functions of a teacher-
advisor program: promoting educational development, increasing
schoolwide communication, improving home-school-community
relations, and enhancing personal-social development. Four alter-
native organizational arrangements for teacher-advisor programs in
middle, junior, and senior high schools were depicted and described.

The chapter concluded by stressing the need for the staff of each
local school to give systematic attention to planning its ieacher-
advisor program. Among the major factors to be considered are
preparing the staff for advising; determining advisor group member-
ship; forming advisor groups; determining the length, frequency, and
scheduling of advisory group meetings; deciding who will serve as
advisors; and allocating adequate time and resources for advising.
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Attention given to planning and implemnenting teacher-advisor p:o-
grams should help improve quality of education in secondary schools,
both immediately and in the years ahead.
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CHAPTER 11

HOME-SCHOOL-COMMUNITY RELATIONS
John C. Daresh

How can the varied interests and concerns of parents and citizens
be channeled to assist the secondary school in carrying out its educa-
tional improvement efforts? How can persons in the school formulate
ways for improving communication that takes place between the
school and community groups? How can the school tap the rich
resources of its surrounding community to promote educational prac-
tices that address the needs and iuterests of individual studen.s?
Answers to these questions concerning home-school-community 1ela-
tions are considered in this chapter.

The purpose of this chapter is to clarify the comprehensive and
enabling objectives of Component 8 of the design for
improvement—Home-School-Community Relations:

Comprehensive Objective:

Effective communication and cooperative educational efforts be-
tween the school and the community are carried out as part of a
program of home-school-community relations.

Itfustrative Enabling Objectives:

A comprehensive program of home-school-community relations.

Is formulated 2nd monitored by a school committee composed
of representative school staff, parents, and students.

Provides for frequent and effective communication between the
school and community.

Encourages the school staff to participate in the analysis of the
home and neighborhood conditions of their students.

Encourages parents and other community persons to participate
in in-school educational activities and to provide suggestions to
aid in decision making.
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Involves parents in planning the individual educational program
of their child.

Provides for student progress to be reported to parents regularly
and effectively.

1n this chapter, we consider the importance and aims of effective
home-school-community relations, some examples of programs
designed to increase community involvement, and finally, the rela-
uonship between effective home-school-community relations and the
other components of the design for secondary school improvement
described throughout this book.

IMPORTANCE OF HOME-SCHOOL-COMMUNITY
RELATIONS

A major purpose of developing effective home-school-community
relations is to enable parents and other citizens to participate in the
educational activities of the school. Another purpose is to increase
communication between the school and the community by encourag-
ing staff members to participate in the analysis of home and
neighborhood conditions of students. Effective home-school-
community relations encourage parents to become involved in the
educational processes of the school by working with teachers in plan-
ning the individual educational programs of their children each
semester. Communication is increased because parents, as active par-
ticipaats with their children in educational programming, work
together with students in monitoring progress made in course work
and other aspects of the educational process.

The importance of the development of effective home-school-
«ommunity relations by schools has been underscored by a good deal
of recent research. For example, in a longitudinal study reported by
Klausmeier and Allen (1978), the relationship between a number of
variables and rapid and slow cognitive development by children was
studied. The results show that, for Grade 12 students, a positive rela-
tionship exists between the rate of cognitive development and a
numbes of variables related to home life and the family, including
the perceptions of the parents cegarding their children and the school
(Klausmeier & Allen, p. 198).
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Figure 11.1 shows the home and family variables which were
associated with rapid and slow cognitive development. As shown in
the figure, several variables in the area of home and family were
found to differentiate between rapid and slow developers in Grade
12. Klausineier and Allen concluded that rapid developing students
hold positive attitudes toward parents, family, and the home in
general, and parents ¢f rapid developers hold positive attitudes
toward the school and education, and are concerned and interested
in their child’s school, teachers, and curriculum.

Slow developers, on the other hand, had parents who typically
demonstrated little involvement with their child and with the school
and expressed negative attitudes toward the school and education.

Research also shows the importance of the school establishing
positive interactions with the home and the community. In a review
of literature included in her study of school-community relations in
secondary schools, Oinonen (1980) cited studies which discovered
relationships between effective programs of home-school-cornmunity
relations and student performance. For example, Sestak and Frerich
(1968) and Hunter (1967) found that good school-community rela-
tions had a positive impact on student progress. Hobson (1976) found
a significant positive correlation between parent involvement in
school activities and student achievement. Brookover, Lapere,
Homachek, Thomas, and Erickson (1965), in a study of junior high
school students and their parents, found that when parents are in-
volved in school activities, their children showed significant progress
in mathematics. reading, and language arts. Research also indicates
that parental involvement in the educational process can greatly
enhance a child’s prospects for academic success {Keeves, 1971,
Baker, 1977).

Findings from studies such as these provide convincing evidence
that a school turning its attention to developing effective home-
school-community relations is not merely an attempt to improve
public relations and get “‘good press.'’ To be sure, a political pur-
pose is served by involving parents in the activities of the school,
but even more important is the educational value to be attained.

In earlier chapters of this book we have shown that the involve-
ment of parents and other community members is essential in im-
proving educational practice. We now consider a framework for
understanding specific ways in which a fruitful relationship between
the school and its surrounding community may be established.
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AIMS OF HOME-SCHOOL-COMMUNITY
RELATIONS .

After synthesizing the results of several studies of the relationship
between schools and their communities, Bowles and Fruth (1976)
developed 10 assumptions about effective school-community
relations:

1. Home-school-community relations involve more than the
effective use of media. Communications media are
definitely part of a successful program, but their use should
not comprise the total program.

ta

. The benefits of any instructional or organizational change
must be made visible and tangible to the various subpuolics
in the schnol community. Thus, members of school sub-
publics must be involved early in the implementation ef-
forts and answers to questions must be in concrete,
specific, and understandable terms.

3. An effective program of home-school-community relations
involves working very closely with parents. This includes
parent volunteers, home-school visits, and parent participa-
tion in educational decision making.

4. School staff members should use the educational resources
available in the community. This action will both enhance
the instructional program and increase the staft’s
knowledge of the community.

5. Members of the school staff must expand their concepts
of community. Educational affairs should not be con-
sidered in isolation from community affairs and municipal
issues.

6. Children are the most important subpublic in a school.
They are a primary source of information for their parents,
they affect the way that their parents and other adults re-
spond, and the way they perceive their education now will
influence their view of schools when they are adults.
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Figure 11.1 Variables Associated with Rapid and Slow
Cognitive Development

Variables Sixth Crade Twelfth Grade

Self
IQ Score
Self~Esteen
Internslized Responsibility for Learning
Attitudes toward School
Attitudes towsrd Curriculun
Achieveacnt Motivation
Self-Directednsss of Behavior
Peer Relations
Attitudes towsr) Psrents-Home

School/educstion

Absenteeisn

Grades (A-F)

Curriculum (Courses Tsken)©

School Involvement-Activities

Extrscurriculsr Activitles:
v Vieulngc
Reading
Sports
Hobbies

School Structure b

Classrooa Structure

Home=School Interaction

Rapport with Teachers

Home/family
Demographic:
Socioeconoaic Status of Farents
Maritsl Ststus of Parents
Number of Children in Fsmily
Parental Attitudes towsrd School-Education
Psrental Expectsations for Child
Parental Involvement with Child
Parental Supervision-Control of Child
Intellectual Climate of Home
Child's Home Responsibilitics
Parental Child-Resring Attitudes

¥Bsscd on Mize snd Klsusmefer, 1977, p. 220.

bThe rapid snd slow developers in each grade group went to the same achools
and slso had their instruction in the ssme or sinilsr classroon arrange-
nents.

Svarisble was higher or more pesitive for rspid developer unless marked
with c.
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7. The relationship between the school and its community
should be continuous and ongoing. Crisis-management
should be avoided since a program is easier to build and
maintain during times of tranquility than in times of
torment.

8. Home-school-community relations is not the same as the
use of community advisory committees. While advisory
groups, ad hoc parental committees, and study groups are
useful, they are but a small part of a comprehensive
program,

9. Many diverse subpublics are not showing an increased in-
terest in the schools. Provision should be made to ensure
adequate communication, to increase community involve-
ment in school activities, to provide for participation in
educational decision making, and to develop ways of
resolving actual or potential conflicts among the sub-
publics, the school, and the home.

10. Educators do not hold a monopoly on the expertise about
educational practices. Citizens are better informed, more
knowledgeable, and more sophisticated than in the past
(adapted from Eowles & Fruth, 1976; Fruth, Bowles, &
Moser, 1977).

|
These assumptions were incorporated in a model which holds that

effective home-school-community relations are a product of the pro- l
cesses of analysis, communication, involyement, participation, and |
eventual resolution of community issues by school policy makers 1
(Bowles & Fruth, 1976). Bartels (1976) defined each of these pro- ‘
cesses as follows: |

|

|

Analysis is the process by which issues and members of the
community are identified and related.

Communication is the process which utilizes many forms of
interaction ainong various members of the community, and be-
tween the school and the community members.

Involvement is the process through which various community
members contribute time, energy, expertise, and other resources
to a school.

JIBAMAVA YROQ 1238
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Participation is the process which provides entry to the decision-
making processes of a school.

Resolution is the process which is designed to solve problems
and to reduce actual or potential conflicts among the home,
the school, and the comniunity.

These five processes are further reduced to a set of three aims to
be addressed by a systematic approach to home-school-community
relations. First, there must be opportunities for parents and other
citizens to have input, as appropriate, in making decisions related
to the school. Second, effective two-way communication must take
place between the school and its community. Third, the school must
utilize appropriately the resources of the larger community to
enhance the educational program. Let us now examine each of these
three aims in greater detail.

Involvement in Schoolwide Shared Decision Making

Schoolwide shared decision making is improved when groups both
within and outside of the school have opportunities to participate
appropriately in the decision-making process. Administrators,
teachers, counselors, students, and other staff members are the peo-
ple within the school who ordinarily serve as members of educational
improvement committees, councils, or cabinets. Parents and citizens
should also be involved regularly in making decisions related to the
school’s total educational program. When arrangements for shared
decision making are first formulated, attention must be paid not only
to involving the proper combinations of representatives from within
the school, but also to including representatives of groups outside
the school.

Three basic arrangements have been used in schools to increase
decision involvement by people outside the school. First, decision
making groups such as an educational improvement committee might
include parents and other community representatives as regular
members. Watkins (1978) found several advantages to this type of
arrangement:

1. The presence of parents on such committees adds paren-
tal and community perspectives to issues.
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2. Continuous interactions with parents cause professional
educators to be more client-centered in their thinking.

3. Participation by parents and other citizens in the schoo!’s
decision-making processes assists in legitimizing decisions
in the eyes of the community.

A concern, of course, in involving community members in
schoolwide decision making on a contiluing basis is that many
meetings of educational improvement committees or councils deal
with issues having little immediate interest to parents. For example,
when the agendas of comrmittee meetings are filled almost entirely
with daily operational issues, parents become disenchanted with
discussions that concern areas directly related to the professional
staff’s normal interest or expertise.

The second way to involve parents and citizens in the school’s
decision-making processes is through ad hoc participation. In this
way, parents and others become involved only in those issues in which
they are specifically interested. An example of this would be the
establishment of an ad hoc task force composed of teachers, students,
administrators, counselors, and parents for the purpose of prepar-
ing a student handbook.

A third way to promote participation in shared decision making
is for the school to establish permanent special advisory groups to
enable parents and other citizens to have an on-going role in mak-
ing recommendations regarding issues of particular interest.

Fostering Effective Two-Way Communication

Typically, communication between the school and its community
has consisted of using techniques such as newsletters, bulletins, and
announcements in the media—newspapers, radio, and television
(Fruth, Bowles, & Moser, 1977). Relying on these approaches is but
a small part of establishing and fostering effective communication
because they are only one-way communication devices—the school
“tells’’ only its side of the story.

Needed are ways of making sure that there are open lines of com-
munication from the community to the school. Traditional two-way
communication devices include open houses, ‘‘back-to-school

Aruitoxt provided by Eic:
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nights," parent-teacher association meetings, and parent conferences.
These activities are useful, but often they do not assist citizens in-
terested in the educational process to come together to share mutual
concerns.

Home-school-community relations and its aim of fostering more
effective two-way communication must be an integral part of the
philosophy and standard procedures of tte school, not a haphazard
arrangement where parents and other community members are oc-
casionally invited into the school.

Utilizing Community Resources

The third aim of home-school-community relations is to utilize
the resources of a community to enrich the quality of the school’s
educational program. Previously, we suggested that schools by
themselves can no longer be expected to provide students with all
the skills and knowledge required to cope with the complexities of
our modern world. The experiences of many people, in addition to
professional educators, must be tapped and made available so that
each student may be prepared as adequately as possible to deal with
the future. Making use of the community as an educational resource
may take two forms. First, community representatives may be in-
vited into the school to serve as resource persons. Second, the school
may send its students out into the community for programs of ex-
periential learning and career education. In both cases, there is a
strengthening of the bonds between tne school and its community.

