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COMMISSIONER'S FOREWORD

The New Jersey Department of Education has launched an ambitious
program to assist urban .schools in their efforts to improve student
performance. The Urban Initiative encompasses a number of objectives
including those related to principal leadership, student attendance and
behavior, .student achievement in basic skills, young dropouts, youth
employment, educational technology, and graduation rates of compensatory
and bilingual education students. These areas present major challenges
for our schools..

This Urban initiative Sourcebook is one of a number of products
and services the department is offering in order to help urban districts
in their efforts to improve. It presents research findings and exemplary
programs related to the Urban Initiative objectives. Ail of the programs
listed are willing to share information and experience with New Jersey
schools. Through the use of the Sourcebook, districts will be able to
address their concerns by adopting proven practices to their own contexts.



The purpose of this scurcebook is to provide research and development

based information to guide the school districts and schools participating in

the Urban Initiative a -ajor -ffort for school improvement conducted by the

New Jersey State Department of Education. The document is addressed specif-

ically to the administrators and teachera in those urban school districts, and

has been distributed to all urban districts in the state.

The first section reviews the research on effective schools and discusses

the skills needed by the principal in the areas of instructional leadership,

administrative management, and school improvement. The section also contains

suggestions for strengthening principal leadership through the removal _f

barriers to effective leadership, the selection of new principals, and

increased professional development of those currently employed.

The second section presents a directory of exemplary pr ctices and

programs. Programs and practices are listed and described for 11 coutent

areas: Basic Skills Improvement, Secondary Compensatory and Bilingual

Education, Computer Instruction, Disruptive Students, Drug and Alcohol Abuse,

PrincipalLeadership, School Attendance, Secondary Special Education, Student

Dropouts, Writing Instruction (K-12), and Youth Employment through Vocational

Education. These,areas were selected for the sourcebook since they combine

the objectives of the concentrated component of the Urban Initiative, called

Operation School Renewal, and the nine critical issues that are identified f

the initiative's broad-based component. The material in each content area

includes: a listing of characteristics of successful practice, a discussion

of the relevant literature, and descriptions of several exemplary practices



and programs. Administrators and teachers should find this information useful

as they prepare to decide which programs to include in their school improvement

efforts.

The third section provides guidance to district staff in the management

of school improvement. It synthesizes research-based topics which need to be

considered in any effort to bring about systematic change and improvement in

schools, including: understanding the change literature, planning imple-

mentation, providing leadership for school improvement, selecting implemen-

tation strategies, and designing and condu ting staff development effo

This section provides practical examples, models, criteria, and strategies

that will be useful initially to urban districts as they revise and implement

their improvement plans.:

This version of the sourcebook was developed by staff from Research for

Better S'hools (Mercedes Fitzmaurice, Ellen New ombe, John Connolly) with

guidance from department staff (Arnold Webb, Naida Bagenstos, and Harriet

Doss-Willis). It incorporates some new materials specifically developed for

use in the Urban Initiative and draws together existing materials from New

Jersey, neighboring states, and other states. The original source of all

materials is cited in the appropriate sections of the document and listed in

the Attached bibliography. All program infOrmation listed in the sourcebook

has been verified by personal or phone interviews.

This sourcebook covers only a small fraction of the currently available

research knowledge and de'cribes only a sample of the exis ing programs that

might be appropriate for use in a particuiar context. Since comprehensive

coverage was not the goal, emphasis was placed on including materials which

seemed most useful for schools participating in the Urban Initiative.

ii
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However, a loose-leaf format was adopted for the document to permit later

additions of research syntheses and exemplary programs. The department would

appreciate feedback on recommended changes and additions. Please send your

comments to Dr. Arnold Webb, Assistant Commissioner of Educational Programs,

New Jersey Department of Education, 225 West State Street, CN500, Trenton, New

Jersey 08625.
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PRINCIPAL LEADERSHIP

An increasing anount of attention has been focused on the role of the

principal and the relationship between principal leadership and school

success Practitio ers, researchers, and policy makers agree that an

important key to the effective school is the influence of the building

principal. While the phrase "effective principal, effective school" c- _ainly

oversimplifies the c mplex set of events that must fall into place f

exemplary education to occur, it does capture a sense of the centrality and

importance of the principal's role in successful schools. The cur-ent

int -resrt in principal leadership has emerged from both the effective schools

research and studies specifically investigating the behavior of principals.

Much of this research has been conducted in urban settings and presents a

optimistic message. It concludes that even in schools with significant
a

problems, principal leadership can facilitate significant school improvement

and the critical leadership skills can be identified, taught, and learned.

This section of the sourcebook looks at the contribution of recent

research to the understanding of principal leadership. It discusses the

skills that principals need in the areas of instructional leadership and

administrative management, and it also examines strategies for strengthening

the leadership role by removing barriers to effective leadership, selecting

and placing new principals, and offering professional development.

16



Research on Effective Schools and the Principal

The recent research on effective schools and principals has made two

or contributions: it highlights the importance of principal leadership and

identifies the behaviors that separate more and less effective principals.

While some critics question whether the findings of this research can be

directly applied to practice, many educators agree that they offer an

important message to those who are seeking ways to improve schools. This

chapter will look at some of these researCh findings and their implications

for principal leadership.

The effective schools research

urban elementary schools) sought to

identify successful schools. While

slightly different success factors,

of the last decade (conducted mainly

identify those characteristics which

each research study has focused on

many have included he following

in

elements first identified by Edmonds (1979):

a safe climate conducive to learning; a safe and orderly environment

high expectations of all students

a school-wide academic emphasis on basic skills instructi_n

systematic monitoring and assessment -f student performance

strong instructional leadership by the principal.

The principal is clearly identified as a key factor in successful schools.

He/She needs to provide strong leadership if a school is to accomplish each

of these success objectives, and all of these characteristics are directly or

indirectly related to principal effectiveness. It is essential that orinci-

pals be knowledgeable about the findings of the effective schools research so

they can provide stroag leadership in the application of it. Basically, this

means they must have the skills to ensure implementation of research-based

curriculum and instruction (i.e., an aligned curriculum, sufficient

i7



opportunity to learn, and direct in ruction); adequate support for curriculum

and instruction (i.e., a clearly stated mission to improve student achievement,

instructional leadership, and structured staff development), and; a positive

school academic and social climate (Murphy, Weil, Mellinger, & Mitman, 1985).

Although educators must approach the research findings on effective schools

with the caution of common sense (e.g., generalizations that come from limited

evidence may not alwAys hold up), they can start identifying the patterns of

principals' behavior in effective schools and start applying such information

to practice.

Guidance on how to improve principal leadership comes not only from the

effective sch ols research but also from a growing body of research which

provides information as to how the behavior of more effective principals

differs from less effective principals. Some findings are summarized below

with their implications for strengthening principal leadership.

The principal's roln has changed drastically over the years.
Principals are now expected to act as instructional and
administrative leaders (Chase & Kane, 1983; McCurdy, 1983).
Since many principals have not been trained in instructional
leadership, it is not surprising that many of them feel ill-
equipped to carry out both roles; they also have difficulty in
finding enough time to fulfill all of their obligations.
Principal leadership will be strengthened as principals learn
more about instructional leadership and efficient
administrative performance.

Principals' work can be characterized by: a low number of
self-initiated tasks; many activities of short duratioa;
discontinuity caused by interruptions; the superseding of
prior plans by the needs of others in theorganization;
face-to-face verbal contacts with one other person; varia-
bility of tasks; an extensive network of 'individuals and
groups; a hectic and unpredictable flow of work; numerous
unimportant decisions and trivial agendas; few attempts at
written "communication; interactions predominantly with
subordinates, an; a preference for problems and information
that are specific (rather than general), concrete, solvable,
and currently pressing (Pitner, 1982). Many of these work
characteristics are not compatible with strong instructional
leadership and efficient administrative management; they must
be modified if principal leadership is to be strengthened.

18



More_ and less effective principals tend to exhibit similar
work activity patterns; however, effective principals have
learned to be proactive within a reactive work enviroriment
and to use their many interactions to acquire useful informa-
tion in the cours6 of solving daily problems. They analyze
and process that information to help them accomplish their
goals (Manasse, 1985). Strategies need to be taught to
principals to become proactive in a work environment where
most of an individual's energy is usually expended in reacting
to daily crises.

Several studies have identified competencies which distinguish
high performing from average performing principals (using
studcnt achievement as the criterion for effectiveness). One
study found that six competencies were common to ail principals
in the study (i.e., commitment to school mission; concern for
the image of the school, staff, and students; participatory
management style; tactical adaptability; coaching skills; and
firmness in enforcing quality standards). Eight others
identified the more effective principals (i.e., monitoring,
ability to recognize patterns, perceptual objectivity, analytic
ability, sense of control, persuasiveness, commitment to
quality, and focused involvement exrzhange). The latter
competencies suggest that high pezforming principals are
distinguished from average performers by a strong sense of
themselves as leders, their focused involvement in change,
and their highly developed analytic skills (Huff, Lake, &
Schaalman, 1982).

Most of a principal's time is consumed by "organizational
maintenance functions" (i.e., administrative tasks) and
attending scheduled and unscheduled meetings. Since
principals are preoccupied by the most immediate or pressing
problems, they spend relatively little time in the classroom.
In fact, the principal's time is increasingly consumed by
administrative tasks just as public expectations and personal
preference would have the principal increasingly concentrate
on instructional leadership (Greenfield, 1982; Martin &
Willower,. 1981; Morris, et al., 1981). Principals must be
taught time management strategies and learn to delegate
administrative duties if they wish to be more actively
involved in instructional leadership.

Several studies have confirmed the ambiguity of the principal's
role. Principals consider such ambiguity and conflicting role
demands to be a major source of frustration in their jobs.

They often are uncertain about the kind of leadership behavior
that is expected of them. However, effective principals are
able to sort through ambiguous demands. They have a conception
of how they want their schools to be and have specific goals
and strategies designed to achieve them. They know how their
own leadership can contribute to these goals (Chase & Kane,
1983; Manasse, 1985). Clarification of expected roles will
strengthen leadership.

4
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Effective principals are able to manage goal-setting processes
for their schools successfully and to provide leadership in
implementing the goals (Manasse, 1985; Morris, et al., 1981).
Goal-setting processes as well as IMplementation of goals
should be a part of principal training.

Effective principals tie together a loosely structured
.organization (i.e., the school) through symbolic leadership.
They focus the system on key values by paying close attention
to the issues on which people agree and use rituals, symbols,
and slogans to hold the system together. Such principals
spend a lot of time reminding individuals of the central
vision, monitoring its application, and teaching others to
interpret what they are doing in a common language (Weick,
1982). Symboliz leadership needs to be encouraged and
specific strategies taught.

Effective principals tend to have high energy levels; work
long hours; be good listeners, observers, and processors of
information about skills; have well-developed expressive and
interpersonal skills; and high stress tolerance (Greenfield,
1982). Personal characteristics will always be an important
factor in leadership and principal selection processes should
evaluate such characteristics carefully.

There are no conclusive data as to which leadership style is_
most effectime. Success is that dependent on situational
factors. What is important is that the principal be aware of
his/her dominant leadership style, and have an unde7starding
of the conditions that indicate the use of a secondary Jtyle
(DeBevoise. 1984; Manasse, 1985).

A/though there is little research evidence that principal
effectiveness is influenced by organizational, institutional,
or environmental factors, effective principals pay attention
to auch factors (Manasse, 1985).

A principal who is effective in one setting may not be
effective in another (Manasse, 1985) so it is important that
contextual factors be considered when placing an individual in
a specific school.

A common theme in both the effective schools research and studies of

principal behavior is the importance of strong instructional leadership and

efficient administrative management. The next section further discusses these

key principal roles.

5

20



Table 1

Research Results Related to Principal Leadership.

Goals_and Production Emphasis. A number of s udies have found that principals
in high achieving schools tend to emphasize achievement. This involves
setting instructional goals, developing performance standards for students,
and expressing optimism about the ability of students to meet instructional
goals.

Power and Decision Making. The literature on effective schools also has shown
that effective principals are more powerful than their colleagues in ineffec-
tive schools, especially in Cle areas of curriculum and instruction, where
effective principals are found to be more active and powerful in decisions.

Orenization/Coordination. Some studies have suggested that successful
schools are better organized than unsuccessful schools, although the data on
this issue are vague and sometimes contradictory, particularly when classroom-
level data are aggregated. There are some robust findings about school-level
organiiation, however, especially as it relates to principals' behavior.
Principals in. effective schools, as well as other administrators, apparently
devote more time to the coordination and control of inattuction and are more
skillful at the tasks involved. They do more observations of teachers' work,
discuss more work problems with teachers, are more supportive of teachers'
efforts to improve (especially by distributing materials or promoting in-
servJce activities), and are more active in setting up teacher and program
evaluation procedures than principals in less effective schools.

Other studies suggest that the principal's impact on instructional out-
comes may be less related to his or her own behavior than to the instructional
program and the degree to which it is structured and coordinated at the school
level (an idea discussed in greater depth in the following sections).

Human Relations. Highly effective schools also appear to differ from less
effective schools in terms of the quality of human relations, and principals
appear important to this difference. Effective principals apparently recog-
nize the unique styles and needs of teachers and help teachers achieve their
own performance goals, a process that may fulfill teachers' higher order
needs. TheY also encourage and acknowledge good work.

(Bossert, Dwyer, Rowan, & Lee, 1982)

7
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facilitacoi of educational change and the energy behind educational improve-

ment at the school level. Frequently, in executing their responsibilities as

instructional lenders principals find it necessary to encourage significant

changes. They will be most successful when they are fully knowledgeable about

educational change (see Section II) and when they have mastered the skill- or

behaviors which enable them to initiate and sustain improvement efforts.

Increasingly, researchers are studying the principal's role in facili-

tating change. School improvement research (i.e., educational change) has

documented the ability of principals to influence change. Such influence is

communicated through the principal's high expectations or "press" for improve-

ment. Principals successful in significant change are more likely to function

in a facilitative, coordinative role rather than a directive role (Clark,

Lotto, Astuo, 1984). Research is also beginning to provide suggestions n how

these principal behaviors related to educational change might be taught

(Leithwood, Stanley, & Montgomery, 1984).

The real key to instructional leadership is for a -rincip 1 to be know-

ledgeable about the principles of effective teaching and learning and to have

the'necessary "people" and management skills to see that they are implemented.

This means that the principal must be generally knowledgeable about the

elements of good instruction and curriculum, able to supervise and motivate

teachers, facilitate edmcational change, and make certain'that administ ative

concerns of the school fully support the instructional program. Instructional

leadership does not occur in isolation from the other aspects of a principal

job. Nor do principals exercise instructional leadership in a vacuum. They

need the support of teachers, students, administrators, and the community

(DeBevoise, 1984).

22



The Princi al as an Adminisrrative_Manager

Research seems to indicate, not surprisingly, that those principals who

are effective instructional leaders also are good administrative managers

(Cotton & Savard, 1980). Studies show that effe- ive principals consistently

use their administrative skills to support the instructional goals of the

schools (rather than perform administrative tasks in isolation of such goals).

Apparently, effective principals have learned to carry out administrative

tasks with the kind of efficiency which also allows them enough time for

instructional leadership.

In attempting to understand the administrative functions of the

principal's role, it is useful to analyze both the administrative or manage-

ment responsibilities that are part of the principal's job and the managerial

behaviors that are displayed by effective principals. It is difficult to

detail all the administrative tasks that might be undertaken by a principal

since they obviously vary from situation to situation. Redfe_ (1980) has

provided a fairly co-prehensive list grouped into the following categories:

organization and administration, communications management, personnel

management, management of students, management of services, management of

facilities, and financial/business management. The complete list is included

in Table 2. It is clear that a broad range of skills is needed to carry out

all of these tasks and that it would be difficult for any one person t_ be

proficient in all of them.

The optimal managerial behaviors of effective principals have been less

studied in recent years) than those of instructional leadership, and thus

detailed guidance for improvement in this area is limited, with some notable

exceptions. Many general managerial behaviors have been identified by

different researchers as desirable g., the creation of order and

9
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Organization and Administration

Observance of district responsibilities
Handling of confidential information
Use of research findings
Engaging in short and long-term

planning
Delegation of responsibility nd
authority to subordinates

Recordkeeping practices
Accuracy and timeliness of reports
Decision-making techniques
Holding one's self accountable for

performance
Facilitating change
Skill in organization
Knowledgeability in leadership theory
Leadership practices
Skill in development of subordinates

Communications Management

Interpretation of district policies and
programs

Awareness of concerns and views ot the
community

Responsiveness to inquiries and
questions from constituents

Keeping colleagues aware of develop-
ments in areas of responsibility

Maintaining open, two-way communication
Promoting climate for staff interaction
Communication skills
Regard for others
Participation in district public
relations program

Mane ement_.ofrServices

Food services program
Custodial services
.Health care services
Maintenance services
Care of school property
Student transportation
Safety practices

Financial/Business Manegement

Collection of moneys, maintenance of
financial records

Participation in formulation of district
budget

Making realistic estimates of financial
needs

Adherence to established guidelines
governing expenditures of funds for
goods and aervices

Observance of cost-effectiveness in
budget management

(Redfe 1980)

Personnel Management

Participation in employment of personnel
Contributions to employee inservice programa
Evaluation of personnel for whom responsible
Recommendations for additions, promotions.

demotions, retentions, transfers, and
terminations of personnel

Participation in employee relations
activities

Motivating subordinates
Stimulating high morale
Orientation of new employees
Availability to ats'rf members
Sensitivity to needs of staff members
Participation in team management

Management of_Students

Promotion of health, aafety, and welfare of
students

Administration of attendance
Handling of student behavior problems
Management of etudent records
Observance of rights and responsibilities of

students

Utilization of aervices of pupil personnel
specialists

Drawing upon resources of community social
services

Administration of district discipline policies
and procedures

Handling of suspensions and expulsions
Supervision of extracurricular activities

Management of Facilities

Keeping up-to-date inventories
Hecommeniing repairs and replacements of
equipment

Identification of new item needs
Adherence to district policies regarding use
of school facilities

Contributions to upkeep of buildings-and
grounds

Care of physical facilities and school
property

ofesfoi Com.etencies and _m ovement

Sensitivity to need to grow
professionally

Up-to-dateness in area(s) of
specialization

Participation in additional graduate
training

Participation in development activities
Contributiens to district-wide inservice

training activities
Allocation of time to professional
development

10



discipline; marshalling of resources; management of time; and evaluation of

results (Fersell, 1982) or, desirable behaviors can be developing goals.

policies, and directions; organizing the school and designing programs to

accomplish goals; monitoring progress, solving problems, and maintaining

order; procuring, managing, and allocating resources; creating a climate for

personal and professional growth and development; and representing the school

to the district office and the outside community (Yukl, 1982). However, more

specific behaviors emphasize heavily (but not exclusively) specific aspects or

factors of managerial skill. For example, Yukl (1982) deems important the

appropriate use of human resources, and the Florida State Department of

Education (McCurdy, 1983) highlights cognitive abilities. The choice of

effective behaviors seems dependent (and thus limited by) the theoretical

model of principal leadership selected by the researcher (Yukl, 1982).

A comprehensive analysis of the essential skills for administrative

management seems to be in the future. In the meantime, practical steps to

analysis of administrative management might be taken by careful selection of

existing models such as Yukl's (1982) Multiple Linkage Model of principal

leadership, which defines successful leadership as the extent to which a

leader i- able to organize the activities of subordinates to best use avail-

able personnel, equipment, facilities, and resources. It seeks a balance of

short-term actions which restore school equilibrium and long-term innovations.

Another possibility is to borrow management skills pr ven in the business

ld and adapt them to the school situation, since many experts note the

commonalities of business and school management. Others describe important

differences in the two types of organizations that require different manage-

ment skills. For example, Weick (1976) describes schools as loosely-coupled

organizations that are inherently more difficult to administer than

businesses.

11
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StrengtheningLeadershipperformance

The leadership performance of principala can be strengthened in several

ways. Principals need to recognize the barriers (and help in removing them)

that keep them from being more effective. School administrators need to be

aware of processes that will help them select the best candidates for

principals and place them where they can be successful. They need to use

feedback gained from the evalua ion of principals to encourage leadership

potential, and they need to offer staff development activities that develop

and reinforce leadership.

Barriers to Effective Leadership

As noted previously, most principals would like to make instructional

leadership

Morris,

successful

a priority but few are really able to do so (Greenfield, 1982;

al., 1981). While many principals face similar obstacles t:

leadership, effective principals do not see s -h difficulties

as formidable -- they believe they can influence their situations and some

principals perceive more barriers than are actually present (Sarason, 1982).

The system may, in fact, tolerate more discretionary decision-making than some

principals believe it will. Effective p_incipals test limits and bend rules.

They interpret rules to enhance, rather than to reduce their effectiveness.

At times this means that going through channels is insufficient. They act

creatively to accomplish such things as negotiating a textbook exchange with a

fellow principal, or searching out extra curriculum guides in a district

office (Morris, et al., 1981).

Two suggestions, in the research for removing barriers ta effective

leadership are:

establishing clear expectations for the principal's leadership
role through a statement of goals and accurate job descrip-
tions (Chase & Kane, 1983)

2
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helping principals to clarify priorities and manage their time
better. Delegation of both administrative and instructional
leadership tasks will help the principal find time for
priorities (Chase & Kane, 1983).

The Selection and Placement of Principals

The careful sele-tion of candidates with P best available leadership

potential is an important technique for strengthening principal leadership.

Studies show that this type of selection is the exception rather than the rule

(Baltzell & Dentler, 1983). Most pri7 zipals are selected through forms of

"intramural p _tronage," where selection criteria are vague and the "image" or

"fit" of the principal (often because he or she is a known quantity) are the

determin ng criteria. Districts need well-developed selection criteria and

search processes for selection of new principals.

The research literature suggests the following points about the selection

process.

,Although in practice the_commonly used selection process
departs from the ideal, it is still important because it has
significant symbolic value by contributing to a principal's
sense of mission and what the district stands for (Manasse,
1985).

School districts often neglect the opportunity available
during the selection process to make a public statement of
what they stand for. If a school district defines principal
effectiveness in terms of instructional leadership, then they
need to articulate the criteria that reflect their expecta-
tions and back them up with behavioral measures (Manasse,
1985).

Successful selection systems have the following common
elements

an open system in which anyone who meets clearly stated
criteria may apply and in which all qualified candidates have
an equal chance at appointment

- the basis of selection is preparation in terms of experience
and competencies

- selection procedures are rigorous

- the tests of the process s are important outcomes in terms of
superior candidates.

13 27



Many school districts are working to make the follow improvements in their

selection processes (Baltzell & Dentler, 1983):

broader control of the selection process among top-level
administrators

clearer selection criteria

a better applicant pool

wider use of screening committees

less dependence on personal judgments in selection decisions

increased attention to sex and ethnic equity.

Two methods being increasingly used in the selection of principals are

principal internships and assessment centers. In an internship, a potential

principal, who is already certified, receives a year of on-the-job training

without a permanent assignment and administra ors have the opportunity to

observe how they perform. Interns, after training, can apply for regular

openings. At an assessment center, principal candidates participate in a

series of simulations and exercises which assess the range of behaviors needed

on the job. The assessment can take from one to five days. Final performance

ratings that specify strengths ard needs for improvement are given to each

candidate.

Due to the influence of situational and environmental characteristics on

leadership behavior, districts would be wise to increase the attention given

to placing principals in schools that best match the strengths and s yles of

the individuals involved. Routine rotation of principals is in many cases not

a positive strategy (Manasse, 1985

The Evaluation of_Principals

The evaluation of principals will strengthen principal performance by

specifying desired behaviors and providing feedback to principals on these

behaviors. Principal evaluation systems should be based on clearly

14
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articulated criteria and processes agreed to by both principals and super-

vi ors (Manasse, 1985; Redfern, 1980) and should reinforce the job descripti n

of the principal as instructional leader (Chase & Lake, 1983).

The professional literature on principal evaluation presents the follo7 ng

conclusions.

In practice, administrator evaluation processes that meet
standards recommended by administrator organizations and
authorities are used in only 25 percent of the nation's
schools. The majority use "checklist ratings" which are not
linked to job descriptions or preplanning (McCurdy, 1983).

Principal evaluation should include assessment of both general
leadership functions and specific work assigned to the
principal. It should address general and specific actions
related to achieving an effective school program as well as
specific improvements the principal needs to make (Redfern,
1980).

A maor purpose in evaluating a principal should be to provide
assistance in establishing long and short-term goals and in
establishing priorities for critical tasks. Such focus on
goals will lead to day-by-day operational efficiency (Redfern,
1980)-

Since principals achieve educational goals through working
with others, a main benefit of evaluation is that it helps to
clarify such relationships. Evaluation also helps principals
to underStand how others see them (Redfern, 1980).

One typical performance objectives approach to evaluation
consists of the following steps (Redfern, 1980):

- General job responsibilities or definitions are listed in
numbered categories, with job descriptors or duties under
each category.

- Those evaluated analyze their current strengths and
weaknesses in relation to the job responsibilities and
descriptors, and with evaluators cooperatively determine how
to improve their overall performance.

- This inventory of strengths and weaknesses becomes the basis
for devising performance objectives for the principals to be
evaluated. Desired outcomes should be set forth in terms of
results that are measurable, rather than subject to opinions
or guesswork. (Note: Some of the objectives will need to
be tied to districtwide objectives; some will be school
oriented; some might be personaliprofessional.]

15
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- Plans of action for carrying out the performance objectives
are then drawn up. They focus on the specific actions to be
taken. Principals and administrators must agree on the ways
they will work together in implementing the plans.

- Results of the action plans are assessed based on the
informatien collected, observations, and any other
monitoring data gathered during the process. Assessment
should include self-evaluations, those of the evaluators,
and possibly those of outside or secondary evaluators.
Assessment of results should occur at least twice a year:
once about midpoint in the period set for evaluation, and
agate at the end of the period.

- Follow-up conferences should occur at midpoint and at the
conclusion of the evaluation period after written
assessments are made. The conferences after the final
evaluation present an occasion to review implications of
the assessments and begin preliminary planning for the
next evaluation cycle, which will start with step one.

Evaluation should be regarded as a diagnostic process which
helps target objectives. However, it cannot accomplish every
purpose the school system seeks to achieve. While a varietY
of goals by evaluation can be accomplished over time, initial
obje- ives should be limited in number and scope (McCurdy,
1983).

There is a substantial need for training (often underestimated)
When implementing an administrator evaluation system (McCurdy,
1983).

Evaluation can markedly improve principal leadership when used corr

However, several obstacles need to be overcome. Evaluation is resisted 'when

criteria are subjective and when evaluators are untrained or inept. If =it

does not have top-level commitment, it is likely to fail. The challengem is

to develop a fair system that has as its goal the improvement of performmance

and is supported by principals as a means of getting their job done bettear.

The Professional Development of Princi els

The professional development of principals as effective leaders is

probably the most neglected aspect of school improvement efforts (Wynant,

1981). This is true despite the increasing need for such training due to- the

cur -ent emphasis on the instructional leadershiP role Of the principal an4d the
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increasingly complex tasks involved in administ ation of schools. Frequently

a principal's preservice training bear

job assignment. Alth ugh educators in

little correspondence to his current

Improve

inservice training for teachers, similar efforts for the tmprovement of

administrators are still limited. Quick fix, short-term sessions dealing with

"hot" topics are still the rule in administrator training and they are not

likely to provide the kind of comprehensive _.aff development activities that

will iead to changes in the behavior of principals.

The research on administrator training makes the following suggestions

about good staff development.

ny districts have worked to

Administrator training needs to consist of several key
elements including: support from the superintendent and
board of education, a content designed by intended partici-
pants, continuous and comprehensive training, opportunity for
participants to practice new skills or behaviors and undergo
evaluation and feedback without risk, and rewards offered for
using what was learned (Olivero, 1982).

Training should tap the knowledge of adult learning theory
(McCurdy, 1983).

A range of _training formats might be used for principal
training including: traditional higher education courses;
short-term institutes, seminars, or workshops; competency-
based training; academies; and the linking of individuals
through a networking process to other individuals, institu-
tions, or agencies to share concerns and effective practices
(McCurdy, 1983).

Suggested content for principal
following (Cawelti, 1982):

Training in leader behavior,
alternative models of leader
for practitioners.

training might consist of the

such as style flexibility,
behavior, and what these mean

Training focused on management skills, including:

planning, fore eating, establishing goals, management
by dbjectives, budgeting, and policy making
organizing by the grouping of activities or functions
necessary to accomplish goals
directing through coordinating, troubleshooting, and
motivating employees

17



controlling by establishing standards, measuring
performances against these standards, and allocating
resources to this end.

Trai- ng in instructional leadership, including:

- curriculum development through assessing needs,
selecting goals and objectives, selecting and
organizing content and learning activities, and
evaluating curriculum
clinical supervision through pre-observation
conferences, observation, and data collection on
teacher performance; data analysis and conference
preparation; follow-up conferences; and post-
conference analyses

- staff development in helping principals realize the
potential in teacher in-service training, sources for
such training, principles of training activities, and
ways to provide opportunities to teachers
teachcr evaluation focused on effective teaching
factors.

4. Traditional administrative training topics such as
collective bargaining, public relations, and educational
technology.

Although administrator .ining needs significant improvement, some

promising efforts ara underw& several of which are described in the

directory portion of thi_ _ourcebook.
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II. DIRECTORY OF EXEMPLARY PRACTICES AND PROGRAMS

This section contains information about exemplary practices or programs

in 11 areas: Basic Skills Improvement, Compensatory and Bilingual Education -

Secondary (High School Graduation Requirements), Computer instruction, Disrup-

tive Students, Drug/Alcohol Abuse, Principal Leadership, Schol Attendance,

Special Education - Secondary, Student Dropouts, Writing Instruction - K-12,

and Youth Employmei - Vocational Education. In each area there is a list

of characteristics of successful educational practices, a brief summary of

relevant professional and research literature, and several descriptions of

promising practices and programs. The desc iptions were selected to be repre-

sentative, rather than a comprehensive coverage of all available practices/

programs. While in many cases the practices/programs have been thoroughly

evaluated for effectiveness, in others evaluation is less rigorous. Some

practicesfprograms are included not because of their verification of

effectiveness, but because they exhibit the characteristics of successful

practice. Further information about them may be obtained by contacting the

person or school district using the practice/program or by consulting t/e

reference from which the description was taken.
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Basic Skills Improvement-Reading and Mathemntics

There are three levels or groups of characteristics of effective programs
in basic skills-. The first is general and relates primarily to program
policy; the second is also general and is derived from recent research on
effective instruction; and the third is somewhat mOre specific and is derived
from research and practice in the two content areas.

Chara Successful P

The district has clear progra6 policies so that the goals, content,
and status of the program is commonly understood, and nearly all of
the teachers and administrators asked to participate do so regularly
and to the best of their ability.

The district coordinates school programs with local and s ate
priorities to ensure that (for each content area) there is a set of
program goals, a scope and sequence (K-12) of objectives aligned to
appropriate curriculum materials, instructional activities, and
assessment measures and methods. The written board-approved K-12
curriculum includes all state-mandated programs and services.

Each school implements the district core curriculum, ensuring that all
students have an equal opportunity to learn and.that appropriate
assistance is provided when needs are identified.

Administrators the district and school levels) provide support by:

- demonstrating commitment and belief in the value of the program and
by demonstrating interest in and recognizing teachers' success;

- "pressing" for a given level of use of the program and monitoring
implementation;

- coordinating communication and activities among administrators,
teachers, aides, and parents for program review and improvement;

- providing resources, conducting/sponsoring training, and responding
to requests for assistance; and

- implementing data-based decision makin

Program management (leadership, advocacy, decision making) is shared
(not reliant on a single administrator but allowing for teacher
participation).

Program effectiveness (including student and program achievement ) is
assessed and data used in decision making.
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For independent_practice in academic work teachers aim for at least
90 percent success rate (i.e., a student does not "practice mistakes"
for homework, but:may have a few careless errors).

In All activities, each student experiences high success on more than
half his/her assignments (which may mean that grouping policies,
curriculum coverage, class scheduling, etc. may be adapted).

In order to take into account students' individual differences, the
following occurs:

Educators understand that students are more likely to learn more if
teachers are aware of "prior learning" (what has been taught and how
much students have mastered), and vary instructional methods to allow
for different learning_syjeA and areas of need.

Prior learning is addressed by having_ an articulated curriculum fo
key subjects so that teachers know what should be covered at each
grade.

Prior learning is addressed by having an staff sharin "p_o ress
reports" of curriculum covered and student achievement.

Staff know their own dominant thinking and learning styles and the
implications these have for teaching.

Teachers purposefull use varied methods of _instruction and student
practice (e.g., with differing degrees of structure, involvement of
others, use of aural or visual senses).

The instructional program shows recogni_ion of individual talents,
interests, needs, and exceptional abilities of students.

In order to maintain or improve the general quality of instruct on, the
following occurs:

Educators understand that attention to the key variables of time,
success, curriculum alignment, and student characteristics trovides
the basis for classroom effectiveness, to which may be added
techniques or activities to improve the overal quality of instruction.

Educators understand that quality of instruction i_ludes such things
as:

- clasaroom expectations, rules, and procedures

- praise and criticism as controlled feedbalt

diagnostic-prescriptiy.s_in ction

- homework, etc.