In this section, the three major aims of a program of home-school-
community relations have been presented and explained: Involving
parents and other citizens in shared decision making, fostering ef-
fective two-way communication, and utilizing community resources
to enrich the school’s total educational program. The next section
includes descriptions of home-school-community relations programs
in three secondary schools and one district which address these aims.
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EXAMPLES OF PROGRAMS CF
HOME-SCHOOL-COMMUNITY RELATIONS

In this section, the ways in which three secondary schools—one
middle school, one junior high school, and one senior high school—
and a school district have developed systematic approaches to the
aims of home school-community relations are described. Each has
been selected because it has a unique approach to one of the fiist
two aims, involving parents and citizens in the school’s decision mak-
ing processes, and fostering effective two-way communication. Ex-
amples of schools which address the third aim—utilizing communi-
ty resources to enrich the school’'s educational program—were
presented earlier in Chapter 5.

Irvine High School, Irvine, California

Irvine High School, located in a suburban area south of Los
Angeles, is a compreiiensive senior high school enrolling more than
1,800 students in Grades 9 through 12. The teachers and students
are organized into administrative units, or subschools, each of which
is under the direction of one of the school’s assistant principals. The
principal is responsible for providing leadership to the entire school
and coordinating the activities of the three units.

Irvine has a schoolwide shared decision-making group called the
Instructional Improvement Council. Its major responsibilities include
stating rurriculum policy, assessing educational needs, adopting new
programs, al'ocating finances, and setting schoolwide goals and ob-
jectives. The membership of the Council consists of the principal,
an assistant principal, five teachers, four students, and a classified
staff member. In addition, opportunities exist for parents to par-
ticipate in the ongoing decision-making process of the school because
the membership of the Instructional Improvement Council includes
at least three parent representatives.

Membership in the Instructional Improvement Council as a parent
representative implies continued participation in the Council’s shared
decision making. The organizational structure of Irvine also pro-
vides for the ad hoc involvement of parents and other citizens on
onc or more of the standing committees of the Council, and also
on task forces that are created periodically to deal with specific issues
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in the school. Examples of standing committees are the Budget Ad-
visory Council and the School Advisory Forum. The Budget Ad-
visory Council has the primary responsibility for preparing the
school’s total budget, an important task because the Irvine district
philosophy provides for each school to enjoy considerable autonomy
in developing its annual operating budget. Through the Budget Ad-
visory Council, representative Irvine parents, teachers, and students
have a voice in determining budgetary allocations to programs and
activities in the school.

The School Advisory Forum is a group which encourages parents
and others to express their views about the school, and also as a place
where representatives from the school are able to go for feedback
concerning their suggestions and proposals. There is a link between
this Forum and the Instructional Improvement Council because some
parent members of the Forum also serve on the Council. As aresult,
parent concerns which are heard in the Forum are communicated
to the Council. In effect, the School Advisory Forum provides a set-
ting where dialogue occurs between the school and parents, thus
reducing misinformaticn resulting from informal and inaccurate
communication being circulated around the community.

Coolidge Junior High School, Phoenix, lllinois

Coolidge Junior High School is located in Phoenix, Hlinois, a
suburb south of Chicago. It enrolls approximately 250 students in
Grades 7 and 8. Coolidge also has a schoolwide decision-making
group, the Program Improvement Committee. At Coolidge,
however, parents and other community members do not serve as
regular memt. s of the Committee. Attendance by people from these
constituencies at regularly-scheduled meetings of the Committee is
encouraged, however.

Another structure has been created at Coolidge expressly for the
purpose of improving the quality of communication among the
school, home, and community. This organization, the Coolidge
Common Council, is composed of four teachers, four parents, and
four students. It meets monthly with the school principal to discuss
and recommend policy changes for the school. Discussion covers a
wide variety of topics, including schoolwide objectives, student ac-
tivities, behavioral concerns, school regulations, and other issues.
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The principal then relates the concerns and suggestions to the Fro-
gram Improvement Committee. This arrangement allows decisions
in the school to reflect input from administrators, teachers, parents,
and students. At the same time, parents are able to be involved in
issues of greatest immediate concern.

Another key to effective home-school-community relations at
Coolidge is the school’s teacher-advisor program. This program
serves as an important link between the Coolidge staff and parents.
Because each parent knows his or her child’s teacher-advisor, there
is always someone to whom the parent can turn with specific ques-
tions or concerns about the educational program of the school.

Another unique feature of the Coolidge program of home-school-
community relations is the position of home-school coordinator. This
full-time staff member serves as a community liaison person. The
coordinator visits the homes of many families in the school atten-
dance area and, at times, brings to the school parcnts who would
ordinarily be unable to attend parent meetings. Due to these and
other efforts by school personnel, Coolidge has enjoyec a record
of having at least 90 percent of all parents attend parent-teacher con-
ferences each semester. This frequent contact between parents and
staff fosters effective two-way communication. In addition, in-
dividual teachers frequently go cut in the community and make heme
visits. Activities such as these ensure that parents and others are kept
well-informed of the activities and programs of the school.

Webster Transitional School, Cedarburg, Wisconsin

Webster Transitional School, a middle school that enrolls approx-
imately 700 students in Grades 6 through §, is located in Cedarburg,
Wisconsin, a suburb of Milwaukee. All the major aims of home-
school-community relations are fulfilled at Webster. The scheol,
however, takes special care in addressing the aim of p1amoting ef-
fective two-way communication between the school and :he home.
This is best illustrated through the parent-student-teacher conf«rences
held throughout the school year.

According to school policy, teachers as advisors of students meet
with parents at least twice each school year, at the end of the first
and third quarters. Two afternoons and one evening are set aside
for this purpose, thus providing opportunities for parents to find
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a convenient time to visit the school. Students are required to be
present at the conferences and, in most cases, actually conduct the
conferences.

The specific purposes of the parent-student-teacher conferences
are:

1. To develop trust, cooperation, and communication be-
tween the school and home.

!*J

To gain an understanding of each student’s background.
To discuss academic progress and performance.

To discuss social and affective development of students.

s W

To develop responsibility and accountability through self-
evaluation of progress and performance, and jdint goal
setting with parents and students.

Evaluations of students by teachers and the students themselves
serve as the basis for each conference. The student rates hiaself or
herself on class and test work, ability to work in groups, neatness,
responsibility, and goal setting. Teachers evaluate students using the
same criteria. The evaluation serves as the basis for the conference
with parents and replaces convertional report cards for the firs. and
third quarters.

The parent-student-teacher conferences at Webster are an illustra-
tion of how a school has been able to implement an arrangement
to increase two-way communication by encouraging face-to-face en-
counters among teachers, parents, and students on a regular basis.
As is true of the other schools described in this chapter, Webster
uses a variety of other techniques to keep parents and other citizens
informed about and involved in what is going on in the school. For
example, each month the school publishes the Hebster Newsletter
which contains gencral school news as well as specific information
about upcoming school activities. There is also a Parent Advisory
Committee which encourages parents to comment on the develop-
ment of new school policies and programs. This org.aization meets
throughout the school year. Finally, there is also an emphasis on
bringing about a high degree of community invol.ement in the
academic program of the school. Parents volunteer theis time to work
in the Instructional Materials Center, chaperone field trips, «ad help

Gas tutors or volunteer aides.
ERIC
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Milwaukee, Wisconsin, Public Schools

An example of a systematic effort by a large urban district to
develop more effective home-school-<community relations can be seen
in the Milwaukee Public Schools.

A recommendation found in the 1975 court order to desegregate
Milwaukee’s public schools was that the Board of School Directors
should establish more effective ways to involve community groups
in the operation of the city’s schools. In addition, the school district
was directed to find new ways of keeping the Milwaukee taxpayers
better informed about what was taking place in the schools.

Early in 1976, the Milwaukee Board of School Directors rcquested
that the superintendent submit a proposal for community involve-
ment in the planning for descgregation through the use of specialty,
or ‘““magnet” schools. The proposal was developed and approved
for a community involvement organization to be formed. This
organization, called the ‘““Committee of 100,’" was given the charge
of serving in an advisory capacity to the Board of School Directors.

Representatives to the Committee of 100 are elected from each
of Milwaukee’s 14 high school areas. Each area is allocated a cer-
tain number of positions, based on the number of students served
in the area, which it may fill in the Committee of 100.

Among the accomplishments of the Committee of 100 since its
establishment were:

Advising the Board of School Directors and superintendent on
desegregation plans for the Milwaukee Public Schools.

Making suggestions to the Board on security and safety prob-
lems related to the busing of students.

Recommending a policy on drug abuse to the Board.

Making suggestions to the Board concerning the plaa to change
Milwaukee’s junior high schools into middle schools.

Other ongoing concerns of the Committee have included such
issues as determining the effectiveness of the district’s desegregation
plan, suggesting ways of inviting more parent and citizen involve-
ment in the schools, and recommending to the Board ways of com-
batting violence and vandalism in the schools.

299
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The Committee of 100, as is true of many other similar organiza-
tions in school districts across the nation, has enjcyed varying deg=ees
of success as a strategy designed to increase community involvemeni
in the schools. Predictably, a higher degree of citizen involvement
and interest in the activities of the Committee are shown when mor.
visible and volatile issues such as possible neighborhood school clos-
ings are being considered. At other times, interest is not as great.
Nevertheless, the Committee does represent an effort on the part
of an urban school district to increase involvement by a diverse big
city population. As issues arise that are viewed as importar: to the
Milwaukee Public Schools, the Committee of 100 will continue to
serve as the primary link between community concerns and public
policies.

RELATIONSHIP BETWEEN
HOME-SCHOOL-COMMUNITY RELATIONS
AND OTHER AREAS OF
EDUCATIONAL IMPROVEMENT

In this chapter, examples of programs o home-school-community
relations have been presented. Each program addresses the maior
aims of involving parents and other citizens in educational decision
making, increasing two-way .ommunication, and utilizing
community resources to enrich the school’s educational program

The design for secondary school improvement, as described in
Chapter 1, serves as the organizing theme of this book. Each chapter
has explained specific components of the design, including examples
of how concepts have been put into practice in middle, junior, and
senior high schools of varying size and location. In this section, the
relationship between effective home school-community relations and
each of the other components is explained.

Educational Programming for the Individual Student

In Chapters 2 and 3, the concept of arranging a totzl educational
program of courses and other activities to meet the needs of each
student, and also designing an instructional program in each course
for each student was described. It must be recognized that a
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foundation of this type or -ducational programming is a strong
relationship between the hon.: and the school. In arranging a total
educational program for each student and also an instructional
program in each course, teachers must work closely with parents as
well as students, and keep parents informed of the progress that their
child is making throughout the educational program. Teachers also
need to be aw.re of the types of home and community backgroands
that each student has so that courses and other activities selected
may take into account such variables in tiie student’s home
background.

Curricular Arrangems:nis

The development of a coraprehensive and flexible curriculum that
takes into account not only state and district requirements but also
student characteristics was the subject of Chapter 4. Again, an
important relationship between the local school and its surrounding
community is implied.

Recent Gallup public opinion polls show that parents and other
citizens typically are not interested in directly planning the curriculum
of their schools. Such findings may reflect the fact that curriculum
development has traditionally bsen viewed as a process wholly
controlled by professional educators. To develop a more
vomprehensive and flexible curriculum, however, existing resources
of the larger environment may need to be explored by the school.
To acconiplish this, it is probable that professional educators will
need to seek more participation by the publii in reviewing changes
in the curricular offerings of their schools.

Experiential Learning and Career Education

Tied directly to the needed relationship between curriculum
develupment and community involvement is the establishment of
experiential learning and career education. In Chapter 5, the concept
of expanding opportunities for learning beyond the confines of
ordinary classes was detailed. To provide such opportunities, the
school must have a solid program of home-school-community
relations which keeps parenis and other community members




HOME-SCHOOL-COMMUNITY RELATIONS 293

informed and involved, and which also makes extensive use of the
expertise of community members as a way to supplement
conventional learning experiences of students. Furthermore, through
systematic attention to school-community issues, schools can increase
the likelihood that the community is receptive to efforts to place
students in work and other career education cxperiences as an integral
part of their growth and development.

Student-Decision Making Arrangements

The secondary school needs to provide instruction to students in
how to improve their decision-making skills, and also to make
opportunities available for students to make increasingly important
decisions as they proceed from one grade level to another. It is crucial
that a spirit of collaboration and cooperation exist between the school
and parents if these decision-making skills are to be addressed
completely. Parents need to be informed of the rationale for allowing
students to make their own decisio=.-, and parents also need to lend
their support by providiny, .uidance to their child as he or she begins
the process of making choices and learning of the accompanying
accountability and responsibilities associated with each decision. An
attempt by the school to enable students to make progressively more
important decisions can only be successful if an environment of
mutual trust exists between parents and the staff of the school.

Evaluation of Student Learning and
Educational Programs

Although the evaluation of student learning and educational
programs is essentially an activity conducted by the staff within the
school, it has a major impact on the quality of the interaction between
the school and its surrounding community. School staffs have
traditionally viewed educational evaluation which yields results that
can be made public only when favorable to the school program. The
problem with this is that when the public becomes aware of any
evaluation finding that is not favorable to the school, then the
strength of the negative finding is often magnified. School personnel
then must expend considerable time and effort in responding to
1criticisms of the school by the public.

332
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By considering and perhaps adopting some of the concepts and
practices related to the systematic evaluation of student learning and
educational programs, the school is able to make judgements and
modifications of instructional practices based on data and other solid
evidence. This may alleviate the frequent ‘“crisis response’” by schools
to the community. Second, effective evaluation practices can serve
as a solid basis for developing open communication among school
staff, parents, and other citizens.

Administrative Arrangements

Because one of the three aims of effective home-school-community
relations is to involve patents and other community members in the
ongoing decision-making processes of the school, there is a clear
relationship with the component of administrative arrangements for
shared decision making. A basic premise of that component holds
that those who have a “‘stake” in the outcome of a decision should
have the opportunity to participate in its initial formulation. To
facilitatc arrangements where parents and others have the
opportunity to be part of the schoolwide decision making process
is at the heart of the ““participation’’ stage of the model of home-
school-community relations described earlier in this chapter. The
need to keep parents and other taxpayers informed and to promote
active participation can be seen as a major supportive factor which
enables the maintenance of any educational improvement effort.

Organization for Instruction ard Advising

One function that needs to be incorporated in any organization
for instruction is a mechanism for reporting student progress to
parents. This function complements the aim of promoting effective
two-way communication through home-schocl-community relations.
Reporting to parents shovld not consist only of using such traditional
techniques as grade rerort cards and infrequent parent-teacher
conferences. Instead, reporting student progress to parents should
be a continuous, active process where a high level of communication
is maintained so that parents know the objectives of courses and the
extent to which their children are meeting those objectives before
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problems arise. The essence of keeping parents infermed lies in the
practice of telling what will be done in the future, not what should
have been done in the past.

Teacher-Advisor Programs

A major function of teacher-advisor programs is that of improving
home-school-community relations. Examples of how this function
is fulfilled in different secondary schools are numerous. At Webster
Transitional School, for example, the teacher-advisor program serves
as the basis for parent-student-teacher conferences held during the
school year—an important way of establishing effective two-way
communication. At Coolidge Junior High School, the Community
Council and the home-school coordinator are features which allow
the school to maintain positive relationships with its community.

SUMMARY

In this chapter, the importance of home-school-community
relations was shown through a brief review of relevant literature and
research. Second, assumptions concerning home-school-community
relations and aims based on these assumptions were listed and
explained. Next, the ways in which these aims were addressed in a
senior high school, a junior high school, a middle school, and a large
urban school district were described. Finally, relationships between
home-school-communiiy relations and other components of the
design for the improvement of secondary education were traced.
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CHAPTER 12

SUPPORT ARRANGEMENTS

John C. Daresh

Througliout this book, a design for the improvement of secon-
dary education has been presented. Suggestions for increasing the
effectiveress of instructional, curricular, organizational, ad-
ministrative, and advising practices have been given, along with ex-
amples of successful efforts from schools across the nation. Once
improvement efforts have been started, however, and new practices
are first implemented, staffs of secondary schools committed to
systematic renewal must address the issue of how to ensure that an
effort can be maintained over time. Support arrangements both
within and outside of each local school must be identified and
cultivated to enable a school to keep effective practices going and
become a self-renewing organization.

This need for constant attention to be paid to systematic support
for educational improvement serves as the basic theme of this chapter
which has as its primary purpose the clarification of the following
comprehensive and enabling objectives of the design for the renewal
of secondary education:

Comprehensive Objective:

| The environment for learning and instruction in the school and for
work and other educative experiences in the community is enriched
through the intellectual, technical, and material support provided
by school and school district groups, and by external groups, such
as the state education agency, intermediate agencies, teacher educa-
tion institutions, and professional education associations.

Ilustrative Enabling Objectives:

The school district and local school make provisions for:

The Educational Improvement Cotnmittee, or other group, to meet
weekly during school hours to plan and carry out its activities.

ERIC
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Each teaching team, or other group, to have a common time for
carrying out their preparation, planning, evaluation, and other
activities.

Each advisor to meet regularly with his or her advisee group and
individual advisees.

Teachers to receive assistance in carrying out their educational im-
provement activities.

The state education agency takes initiative with the local school
districts for activities such as:

Developing strategies for stirnulating the educational improvement
activities of local schools.

Providing financial and technical support to lucal schools in carry-
ing out their educational improvement activities.

Encouraging job descriptions to be changed, if necessary, to enable
teachers to participate in student advisement and in educational
improvement activities.

Reviewing and changing the licensing requirements of currently
licensed educational personnel and developing new licensing pro-
grams to meet changing societal ccaditions and related demands
on education.

Teacher education institutions, working cooperatively with local
schools and the state education agency, take initiative for activities
such as:

Evaluating their programs to prepare administrators, counselors,
teachers, and other educational personnel, revising existing pro-
grams; and developing new programs to meet changing societal
conditions and related demands on education.

Developing and offering credit and noncredit cousses designed to
meet the needs of prospective educational personnel and inservice
personnel to participate effectively in educationa! improvement
activities.

Arranging with local schools for cooperative preparation of stu-
dent teachers and interns.

338,
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Professional education associations at the local, state, and national
level take initiative for activities such as:

Providing leadership to their members in carrying out educational
improvement activities.

Identifying and publicizing local schools that d~monstrate educa-
tional improvement.

Influencing local, state, and federal legislation to support educa-
tional improvement.

Encouraging the adoption of contract provisions which facilitate
educational improvement.

This chapter begins with a brief description of why support ar-
rangements are essential for promoting and maintaining improve-
ment activities in the schools. Next, the nature of required support
arrangements, as indicated in the Comprehensive and Enabling Ob-
jectives, will be examined. Particular emphasis will be placed on the
responsibilities of groups such as the local school and district, state
education agencies, universities, and professional associations. The
chapter concludes with some brief examples of support arrangements
for local educational improvement efforts which are already in place.

NEED FOR SUPPORT ARRANGEMENTS

Given the current constraints facing educators such as declining
enrollments and tax bases, disappearing state support and federal
assistance, schools can no longer afford to embark on projects of
widespread schoo! improvement without first examining carefully
their capacity to support not only initial implementation and plann-
ing activities, but more importantly, the maintenance of a project
once it has begun. Too many false starts by public educators will
not be tolerated by taxpayers.

Recent research on school improvement and change in educational
organizations makes it clear that the most effective way to proceed
toward an improvement effort is to address local school needs and
priorities. Long-lasting change will not result froni externally man-
dated programs. However, even with this emphasis on local efforts,
it is equally clear that the long-term maintenance of a change effort
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for improvement will not be possible unless strategies are developed
to make certain that sufficient support is available from agencies
found in the environment of each school. Generally speaking, major
groups which comprise this environment include the school district
administration, the state education agency, and the federal educa-
tional community. Attention must be paid to the influence of local,
state, and national professional associations, and also by institutions
of higher education. Each of these groups which exist beyond the
walls of the individual local school plays an important role in
supporting educational improvement. School staffs must not only
be aware of the presence of such groups, but also how best to make
use of them in planning, implementing, and maintaining local school
improvement activities.

NATURE OF SUPPORT

The design for the renewal and improvement of secondary educa-
tion provides individual secondary school staff with a conceptual
framework which may be used to assess conditions in their schools
and then make plans to carry out improvement activities in one area
or another. The design does not attempt to prescribe a single way
of doing things in all schools. Because of this flexibility, and also
due to the fact that educational improvement is assumed to be an
ongoing, dynamic activity, there is a special respoasibility for local
schools to ensure that the conditions needed to permit and promote
improvement activities are first established. A facilitative environ-
ment for improvement must be created within each school and in
cach district, and this environment must address an important issue
such as how to piovide staff with adequate time and other resources
needed to pian for renewal and improvement. In addition, atten-
tion must be paid to such iinportant factors of effective schools as
hew to promote meaningful staff development and provide organiza-
tional arrangements to encourage the broad-based involvement and
sense of collegiality needed to ensure that a school staff will take
ownership for improvement activities.
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Time and Other Resources

The maintenance of improvement efforts in local secondary
schools does not require extraordinary amounts of additional finan-
cial and other resources from the school district or other agencies,
once an effort has been first started (Daresh, 1978). However, it is
reasonable to expect that some additional assistance be provided in
the carliest stages of educational improvement, and it is critical that
planners of any activity be aware of and take into account the need
for some specialized resources. These resources generally fall into
three distinct categories: time, additional staff, and money. All three
types of resources are linked very directly to one another.

The greatest single resource needed by local schools and districts
to assist those engaged in educational improvement is time. This time
is necessary at three different points in the school improvement pro-
cess. First, staff members need time while they are engaged in the
important activities rela.cd to preplanning for an improvement ef-
fort. For exainple, teachers and others require time during the nor-
mal school day to get together for inservice activities that may be
needed to increase their understanding of a particular improvement
practice. A second point where staffs require additiona! time is in
the actual preparatory activities prior to starting an improvement
effort. Teaching schedules need to be arranged so that teachers and
others can meet during a regularly scheduled time to continue to plan
their strategies for implementation, share concerns, and prepare
whatever additional materials may be needed. Finally, additional time
is als0 required during the critical first-year implementation of an
improvement effort so :hat teachers, administrators, and counselors
are able to continue to spend time wotking together to monitor and
evaluate their activities.

Another important resource needed to facilitate school improve-
ment activities is the allocation of additional support staff. Ad-
munistrators and school boards obviously cannot extend the number
of working hours available to school staffs each day or week. Sim-
ply increasing the number of hours that teachers and others must
spend in schools without additional pay is neither a practical nor
effective approach to addressing the basic need for more time avail-
able to school staffs. It is conceivable, however, that arrangements
can be made so that time presently allocated to staff is restructured
10 permit more opportunities for planning improvement activities.
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Such arrangements can be worked out within the parameters of the
present school day in many cases. For example, substitutes might be
used to replace teachers in their typical non-instructional tasks such
as supervising corridors and cafeterias. Utilizing paraprofessionals
to perform these and similar tasks so that teachers have more time
to work on improving the quality of instruction in theit school would
appear to be a wise use of resources. Again, however, additional
resources in this area of personnel allocation implies that support
and commitment be provided by the district administration and
school board throughout the preplanning, preparatory activities, and
initial implementation of any educational improvement effort.

The third major category of resources that may be required to en-
sure proper initial implementation and long-term maintenance of
ecducational improvement activities is additional finances. Teachers
and other staff must be provided with sufficient incentives to work
on improvement activities. Work will often need to be done at a time
outside of the regular working hours for school staff members.
Assuming that even the most dedicated educators need compensa-
tion for their time beyond the contract day, school boards must also
become involved in providing additional resources to support the
improvement effort.

School improvement activities can be started and maintained only
if sufficient time, personnel, and money arc made available for the
important stages of preplanning, preparing, and initial implement-
ing of any necessary program changes. One of the most discourag-
ing things that can possibly occur in school improvement is to find
that an effort must be discontinued soon after it has been started
solely because the amount of rescurces needed were underestimated
in the first place. Related to this is the fact that school district of-
ficials and school boards need to realize that their commitment to
local school improvement must be deep and involve the allocation
of real resources. Strategies in each school and district are required
to ensure that sufficient time, personnel, and financial resources are
available for the support of educational improvement activities.
Regardless of the exact approaches developed to prowide theie
resources, there are no short-cuts, and improvement will not be
cheap.
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Staff Development and Inservice Opportunities

During the time of great growth in our schools ia the 1950s and
1960s, there was tremendous mobility among teachers. People moved
freely from one school or district to another during their careers.
In addition, there was a constant need for more new teachers to work
in the nation’s schools. Consequently, there was a steady stream of
new people with new ideas being infused into schools. With the
enroliment declines faced by most school districts, and also the
decrease in the number of teachers needed, the present situation is
considerably different.

Now, few teachers move to new schools once they have found a
position in a building. Teachers tend to stay in the profession longer
than they did in the past. As McLaughlin and Berman (1977) noted,
““More and more districts are faced with the reality of fewer students,
adecreased budget, and consequently a stable and possibly stale staff.
Districts have fewer opportunities to ‘hice’ enthusiasm and new ideas,
but instead must consider the professional development needs of the
staff they already have." Staff development and inservice educa-
tion, therefore, are no longer “‘frills>* to be carried out by school
districts and local schools. Instead, continuing professional develop-
ment opportunities for staff are viewed as an essential ingredient to
be included in any school improvement effort. It is through the
development and utilization of effective inservice that teachers and
other educational personnel are abie to receive assistance in carry-
ing out their educational improvement activitics.