- all reflecting a _school wide philosophy supported by principal
leadershi .
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Characteristics of Effective _Instruction

In order to maintain or improve _time-ortask, the following occurs:

Educators understand the impact of use of time on student achievement,
e.g., differences in allocated time suggest that some students may
have more than twice the time to learn a specific content than do
other students; the usual Immgement_ rate (time focused on the
instructional activity) is 60 percent to 70 percent of the allocated
time; and engaged_time--in which a student is actively engaged in the
learning task (specified by the curriculum)--varies from 50 percent to
90 percent.

Sufficient time is allocated to cover curriculum content, with-
emphasis on academic instruction.

Teachers are aware of their own use of class_time, and of strategies
to reduce time lost through management/transi ion, student socializing
or inattention, and discipline.

In order to maintain or improve curriculum_alignment, the follo ng
u s:

Educators understand that curriculum alignment means a direct match
among three things: curriculum objectives, instructional activities,
and assessment (tests used to measure student achievement).

For important competencies or oblectives to be mastered, there is a
(commonly understood) scope and vequence of objectives matched to
appropriate tests and to in-_- ion or curriculum materials, for
instance, by implementation of Mastery Learning).

Administrators support curriculum alignment efforts, e.g., by
providing analyses of student data keyed to objectives, or by
encouraging teachers to focus on instructional activities that
directly address important learning objectives.

Teachers address important learning objectives by usitg appropriate
instructional activities, and adjusting Instruction according to needs
identified by the analysis of test data,

In order to facilitate a high success rate, the following occurs:

Educators understand that, success rate refers to the number of
correct responses given by a student and that in general, a high
success rate correlates with academic achievement.

For oral Auestioning, teachers aim for 75 percent success rate (i.e.,
a given student would respond correctly three times out of four, which
may mean that the teacher varies difficulty and how she calls on
students to allow for individual differences).
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Each principal facilitates qua by:

- Setting standards

- involving staff in instructional2VALEg

- obtaining staff connaitment to a Behool--444 philosophy or program

- supervising teachers with attemOnto 5cjitIes known to improve
student achievement.

Together school staff establish expectatlons Ptand common practices,
such as:

- student responsibility

-.expectations and recognition of student

- assignment of homework, etc.

Each teacher:

LLO _ess

- gets the school year off to a godstart b, stablishing clear
workable rules, procedures, and apectaabh

- practice diagnostic-prescriptiveinntructioll for academic lessons

- uses praise and criticism in moderation (e% ,-ontrolled feedback)

- assigns homework (after reasonablesuccefta fteate)

- provides instruccio- in eff_ctive ork and Ot-=udy skills.

In compliance with state mandates andpart of a _ -1f-monitoring process,
the following occurs:

O Seventy-five percent of the pupils tested in r.ade nine in each school
have passed the state's 9th grade Minium a C -f2 Skills Test (score of
65An math, 75 in reading).

Seventy-five percent of the pupils ingradfta th:riree and six in each
school equal or exceed state-prescrilA percgtitz=ile scores in both
reading and math on standardized conmerciai teslets, or state-prescribed
scores on department-approved localaitericrl rerreference tests.

A basic skills improvement plan hasbeem devqlokoped for each school in
the district that did not have seventy7ftve pert3-cent of the ninth grade
pupils meeting the state standards of65 ln ralatti=h and 75 in reading on
the basic skills tests.

A basic skills improvement plan hasbeem deValqaoped for eachschool in
the'district that did not have seventy-five pelo-cent of the pupils in
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grade three and seventy-five percent of the pupils it grade six exceed
state-prescribed percentile scores in both reading al:Ja math on
standardized commercial tests, or state-prescribed scores on department-
approved local criterion reference tests.

Chara- te sties of Effective Reading and Mathematic! Programa

Reading.

Reading programs would include student goals, such as:

- use a variety of reading materials

-.use a work recognition system (including relevant clues such as
picture, context, structure, phonics)

- comprehend various reading mat ials

- meet the reading demands for functioning in society ( .g., following
directions, locating references, gaining information, understanding
forms)

- select reading as a personal activity.

Reading is interrelated with other basic skills areas.

A literature or reading for enjoyment component is a part of the
program.

Varied approaches are used, with emphasis on diagnostic-prescriptive
instruction.

Students spend at least 30 to 45 minutes a day on reading.

All students participate in a library skills program.

Mathematics.

Mathematics programs should include student goals such as:

- recognize and recall mathematical facts, definitions, and symbols

- perform mathematical manipulations

- understand mathematical concepts and processes

- use mathematics problem solving skills

- use mathematical reasoning and processing to meet personal and
societal need

- maintain well-organized and carefully structured lessons



- use a process of review, guided practice, and independent practice,
assuring mastery of prerequisite skills before introducing new
concepts

- allow students to learn through concrete experience before
introducing abstract concepts.

Review of the Literature

Almost all of the information circulating about effective teaching is
based on results of studies conducted in basic skills classes. This research
examined the process of teaching/learning in relationship to the product of
student achievement. Factors found to correlate most strongly with improved
student achievement and positive attitudes fall into the following categories:
use of instructional time (e.g., Berliner, 1978), curriculum alignment (e.g.,
Brady et al., 1977), success rate (e.g., Fisher et al., 1978; Crawford, 1978),
student characteristics (e.g., Cooley & Leinhardt, 1980; Letteri, 1980), and
the quality of instruction (e.g., Emmer et al., 1980; Brophy & Evertson,
1976). Research findings in these categories are presented in the lists of
"characteristics" (above). That research has been linked with studies of
curriculum and school improvement, and used to develop instructional models
which have proven very effective in improving student achievement. Some of
these models are outlined in the following pages.

Desc Exem ractices a

Two types of descriptions follow: (1) those which explain gereral models
of basic skills instruction and (2) those which summarize basic skills
programs in reading and mathematics instruction.
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General Models of Basic Skills Instruction

Ti e: Achievement Directed Leadership (ADL)

Description: Achievement Directed Leadership ( _) was developed by David
Helms and staff at Research for Better Schools (RBS). Two variables found to
be strongly related to effectiveness of instruction and student achievement
were identified: "content" and "time." The'"content" variable encompasses
the following two factors:

1. Assessment of prior learning.

2. Alignment of curriculum objectives and classroom instruction to the
testing instrument.

The "time" variable improvement cycle involves the following factors.

1. Measuring student engaged time (SET) via classroom observation.

2. Comparing SET and opportunity for improvement.

3. Reviewing and selecting research-based improvement strategies.

4. Implementing the selected strategies.

5. Using additional classroom observations to evaluate the effectiveness
of the strategies in improving SET.

Administrators and teachers learn specific processes and strategies to make
improvements in classroom management and instructional planning.

Contact: David Helms
Research for Better Schools, Inc.
444 North Third Street
Philadelphia, Pennsylvania 19123
215-574-9300

Re erence: Helms & Graeber, 1985
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Title: Active Teaching (AT)

Description: Active Teaching (AT) is a system of instruction developed by
Thomas Good and Douglas Grouws at the University of Missouri. Originally
designed for the teaching of mathematics, AT consists of the following
components:

1. Pre-lesson Development -- concepts, and skills from the previous night's
homework are reviewed, homework is checked and collected, and students
engage in mental exercises.

2. Lesson Development -- prerequisite skills and concepts are briefly
reviewed, and new concepts are introduced via teacher explanation and
demonstration.

Controlled Practice.

4. Inde endent, Uninterru ted, Individual,_Successful Practice -- is provided
in order to increase proficiency in the skills and concepts taught.

5. Homework --the home _rk that is assigned is related to the concepts
developed that day.

Review/maintenance -- weekly and end-of-un t reviews help to maintain the
skills and concepts that have been taught.

In-service training is available.

Contact: Thomas Good
Center for Research in Social Behavior
111 Stewart Road
University of Missouri
Columbia, Missouri 65201
314-882-7888

Reference: Good & Grouws, 1983



Title. Dir_ Ct -uction

Description: This model, developed by Barak Rosenshine, is derived from a
synthesis of the literature on effective teaching. The developer recommends
its use for structured academic activities.

1. Checkin Previou Work and Reteachin
_ necessary)

check homework
reteach areas where there were student errors

2. Presentin New Content/Skills

a. provide overview
b. proceed in small steps. (if necessary), but at a rapid pace, give

detailed or redundant instructions and explanations
c. phase new skills in while old skills are being mastered

Initial Student Practice

a. use a high frequency of questions and overt student practice
teacher and materials)

b. provide prompts during initial learning (when appropriate)
c. give all students a chance to respond and receive feedback
d. check for understanding by evaluating student responses
e. continue practice until students are firm
f. work for a success rate of SO percent or higher during initial

learning

row

Feedback and Correctives (and recycling of ins -uction, if necessary)

a. provide feedback to students, particularly when they are correct buthesitant
b. use student errors as feedback to the teacher for needed correctionsand/or reteaching
c. provide corrections by

or reviewing steps, or
d. reteach when necessary

5. Ind

a.

b.
c.

d.

endent Prac ice So Th

simplifying question, giving clues, explaining,
reteaching last steps
using smaller steps

Students Are Firm and Automatic

use seatwork
use unitization and automaticity (practice to overlearning)
need for procedure to insure student engagement during searwork(i.e., teacher or aide monitoring)
95 percent correct vr higher

6. Weekly4
a. reteach, if necessary
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Note: With older, more mature learners, then, a) the size of step in the
presentation is larger, (b) student prac7ice is more covert, and (c)
the practice involves covert rehearsal, restating, and reviewing.

Contact: Barak Rosenshine
220 Education Building
1310 South 6th Street
Champaign, Illinoo 61820
201-328-1414

Reference: National Foundation _for Educational Research, 1971



Title: Effective Instruction

Description: This is usually called the Madeline Hunter model since it was
developed at the demonstration school at the University of California where
Dr. Hunter was a principal.

1. Develop an_Antici atory Set

3.

a. focus the students' attention
b. provide a brief practice on previously achieved and

learnings and/or
C. 1:levelop a readiness for the instruction that will follow

Statement of _he Ob ectives

a. perform a task analysis
(1) independent sequence
(2) dependent sequence

BehaviorsfStrate=ies

a. lecture
b. discovery
C. demonstration
d. film, etc.

de Acceted Pduct/Process

a. visual and verbal modeling
(1) give an example of the acceptable outcome

Check for Understandin

a. sampling
b. signaled response
c. individual response

Guided Practice

a. assign several examples and observe each student
b. provide corrective feedback

7. Independent Practice

a. assign enough problems to check for understanding
b. circulate the room in order to correct errors

Distributive Practice Over Time

a. maintenance of skills

30

4 6



Contact: Dr. Madeline Hunter
Moore Hall
UCLA
Los Angeles, Calif ornia 90024
213-525=0781

Reference: Hunter, 1971
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Title: Effective Lesson Planning

Description: This model was developed by Jane Stallings and is based on her
research in reading and language arts classes.

1. anizing/Management Activities (15 percent or less)

a. take roll (E)
b. make announcements (E)
c. pass materials (E)
d. make expectations clear for the period:

quality and quantity of work (E)
e. clarify and enforce behavior expectations (E)

2. Interactive_On-Task_Activities (50 percent or more)

a. review/discuss previous work (E)
B. inform/instruct new concept (E)

demonstrate/give examples
link to prior knowledge

c. question/check for understanding E
d. reteach small group (if necessary) S
e. oral drill and practice (5)
f. summarize (E)

Teacher Monitoring/Guided Seatwork (35 percent or less)

a. written work (I)
b. silent reading (1)
c. teacher monitoring/guided sea ork (1)

Key

E Total Class
S Small Group
L Large Group

individual

Contact. Dr. Jane Stallings
George Peabody College
Vanderbilt University
Nashville, Tennessee 37203
615-322-7311 (Vanderbilt Univ-
615-322-8448 (Dr. Stallings)

Reference: Stallings, 1980
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Title: Mastery Learning (ML)

Description: Mastery Learning (ML), developed by Benjamin Bloom (University
of Chicago) and James Block (University of California), combines curriculum
alignment and diagnostic/prescriptive instruction with a philosophy that all
students can succeed. The essential components of ML follow.

Developing a scope and sequence of ob ectives broken down into prerequi-
site and component skills.

2. Providing appropriate instruction aligned with the objectives to be
mastered.

Testing the students' progress in mastering the object ves through the use
of a formative evaluation measure ("no fault" test).

4. Providing students who have not achieved mastery with additional
corrective work in the deficient areas specified by the formative tests,
and providing students who have achieved mastery with enrichment
activities to reinforce and supplement learning.

5. Testing final mastery of the objectives with a summative evaluation
measure.

6. Recording student progress in terms of individual mastery of specific
objectives. "Mastery" is usually defined as 80 percent of the students
demonstrating sucCess on at least 80 percent of the objectives in a given
unit of instruction.

Contact: James Block
University of California
Santa Barbara, California 93106
805-961-3301
805-966-3050

Reference: Block, 1971
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Title: Student Team Learning (STL)

Description: Student Team Learning (STL) techniques use cooperative learning
among heterogenous groups of small teams to facilitate student learning.
Student Team-Achievement Divisions (STAD) and Teams-Garaes-Tournaments (TGT)
were developed by Robert Slavin, David DeVries, and Keith Edwards at Johns
Hopkins University. Jisgsaw was stared by Eliot Aaronson who is at the
University of California at Santa Cruz. The key factors of STL are peer
interaction, cooperation, and competition. STAD is basically:team learning.
TGT is team learning plus competition by ability level; Jigsaw has students
become experts by learning specific elements of a program and then regroup for
peer teaching across those elements; TAI is team assisted individualization in
mathematics, with attention to combine cooperative learning and individualized
instruction.

Contact: Robert Slavin
Center for Social Organize
,/ohns Hopkins University
Baltimore, Maryland 21218
301-338-8249

Reference: Slavin, 1978

of Schools
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Pro ram thematic- Instruct on

Title: Calculator Assisted Mathematics for Everyday Living (CAMEL)

Description: CAMEL is an individualized two-year program f r those 9th and
10th grade students who have had little or no success in mathematics. CAMEL
is based on the premise that these students can and will learn these concepts
if the amount of computation is reduced. Students in a CAMEL classroom use
calculators to perform the computation necessary to learn and apply these
concepts. The program includes eight computation modules that the student
must work using paper and pencil if they cannot demonstrate mastery Of the
skill on a pretest. Paper and pencil computation should take less than 20
percent of the students' time. While CAMEL was developed for use in a regular
classroom and is primarily used there, the individualized nature of CAMEL makes
it appropriate for any group that is highly transient and not well-motivated.
In the developing district CAMEL is also used in the Juvenile Detention Center,
the Alternative School for Disruptive Students, The Center for Emotionally
Handicapped or Learning Disabled Student, and The Half-Way House for YoungAdults.

The CAMEL program can be implemented by any math teacher. A one-day
training session is desirable but not necessary. No special facilities are
needed. Each student in the program should have access to a calculator. A
management system to help the teacher is also part of the program. CAMEL
Resource Staff Project consultants provide technical assistance and training
in program implementation. Visitors are welcome to a visit a demonstration
school.

Contact: Whiteford G. Colee
Project CAMEL
P.O. Box 1910
Daytona Beach Florida 32015-1910
904-255-6475

Reference: Educational Pro rams That Work, 1984
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Title: Comprehensive School Mathematics Program (CSMP)

Description: CSMF, a complete elementary-level mathematics curriculum from
basics to problem solving for students of all ability levels, has the under-
lying assumption that children can learn and can enjoy learning math much more
than they do now. Unlike most modern programs, the content is presented not
as an artificial structure external to the experience of children, but rather
as an extension of experiences children have encountered in their development,
both at the real-life and fantasy levels. Using a "pedagogy of situations,"
children are led through sequences of problem-solving experiences presented in
game-like and story settings. It is CSMF's strong conviction that mathematics
is a unified whole and should be learned as such. Consequently, the content
is completely sequenced in spiral form so that each student is brought in
contact with each area of content continuously throughout the program while
building interlocking experiences of increasing sophistication as the situa-
tions become more challenging.

A feature unique to CSMF isthe use of three non-verbal languages that
give children immediate access to mathematical ideas and methods necessary not
only for solving problems, but also for continually expanding their under-
standing of the mathematical concepts themselves. Through these languages the
curriculum acts as a vehicle that angages children immediately and naturally
with the content of mathematics and its applications without cumbersome
linguistic prerequisites. These languages include: the Language of Strings
(brightly colored strings and dots that deal with the fundamentally useful and
important mathematical notion of sets); the Language of Arrows (colored arrows
between pairs of dots that stinalate thinking about relationships between
objects); and the Language of Fapy Ninicomputer. The Minicomputer, a simple
abacus that models the positional,structure of the numeration system, is used
both as a computing device and as a motivation for mental arithmetic. Its
language can be used to represent all decimal numbers, poSitive or negative,
and encourages creative thinking about the nature and properties of numbers.
CSMF is flexible enough to facilitate whole-group, small-group* and person-
alized instruction, and is appropriate for all children from the "gifted" to
the "slow learners." It recognizes the importance of affective as well as
cognitive concerns and has been developed and extensively tested in classrooms
nationally.

A school system signs a cooperative agreement with CSMF and appoints a
local coordinator who undergoes three to ten days of training (depending'on
highest grade level adopted) during spring or summer prior to first year of
implementation. The coordinator trains all teachers new to CSMF before start
of school. The smallest adoption unit is one teacher in one classroom.
Teadhers.and coordinators are required to buy training kits: K-3, $10; 4-6,
$10. Awareness materials are available at no cost. Visitors are welcome any
time by appointment At project site and additional demonstration sites in home
state and out-of-state. Project staff are available to attend out-of-state
awareness.meetings (costs to be negotiated). Training is conducted at project
site (adopter pays only its own costs) in June and July (several workshops for
particular audiences). Implementation and follow-up services are available to
adopters (costs to be negotiated).
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Contact: Jim Winter, Director
CSMP Developer/Demonstrator Project
470 N. Kirkwood Road
St. Louis, Missouri 63122=1799
314-821-1700, ext. 23

Reference: Educational Pro rams That Work, 1984
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Title: Conceptually Or ented Mathematics Program (COMP)

Description: The Conceptually Oriented Mathematics Program is a management
system that provides a list of sequential skills to be mastered in mathematics.
It is designed to meet individual needs of students (grades 1-12) through
amall-group instruction. Students are tested to determine their individual
strengths and weaknesses and are grouped accordingly. The program provides
continuous progress through the use of materials organized into 25 instruc-
tional levels. Eight broad areas are developed for mastery in these 25
levels. Each level has been broken into two or more steps. (Step Z in each
level provides additional materials for the highly motivated student).

The program utilizes cooperative planning and teaching. The ideal
instructional situation is one in which each teacher has no more than rwo
instructional groups. It is the intent of the program to encourage teachers
to be creative in their teaching and to adapt the program to the learning
styles of their students.

One day of training prior to implementation is required. All teachers
and administrators involved in adoption should attend. One day of training
following implementation is also required. Visitors are welcome at
demonstration sites anytime by appointment. Project staff are avallable to
attend out-of-state awareness meetings (costs to be negotiated). Workshops
available on a cost-negotiated basis.

Contact: L. Leon Webb, Director
Trete Gilbert, Assistant Director
161 E. First Street
Suite 5
Mesa, Arizona 82O1
602-969-4880

Reference: Educational Pro rams That Work, 1984
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Title: Cross-Aged Structured Tutoring Program for Math

Description: This program uses a highly structured, diagnostic, and
prescriptive program for use either by paraprofessional tutors or 4th, 5th,
or 6th grade student tutors who volunteer their free or study time to assist
younger students. After an intensive pre-service training program, positive
reinforcement strategies, proper testing techniques, and use of program
materials, tutor managers train and supervise groups*of student tutors on the
prescribed lessons. After a diagnostic-prescriptive criterion-referenced test
is administered to each child to be tutored, the tutor determines which math
objectives the student has sufficiently mastered. Tutoring begins at the
lowest unmastered objective. The program materials allow the student to
progress through a specified set of basic math objectives in a systematic
manner. Mastery of each prerequisite objective insures success at each
progressive level. Daily progress records of objectives mastered are kept
on each child, both to encourage the student and to furnish teachers and
parents with a measure of progress.

The program may be implemented in a class, school, or district. There
must be enough space to accommodate 20 children working in pairs at desks or
tables. Start-up time requires two weeks to allow for training of para-
professional, identification of students, training of student tutors,
scheduling tutoring sessions, and obtaining parent and teacher permission
for participation. Selected commercial and project materials must be
acquired. Awareness materials are available at request at no cost from the
school district below. Sample tutoring materials can be ordered from Metre
Publishing, 366 South 500 East, Suite 103, Salt Lake City, Utah 83102.
Project staff are available to attend out-of-state awareness meetings if
travel and per diem is paid. Training and demonstration can be provided at
project site or adopter site (cost to be negotiated). Follow-up services
available (costs to be negotiated).

Contact: Dr. Geri Plumb
Coordinator of Federal Programs
Joanne Howard or Dee Burrow
Chapter 1 Program Specialists
The Independent School District
of Boise City

1207 Fort Street
Boise, Idaho 83702
208-336-1370

Reference: Educational Pro rams That Work, 1984
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Title: Diagnostic Prescriptive Ar -e ic (DPA)

Descri tion: DPA is a basic arithmetic program with emphasis on developing.
modeling, and mastering basic concepts and skills. It is a process oriented
program emphasizing the development and refinement of teacher questioning
skills. It is the arithmetic component of a total mathematics program and
invludes counting, place value, addition, subtraction, multiplication, and
division of whole numbers. Problem-solving skills are developed and rein-
forced through ongoing experiences with estimation and approximation, data
collection, organization and interpretation, and real-life applications of
arithmetic skills. Diagnostic tests for the major arithmetic topcis (three
levels) *re used throughout the year to determine students' strengths and
weaknesses both in concepts and skills. Prescriptions are then planned using
the DPA teacher's manual, manual supplement, and other DPA reaource materials.
Each of the more than 75 concept-developing and reinforcement activities in
the teacher's manual has specific objectives related to the arithmetic instruc-
tional sequence and the diagnostic test items. The manual also includes
descriptions of ongoing Mathematics experiences, recordkeeping procedures,
classroom management techniques, and instructions for developing a variety of
.teachermade materials.

DPA can be used in self-contained elementary grade classes as the arith-
metic component of the mathematics program or as a co-curricula remediation
program. Both approaches are essentially the same. A topic section of the
DPA diagnostic test is administered, and the results are analyzed for group
and/or invididual needs. These data are recorded on the analysis chart, which
aids the teacher in forming instructional groups and planning a program. Each
student begins at his/her level of understanding. He/she may work with or
without the teacher in a large group, small group, or independently. The
student may use concrete materials for modeling a basic concept and may work
with a DPA activity for reinforctlig a new skill. The student may complete a'
written activity for.practice or may help in the school by applying arithmetic
to a real-life situation. This is a concept-based program that uses manipula-
tives and physical materials and is adaptable to special education students.
DPA provides staff development towards its goal of improved mathematics
competency and attitudes for elementary teachers and their students.

Awareness materials are available at no cost. Visitors are welcome any-
time by appointment at project site and additional demonstration sites in home
states and out-of-state. Project staff are available to attend out-of-state
awareness meetings (costs to be negotiated

Contact: Matthew Scaffa, Director
Janet Castellano, Project Coordinator
Community School District31
211 Daniel Low Terrace
Staten Island, New York 10301
212-447-3300, ext 36,37,38

Re erence: Educational Pro rams That Work, 1984
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Title:
_ "GO-METRIC"

Description: This is a supplemental low-cost metric curriculum (for grades
5-8). It has been used in other settings with grades K-4 and 9-12. The
unique design of "Go Metric" provides interested metropolitan and rural school
systems, with a model for incorporating metric education into existing instruc-
tional programs at minimal additional cost and with no additional personnel.
This innotrative program includes an elementary and secondary curriculum forall pupils and identifies a range of teaching techniques involving the pupils
in a variety of hands-on:activities using metric equipment. Audio visuals and
games are also utilized to accommodate the special needs of all students. To'
provide additional in-depth understanding of metrics, the in-service requires
teachers to participate in the same metric exercises that are used in the
classroom. The curriculum is arranged so that it does not intrude on an
already crowded schedule but enhances metric instruction as teachers integrate
it into appropriate instructional areas.

The "Go Metric- program is designed to be adapted to any educational
setting. Metric kits containing curriculum guides, tests, demonstration
equipment, metric items for student hands-on experience, games, and puzzles
are packaged in classroom sets for 30 students and require no additional
facilities. For full use of the metric curriculum units, staff training by
the project developer is recommended. The two-day training workshop, for one
to participants, may be provided either at the developer or adopter site. The
content'of this inservice includes background in metric measurement, orientationto the curriculum guides, use of metric equipment, and a plan for implementingthe program within the regular curriculum.

Contact: John E. Roller, Director
"Go Metric" Project
or Roger E. Kruse,
Director of Federal Programs
Tulsa Public Schools
3027 S. New Haven
P.O. Box 45208
Tulsa, Oklahoma 74145
918-743-3381

Reference: Educational Pro rams That Work, 1984
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Title: HOSTS Math: Help One Student to Succeed

Description: This program is aa diagnostic-prescriptive, tutorial approach.
HOSTS Math is a mastery learning model: however, HOSTS Math's flexibility
allows it to be used in a regular classroom as well as in a resource room.
Students are carefully placed in a precise sequence of math skills and progress
from one skill to the next as mastery is demonstrated. Teachers are provided
lesson plans which emphasize the manipulative, representational, symbolic
approach to learning. Small group and/or one-to-one tutoring is used to
remediate the deficiencies identified by the teacher. Assessment, record-
keeping, and review of materials are integral parts of the program available
in paper and/or computerized format. HOSTS Math has been designated as a
Lighthouse Project by the USDE for its use of Computer technology in improving
student performance.

Teachers participate in three days of in-service training. Aides and
tutors are subsequently trained by teachers. No special facilities or staff
are needed. The required implementation materials include Teacher Guide,
Record Forms, Lesson Plans. the Math Objectives Continuum, Criterion Tests,
and Answer SYsets for each classroom or resource room. The district must be
willing to serve as a demonstration site. Awareness materials are available
at no cost. Visitors are welcome by appointment at the project site. Project
staff are available to attend out-of-state awareness meetings. Implementation
and follow-up services are available to adopters (all costs to be negotiated).
A computerized version of HOSTS Math is available, and there is also a HOSTS
reading program.

Contact: William E. Gibbons, Executive Director
HOSTS Non-Profit Corporation
5802 MacArthur Boulevard
Vancouver, Washington 98661
206695-1705 or 693-1775

Reference, Edu_ _ nal P rams That Work- 1984



Title: individualized Prescript ve Arithmetic Skills System (1PASS)

Description: 1PASS was designed to increase the achievement of 5th and 6th--,- --
grade students in mathematics through the use of advanced technology in the
form of microcomputers. IPASS employs microcomputers and specially designed
software as an integral part of instruction and the management of student
progress in a compensatory education setting. IPASS includes locally
developed criterion-referenced tests, instructional and management software,
cross-referenced tests, cross-referenced instructional resource file, and
guides for teachers and students. IPASS objectives can be used to supplement
most mathematic curricula without modification. IPASS is designed as a
"pull-out" program in which the student receives two 30-minute sessions per
week. IPASS can be adapted to a classroom or laboratory setting. A teacher
or aide using two microcomputers can serve up to 40 students per week. The
program is available on the TRS-80 Model I/III 16K cassette system or the
TRS-80 Model I/III disk system (32K minimum). Locally developed instructional
materials can be integrated into the remediation process. A training program
is required for school personnel implementing the program. No prior experience
with computers is necessary.

Visitors are welcome at the project site at any ;:ime by appointment.
Workshops are available on a cost-negotiated basis.

Contact: Robert R. Reynolds, Director
Project 1PASS
Pawtucket S,7hool Department
Park Place
Pawtucket, Rhode Island 02860
401-728-2120

in e: Educational Pro rams Thst Work, 1984
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Title: Mathematics Achievement Program MAP)

Description: To help students overcome difficulties in computatiop and,
mathematical concepts and to learn basic measurements and geometry skills,
eligible students are scheduled into learning centers and provided instruc-
tion through a diagnostic/prescriptive system. Scheduling students is a
cooperative.effort of the Title I teacher and the regular classroom teacher
that ensures daily instructional sessions without interrupting classroom math
or supportive instructional electives, and no more than one interruption
weekly in all other major subjects. Classroom teachers provide Title
teachers with classwork that will be missed by each student attending the
learning center sessions. The Title I teacher incorporates pupil needs
revealed in the classroom with needs diagnosed in the center tc promote
maximum learning transfer.

Using a composite analysis of several criterion-referenced achievement
tests, an individual Math Profile is developed for each student. Behavior
objectives are used to formulate a prescription to meet the interests and needs
of each pupil. The Cross Reference Guide suppliesjnformation on materials
available in very center to be used in remediation of a stated skill. Each
MAP learning center is staffed with a certified elementary teacher and a
teacher aide who serve about 62 pupils. Thirty-minute instructional sessions
are conducted in small groups in which the teacher-pupil ratio does not exceed
611 per class period. Instructional methodology varies with pupil need and
interest. The number of sessions ranges from three to five per week.

Staff development provides for the planning, implementation, and
evaluation program. The Progyam Guide, developed by Title I staff, directs
the instructional and supportive procedures. Staff development is conducted
during the .school year for teachers and aidei. Vorkshdps available on a cost
negotiated basis.

Contact: John W. Williams
Mathematics Achievement Program
Chester Upland School District
18th and Melrose Avenue
Chester, Pennsylvania 19013
215-447-3865

Reference: Educational Pro rams_That Work, 1984
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Title: Mathe- Technology (MATH/TECH)

Description: This mathematics program integrates the microcomputer into the
classroom with a proven instructional curriculum for grades 7 and 8. It
includes three critical need areas: (1) the need to teach students how to
solve problems, (2) the need to become computer literate, and (3) the need to
be aware of the use of mathematics in jobs. The curriculum parallels the tradi-
tional mathematics classroom program. Students use worksheets with and without
microcomputers for 35 to 40 lessons of one-fifth of the math time. The project
teaches them: to use microcomputers with confidence; to write BASIC problems;
to improve their problem solving skills of rounding and estimating, processing
informatien from graphs, tables,'and charts, and solving word problems; to
improve their ability to,work with decimals, fractions, and percentages. C mput
literacy in project MICRO/MATH is defined as the students' ability to: (1)
understand how a computer works, (2) develop programs in BASIC language* (3
use computer skills in problems associated with specific jobs, and (4) read
and interpret computer output.

The MICRO/MATH project can be readily adapted to a broad spectrum of
established classroom organization structures and draws upon many modes of
instruction. The project does not require restructuring of the school
curriculum nor additional personnel. It can be adopted by a single classroom
or by several classrooms who share computers.

Staff training of ten hours introduction to BASIC and four hours pro_ ect
usage and management is required. Purchase of materials and availability of
microcomputers is necessary. MICRO/MATH can be implemented in typical math
classes using regular classroom teachers.

Awareness materials are available. Visitors are welcome at demonstration
sites by appointment. Project staff are available to attend out-of-state
awareness meetings (costs to be negotiated). Training is conducted at project
aite or adopter site (costs to be negotiated). Implementation and follow-up
activities are available for adopter.

Contact: Carolyn Aho
Director/Disseminator (1983-84)
250 San Pedro Road
Colma, California 94014
415-589-5000

Reference: Educationalus Thatyork. 1984'
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Title: McCormick County Follow Through: Mathemagenic Activities Program
(MAP)

Description: This comprehensive education and intellectual development
program emphasizes math for economically deprived children in grades 1-3. The
McCormick County Follow Through is based on the University of Georgia
Mathemagenic Activities Program, which emphasizes learning in classroom
environments that stimulate cognitive growth through concrete activities and
intellectual challenge for the children. The desired classroom environment
evolves from the following principles and processes: (1) after determining
each child's developmental level, the teacher creates learning activities
based on what children already know which at the same time stretch and
challenge them; (2) intellectual growth occurs as children become actively
involved in conatructing concepts and ideas for themselves as they manipulate
and explore with physical materials; and (3) independence (self-regulation) is
fostered as children have an opportunity to choose materiala and subject matter
that will meet their individual learning rates and styles. A combination of
structured and non-structured individual and small group activities facilitates
physical, mental, and social development.

MAP is implemented in existing regular classrooms with presently used
textbooks and supplemented with numerous commercial and teacher-made materials
and manuals developed by the sponsor. A trained instructional aide is
recommended for each classroom and a person identified to serve as a resource
teacher to work with classroom teachers is essential. A parent coordinator is
highly recommended. Full implementation would require a health nurse and
social worker. Staff development is required.

A wide variety of commercially available materials found in most
classrooms is used. Cuisenair Rods, Logic Blocks and Multi-Base Blocks are
required (costs vary according to supplier). Sponsor-developed manuals needed
are: Logic Blocks ( .75), Multi-Base Blocks ($.25), and Strategy Manual for
Mathematics ($2).

Awareness brochures are available at no cost. Visi ors are welcome at
the project site any time by appointment. Project staff are available to
attend out-of-state awarevess meetings (costs to be negotiated). Training
services are available at the project site or adopter's site (costs to be
negotiated). A full staff is available at the University of Georgia to offer
assistance in program development, training, and evaluation of project
effectiveness.

Contact: Mildred Knight
Project Director
McCormick County
McCormick County
P.O. Box 687
McCormick, South
803-465-2898

Follow Through Project
Public Schools

Carolina 29835

Reference: Educational Programs That Work 1984
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Title: Pre-Algebra Development Centers

Description: This is a complete one-year program to develop basic conceptual/
computational mathematics skills and prepare students for algebra. It is
intended for regular mathematics classes at the seventh and eighth-grade levels,
eight-week summer mathematics programs for students entering high school, and
remedial mathematics programs at the high school level. The curriculum design
develops students' basic computational and conceptual skills through five
units of concentration: ratios and proportions, fractions, decimals, percent,
and metric measures. The program's curriculum materials are based on mathe-
matics principles, called Tools.of the Trade, which provide a foundation for
teaching all concepts and for further learning in mathematics. Tools of the
Trade include: ratios and proportions, one -- its name and properties, place
value, and the additive and subtractive properties of numbers. The program's
original instructional approach involves mathematics laboratory instruction,
regular classroom instruction, and individualized diagnosis and remediation
(LCD technique) coupled with reading in mathematics.

The program operates in regular classrooms. The regular class schedule
can be adjusted to accommodate all phases of the program. Requirements
include: three-days of intensive training, the program text materials, and
materials for the lab, including manipulatives and diagnosis/remediation kit.
The teacher training component of the program covers math lab techniques,
individualizing for math instruction, techniques for building a conceptual
foundation for mastering basic mathematics skills, and use of the program
materials.'

Awareness materials are available at no cost. Visitors are welcome by
appointment at project site and additional demonstration sites out-of-state.
Project staff'are available to attend out-of-state awareness meetings (costs
to be negotiated).

Contact: Dorothy Strong
Pre-Algebra Development Centers
1819 West Pershing Road 6 C (SE)
Chicago, Illinois 60609
312-890-7945

Reference: Educational Programs That Work, _984
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Title: Project DPI

Description: DPI is a diagnostic-prescriptive, individualized mathematic
program. The heart of the DPI curriculum consists of 23 "advancement tracks"
or levels which encompass key learnings in arithmetic, pre-algebra, algebra.and geometry that range in difficulty from grades 4-10. For each track or
continuum, a sequential set of about 15 study packets (daily lessons) isavailable. Results of a criterion-referenced pretest are the basis on which
teachers diagnose each student's strengths -Ind weaknesses to determine
placement of that student in the appropriate study packet of an appropriatetrack. Each packet, which concentrates on a cingle objective, contains
practice exercises which are written in a irr.hitiple-choice format together withexplicit instructions. After students complete four study packets, a check-point test is given. Successful students advance to the next packet or track,
while unsuccessful students are retaught the skills just tested and then given
an alternate checkpoint test. At the beginning of each day, quickie quizzesare given to all students in a class. At this point, one-fifth of those
students go to the mathematics laboratory. This procedure ensures that the
entire class attends the "lab" once a week. Review exercises are given eachday to those students not going to the lab, and those students continue withtheir track lessons. Students move at their own learning pace and use
materials which help strengthen specific weaknesses as well as known skills.
Students who find they need help beyond the packet instructions benefit from
individual assistance given by the teacher or an instructional aide. At thebeginning of each track, students are given .9 posttest to ensure mastery of
the skills presented In that track. In the laboratory, students are givenlessons whose concepts correlate with current classroom learnings. A
laboratory is outfitted with calculators, computer terminals, cash registers,and othPr math equipment not found in the classroom. The laboratory teacheris informed of the current track assigned to each student as well as the
packet within that track on which the student is working. Lab activities
require students to manipulate appropriate equipment and materials and tomake general statements regarding discoveries made during the lab lessons.

The basic track curricula including tests, refresher drills quickiequizzes, selected lab lessons, and a pre-algebra set are available at nocharge on a loan basis for duplicating purposes. A variety of adoptive
patterns is possible, ranging from one teacher with no lab to a complete
schoolwide program. The project's descriptive booklet is available uponrequest at no charge. Visitora are welcome at any time.

Contact: Roger W. Shickler, Project Director
Project DPI
Long Beach Unified School District
Franklin Junior High School
540 Cerritos Avenue
Long Beach, California 90802
213-437-8212

Reference: Educ P- -am- That Work. 1984

48

6 4



Title: Systematic Teaching and Measuring Mathematics (STAMM)

Descrip_tion: The major objective of the program is to prov de continuous
progress in mathematics for the entire school experience of all students,
kindergarten through senior high school. The STAMM program.represents a .

complete system that can be adopted or adapted by other districts. A
framework of objectives and assessment by criterion-referenced tests are basic
to STAMM. Careful monitoring of student progress, measuremnt of mathematics
competencies, and alternative courses at the high school level are featured.
The program may be used successfully in many different classroom situations,
including small-group instruction, large-group instruction, individualized
instruction, team teaching, and math lab. Resource material is provided for
each objective; textbooks, manipulative materials, and teacher-made rerources
may be incorporated as well.

Since STAMM is based on continuous progress, it is important for a school
using STAMM to keep complete records on each student and to test each
student's progress frequently. This enables a teacher, in the fall, to
continue a student from where he/she left off in the spring. A teacher with
one grade level of students may need to be familiar with more than one level
of program to accommodate continuous progress. The basic skills continuum for
grades K-8 is covered in levels A, B, C, D, E, F, GE, G, and H. High school
courses are defined for Mathematics Competencies, Algebra I, Geometry, Algebra
II, Trigonometry, Applied Math, Vocational Math, and Rapid Calculation, Math
Analysis, Calculus. Special materials are packaged for Chapter I (formerly
Title I) and spetial education emphasis for use in regular claasrooms and
labs. Also gifted and talented programs for K-6, 7-8 are now available.

Approximately three fourths of all Jefferson County students now score
above the national norm oa the Comprehensive Test of Basic Skills at grades 4,
6, and 8. This achievement has been consistent from 1973 through spring 1980.
Prior to implementation, roughly half the students scored above the national
norm.

STAMM guides, tes s, and workbooks may be used by a single teacher or an
entire school system. The more levels involved in implementation, the greater
the gains from the continuous-progress aspect of STAMM. A two-day training
session prior to implementation is recommended. Weekly or monthly meetings
are recommended for the local staff. STAMM does not dictate teaching style,
and may be used in any classroom setting. Textbooks may be used as an
integral part of the program, but experience advises that they be supplemented
with teacher-made or STAMM resource materials. Trainers are available through
the project.

a Glyn H. Sharpe

Re

STAMM Project Director
Jefferson County Schools
1005 Wadsworth Boulevard
Lakewood, Colorado 80215
303-231-2381

Far West Laboratory, 1983
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Title: Title I Mathematics Computer Assisted Instruction (CAI)

Description: CAI is a diagnostic/prescriptive pull-out mathematics program
with students receiving minutes of daily concentrated drill on CAI. (i
mathematics program for Title I students in grades 3-6). Lafayette Patish
had an effective diagnostic-prescriptive mathematics ESEA Title I pull-out
program and in order to increase growth in mathematics, computer-assisted
instruction was added to it. The program is operated with close coordination
of math-lab instruction and daily CAI drill. The CAI program adjusts instruc-
tion to the level of the students and provides immediate feedback to the
student. The CAI program provides daily, weekly, and monthly descriptions
progress and areas of difficulty which the classroom teacher can use to
correct specific conceptual misunderstandings. Classroom instruction is
imperative in providing conceptual understanding and remediation. Daily CAI
drill provides the practice which Title I students especially need. This
particular program was operated with 40 minutes a day of mathematics labora-
tory time and ten minutes of CAI. The particular program was devised by
Computer Curriculum Corporation of Palo Alto, California. The addition of CAI
instruction produces significantly superior achievement when compared to
standard mathematics laboratory instruction.

Math Lab - CAI can be adopted to supplement any regular program if 200
students are enrolled. Two to three days of in-service training are
necessary. The project used Computer Curriculum Corporation Programs from
Palo Alto, California. Correlation between your pro ect and CAI must be
established.

Awareness materials are available. Visitors are welcome at project site
anytime by appointment. Project staff are available to attend out-ofstate
awareness meetings (costs to be negotiated). Implementation and follow-up
services are available to adopters (costs to be negotiated).

Contact. Mr- Marion J. Cortez, Supervisor_ _

Federally Supported Programs
Lafayette Parish School Board
P.O. Drawer 2158
Lafayette, Louisiana 70502
318-232-2620, ext 307

Reference: Educational Prosrams That Work, 1984



Programs for_ Reading_Instruction

Title: BASIC: California Program in Reading

Description: BASIC is a program to improve reading skills by emphasizing the
learning of processes which apply to any content area or learning situation
for grades 7-8. This program was certified by the Joint Dissemination Review
Panel (JORP).

BASIC's program cycle serves the entire regular education student body of
the school across the range of reading abilities for a period of two consecu-
tive years. Appropriately designed instruction is provided to both students
who read below grade level and those who read on or above grade level. Based
on reading performance, a reading specialist places each student in one of
four reading levels. All levels are represented in each classroom and
curriculum materials are assigned accordingly.

BASIC's emphasis is on the learning of processes which apply to any
content area or learning situation. A master set of learning and thinking
processes are taught throughout the program for the acquisition of new vocabu-
lary, the improvement of writing skills, improvement of reading comprehension,
and extension of skills requiring higher cognitive levels of functioning.
Students are taught to overview and preview materials before beginning more
intensive study; they are taught how to organize materials and information to
increase learning efficiency and improve understanding. Instruction is
delivered in the English, social studies, and math classes through three
strands; small group reading and language skills instruction, class size
group activities, and computer-assisted instruction. Small group activ:ties
are scheduled so that each participant receiver. intensive reading and writing
skills instruction daily in one of the content classes with a group of 6-12
other students. Two reading specialists and classroom paraprofessionals
assist the regular teachers during small group sessions, and meet weekly to
maintain instructional coordination. For schools adopting the computer-
assisted instructional component, the reading specialist coordinates the
specific skills reinforcement each student needs with the available computer
programs in math and the language arts. No special equipment, curriculum
materiuls, or physical facility is required. With a minimum of two inservice
training sessions, regular classroom teachers can use BASIC in a regular
classroom setting. Schools have adopted salient features of the program
without hiring a new reading specialist. Awareness and in-depth materials are
available at no cost. Visitors are welcome by appointment. Training sessions
outside California are available with adopter bearing all costs.

Contact: Ms. Donna Kay LeCzel
Benjamin Franklin Middle School
1430 Scott Street
San Francisco, California 94115
415-567-0929
415-565-9654

Reference: Educational Pro rams That Work, 1984
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Title: Coordinated Learnin eir Middlesex Basics (CLIMB)

Description: CIA:MB is a diagrtototit.preeoriptive continuous-progress approach
to the acquiaition of reacting lan,ditudy lL=ills across content areas that
provides a management design tot- cmdirtst =ing and integrating classroom and
support personnel using existi.ot iastructi._onal materials used for grades K-12.
This program is certified by tli% hint Dis;.-setaination Review Panel (TDRP).

The project includes a t acher--Caloped a=nd teacher-based curriculum
component which:

identifies reading and :31 tlidatieS basic skills for grades K-12 in
the form of skills atr

provides an evaluation t&ilegi iii Me form of cr erion-referenced
tests for each basic skijlidenti ifed

provides a record keepIngqstera -0-72-iatmonitors student progress
through Grades K-I2.

It also has a teacher training ceponent Gc=nisisting of me h ds for:
utilization of the outfield corriprients

identification and corfavtion ot adopting dis
materials to CLIK8 skai.w ursys

administrative taCUQS
support personnel

classroom implements

's curriculum

fryrcoordloaaating classroom instruction with

incorporating basic skii-Olilt _tent areas.

Teachers and administrator jorticiPatt. e In a two-day training for
effective utilization of CU* exiriculum ab=ild management design. A follow-up
training session is recommended, !tethers reraust be supplied with the CLIIM
curriculum materials. The proKzd: be acmidopted in either reading and/or
mathematics at any or all grade 1.019. sedreness materials are available
at no cost. Visitors are welcorae gprojeklint site any time by appointment.
Pr(-.1t staff are available to otiond out-of-state awareness meetings.
Training is conducted at project elle or eii=opter site. Implementation and
follow-up services are available vadopteTE. All costs are negotiable.

Contact: Barbara Brenner
Middlesex Public Sehnt)
Administration Officft
Kennedy Drive
Middlesex, New Jersey' COM
201-968-4494

Reference: Educational Pp:ram tWork 1984
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Title: Improve Minimal Proficiencies by Activating Critical Thinking
(I.M.P.A.C.T.)

Description: IMPACT is a staff development program to infuse critical
thinking skills and the application of a critical thinking curriculum to the
teaching of reading. This program is applicable for students in grades 7-9
and is certified by the Joint Dissemination Review Panel (JDRP). The major
emphasis of project IMPACT are a critical thinking skills and the application
of a critical thinking curriculum to the teaching and/or remediation of reading
and mathematics. The materials include 60 lessons focusing on aspects of
critical thinking skills drawn from the critical thinking.universe. Lessons
consist of: classifying and categorizing information; ordering, sequencing
and ranking ideas; recognizing patterns and relationships, differentiating
fact and opinion; identifying relevant and irrelevant information; identifying
reliable sources of information; effective questioning; understanding the
meaning of statements; seeing cause and eZfect relationships; making general-
izations, forming predictions and making assumptions; identifying points of
view; and logical reasoning. The lessons are written in an "easy to implement"
format including identification of the level of the critical thinking universe
addressed, the skill being taught, the student behavioral objective; any pre-
requisite skills, the level of Blooms Taxonomy being tapped, and the materials
and equipment required. Special emphasis is placed on higher level questionning
pooled with informational strategies for assisting students to organize and
verbalize their thoughts.

The project requires an intensive three-day inservice in which teachers
(20-25) are oriented to the purposes and the strategies of IMPACT. Following
training, participants assess their knowledge of critical thinking readiness.
In addition, one perseml who has completed training is required to attend a
two-day seminar to equip him/her to train other teachers. IMPACT instructional
programs must be obtained the sufficient quantity for teachers to completely
familiarize themselves with the content and have them ready for use.

Contact: Dr. S. Lee Winocur
Orange County Board of Education
200 Kalmus Drive
Costa Mesa, California 92629
714-966-4364 or -4375

Refe-ence: Educational Pro:rams That Work, 1984



Title: Ind vidualized Computer-Assisted Remedial Reading Program (I C E)

Description: This project is an effort to supplement the existing reading
program for the high school vocational education student. Through the use of
a microcomputer, individualized and small group instruction allows the
students to set his/her own learning pace. Each student must spend a
50-minute class period each day involved in this program in lieu of the
regular English class. On a rotating basis, a student spends one week in each
of the following five areas: yaRkiliala: More than 100 vocabulary programs
exist, each of which contain at least 20 words. Words are spelled out letter
by letter, and four choices are offered. Students are informed by the
computer of correct and incorrect responses, percent score, and a list of
those incorrectly defined. Students must complete a minimum of 30
computerized vocabulary programs. A mastery score of 80 is necessary to move
on to another program. Reading: Students must also complete a minimum of 30
computerized reading programs. There are a total of 190 programs that allow
the students or teacher to select number of words per minute. The computer
then displays the reading material, followed by 5-10 questions related to the
reading. Students are presented with number of correct responses and a
percent grade. An 80 percent mastery rate is requisite f.nr the next program.
Reading & Writin Skills: Students must complete a minimum of 25 audiovisual
reading programs in areas including basic math, English grammar, word usage,
and reading and writing skills. Audio tapes: Subject matter is displayed
graphically and accompanied by sound. The vocationally-oriented learning
material has companion worksheet(s) that enable students to assimilate the
material and respond in writing. Four sets of headphones effect a multiple
listening station. Units are available in vocabulary development, reading,
comprehension, and basic skills math. A minimum of 10 audio tapes is required.
Pa erback books: A minimum of 2 paperbound books of the student's choice.
More than 100 are available. Rotation among these five areas reduces boredom
and discipline problems. The ability of the microcomputer to repeatedly
review naterials without making value judgments, tiring, or losing enthusiasm
enables the curriculum to be highly effective. The main benefits of the
program are that teachers determine the content of the computer programs and
work with individual students, and the student is able to interact with the
computer and set his/her own learning pace.

Students in regular English classes decreased in vocabulary during the
same semester in which I CARE students increased substantially in both
subtests of American School Achievement Test, Reading Comprehension and
Vocabulary.

I CARE can be adopted by a single teacher, a teacher aide, a classroom
unit, or by several units. Extensive staff development and training in
computer literacy is not a requirement.
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Conta- Edward Cope
Project I CARE
Blue Mountain School District
Blue Mountain High School
R.D.1
Sohuykill Haven, Pannslyvania 17972
717-366=1065

Referen Far West Laboratory, 1983
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Title: Project READ-WRITE

Descri tion: Project READ-WRITE is a program in reading and related language
arts that uses writing techniques and prescriptions to improve reading
comprehension and vocabulary for grades 4-12. This program was certified by
the Joint Dissemination Review Panel (JDRP).

Project READ-WRITE is designed to be consistently applied by the
classroom teacher to augment the basic reading program in order to develop
vocabulary and promote total comprehension. The program involves the
application of prescriptions -- specially developed strategies designed to
teach one major skill and several ancillary skills simultaneously. Each
prescription involves the use of one or more language-manipulation techniques.
The prescriptions are structured writing and/or oral activities that can be
used with materials already available in the classroom. The prescriptions
encourage students to react holistically to a reading selection and to
incorporate within the activities their own ideas, experiences, perceptions,
and feelings. The prescriptions cover a wide range of reading objectives,
from phonics and structural analysis to inferential, critical and creative, as
well as literal comprehension. The prescriptions are arranged within the
Project READ-WRITE Resource and Instructional Manual according to major
objective and level of difficulty. The program also offers a checklist that
cen be used in conjunction with formal and informal diagnosis to list and
establish a priority ranking of pupil needs on a class, group, and individual
basis. This checklist becomes an ongoing record of pupil achievement and
accompanies the student as he or she proceeds through the grades.

Contact: Fred McCarthy
Newark Public Schools
2 Cedar Street
Newark, New Jersey 07102
201-733-7116

Re ence: Far West Laboratory, 1981



Title: Sierra Reading Lab Program

Description: The Sierra Reading Lab is a program of developmental reading
instruction and materials in a laboratory setting, for students ages 7-9. It
was certified by the Joint Dissemination Review Panel (JDRP).

The goal of the Sierra Reading Lab is to provide the necessary instruc-
tion and materials to develop the reading skills of students who have skill
deficiencies, and to provide enrichment where needed. This program is con-
ducted in a lab setting with an informal atmosphere, yet is highly structured.
Students are divided into heterogeneous groups, and rotate into the lab from a
subject class on alternate weeks. The lab is comprised of 10 learnirAy centers
that offer a wide selection of activities using various learning modai2ties.
The work is leveled according to students' reading abilities, which range from
non-reader to past high school level. The centers focus on reading comprehen-
sion, writing, structural analysis, vocabulary, self-esteem, listening,
research, library skills, recreational reading and computers. A diagnostic-
prescriptive approach to teaching assures each student of individualized
instruction. The skills and focus are determined for each student at the
beginning of the 7th grade using the McGraw Hill's Prescriptive Reading Inven-
tory PRI, as a measurement tool of reading abilities. Students with like
deficiencies are skill-grouped, with students moving to other skill areas as
specific skills are mastered. This pattern is followed during the year as all
crucial deficit skills are addressed. The computer center provides reinforce-
ment, extension and enrichment experiences. In the regularly scheduled reading
and English classes, these same crucial skills are emphasized with whole class
activities for 20 minutes each day for a three-week period. The lab activities
reinforce and supplement this skills instruction. The Sierra program includes
a week-long staff development component. Topics include: instructional
materials, individualized instructional techniques, behavior modification and
motivation strategies, use of computers in the classroom and promoting the
development of students' positive self-concept.

Staff must be committed to a child-centered, diagnostic-prescriptive
approach to teaching, and be willing to utilize learning centers and small
group instructional techniques. Sierra's total program is suited for adoption
by a whole school or district. A close liaison between the lab staff and the
classroom teachers is recommended. Individual components of the program can
be adapted for use in any class or lab. Depending on available resources, the
lab can be staffed by a teacher with an aide, or as has been done in several
cases, with an aide alone. A five-day staff in-service is recommended for
adopting schools. Awareness materials are available at no cost. Visitors are
welcome at project site by appointment. Project staff is available to attend
out-of-state awareness meetings and training sessions, with costs to be
negotiated. Training is also available at the project site.
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Conta-- Ms. Barbara Clark
Demonstration Reading Program
Sierra Junior High School
3017 Center Street
Bakersfield, California 93306
805-328-4838

Reference: Educational Pro rams That Work, 1984
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Pro:rams for Mathematics and Read ruction

T e: Computer-Assisted-Diagnostic-Perscriptive Program in Reading and
Mathematics (CADPP)

Description: CADPP is a diagnostic-prescriptive pull-out program using
.

resource labs and computer assistance to prepare remedial reading and remedial
mathematics educational plans and weekly prescriptions. It is approved by
JDRP as a reading program for grades 3-9 and as a math program for grades 3-7.

CADPP was developed in response to the SRA test scores of Buckingham
County Public Schools' educationally disadvantaged students which showed an
annually increasing gap between normal expected growth and actual growth. The
resulting resource laboratory program combined with a computerized information
retrieval system allows for accurate diagnosis of a child's needs in reading
comprehension and computation and provides the teacher with prescriptions
(materials and methods) that help in teaching to those needs.

A locally developed battery of standardized criterion-referenced tests is
used for diagnosis and evaluation. The computer system prescribes learning
activities based on individual achievement levels, learning modalities, and
interests; channels students to the learning centers; tracks progress to
ensure that prescriptions are not repeated; and maintains continuous progress
reports for the students, teachers, and parents.

Three-year, fall-to-fall testing (1976-78) with the Science Research Asso-
ciates Achievement Series documented positive trends through standard score
gains. CADPP can be adopted by a single classroom unit or by several units.
Extensive staff development:and. training in criterion-referenced design and
development, instructional management systems, performance/process evaluation,
monitoring, and individualized instruction via the learning station approach
to management a required.

Contact: Debra J. Glowinski
Director of Federal Programs
Title I Office
P.O. Box 292
Dillw:A, Virginia 23936
804-983-2714 or -2863

Reference: Far West Laboratory, 1983

59 75



Title: Reading -- Individualized Remedial Laboratories
Math -- Individualized Remediation

Description: The reading laboratories have been developed for high concentra-
tion on the improvement of basic reading skills. A reading laboratory staffed
by one special reading teacher and a paraprofessional accommodates 80-120
students daily for the entire school year. Each student's daily prescription
includes two or more activities designed to meet his/her needs. Students'
prescriptions include programmed and self-instructional materials purchased
from a variety of vendors or developed by both consultants and project
teachers. Emphasis is placed on in-service education, focusing on cognitive
reading skills and on the management and use of individualized instruction in
the classroom. In-service education is provided through workshops, consultant
classroom visits, and local supervisory services and support.

The mathematics program provides systematic remedial instruction in areas
of individual student weaknesses. A teacher and a paraprofessional work with
80-120 students daily in a specially equipped classroom. The mathematics
laboratories are characterized by a focus on carefully selected essential
concepts, skills, and applications with nuMber ideas and computation; an
individualized approach to the instruction; a meaningful approach to the
learning of content; careful monitoring of student achievement; and teacher
guidance in a supportive atmosphere. The program is based on project-
developed materials, reinforced by a variety of supplementary resources and
activities. Daily work is guided by individual prescriptions consisting of
mo or three types of activities. Inservice education is strongly emphasied
through workshops, consultant visits, and local supervisory services and
support. Evaluation of project content, materials, instructional procedures,
and overall achievement pattern of students, is ongoing. An extra teacher and
paraprofessional are required to serve up to 120 students.

This project is approved by JDRP as a reading program for children ages
6-18. This program has been used in other settings as a mathematics program,
but no evidence of effectiveness has been submitted to or approved by the
panel.

Data collected 1977-1978 following JDRP approval showed the following
average gains over an eight-month period: Slos.lon Oral Reading Test, 1.28
years' average gain; Gray Oral Test, 1.51 years' average gain; California
Reading Achievement Test, 1.15 years' average gain; California Math Test, 1.11
years' average gain. The individualized laboratory approach seems also to
minimize student negative behavior through individual and positive rein-
forcement.

_Contact: Virginia Morgan
Reading Laboratories
Dougherty County School System
P.O. Box 1470
Albany, Georgia 31702
912-888-5800

Reference: Far West Laboratory, 1983
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Title: A Systems Approach to indiv dualized Instruction (SAII)

Description: SAII has developed criterion-referenced tests and learning
modules for 155 reading skills (e.g., readiness, phonics, syllabification, and
structural analysis) plus 200 criterion-referenced tests and learning modules
for the computational skills of mathematics. This project is approved by JDIRP
for students of all abilities, grades 1-6. It has been used in other settings
with grades 7 and 8, but no evidence of effectiveness has been submitted to or
or approved by the panel.

The pro -ct has also developed sets of teacher questions and student
worksheets to accompany over 400 paperback books (e.g.. Profiles in Courae,
Eenry Ruggins_, Little Red_ Hell). Each set of questions has been divided into
lessons, wit-11 each lesson having questions on five levels of comprehension:
recall, inrrpretation, extrapolation, analysis, and evaluation. A set of two
handbooks is available to help the teacher manage the component parts. The
program can be adapted to the areas of diagnosis (criterion-referenced tests
-- math and reading) or basic skill development (learning modules in reading
and math or comprehension components of reading).

After implementation of the project, there was a dramatic reversal of a
declining trend in academic ability at the project school. Evaluation data
also showed a positive impact on academic progress of project students.
Copies of the evaluation report are available from Northwest Regional
Educational Laboratory.

Contact: Charles L. Barker
706 N.W. "A" Street
Grants Pass, Oregon 97526
503-476-7721

Reference: Far West Laborat ry, 1983
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COMPENSATORY AND BILINGUAL EDUCATION
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Compensatory and Bilinguel Education -
Secondary (High Schoel Graduation Requirements

Characteristics ofNuccessful Practice

The need for effective bilingual educational methods is a major concern.
Successful programs, which enable language minority students to function in
the majority society upon completion, promote the following characteristics
students:

high levels of English language proficiency

appropriate levels of cognitive/academic deveZIment

.adequate psychosocial and cultural adjustment.

A Discussion of the Literature

The literature highlights the controversy over whether bilingual students
should be taught basic skills in their native language or in English
(California State Department, 1981). Regardless of how a school district
resolves this dilemma, limited English Proficiency (LEP) students should spend
as much time as possible in regular classroom environments with peers their
own age. They should be encouraged to work in small groups, participate in
peer tutoring, and engage in language-rich activities. Teachers should
identify and encourage the successes of students whose second language is
English and be sensitive to behavioral differences that are culturally
founded

Teachers of LEP students need to understand why differences occur in
language use. For instance, the student may know 4nd apply the grammatical
rules of his own language and this "Interference" will be difficult to
overcome. Students will intersperce phrases of two languages, "code-
switching" not because they do not know the vocabulary but because of the
stylistic or affective value of the "switched" phrase. These and similar
behaviors do not indicate learning disabilities, but a sensitivity to
language. Teachers should be equally sensitive to the students and respect
their native language and culture.

Communication competence is more important than good grammar in the text-
book sense. The order of presentation of language skills is listening,
speaking, reading, and writing. While English is being learned, the students'
cognitive development should continue as normally as possible.

Finally, the New Jersey State Department of Education in a document
entitled (High School Graduation Re uirements for Limited En-lish Proficient
Students. June, 1984) offers guidelines for high school graduatIon of LEP
students: "Research has shown that it takes two to three years to be able to
function at a basic level in a new language and an additional two to three
years to become fully proficient. Therefore, LEP students who enter school
before the 9th grade are expected to meet all high school graduation require-
ments and pass the state graduation test in English. On the other hand
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students with limited English proficiency who ent r in grades nine through 12
must be allowed some fleXibility in demonstrating mastery of the basic skills.
They must meet the same credit, curriculum, and attendance requirements as any
student and must take the graduation test in English. But if they cannot pass
the basic skills graduation test in English, their basic skills should be
evaluated through a special review assessment in the native languages English
or a combination of both. They must also pass a state-selected test of
English fluency, demonstrating that they can understand, converse, read aud
write on a basic level in English."

Descri tions_of Exemplary Practices and Prosrams

Descriptions of successful bilingual programa follow.
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Title: Clara Barton High School Bilingual Program

Description: During 1982-1983, this program provided tutorial and supportive
services to approximately 100 Spanish-speaking students of limited English
proficiency (LEP) in grades 9-12 at Clara Barton High School, Brooklyn, New
York. The program's main objective was to enable LEP students to function
successfully in terms of language achievement and content courses, accultura-
tion, and motivation to remain in school. Students were not scheduled for
tutorial sessions but camo in when they needed help in specified areas.
Students were selected by a multi-criteria process. Supportive services
offered by the project included services from the school's grade advisors and
guidance counselors and more informal advice and encouragement from program
staff. Quantitative analysis of student achievement indicates that (1)
students did not meet the program's criterion for English language development,
but high pretest scores limited the possible growth in this area, (2) passing
rates for program students in spring social studies and foreign language
courses exceeded those for mainstream students, and (3) attendance rates did
not differ significantly from the general school attendance rate. In the area
of staff development, staff members attended relevant university courses.
Finally, parental participation was limited because the school is not
neighborhood based. Currently, the program is federally funded as a Title VII
program. Visitation can be arranged with the director.

Contact: David Schultz, Title VII Advisor
Clara Barton High School
Bilingual Program
901 Classon Street
Brooklyn, New York 11219
718-636-5169

Reference: Collazo-Le & Sicat 1984
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Titleo De
=

Clinton High School Project BISECT

Description: Project Bilingual Spar.lsh-to-English Career Training (BISECT) in
its first year of funding offered bilingual instruction, career awareness
development, and supportive services to 225 Hispanic students of limited
English proficiency. Title VII, Title I, and tax-levy funds supported the
program, which was implemented at DeWitt Clinton High School (Bronx, New
York). After pre-testing, threc courses were selected by each student. Based
on interests, career professionals met with students and students also visited
job sites. The explorative nature of the offerings has been successful. In
addition to student instructional services, a number of other areas were
covered: curriculum development, staff development, parent participation and
supportive services, including guidance and academic counseling, home visit
career awareness activities, visits to educational and cultural sites, two
newsletters, and visits to junior high schools. Analysis of student data
indicated that (1) the program met its objectives in English language
development, (2) BISECT students exceeded program objectives in career or
vocational classes and in mathematics, science, social studies, and native
languages courses, and (3) attendance of program students was significantly
higher than the school's general attendance rate.

Visitation: Contact should be made with director.

Contact: Ruth L. Greenblatt, Director
John Paul Castilion, Counselor
DeWitt Clinton High School
100 W. Marsella
Bronx, New York 10468
212-796-3082

Reference: Zephirin & Schulman, 1984



Title: Houston Independent School District Bilingual Programa

Description: This program is a bilingual/bicultural program that provides
initial instruction in the children's native language and cultural environment.
It is designed to serve Spanish-speaking students by developir.g culturally and
linguistically appropriate curricula, providing relevant training for teachers
and aides, developing parent and community involvement in the educational
process, and generally effecting a change in attitudes toward bilingual
education. The intent of this program is threefold: to improve student
self-concept by raising the status of students' language and culture; to
increase students' achievement in all content areas in English or Spanish;
and to help students became fluent and literate in English. Although initial
instruction in all content areas is given in the students' native language, a
strong English language development program also is provided. As students
attain proficiency in English, they are phased into instruction in English,.
but may continue instruction in Spanish language development and Spanish
reading in schools where the program is provided through the sixth grade. At
the secondary level, the program includes English as a Second Language for
monolingual Spanish students, and several bilingual courses for students who
have already attained same degree of bilinguality. State-adopted materials
are now provided for grades K-3. Other materials are provided through state
and local funds for grades 4-6. In addition, curriculum guides, performance
objectives, and other materials for all grade levels have been written
locally. Curriculum bulletins are available on request.

Language proficiency was measured using Language Assessment Scale (LAS).
Achievement was measured using objective referenced tests in each language,
Interamerican Reading Series testa, and Iowa Testa of Basic Skills for grades
2-5 (low-income urban Mexican-American students). Gains equal those of peers
with no English limitation. Teacher training was evaluated by structured
classroom observations. Data are collected yearly. Reports are available.

Teachers must complete a 12-hour university endorsement program, pass a
Spanish proficiency test, and teach one year in a bilingual program classroom.
LESA students are identified and placed in classes according to grade levels.
Schedules meeting needs of individual campuses are prepared under supervisory
personnel in accordance with the state-wide Design of Bilingual Education.

Contact: Beale. Pampa, Director
Bilingual Programs
Houston Independent School D s! ict
3830 Richmond Avenue
Houston, Texas 77027
713-623-5126

Reference: Far West Laboratory. 1983



Title: John Jay High School Pr- ff
S TED'

Description: Projent RESCATE, in its third and final year of funding. (1985),
provided instruction in English as a Second Language (ESL) and native language
skills, as well as bilingual instruction in science, mathematics, and social
studies, to 185 Spanish-speaking students of limited English proficiency (LEP)
at John Jay High School Brooklyn, Vey York. In addition, ESL instruction was
provided to 20 Haitian, 20 East Asian, 3 Middle Eastern, and 2 Italian LEP
students. The overall program goal was dropout prevention. To this end,
staff worked with students and their parents, offering a variety of supportive
services including individual and group guidance, career orientation, home
visits to reduce truancy, tutoring, and an alternative school for students
unable to function in the mainstream. The program was supported by a
combination of Title VII, Chapter 1, and tax-levy funds. Students were
assessed in English language development, native language mastery, and' in
mathematics, social studies, science, and business and vocational studies.
Quantitative analysis of achievement data indicated generally si nificant
academic gains; in addition, the attendance rate among program students was
significantly higher than that of the general school population. The
following changes were identified as having occurred in the three-year funding
period: (1) the return of monolingual English speakers to mainstream classes,
(2) extension of ESL instruction, (3) incorporation of a remedial mathematics
course. (4) strengthening of local business ties to locate employment for
program students, and (5) maintenance of a family language program. .The
evaluation also identified areas where efforts were less successful: (1)
documenting non-Hispanic participation, (2) increasing staff development in
policy planning, (3) expanding tutorial services, (4) assessing curriculumneeds, and (5) identifying materials available from outside sources.