Care is needed to ensure that three importaat issues are addressed
when developing strategies for effective staff development and
inservice. First, attention must be paid to the ways in which profes-
sional development opportunities are made available within school
districts. Second, the content of staff dcvelopment must be careful-
ly reviewed. Finally, delivery systems utilized in the presentation of
inservice and staff development need consideration by planaers of
educational improvement.

Some changes might be necessary regarding L. ofessional develop-
ment provided by school districts. For example, the traditional view
of staff development and inservice education being orchestrated
almost exclusively from a districtwide perspective is rapidly being
replaced by the fact that each individual school must be responsible
for determining its own priorities for inservice. The Rand Change
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Agent Study (McLaughlin & Berman, 1976) made it clear that local
school staff development needs are of a higher priority and will en-
sure greater staff involvement and satisfaction than attempts to meet
only school district goals. This observation has an important implica-
tion with regard to potential policy changes in many school districts.
At present, resources for inscrvice are controlled almost exclusively
by the central office. It is important that the staffs of local schools
be brought into the decision-making process that goes along with
how these professional developrrent resources are actually allocated
to schools. Teachers engaged directly in planning and carrying out
educational improvement activities are the best judges of the types
of additional training they might need. The decentralization of con-
trol over inservice education is a highly desirable practice within
school districts.

The limited rescarch concerning the content of inservice has given
us a fairly clear description of the most desired types of inservice.
First, major reviews completed by Lawrence (1974) and Joyce and
Associates (1976), as well as a large nun.>=. . ¢ doctoral disserta-
tions, have shown tha. inservice is enerally viewed in a more positive
light when content is based on the expressed needs of participants
in the local school, and not handed down from the distriat office.
Needs classified most frequently as important were, not surprising-
ly, those which dealt with issues and concerns of most immediate
concern to practitioners. Teachers, in particular, believe that it is
most important for inservice programs to offer what they view as
“*practical’” advice (Frahlich, 1981). Second, although many different
background characteristics of staff have been investigated to deter-
mine possible relationships witl. desired inservice content, the only
characteristic that seems to be related is the experience level of an
individual. For example, Burden (1979) found that first year teachers
eapressed a need for inservice that helped them to increase their in-
itial awareness of te.  ing activities and the teaching environment,
and also addressed i« £ feelings of uncertainty, confusion, and in-
security; more experieiic. ! *=achers wanted inservice directed toward
helping them t0 increase thy  “nsights regarding the characteristics
of children as learners, and to enhance their professional confidence,
security, and maturity.

A third finding concerning the content of inservice is that while
the specific topics listed as desirable by staff are quite diverse, they

o fall into discernible categories. Using Katz' (1955) notion that peo-
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ple in organizations need, at various times, technical, human, or con-
ceptual skills, a review of research on the content of inservice reveals
that staff have a great desire for technical and human relations skill
development, but show little interest in inservice programs that treat
primarily conceptual issues. This may suggest that there is a high
demand for content related to the increase of knowledge and skills
needed for immediate problems, but little desire for inservice that
addresses long-term solutions to complex problems.

The final important issue regarding inservice and staff develop-
ment deals with the appropriate delivery systems that aie to be used.
Nicholson, Joyce, Parker, and Waterman (1977) noted five primary
ways in which inservice education is carried out:

1. Job-embedded inservice (professional growth derived from
normal activities associated with a job. For example,
teachers learn valuable skills when they participate on an
assigned curriculum committee);

[

. Job-related inservice (training that is not strictly associated
with prescribed job responsibilities. For example, teachers
might participate in some type of outside workshops);

3. Credential-oriented inservice (the teacher is cast as a stu-
dent of higher education, taking courses and pursuing a
degree, much as he or she did as an undergraduate in
'. college);

4. Professional organization-related inservice (courses and
otaer learning experiences are promoted by teachers’ and
administrators’ professional associations for the purpose
of providing renewal and updating members with new
skills);

S. Self-directed inservice (individual teachers fulfill their own
professional development needs by reading educational
journals, vis'ting schools, or participating in other in-
dividual activities).

Each of these five delivery modes is valuable to the staff of a school
engaged in edacational improvement activities. What must also be
done by the school to enable this type of professional development
to take place is to provide sufficient incentives, cither in the form

O
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of supplementary pay or as released time, to staff members so that
they might utilize whatever approach to inservice may be appropriate
at a particular time.

In summary, it is essential that the issue of providing assistance
to staff in the form of inservice.education and staff development
become a regular part of the operation of any school interested in
engaging in educational improvement.

Increased Decision Involvement

An important ingredient to be included in any systematic approach
to educational improvement is the development of opportunities for
teachers, administrators, and other staff members to participate in
decision making. Utilizing shared decision making to develop a spirit
of collegiality among staff members has the advantage in that such
collaboration and the sense of ownership derived from it can serve
as a type of “‘insurance policy’’ which enhances the probability that
an improvement effort will be maintained over time. If one assumes
that the leadership of the principal is indeed the ke, factor support-
ing school improvement, as noted by many writing ox2 school effec-
tiveness (Edmonds, 1981; Lipham, 1981; Mortimer, et al., 1979;
Austin, 1979), the question must be asked as to what happens to
improvement activities if the principal leaves a particular school. The
answer to this may depend largely on whether or not the improve-
ment cffort has been internalized by the staff, how well the staff
understands the effort, and whether the staff views the effort as
having a positive effect on the school. Whenever norms of coopera-
tion are created, the possibility of succes “ul implementation of an
improvement effort is enhanced (Bell, W:ant, & Schmuck, 1979).

Collegiality can be developed through .ae utilization of shared deci-
sion making within each school. In addition, collaborative efforts
can be encouraged by agencies external to the individual school.
School improvement is a complex process requiring possible
modification of many areas in a school’s program. It is hard to im-
agine a single school or district which alone possesses all of the ex-
pertise needed to carry out sweeping revisions in such diverse areas
as curriculum development, administrative reorganization, or
modification of evaluation practices. External assistance may be re-
quired by the local school to carry out improvement in these and
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other areas. Interorganizational collaboration is needed to allow
schools to ‘‘maintain quality programs, maximize limited resources,
and avoid wasteful and inefficient duplication of services'* (North-
west Regional Educational Laboratory, 1980). Neale, Bailey, and
Ross (1981) observed that, as educational institutions must adjust
to such conditions as declining enrollments and dwindling financial
support, collaborative partnerships among educational agencies are
not merely “‘good ideas,"’ but rather essential features needed to en-
sure that schools may continue their improvement and renewal
efforts.

The need to develop opportunities for increased decision jnvolve-
ment and the spirit of collegiality among staff may bring about
modifications in existing conditions in and around schools. For ex-
ample, the mere creation of decision-making groups is an empty ex-
ercise if policies in a school or district are not altered so that time
is made available for groups to meet. Interest by staff members ir
participatir.g in a school’s decision-making processes will be minimal
indeed if the experience represents just ‘‘serving on another com-
mittee” after school hours. All efforts to build support for improve-
ment will be unsuccessful if policies are not revised to provide sup-
port for serious cooperative planning. Outside of the school, it is
essential that linkage relationships among institutions with stakes
in improving educational quality be encouraged. Partnerships involy-
ing local schools and districts, state education agencies, universities,
and professional education associations must be offered. In this way,
several agencies are able to work together to share expertise as a way
to increase technical support for schools.

Specifically, ways in which these organizations external to the local
school may assist in the support for educational improvement might
include the state education agency providing financial and technical
support, encouraging staff job descriptions to be changed, if
necessary, and reviewing and changing state certification re-
quirements to prepare personnel needed by schools attempting im-
provement activities and other changing educational needs. Univer-
sities can cooperate with local school improvement efforts by
periodically evaluating their preservice training programs for teachers
and administrators, developing credit and noncredit inservice courses
for practitioners in the field, and arranging with local schools for
cooperative preparation of students teachers and interns. Local, state,
and national professional education associations are able to support
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local educational improvement by giving publicity to local schools
that engage in exemplary programs, engaging in the political pro-
cesses needed to influence local, state, and federal legislation to sup-
port improvement effons, and encouraging the adoption of contract
provisions which will facilitate and lead to continuing school
improvement.

EXAMPLES OF SUPPORT ARRANGEMENTS

Throughout this chapter, the importance of arrangements for con-
tinuous educational improvement has been stressed. A brief explana-
tion of the major factors that are addressed by effective school
districts has been presented. In this section, examples of how two
secondary schools and two state education agencies, one in a col-
laborative effort with a state university, have enhanced improvement
efforts by developing strategies to provide ongoing support.

Steuben Middle School, Milwaukee, Wisconsin

In 1972, Steuben Middle School in Milwaukee was reorganized
from a traditional junior high school to a iniddle school. One of
the major changes which occurred involved the development of in-
terdisciplinary Instruction and Advisory units to replace subject
departments. This organization for instruction enabled teachers to
replace subject departments. This organization for instruction enabl-
ed teachers of required academic subjects (reading, language arts,
mathematics, and social studies) to work together cooperatively to
plan new instructional strategies, the use of materials, and the ad-
vising of students. Until recently, however, this objective was only
partially attained. The school time schedule did not initially provide
teachers with an opportunity to meet together on a regular basis.
Although teams were formed, provisions were not made for com-
mon planning time. As in most schools, teacher preparat.on and
planning periods were given to staff independent of other team
members’ time.

In 1977, changes in the Steuben Middle School schedule were made
to facilitate the development of common team planning time for all
teachers in each unit. The way in which this was accomplished was
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to modify the bell schedule for the school, particularly during lunch
periods, The number of students at lunch at any single time was
reduced slightly by increasing the number of lunch periods. Teachers
were released from most of their lunchroom supervisory respon-
sibilities and given more time to work on instructional planning while
stucents from their units were in tne cafeteria. No instructional time
was lost because five to eight minutes were added to the first three
class periods of each day. Another feature of this arrangement was
that teachers were given preparation periods which were in common
with the other members of their teaching teams.

These changes at Steuben have allowed the arrangement of
organizing teachers and students into units to reach its full poten-
tial. Greater opportunitics now exist for teachers and others to work
together to share expertise and resources on a daily basis.

Webster Transitional School, Cedarburg, Wisconsin

in many ways, Webster Transitional School, a middle school near
Milwaukee, is organized for iastruction and student advising in a
way similar to Steuben. However, frem the earliest stages in the
development of the Webster program in 1972, an arrangement has
been in place to facilitate the sharing of educational decisions by
all teachers working as teams in the school’s Instruction and Ad-
visory units.

Teachers in the units at Webster share the teaching of required
academic subjects. Students continue to move as groups to classes
in other subjects offered in the school’s curriculum—music, art,
physical education, and allied arts. Each day, th= students from each
unit move as a group for a two-hour block of time to receive in-
struction in one or another of these curricular areas. The teachers
of each unit are thus provided with a duty-free common block of
two hours each day for the purpose of planning for instruction and
student advisement. This common planning time is highly valued
by the Webster staff because it provides them with the opportunities
to develop necessary strategies and materials for carrying out effec-
tive educational programming for each student.

On yet another level, the arrangements at Webster provide a
natural setting for the other factors menticned as important condi-
tions for supporting educational improvement. First, inservice educa-
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tion and staff development are carried out each time that the teachers
are able to meet and work together. As a result, professio.ial develop-
ment has become a continuing process, not an isolated event. Sec-
ond, the organization for instruction and advisement at Webster
provides considerable opportunities for staff members to participate
in shared decision makizg and develop the type of collegial spirit
that is an important supportive factor for educational improvement.

Pennsylvania School Improvement Program

An example of an arrangement where a state education agency
has devised a way to deliver ongoing support to local schools can
be seen in the Pennsylvania School Improvement Program (PSIP).
It was funded largely by the National Institute of Education and
operated from July 1976 to January 1980. The primary focus of this
program was to increase classroom use of research and development
products in schools across the State of Pennsylvania, thereby improv-
ing educational practice. The primary strategy used by PSIP was to
link state level resources directly with local schools, and not to in-
volve district-level officials in the improvement process.

The Pennsylvania School Improvement Program was initially
designed as a problem-solving process which could be used directly
by local schools—elementary and secondary—as a way of identify-
ing areas for improvement, principally in the basic skills areas of
reading and mathematics. The objectives of PSIP were to assist local
schools:

1. To analyze basic skills needs;

2. To improve student performance in basic skills through
the best available programs and techniques produced in
research and development.

The original purpose of the PSIP was to link the Pennsylvania
Department of Education, two county intermediate educational
units, and three research and development agencies—Research for
Better Schools, Research and Information Services for Education,
and *he Learning Research and Development Center at the Univer-
sity of Pittsburgh—with schools in ten pilot school districts. By the
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end of the Program, there v.ere seven intermediate units and schools
from 29 school districts involved.

During the course of the three and one-half years of the Program,
support to local schools was provided in tiiree distinct phases. Dur-
ing the first year, intensive on-site astistance in the form of working
sessions involving school assistance teams and local school action
teams took place. Representatives of R & D agencies made frequent
visits to participating schools to explain the nature of available prod-
ucts. In addition, during the first year, field testing of workshops
and some materials to be used in conjunction with PSIP was con-
ducted. During the second phase, emphasis was placed on the
development of additional materials and workshops to assist the
staffs at local schools in the strengthening and maintenance of their
educational improvement efforts. The final 18 months of thie Pro-
gram were characterized by refinements to and adaptations of the
initial PSIP process and model to meet the needs of local schools.