A follow-up program, Triumfe a computer-assisted-instruction project forL.E.P. students, is now in place with a career orientation in computers.

Contac Mr. S. Glickman
John Jay High School
237 7th Avenue
Brooklyn, New York 11215
(718) 788-2124

Reference: Friedman & Schulma_, 1984
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Title: New Utrecht High School Project IMPACT

Description: Project IMPACT, a magnet program in its third and final year of
funding, provided instruction in ESL and Italian language skills, as well as
bilingual instruction in mathematics,,social studies and typing to approxi-
mately 200 students of limited English proficiency in a Brooklyn, New York,
high school. Nearly all program students were born in Italy; they varied in
English language proficiency, native language ability, and overall academic
preparedness. Transitional in nature, Project IMPACT aimed to expedite the
acquisition of English language skills necessary for full mainstreaming within
one or two years of entering the program. Title VII funds supported adminis-
trative and support services staff. In addition to the student services
provided, the program focused on curriculum development, staff development,
and parent participation. Students were assessed in English language develop-
ment, growth in mastery of Italian, and in mathematics, science, social
studies, and attendance. Analysis of student data from 1982-1983 indicated:
(1) substantial improvement of students tested in English on Level III (but
not Level II) of the Stanford Achievement Test, (2) a passing rate for program
students greater than that of non-program students on the New York State
Regents Examination in Italian, (3) achievement of program objectives in
mathematics, science, and social studies, and (4) higher attendance rates
among IMPACT students than among the school population as a whole. This
program has_been superceded by BITEC (bilingual innovative teaching education
for careers) which serve Italian, Hispanic, Chinese, and Vietnamese.

Contact: Mr. Joseph Rizzi, Coordinator
New Utrecht High School
Project IMPACT
1601 80th Street
Brooklyn, New York 11214
718-232-2500

Re ce: Bulkin & Sica, 1984
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Project BABS: Bilingual Academie and Business Skills

Description: Pro ect BABS, a language development and support program provided
career counseling and job internships with business enterprises, in addition
to a computerized reading program, to approximately 600 limited English
proficient (LEP) students. The students -- of Chinese/Vietnamese, Greek,
Russian, and Hispanic descent -- attended four New York City high schools.
The major instructional objectives of the program were to provide participating
students with instruction leading to the development of basic skills in both
English and the native language; to develop students' business and secretarial
skills; and to allow students to apply those skills in after school or summer
job internships with local businesses. Title VII funds supported all program
staff positions. Due to efforts of the job developer and the curriculum
specialists, 12 program students were able to serve as interns with various
businesses and agencies during the summer of 1983. In addition, these staff
members met with school personnel and students and gave class presentations
dealing with career orientation. Curriculum development efforts also were
carried out. Parental involvement, on the other hand, did not reach expected
levels. Analysis of student achievement indicated variable levels of attainment
of program goals. Data were not available, however, for all students at every
high school.

Contact, Henriot Zephirin, Director
New York City Board of EducatIon
131 Livingston Street
Room 514
Brooklyn, New York 11201
718-596-5930

Reference: Inman & Schuiman, 1984
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Computer Instruction

a-_teristics of Successful Practice

The great potential and the relative cost of computer technology presents
local decision makers with tough choices. No ideal configuration of machines
and applications has been developed and evaluated. Instead, each district
must consider the options and decide for itself what applications of compute
it will implement, what configuration of hardware and software it will
purchase, and what resources it will allocate to that effort. Districts which
are making the mosteffective use of computer technology reflect the
characteristics of "successful innovatore." SpeCifically they,

are motivated by specific needs (e.g., achieve specific stud nt
outcomes, improve the efficiency of instruction in a content area,
etc.)

establish an ongoing planning process which involves staff in studying
alternatives, weighing costs and benefits, and developing specific
plans

allocate resources not only for hardware and software, but al:_ for
management and staff development

monitor implementation and evaluate effects

take corrective action based information collected.

A Discussion of the Literature

Much of the literature related to the educational use of computers
discusses issues related to computer instruction (Becker, 1981; Southeastern
Regional Council, 1984). These issues should be explored by educators before
they implement computer instruction.

One issue that requires careful consideration is how the computer should
be used in the educational program. The computer is a general purpose tool
which can be used in a variety of ways in the educational process. It can
help teachers present content, demonstrate concepts and principles, provide
practice, assess student learning, and give feedback, as well as help them
perform a number of instructional management chores. It can help students do
assignments involving searching for information, collecting data, organizing
and analyz_ing data, preparing papers and reports, arid solving problems. It
can also be a subject in its own right: How does it work? How can it be
programmed? What issues surround its use?

Another issue of computer usage is the consideration of cost. The
computer is an expensive tool. In addition to hardware and software costs,
staff need training, time to preview relevant software, and time to develop
plans for using them, and to manage computer activities. Computers are
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expensive because, as the technology advances, schools are either faced with
buying add-ons to update their existing machines, or buying new machines with
built-in features that require expensive interfaces to mesh with existing
school systems. The rapid change of technology means that current purchases
might become obsolete in a few years, leaving educators in a quandary over
appropriate cost-effective actions. Both potential and cost must be carefully
weighed in planning for computer education at the local level.

In addition to the literature which deals with issues related to the
implementation'of computer education programs, there is a substantial body of
literature on computer applications which can be considered in four clusters.
First, there are the reports which have resulted from the major federally-
supported efforts of the late 1960s to develop computer programs and systems
which help students master reading, mathematics, and language arts objectives.
They describe the characteristics of such programs and systems (e.g., PLATO,
CCC) and their effects on students, teachers, and schools. In general, these
programs provided practice problems and feedback to students. Evaluations of
these programs suggest that such computer-based practice of basic skills, when
it occurs regularly and supplements directly the school's program, can
modestly increase student achievement on-standardized tests, foster a more
positive student attitude toward learning the skills, and reduce the overall
amount of-time needed to learn the skills (Forman, 1982; Kulik, Bangert and
Williams, 1983; Northwest Regional Educational Laboratory, 1980).

Second, there is the literature advocating computers as a "new basic"
which advocates that all students, by the end of high school, should be able
to: (1) understand how computers work; know what tasks they can perform;
discuss what issues, both individual and societal, surround their use; (2)
use a computer for word processing, problem solving, collecting and organizing
information, and communicating; and (3) program a computer to perform specific
tasks. This literature includes some of the major national reports on the
status of education which were released in 1983 (e.g., National Commission on
Excellence in Education, 1983; Boyer, 1983; The College Board, 1983; National
Science Board Commission, 1983). It also includes advocates of computer
literacy programs (Luehrmann and Peckham, 1983; Hunter, 1983; Cupertino Union
School District's Plan 1983) for computer literacy across a K-8 curriculum;
and the New York State Department's book, Computer Literacy: An Introduction
(1982) which provides resources to assist schools to develop their own
course(s).

Third, there is the growing re earch describing how computers are being
used in traditional subject areas. One example is anecdotal, appearing in
various journal articles (e.g., Computing Electronic Le:11114El),
and consisting of teachers' descriptions of projects they have undertaken. A
second eXample comes from federally sponsored projects which are developing
.software and testing it in school situations (e.g., IPASS, CADPP, and CAMEL).
The third example comes from educators who have pooled their knowledge and
written collectively, 73ooks discussing specific subjects (e.g., ComRuters in
Teaching_Mathematics, Compu_ters_in TeAchinl Reading., and Copputers in
Composition_Instruction.).
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The fourth, and most prolific body of literature, encompasses software
reviews. The best reviews are rated against instructional criteria based on
sound educational theory and practice, to achieve effective results. These
reviews are done by educators who try the software and rate it on such criteria
as instructional integrity, appropriate target audience, educational value,
degree of match to curriculum goals, ease of use, adequate feedback, program
design, teacher-related features, to name a few. These reviews can be obtained
by subscribing to software review services (e.g., EPIE), by searching on-line
data bases (e.g., ERS/SPIN, SMERC), and/or by reviewing educational software
journals (e.g., School Microware Review). Another source for finding effective
software is by joining (or creating) local school user networks (e.g., Maryland
Instructional Resources Network (MIRN).

DFAsKiptions of Exemplary Practices

Descriptions of successful programs are included on the following pages.
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Title: Computer-Assisted-Diagnostic-Perscriptive Program in Reading and
Mathematics (CADPP)

Description: The CADPP was developed in response to the standardized,
norm-referenced test scores of Buckingham County Public Schools' (Virginia)
educationally disadvantaged students who displayed an annually increasing gap
between normal expected growth and actual growth. Operating in a resource
laboratory, the CADPP diagnoses the needs of participating pupils with a
criterion-referenced testing program; inputs information into a data bank
regarding student characteristics in the areas of learning styles and achieve-
ment levels; inputs information into a data bank regarding the instructional
materials within the local school system; and attempts to match up the
student's characteristics to the moot appropriate instructional material.

The CADPP can be adopted by a single classroom unit or by several units
within the system. Staff development/training in performance-process
evaluation, criterion-referenced testing, classroom management, and computer
literacy are tittered by the CADET staff. The CADPP software program must be
used to operate the system, and the availability of computer hardware must be
obtained by the adopting district.

The set of computer prograns in the CADPP package is available in two
versions: batch COBOL and interactive BASIC. The BASIC language is operative
on the Apple II and TRS 80 microcomputers. The COBOL version has run success-
fully on IBM and NCR mainframe computers. The latest extensions of the CADPP
have included the addition to the "English As A Second Language" (ESL) skills
for bilingual students or migrant education programs requiring this component.
CADPP is an NDN funded Developer/Demonstrator Project.

Visitors are welcomed at the project site at any time by appointment.
Awareness materials are available at no cost. CADPP.training is performed by
the developer staff at travel and per diem costs only charged to adopter
(lodging nd $20/day food expenses), along with travel costs to the training
site. No consultant fees are charged; however, substitute fees may be charged
should training require the use of a certified trainer from another adopting
site. Training manuals are $10.00 each. Awareness and follow-up monitoring
are available; however, such costs will be negotiated.

Contact: Debra J. Glowinski
Director of Federal Programs
Office of Federal Programs
P.O. Box 292
Dillwyn, Virginia 23936
804-969-3111

Reference: Vaughn, 1982
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Title: Computer eracy: A Hands-on Approach

Description: This ts a one-semester hands-on comprehensive introduction to
computers, intended for students in grades 7 through adult. The program
consists of a student textbook, a teacher's guide and a diskette, which
features guided activities to be carried out on the computer. A version of
the materials exists for the Apple II family, TRS-80, models III and IV.

Students learn what a computer can do, and how to operate and program a
computer. They learn structured thinking and problem solving. They learn
about social issues related to computers and their use. No prior knowledge of
the computer is necessary, nor is it necessary to have a knowledge of mathematics
beyond a fourth grade level.

The materials have been designed for a traditional classroom environment:
one teacher, 30 students, 45-minute periods, 5-days a week, 8-week semesters.
Students spend every other class period working at the computer; no teacher
supervision is needed during hands-on activities. The textbook guides
students through discovery activities and individual problem-solving projects.
Students also learn structured programming, using BASIC, and common debugging
and trap-avoidance techniques. Finally, it presents computer awareness topics
which include: growth, history, trends, ownership/privacy/security data,
business applications, and impact on jobs/careers. A workbook and answer book
are available.

Contact: McGraw Hill Book Company
Webster Division
New York, New York 10020
Toll free: 800-223-4180

Reference* Luehrmann & Peckham. 1983
'



T e: Computer L e cy: An Introduction

Description: This document, prepared by the New York State Education Depart-
ment, provides a collection of useful materials to help schools in defining
what they would like computer literacy to be.

The first section includes a survey of views on computer literacy, and
indicates same ongoing activities in New York State. The remainder of the
publication contains reprints and abstracts of some of the most recent
articles on computer literacy, and materials on literacy programs from around
the country. Two annotated bibliographies are also provided.

Contact: George Casler, Training Coordinator
Center for Learning Technologies
State Education Department
Albany, New York 12234
518-474-5823

Ref -ence: Center for Learning Technologies, 1982
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Title: Computer Literacy Curriculum The Cupertino Concepts

Descri-tion: This is a K-8 curriculum plan (matrix), to assist schools in
designing a computer literacy course to teach students about computers and
their applications, to develop the skills necessary to communicate with
computers, to recognize the computer's capabilities and limitations, and to
provide the knowledge needed to slake wise educational choices in high school
and eventual career choices. The curriculum matrix presents the "desired
levels of knowledge" students will demonstrate, across eight areas: computer
awarenlss, computer interaction skills, computer programming skills, as well
as integrating into subjects like social studies, language arts, science, and
mathematics. Skills covered are sequenced from fundamental to advanced. For
a printed curriculum guide, mail request to address below.

Contact: Pam Skinner, Project Director
Cupertino Union School District
10301 Vista Drive
Cupertino, California 95014
408-252-3000, ext. 286

Reference: Tbe_Computigg_Teacher, March 1983, 10(7), 7-10
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Title: Individualized Prescriptive Arithmetic Skills Sy em (IPASS)

Description: IPASS was designed to increase the achievement of intermediate
grade students in mathematics through the use of advanced technology in the
form of microcomputers. IPASS employs microcomputers and specially designed
software as an integral part of both instruction and the management of student
progress in.a compensatory education setting. IPASS is an efficient and
highly cost-effective project.

MSS is designed as a "pull-out" program in which the student receives
two 30-minute sessions per week. Using two microcomputers and a teacher or
aide, up to 80 students per week can be served. IPASS can be adapted to an
in-class or a laboratory setting. IPASS software is available in tape format
for TRS-80 Models I-tape, II/III I6K, III/IV-disk cassette systems, TRS Color
and Network-disk and Apple IIE-disk. An intensive training program (11/2 days)
is required to fully implement IPASS; however, no special computer skills are
required. Provision is made within the IPASS program for locally available
instructional resources to be merged into the remediation activities.

IPASS includes locally developed 40 pre- and 40 post-criterion-referenced
tests, 159 instructional objectives for grades 1-8, 99 drill activities for
grades 2-6, management software, cross-referenced testsi cross-referenced
instructional resource file, and procedural guides for teachers and students.

IPASS objectives can be used to supplement most mathematic curricula
without modification. Students achievement gains between pre- and post-
testing on Metropolitan Achievement Tests in 1980-1981 are substavitial and
significant -- 14 NCR's at grade 5 and 15 NCE's at grade 6. At both grades,
those gains for grades 2 to 6 were about twice the size of national Chapter 1
gains for math projects at the same grade levels using the same testing
cycles. The results represent gains from nine different school settings.
IPASS is au NDN program.

Contact: Robert R. Reynolds Director
Project IPASS
Pawtucket School Department
Park Place
Pawtucket, Rhode Island 02860
401-728-2120

Vaughn, 1982Reference*
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Disruptive Students

Characteristics of Successful Programs

Programs effective in dealing with disruptive students include the following
elements:

clear expectations for student behavior and discipline rules that are
consistently enforced

training for teachers in classroom management and effective discipline
practices

strong administrative leadership and support in the area of discipline

early identification and appropriate response to disruptive students

classroom teachers who handle routine discipline matters

emphasis on positive student behavior that is dependent on self-
discipline and student responsibility rather than the threat of
punishment

a school environment that reduces discipline problems (e.g., one which'
increases a student sense of belonging, works to improve a students
self-esteem, ensures success in learning, and reduces authority and
status diffe ences)

access of disruptive students to a caring adult

extens ve counseling to resolve pe sonal problems

strong school-home cummunication

alternative educational classes for students who do not succeed in the
regular classroom

removal of students who violate the law from class and referral to
law-enforcement agencies.

A Discussion of the _iterature

DisruptiVe students cause serious problems for themselves, their peers,
and their school. Not only do they interrupt their own and others learning,
they cause teachers stress, and negatively affect the school_climate.
Disruptive students often either drop out or are "pushed out" of school.
Although the actual incidence of school violence may have declined somewhat
from the early 1970s, disruption in the classroom is still a frequent
occurrence (Swick, 1980; ERIC, 4981). One out of two teachers reported in an
NEA poll that student misbehavior interfered with their teaching to a moderate
or large degree.
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Students misbehave and interfere with the learning process for a variety
of complex personal, family, or economic, societal reasons. Often schools
themselves are the cause for the student's disturbance; sometimes they are
ill-suited to the educational and social needs of their students. The failure
of the school to diagnose special learning needs and the consequent frustration
over failure and low self-esteem may contribute to behavior problems (Hyman &
D'Alessandro, 1984; Swick, 1980).

Effective school research indicates that successful schools are safe and
orderly with a minimum of student misbehavior (New Jersey State Department of
Education (a), 1984). It also shows that schools can implement programs that
make them safer places, reduce teacher victimization, improve student
attendance and self-concepts, better teacher morale, and reduce student
alienation and rebelliousness (Gottfredson & Daiger, 1979).

Research suggests that students begin to behave better when they have an
improVed image of themselves and their schools. Much of what seems to be
effective with the disruptive student is preventative rather than reactive in
nature: clear expectations for student behavior, and consistently enforced
discipline rules or good.classroom management skills and affective
disciplinary actions by teachers (Duke, 1982). The emphasis in programs
should be on the reinforcement of positive student behavior rather than the
threat of punishment. Many educators feel that out-of-school supervision for
infractions of disciplinary rules should be used sparingly because although
they provide a cooling-off period, they are in the long run unsuccessful
(Pennsylvania Department of Education, 1984). An alternative educational
program that provides instruction outeide of the regular classroom is the most
frequently used technique with disruptive students (Mann & Gold, 1980).

Descriptions of Exemplary_Practices and Programs

Descriptions of successful alternative education programs for disruptive
student follow.

97



Title: Central Bucks School District Opportunity Program

Description: This program of the Central Bucket School District in
Pennaylvania is primarily fot disruptive studants who become alienated from
school end who'will be the actUal or "mental" dropouts In high school. These
students frequently disrupt clasSes to such an eXtent that they prevent others
from learning, or they constantly persist in behaviors Which violate school
rules. Very often these students exhibit a pattern of Irregular attendance,
refuse to do any schoolwork, lack parental direction or cOntrol and are
consistently id trouble both in and out of school. Additionally, school-
phobic students and dysfuntional family setting students participate.

The school was created specifically for those students for whom the
junior high schoolhad totally exhausted its usual range of educational and
disciplinary resourees -- for that Small percentage of students who cannot be
positively motivated, effectively controlled, or productively retained in a
regular school program. Students who exhibit the previonsly noted
characteristics must be referred by both their counselor and administrator to
a child study team. This team, made up of an administrator, counselor,
psychologist, social worker and a regular and alternative teacher, reviews the
student's record and gathers additional information necessary to make a
determination concerning placement. A primary consideration in arriving at a
decision is agreement by team members that the school has eXhausted its
regular options in dealing with the referred student. Once referred to the
alternative school, a committee of administrators, Alternative school staff,
soc4a1 wov.ksl.s, psp.holog4st snA p.741 1...roonnco erviCam Atireag.f.rviw A.mt-arvm4n0

the timetable for entrance.

For the alternative school to be as different as possible from
conventional school programs, it has been located in a former elementary
school away from any of the other schools in the district. In that way the
rules and organization of the school can be completely innovative and
appropriate only to the program. The programs are staffed by three teachers,
whose certifications cover the major and several added subjects areas, and a
teacher aide. Enrollment in the alternative school does not exceed 25
students so that the classwork may be individualized.

There is a required three-day visit for students prior to entrance to the
program to ensure voluntary attendance. Prior to entering the program, the
student is administered certain achievement tests, diagnostic instruments in
reading and math, and a measure of self-concept. These form the basis for
developing an educational prescription for the student, serve as a method of
checking on progress, and with subsequent post-test administrations, determine
the overall effectiveness of the program.

The instructional component of the program follows a diagnostic-
prescriptive approach and emphasizes basic skills. Instruction in core areas
is accomplished in tutorial or small-group teaching situations. In .addition
to the strong academic component, a concerted program of behavioral emphasis
also takes place. Behavior is monitored and structured through a "reality
therapy" approach, which incorporates several "reward" levels eatned by



appropriate behavior. In this system, responsible behavior is rewarded by a
system of rewards and special.privileges related to the level earned, which in
turn, is keyed to a time span in which responsible behavior has-been
maintained.

. An effort in made to create a strong "caring" relationship between staff
and students, which facilitates teacher and peer counseling activities as part
of the regular daily-program of the school. All students are visited by their
home school counselor to allow students to maintain contact with their regular
school and to receive counseling and information related to their special
problems or concerns. In this way, when the student is ready to terminate the
program, the home school counselor will play the key role in integrating the
student back into the regular school.

Contact: Dr. Robert Laws
Director of Pupil Personnel Servic
Central Bucks School District
315 West State Street
Doylestown, Pennsylvania 18901
215-345-1400

Reference: Pennsylvania Department of Educations 1981



Title: Chestnut AlternatIve Progr

Description: The program is based on the philosophy that discipl
educational in ntture, rather than a matter of behavior control.
in-school suspension program in which students grades 7-9 receive
individualized tutorial assistance and counseling.

is
AP is an

Counseling iS an important aspect of the program and,is offered in group
:sessions and individually. It aims to improve the student's attitudes toward
self and others, thus building self-esteem and self-confidence so that the
formal school program may resume. Motivation is often facilitated by behavior
modification plans. The student's progress, both academic and behavioral, is
assessed every five days.

The curriculum focuses intensively on basic skilla. Assignments are
provided by the regular classroom teacher; students are given full credit for
all work completed while in the program. Staff members work on an individual
bsais with each enrollee, focusing on the student's unique difficulties.
Approximately 14 students are assigned to the program at any given time.

Referrals are made by the classroom teacher to the principal. Depending
ou the severity of the violation, students are assigned to the program for six
to ten days. Parents are notified and are required to sign an agreement to
have their child enrolled in the alternative school.

Contact: Mr. Ray Morin, Teacher/Supervisor
Chestnut Street Junior
High School

405 Chestnut Street
Springfield, Massachusetts 01107
413-787-7285

Refe enc-* New Jersey State Department of Education (a ), 1984



Title: Co

pescription: The program provides counseling and learning opportunities for
students grades 6-12 who would otherwise be suspended. Cope has two primary
purposes: to serve.as an in-school suspension center and to prevent serious
behavior problems from developing. Values clarification, group discussions
and self-awareness exercises are emphasized. The program attempts to identify
student problems (academic, social, emotional) and find resources to alleviate
them; establish a positive climate in which successful learningean take
place; maximize the use of vocational programs; help etudents take responsi
bility for their own actions; and return students to their regular classes
with their behavior and attitudes reasonably altered. The program is aimed at
improving students' self-image by improving their competency in social and
academic Ekills. All students continue their regular school work while
participating in the program.

COPE is housed in a classroom within the school building and is not
isolated from the school's mainstream. More than 300 students are served.
There are two target populations: (1) students who violate school rules and
regulations and, therefore, would be suspended; and (2) students whose
behavior affects their achievement, attendance and interpersonal relationships.
Referrals may be made by teachers, principals, parents, outside agencies or
the students themselves. After a conference with the pupil's parent, the
principal assigns the student to the program from one to ten days.

Contact: Stevie Smith Director
COPE Center
North Allegheny Senior
High School

10375 Perry Highway
Wexford, Pennsylvania 15090
412-935-5767

Reference: New Jersey State Department of Education (a ), 984

101



crust ive School

beak The Dothan Alternative school for grades 6-12 provides an
tt 0 school suspensions by keeping students with serious

diale4pil.*ftry problems within the achoOl system but in a classroom in a
seOWEIRPIP. school near the administrative offices. The school seeks to modify
ectrOtable behavior through counseling and to reinforce the regular

cLk011t:oom by inteasive academic work.

Counseling and assistance with academic work is provided by the staff who
alsoro act as liaison to the school system, parents, and court officials. . Daily
,emords are maintained. There are no breaks during the day: lunch is served
tat the cafeteria, and supervision is provided for visiting the restrooms.
Individualized, structured academic assignments are provided by the regular
classroom teacher. The staff assists students with their academic assignments
and with finding ways to change inappropriate behavior. On an average day, 20
to 25 students are in attendance.

Students who.have serious disciplinary problems are referred by their
home school for a three to ten day period. For the second referral, the
number of days spent in the alternative school are doubled. On the third
referral, the home school files a petititn with the court, stating that the
school system has exhausted its efforts to modify behavior.

Visitation to the program can be arranged through the director.

Andy Fain; Director
Dothan City Schools
500 Dusy Street
Dothan, Alabama 36301
205-793-1397

Reference: New Jersey State Depar ment of Education (a), 1984
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Title: Northern Area Alternative High School

Description: Nine school districts in the northern area of Allegheny County,
Penneylvania, together sought an alternative means of educating a small
percentage of their students whose needs were not being met and agreed to
establish an alternative high school located apart from each of the sending
schools. The students in the alternative high school, grades 9 through 12,
have exhibited one or more behaviors auch as being truant, being disruptive,
alienating themselves from the home school, or not achieving academically.
Although they have not been successful in the traditional high schools, these
students exhibit a wide range of abilities. Many are preparing for college or
other post high school education while some require extensive remediation in
basic skills. However, no student with a defined speciality is admitted into
the program.

Each participating district is allotted 15 enrollment slots. At the
beginning of the school year, guidance counaelors and/or principals present a
list of recommended students to the alternative school principal. He in tura
meets with each student and his/her parents to explain the program. The
alternative school ia not an ultimatum, but a voluntary program, accepting
only those students who want to enroll. Students who choose to attend must
first make a commitment in writing, as do their parents, to uphold specific
responsibilities. When they enroll, students are assigned an advisor who is
familiar with 4 specific school district and its graduation requirements. The
advisor performs a, Credit analyais on the student to help establish some long
range goals toward graduation. Then each student is administered a battery of

. achievement tests, a measute of self-concept, and an instrument designed to
,measure student perceptions of educationi school, and school personnel. The
results of these tests are used by the advisor and student to draw up a
schedule of four classes in either English, social studies reading, mathe-

:macs, or work study.

Another interesting emphasis in the alternative school is the attempt
being made to use the community as an educational resonrce. An intensive work
study and couperative education program are available for students, as is a
community intership program which gives students tredit for volunteer work in
one of several social settings. A number of alternative school students are
offered to outside counseling centers or other social agencies in the
community.

Instruction is centered around three components. The most common is
small group instruction. For the student who needs more direct contact with
the teacher, individualized instruction is available. These students can
spend time with teachers, reading specialists or tutors on a one-to-one basis
each day, if necessary. The third component is the "drop-in" program. This
program is specifically designed for students enrolling in the work study
program, attending a vocational school, or taking courses at the home school
in addition to the alternative school. These studsnts meet once a week by
appointment with content teachers while working on contracts outside of school
for credit.
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The primary goal of the program is _or each student to graduate from the
sending high school. Emphasis on basic skills is accompanied by activities,
field trips and enrichment courses designed to permit students creative growth
and opportunities for improving socialization skills. A conscious effort is
also made to help students accept the responsibility for their own learning
and behavior. poeitive reinforcement is used by the staff in hopes of
enhancing the self-concept of students in the program.

Contact: George A. DeSimene, Principal
A.W. Beattie Technical School
9600 Babcock Boulevard
Allison Park, Pennsylvania 15101
412-367-3320

Reference: Pennsylvania Department of Education, 1981
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Title: Peer Culture Development (PCD)

Description: The program is based on.the premlse.that peers have tremendous
influence on one another, that human beings derive self-confidence through
serving °there, and that a person who has learned effective strategies for
solving hie or her own problems can help others by sharing them. The program
operates on the following principles: establishing group.attitudes of trust
ahd confidentiality so that caring and sharing can occur; focusing peer
influence en more positive behaviors and values; and dealing with the present
situation.

Group meetings that follow a specific agenda are considered the pivotal
activity in the development of responsibility for'self and others. The basic
model for this approach involves (1),reporting of problems by students,
(2) problem-solving discuesion in which student participants analyze and
resolve the problem of the day, (3) a final summary of the problem and
solution by the group leader. In one semester, students_participate in 90
group sessions together, which contributes to development of deep care and
concern as well as the preduction of a more positive life style.

The program meets one period per day,_usually. during the pupil's gym or
study hall perioch Therefore, the student's regUlar academic schedule is
continued without interruption. Students receive academic credit for
participation in the program. Students are placed in single-sex groups of
from 12 to 15 students, heterogeneous in race, grade level, academic ability
and behavioral characteristics for one semester.

Student participation in the peer counseling eroeram is voluntary. There
is, howlver, a discipline referral system operating through the discipline
office. Disruptive students are referfed for counseling, with their regular
classroom teacher's approval.

Contact: Sonny Lester
Peer Culture Development
222 West Adams Street
Chicago, Illinois 60601
312-838-5000, 5038

Reference: New Jersey State Department of Educatio _a , 1984
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T le: Project Coffee (Cooperative Federation for Educational Exper inces)

Description: Project'COFFEE was developed in response to the employment
demands of high technology and the increasing number of alienated, disaffected
secondary school-age students as a comprehensive instructional program.
Project COFFEE has uniquely integrated four components: an academic component
that Provides relevant (occupational and:life-coping) basic skills instruction
based onan indiVidualized,educational plan; an occupational component that
provides hande-on educational experiences in an adult-like high technology
work environment while reinforcing basic skills;: a counseling component that

. provides occupational and emotional support utilizing state, regional, and
local social service agencies; and a physical education component that offers
a program of recreational activities adapted to enable students to develop a
sense of self-accomplishment and group cooperation. Each occupational program
features job entry skills, job placement skills, shadowing experiences, and a
related work-study program. Occupational components include: electronic
assembly, data processing, building and grounds maintenance, horticulture/
agriculture, distributive education, computer repair maintenance, and word
processing.

Project COFFEE was developed by a regional cooperative federation of
seven school districts in a highly successful partnership with high technology
business and industry. This partnership has provided educational assistance
in curriculum development, staff training, occupational training materials,
equipment acquisition, competency-based assessments, internship experiences,,
and more. Materials include: program manual, basic skills curriculum guide,
guidelines for industry/education linkage, guidelines for inter-agency
collaboration/community outreach, procedures manual for development of
competency-based assessment, and diagnostic needs a sassment survey manual for
student survival skills course.

Three years' scores (1978-1981) on the Stanford Achievement Test
documented positive trends through scale score gains not only during the
program but when compared with three years' scores prior to entry in project
COFFEE. Three-year testing with the Tennessee Self Concept Scales documented
significantly higher gains for project students than'for members of two
comparable groups. Students participating in the data processing and
electronic assembly program demonstrated acquisition of entry-level skills as
measured by a competency-bared assessment instrument. Students demonstrated a
statistically significant decrease in absenteeism when compared with a large
group of comparable students.

Support of educators, parents, community, school board, local special
service agencies, and related business/industries is essential. The project
may be adopted by a single school district or by a federation of school_
districts (costeffective). The program functions extremely well ar a "school
within a school"; therefore, no additional building site is required.
Staffing of the program requires temi'teaching by a special needs instructor
and en occupational instructor for each occupational component Adopted.
Implementation of a realistic work environment with state-of-the-art equipment
is required. An effective communication plan with students, parents,
educators, local social servicesagencies, and related business and industry
is required.



Visitation can be scheduled by appointment. Awareness training can be arranged
on-site along with a discussion of cost for full training. There la a film/
slide-tape about the program and also descriptive materials.

Contact: Mary Ellen Boyle, Coordinator
Project COFFEE
P. O. Box4,76
Main Street,
Oxford, Masiechuse- 01537
617-987-1626)

Reference: Far West Laboratory, 1983
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and Alcohol Abuse

Characteristics of Successful Practice

Effective drug or aleohol education programs should be aimed at
elementary and secondary students. They should incorporate many of the
elements listed belosh

clear and enforced policies of drug/alcohol use within the school

emphasis of a positive life style without drugs that provides viuble
alternatives to drug use e.g., recreation, service programa, work-
experience)

a comprehensive curriculum at both the elementary and secondary levels

accurate and complete information about the physical and psychological
effecta of drug/alcohol abuse

student involvement in alcohol/drug prevention programming (e.g., peer
counseling, peer tutoring)

both cognitive and affective educational strategies to
strengthen decision-making skills about drug use

:coordination of school programs with family education and counseling
and related community:services

development.of special materials suited to specific audiences

Identification/remediation of school climate factors that may be
contributing to drug/alcohol problems

avoidance of moralizing, scare tactics, or simple explanations of how
drugs are used (these tend to make drugs more attractive to some
youth).

A Discussion of the Literatur-

Drug and alcohol education programs first became prominent during the
1960s and 1970s in response to a rapid increase in student abuse. Although it
appears that the level of increasing abuse may have tapered off somewhat, the
need for drug/alcohol education remains great. A survey (Johnston, Cachman,
O'Malley, 1980) reported that 65 percent of senior high school students had
used illicit drugs and 93 percent had tried alcohol. The school, as a major
social institution affecting youth, must assume some responsibility for
drug/alcohol education because abuse undermines educational goals by
disrupting the educational process. Drug-and alcohol abuse it1 detrimental to
the students physical, intellectual, and emotional development and seriously
compromises the teaching and learning environment.



Educators must determine which educational strategies are must appro-
priate and effective in their local setting. Research has shown that while it
is relatively easy to increase knowledge about drugs and alcohol, it is more
difficult to modify AtIitudas about them (Scarpitti & Daleman, 1980). The
most successful programa combine drug knowledge with development of social
maturity and decision-,making skills (California State Department of Education,
1981). Students not only receive accurate information about the effects of
drug and alcohol abuse, but they *leo enhance their self-esteem, improve
interpersonal relationships, and better decision-making skills. Drug educa-
tion may include prevention, intervention, or treatment strategies.

Descri. tion 1 -actices and Pro:

Descriptions of promising drug and alcohol education programs follow.
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Title: The Bridge

Descri ion: The Bridge, Inc. of Caldwell, New Jersey, provides drug and
alcohol abuse prevention services to youth, ages 12 to 18 who are experiencing
problems with family, school, or juvenile justice systems. The program uses a
variety of approaches that includes in-house programs and the outreach public
school program. Open communication is maintained with local public agencies
to enhance coordination of referral procedures.

Bridge counselors work in surrounding senior and junior high schools,
providing direct counseling and outreach services. Clients or families are
referred to The Bridge Substance Abuse Prevention Project by the counselors,
other school personnel, and community agencies. A comprehensive assessment is
used to determine the treatment needs of the client. The program provides
short-term, (6 to 10 weeks) intervention programs which include services and
activities best suited to the client's or family's heeds. Programs may
include individualized and situational counseling, group counseling, and
recreational services.

The post intervention program provides for peer support through a group
called "The Friends Club," organized by the school-based Bridge counselors to
help students maintain th l. progress that has been made during intervention.
Follow-up activities are also conducted periodically with law and other
referral agencies. Costs are based on the person's ability to pay and in
accordance with agreements with the local district.

There is also a 24-honr crisis hot-line associated wIth The Bridge and
in-depth Iong-term treatment is available.

Contact: ry B. Dusch, Executive Director
Edward A. Fox, Program Director
The Bridge
14 Park Avenue
Caldwell, New Jersey 07006
201-228-3000

Re -rence: New Jersey State Department of Education (b), 1984
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T Cambridge and Somerville Program for Alcohol Rehabilitation CASPAR)

Description: This program provides small group workshops for elementary and
secondary teachers, guidance counselors, and administrators. Games, role
playing, discussion, and other techniques help participants evaluate their own
feelinge, separate fact from myths on alcohol and alcoholism, and understand
the, dynamics of alcoholism as a family illness. Effective methods for
teaching about alcohol are also explored.

The program attempts to create an atmosphere in which students can
discuss their views and problems openly. Permanent changes ift drinking
attitudes as well as decreased incidents of drunken behavior are long term
goals requiring sequential education over a T'eriod of years. Since youthful
drinking patterns reflect community and adult values and practices, the most
effective educational approach is a comprehensive program touching all
possible segments of the community.

As a school and community project, CASPAR offers a field tested
curriculum, "Decisions about Drinking," for grades 3-12. It also provides
bazAc and advanced alcohol education courses for teachers in grades 3-12, and
school and community based education workshops. Training for selected high
school students who can become peer leaders and training-consultation for
staffs of local youth service agencies are an important asset of the program.
Another advantage of this model is the school community steering committee
which works toward raising community awareness about substance abuse.

Documentation of successful results of the CASPAR program are available
in the following areas:

410 the organization of a comprehensive prevention network for youth
peer leadership, teacher and community leader training
demonstration of changed drinking related knowledge, attitudes, and
behavior of CASPAR-trained peer leaders and teachers.

This program was chosen as a National Diffusion Network (NDN) program in
1952. Information on cost factors, procedures for adopting, and technical
assistance are available from the New Jersey NON State Facilitator, or the
contact listed below.

Contact: Ruth Davis, Assistant Director
Caspar Alcohol Education Program
226 Highland Avenue
Somerville:, Massachusetts 02143
617-623-2080

Reference: New Jersey State Departmeni of_ Education 1984
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Title: Chemical Health and Intervention Program

Desert tion: The Union, New Jersey, Chemical Health and Intervention Program
(CHIP), includes a K-12 prevention curriculum, a student intervention and
referral component, and an employee assistance program. The program is
managed by a full-time coordinator and secretary; a part-time commelor i
located in each of the district's two junior high schools.

The "Here's Looking at You, Two curriculum is used in all of the
district's schools. A comprehensive program, it has been cited as a model
program by the National Institute uf Alcohol Abuse and Alcoholism (N.I.A.A.A.).
Staff in-service for this program and for the other components is conducted by
the district coordtnator.

The CHIP. program uses a variety of referral procedures. Students may
personally seek assistance or they may be referred by school administrators,
staff members or parents. Counseling, however, is required when students have
been involved in drug or alcohol-related incidents. Students that have
parents with a dependency problem are invited to attend ALATEEN sessions held
weekly in the evening at the local high school.

The school board Employee Assistance Program, based on the philosophy of
progressiVe unions and corporations, provides assistance to school employees
and staff, if needed. The program recognizes chemical dependency, including
alcoholism, as a disease which can be treated. Employees and their families
are encouraged to participate in rehabilitation and treatment through the CHIP
program. Policy statements explaining the CHIP program are circulated through-
out the district. Program costs include salaries for a full--ime coordinator,
two part-time counselors, and cost of curriculum materials.

Contact- Gordon R. LeHatty, Coordinator
Union High School
Union, New Jersey 07083
201-688-1200

Refe-ence: New Jersey State Department of Educa 1984
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Title: Corner House

Description: This program, ueed by several Mercer County, New Jersey, school
districts, provides an operational model for school districts that wish to
establish an ongoing working relationship with private treatment facilities in
their area. Corner House, a non-profit outpatient service whose clients range
from 13 to 28 years of age, treats life problems that cause anxieties,
focusing on drug and alcohol abuse. Clients are referred by schools, parents
or by themselves. Clients participate in a comprehensive intake interview
which is rwriewed by the staff. The interview determines the nature of the
treatment, which could be individual, group, or family counseling, or a
combination thereof. A peer support group supervised by the professional
statf, meets regularly and helps build trust among the clients. Groups
.oraprise 10 to 15 clients who are attempting to eliminate drug problems.

In operation for 11 years, Corner House presently serves 170 people,
including parents. Costs are based on the number of family participants, and
fees can run from 0 to $50 per hour for services rendered.

Contact: Mr. Tom Baskette, Director
369 Witherspoon Street
Valley Road
Princeton, New Jersey 08540
60q-924-8018

Reference: NI..? Jersey State Department of Education (b), 1984
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Ti Here's Looking at You,

Description: Developed in the Seattle, Washington, school district in 1975,
Herels Looking at You, Two is an alcohol and drug abuse prevention program
that was selected as a model program by The National Institute of Alcohol
Abuse and Alcoholism. It Is currently implemented in 43 states and seven
countries. The program meets the following criteria of the National Institute
on Alcohol Abuse and Alcoholism: a coordinated curriculum for grades K-I2
which is sequential and designed to achieve a cumulative effect over time; a
teacher training component; specific drug and alcohol information; high
quality, easy to use materials; a mechanism for evaluation; and allows for
incorporation of up-to-date information.

The vogram provides increasingly sophisticated alcohol-related material
at each grade level to match cognitive and affective student development.
Curriculum materials emphasize the development of health coping skills and
decision making, self-image improvement and information skills. The program
philorophy incorporates the belief that the incidence of alcohol and drug
abuse problems among youth will decrease if youths have a great degree of
self-esteem; are better able to cope with life problems; have current facts
about alcohol, other drugs, and chemical dependency; and are more skilled in
handling personal relationships. The curriculum i.. divided into seven
grade-level groupings (K-12).

The cost of the program variea with the grade levels used and the price
of films and other materials. The program'may be used as a health education
program or may be integrated into other subject area courses and is currently
used in the following New Jersey districts: Toms River, Union Townshillo
Manchester Township, Northeru Valley Regional, East Windsor, Haddon Township,
Bucks County Township.

Additional information may be obtained froM the contact agency listed
below or your county council on alcoholism.

Conta-

Referen

Roberts, Fitzmahan and Associates
9131 California Avenue. S.W.
Seattle, Washington 98136
206-932-8409

National Council of Alcoholism
Ocean County
East County Line Road & Ridge Avenue
Lakewood, New Jersey 08701
201-367-5515

New Jersey State Department of Educe- b , 1984
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Ti The Peer Helping Program

Description: Originally a Title IV-C program which looked at ways to help the
desegregation process in the Bayonne, New Jersey schools, the Peer Helping
Program has grown in scope and now deals with family life/sex education and
drug and alcohol abuse. It emphasizes developirct the human relations skills
of the students and reinforcing and using thLi_ als. A cadre of students
is trained in each Bayonne school every year in such skills as: showing peers
how to set along with each other; increasing students' self-respect and
respect for the school environment; public speaking and discussion; self-
confidence; and organizing school projects. Two volunteer teachers receive
special training which enables them to supervise the group. This training,
called "Project Respect," is followed by "Project Action" where students
initiate and carry out school improvement projects using the skills they have
learned. Elementary students meet during lunch with supervisors, whiLe high
school students meet after school. One project had elementary students going
into lower grade classrooms to present a drug abuse program. The program is
completely funded by the Bayonne Board of Education.

Contact: James Wasser
Peer Helping Program Director
Bayonne Public Schrlls
Administration Building

Avenue A and 29th Street
Bayonne, Hew Jersey 07002
201-858-5858
201-858-5925

Reference: New Jersey State Department of Education (b), 1984
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Title: Personal Development Program (P.D.P.)

Description: The 15-year old Personal Development Program (P.D.P.) is
desigried to help ninth graders answer queetions about themselves, their needs,
and their responsibilities. Personal contact between older and younger
adolescents is basic to the program, and is accomplished through a aystema_ic
training and involvement of high school sophomore students in a leadership
capacity. Student training, which includes a three-day retreat, takes place
over a period of several weeks.

Topics covered in the.training are described in a specially prepared
booklet. Discussion topics include substance abuse, smoking, peer presSures,
general adjustment, family related problems, school problems, dating, and the
loss of a friend or a loved one. Field day activities help to enforce rela-
tionships betweenthe peer leaders and the younger students. Faculty volun-
teers serve as advisors to the peer leaders and assist in training older
students.

If a student or leader needs professional assistance, a referral may be
made to one of the faculty advisors, a guidance counselor, the school nurse, a
learning disability specialist, or teacher. The program uses the concept of
peer group pressure in a positive way, encouraging emulation of upperclassmen
as role models.

The Madison, New Jersey, program is unique in that it is student-designed
and student-run. Program costs are limited to stipends for faculty advisors,
rental fees for retreat facilities, speaker fees and printing. The program is
supported by the local board of education.

Contact: Ralph McCabe
Madison High School
Ridgedale Avenue
Madison, New Jersey 07940
201-377-3900, ext. 37

Reference: New Jersey State Department of Education (b ), 1984
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Title: Starting Early, K=6; Al-Co-Hol, 7-9; Alcohol Countermeasures for High
School Driver Education, 10-12

Description: In recognition of the need for early intervention in the growing
alcohol problem among young people, the American Automobile Association (AAA)
sponsored the development of a comprehensive alcohol education curriculum by
Dr. James L. Maffett, Teachers College, ColuMbia University, which focuses on
alcohol and traffic safety for grades K-12.

Individual teacher guides are available for each elementary grade (K-6)
and for the junior and senior high school programs. AAA has field tested both
the elementary and junior and senior high programs, and evaluation information
is available upon request from AAA. The AAA also provides training for
teachers who use the program. Curriculum material and training activities are
offered at nominal cost. Film and other A.V. materials may be borrowed or
purchased through the local AAA agencies.

11211lEg Early,.the elementary schooi program, presents five lessons for
each of seven modules oft alcohol awareness. The activities related to the
child's real world, explore attlxudes on drinking and provide opportunities to
respond to alcohol related situations.

Al-007Hol, the junior high school program, provides students role-
playing, discussion group, and game playing activities. Students work in
teams which monitor their progress through a point system built into the
program and also do assignments outside the school.

Alco_ol Countermeasures for Hi-h School Driver Education, the senior
high school program, assists students in reducing t,eir chances of becoming
involved in driving-while-intoxicated incidents. Stressing mature, respon-
sible decisions about drinking and driving (including non-drinking), the
vogram offers informational, alternative, and behavioral approaches.

Program information is available from the safety/public relations depart-
ment of local or regional American Automobile Assoc:;ation offices,

Contact: Rita S. Weiss, Educational Consultant
AAA Traffic Safety Department
8111 Gate House Road
Falls Church, Virginia 22047
703-AAA-6344

Local AAA Representative

Reference: New Jersey State Department of Education (b) 984



Title: Statewide Community Organization Program (S.C.O.P.)

Description: S.COP., Statewide Community Organization Program, a program of
the prevention unit of the Division of Narcotic and Drug Abuse, new Jersey
Department of Health, is primarily concerned with community organization and
their necessary actions to problem-solving. Key components are the involve-
ment of citizens in the recognition of problems; the establishment of
dialogue; and the general feeling that community members can take an active
role in solving problems.

Training workshop goals are:

to familiarize participants with the philosophy, rationale, and
methods used by the trainers in coordinating services and thereby
reducing problems of school, of criminal justice, and of community
adjustment (i.e., vandalism, truancy, drug addiction, alcoholism,
family crisis)

to share with other community teams skills in clommunity organizing,
program planning, problem solving, team building, and grantsmanship

to share some specific prevention programs and to discuss and plan
procedures whereby emilar programs can be established by participants
in their own districts

to create a trusting and knowledgeable relationship among the members
of the community team.

The SCOP training team believes that the key to prevention lies in having
a representative community team define and clarify its problema. The team
then works on addressing these problems on different fronts, working closely
with the chief of police, superintendent of schools, youth, elected officials
and other community decision makers in planning, developing and enlarging an
interlocking network of community support systems. SCOP training is held in
various locations throughout the state. Directions and more specific informa-
tion are provided upon training acceptance.

Each community forms a team of six professionals and volunteers, including
elected officials, whenever possible. The community is encouraged to send
representatives from the school system, police department, as well as the
community-at-large. Recognizing the difficulty in formulating a six-member
team which reflects the community, S.C.O.P. intentionally requires, minimally,
one person from the community institutions and groups.

Application to participate in this program must be made to the Chief of
Prevention, Division of Narcotics and Drug Abuse Control, New Jersey State
Department of Health, 129 East Eanover Street, Trenton, New Jersey 08608.
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Contact: Charles A. Currie
Chief of Prevention
Division of Narcotic & Drug Abuse Control
129 East Hanover Street
Trenton, New Jersey 08608
609-292-4414

Reference: N Jer ey State Department of Education 1984



Principal Leadership

Characteristics of SUCCeSSfUl Princi.als

Research reports that the principal is the key to educational change.

Recent studies provide some details. Always recognizing the variability of
local conditions and refraining from "one-size-fits-all" prescriptions, these

studies delineate some of the things that the principal should do, and need

not do, to promote effective innovations.

Research suggest- the following (Lake, 1984):

The administrator is crucial to the introdu
not always be its initiator.

of change, bUt need

Both rational planning and humane concern are needed. Too much
emphasis on either will be less effective than a flexible management
style that is sensitive to many perspectives.

The principal need not take sole responsibility. Other actors have
important leadership and training roles to play.

Those being asked to change (frequently teachers) need adequate
resource support, long-term personalized training, encouragemen
assurance that their efforts are valued by leadership.

Institutionalization of an innovation should not be left to chance.

Commitment is vital, but resistance shcald be expected since the
prospect.of change provokes strong emotion. Those who are being asked
to change will be very sensitive to the commitment level of leaders

who sponsor the change. The building of commitment is a-continuing
process.

Initial commitment to the idea or voluntary participation by teachers
may not he necessary. Commitment can be developed and influenced by
their involvement.

In.selecting a faculty planning team, the representativeness of the
team and the respect in which its members are held will affect the
attitudes of the rest of the faculty toward the innovation.

A Discussion of the Literature

"Until recently, researchers and funding agencies alike have under-
estimated the Importance of the school principal as an agent affecting
school outcomes," (Greenfield, 1982). Practitioners, on the other hand,
have considered principals to be central figures because of their function
as chief administrative officer at the achool level. In most states, their
responsibilities for administering local schools are defined by law, and
they exercise legal authority delegated by school boards and superintendents.
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In most studies on school effectiveness, researchers naturally began to
ask what makes some schools different from others. AB they probed for reasons
behind the differences, they discovered that how schools are run corresponds
with how well they perform. It is not enought to identify sharp differences
among classrooms and the impact of teachers on students. The question that
was pursued--for the first time --was why whole schools were effective or
ineffective. In case after case, the differences ware traced to the actions
of principals (HAnasse, 1983).

Grade level is important. Obviously, same distinctions exist between the
way elementary and secondary principals are able to affect their schools.
Elementary schools are smaller. Secondary schools usually have larger admini
trative staffs through which principals work. Elementary classrooms are
normally self-contained and the curriculum less complex than in junior and
senior high schools, where the subject matter is more specialized and classes
are organized around subject fields.

Nevertheless, all schools can achieve. Researchers found that elementary
and secondary principals have much in common when it comes to how their
behavior influences their schools. Typically, it is simply necessary to adapt
effective approaches to different school situations. Setting high academic
standards transcends almost everything else, including grade levels.

Although research on the principalship still is in its early_stages,
Greenfield noted, it already has come to recognize principals as "important to
the development of knowledge and practices useful in enhancing the conditions
of learning and improving the consequences of teaching for our nation's
youngsters." (Greenfield, 1981)

.r:IptsmscILE.2.=xernla_ Practices

Descriptions of principal centers are included on the following pages.
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Title: -land Professional Development Acade_ DA

Description: The Maryland Professional Development Academy provides cowprehen-
sive in-service training to Maryland school admiuistrators and other instruc-
tional leaders. Primary purposes of the academy are the improvement of
instruttion through strong leadership at the local sehool building level and
the improvement of management practices and styles throughout school systems.

The academy conducts voluntary training programs for local school
administrative personnel on various instructional and management topics
related to the needs and challenges facing Maryland school leaders.

The in-satutes are comprehensive one-year programs planned itt cooperation
with participants. Week-long summer training institutes and two-day fall and
spring follow-up conferences are designed to provide new knowledge and skills
to participants. On-site technical assistance and the Academy Grants Program
are available to assist with the implementation of building level action
plans.

The content and structure of each institute are developed with partici-
pants through MPDA planning conferences in conjunction with the consultants to
Academy training programs. Consultants are carefully selected from across the
United States and have included Madeline Hunter, William Furkey, Eugene
Huddle, and Dale Bolton. Enrollment is limited to 25 participants in each
institute.

Examples of inst tutes include: "Increasing Teaching Effectiveness,"
"Assessing Teaching Effectiveness," "Special Education," "Management of
Vocational Education," "Increasing Student Achievement Through Educational
Equity," "Instructional Leadership and Human Relations," "Disruptive Youth:
Reducing Student Disruption."

Contact: Dr. Skipp Sanders
MPDA Coordinator
Maryland State Department of Education
200 West Baltimore Street
ilaltimore, Maryland 21201
301-659-2000

Reference: Maryland Professional Development Academy, 1983
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Title. NASSP Assessment Center

Descri tion: The NASSP Assessment Center program has been developed and
operated during the past decade by the National Association of Secondary
School Principals. The program is intended to identify the strengths and
weaknesses of prospective principals and to offer developmental recommenda-
tions for increasing their effectiveness. The prog _. lonsists of three key
components. 1) the identification of 12 skill dimensions of effective
principals including: problem analysis, judgment, organizational ability,
decisiveness, leadership, sensitivity, stress tolerance, oral communication,
written communication, range of interests, personal motivation, and educa-
tional values; 2) the use of simulation techniques and exercises to provide
information for evaluation of the 12 skill-4 such as leaderless group activi-
ies, fact-finding, stress tests, administrative in-baskets, a structured

personal interview, and participant feedback sessions; and 3) a comprehensive
and rigorous training program developed to produce well-trained assessors who
administer the assessment process appropriately.

At an assessment center, candidates generally are put through six
exercises to measure at least six of the 12 skills during a two-day period.
The centers can be operated by school districts, county education offices,
regional service units, or universities. By mid-I983, mire than 1,250
participants had gone through the centers and 400 assessors had been trained.
NASSP intends to have an assessment center in each state to serve as a
demonstration project. Evaluations of the project are positive showing
assessor agreement on ratings, the appropriateness of assessment center tasks
to actual job performance, and a strong relationship between assessment scores
and actual job performance.

Contact: Paul W. Hersey
Director of Professional Assistance
NASSP
1904 Association Drive
Reston, Virginia 22091
703-860-0200

R- nce: Hershey, 1982
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Title: The Principals' Center
Harvard University

Description: The Principals' Center at Harvard Graduate School of Education
is a membership organization dedicated to the personal and.professional
development of school principals and that of many others -- teachera,
counselors, department chairpersona, housemasters and sometimes parent- = who
influence the character and quality of a school. The center is committed to
school improvement from within. It believes that by replenishing the lives of
school people, the school experiences of students are enriched.

The Principals' Center is a place where school practitioners play a major
role in their own development, just as they play a major role in the develop-
ment of the schools which they serve. School people have extraordinary
insights in areas such as leadership, curriculum, staff development, child
psychology, and parent involvement, which are seldom explicit for tam, let
alone accessible to others. A major purpose of the center is to reveal this
abundance of thinking and practice, so it can be more widely available to
improve schools. It employs formal and informal means to identify promising
school practices and to encourage their visibility and exchange.

Membership is voluntary, open to any person who supports the purposes of
the center and who pays a fee of $120 per year ($80 per year if all the
principals within a particular system join and $50 for out-of-statemember ).
Currently members bring to the canter's conversations an extraordinary
diversity of backgrounds and ideas from elementary, middle, high schools,
urban, rural, suburban, public, private and parochial schools, and from
teachers, parents, superintendents, as well as from principals, university
students and faculty. Snorter institutes are available in July.

An advisory board of 18 Boston area principals and four Harvard faculty
members determines the program of the center, making decisions about themes,
'formats, and resource persons. Workshops are held two or three times each
week around themes such as "The Principal's Role in Teacher Supervision and
Evaluation," and "Addressing Issues of Diversity in Schools." Expertise for
these sessions is drawn from our membership and the advisory board, as well as
from the university community and from outside consultants. The center
publishes a regular rwsletter to which school leaders are major contrIbutors

In short, the Principals' Center is an organization which attempts to
improve the quality of life and learning in schools by encouraging different
ways of thinking about common problems; by transforming school proble-la into
opportunities for school improvement; by encouraging clarification of assump-
tions guiding practice; by offering opportunities for shared problem-solving
and reflection; and by providing a context of mutual support and trust in
which personal relationships may be established and developed.
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Contact: Ken Haskins
or Sarah Levine
Harvard University
336 Gutman
Appian Way
Cambridge, Massachusetts 01238
617-495-1825

Reference: Barth, 1985
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Scnoox accencancm

erecter ucc;.3sful Practice

Good student attendance is essential for learning, and schools which

achieve high attendance rates often have the following characteristics:

maintenance of predetermined goals for attendance (e.g.. 90 percent)

an attendance improvement plan/strategy if attendance falls below the

goal

careful monitoring of student at endance

au attendance policy that defines excused absences, processes for

home-school communication, responsibilities and procedures for

attendance reporting, and corrective measures and penalties

incentives or recognition for good attendance

identification of the reasons for unexcused student absence

early identification of students with attendance problems

specific educational strategies/programs for potential or actual

dropouts

attention to school climate factors which may influence attendance.

A Discuss on o_ the Lite

Student absenteeism le; frequently mentioned as a major concern of school

administrators because they are disturbed both by the lost opportunity for

students to learn and the lost state aid that is dependent on average daily

student attendance. Effective schools have high attendance rates and regular

attendance is a prerequisite for learning and achievement (Neill, 1979).

Without the benefit of all the steps in a learning sequence, many students do

not progress. (California School Boards Association, 1981). Lack of student

achievement is not the only problem resulting from poor attendance. Excessive

absenteeism frequently leads to a poor school image, extra work for teachers,

students dropping out of school, and difficulties for the student later in

life -- especially in terms of employment. Research suggests truants tolerate

similar behavior in their own children. There appear to be many reasons for

absenteeism including poor teacher or peer relationships, academic failure,

hedonistic attitudes, psychological problems, after-school work, and

difficulties at home (Mervilde, 1981; Brim, 1978).

There is no easy answer to improVing attendancs. It is clear that

schools with good attendance help students recognize its value, have

attendance goals, have realistic attendance policies that are enforced,

closely monitor student attendance, and identify students early with attend-

ance problems. While a permissive attendance policy often leads to higher
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absenteeism, a strong stand may result in only partial success. Incentive
plans have also shown mixed results. Student attendance is tied to other
factors such as parent and teacher expectations and school climate.
(California School Boards Association, 1981)

Descriptions of_Exemplary_Practices andFrograms

Description of effective attendance policies are included on the
following pages.
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Title. Bayonne School Distriti; Attendance P_ cy

Description: Bayonne High School has adopted an attendance policy that states
clear expectations for student attendance, details the responsibilities of
students, parents and guardians, and outlines a warning, hearing, and appeal
procedure. All students and faculty ere made aware of the policy through
faculty and student handbooks and orientation programs. According to the
policy, atudents are allowed a maximum of 16 absences per year, or a maximum
of four absences per marking period. Students who are absent more than that
are ineligible to receive credit. Written warnings are sent to parents on tha
8th and 12th absences; violation and hearing notices are sent on the I7th
absence. The policy is supplemented by various incentive programs of rewards
for regular classrooms with the best attendance records.

In 1980-81, student attendance averaged 83 percent for the year. After
implementation of the policy, the attendance rate increased to 91 percent,
with average student absences only 15 days.

Contact: Michael Wanko, Principal
Bayonne High School
Avenue A & 28th Street
Bayonne, New Jersey 07002
201-858-5900

_ference. D'Amico, Houk, & Corcoran, 1984
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&31.345i pC4.144VL.L4a OCU004 uJ.8r1.Ct AtEefleance rolicy

Description: In 1978, Belleville Public Schools formed a Student Attendance
Committee made up of teachers, administrators, students, and parents to
formulate a new student attendance policy for high school students. Accordiog
to the policy, approved by the board of education, high school studenta absent
more than 20 days in a full year course or more than 10 days in a half-year
course may have credit withheld and/or be dropped from the course. Parents
are notified of the students' absences after the 6th absence in a half-year
course and after the 12th absence in a full year course and are urged to meet
with a guidance counselor so that options and consequences may be explained to
them. They are also urged to meet with a school administrator. When students
have taken all allowable absences, a registered letter is sent to the parent
or guardian informing him/her that because of unacceptable attendance, the
student shall be placed in a non-credit status and/or removed from all classes.
Parents are also notified after five instances of tardiness. Seven or more
tardies result in in-school suspension; at the tenth tardy. an out-of-school
suspension is invoked and a parent conference is required for readmittance.
The policy also calls for student suspension until a parent/guardian confer-
ence takes place after three instances of class cutting. Repeated truancies
may result in one or all of the following: counseling by an out-of-school
agency; referral to an alternate plan of education; referral to the superin-
tendent with a recommendation for expulsion; or any other appropriate action.
Since implementation of the policy, student attendance has improved
considerably. Each subsequent year, the average daily attendance percentage
for high school students has exceeded 91 percent.

Contact: Michael A. Lally
Assistant Superintendent
Belleville Public Schools
190 Cortlandt Street
Belleville, New Jersey 07109
201-751-4110

Reference: D'Amico, Rouk, 6 Corcoran, 1984
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Title: Lakewood School District Attendance Policy

DescriLtion: Lakewood Public Schools has instituted an attendance policy
that requires students with more than 14 absences to attend Saturday or summer
make-up sessions in order to receive credit for missed work. In addition,
students who have lost credit in three or more courses or whose repetitive
dieciplinary problems disrupt the learning atmosphere or present a danger to
other students or staff may be placed in an evening learning program requiring
successful night school attendance as the means for re-entering the regular
school day program. The policy also states that students cutting classes will
receive two absences for each cut, and detention will be assigned students who
cut classes, along witti Saturday make-up. Eight non-verified absences in a
year course and four in a semester result in Saturday school attendance.
Students late to clasa by more then five minutes are recorded absent; students
with three class tardies of five minutes or less receive an absence. Student
attendance has been maintained at a consistent 92-94 percentage rate.

Contact: John F. Patrick
Superintendent of Schoo
Lakewood Public Schools
Lakewood, New Jersey 08701
201-364-2400

Re erence: D'Amico, Rouk, & Corcoran, 1984
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Title: Millville School District Attendance Pol_cy

'Description: The school district has an attendance policy that withholds
credit from any student who accumulates more than 12 days of unverified
absences during one year. Credit is restored only after students make up
their lost hours in a supplemental credit completion program. Teachers in the
program have developed a collection of approximately 500 special work packets
on a variety of topics. Students must complete one packet for each unverified
absence that exceeds the allotted 12. Each packet takes about an hour to
complete. In addition to the supplemental credit packets, students are also
expected to make up all regular classwork or homework assigned on days they
were absent. Students who mias 42 or more days out of the school year are not
eligible to use the program; they receive no credit for the year. Since the
program was initiated, attendance in the Mt, high schools has averaged better
than 90 percent.

Contact: Gene E. Stanley, Superintendent
Board of Education
Millville, New Jersey 08332
609-825-8300

Reference.: D'Amico, Rouk, & Corcoran, 1984
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Tit : Newark School District Truancy Task Force Report

Description: The Truancy Task Force has been identifying consistent patterns
of truancy and designing intervention strategies for specific subgroups of
students. Beginning with a study of the characteristics of students
apprehended for truancy, it first identified several groups of students who
tend to be the most difficult truancy cases and the ones most in need of
individual attention. The study also pointed out the moat common reasons
given by students for truancy. Then, the task force designed and implemented
appropriate intervention strategies. Truant students were returned to school,
where an intervention strategy was recommended. Attendance monitoring was, by
far, the most frequent intervention employed. Other often used interventions
were daily guidance by an attendance monitor, parent conferences, counseling
by a social worker, advising students and/or parents of school rules, and
varioua combinations of these interventions.

The study highlighted important issues regarding the nature of truancy
and allowed the school district to take appropriate action. For example, it
showed that there is a strong seasonal component in.truancy for junior high
and high school students, with many more out of school when the weather is
warmer. Inaddition to identifying when students are most likely to be truant
and which students they are, it also spelled out the school district's
resource needs, including the very important need to involve parents in their
children's school life.

The Task Force acts as a referral agent to make certain that appropriate
agencies are contacted for the betterment of student life and to make certain
that entitled services are rendered to the student.

Contact: Dr. Gehe Foti
Deputy Executive Superintendent
for Academics

Board of Education
2 Cedar Street
Newark, New Jersey 07102
201-733-6963

dr: Mr. Roderick Alston
Acting Coordinator
Truancy Task Force
131 13th Avenue
Marcus Garvey School
Newark, New Jersey 07103
201-733-5473

Reference: D'Amico, Rouk. & Corcoran, 1984
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Passaic School District Atendance Pol cy

Description: To reduce student absences, the board of education mandates that
all students, except for new entrants to the district, are subject to
retention in grades 1 through 8 or loss of one year's credits.toward
graduation in grades 9 through 12 if they are not present at least 162 days
during each school year. New entrants to the district will be retained or
lose credits toward graduation if their absences exceed ten percent of their
total possible days attendance. Parents arovnotified of this policy at the
beginning of each school year, or at the time of entrance to the district.
Parents are informed through letter of their children's absences after tha
fifth absence, and then, again, after the ninth absence. After the second
notification, the parent must make an appointment with either a guidance
counselor or the vice principal to discuss the matter. The same procedure is
followed after the 15th absence, and again after the 18th absence. At that
time, the vice principal may determine that there have been usual
circumstances for the absences or that course credits will be withheld. This
policy is reviewed annually in order to maintain its effectiveness and to
investigate alternative strategies for improving student attendance. Since
implementation of the attendance policy, student test scores have shown a
marked increase. This past year, 9th graders reading scores showed an
increase of 16.4 percent over 1978 scores and an increase of 28.1 percent over
1978 math scores. In 1983, 65.2 percent of the students in grade 9 met the
state reading standards and 66.9 percent met the standards in math.
Elementary school students have also shown marked improvement in California
Achievement Test Scores.