It has been clear from analysis of this Program that through the
technical assistance provided primarily through the Pennsylvania
Department of Education, it was possible for local schools to work
with external support agencies such as the intermediate service units
and R & D agencies to go from conducting initial needs assessment
to devising plans for the implementation of schocl improvement ac-
tivities within a fairly short period of time. The primary group
responsible for assessing needs and planning improvements is still
the jocal school educational improvement committee. Howe ser, the
PSIP is a demonstration of the positive influence that an external
agency, in this casc a state education agency, can have in the pro-
cess of facilitating educational improvement.

Wisconsin Secondary School Improvement Council

A second model of an effort made at the state level to support
local secondary school improvemen: is the Wisconsin Secondary
School Improvement Council, a council organized by Herbert J.
Klausmeier of the University of Wisconsin in 1981. The council is
composed of the organizations that are responsible for education
in Wisconsin. Charter members of the Council are the Wisconsin
Department of Public Instruction, the Wisconsin Association of
School Boards, state universities, and professional education associa-
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tions for teachers and administrators. The mission of the Council
is to focus state leadership, resources, and initiatives on the improve-
ment of secondary education in Wisconsin (Klausmeier, 1981).

The council was formed to carry out the following and other
specific activities on a regular basis:

1. Formulate ideas and strategies directed toward the im-
provement of secondary education in Wisconsin.

2. Prepare position papers and descriptive statements regard-
ing secondary education.

. Assenible and disseininate listings of successful improve-
ruent programs, including specific information on how to
¢btain more detailed information of publicized programs.

te

4. Frovide a listing of training programs. ~coourae people,
speakers, films, and other inservic= and staff development
programs which Council mer.oveis have atilized and have
found to be effective.

5. Identify significant .esearch results, and also needed areas
of research, wkich could assist members improve educa-
tional progzams.

6. Disserainate a scmi-annual listing of forthcoming
weekshops, conferences, and training programs that would
be accessible to members.

7. Foster improvement of preparation programs for second-
ary school teachers, administrators, and counselors.

8. Foster improvement of the inservice education of s¢cond-
ary school teachers, counselors, administrators, and other
school personnel.

The Wisconsin Secondary Schoo! Improvement Council is an ir-
ieresting model of interorganizational collabe:iation to improve exist-
ing educational practices. It is a loosely-knit organization where
member organizations pay no dues and assume the costs of par-
ticipating in periodic meetings. At the same time, it is bouud together
by a common interest in improving secondary education in a state.
This combination of bringing tugether very fine technical and con-
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ceptual skills at a minimal cost is an intriguing idea that has implica-
tions for improvement efforts in other states as well.

A recent development derived from this earlier work in the Wiscon-
sin Secondary School Improvement Council has been the formation
of a consortium for improving secondary schooling in Wisconsin.
Under the direction of the state superintendent of public instruction,
a consortium composed of the Department of Public Instruction,
six state universities, and three intermediate education agencies or
Cooperative Educational Service Agencies (CESA) was formed. The
universities and CESAs cooperate in providing the initial education
of improvement teams from schools and school districts of their
seographic areas, and then in providing follow-up activities in the
form of credit courses, noncredit seminars and workshops, and in-
dividual consultations.

SUMMARY

in this chapter, support arrangements for local secondary school im-
provement were explained. First, the need for such arrangements
was described in some detail. Next, the nature of important suppor-
tive factors was explained. These factors included providing suffi-
cient time and other resources, leading effective inservice and staff
development activities, and developing increased staff collegiality
through increased shared decision making. Finally, the chapter con-
cludes with examples of two secondary schools which hae made in-
ternal organizational changes to facilitate the concepts described here
for assisting educational improvement, and two state education agen-
cies which have taken the initiative for providing ongoing technical
assistance to local schools.

The major theme of this chapter is that, because improvement ef-
forts require a good deal of energy in order to be successful, many
conditions and forces both within the school and outside of it must
be harnessed to make sure that not only a facilitative environment
exists for starting an improvement effort, but even more important,
making sure that such an effort can be maintained over time.
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CHAPTER 13

RESEARCH-BASED EDUCATIONAL
IMPROVEMENT

Herbert J. Klausmeler

Nine of the 10 components of the design for improving secondary
education have been described in the preceding chapters. Practices
from a number of schools have been presented for illustrative pur-
poses. This chapter deals with the last component of the design,
educational research and development. The comprehensive objec-
tive and illustrative enabling objectives for this component are as
follows:

Comprehensive Objective:

Knowledge is extended regarding learning, instruction, school struc-
tures and processes, and other factors related to schooling through
research and development conducted by school personnel and
cooperating individuals and agencies.

Hlustrative Enabling Objectives
The school staff:

Develops the capability for carrying out its own evaluative
research and related improvement activities.

Participates with district personnel and other individuals and
agencies in research and development specifically directed
toward education improvement in its school.

Participates with individuals and agencies in research directed
toward extending knowledge concerning schooling and the
educative process.

Research to increase our understanding of planned change, ad-
ministrative leadership, and shared decision making has been
reported in the earlier ci.apters of this book by Lipham and Daresh.
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In this kind of research, local schools provide infoimation to the
researcher about a particular research question. The researcher takes
initiative for identifying the question, conducting the research, and
reporting the results. Most of the research reported by Lipham and
Daresh is of this type.

Another kind of research is directed toward improving education
in local schools (Klausmeier, 1982). This kind of research is planned
and conducted cooperatively with the schools. The schools work with
the researcher in all aspects of the research, including identifying
and delimiting the problem area, planning the resea-ch, gathering
the data, and analyzing the results. As the schools work with the
researcher, they gain considerable autonomy in conducting theit own
improvement-oriented educational research. In other words, they
develop the capability for conducting their own evaluative research
and for planning and conducting related improvement activities as
described in Chapter 7 and later in this chapter. The author of this
chapter planned and then conducted this kind of improvement-
oriented educational research from 1977-78 through 1980-81 with
Steuben Middle School (SMS), Webster Transitional School (WTS),
Carl Sandburg Junior High School (CSJHS), Cedarburg High School
(CHS), and Hood River Valley High School (HRVHS). This research
provided the evidence regarding the effects of implementing the im-
provement strategies and also regarding the school structures and
processes that facilitated the implementation of the improvement
strategies. Hereafter, 1977-78 is referred to as Year 1 (Y1) of the
project, 1978-79 as Y2, 1979-80 as Y3, and 1980-81 as Y4.

This chapter was written to enable you:

To understand the purposes of the cooperative research project.

To understand the research method and the improvement
strategies that were employed.

To learn the effects of implementing the improyement strategies
on student outcomes.

To identify the structures and processes of the participating
schools that facilitated implementation of the improvement
strategies.

To identify the nature of a school’s permanent educational im-
provement capability.
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To gain information about conducting evaluative research in-
dependently and improvement-oriented research cooperative-
ly with an external agency. |

PURPOSES OF THE COOPERATIVE RESEARCH
PROJECT

The cooperative research project was conducted with five schools.
The overall goal of the project was to determine the usability and
effectiveness of the design for the renewal and improvement of
secondary education. This required both development and research.

The objective of the development was for each school to develop
its own imprcvement capability by starting or refining three improve-
ment strategies and by starting or refining school structures and pro-
cesses that would enable it to implement the strategies. These im-
provement strategies and school structures and processes are incor-
porated in the design and have been explained in the prior chapters
of this book.

The research had four purposes. One was for each school to main-
tain a satisfactory level of student achievement from year to year
and to raise an unsatisfactory level through implementation of the
three improvement strategies. Maintaining or raising achievement
in English, mathematics, and reading w.1s a common concern of the
five schools. A second purpose was to determine the extent to which
each school could carry out its own data collection and data analysis
and then plan and carry out improvement activities based on the
results of the data analysis. A third objective was to relate the changes
that occurred in student achievement from year to year to the im-
plementation of the improvement strategies and to unanticipated
events that occurred and that influenced student achievement. The
fourth objective was to relaie the organizational structures and pro-
cesses of each school to its implementation of the strategies.

School structures, also referred to as organizational structures,
is a term used to indicate not only administrative arrangements and
the organization for instruction and advising but also other
schoolwide programs and arrangements, for example, the curriculum
and the program of home-school-community relations. Moreover,
each school is considered as a unique social organization. Accord-
ingly, each school has a culture of its own that, although similar
to other schools of a district or state, is not identical to any other
O L Therefore, it is presumed that no two schools will impizment
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the improvement strategies in an identical manner nor will the school
structures be identical.

With this view regarding secondary schools, the research and
development activities were conducted as five case studies. No two
schools used identical data gathering tools and procedures. Similar-
ly, no two schools implemented the improvement strategies in an
identical manner. The intent was for each school to use the evalua-
tion procedures and the improvement strategies that it would con-
tinue to use after the project ended and thereby maintain its improve-
ment capability. Since the data gathered were not identical in the
schools, no statistical comparisons were made between any two
schools. Instead, conclusions wer. Jrawn by examining the results
across the five schools. Schools from a small town, a suburban com-
munity, and a lar ¢ city were selected to enhance tie generalizabili-
ty of the findings.

RESEARCH PROCEDURES

Each school gathered and analyz:d data annually regarding stu-
dent outcomes, including achievement in English, mathematics, and
reading; student attitudes toward various aspects of schooling; and
attendance. Some schools also collected cther data that they desired,
for example, other areas of student achievement, student self-
concepts, and discipline referrals. Each school analyzed the achieve-
ment data and also the mental ability information for the students
of each grade and, in .ome cases, for the students of each teaching
team. An achievement profile, as well as daily attendance, was
available for each individual student. After the first year of data col-
lection, the schools used the information to evaluate the effectiveness
of their initial improvement activities and to plan and carry out im-
provement activities for the ensuing ,ear. Project personnel provided
consultation to the schools regarding the analysis and interpretation
of the data on student outcomes and, tc a much lesser extent, regard-
ing their improvement activities.

Each school provided the project with information that was used
in describing the school as it was functioning in Y1. The 10 com-
ponents of the design that have been explained in earlier chapters
of this book were employed in preparing the description. Each year
thereafter each school provided the project information regarding
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its annual planned improvements that were designed to maintain or
to raise student achievement or to improve any other student out-
come desired by the school. Two other kinds of information were
provided to the project by each school. One was the planned im-
provements that wese not related to the selected student outcomes,
for example, raising student achievement in science. The other was
unanticipated events that occurred which may have influenced
achievement of the desired stident outcomes.

After the last data collection, the achievement and mental ability
information that each school (except CHS) collected on each stu-
dent was analyzed by the project both on a cross-sectional and a
longitudinal basis. For reasons to be indicated later in the results
section, the CHS data were analyzed on a longitudinal basis only.
In the cross-sectional analysis, the mean achievements of the total
students and of the hoys and girls of the same grade across the four
years were compared, for example, the means of the Grade 10
students of HRVHS of Y1, Y2, Y3, and Y4. Analysis of covariance,
with mental ability the covariate, was used in this analysis. Analysis
of covariance made it possible to take into account differences in
mental ability among th= successive classes and between the males
and females. Where a difference among the means of the total
students or the boys or girls for the Jour years wa: found to be signifi-
cant at or beyond the .05 level, post-hoc compzrisons were made
of the means of each two years; i.e., Y1 with ¥2. Y3, Y4; Y2 with
Y3, Y4; and Y3 with Y4.

A longitudinal cohort consisted of a group of students who entered
the first grade of a school, taok all th. tests, and remained through
the last grade. Comparisons ware made of the achievements of the
quarters in mental ability and the males and females of each cohort,
averaged across the times of testing. The gain in achievement of the
males and females and of the four quarters in mental ability from
one time of testing to the next was also compared. Repeated measures
analysis of variance was used to test the significance of the difference
in the mean achievements and in the mean gains. Where a difference
significant at or beyond the .05 level was found, post-hoc com-
parisons were performed. We note that this analysis was performed
for each cohort.

Each school had two or three longitudinal cohorts during the four
years whose achievements and gains in achievement were compared.
Analysis of covariance, with mental ability the covariate, was per-
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formed to determine the significance of the differences among the
mean achievements and the mean gains of the cohorts and the males
and females. The mean achievements of the four quarters in mental
ability of the different cohorts could not be compared since mental
ability was used as the covariate. Although extensive analyses of the
longitudinal data were made, only a brief summary of the findings
is presented later in this chapter. The detailed findings for each school
are reported in Klausmeier, Serlin, and Zindler (1983).

Data regarding student attitudes, attendance, and dropouts were
analyzed, using descriptive statistics. Tests of statistical significance
were not performed.

The last phase of the research was to relate the changes in student
outcomes that occurred from year to year to the planned im-
provements that were made and the unanticipated events that oc-
curred. Each school’s structures and processes were also related to
its implementation of the improvement strategies.