Contact: Mr. Allison McCoy
Superintendent of Schools
Passaic Public Schools
101 Passaic Avenue
Passaic, New Jersey 07055
201-778-0660

Reference: D'Amico, Rouk, & Corcoran, 1984
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Title: Perth Amboy School District Attendance Policy

Description: The school district has a two-level attendance policy. At the
elementary level, a conference between the principal, school nurse and/or
classroom teacher is called any time that it appears a child is developing a
pattern of absences. Wheu a child has been absent from school for more than
JO days within the school year, a conference is held with the parent and the
parent is put on notice that continued absences may result in suspension or
expulsion from school. If the matter is not solved satisfactorily, the
superintendent may bring the case before the board of education which, in
turn, may report it to appropriate authorities. The attendance policy for
high school students states that student absences may not exceed 18 a year,
or no more than nine a semester. On the fourth cumulative absence, a student
conference with both the student and the parent is required. On the eleventh
cumulativl absence, a non-school attendance complaint may befiled in the
Municipal Court. Students over the compulsory school age who show an
accumulation of over 18 absences during the school year (or nine per semester)
are dropped from the school rolls for the remainder of the school year. They
may enroll again the following September to repeat all courses necessary to
meet graduation requirements. Attendance in the school district has risen
from an average daily attendance (ADA) of 86.6 in 1979-80 to an ADA of 90.3
in 1984-85.

Contact: Frank M. Sinatra
Superintendent of Schools
Perth Amboy Public Schools
178 Barracks Street
Perth Amboy, New Jersey 08861
201-826-3365

Reference: D'Amico, Ronk, & Corcoran, 1984
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Special Educ ion - Secondary

Characteristics of Successful Practice

Effective programa for handicapped secondary students reflect the
increasing expectatioes that handicapped students can live and work produc-
tively in the mainstream of society after school. Some of the indicators of
effective practice are:

41, a long-term commitment to work preparedness beginning in the early
grades

identification and careful sequencing of skills with continual
assessment of achievement

use of functional, age-appropriate, curriculum materials, and
environments

maximum interaction with non-handicapped peers (i.e., integration)

inclusion of community-based job training

ing for and progr --ing the transition from school to work

parent involvement in ong-term planning and i- InstructIonal matters.

A Discussion of the Literature

There has been a large increase in recent years in the number of
secondary students served by special education. This has occurred in both
programs for students with mild handicaps and in programs for students with
long term, more severe handicapping conditions. Currently New Jersey has over
38,000 students with handicaps over the age of 13. Their instructional needs
vary widely. Many pupils require only minimal assistance while others require
multiple services from special education teachers and related specialists.

Handicapped secondary students have academic, behavioral, or physical
needs which are unique or distinguish them from the general secondary
students. In addition, the etudents with special needs despite their
diversity, present similar problems for schools, including the instructional
challenges of vocational preparation, basic skill (or life skill) development
and policy issues of graduation requirements and diploma awards. And, just as
some regular students need, for example, bilingual education, so too do
handicapped students require the full range of programmatic interventions in
effective education. The increase in population has been accompanied by
growing literature of research and practice which provides guidance to program
characteristics leading to employmen=.after school.
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The literature describes effective programs as ones which have appro-
priate expectations for student success, (Wilcox & Bellamy, 1982), maximum
opportunity for interaction with non-handicapped peers (Taylor, 1982), curri-
cular materials which use real and functional methods and equipment (Wehman &
Hill, 1982), parent involvement (Wehmen, 1981), real work experience in actual
community jobs (Wehman, 1981), individual plans which prepare students for the
transition from school to work, and training in skills which are known to be
in need in the surrounding community (Nisbet, et al., 1982).

Practices

Descriptions of special education programs which meet the characteristics
discussed previously follow.
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Tit_ Haddon Township (NJ) High School

Descript on: In the Haddon Township High School, the special education
program features a consultant teacher model in which special educationteachers serve es resource people to subject matter teachers. Under the plan.each mildly handicapped student is assigned to one special.education teacher.This teacher is, in effect, a case manager who is relieved of teaching dutiesfor one or more periode during the day to work with classroom teachers inevaluating, monitoring, and adapting the regular curricula for that student.He or she in also responsible for ensuring that the student's IEP is followed.IEPs reflect not only a student's special education courses, but also the planfor adapting regular education classes to special needs. For students whoseneeds are not met by the adapted curricula, staff have developed new, job-oriented, special education curricula in reading, mathematics, science, andsocial studies. Assessment and scheduling procedures for special educationteachers have been revised to enhance handicapped students' opportunities toparticipate in the regular high school program. Program development andimplementation took place during the 1983-84 school year and involved districtand school administrators, teachers, special education personnel, counselors,and child study team personnel.

Contact: Dr. Jerry Scheinberg
Director of Special Service
Haddon Township Public Schools
Memorial Avenue
Westmont, New Jersey 08108
609-854-6525 ext. 215

Reference: D'Amico, Rouk, Corcoran, 1984
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Title: Metropolitan Madison Public Schools/Community Vocational Trainin
Program for the Handipapped

Description: In the Madison, Wiaconsin Public Schools a full range of
effective strategies are used to prepare students with severe and multiple
handicaps to live and work in their home communities. These strategies
include: integration of the classes in the regular schools, functional,
communiSy-referenced curriculum, integrated vocational placements, program
aupport for teachers and other staff, and administrative leadership.

The Madison school district has a zero reject policy, that is, all
children are served by the regular public school. The high school curriculum
is divided into four domains: domestic (e.g., house cleaning, cooking),
vocational, recreation/leisure, and community functioning (e.g., how to use
public transportation). The Madison school system has developed 31 job sites
at such places as factories, hoopitals, and motels. Students are first placed
in community job sites during their middle years. Their approach is to rotate
students through a large number of vocational training sites. At the highachool level, nearly everyone in the program has a community job placement.
Also on staff is a "transition specialist" who helps place graduates of the
high school p ogram in regular jobs.

Centact: Mrs. Pat VanDeventer
Metropolitan Madison School District
545 West Dayton Street
Madison, Wisconsin 53703
608-266=6164

Reference: Taylor, 1982
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Title: Philadelphia Urban Model Life Skills Program-

Description: The SPI Urban Model Life Skills Project is the Philadelphia
School District's vehicle for establishing a quality educational service
system for severely handicapped students. In order to provide quality
educational services, specific components must be'in each classroom serving
severely handicapped individuals. The program was developed in response to
court orders in 1982 affecting the 550 handicapped classified as severely and
profoundly Impaired (SPI).

The urban model has five components: ( ) in-service training,
predominantly clinical and competency-based, for all teachers, aides and
therapists; (2) use of standard life skills (including vocational) curricu um;
(3) uniform classroom data collection systems; (4) high levels of
instructional time with non-handicapped peers; and (5) parent training and
involvement. In addition, the model uses a highly regarded management tool, a
professional advisory group of eight respected educators from across the
country to consult and work with model staff. The model can be visited by
arrangement.

The program has the following advantages.

Teachers receive substantial in-service training, including in-class-
room training and Saturday workshops from faculty skilled in state-
of-the-art practices.

Teachers use an effective classroom data system.

Individual education plans are developed with clear criteria and are
monitored.

Students are 'integrated into age-appropriate schools.

Staff are supervised and programs are evaluated.

Vocational education and placement opportunities occur in high school,
skill center, and community setting.

Parent involvement is an ongoing school-by-school process related to
individual need.

Contact: Cynthia Jansen, Director
Division of Special Education
School District of Philadelphia
Philadelphia, Pennsylvania 19123
215-351-7218

rence Brinker and Thrope, 1984
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Titl ! Proj

Description: This project. is designed to provide moderately and severely/
profoundly mentally handicapped students with long-term experiences and
activities that are n,cessary to develop skills to function as independently
and as productively as possible in a variety of community, educational,
domestic, and vocational environments. It emphasizes vocational training and
placement strategies.

Curriculum strategies are based on four functional domains: community
functioning. domestic living, vocational skills, and recreation/leisure. On
the primary level. emphasis is placed on developmental skills and community
functioning skills development. On the intermediate level, domestic living
skill development is the major focus. On the senior level, vocational skill
development is emphasized with the immediate goal being the placement of each
school graduate into gainful employment.

The community-referenced, age-appropria e, vocationally aimed curriculum
includes an objective, data-based evaluation system that provides initial,
daily, and post assessment of each student's program, tracking of each
student's progress in job placements, and overall program evaluation.
Training and placement procedures have been developed that enable moderately
and severely/profoundly mentally handicapped students to be placed in the
continuum from the school's functional curriculum to full-time community
employment and independence.

During the exploration phase of Project Ames, students 12 to 17 years of
age work in the community at specific job sites for short periods of time. rt
cannot be assumed that moderately and severely/profoundly mentally handicapped
students can spontaneously transfer training from the sehool workshop to a
community placement, even though the job may be the same.

On-the-job training begins when the student is 18 years old. Each
student continues in this phase of the program until his or her final year in
school. Project Ames staff is committed to work at the employment site with
the student in order to guarantee to employers job proficiency. As students
become more adept at their jobs, assistance is gradually withdrawn. This is a
necessary aspect of helping many mentally disabled individuals reach their
full potential. The Ames business community has been assessed and evaluated
regarding the potential manufacturing and processing companies that welcome
Project Ames involvement. Those business firms that have semi-skilled work
jobs and that are cooperative with the training efforts are used for-on-the-
job training sitea.

Project Ames began in the Fall of 1979 under the joint planning,
cooperation, and funding of the Iowa Department of Public Instruction,
Division of Special Education and Special Needs, the Ames Community School
District and the Heartland Area Education Agency.
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Contact: _chael Houselez, Principal
Willson-Beardshear School
Ames Community School District
Ames, Iowa 50010
515-233-1433

Reference. Weyma-, 1981
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Titla: Project COVE: Comprehensive Occupational Vocational Education

Description: Project COVE stresses career and vocational programming for all
special needs students. The curricular activities (instruction, assessment,
and counseling) that form the core of the Project COVE model are centered
within a three-phase career development process. Each phase is a unique
component stressing particular career and vocational objectives. The phases
parallel the grades from 7 through 12, with each phase representing t
grade range. In practice, these phases are designed to meet individola
student needs and capabilities, regardless of actual grade levels. r,7.araes
of self-awareness, occupational awareness, and career decision making ..re
addressed throughout the model which becomes increasingly more indivLdualized
as the student moves from general exploratory activities to specific. job
preparation.

The curriculum content is organized in such a fashion as to reflect
clusters or groups of related occupations in the world of work. Project
COVE's curricular activities are geared to three major career development
themes. Self-awareness is stressed as students are given opportunities to
learn about their personal interests and abilities as well as their
limitations. Occupational awareness is enhanced as students are able to
acquire information about the world of work. Career decisionmaking and
planning occurs as students participate in the decision-making process
regarding the careers they will explore, the career plans they will establish,
and the employment settings in which they will work.

Three activities--instruction, assessment, and counselingoccur in all
three phases of the project. The functions of these activities are
overlapping in that the majority of contexts for any of them--teaching about asingle career cluster or occupation, for exampleCan give students specific
data, the opportunity to evaluate their interests or abilities in relation to
the newly acquired data, and, finally, the chance to explore feelings aboutthis knowledge.

This program ceased in June 1985. Various stages of the program may beavailable.

Contact: Arnold Marcus
Vocational Rehabilitation
Brookline High School Counselor
Brookline High School
115 Greeneugh Street
Brookline, Massachusetts 02146
617-7341111 ext. 343

Reference: Lynch, Kiernan, & Stark, 1982
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STUDENT DROP OUT S
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Sentient Dro outs

CharacteriStics of Successful Practice

To counter the high number of dropouts, many school districts have
instituted special programs aimed at keeping students in school. Elements of
successful dropout programs include:

procedures for early identification of potential dropouts

identification of why students commonly drop out of school

established school program /strategies that meet the specific needs of
dropouts

options for those who want to return to schoo

flexible programs that include several of the following strategie
individualized instruction; basic skills remediation; employment
related activities; community-based learning; student support
services; orientation of personal success; teacher, administrator,
parent support; community/interagency collaboration; and high school
credit for alternative courses.

A Discussion of the Literature

After a decline in the dropout rate in the first 70 years of the century,
the rate is rising and is approximately 25-30 percent nationally. The personal
and societal cost of leaving school before graduation is high. Dropping out
of schoo/ often results in a higher unemployment rate and lower lifetime
earnings, and some of these youth become alienated from society as well.

Dropouts are more often unemployed, on welfare, or in prison than those
who have graduated from high school, thus, the cost to society is far greater
than it would be in providing education to this group (Jones, 1977).

Demographic trends show an increase in the dropout-prone student popula-
tion. There are more minority, impoverished, and non-English speaking pupils
than ever before, especially in urban schools. If the historical trends of
school attendance for these populations continue, there will be more dropouts
(Neill. 1979; Camp, 1980).

Dropouts represent a wide range of youth -- simple explanations of who
drops out of school are difficult, if not impossible, to establish. The
literature suggests a large number of characteristics that result in the
profile of a dropout including poor attendance, behavior problems, achievement
deficits, parents who did not graduate from high school, negative attitudes
toward school, above or below average intelligencu, etc.
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Although successful programa for potential or actual dropouts vary greatly
in scope and content, they do have common characteristics. An investigation
of the literature on.dropout programs shows that effective programs have
several of the following characteristics: individualized instruction, basiC
skills remediation, employment related activities, community-based learning,
student support servicett(e.g., counseling), orientation of personal succest
(i.e., short-term goals that are reachable, immediate feedback on performance,
and positive reinfercetent), teacher., administrator, and parent support,
community/interagency collaboration, and high school credit for alternative

, courses (Maryland State Department of Education, 1981). Effective programs
may involve tutoring and counseling for students in regular school programs or
alternative education within the school or another community agency.

Descriptions of Enemplary_Practices and Programs

Descriptions of successful programs for dropouts are included on the

ing pages.
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Tit Divers _ ed Educational Experiences Progr (DEEP)

atsnp1L3R: The ma_or goal of Project DEEP is to develop an instructional
process for secondary school classrooms that allows instructors to create an
academic environment emphasizing success for every learner while decreasing
learner hostility to educational institutions.

DEEP offers students and instructors a method of organizing and managing
an academic classroom that differs from the usual classroom model. Students
in the DEEP classroom identify needs, formulate objectives, develop tasks based
upon these objectives, present group and individual projects based upon
fulfillment of objectives, receive teacher debriefing following presentation
of the projects, and participate in their own evaluations. DEEP offers
learners in academic subjects alternativeAtays to create, gather, develop, and
display information. Extensive use is made of electronic and nonelectronic
media. The role of the teacher is that of advisor, consultant, and learning-
systems manager. The classroom environment is casual, open, trusting, and
task-oriented. A workshop atmosphere exists. Community resources are
utilized.

The DEEP classroom is highly structured, but the structure is not the
same as in the typical academic classroom. Teachers who demonstrate the
ability and desire to change their methods of instruction are trained in the
use of these new management techniques. The teachers become learning
facilitators, and the conflict-management procesS is based on human relations
and peer group interaction as well as on teacher-student interaction. Once
the training has been accomplished, students can be enrolled in the program as
part of the normal scheduling procedure. The project provides management
charts and materials along with evaluation procedures.

DEEP students had a 30 percent lower incidence of absenteeism than non-
DEEP classes. DEEP students showed statistically significant gains in
attitudes of affection, respect, and the value of knowledge as measured by the
Risk-Taking-Attitudes-Values Inventory. Ninety-eight percent of students
completing DEEP classes later graduated.- Eighty-five percent of students
enrolled in DEEP classes completed at least six academically sound projects
per DEEP class. This project has been supported by the National Diffusion
Network (NDN). It has been used with disruptive students as well as dropouts.

Conte- Jane Connett, Director
Project DEEP
Wichita Public Schools
640 N. Emporia
Wichita, Kansas 67214
316-268-7801

Reference: Far West Laboratory, 1983
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Title: Educat -nal Services for Schoolage Parents (ESSP)

Description: With its program at the Family Learning Center (FLC) the New
Brunswick, New Jersey Board of Education is addressing some well-known teenage
pregnancy problems. These include poor academic motivation and achievement
and a significantly higher infant mortality rate and lower birth weight than
are found in the babies of any other age group. The FLC provides small classes
with highly motivated teachers and emphasizes satisfactory,academic achieve-
ment, maternal and child health, and nutrition. While a pregnant student may
remin in the regular school setting,.she is encouraged to transfer to the FLC
to continue her regular subjects there. In addition, she takes Family Life
Education, which includes nutrition, planning and preparation of lunch, sewing
and consumer education, and health. Areas covered in the health course include
pre- and postnatal care of herself and her baby, the study of huian reproduc-
tion, the labor and birth process, and birth-control options. She is assisted
in reaching appropriate social agencies, and informal rap sessions with the
head teacher and the guidance counselor are encouraged. When the student
enters the program, the nurse contacts her obstetrician, checks to see that
her records are complete, follows ker progress, and sees that regular appoint-
ments are kept. There are periodic tours of local hospital maternity
facilities. A head teacher coordinates the program under the direction of the
Director of Pupil Personnel. Two full-time and four part-time teachers plus a
part-time nurse and a part-time guidance counselor complete the FLC staff.
After delivery and a two-week maternity leave, a student way continue her
classes at the FLC for six weeks. This period of adjustment facilitates her
introductiori to the double role of mother/student and encourages her to
complete her education.

The program has greatly decreased dropout rates of pregnant students and
improved birth weight of their babies. From 1969-73, only 19 of 177 pregnant
girls dropped out of school, compared with a 100 percent dropout rate prior to
the program. The'program is supported by the National Diffusion Network (NDN),

Contact: Dr. W. Davis, Director
Public Personnel Services
Lincoln School
66 Bartlett Street
New Brunswick, New Jersey 08901
201-745-5166, -5167, or -5169

Dorothy Aronowitz, Head Teacher
Family Learning Center
225 Comstock Street
New Brunswick, New Jersey 08901
201-745-5168

Reference: Far West Laboratory, 983
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Title: Focus Dtssemlnatlon Project

Description: Focus provides an alternative education plan for students who
have been identified as disaffected, showing. a lack of motivation, lack of
confidence, and low self-esteem. The program effects responsible institutional
change and positive student attitude and performance by helping students learn
responsibility to self, school, and society. Through a group counseling
experience, the peer group is guided to deal with the problems causing dis-
affection.

Focus is a "school within a school" for secondary students who are not
achieving or functioning in a wey beneficial to themselves and/or those around
them. The FocuS program seeks to reduce student disaffection with school and
learning, to improve each student's grasp of basic skills, to build a class-
room culture that demonstrates the caring principle, to enhance each student's
ability to relate effectively with peers and adults, and to give each student
a reason to be optimistic about the future.

Focus is a highly structured program offering courses in English, social
studies, math, and work experience. Instruction in Focus classes is based on
ability and need. Curriculum materials are modified to meet the student's
level of skill development and are presented in relation to survival beyond
graduation. Students are actively involved in the selection, modification,
and evaluation of these materials. Focus students take such classes as
Science, physical education, health, and electives in the regular school
program.

All Focus students are involved in a group counseling experience called
Family. Each Family consists of eight to ten students and one teacher who
'meet together one hour daily throughout the year. Family attempts to help the
student develop feelings of caring, selfworth, and concern for others. It
includes examination of one's own behavior in relation to the reactions of
others within an atmosphere of positive support from the group.

A three-year evaluation (done at the original site) demonstrated that
Focus improved student attitudea toward school, enhanced self-concept,
increased academic achievement, and decreased disciplinary referrals, school
suspensions, and absenteeism. Evaluation available on request. Focus is an
approved program of the National Diffusion Network (NDN).

Contact: Don May
Focus Dissemination Project
Human Resource Associates, Inc.
755 Hiway 55 W.
P.O. Box 303
Hastings, Minnesota 55033
612-437-3976

Reference: Far West Laboratory, 1983
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Title: Intercept: A Positive Alternative to Pupil Suspensions,
Truancy, and Dropouts

Description: Project Intercept provides preservice/inservice training to deal
with adolescents who have shown chronic disruptive, failing, and truant
behavior, and to address such problems before these difficulties fully develop.
A pre-service/in-service training program offers teachers training in four
areas.

All staff in the program are taught effective discipline procedures
classroom management techniques, and instructional skills. A peer consulting
team is developed for group critique and support.

Management skills for establishing au alternative academic program for
potential dropouts are also taught. Three programs developed by Project
Intercept are COPE, Learning Center, and the Learning Cluster. In the first
two programs, targeted students are placed in self-contained classes for two-
thirds of the day, and may take electives or attend vocational training
programs during the remainder of the day. The Learning Cluster offers a
preventive treatment program to ninth-grade students where one-quarter of the
day is spent in English and social studies.

Teachers also receive training in group counseling; students who parti-
cipate in this component learn to demonstrate more appropriate interpersonal
skills and improve self-concept. Family intervention and parent-training
skills are taught to staff who are responsible for parent contact. This
component reinforces changes taking place at school and helps parents deal
more effectively with all of their children.

Statistically, the project has demonstrated that of the identified high-
risk.dropout-prone students, more will remain in school and improve their
attendance and grades when in the alternative programs than those not in the
program. In addition, the overall suspension rate at the high school has
dropped significantly. This program can be used with disruptive students as
well as dropouts. It is a National Diffusion Network (NDN) program.

Contact: Dr. Richard Maurer, Director
Ann M. Dorner Middle school
Van Courtland Place
Ossining, New York 10562
914-762-5740

Reference: Far West Laboratory, 1983
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_aukee Journey House Program

Descri tion: Milwaukee, Wisconsin's Journey House is an alternative educa-
tional program and is unaffiliated with the public schools. Established in
1982 as a cooperative effort between Journey House, an inner-city community
center and a local technical college, it serves youth ages 16-21 who have not
completed high school.

Each new participant is inte
points below are emphasized.

upon entrance to the program. The

No matter what their previous record, this program is an opportunity
for a person to catch up on basic academic skills.

The initial assessment procedure is not grade-correlated, but rather
diagnostic, with tests in mathematics, reading, and basic writing
skills to locate specific deficiencies and provide information for
planning clear-cut, skill-oriented goals.

Participants are allowed, space permitting, to select one of the three
class periods that best suits them--mornings, afternoons, or evenings.

After completion of the three diagnostic tests, staff members write up a set
of long-range individual goals. These goals are broken down into weekly and
daily objectives. Classes are small and the academic curriculum for each
participant is dependent upon individual reasons for entering the program and
is aimed at helping the individual gain the General Education Development
(G.E.D.) exams for high school equivalency degree. Child care is provided.

Contact: Tom Williams, Director
Journey House
109 South 16th Street
Milwaukee, Wisconsin 53204
414-647-0548

Reference: Harris Hedmen, Horning, 1983
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WRITING INSTRUCTION - K-12
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Writing Ins ruction - K-I2-

racteristics_of Successful tic

An effective program in writing skills (K-12) has the following
characteristics:

The teaching and learning_process.

Writing is defined as a process; which has three stages: pr-
writing, and editing.

rig.

There is evidence that knowledge of current theory and research in
writing has been sought and applied in developing the writing program.

Writing instruction is an important part of an integrated English
language arts curriculum.

Writing is called for in other subject matters across the curriculum.

The subject matter of writing has its richest source in the students'
personali social, and academic interests and experiences.

Students write in many forms (e.g., essays, notes, summaries, poems,
letters, stories, reports, scripts* journals).

Students write for a variety of audiences e.g., self, classmates, the
community, teachers) to learn that approaches vary as audiences vary

write for a wide range of purposes (e.g., to inform, to
persuade, to express the self, to explore, to clarify thinking).

Class time is devoted to all aspects of the writing process:
generating ideas, drafting, revising, and editing.

All students receive instruction in both: developing and expressing
ideas, and ,using the conventions of edited American English.

Students.receive constructive responses, from teachers and from
others, at various stages in the writing process.

Evaluation of students writing growth is based on complete pieces of
writing; reflects informed judgments about clarity, content, and
grammar; inUudes regular responses, periodic assessment to individual
pieces of student writing, and measures growth over a period of time.

Support for writing instruction.

Teachers receive continuing-education reflecting current knowledge
about the teaching of writing.

Parents and community groups are informed about the writing program
and about ways that they can support it.



A

School and class schedules provide sufficient time to assure that the
writing process is thoroughly pursued.

Teachers and students have access to and make regular use of a wide
range of resources (e.g., library services, media, teaching materials)
for support of the writing program.

Evaluation of the writing program.

Evaluation of the writing program focuses on pre- and post-program
sampling of complete pieces of writing, utilizing a recognized
procedure (e.g.. ETS holistic ratingi the Diederich scale, primary
trait scoring) to arrive at reliable judgments abotit the quality of
the program.

Evaluation of the program also includes: assessment of a sample of
student attitudes; gathering of pertinent quantitative data (frequency
of student writing, time devoted to writing activity); and observa-
tional data (evidence of pre-writing activities, class anthologies,
writing folders, and student writing displays).

Discusaio the erature

At a time of growing concern for the quality of writing in the society.
it is important to take the most effective approaches to quality in'school
writing programs. The National Council of Teachers of English (NCTE) (College
English, 1979) developed program standards in an effort to assist states and
school districts in establishing comprehensive literacy plans. They urge
study of these standards as a means of insuring that plans attend not only to
effective practice within the classroom but also to the environment of support
for writing instruction throughout the school and the community. If_effective
instruction in writing is to be achieved, all the standards need to be studied
and provided for in shaping a comprehensive writing program (K-12).

Planners should begin with an adequate conception of What writing is. To
serve this purpose, the NCTE offers the following operational definition of
writing:

"Writing is the process of selecting, combining, arranging, and
developing ideas in effective sentences, paragraphs, and, often, longer units
of discourse. The process requires the writer to cope with a number of
variables: method of development (narrating, explaining, describing,
reporting, and persuading); tone (from very personal to quite formal); form
(from a limerick to a formal letter to a long research report); purpoae (from
discovering and expressing personal feelings and values to conducting the
impersonal "business" of everyday life); possible audiences (oneself, class-
mates, a teacher, "the world"). Learning to write and to write increasingly
well involves developing skill and sensitivity in selecting fram and combining
these variables to shape particular messages. It also involves learning to
conform to conventions of the printed language, appropriate to the age of the



writer and to the form, purpose, and tone of the message. Writing can be a
method of self-discovery, of finding out what we believe, know, and cannot
find words or circumstances to say to others. Writing can be a deeply
personal act of shaping our perception of the world and our relationships to
people and things in that world. Thus, writing serves both public and
personal needs of students, and it warrants the full, generous, and continuing
effort of all teachers." (College English, 1979).

Finally, Smith (Smith, 1981) believes that the writer, not the act of
writing itself, should be the focal point. Thus creating experiences and
exploring ideas are perhaps the major functions of writing.

Descriptions _f Exemplary Practices and Programs

Several descriptions of promising programs for
follow.
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Title: Academic Improvement Through Language Experience (K-I2)

Description: This is an individualized program to improve communication
skills utilizing the language experience approach. Public and non-public
school classroom teachers refer low-achieving students to the Title I resource
roamlor individual assessment. Following the educational assessment, the
resource teacher selects those students in the greatest need. A Personalized
Performance Plan ie developed that considers the area of deficiency, the
student's learning style, and the instructional techniques to be followed in
correcting the deficiency. The plan is flexible and can be modified as the
needs of the student change. The language experience approach to instruction
is utilized. Instruction follows the assumption that students can speak about
that which they have experienced, write about that which they have spoken, and
read about that which they have Witten. A teacher and two aides serve each
resource room. Instruction is individualized and takes place in small groups.
This project serves approximately 1,200 students during the school year.
Intensive in-service and parent participation are essential components of this
program.

Target schools are established by Chapter Title I low-income guidelines.
Students served are selected from those scoring in the lowest quartile on
standardized tests. Kindergarten students are served by referral. Students
evaluated are from low-income urban schools. The JDRP validation is based
upon positive results on the Peabody Picture Vocabulary Test and the Peabody
Individual Achievement Test. Recent results on the FPVT, PLAT, and Gates-
MacGinitie in grades K-I0 show an average growth in excess of 1.5 asinths per
month in the program. This is an non-funded Developer/Demonstrator project.

Awareness materials are available at no cost. Visitors are welcome by
appointment. Project staff are available to attend out-of-state awareness
meetings (costs to be negotiated). Training is provided at project site
(adopter pays only its owt ts). Training is also conducted at adopter s
(costs to be negotiated).

Contact: omas Zuhlke, Director
Department of Federal Projects
Kenosha Unified School District
625 52nd Street
Kenosha, Wisconsin 53141
414-656-6378

Reference: Far West Laboratory, 1983
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Title. Ferguson-Florissant Writing Project

Description: This project is an in-service program to help teachers increase
student writing achievement. The purpose of this staff training program is
to change the methodology of teaching writing. Each day of the three-week
in-service session is divided into two parts. The morning session surveys
current writing instruction methodology; in the afternoon, teachers develop
their skills as writers. While a two-stage process is usually employed in
traditional writing instruction (composing and evaluating), a four-stage
writing process is employed in the writing project -- prewriting, composing,
revising, and evaluating. Revision takes places in small critique groups.

After the training was completed, teachers reported spending 10 hours
each month on personal writing, whereas before training they had spent no t
on this activity. They used the four-stage process with their students as
well. While grammar and mechanics were typically taught separately from
writing, project teachers combined grammar and mechanics with writing. They
also reported an increase in prewriting activities such as free writing,
focused writing, and non-stop writing. This increases the lag time between
assignment and initiation of student writing. Students also use critiquing
groups for the revision stage. Trained teachers meet to share strategies.
Project staff participate in training, organize meetings to discuss progress,
and demonstrate model lesions.

This project is similar to the New Jersey Writing Project, however, the
training sessions provide for collegiality. The emphasis of the project is on
districtwide changes in writing instruction.

Based on au assessment of three posttests in paragraph writing, pro ect
students at elementary through senior high levels demonstrated higher gains in
writing skills than control students after one and two years of instruction.
Project students increased from a pretest score of 16.76 to a posttest score
of 19.19 in the first year, and to 22.61 by the end of the second year.

This is an NDN-supported project. Adapters must attend a five-day
leadership training session which is held twice annually (November and April)
in St. Louis, or staff from the project will do on-site five-day training by
arrangement.

Awareness materials, a curriculum guide "Double-Helix" (elementary
edition $12.00 and secondary edition $18.50), and training videotapes are
available.

Contact: Dr. Mary Louise Hawkins, Project Director
Ferguson-Florissant Writing Project
Ferguson Reorganized School District R-2
1005 Waterford Drive
Florissant, Missouri 63033-
314-595-2369

Reference: Far West Laboratory, 1983
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Title: Individualized Language Arts: Diagnosis, Prescription, and Evaluation
(1-12)

Description: This project combines a language-experience approach with tech-
niques derived from applied modern linguistic theory to enhance skills in
written composition. Several times a year, the teacher evaluates writing
samples composed by students on self-selected topics. Using criteria common
to nearly all language arts pragrams, the teacher is then able to assign
priorities to the needs of the whole class, groups of students, and individual
youngsters. For each objective stemming from this diagnoais, a teacheF's
resource manual prescribes a variety of writing or rewriting techniques for
all content areas involving writing. Motivation for writing is strengthened
by a "communication spiral" that links composition to the other language arts
and to real-life experience. A record-keeping system permits students,
teachers, administrators, and parents to observe growth in writing proficiency
from month to month and grade to grade. The program can be combined readily
with existing language arts curricula and objectives.

Since 1971, evaluations utilizing holistic or criterion-referenced
designs with writing samples from students, grades 1-12, in a variety of
settings (urban, suburban, and rural) consistently show significant gain
in vocabulary, sentence structure, organization, mechanics, and grammar
students in ILA classes. This is an NDN-funded Developer/Demonstrator
project.

Contact: Jeanette Alder, ProJect Director
Weehawken Nigh Schoo
Liberty Place
Weehawken, New Jersey 07087
201-865-1506

Reference: Far West Laboratory, 1981
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Title: The New Jersey Writing Project (7-12)

Descri tion: The New Jersey Writing Project is a teacher-training program
that improves student writing. .1t is a program based on a thorough knowledge
of the composing process. This project is predicated on the following assump-
tions: writing is a process and a mode of learning; teachers of writing
should write; teachers teaching other teachers accomplishes efficient
curriculum change; theory about and assessment of writing should enhance
classroom practices.

The program involves three stages: teacher traininE, implementation and
staff development, and assessment. The teacher training stage is a three-week
summer institute for teachers from multiple districts in the same geographic
region. Each day of the training program is divided into a writing/sharing
morning session and a theory presentation in the afternoon. The second stage
is a two-part program. First, returning teacher consultants introduce writing
as a process into their classrooms. Within the confines of the regular
English period each teacher provides time for students to write in class. All
students are instructed in the process of effective editorial feedback.
Teadhers do not have to edit each student's paper because students do that for
themselves and for others. Second, in addition to implementation in the
classroom, the returning teachers begin staff development programs suited to
the uniqee needs of district curricula. The third stage involves the develop-
ment and use of assessment instruments and procedures. This evaluative phase
encompasses the following components: students' writing samples; training for
teachers in holistic scoring; and teacher and student writing attitude
surveys.

Writing samples obtained in October and May from 1,400 students in eight
treatment districts and seven control districts representing urban, suburban,
and rural New Jersey were scored using a holistic method developed by
Educational Testing Service. Regression analysis, adjusting posttest scores
for pretest scores, indicating that the difference between treatment and
control groups was highly significant (p .001), amounting to 45.5 percent of
the standard deviation of the posttest distribution. The program has been
adopted in 21 states.

Awareness materials are available at no cost. Visitors are welcome at
project site and additional demonstration sites in home state by appointment.
Project staff are available to attend out-of-state awareness meetings (costs
to be negotiated). Training is provided upon request and through negotiation
for costs. NDN validated and supported.