IMPROVEMENT STRATEGIES

The design for the improvement of secondary education incor-
porates three strategies for maintaining or raising student achieve-
ment. The schools either developed or refined these strategies dur-
ing the project. An overview of the kinds of improvement activities
that were planned and carried out in implementing each strategy
follows. Information regarding specific activities is presented later
with the research results for each school.

One strategy (see Chapter 2) is to arrange an appropriate total
educational program of courses and other educational activities for
cach student each semester. Here the student’s career goals and in-
terests are considered by the student and the student’s advisor, as
well as the prior characteristics. To arrange a more appropriate total
educational program in the academic subjects for students achiev-
ing below expectancy in terms of mental ability, activities such as
the following were carried out:

Advising the high school student to take more academic
courses.

Advising the middle school, junior high, and high school stu-
dent to take more units of academic courses.
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Advising the high school student to take advanced rather than
elementary academic courses.

Advising the middle school, junior high, and high school stu-
dent to take advanced rather than elementary units of academic

courses.

Advising the middle school, junior high, and high school stu-
dent to spend more tii:e at school and/or out of school on
course-related activities.

Encouraging the middle school, junior high, and high school
student to attend classes regularly.

Adbvising the high school student to spend less time on an out-
of-school job and/o1 extracurricular activities and to take more
courses and/or units of courses in the academic subjects.

The second strategy is to arrange an appropriate instructional pro-
gram in each course for each student (see Chapter 3). This calls for
the teacher to take into account each student’s motivation, learning
styles, and other characteristics. In arranging more effective instruc-
tion in the academic subjects for individual students, some teachers
in all five schools carried out activities such as the following:

Encouraging students to use the entire class period in active
learning.

Adapting the content and instructional materials to the stu-
dent’s capability for learning the particuiar subject matter.

Using available instructional materials flexibly and securing ad-
ditional materials, especially to provide better for different
learning styles and interests.

Using individual assignments, small-group work, and whole-
class instruction to take into account individual student’s learn-
ing styles and interests and also the nature of the subject matter.

Providing for out-of-class, course-related activities, including
homework.

Modeling enthusiasm for the subject matter and the students.
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Securing greater effort on the part of the students achieving
below expectancy.

Getting students of low motivation to take more initiative to
learn.

Providing encouragement and other social reinforcements,
especially to the lower-achieving students.

The third strategy (see Chapter 7) is to set goals for the total group
of students of a grade or of a team, or for certain quarters of it in
mental ability, aad to plan and carry out improvement activities to
achieve the goals. This strategy was implemented in the various
schools except CHS by carrying out activities such as the following:

ERIC
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Applying the individual educational programming strategy to
the existing courses and curriculum.

Applying the individual instructional programming strategy in
the existing courses.

Increasing the amount of time allocated for instruction for all
the students of the grade in the course or curricular area where
achievement was low.

Changing the content and objectives of the course or curricular
area for all the students of the group where achievement was
low.

Requiring another course and/or a unit of an existing course
to be taken by all the students in the subject field where achieve-
ment was low.

Arranging for out-of-class instruction, e.g., computer-assisted
instruction during the school day, after-school study, and/or
summer classes, mainly for students experiencing specific
difficulties.




RESEARCH-BASED EDUCATIONAL IMPROVEMENT 327

EFFECTS OF IMPLEMENTING THE
IMPROVEMENT STRATEGIES ON
STUDENT ACHIEVEMENT

To determine the effects of each school’s implementation of the
improvement strategies, the annual changes in the achievements of
the students of the same grade were related to the changes in the
annual implementation of the improvement strategies and to the
unanticipated events that occurred. Changes in the mean
achievements of the later longitudinal cohorts of each school were
also related to the implementation of the strategies. A significantly
higher mean achievement by a later grade or longitudinal cohort is
interpreted as a positive effect of implementing the strategies, and
a significantly lower achievement is regarded as a negative effect
unless there was some unanticipated event that offset the positive
effects. Similarly, a nonsignificant difference is regarded as neutral
unless there was some unanticipated event that offset the positive
results of implementing the improvement strategies.

Steuben Middle School (SMS)

SMS is an iniegzated urban school located in Milwaukee, Wiscon-
sin. The racial composition of the student body is about 48% Black,
10% Hispanic, 3% Native Americair, and 39% White. The
socioeconomic level of the student population qualified SMS for
ESEA Title I programs and services.

The total enrollment in Grades 7 and 8 was 751 in Y1, 830 in Y2,
851 in Y3, and 874 in Y4. The Grade 6 enrollment dropped from
92 to 36 during the four years as Grade 6 was being phased out. For
this reason the data for Grade € were not analyzed.

In Y1 all of the SMS teachers of language, reading, math, scierce,
and social studies and the siudents were organized into Instructional
and Advisory Units (I & A uni's) consisting of four acadernic teachers
and about 120 students. Each team of four academic teachers had
its 120 students for a block of time each day and provided the in-
struction in language, math, reading, science, and social studies.

The administrative arrangemem employed at SMS to plan,
monitor, and implement its research and improvement activities was
an Instructional Improvement Committec that was formed in Y1.

Q
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This consisted of the principal, the learning coordinator, a2nd at least
one teacher from each of its I & A units.

During the four yzars of the project, some changes were made
in the administrative arrangements of the school. In Y2 a school
esearch committee was formed from the membership of the Instruc-
tional Improvement Committee to review and interpret the annual
test results. The departmental chair positions were eliminated in Y4
and their duties were assumed by the school’s learning coordinator.
Some of the I & A units were reorganized from year to year to take
into account changes in the Grade 6, Grade 7, and Grade 8
enrollments. The major staff change was the loss of six aides in Y4.

The individual instructional programming strategy was being im-
plemented in the academic subjects in Y1, and it was refined each
year thereafter. Individual educational programming was being im-
plemented only indirectly in Y1 inasmuch as the same academic sub-
jects were required of all the students and in these subjects individual
instructional prugramming was being implemented. Starting in Y2
and continuing thereafter the educational programs of only a few
of the students were monitored and evaluated each semester. Goal
setting, planning, and carrying out related improvement activities
were started on a trial basis by about one-third of the I & A unit
teams in the second semester of Y2 and by all of the I & A unit teams
in Y3 and Y4. Accordingly, individual instructional programming
and goal setting were implemented quite fully for the first time in
Y3, while individual educational programming was implemented to
a much lesser extent.

Mental ability scores were available for most of the students, based
on administration of the Otis-Lennon Mental Ability Test when the
students were in Grade 5. The Metropolitan Achievement Tests were
administered in May «.{ each year, starting in Y1. The results of this
Y1 testing were not summarized and interpreted by the school staff
until the first semester of Y2. Hence, only minor refinements were
made in implementing the instructional programming strategy in the
second semester of Y2. Accordingly, the Grade 7 and Grade 8 classes
of Y2 did not experience any major planned improvements.
However, a strong effort was made by the staff to raise the Grade
7 and Grade 8 achievements in Y3, the year in which the goal set-
ting strategy was implemented for the first time in all of the [ & A
units.
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The complete data regarding SMS (and the other schools) are sum-
marized in a monograph by Klausmeier, Serlin, and Zindler (1983).
Included are the mean scores for each grade each year, the standard
deviations, the percentile scores equivalent to the mean scores, and
the results of the tests of significance. Similar information is pro-
vided for each longitudinal cohort. Because of the large amount of
space required, the tables are not provided here. Instead, only the
results of the tests of significance and illustrative percentile ranks
are indicated.

The means of the Y2 Grade 7 and Grade 8 classes in reading total,
language, spelling, and math total were significantly higher than those
of the Y1 classes in two instances, significantly lower in one instance
(reading total), and not significantly different in five instances. On
the other hand, the means of the last two Grade 7 and Grade 8 classes
were significantly higher than the means of one or both of the first
two classes in 17 instances and not significantly different in 15 in-
stances. The smallest change in percentile scores was from 30 to 34
and the largest was from 30 to 44 for the instances in which the later
mean was significantly higher than an earlier one.

The results of the three longitudinal cohorts support these for the
successive grades. In all areas except reading total, the mean
achievements of the second and third cohorts were significantly
higher than those of a prior cohort. Similar positive results were ob-
tained on a locally constructed mathematics test.

These consistently positive results that started in Y3 are attributable
to the concurrent implementation of the goal-setting strategy and
to providing better instructional programs for the individual students.
Based on these achievement test results and the information regard-
ing the implementation of the improvement strategies and the school
structures and processes, we conclude that the improvement capabil-
ity of SMS was quite well established by the third year. It became
more effective in the fourth year.

Carl Sandburg Junior High School (CSJHS)

CSJHS enrolls students in Grades 7 and 8. It is the only junior
high school in the Mundelein Elementary (K-8) School District,
Mundelein, Hlinois, a suburban district northwest of Chicago. There
are four elementary schools in the district, but there is no senior high
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school. The community consists mainly of white collar, middle class
Caucasians. The student enrollment of CSJHS was 380 in Y1, 346
in Y2, and 322 in Y3. The school changed its test battery in Y4 in
accordance with a plan worked out by a district committee in Y1,
therefore data were not analyzed for that year.

In Y1 the academic teachers and students were organized into four
I & A units. The teachers had the students for a block of time each
day and provided their instruction in language, math, reading,
science, and social studies. The research and improvement activities
of this small school were administered by the principal through
meetings with the teachers of each of the I & A units. There was
no educational improvement committee; rather, the principal and
teachers functioned as a principal-faculty committee.

During the three years of the project no change occurred in the
administrative arrangements of the improvement program. However,
the number of I & A units was reduced from four to three in Y3
because of the declining enroliment. Further, in Y3 both of the Grade 8
language arts teachers were new to the school and there were three
fewer teachers. In addition to these changes, a new gymnasium was
built and some rooms of the regular building were remodeled dur-
ing Y1 and the first semester of Y2. In Y3 the principal worked to
gain community support not to close the junior high school. Both
of these activities took a great deal of the principal’s time.

The teachers implemented individual educational programming
indirectly starting in Y3, but did not plan and monitor the individual
educational programs of their students. They w . > already arrang-
ing individual instructional programs for the students u.: the academic
subjects, all of which were required of all the students. Individual
instructional programming was refined each year thereafter. Goal
setting and planning and carrying out related improvement activities
were started for the first time in Y3. Thus, both goal setting and
individual instructional programming were implemented for the first
time in Y3 and individual educational programming was implemented
only indirectly.

The Grade 7 students were administered the Otis-Lennon Mental
Ability Test and the Grade 7 and Grade 8 students were administered
the Metropolitan Achievement Tests in May of each year. The fiist
testing was done in May of Y1. The results, however, were not sum-
marized and interpreted by the CSJHS staff until the first semester
of Y2. Accordingly, only minor improvements were attempte in
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the second semester of Y2. Thus, the changes in achievement be-
tween Y2 and Y1 do not reflect the effects of implementing the im-
provement strategies.

The mean achievements of the Y2 Grade 7 and Grade 8 classes
in reading total, language, spelling, and math total were not
significantly different from the means of the earlier Y1 classes in
any of the eight comparisons. On the other hand, the means of the
Y3 classes were significantly higher than those of the two earlier years
in seven comparisons and not significantly different in the other nine.
The smallest change in the percentile rank from Y1 to Y4 was from
45 to 50 and the largest was from 49 to 61 for the four instances
in which the Y4 mean was significantly higher than the Y1 mean.

The mean of the Y3 Grade 8 class was not significantly higher
than the mean of the Y1 Grade 8 class in language, reading, and
spelling. The lack of higher Grade 8 achievement in these areas very
likely resulted from the new Grade 8 language arts teachers not be-
ing familiar with the CSJHS curriculum and the implementation of
the improvement strategies.

The results for the two longitudinal cohorts support the preceding
results. The students of the second cohort achieved significantly
higher than the first one in mathematics total and not significantly
different in reading total, language, and spelling.

The positive results for Y3 are attributed to more effective im-
plementation of the individual instructional programming strategy
and the concurrent implementation of the goal-setting strategy. Based
on these positiv~ effects of implementing the strategies and the in-
formation rega: 13 the school structures and processes, we can con-
clude that CSJHS had established an improvement capability that
was functioning effectively in the third year.

Hood River Valley High School (HRVHS)

R\ LIS enrolls students in Grades 10, 11, and 12. It is the only
high school in Hood River County, Oregon. There are two junior
high schools in the district. The area is small town and rural. The
economy is based on agriculture and forestry. The community is
mainly middle class, Caucasian, with a few families of Asian
background. There is a considerable amount of transient labor. Stu-
dent enrollment dropped from 785 in Y1 to 607 in Y4.
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The teachers of HRVHS were organized into broad fields. There
were no departmental chairpersons; however, each broad field had
a coordinator. Broad fields that had more than five teachers had
at least one team leader in addition to the coordinator.

The administrative arrangement employed to plan, monitor, and
implement the improvement activities involved an existing curriculum
committee and a school cabinet. The curriculum committee consisted
of the principal and seven elected teachers. The school cabinet con-
sisted of the administrative team, five teachers, each of whom served
as a coordinator of a broad curriculum field, five teachers, each of
whom was a team leader from one of the five broad fields, and the
IMC coordinator.

The administrative arrangement for the improvement activities did
not change from year to year nor did the broad fields arrangement.
The loss in student enrollment was accompanied by a substantial
reduction in the teaching staff in Y4.

In Y1 each teacher, administrator, and counselor served as an
educational advisor, or guide, to approximately 15 students. In im-
plementing the individual educational programming strategy, these
guides consulted with their advisees weekly or more often regarding
units of courses in which to enroll, but they did not evaluate the
effectiveness of their advisees’ educational programs at the end of
the semester or year.

To arrange more appropriate educational programs for students,
the following changes were made from year to year:

Starting a Grade 10 mathematics placement program in Y2.

Requiring a semester course in English for all Grade 10 students
instead of permitting English to be ¢lective starting in Y3.

Increasing the attention given to reading in all the content sub-
ject fields starting in Y3.

Advising all students regarding math and English courses by
math and English teachers starting in Y4; requiring students
to complete three successive units of a course with a grade of
C or higher rather than only one starting in Y4; and increas-
ing the requirements in the academic subjects for high school
graduation and decreasing the electives and the “‘survival skills"
requirements in Y4.
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The preceding changes in the requirements for high school gradua-
tion did not apply to the Grade 12 class of Y4.

Throughout the project the teachers arranged individual instruc-
tional programs for each student enrolled in their courses. Goal set-
ting and planning and carrying out related improvement activities
were started in Y3 and continued in Y4. Thus, all three strategies
were implemented concurrently in the last two years.

The General Aptitude Test Battery was administered to the
students when in junior high school in Grade 9. The Stanford Test
of Academic Skills was administered annually in the spring to all
students. The spring test results of Y1 were not summarized and in-
terpreted until the first semester of Y2. Accordingly, only minor im-
provements were made in the spring of Y2. Therefore, the changes
in student achievement from the first to the second year do not reflect
changes or refinements in the implementation of the improvement
strategies.

The means of the Grade 10, Grade 11, and Grade 12 classes were
not significantly different from the means of the Y1 Grade 10, 11,
and 12 classes in any of the three areas—English, math, or reading.
However, the means of the last two Grade 10 classes were significant-
ly higher than the means of the first two classes in 9 of 12 com-
parisons and not significantly different in the other three. The
changes in the percentile scores from Y1 to Y4 for Grade 10 were
from 74 to 80 in reading, 46 to 60 in English, and 54 to 62 in math.

The mean achievements of the last two Grade 11 classes were
significantly higher than those of the first two classes in five com-
parisons and not significantly different in the other seven. The
changes in the percentile scores from Y1 to Y4 for Grade 11 were
from 54 to 65 in reading, 45 to 55 in English, and 56 to 66 in math.
The means of the two later Grade 12 classes were not significantly
different from the means of the two prior Grade 12 classes.

The higher achievements by Grades 10 and 11 are accounted for
by the prior planned changes made for Grade 10 that were also made
for Grade 11. The fact that the Grade 10 group achieved significantly
higher in Y3 than in Y1 in all three subjects, while the Grade 11 group
did not until Y4 is accounted for in terms of the cumulative effects
of the planned changes. For example, the Grade 11 class of Y3 did
not take the required English class when in Grade 10 but the Y4
Grade 11 class did. On the other hand, the Grade 12 class of Y4
did not experience the planned changes in the curriculum, advising,
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and instruction when in Grades 10 and 11 that the Grade i and
Grade 11 classes of Y4 did.

There were two Grade 10-11-12 longitudinal cohorts. The mean
achievement of Cohort 2 was significantly lower than thc mean of
Cohort 1 in reading but not significantly different in English and
math. These results reflect the lack of significantly higher achieve-
ment by the last two Grade 12 classes and the second to the last Grade
11 class.

The positive results for the Grade 10 and Grade 11 classes are
judged to have resulted from the planned changes made in connec-
tion with concurrently implementing the three improvement
strategies, starting in Y3. Lack of significantly higher achicvement
by the last Grade 12 classes is presumed to have resulted from these
Grade 12 students not having experienced the planned changes when
in Grades 10 and 11. Based on these findings and taking into ac-
count the information regarding the school structures and processes,
we conclude that HRVHS had established an improvement capability
by 1979-80 and strengthened it in 1980-81.

Webster Transitional School (WTS)

WTS is the only middle school in the Cedarburg School District,
Cedarburg, Wisconsin. It enrolls students in Grades 6, 7, and 8.
Cedarburg is about 20 miles from Milwaukee. Nearly all of the
students are Caucasian. The socio-economic level of the communi-
ty is middle and upper-middle class. The student enrollment drop-
ped from 761 in Y1 to 712 in Y4.

The teachers of language arts, reading, math, science, and social
studies and the students were organized into I & A units. Each team
had its students for a block of time each day and carried out the
instruction in language, math, reading, science, and social studies.
The administrative arrangement to plan, monitor, and implement
its improvement activities was its existing Faculty Advisory Com-
rittee that was already functioning in Y1. This consisted of one
teacher from each of the I & A units, three guidance counselors,
two teachers from the allied arts team, one teacher from the sup-
portive services team, and the leadership team consisting of the prin-
cipal, the dean of students, and the instructional consultant.
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Several changes occurred in the administrative and organizational
arrangements. In Y2 a teacher-advisor task force was formed to assist
in establishing a teacher-advisor program that focused on individual
educational programming. In Y3 a research and development com-
mittee was estabiished to lead the school’s gcal-setting strategy. The
number of teachers and students changed from year to year with
the changes in student enrollment. The total number of teachers
decreased as enrollment dropped.

The teachers of WTS were already arranging individual instruc-
tional programs for their students in the academic subjects in the
fall of Y1, and they refined their practices each year thereafter. In
Y2 they started planning and monitoring the individual educational
programs of their student advisees in Grades 6 through 8. Goal set-
ting and planning and carrying out related improvement activities
were started by all of the I & A unit teams in Y3. Accordingly, the
three improvement strategies wers being implemented in all grades
in Y3 and Y4.

A locally constructed language arts test and a locally constructed
mathematics test were administered to all the students each year in
the fall, the spring, or both. The Gates-MacGinitie Tests of Reading
were administered only in the spring of each year. The Short Test
of Educational Ability was administered in Grade 7. The test scores
of individual students were available for final analysis for Grade 6
starting in Y1, Grade 7 in Y2, and Grade 8 in Y3. Accordingly, data
were available for three Grade 6, three Grade 7, and two Grade 8
classes as well as two Grade 6-7-8 longitudinal cohorts.

The results pertaining to reading comprehension and reading
vocabulary as measured by the Gates-MacGinitie Tests are most in-
teresting. The mean in reading comprehension of Grade 6 of Y3 was
significantly higher (percentile score of 67) than the mean of Grade
6 of Y1 (percentile score of 60). However, the means were not
significantly different in reading vocabulary. The mean in reading
comprehension of the last Grade 7 class was significantly highe: (82nd
percentile) that the mean of the first Grade 7 class (70th percentile);
however, the reverse occurred in reading vocabulary where the mean
of tue last Grade 7 class was significantly lower (60th percentile) than
the mezn of the first Grade 7 class (67th percentile) and also lower
than the second Grade 7 class (71st percentile). The pattern for the
first and last Grade 8 classes was the same as that for the Grade 7
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classes—71st vs. 65th percentile for reading vocabulary and 69th vs.
80th percentile for reading comprehension.

The Grade 6 class was administered the criterion-referenced tests
in parts of speech, sentences, language total, and .ath total only
in the fall. These results reflect the students’ elementary school
achievement and are not discussed further. The means of the last
Grade 7 class in the four areas listed above were significantly higher
than the means of the first Grade 7 class in 6 of the total of 7 com-
parisons and not significantly different in the other one. The last
year Grade 8 means were significantly higher in 4 of a total of 5§ com-
parisons and not significantly different in the other one. (The
mathematics test was not administered to Grade 7 in the spring while
the three language arts tests were not administered to Grade 8 in
the fall. The other tests were administered in both the fall and
spring.) The mean achievement of Cohort 2 was significantly higher
than that of Cohort 1 in mathematics and reading comprehension,
significantly lower in reading vocabulary, and not significantly dif-
ferent in the three language areas. The negative finding regarding
reading vocabulary is related to a fundamental deficiency in the
school district’s language arts curriculum that extends from the
primary school into the high school. Insufficient attention is given
to reading vocabulary at all of the school levels, and the middle
school staff because of districtwide policy could not make the changes
in the curriculum that were necessary to overcome the deficiency.

The consistently higher achievements by the later Grade 6, 7, and
8 classes are attributable to the concurrent implementation of all three
improvement strategies. Inasmuch as WTS was able to implement
the strategies to achieve these desired student outcomes and since
its school structures and processes did not change much during the
four years, we conclude that it had established a functional improve-
ment capability.

Cedarburg High School (CHE)

CHS enrolls students in Grades 9, 10, 11, and 12. It is the only
high school in Cedarburg, Wisconsin. About 80% of the entering
Grade 9 students come from the one public middle school in the
district and about 20% from parochial schools. While there is some
industry and some farming in the district, the community is mainly
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white collar, middle and upper-middle class Caucasians who work
in nearby Milwaukee.

Starting with the Grade 9 class of Y1, the Cedarburg teachers and
students were organized into one of three programs: a beginning pro-
gram for potential dropouts, a program called Progress in Con-
tinuous Alternative Education (PACE), or a traditional program that
was continued from the prior year. The PACE alternative was the
one in which the improvement strategies were implemented. In Y1
there were 30 entering Grade 9 students in the program for poten-
tial dropouts, 99 in PACE, and 210 in the traditional program. All
of the Grade 10, 11, and 12 students were enrolled in the traditional
program in Y1. The district plan was to extend the PACE alternative
upward by one grade each year and to have a new Grade 9 PACE
group start each year. The total enrollment of the school dropped
from 1376 in Y1 to 1214 1n Y4.

There was a total change in the administrative staff from Y1 to
Y4. The assistant principal, who was the coordinator of the PACE
program, resigned at the end of Y2. The assistant PACE coordinator,
a teacher employed on a half-time basis, attempted to refine the
Grade 9 and Grade 10 program and to extend the program upward
into Grades 11 and 12. The principal resigned in the middle of Y3.
A district committee coordinated the activities until a new principal
was employed in the fall of Y4. Accordingly, the PACE program
was not extended into Grade 11 in Y3 nor into Grade 12 in Y4 in
the manner in which it had been initially planned.

The Grade 9 PACE students and their four academic teachers were
organized into an I & A unit in Y1. The four academic teachers taught
the PACE students English, math, science, and social studies in
classes only for the PACE students. Each teacher and the PACE
coordinator served as an educational advisor to about 20 PACE
students. This same pattern of instruction and advising for the PACE
students was employed in Grades 9 and 10 in Y2 and each year
thereafter, but not in Grades 11 and 12. In Grade 11, only part of
the PACE students were taught in PACE classes, mainly English
and social studies, and in Grade 12 there were very few classes for
PACE students only. The educational advising continued into Grade
11 but not into Grade 12.

Individual educaticnal program.ning was implemented effective-
ly with the first Grade 9 and Grade 10 students dv.ing Y1 and Y2.
Individual instructionz! programming also was implemented for these
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Grade 9 and Grade 10 PACE students quite effectively, except for
a curriculum constraint. The curriculum constraint was that the
PACE students had to use the same textbooks and study the same
content as the traditional students in all courses, even though the
PACE students entered Grade 9 with considerably higher mean
achievement and mental ability than the traditional students. Goal
setting was not carried out systematically with any PACE classes.

Since the Grade 10, 11, and 12 students of Y1 continued in the
traditional program, there were no baseline classes for these grades.
However, there were two PACE and two traditional longitudinal
cohorts. The first cohort was tested when enrolled in Grades 9
through 12 and the second one in Grades 9 through 11. The Short
Test of Educational Ability was administered in Grade 9 annually.
The lIowa Tests of Educational Development were administered in
October to all the Grade 9 students in Y1, the Grade 9 and 10 students
in Y2, the Grade 9, 10, and 11 students in Y3, and the Grade 9, 10,
11, and 12 students in Y4.

Table 13.1 presents the adjusted means in lang-age, math, and
reading and the differences between the means of the PACE and
the traditional cohorts. The adjusted means are based on fall tests.
Thus, the differences between the PACE and the traditional cohorts
in Grade 9 reflect the results of their education prior to Grade 9.
The differences each year thereafter reflect the results of the prior
year at CHS. These differences were not tested for statistical
significance because the PACE students voluntarily chose to enter
the Grade 9 program and had a higher mean mental ability and a
higher mean entering achievement level than the traditional students.
However, the size and consistency of the differences in the means
are regarded as sufficient to be of practical importance.