Contact: Dr. Linda Waitkus Halstead, Pro ect Director
New Jersey Writing Project
South Brunswick Public Schools
Monmouth, New Jersey 08852
201-297-7800

Reference: Far West Laboratory, 1981
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Title: Pro Writing is Thorough and Efficient

Description: Project W.R.I.T.&E is a K-I2 writing program desIgned to improve
students' writing competency and fluency in composing by using a process
approach to writing that is developmentally tailored to sCudents' needs.

Adopters must plan to attend staff development activities directed by
Project W.R.I.T.EsE staff, at which time a system for ongoing monitoring and
support activities will be provided. Additional staff are not necessary for
replicating the project but retraining of current staff is necessary. The
project offers a three-day workshop designed to prepare teachers for using
project teaching techniques. Teachers planning to implement Project
W.R.I.T.H should attend the workshop in the summer or school year prior to
implementation.

Based upon the results of three experimental studies across different
grade levels (3, 4, 5, 7 and M. students receiving instruction with the
Project W.R.I.T.&E curriculum significantly out-performed (p .01) comparable
control group students in writing ability, as measured by the Holistic Writing
Assessment Procedure.

Project staff are available to conduct workshops as well as awareness
sessions either at the project site or elsewhere. Visitors are welcome to
visit the project by appointment. Project staff are also available to provide
technical assistance in conducting a writing needs assessment and in holistic
scoring of writing samples.

Contact Mr. Walter J. Vail, Project Director
or Ms. Patricia A. Rubin, Project Coordinator
Project W.R.I.T.8sE
Glassboro Board of Education
North Delsea Drive
Glassboro, New Jersey 08028
609-881-2290

Reference: Far West Laboratory, 1983
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Youth Employment Vocational Education

Chara_teristics of Successful_Practice

Exemplary vocational education programs that increase youth employability:

teach Specific ib elated competencies (skills and behavior

include pre-employment, basic educational, and occupational -pec
skills

train students for "real" jobs based on current and projected local
labor market needs

provide work:xperience in the community

410 maintain a close relationship between the school and the business
community

coordinate school training resources with other resources or programs
in the private or public sector

help students explore/train for careers based on interest and
aptitude (does not limit students by sex, ethnic background, etc.

help students make the transitio- from school to work

make use of the research on educational effectiveness.

DiscusSion of the Literature

Public schools are receiving increased pressure to better prepare
students for the world of work. This is due in a large part to (1) the high
unemployment rate for youth (especially for disadvantaged and minority youth)
and (2) the complaints of employers who maintain that many.students lack the
basic educational and job-specific skills necessary for entry level employ-
ment. Evidence suggests that while many of today's youth have difficulty in
making the transition from school to work and that successful vocational
programs can make the difference in youth unemployment. The problem appears
to be that some vocational programs do not meet standards of excellence and
others do not directly aid students in finding jobs (Bottoms & Cope, 1983;
Cinzberg, 1980). Not enough students have access to quality programs.

Good vocational programs are built around specific job-related competen-
cies (Chalupsky, 1981). They provide instruction in the basic skills as well
as a vocational area (Campbell-Thane, et al., 1983). Close cooperation with
area employers is a key feature of such programs. Local business representa-
tives advise educators in the planning and updating of vocational programs and
offer sites for work-experience. They also give valuable feedback on how well
vocational students perform on the job (Brown & Scherer, 1984).
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Exemplary vocational programs make use of educational research findings
identifying factors for the improvement of instruction (Owens & Crohn, 1983
They directly aid students in'making the transition from school to the
workplace. Graduates from successful programs have a high placement rate.

Descriptions Exemplary Practices

Descriptions of successful youth employability progr
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Title Alternative II

Descri tion: Alternative II, a Vineland, NeTs, Jersey, Public Schools program,
is designed to meet the needs of those students, who have either verbally or
through behavioral patterns, expressed a general disinterest in school. Often
lacking both self-esteem and motivation, these youngsters are potential
4ropouts. Many of these disadvantaged students are alienated by traditional
academic pursuita and methods. Their preoccupation vith earning money, which
is often the expressed reason for leaving school, can and should be the key to
retaining them. It is believed that a primary means of establishing this
retention, is an alternative academic/vocational program which will allow them
to perceive the relationship between their academic/vocational studies and the
direct effect on their earning ability.

This program attempts to incorporate principles which conventional
vocational education programs often lack, including:

teachers with an interest in vocational education and necessary time
to provide the extensive guidance needed to motivate the disadvantaged
student population to remain in school

a direct relationship between the academ_c program and the skills
which are required for employment

the facilities, equipment, and tests to perform a pre-vocational
evaluation and to develop an individual program

educators with experience in teaching functional competencies and life
skills training to disadvantaged learners

a philosophy of assistance, to guide the disadvantaged student through
graduation, even when the student is inclined to drop out of school.

This program affords educators a new alternative to cope with the school
dropout problem. It is designed to offer those who are about to drop out of
school a viable, tailored alternative in order to encourage the student to
remain in school and to obtain his/her diploma. In this regard, the very
unique assessment ofthe student provides the educator with the most
comprehensive evaluation of the student yet possible, in order to customize
the program to the specific needs of the student through an individualized
vocational plan. The counseling component of this program provides for
teacher-counseling of each student so that he/she will not become discouraged
or take the option of dropping out of school, but rather choose to remain in
their individual vocational program through graduation.

Contact: Dr. Charles F. Valentine
Assistant Superintendent
Vineland Public Schools
106 West Landis Avenue
Vineland, New Jersey 08360
609-692-3798 ext. 291-292

Referencel Grumelli, 1982
* _
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Tit Careers in the Classroom

Description: Careers in the Classroom serves youth in St. Louis high schools.
It began operation in 1968 with the support of the Ralston Purina Company, but
now involves five or six other local corporations and agencies. The objectives
of the program are to provide on-the-job training to seniors and a setting
conducive to serioua academic study. The intended outcome is students who are
well-versed in the basic Ocilla aeeded for employment -- who can read, write,
communicate, and calculate; who are knowledgeable about the expectations of a
real job; and who have specific skillo to market.

The distinctive feature of this model is that participants receive both
academic and on-the-job training at the business location. Each morning they
study business English, social studies, and business practice in classrooms
provided by the firm. Public school teachers, generally working in pairs and
dividing the academic and businets courses, provide the instruction. The
classes are small and individual attention is emphasized. In the afternoon,
students report to training stations in the company, where they learn skills
in areas such as data processing, clerical work, auto mechanics, and laboratory
analysis. Although the work portion of the day is closely monitored by
supervisors from-the business, training is given precedence over immediate
productivity.

A student participates In four sessions, each lasting 10 weeks. The
sessions are designed to help students develop along a gradual progression.
At the completion of every ten-week stretch, students receive evaluations from
both their classroom teachers and their work supervisors, and they also have
an opportunity to evaluate the supervisors. Students are paid minimum wages
while in the program.

Program effectiveness is shown by:

the overall post-program success rate, over a 12-year period,
approaches 100 percent, with an annual job placement rate of 75-80
percent and a continuing education rate of 15-20 percent

the dropout rate has been reduced to near zero

students have shown improvement in their grades and attendance

attendance is encouraged by requirement that students attend school in
order to work.

The program is directed by a full-time employee of the school district
and by representatives from each participating firm. The schools also provide
teachers for each site where Careers in the Classroom is operating. Work
supervisors are recruited from the firms. Visitations to the program can be
arranged.
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Conta Peter Rein, Manager
Work/Study/Cooperative Education Programs
O'Fallon Technical Center
St. Louis Public Schools
5101 McRae Avenue
St. Louis, Missouri 63110
314-772-6100

Mablean Perkins
Equal Opportunity Affairs
Ralston-Purina Company
Checkerboard Square
St. Louis, Missouri 63188
314-982-3257

Reference: Public/Private Ventures, n.d.

164

144



Title: Jobs for Youth, Inc. (JFY)

Description: Jobs for Youth began in 1968 in New York and was replicated in
Boston in 1976 and in Chicago in 1978. With some minor variations, each
program shares aeveral basic features. All youth applicants attend an
orientation session during which they complete brief tests of ver:Jal and
mathematical skills. Subsequently, youth have several meetings with a
counselor to discuas their expectations of the world of work and behavior for
getting and holding a job. Youth who need to improve functional skills
receive individualized instruction using competency-based learning modules,
grounded in basic skills, life skills and/or job related skills. In same JFY
programs, long-term competency-based basic skills and GED preparation programs
are also offered.

After about threr weeks, most youth are ready, in the view of program
staff, to gain and held a job, and job placement service begins. Job orders
cuntinually come int.) JFY, and lob-ready youth are referred to appropriate
openings. Typically, jobs are entry-level ones in small private businesses.
Over,time, JFY beilds a large number of employers who rely on this program to
solve entry-level staff needs. Once a job is secured, the counselor maintains
ongoing contact with the youth, and employer-services staff (responsible for
finding the jobs) do the same with employers. This communication is aimed At
"nipping problems in the bud." Close, contact is called for between counselors
and employer-services staff. No stipends are paid to youth.

Some indications of success include the following:

between 4 and 6 of every 10 youths a _ placed in private sector jobs

cost-per-youth job placement is under $1,000, which compares favorably
with analogous programs

the program works equally well for both younger under 19) and older
youth

youth "pay back" the cost of the program, in terms of increased
earnings over a comparison group, in about a year.

The three JFY programs operate independently. Each is managed
executive director who is responsible to a local board of director.
board oversees all program and fiscal operations and is composed
from the corporate and public sectors. Each JFY staff consists
employees who perform specialized functions: job counseling, edve
job development. In addition to the three JFY programs serving yu
York, Boston, and Chicago, the JFY National Technical Assistance Office,
located in Boston, offers consulting and training to organizations throughout
the country. Private sector job development, competency-based education,
serving undermotivated youth, and supervising youth private sector jobs are
some of the technical assistance areas which are frequently addressed.
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Contact: David Rosen, Associate Executive Director
Robert Zelnick, Director of Technica1 Assistance
Jobs for Youth - Boston, Inc.
312 Stuart Street
Boston, Massachusetts 02116
617-338-0815

Reference: Public/Private Ventures, n.d.



Title: Overbrook Regional Senior High School Building Trades Program

Description: The Overbrook Regional Senior High School Building Trades
Program of Pine Hill, New Jersey, is appropriate for disadvantaged students
seeking a career in the construction trades but lacking in sufficient
communication and computation skills.

The goaU lf the program are:

to proiide job entry skills in carpentry and related build ng trades
occupations

to provide opportunities to develop safe work habits

to develop the attitudes necessary for success in employment.

The program is a educational learning experience which provides these
students with the opportunity to attain entry level job skills and to develop
competency in trade related math and communications. It also stresses the
importance of safe work habits and proper work attitudes. At the request of
church and other non-profit organizations, the students participating in this
program often embark upon community-based projects.

In addition to the state report, a follow-up study is conducted annually.
Data indicate that the majority of this program's graduates have found employ-
ment in building trade occupations. They tend to remain in the trade, and
many former students have become successfully self-employed business peopl

The program and the house that students built can be visited by
appointment.

Contact: Daniel Borelli, Vocational Director
Overbrook Regional Senior High School
Turnerville Road
Pine Hill, New Jer ey 08021
609-767-8000

ference: Grumelli, 1982
_ _
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Title: The Philadelphia ugh School Academies

Description: The Philadelphia High School Azademies Program was initiated in
1970 by the Philadelphia Urban Coalition, on behalf of the Philadelphia Board
of Education, in order to provide disadvantaged, inner-city high school
students with marketable job skills. There are four academies operating in
seven public high schools. The academies, in order of their establishment,
include the Academy of Applied Electical Science, the Philadelphia Business
Academy, the Academy of Applied Automotive and Mechanical Science, and the
Health Care Academy. In 1983, all four academies joined together to form the
Philadelphia High School Academy Association, Inc.

Functioning as "schools within schools," the academ es provide vo ational
education and career development by relating the study of basic skills and
social studies to the vocational demands associated with the chosen career
path. The program combines a carefully prescribed process for selecting
academic courses, counseling and personal attention, and follow-up by
teachers, as well as actual work experience and job skills. Program
effectiveness is shown by:

average daily attendance which is approximately 90 percent, as
,compared with 60 percent for the schools within which the academies
are located

the dropout rate is near zero, as compared to a system-wide -ate of
close to 50 percent

72 percent of academy graduates And jobs, pursue higher education,
enter the military.

The High School Academy Association is an incorporated umbrella
organization that coordinates the activities and operations of the various
academies. The Association is governed by a 2I-member board of directors,
which includes the chief executive officers of major sponsoring corporations,
the Superintendent of Schools, the Executive Director of Career Education for
the Philadelphia School District, and other community leaders. The four
individual academies are also incorporated, non-profit, tax-exempt organiza-
tions. Each is governed by its own board of directors, drawn often from local
corporations' departments of social responsibility. Academy teachers are
school district employees and are therefore directly accountable to their
department heads and principals.

Contact: Hendrik B. Koning, Program Direc or
Philadelphia Electric Company
2301 Market Street
Philadelphia, Pennsylvania 19101
215-841-5568

Reference: Research for Better Schools, 1983
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Titlei Strategies and Techniques for Advancement in Reading (STAR)

De_cription: STAR is an intensive program devoted to achieving basic literacy
ia 16 to 21-year-old students who are reading at an elementary school level.
About 30 percent of its students are certified as learning disabled. Located
within High School Redirection, an alternative high school in New York City
for students who have not succeeded in the city's larger comprehensive or
vocational schools, STAR offers students individualized and flexible
instruction. The average length of stay is one year, but some students remain
as long as four years.

Students are assigned to one of four classrooms according to their
performance on a series of tests. They spend at least five periods, and
sometimes a full seven periods, in these rooms. The reading level In each
classroom is relatively homogeneous. One teacher and two paraprofessionals
work with each group, attempting to weave together a sequence of materials
that fit the particular needs of the students. Four resource centers are
available and are considered an integral part of the STAR program.

The philosophy running through STAR is eclectic; a variety of techniques
are employed until progress is made. The program strives to integrate
guidance and academic functions in every class in the conviction that, for
these students, learning how to read is not simply a cognitive challenge, but
one that ineludes social and psychological factors. Additional barriers
preventing students from staying in school and learning are addressed. For
example, two day care centers located in High School Redirection made it
possible for young mothers to return to school.

Program effectiveness is shown by:

students progress in their reading ability at a rate of two to four
grade levels per year

retention rate is 70 percent higher than the High School remediat on
rate, and STAR deals with former truants

Attendance rate exceeds the high school remediation average.

STAR is a school within a school, located inside High School Redirection'
whose principal is responsible for overseeing the program. STAR is administered
by a program coordinator. The staff includes eight teachers, four working in
the classroom and four running resource centers, as well as five paraprofes-
sionals.

Program can be visited by appointment.

Contact: Lynda Sarnoff, STAR Program
High School Redirection
226 Bristol Street
Brooklyn, New York 11212
718-498-2605

Reference: Public/Private Ventures, n.d.
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Title: Success on the Move

Description: Success on the Move was formed in 1979 by Kaiser Aluminum,

Oakland High School, and the School of Education at the University of

California, Berkeley. Begun as a summer program for disadvantaged youth, the
program hae a special curriculum, developed through the collaboration of the
three partners and designed to emphasize problem-solving skills, basic reading

and math ability, and the linkage between school and work. Other important

components of this program are paid work experience, teacher retaining, and a

framework for ongoing planning and adjustment involving all the partners.

The students who participate in Success on the Move are primarily black,

Hispanic, and Oriental and are either sophomores, juniors, or seniora at

Oakland High School. Although originally only students who were experiencing
difficulty in school were selected for the program, it includes a mixture of

academle achievement levels. The program has also expanded to include not
only the six-week summer session but several 15-week sessions during the

September to June school year. The basic formula, however, remains intact:
students dedicate mornings to academic pursuits -- social studies, meth,
English, and science -- and receive one period of pre-employment training
before heading off to work sites in the afternoon to gain paid job experience.

The classes are taught by high school teachers provided by the Oakland

school system. Doctoral students from Berkeley'a School of Education assist
the students by offering counseling and tutorial services. Team teaching and
mastery-learning techniques are employed, and students have an opportunity to
receive individualized instruction aimed at correcting remedial education

needs.

Program effectiveness is shown by the following:

dropout rates are negligible

attendance, attitudes, --d employability skills have increased
markedly

75.5 percent of the students have achieved gains in math

reading scores have jumped as many as six grade levels for some
students

among prog am participants, a higher percentage of students are
choosing to enter engineering and other high technology fields than
among inner-city youth in general.

The program is guided by a steering committee consisting of the Assistant
Superintendent of Schools for Oakland, the Dean of the School of Education at
Berkeley, administrators from Oakland High School, and representatives from
Kaiser Aluminum. The committee was formed to promote the development of new
initiatives, to help clear curriculum through the school board, and to refine
the program model. The direct operations of the project are managed by a
project director and a coordinator provided by Kaiser Aluminum. Oakland High
School supplies three teachers, and the University makes available three Ph.D.
students.
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ContaCt: Sandra Dunn
Kaiser Aluminum and Chemlcal Corporation
300 Lakeside Drive
Oakland, California 94643
415-271-8916

Electra Price
Oakland High Schools
1025 Second Avenue
Oakland, California 94606
415-836-8283

Reference: Public/Private Ventures,
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Title: Vocational Outreach Program of Middlesex County Vocational and
Technical High School System

Description: The Vocational Outreach Program of East Brunswick, New Jersey,
recognizes that many local school districts in Middlesex County lack the
resources to provide disadvantaged students with a diversified selection of
vocational education courae offerings. The program is specifically designed
to augment the local district offerings by bringing into these communities the
equipment and expertise essential to a strong vocational PAducation program.
Utilizing mobile trailers. the Vocational Outreach Program goes directly to
the local school district. The program is especially designed to meet the
needs of students who are disadvantaged as a result of insufficient communica-
tion or computation skills and/or have difficulty in forming responsible
relationships in a regular classroom environment. For many of these disadvan-
taged students, the Vocational Outreach Program will be their only opportunity
to come into contact with vocational education.

The Vocational Outreach Program seeks to accomplish three principle
objectives. They are:

to develop within the local school districts of Middlesex County an
awareness of vocational education

to provide vocational education to local districts maintaining little
or no internal capability for doing so themselves

to demonstrate the positive effect vocational education has on
students in general and in particular, disadvantaged students.

The Vocational Outreach Program is essentially a cooperative effort
between local school districts in Middlesex County and the County Vocational
and Technical High School located in East Brunswick. However, the program
relies primarily on its ability to bring vocational education directly to the
local district.

The Vocational Outreach Program strives to develop an awareness of
vocational education in the disadvantaged student population of local county
districts. In doing so the program attempts to provide enough of a vocational
education experience to influence students to give secondary vocational
education a try. Therefore, the program measures its level of success by the
interest it generates in high school level vocational education. The program
notes that in a time of decreasing enrollments, applications to the County
Vocational and Technical High School remain hi h.

Contact: Joseph C. Colombo, Assistant Superintendent
Middlesex County Vocational & Technical High School
P.O. Box 220 - 112 Rues Lane
East Brunswick, New Jersey '08816
201-257-3300

Reference: Grumeli.i, 1982
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III. THE MANAGEHENT OF P GE AND SCHOOL IMPROVEMENT

In a time of rapid change and shrinking resources, responsible educato--

become m- -e effee ive managers. They are proactive rather than reactiv

planning desirable changes and employing relevant knowledge to bring about
.

school improvement. In large school systems or complex urban districts, such

behavior may be more difficult than in districts with greater re-_urces and

less environmental turbulence. However, effective management of planned

change for school improvement does occur in urban districts -- especially when

appropriate knowledge is put to use. While much of that knowledge is based

on specific local experience, some is more general. This section of the

Sourcebook summarizes general knowledge about the management of planned

change. It discusses: the relevant professional literature, planning

implementation, leadership for school improvement, strategies for school

improvement, and staff development.

Understanding the_Change_LiteratUre

Until the mid-1970s, most educators relied on experience and intuition to

determine how to plan and implement programs designed to bring about school

improvement. Since that time, more practitioners are using research to

improve their schools. They have been most successful when the staff involved

were familiar with the studies about planned change and made purposeful

decisions in selecting and applying models and concepts most appropriate to

their own situations. Central office staff designing school improvement

programs should find the following summaries useful.

Models Chanje

Research reviewed by Roberts 978) describes six basic models of

change.
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The linear model of four states -- research, development, diffusion,
adoption (RDDA) -- was suggested by Brickell (1961) and refined by
Clark and Guba (1967). It has been applied primarily in large-scale
efforts, and assumes that practitioners are rational and passive.

The social interaction model of five stages -- awareness, interest,
evaluation, trial, adoption -- was designed by Rogers (1962) and
refined by Rogers and Shoemaker (1971). It is based on the belief
that "good" programs will readily be adopted if they are advocated by
colleagues with credibility.

The problem-solving model of six stages -- translation of a need,
problem diagnosis, search and retrieval of "solutions," adaptation
the innovation, trial, evaluation -- was derived from the work of
Lewin and NTL (1947) by Lippit, Watson, and Westley (1958). It
assumes that change begins with recognition of a local need.

The linkage model, as described by Bhola, 1965 and Havelock, 1969,
almost identical to the problem-sol*ing model but assumes that a -

person outside the school or district facilitates the change by
working collaboratively with practitioners to link research with
practice.

The organization development model of has four stages -- entry and
contract setting, data collection, diagnosis (of the organization),
action interventions -- was developed by the same groups as the
'problem-solving model, but ie different in that it attempts-to improve
both effectiveness/productivity and the employees' quality of work
life in a systematic, sustained way through the use of behavioral
science concepts.

The local process of change model has three stages, each with several
components -- mobilization (problem definition, solution selection,
generation of support, decision making about strategies, assignments,
and resource allocations), implementation (mutual adaptation of the
program and the organization), and institutionalization (integrated
use of the program into the routine of the school) -- was described by
Berman et al., (1975, 1977). The model reflects actual practice as
reported in 29 case studies.

Perspectives of Clmage

It is apparent that models of change have evolved over time to take into

account local differences and individual needs and to give equal attention to

both the processes used and the programs/products adopted. Louis (1983)

argues that the _ are three p rspectives on change: (1) rational -hich

applies content knowledge logically and assumes that people are rational and

reasonable; (2) political, which recognizes there are div rse sources of power
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and-influence and deals with pressures and interest groups; and (3) systemic,

which looks at the structure and culture of systems in their entirety. The

locus of change may be the individual(s), school(s) or larger group. Most

change efforts have a rational perspective, focusing on changing individual

behavior (e.g., providing information and training to teachers). Some

recognize the influence of organizational norms and may focus on ehe school as

a whole, perhaps including both rational and political perspectives. A few

als- acknowledge the interaction of parents and community with the achool and

the individuals in it, and design more systemic change strategies.

Educators develop and apply "theories in use" when they decide on a locus

_f change and advocate a particular permpective. A cammon "theory in use" is

that individual teachers will be rational in adopting a new program. A more

effective "theory in use" recognizes the political and systemic perspectives

and the importance of change at the organizational level to support individual

efforts.

Examples of Findings from Studies of Change
_ _

A district or school brings about improvem nt by a process of internal

par icipation and support, using quality products or practices as the sub-

stance of the effort, and obtaining appropriate exte_al support. Major

studies of school improvement (Loucks & Crandall, 1982) p esent some findin s

around which there appears to be a strong consensus.

Policies which combine in-person assi twice th validated practice
are most likely to result in change.

A critical mass of supportive teachers (in each school) is important
for implementation.

Teachers should be actively involved in decision making.

The principal's asaistance in implementation is essential.

A climate that is open, trusting, communicative, and supportive of
change is conducive to school improvement.
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There are several phases of the change process experienced by
individuals and schools: interventions (e.g. types of assistance,
support, or training) should be keyed to those phases.

Phases of the Chan e Process

The reference "phases of change" is related to the work by Hall and

others (e.g., Hall & Loucks, 1977) on the Concerns-Based Adoption Model

(CBAM), which addresses the "stages of concern" that people go through when

confronted with a new program. Following awareness, they experience concerns

about new information, personal implications, management,,consequences of use,

collaboration/interaction with others using the program, and, finally,

refocusing for improvement. Historically, educators tended to ignore personal

and collaboration concerna, but Hall's research demonstrates that projects are

more successful when such conderns are addressed in a timely fashion.

Variables Influencing Imglementation

Overall, the change literature indicates that four groups of variables

strongly influence

"what," the "how,"

work of Fullan and

successful implementation of an improvement effort: the

the "who," and the "who and what else." Referring to the

Pomfret (1977), Berman et al., (1977 Vol. 7), Paul (1977),

and Charters and Jones (1975), Roberts (1978) defines the variables as

follows

What? the
demand on

innovation -- its source, nature, purpose, target audience,
resources, explicitness, and complexity.

How? the
training,

lannin lementation rocess -- the rature and extent of
assistance, support and feedback.

Who? the internal or anization -- people's roles and responsibilities.
the nature and extent of influence of such factors as commitment,
support, climate, and resources; and the norms of communication and
decision-making.

Who and what else? eiternal influences -- the nature and extent of
in luence of such factors as input fifSM federal or state agencies,
operating constraints and incentives, and socio-political
complexities.



In recent years, schools, districts, and state education ag ncies (SEAs)

have clarified their perspectives on change, developed their own definition's

-f school improvement (influenced by the reports on school effectivene ) and

applied adapted models of change, and implementing their change with various

degrees of purpose and intuition. Some of those experiences have been

described in recent studies, and the findings from them appear elsewhe _

this sourcebook.

Plannin _Implementat

The purpose of planning is to create a shared image for action acceptable

to local school district administrators and staff of schools involved in

implementation. Planning is influenced by the norms cf schools and districts,

and how they function as organizations.

Types_ of_Systemaand Their Influence

in bureaucratic systems, a rational perspective is likely to be held in

which practitioners have clear objectives, disions are based on "hard data,"

and authority is recognized (Sieber, 1972). Here, "goals are unambiguous.

and...the means by which the goals may be achieved are understood and

specifiable" (Hannaway & Sproul, 1979). In predictable situations, senior

administrators hand down the rules and procedures that are to be applied, but

such formalized means are not effective in dynamic situations.

In loosely-coupled systems (Weick, 1976), a "logic of confidence"

replaces reliance on rules and procedures. Plans are based on cross-hier-

archical philosophy and trust which permit flexibility in implementation.

Sine- school improvement is dynamic, and many programs adopted as

solutions to local problems are not absolutely prescribed and predictable,

even rational bureaucratic organizations (such as large urban school systems)

need to build feedback and negotiation into their planning. The
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"hyper-rationalization" of bureaucratic control is not useful since "the

lementation of policy at the site level remains a task that, ideally, calls

for adaptability and situational sensitivity" Boyd & Cro-son, 1981). Such

flexibility is particularly important when a large-scale improvement project

is planned, because the longer it takes t- institutionalize a change, the more

likely it is that goals will evolve, unintended outcomes will occur, and

contingency planning will be needed.

Characteristics of Effective Planning

Quality planning leading to effective implementation is continuous or

cyclical, so modifi ations can be made as needed. Through their research

Kiser (1978) and (Robe 1978) agree on the characteristics of successful

comprehensive planning.

There is active participation by teachers, school-based adminis-
trators, and central office staff (representing the three "subsystems"
of the LEA).

A task force representing all three subsystems (and sharing leader-
ship) directs the planning and implementation.

De4sions and actions are shared across organizational levels.

Goals are congruent (program focused) across subsystems, and a work
plan aud schedule for planning are followed.

Tasks reflect a consumer-centered approach to a real local need, and
task directives flow from the task force to subsystem members.

Time and other resources are used effectively.

Productivity is enhanced by systems analysis of problem areas,
documentation, and development of staff capability (e.g., to help
teachers equalize knowledge).

Teachers have positive perceptions of the performance of.the
superintendent and assistant superintendent (their commitment,
expertise, ability to resolve conflict, and use of appropriate
planning techniques).

Local educators collaborate with a knowledgable technical advisor.

Four points are worth further clarification.
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[Firs j is the involvement of implementors in the actual planning
process.... The key is relevance. Everyone does not have to be
involved in reaching consensus on every decision, but all must have
a shared image of the total plan, and each must have the opportunity
to influence decisions relating to actions that the person or group
will have to cart)! out.

A second important point relates to goals or needs. A real local
need should be *addressed* with goals congruent between SEA and LEA
and subsystems within the LEA. If there is incongruence, task
avoidance and non-implementation will occur. For instance, the SEA
may advocate that block grants be used to supplement a generic
instructional Improvement effort, while interest groups within the
LEA may each advocate specific content areas..... Given this level
of conflict, it ia apparent that planners must be skilled in problem
definition and consensus building....

The third point for consideration relates to expertise. If, as
in Kiser's study, LEA administrators have the necessary expertise
(knowledge and skill in planning techniques, etc.) there is no
difficulty. If such expertise is lacking, or cannot be applied at
the time, the LEA should seek help fram an external agency....

The last key point relates to internal/external interaction.
Effective communication and shared understanding are essential.
Mfgotiation is preferable to compliance. The SEA should be prepared
tc provide technical assistance to planners -- not simply relating
to fiscal allocations but to all aspects of the planning process.
The LEA should ensure that the SEA understands local realities.
Ideally, an on-going relationship should be established between
state and local liaisons functioning as communication channels, and
facilitating delivery of appropriate, timely technical assistance.

(Roberts & Smith, 19f1, pp. 70-71)

Models of Planning

There are many models of planning used by educators, each with its own

advantages and disadvantages (Miles, 1976 as illustrated in Table 1), some of

which are,so open (e.g., natural development) as to barely merit the

classification. There are also many tools and techniques used in planning

(such as fo field analysis, or management information syste_ ). Each LEA

should use those techniques or models that seem most appropriate for the

situation. All LEAs may want to ensure that they address the concepts

suggested by Ackoff's (1977) model of strategic in'teractive planning:
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Table 1
Models of Planning

(Miles, 1976)

1 Character hambeye
Future
Orientation Design

hasp-
tive.
DOM.

Linkage
Planning/
loplementa.
tion

Advantita

ling
Jah

improvisation
Espediency

lot,

expertise
indirect vague high pragmatic recognises irratfon

that unanticipated
ctoes are 1002 Me
shAt meani cEnnot t
ly connected to ,01

ral
iopment

emergence
from day-to-
day activities
of inhabitants

key
operetional
staff

work into
it. Short
time frees

specific
at ImP-
laments-
(ion

high on. and
the same

user need orienWi
energiee. provides
viduel 'successes

*serial

'

ingenious
problem=solv-
Ina using knomm
(ethnology to
fit/overcome
operating eon-
asraints

external
eapert
plus
client

direct
imaging

.p.cifie
problem
solution

high focidsotal clear. simple. sppe

mai
flag

chronological
tasks related
to specified
goals systematic
resource &Ilene=
tion. decision-
making

experts
plus
operators

direct.
aupported
by "Coals"

very
high
(promos)

varies van.. r.tional. stratghti
deals with time ss
tait msnegable comic
can wipes* comples1
economy of Energy

AFILM CreatiOM 0(
Inas& system.
careful study
of its proper
Cies

operator.
(plum
esparto)

direct fairly
high

fairly
high

direct pre-...eseas cons..
demla with complesf
identifies core pv4
and relationships.
human intelligence
way

ive
4ing

apirs1=.
rectignitinn
of need. actiOn.
fact-findius.
redesign, gives
priority co
feedback tr.=
actions

operators.
clirElt.
gatekeepers

mIly As
it becomes
present

!taw reflex.
Ise

vigornus vellsu or am

trta & Smith, 19 2 pp. 66#

180



analysis of the "mess" of interactive problems)

ends planning -- designing the realistic ideal, the "grand vision" of
the improvement in place

means planning -- using structures and mechanisma to decide how to
achieve the ends

resource planning -- assigning staff and other resou _es

implementation (incremental, flexible, cyclical).

Planning Dilemmas

Contingency planning is a ways necessary. At the district level and in

each school, initial readiness to begin implementation should be determined,

and a "go" or "no go" decision made. Similarly, at key points (e.g., _fter

pilot trial, or when outside funding ends) initial plans need to be reviewed

and decisions made to expand, maintain, or terminate the pro

Louis (1983) states that contingency planning is one of three areas in

which educato face dilemmas. The other two are leadership and strategies.

Leadership includes three dilemmas: administrators' involvement,
staff involvement, and community relations, each on a continuum of
high to low or open vs. closed.

Strategies are planned and implemented, based on decisions arising
from six dilemmas:

- process vs. product orientation
- use of outside experts vs. self-reliance
- fidelity vs. adaptation of the innovation (program)
- autonomous pilot vs. integration on a broader basis
- limited goals vs. comprehensive goals
- formalization vs. naturalism.

Since operating assumptions and etc re ults of implementation influence

decisions about each dilemma, no standard set of rules can be applied for all

LEA_ However, since research does suggest correlations between program

results and the nature and extent of leadership and strategies applied, these

two areas are discussed in the following sections of this paper.
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Providin- Leadechool Improvement*

... we define leadership as that behavior of an individual which
initiates a new structure in interaction within a social system; it
initiates change in the goals, objectives, configurations, proce-
dures, inputs, processeu, and ultimately the outputs of social
systems.

(Lipham & Hoeh, 1974)

In school improvement efforts, leadership is not the responsibility of a

single individual but rather of a team or task force.

A cross-hierarchical team should beformed that takes
responsibility for planning, making decisions, and modifying
activities by using information aboutthe relative effectiveness of
the program. This team (plus other representatives of role groups)
should have a thorough understandingof the innovation so that plans
are realistic and policy and practiceare interactive.