The differences between the means of the first PACE cohort and
the traditional cohort when in Grade 12 were consistently larger than
in Grade 9 in reading, language, and math, favoring the PACE
cohort. The same pattern held for PACE Cohort 2 and traditional
Cohort 2 from Grade 9 to Grade 11. These differences consistently
favoring the PACE cohorts suggest that the individual educational
programming and the individual instructional programming carried
out with the two PACE cohorts during Grades 9 and 10 had positive
effects despite the curriculum constraint indicated earlier and the
resignation of the PACE coordinator. The positive effects may be
due in part to the higher ability of the PACE students. However,
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Table 13.1 Adjusted Means and Differences Between Means for
PACE and Traditional Longitudinal Cohorts 1 and
2: Cedarburg High School

Comparison of Mean Gain by Each Cohort

! Cohort 1 Cohort 2

6r. 9 6r. 10 Gr. 11 cr. 12 Gr. 9 Cr. 10 Gr. 11
1977-78 1978-79 1979-80 1980-81 1978-79 1979-80 1980-81

Reading
PACE 15.62 17.49 18.61 19.79 14.15 16.03 18.67
TKAD 13.37 15.39 15.70 16.93 14.11 15.82 17.75
Diff. 2.25 2.10 2.91 2.8 0.04 0.21 0.92
Language
PACE 15.82 17.72 18.21 19.41 15.85 17.60 19.59
TRAD 13.19 15.18 15.54 16.01 14.95 16.48 18.45
DIff. 2.63 2.54 2.67 3.40 0.90 1.12 1.14
Math
PACE 13.85 17.34 18.66 19.16 14.03 16.56 18.99
TRAD 12.76 14.98 15.11 16.24 12.93 14.96 16.61
Ditf, 1.09 2.36 3.55 2.92 1.10 1.60 2.38
Student N
PACE 61 87
TRAD 122 130

the traditional cohorts had a greater opportunity to raise their
achievement since their mean achievements when in Grade 9 were
consistently lower than the Grade 9 PACE means. Moreover, the
possibility of topping aut on the tests when tested in the fall of Grades
11 and 12 was greater for the PACE students.

Based on these findings, we conclude the CHS did not maintain
an improvement capability after Y2. The administrative ar-
rangemen.s of the school did not facilitate the refinement and up-
ward extension of individual educational programming and in-
dividual instructional programming after Y2, and the goal setting
strategy was not implemented.
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NOTES REGARDING ATTENDANCE,ATTITUDES,
AND DIFFERENCES BETWEEN SEXES AND
AMONG QUARTERS IN MENTAL ABILITY

1. Attendance and student attitudes toward various aspects of
schooling were relatively stable from year to year except when a
school made a systematic attempt to better either of hese areas.
When this was done, incidences of bettermcat occurred but not as
frequently as for student achievement. At the same time, activities
carried out to raise student achievement infrequently had any effect
on attitudes or attendance.

2. The longitudinal cohorts of SMS and CSJHS gained significant-
ly in each area tested from Grade 7 to Grade 8. The cohorts of WTS,
HRVHS, and CHS gained in some subjects between each time of
testing and in all subjects between at least two of three different times
of testing.

3. The mean achievement of the girls was consistently higher than
that of the boys in language and spelling in Grades 7 and 8 of SMS
and CSJHS, in reading total and language total of Grades 9, 10,
and 11 of CHS, and in English in Grades 10, 11, and 12 of HRVHS.
No consistent pattern of sex differences was found in mathematics.
The boys® achievement was significantly higher than the mean of
the girls in math problem solving in Grades 7 and 8 at SMS; however,
the mean of the girls was higher at CSJHS in math computation,
math concepts, and math total in Grade 7. The mean of the boys
was significantly higher than that of the girls in math in Grades 9,
10, 11, and 12 of CHS; however, the difference was not significant
in Grades 10, 11, or 12 of HRVHS.

Neither sex gained more than another in mathematics from one
time of testing to the next in any school, Grades 7 through 12. The
girls of at least one cohort, but not all cohorts, gained more than
the boys in spelling and reading from Grade 7 to Grade 8 and in
English during one or more of the high school years. (The previous
finJings are based only on standardized test scores. WTS was not
included in this analysis because it used locally constructed tests.)

4. The most surprising finding was that there were scarcely any
differences in the gains in achievement made by the four quarters
in mental ability. In four schools, only 26 of 684 comparisons that
might have been significant were. None were significant at CHS.
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Moreover, in a number of the 26 instances the lowest quarter gained
more than one or both of the two highest quarters.

It cannot be established that the implementation of the improve-
ment strategies was definitely associated with the lack of significant
differences in the gains made by the girls and the boys or among
the four quarters in mental ability. However, in all the schools the
improvement strategies were implemented in the same manner for
boys and girls and for the four quarters in mental ability. It is possi-
ble that this equal attention to individual students, regardless of sex
or mental ability, contributed to the lack of differences in the gains.

CONCLUSIONS AND DISCUSSION

The cross-sectional analyses performed on the students’ test scores

showed that the mean achievements of the later grades of Y2 of SMS,
WTS, CSJHS, and HRVHS typically were not significantly different
from the means of the carlier grades of Y1. But, as noted earlier,
these schools made only minor changes in implementing the instruc-
tional programming and the educational programming strategies in
Y2. Accordingly, the mean achievements of the students were not
expected to improve significantly in Y2.

The means of the Y4 grades of these four schools were significantly
higher than the means of the carlier grades of Y1, Y2, and Y3 and
the means of the Y3 grades were significantly higher than those of
Y1 and Y2 in 67 instances and not significantly different in 69, and
significantly Jower in three (all in reading vocabulary in one school).
The higher achievements of these later grades are due mainly to the
improvement activities that were carried out in implementing the
goal-setting strategy and to a lesser extent to the refinement of the
instructional programming strategy and the educational program-
ming strategy. The higher mean achievements of the later longitudinal
cohorts in comparison with the first cohort support this conclusion.
Thus, implementation of the goal-setting strategy appeared to be the
determining factor in bringing about consistently higher student
achievement while implementing the other strategies maintained the
same level of achievement from year to year.

CHS implemented only the individual instructional programming
strategy and the individual educational programming strategy in
Grades 9 and 10 and to a lesser extent in Grade 7 1. The implemen-
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tation of these strategies yielded positive results in terms of main-
taining or slightly improving student achievement.

The results regarding student attendance and attitudes were
positive in all five schools. Attendance and attitudes became slight-
ly more positive from year to year when goals were set to improve
them, and they remained relatively stable when this was not done.
Activities carried out only to raise student achievement appeared to
have relatively little effect on attitudes and attendance.

The preceding positive results must be interpreted in the context
of the schools having a reduction in teachers or aides in one or both
of the last two years. Also, the loss of both experienced language
arts teachers in Y3 at CSJHS probably accounts for six Grade 8
language arts comparisons being nonsignificant rather than signifi-
cant. Nine nonsignificant differences at HRVHS would probably
have been significant had the later Grade 11 students of Y3 and the
later Grade 12 students of Y3 and Y4 experienced the planned im-
provements that were made in Grade 10 after they had already com-
pleted Grade 10.

Two other points should be borne in mind regarding the changes
from year to year. First, the achievements of students of age 13 and
17 in the academic subjects tended to go down during the 1970,
as shown by the National Assessment of Educational Progress (un-
dated a, b, ¢, d, €). Accordingly, maintaining the same level of
achievement rather than experiencing a loss from year to year might
be interpreted as a positive rather than a neutral effect. Second, some
of the nonsignificant differences occurred in Y4 after the means of
the students of Y3 were already significantly higher than those of
Y1 or Y2. Maintaining this higher level of achievement also might
be considered as a positive rather than a neutral effect.

Based upon the consistently positive results, it is concluded that
the design provides relevant guidelines for the renewal and improve-
ment of secondary education. In this context, it is considered to be
validated as both usable and effective. Even though the number of
schools was small, the uniformity of the results across these schools
of greatly different characteristics in different locales is noteworthy.

A few conclusions are in order regarding implementation of the
_esign. The effects of implementing the improvement strategies were
more consistent acros. the two middle schools and the junior high
school than the two high schools. Moreover, the strategies, struc-
tures, and processes of the design appeared to be more readily
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adapted and implemented by the middle schools and the junior high
school. Although this is the case, the improvement strategies and
the organizational structures and processes of the design were found
to be effective at the high school level in each grade in which they
were implemented appropriately.

The schools set goals in terms of student achievement, and they
used norm-referenced and criterion-referenced achievement tests to
assess the attainment of the goals. They used the results of their men-
tal ability tests to estimate the expected level of achievement of the
students. The schools might have set goals in terms of other student
outcomes in the cognitive domain, such as creativity or writing skills.
Similarly, they might have employed other means of measuring stu-
dent outcomes and might not have used the students® mental ability
scores. The design is not prescriptive in this regard; rather, each
school makes the decisions regarding desired outcomes and measure-
ment tools.

The schools did not set goals to improve their advising, ad-
ministrative, evaluation, or other school processes. However, this
might have been done. The goal-setting strategy and the related plan-
ning and monitoring processes of the design are intended io be as
applicable to school structures and processes as they are to improv-
ing student achievement.

The difference between implementing this design for the renewal
and improvement of secondary education and acting on the findings
from school effectiveness research warrants a brief discussion. The
design focuses on how a school can bring about educational improve-
ment, including how it establishes a permanent improvement
capability. School effectiveness research has identified many
characteristics of effective schools, including clear educational goals,
good discipline, and expectations for high student achievement (Ed-
monds, 1982; Purkey & Smith, 1982). The descriptors of effective
schools do not indicate the structures and processes that schools can
use to become effective. For example, how a school with unclear
goals, a lack of order, and low student achievement is to become
goal-directed, orderly, and high achieving is not made clear. The
design does not directly answer these questions either. Rather, it
specifies organizational structures and processes by which a school
identifies arcas of desired improvement and then sets goals, develops
plans, and carries out improvement activitics to attain the goals.
Thus, a school that has developed an improvement capability is able
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to address any characteristic of effective schooling that it may select
as well as other areas of improvement.

POSTSCRIPT

When the last data on student outcomes were collected in the
schools in Y4, it appeared that four schools had developed a per-
manent improvemen. capability. There was some uncertainty regard-
ing CHS. During the next two years economic conditions worsened
nationally and this was reflected in program reductions, staff reduc-
tions, or both. Accordingly, it might have been expected that the
four schools would not maintain their internal improvement capabil-
ity into 1982-83. This was not the case.

SMS was continuing all of its organizational arrangements in
1982-83 and was implementing the instructional programming and
goal-setting strategies. Moreover, all of the prior junior high schools
of Milwaukee had become middle schools and each one was develop-
ing an improvement capability similar to that of SMS as part of a
district-wide school effectiveness project.

CSJHS was continuing in much the same pattern as in Y4. Enroll-
ment had stabilized at about the Y4 level. Individual instructional
programming and goal setting were being implemented. Students of
each grade were being grouped for instruction according to their
entering achievement levels in language arts and mathematics. This
reduced the teacher’s task in providing suitable instructional pro-
grams for each student. The facilitative organizational structures were
continuing in the same pattern as earlier.

WTS was continuing its improvement strategies and school
organizational structures and processes much as it had been in Y4.
In the interim, a district committee had worked toward improving
the district curriculum in reading vocabulary. A more clearly
delineated performance-based program of education in language arts,
math, and reading was being implemented. This started with Grade
6 in Y4 and had been extended into Grade 8 in 1982-83.

HRVHS was also continuing its organizational arrangements and
its implementation of the three improvement strategies. Both in-
dividual instructional programming and individual educational pro-
gramming had been refined and parental participation had markedly
increased.
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In 1982-83 the PACE and traditional alternatives of CHS had been
discontinued as separate schools within the larger school. However,
many features of ilic PACE program had been extended throughout
the school. These included objective-based instruction, teachers ser-
ing as advisors to students and planning and monitoring the educa-
tional programs with the advisee, and reporting progress to the stu-
dent and the parents in individual conferences. Also, an educational
improvement committee had been formed and was functioning ef-
fectively. All of the academic teachers and students of Grade 9 were
organized into academic units of four teachers and about 100
students. Implementation of the goal-setting strategy had begun.
Thus, Cedarburg High School, also had established an effective im-
provement capability.

A statewide secondary school improvement program was started
in Wisconsin in 1981. A Wisconsin Secondary School Improvement
Council was formed under the present author’s leadership to expedite
the program. The charter members included the professional educa-
tional associations of Wisconsin, including those of teachers and ad-
ministrators, the Wisconsin Association of School Boards, the
Wisconsin Department of Public Instruction, seven teacher eauca-
tion institutions, and five other organizations directly concerned with
secondary education. In August of 1982 the Superintendent of Public
Instruction of Wisconsin endorsed the design and established an
Office of School Improvement in the Department. This office is
working with state universities and cooperative educational se;vice
agencies in using the design in the improverment of secondary educa-
tion in Wisconsin.
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