(Roberts & Kenney, 1984, p. 46)

The following presents general taska orareas of responsibility, describes

some specific leadership behaviors, outlines role group responsibilities, and

lists outcomes arising from effective leaders14

Res onsibilities of Leaders in School rtn-rovenent

Th- three general areas of responsibility are: (I) program management,

including planning budgeting, record keeping, expansion, and dissemination;

(2) assistance, encompassing materials development, logistical and affective

support, and training and coaching; and (3) assessment and evaluation

of the prograa.

1. Program management activities related to the development, administra-

tion, and expansion of the project.

* This section and the following section m "strategies" is based largely on
the results of a three-year study of school improvement in 182 schools in 24
large LEAs (e.g., see Roberts & Kenney, 084), and materials developed to
inform that project (e.g., see Robirts &Smith, 1982). Those studies are
specifically referenced only when directquotations are presented. Infor-
mation drawn from other sources is referenced even when it Is paraphrased.
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Pla-mninti -- includes develmpinent of an initial plan and reassessment
and. reVision of planstoemsure on-going improvement and to deal with
eimmoticipated problems. Rempresentatives from all role groups should
be dinvolved in planningto promote a sense of owuership in and
commitment to the projut, and to build organizational knowledge and
cod_oarstanding.

_Ettjclii-- planning and nmsonitoring the allocation of project funds.
ProAtvet directors (molly central office staff) should be responsible
for coordinating the finanttALal matters of the project across the
dis=tict, keeping in end itive needs expressed by the principals and
teaecaters implementing the model:

Rete=rd keepin docusenti_mg the project as required by the nature of_-
the Innovation and/or.by threm funding agency. All role groups should
be =4v:wired to keep records on relevant aspects of the project (e.g.,
toaccalers keeping records ocL student achievement; central office staff
on vckale scope and intensity of implementation across the district; and
priracipals on the status oE the project within their schools).

Expgansipe -- growth ofthe x4roject within the school district.
Toacmaaers and principalscam expand the project within their school but
nocel the backing of the cett-&ral office to expand the project to other
hr=ols in the district. Ezra:pension within the school can be coordi-

rtatd by the principalor Lltastructional leader, but expansion within
the system should be coordimated by central office staff.

Dieenination -- publicist_ the project and sharihg expertike der6s-
or =44.atside the school system.. Representatives from all role groups
ca14 help in publicizingproject succesi, espiciallyto parents, the
community, and the school b4=iard.

2. Assistamuce

1,92,X_stical suppor_t provicaing concrete resources (e.g., instruc-
tjoaial materials, access to telephone, copying machine, common time
for planning). Central off_ce staff should act as resource
coor7cl1nators, providing varff-aus support services to implementing
schowcIls across the district- Principals should coordinate resources
withr_lAa their schools. Inst=netional leaders can influence the type of
scpp..ort provided.

Motearials develop merit -deNareloping new materials, planning units and
less-sons. TeacherS are tosiny responsible for developing classroom
materials but should have axe logistical support of principals and
eetitm-al office staff.

Mfe-tive support -- All reel-4e groups should provide affective support
to e-oh other but centrd ofFrice staff and especially principals need
to a.=knowledge teacher effots formally, such as creating opportuni-
ties for professional derelcepment and visibility, or informally, such
as lixnaise for a job well-dormem

163



IlakITEILet2StISStla 4;1iing Irttov=edge and skills in program
implementation gith othee % elihwtota rimmt training events or providing
systematic follov%up aeSiev t.ance intlivdually to implementing teachers.
Central office Aff tt-lt,alm ind commach at the district level.
Teachers and prinnipala sts-et elfietive trainers and coaches at the
school level and this diatr -10Ct liva. galen they have the backing of the
central office.

Assessment

Profsam -- Measuring the iWnpactof theme project on the school system.
Project directofs should boon topesiblaie for assessing program impact
(Possibly with aside assOtrance , from the SEA, a college, or
s(milar agency).

fOti. enemmecnit of the effects of the program
on teachers and students, Fcintafli.e, staff may be surveyed to
determine attitudes to the prop% anda the extent of increase in
teachers' knoWledge and in the p=rogram area. Students'
attitudes and acReveraertt t=lf program aSpoals should be determined by
analyses of grades, teat remesuLts, or assurveys. Teachers should collect
student achiellemMt data., iiazooricing vitt= each other and the principal to
determine how teats shcetCW tve used t==o improve instruction. Central
office staff (or project iitMrechre) Ohzkould lead in developing or
selecting measures and Mettelodol md ec=ordinating data collection for
decision-making.

Monitorjri obez-vation of teachers to ensure
that the proven' is being tOLInpLeented regularly with a minimum of
adaptation. COotral off14%ea eisporvisOrs and the school principal can
monitor teacher ellgicatioescl, tputteaChzsers may fear that their teaching
ability is bsingevaluats4._. rachera can serve as monitors if
designated by adsinistratat.tru oFtby ttir expertise in the model being
implemented.

Behaviors

when resourc es inveaed in e lieprowement program produce positive

results, the program should becoine 1), the school routine (institutional-

ized).

District insti zetion
central office support arid

zmstrongly correlated with
umatitutionalization....

The strongest predtetora selhoi in8e4titutiona1ization are
support from schoot.hoed $404-xCf stators nd instructional gain.
This indicates that ale Prefarelson selected Ma a s to be one that really
makes a difference in the cloaaroa, a rtd =I s sufficiently linked to
the principal's prioatias to ::=AL f 1ue 0 4 atministrative investment in
affective and logisthal leadelr-rshl.p behal.P*-1Lors.

(Roberts & Kenney, 1984, p . 4 5 )
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Since administrative support is so importan

including:

1. Affective behaviors that...

(a) demonstrate commitment and belief in the pr

ined here as

'8 value

(b) provide support by demonstrating Interest and recognizing temacher
success.

Such logistical behavio as...

(a) a "press" for fidelity, monitoring implementatimi, and expeting
a given level of use of the program

(b) a "press" for intensity, monitoring implementation, and hel'P.J'Alg
to ensure that at least three teachers in each participating=
school use the program regularly

(c) assistance by coordinating, training, respondingtorequestm, and
providing resources (including materials or timefmr teachers to
develop materials)

(d) coordinated communication across teachers, and school and
district level administrators for program reviewamd improveent

(e) implementation of decision making based on a variety of dar

Even though a crosshierarchical team may share management resporusfhli

ties, educators recognize the realities of line authority andthe conetraints

of regular roles and responsibilities. Therefore, for each cliche three =role

oups, it is useful to describe some of the more important _sponsibilitzbes

(which are in addition to those listed above).

Central office staff should:

Encourage linking schools and the LEA to the SEA, andact as resorce
coordinators by providing various support services. If implementtion
is in more than one school, central office staff function as "pralject
directors."

Make decisions based on sound knowledge (e.g., evidence of local rnteed,
validity and appropriateness of "improvement" model orprogram.
assurance of availability of.adequate resources, lacluding person
time).

Involve all role groupa (teachers, school administratM centre
office staff, and sometimes outside technical advisors) in plannig
and implement ion so that:
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- plans are realistic
- reassignments do not result in organizational loss of knowledge
- groups can support each other
- no one group is overburdened
- there is a reasonable chance that success will go beyond the initial
pilot school.

Ensure that the following elements are included in the change process:

- participation is voluntary or allows some areas of choice
- communication is multi-dimensional
- planning is interactive with training
- training and technical asaistance are provided before and during
implementation

- "lip service" compliance is not accepted as implementation.

Set clear expectations for involvement of different role groups in the
improvement effort, i.e.. responsibilities for principals, teachers,
and central office staff should be specified (Loucks & Crandall,
1982).

School-building administrators :hould:

Ensure that-teachers' concerns are addr :sed (logistical and
affective), and .function as supportive facilitators or managers,
sometimes with "projecr iirector" status if a "lighthouse school"
strategy is used.

Direct instruction: set instructional achievement standards and judge
teachers and self by those standards.. Obtain staff commitment to a
school-wide program, philosophy, or priority (e.g., instrUctional
emphasis). Take teachers' ideas into,consideration in decision
making. Observe/supervise teachers, including checking on such
activities as assignment of homework (Loucks & Crandall, 1982).

Work with staff to ensure that all teachers:

- participate in decision making for instructional improvement
- allocate more time and effort to instructional tasks than to extra-

curricular activities (class and in-service time)
- support individual teacher activities relating to the improvement
program.

Work with staff to achieve a shared understanding that is reflected in
common behaviors about discipline, student responsibilities, and
expectations.

Set expectations for use of the new practfce, including the extent of
acceptable adaptation (Loucks & Crandall, 1982).

Work with teachers to assess their use of the components of the new
practice, both before and during Implementation (Loucks & Crandall,
1982).
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Call on central office ataff for assistance when teachers request it
or there appears to be a need (Loucks & Crandall, 1982).

Teachers should:

Work with other users, building administrators, and central office
staff to plan implementation and to assess the use of components of
the practice, discuss possible adaptations, and identify assistance
and resource needs (Loucks & Crandall, 1982).

Attend training, and develop or organize materials (Loucks & Crandall,
1982).

Carry out classroom implementation tasks. Also, teacher representa-
tives support others by "turn-key training," especially for capacity
building sites. When implementation is in one school, teachers can
function as "project directors" if administrators do not take on that
responsibility.

Technical Assistance

In very large school systems, when many schools become involved in the

improvement program, a team may be formed to provide technical assistance.

The team may include administrative and supervisory staff as well as teachers

on special assignment. (Sometimes the team includes or is made up of people

outside the system, such as SEA. staff.) The team :Leader should be a senior

administrator who works closely with the superintendent.' The following

findings (Rob _ts & Kenney, 1984, pp. 48-49) suggest guidelined.for the team.

If staff are assigned as part-time technical assistants (TAs), they
need to form a group that has strong leadership from a senior adminis-
trator, and active support from their regular supervisors. The TA
group coordinates program planning, communication, and resource
allocation, and designs major awareness-level training activities.
The group works to achieve program goals (avoiding tangential or pro
forma activities).

TAs should value the program and have regular assignments that can
readily be integrated with the improvement pro ect. Their responsi-
bilities should be adjusted so that TA groups spend at least 40 days a
year on the improvement project.

Effective TAs should have a dolid knowledge of instruction, curriculum
development, staff development, planned change and organizational
analysis, and the models of innovations to be implemented. They
should be familiar with schools and school systems, particularly those
to which they are assigned, and should establish positive productive
relationships with those systems, maintaining program integrity in the
context of local constraints.

167 187



From a local perspective, TAs are useful when they are program
advocates; provide quality information, training, and assistance
relevant to local needs to facilitate rich fidelity of implementations
and engage in croes-hierarchical problem solving that helpa to clarify
program purpose, maintain harmonyv and contribute to instructional
improvement. TAs should support local leadership teams, and
acknowledge successes.

Ou comes Arising From Effective Leadership

When a program is successful, it is implemented w th fidelity (faithful

to the developer's design), and intensity (enough time each week to make a

difference). Program outcomes are achieved. Process outcomes are also

achieved and the program should become insti utionalized (Miles, 1983).

Indi-ators of institutionalization, achieved over time, through effective

leadership, include:

1. Procedural outcomes

(a) in-service is modified to support the program

(b) staff are assigned and accountabilities are modified

(c) resources (time, materials) are allocated annually

(d) local funds are used.

2. Policy outcomes

(a) management (leadership, advocacy, decisi_ makin$ ) is shared, not
reliant on a single administrator

(b) effectiveness is assessed and data are used in dec_sion-making.

3. Organizational outc mes

(a) cognitive: the status of the program 5,s commonly understood,
clearly stated, nearly all teachers asked tG participate do so
regularly

(b) affective: local educators feel ownership" of the program;
there is harmony between teachers and school-based administra o
about the program; and there is harmony between school-based
staff and central office-staff about the program.

These outcomes are also influenced by the strategies selected by local

leaders. The following section discusses some strategies appropriate to

vario kinds of LEAs or priorities.



Selecting_Implementation_Strategies

Strategies arise from decisions which are influenced by local prioritieS.

Therefore the project task force or school improvement team needs t- begin by

identifying school needs and district priorities, and clearly understanding

their relative importance both in political terms and in terms of opportuni-

ties t_ bring about real improvement in students' learning. For instance,

if several high schools have attendance and discipline problems and the super-

intendent's first priority is in that area, opportunity for change is much

greater than if the schools do not recognize the need or if the superintendent

is focusing on bas c skills. This exploration of needs and priorities is part

of the first stage of strategic planning -- the analysis of "the mess."

From that analysis (which might include a formal needs assessment, or

some orientation or training activities related to more desirable programs or

systems), the team can move on to designing the "realistic ideal" -- the ends

to be achieved by the improvement program. The next step is determining how

the program is to be implemented. Here, some parts of the original realistic

ideal may be eroded postponed as they are seen to be overly ambitious, but

decisions are made about the scope and sequence of the pro _ct, and the

strategies to be used. The rest of this section discusses factors that

influence planning for implementation and strategies that may be used.

Influencing Factors

As stated earlier, one of the variables of implementation is the "what"

-- the innovat -n model, or program. It must be appropriate to the local

need, designed for the given target audience and purpose, and proven effective

in sites similar to the adopting school or dist- ASSUMing that more than

* A model may be designed by the LEA to meet a specific need. In this case,
the "proven effectiveness" criterion cannot be immediately satisfied, but
should be met before the model is used in other schools.
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one model or program meet t ese criteria, the school improvement team may want

to make their choice according to the models' relative complexity.

The more complex the model, the more effort is needed to implement it,

especially in the first year. However, complex models may be worthwhile if

they make a real difference in a classroom or school. Complexity is a

somewhat subjective criterion that can be judged by rating the model on four

dimensions:

1. Knowledge -- how much new information (knowledge, skills, attitudes)
must be learned by teachers and administrators?

2 Materials -- how much classroom (or school) materials need to be
developed or redesigned?

Methods -- how much change is required in the way things are done in
the classroom and in the school?

4. Organization -- how much administrative action and
change is required?

pa icipant role

If a model i- complex yet very appealing, educators should re ist the

temptation to change it.* Instead, _hey should maintain its integrity but

reduce the scope of implementation planned in order to stay within manageable

limits.

Scepe refers to the number of schools, classes or teachers curricular

areas or subjects, and students involved. Intensity refers to the time

allocated for pregram use -- the frequency or percent of time in which a given

group of students is involved in the program. A critical mass is necessary

for program maintenance, which means that at least three teachers in a school

should be involved. Sporadic or brief use makes little impact, which means

that (for initial or pilot implementation) an instructional model should be

used at least for a full marking period, or an attendance program should be

* Some adaptation may occur in the second year, t initially it is preferable
for fidelity to be, maintained.
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coneistently applied at least to ell students in a given grade for a semester.

It is preferable for a few teachers to implement with high intensity in the

first year than for many teachers t_ implement briefly or sporadically. The

few (with appropriate support) are more likely to overcome initial problems,

experience success, and become program advocates. In the second year they can

help expand the program to other teachers. Thus- intensity (with fidelity and

acknowledged success) is more important than scope in the first year.

The influences of planning and leadershiR have been discussed in p_ v us

sections. This leaves one set of influences which cannot be predicted or

controlled -- the social pressures or environmental turbulence that can change

p_iorities or undermine programs (Hiles, 1983). In some cases, funding cuts

_timulate these changes, which include: (1) staff reassignments resulting in

shifts in leadership, which in tura result in communication lags or loss of

expertise; (2) revised priorities (which can have positive results leading to

additional allocation of resources and expansion, or negative results if

administrators involve teachera in multiple proj-c and (3 ) organizational

changes (which have a negative impact if leaders receive additional assignments

or participants have to learn new systems).

Such changes can threaten improvement programs. How ver, even when high

environmental turbulence occurs, projects survive and make progress when there

is clear evidence of instructional gain, and administrative support, and

attention has been paid to the outcomes of procedure policy, and organization

(discussed earlier).

Knowledge of influencing factors facilitates dec s ons about the

implementation strategy to b3 used.
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Iftigirtz,t,=_Strategies

Mete Atxre four basic implementation strategies.

Igr2thouse. A single school is involved or, in large districts,
sel%mwral single schools are involved, each operating autonomously to
402-Lement particular models or program components. No commitment is
mAAme by central office staff to provide support, to advocate further
1401... or to initiate planning or training in other schools. This
atfahmategy puts the greatest burden on school staff. Institutionaliza-
tiotem is probable if the principal's priorities are addressed, there
ar0 no conflicting innovations, and at least three teachers advocate
ahtl Implement the innovation regularly.

,:lalEia-buildint. This is essentially a staff-development approach
v;uwhich teachers are trained and then volunteer to "try" a model or

ptOtxram component. Initial training is usually provided by central
oft_7_ce staff to teachers in several schools. When school teams (of
at 1-2-east three teachers) pre-contract with the trainer, and princi-
?elan; agree to provide release time and support, and if the model or
pul-wram component is classroom-oriented rather than systemic (e.g.,
tx10771culum vs. discipline), this approach can be successful. Howev3r,
0107e is no_formal commitment by administrators to provide on-going
otIVP'cort or "press" for implementation. Therefore, institutionaliza-
CldkAx is less likely.

3100, /District. In the first year, up to three schools are involved,
;;111-1-72Witrong central office support. Evidence of success leads to
gte-mter administrative involvement and, in some cases, use of key
NOCIAlers as trainers or technical assistants. By the end of the
thoi-d year, as many as 30 schools may be regularly implementing the
pl.08:-.7.ram. This strategy is the most feasible, especially for large
M$0,6-ol districts or for complex improvement programs.

ct wide. All schools at a given level (e.g., eleme_ ary) are
_.lved with the selected modeiused for a given subject in all

es by at least three teachers in the first year. In subsaquent
expansion occurs as more teachers and/or schools become

ived. This strategy requires the most work from the most people,
. central office staff enthusiasm and effectiveness important for
-ss. (Usually about 25 schools are involved as a "first wave."

14,aarge LEAs, it is possible to involve more schools if the program
lomot overly complex, if careful preparation has included principal

tVallsnning to build commitment, and if staff are available to provide
Pailitmglow-up support.)

ApilctJuldistrict or dist ct-wide strategy can be used cost-effectively

JO 401001. itexnprovement program if there is a strong relationship between

tichodneels marid district priorities, and if time and effort are to be

trovged.
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... In both cases,, the goal is for all program eligible teachers
to be implementing the model regularly by the end of the third year,
using a process of incremental involvement. The pilot/district
strategy begins in very few schools, and expands by school,
beginning in each school with the principal's support and an active
tem of volunteer teachers. The district wide strategy begins by
focusing on teachers (from all achools) with responsibility for a
given subject area and grade level(s), and expands by grade level
(and sometimes also by subject area). In both cases, iwareness
training should be conducted for all_administrative and supervisory
staff before teachers are trained. "First wave" pa ticipants should
be volunteers, to the extent feasible.

Attention should be paid to the indicators of institutionalizatiOn,
particularly those relating to organizational outcomes and adminis-
trative support.

Participating teachers should be given release time, and school
teams should have common planning time in their first year of imple-
mentation, with moretime available if curriculum materials are to
be developed.

Classroom instruction should not begin until teachers are prepared
to teach a complete unit or course, Srnpa and starts, sporadic
implementation, and low fidelity should be discouraged by team
leaders providing relevant coaching or support so that participating
teachers can experience success.

Assessment -f implementation processes and instructional gain should
be on-going to enable successes and problems to be identified.and
dealt with appropriately.

If the selected program has proven its value elsewhere, but produces
little or no instructional gaii . at a new site, the fidelity and
intensity of use should be assessed. If both are high but apparent
for only a few isolated teachers,,aiministrative support needs to be
improved and organizational, policy, and procedural outcomes
assessed and modified if institutionalization is to occur.

(Roberts & Kenney, 1984, pp. 45-47)

In t. e previous sections, reference was made to training and follow-up

assistance. Since training plays such an important part in school improvement

efforts, it is addressed separately below and the concept somewhat enlarged to

allow for discussion of staff development in general.



Deeignirajm4 Conducting Staff Development gfforts

Staff development for educators at all levels is essential to melntain

and improve relevant knowledge and skills. When a new program is initiated,

staff to be implementing that program must be trained. School districts can

plan comprehensive staff development programs that support diatrict priorities

and address individual needs; they can desigu sets of training activities that

are most likely to result in classroom improvement; and they can look to

research and experience to determine the characteristica of effective staff

development.

The following presents the characteristics Of an effective staff

development program and of training activities, then Tie:views the implications

be consid-- d if the intended outcomes include direct application of nest

programs or concepta by a most teachers.

Character Effective Staff Develo me P o r

The program has clear goals and long-range, comprehensive plans.

It is based on the philosophy that th purpose of staff development
is to improve classrooms and schools through the continuous
pidfessional development of educators and support staff.

It furthers organizational goals and meets individual needs, and has
strong administrative support (district and school).

It supports major functional areas of service delivery, such as the
instructional program, curriculum, and teacher-student interactions
(particularly when a new program is introduced).

The program contributes directly to excellence in teaching and
optimal student learning.

The program balances district and school roles, and coordinates
activities at both levels.

Administrators, teachers, and other staff are included in planning,
implementation, and evaluation.

It maintains integrity of content (knowledge/skills), hut adjusts
delivery processes to meet the varying degrees of sophistication of
the participants.
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It includes a variety of on-going activities. including workshops.
group planning or curriculum activities, coaching, or individual stlidy
or practice.

ActivitieS are scheduled during non-.instructional time and summere,
providing for in-service credit or release time.

Plans are modified based on evaluation and feedback.

Characteristic- of E Ac

Each activity uses a type of presentation which is tied to expected
outcomes (increased knowledge, skill acquisition, behavioral change).

It has clear objectives tied to audience interest and need.

It is scheduled at a convenient place, at a time that does not compete
with other responsibilities.

It uses appropriate, comfortable facilities.

It applies the principles of adult learning.

It has current and appropriate content based on theory, research, and
best practice.

It has a knowledgeable, skilled facili ator or presenter.

It includes receptive and active roles for participants.

It is perceived as useful to participants.

It has follow-up for participants.

It is evaluated.

The activities should be designed so that: the individuals want to

learn; the learning is in context and uuownedul by the learner; group learning

occu ach individual learns about himself/herself, others in his/her work

situation, and better ways to get the work done; and anyone in a leadership

role encourages participants to contribute the three kinds of learning (self,

others, work) to any task at hand, recognizing that individuals and the

organization will benefit (Handy, 1978).
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Implications for_Executiv- Control

The match between objectival] and activities is explained in more detail

in Table 2. If the cr terien for success focuses on responses of trainees

during and immediately after am event, Knowles' activities and outcomes

useful. In general, he suggests that while trainees may become more knowl-

edgeable by attending to visual and aural presentations, concept building

requires more active:involvement through discussion, skill building requires

participation and practice, and change in attitudes requires self-disclosure

and exploration of the relationship of the new information to trainees'

existing work and beliefs. Knowles (and others who have the same basic ideas)

makes no distin-tio- between various kinds of audiences g., teachers,

administrators), their relative maturity in terms of the information presented
A

(e.g., veteran department head, student teacher), or the motivation or incen-

tives influencing pa ticipation.

If the criterion for success is classroom application 9f an instructional

process or _ew curriculum, the summary of research by Joyce and Showers

suggests that teachers need to be involved in a series of activities. (See

Table 3.) They argue that although a few teachers may develop skills or apply

ideas following rationale and theory building, most need involvement in all of

the first four components, moving from awareness, to conceptualization, to

skill development Lnd to application of information transferred from a

workshop setting to their own classr _ms. The fifth component -- integrated

learning -- may be 1s important for teachers for whom the new information is

closely relat-d to their existing information. In such cases, executive

control may take place through on-site coaching. However, when the new

information is complex, different from exiating practice, very situation
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Table 2

MA ching Workshop ActIvItIes to De-ired Outcomes*

Type of Outcome Most Appropriate Activities

Knowledge Lecture, television, debate, dia og, iutervlew,
symposium, panel, group interview, colloquy,
motion picture, slide film, recording, book-based
discussion, reading.

Understanding Audience participation, demonstration, motion
picture, dramatization, Socratic discussion,
problem-solving discussion, case discussion,
critical incident process, case method, games.

_Skills Role playing, in-basket exercises, games, action
mazes, participative cases, T-Group, nonverbal
.exercises, skill practice exercises, drill,
coaching.

Attitudes Experience-sharing discussion, group-centered
discusSion, Tole playing, critical incident

-prOcess, case method, games, participative cases,
T-Group, nonverbal exercises.

Values Television, lecture (sermon), debate, dialog,
symposium, colloquy, motion picture, dramatiza-
tion, guided discussion, experience-sharing
discussion, role playing, critical incident
process, games, T-Group.

Interests Television, demonstration, motion picture, slide
film, dramatization, experience-sharing discus-
sion, exhibits, trips, nonverbal exercises.

* Based on Knowles, M.S. The modern practice of adult education: Andro ogy
/51121_EElmax. New York: Association Press, 1970.
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Table 3

Training Components and Outcomes*

OUTE6404 Training Components

afwelopment

Application
Oorizontal t ansfe

Executive control
(vertical transfer)

-tionale and theory building -- study of relevant
information by trainees, with trainers using
standard presentation activities.

Demonstration and modekIng -- observation by
trainees of application by experts.

Practice and feedback -- trainees practice new
skills (in relatively protected conditions or as a
"pilot" effort ) and receive fast feedback to help
improvement.

On-site coaching -- support and information
exchange among trainees; assistance and trouble-
shooting from experts/trainers.

Intetrated learning -- analysis of relationships
of new and old information and situational
influences, and development of integrated applica
tion that fits situations different from the
initial "protected conditions."

* Based an Joyce, B.R., & Showers, B. Power in staff development through
research on training. Alexandr a, Va.: ASCD, 1984.

specific, or needs to be adapted to a new environment or audience, integrated

learning is essential if vertical t ansfer is to take place. Bruce and"

Showers state that such transfer is difficult for teachers who focus on the

specifics of the new information rather than the underlying concepts.

The Joyce & Showers model is useful if a serIes of events is planned to

help teachers apply new information, if the teachers themselves are the

trainees, and if there is administrative approval for the anticipated changes.

Th- model may also be u eful if trainees are to "turnkey" (vertically

transfer) information to another group of educators. Fewer components of the
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training mda1 may be n acted if.trainees are "matu " in the information area,

and/or then Is an exi =ing emadministrative policy for ap lication. On the

other hand,Uthere are conf5Flicting administrative priorities, and/or

trainees seelittle relevancemm in the Information, even total adoption of the

model may result in little apemplication (especially if trainees are adminis-

trators withhigh conceptual ability and a preference for making their own

decisions).

This suggests that the i'mtended outcomes need to be clearly under tood

before high.cost training is undertaken, and trainers need to negotiate with

trainees andpelicy makers r :neure a common understanding and mutually

relevant imOrement. If a a-zormort purpose is served, pre-contracting facili-

tates task sharing and results in agreed-upon outcomes in a cost-effective

manner. These findings are s-4upported by.the work of Roberts and Woolf (1984).

They suggestthat large scale staff development requires contingency planning

rather thanroutinized trainimmng design. Executive control -- bringing about

widespre d gogram improvemenIrlt -- is influenced by: the extent to which

partieIpantsunderstand and agggree to intended outcomes and responsibilities

(pre-contracting); the match csmf training to real local priorities (resulting

in administrative expectationees for implementation); the timeliness of the

training content; and the pero=eived value of materials provided. (To a lesser

extent, follomip support frommn trainers is useful.)

Sckoldistrict staff should identify program priorities and ease--

teacher needs, weaving the let=ter into the former and designing supportive

staff development programs Anal activities that put relevant research into

practice for school improvememett.



Ackoff, R. L. (1977, Wint
Magazine, 36-41. (C/S1)

Augustin, J. W., A Novak, J. L. (1980)a
effective ingredients? Madison: Wisconsin Vocational Studies Cente,
(Eric Document Reproduction Services No. .ED 192 235) (SD)

The corporate raindance. The Wharton

Baltzell, D., & Dentler, R. (1983). Selecq25-AMEISEL2S11222.1.-Eili
Research report. Cambridge : Abt Associates. (PL)

Barth, R. S. (1985). The leader as learner. Educational Leadeb, 446).
92-94.

Beacham, H. C. (1980). Reading_and helping high dropouts potential

school_leaders. Final report. Tallahassee: Florida State Departtrantof
Education, Division of Technical and Adult Education. (ERIC DocutiftM

. Reproduction Service No. ED 236 451) (SD)

Becker, H. J. (1981). Dreams vs realitIes Baltimore, Md.: Johns Sins
University, Center for Soc al Organization of Schoola. (CI)

Berliner, D. C. (1978, March). Etasainal,JALstilikulas!R1411E-
interventions in four classrooms. Paper presented at ths annual trAtting of
the American Educational Research.Association, Toronto, Canada. (BS)

Berman, P., & McLaughlin, M. W.
educational chan e Vol. IV: The fiudins in review, Santa Menice,U:

nd. C 1)

(1975) ELoinas supporting

Berman, F., & McLaughlin, M. W. (1977). loeral_rp-_orcut-
educational chan-e, Vol. VII: Factors affectin-
continuation. Santa Monica, . Rand. (C SI)

Bhola, H.
update

Block, J.
_ec

S. (1978). (Ed.). Planned educational change: A connept el
. Journal of the School of Education, 54(2), 23-38. (C/SI)

H. (1970). The effects_of various lave
d co n tiv- _affective, and_

_tat_on, University of Chicago. B

Block, J.
York:

forma
Unpublish-

H. (1971). (Ed.). Mastery Learnin- d Practice, hv
Halt, Rinehart, and Winaton. (BS)

_ _

IteMs in the bibliography have been. keyed to topical areas of the outs-
book: BaSic SkillEmBS, BilingualB,,Change and School Improvement%C/g1
Computer InstructionCI, Disruptive StudentsDS, Drug/Alcohol Abuse0M
Principal LeadershirmPL, School AttendanceSA, Special Education*RSEf
Student DropoutssiSD, Writing InstructiormWI, Youth EmploymentoYE.

180 200



Bloomberg, A., & eaiifie1d. W. (1980
Perspectives on- actool leadership. Bo_ _

mi effecive principal:
con. P )

Bossert, S., Dwyer, , 0.,Rowan, B., & Lee, C. (1982.I0 The instructional
management rola of the principal. Educational Aminimtratiori rt--erl ,
18(3), 34-64. (ft)

Bottoms, G., & Cops,. W. (1983). A perspective
Phi Delta ltappall, C(), 348-354. (YE)

Boyd, W. L., & CroureoviR. L. (1981). The changinim conception and pri.actice
of public school stainistration. In D. Berliner (Ed.), Rev remesearch
in education, Vol. 9. Washington, DC: Amertran Educational kesearh

°elation. CC/8/)

on viwocarional educatiomn today.

Boyer. E. L. (1983). Hi h school: A le
America. Nev York Harper & Row. CI

Brady, M. E., Clinton, C. , Sweeney, J. M., Peterson,. M. ,8Pcyne
Instructional dlinensions stud . Washington, DC: Kirschner Ls
(BS)

Jam

Brickell, H. M. (1961), OrgFlizing New York state for educat
Albany: New York State Education Department.

Brim, J. L. (1978). Student absenteeism: A su
62(413), 65-69. (SA)

H. (1977).
ociasXes.

r`v report. NASSP Ruletin.

Brinker, R. P., & Thorpe, M. E. (1984). EvaluatiorLa o_ the inte:racic m= of
severely in regular edu_saSlo
Final report. Princeton, NJ: Educational Tesrin.2.ts Service. (SE)

Brophy, J. E. (1979). Teacher behavior and its eff--ects, JouEducational, 71(6), 733-750. (BS)

Brown, R., & Scherer, J, J. (1984). Business and -hools: Reasons Iczor a
partnership. Journal of Career Education, 10(3), 197-203. (YE)-

Bulkin, E., & Sica M. (1984). New Utrech5 High Froi_e_c_c_As_111:1

O.E.E. evaluation rent, 1982-1983. Brooklyn: alley York City BoarcEi of
Education, OffiQO of Educational Evaluation. (ER=C Document Reprodm=ction
Service No. ED 245 045) (B)

Bushey, J.A. (197S). LI education: Goals, tches, evalu
report. (ERIC Document Reproduction Serv ce No. D 112 528

California School Boards Association. (1981). How =co keep students in
school... and malce them want to be there. Saorestmento: Author. 1Lxc
Document Reproducticn Service No. ED 213 099) (Ses.)

California State Departeent of Education. (1981). (=7uide1ines for
school-based alcohol and dru evention =rams. Sacramento:
Author. ERIC Douent Reproduction Service N. :Z7.13 208315) (DA)

181 2 0.1



California State Department or- Education. (1981). Schoolinge
mimr udents: A theortAc(et c 1 framework. Los Angeles: California
State Jniversity, E aluatioina, Dtssemivation, and Assessment Center. (B)

Csunp,C, Gibbs, J. & Monagee, M. (1980). School_dropoute: _A discussion
22m. Sacramento: Califol=rnia State Legislature, Assembly Office of
Research. (ERIC Document Romeproduction Service No. ED 191 959) (SD)

C -_pbell-Thane, L., Manning, K.-.. Okeafor- K., & Williams, E. J.
Beildn ba ic skills: Modemals for im.lementation. Columbus
University, National Center for Research tm Vocational Educe
Document Reproduction SerVic=ce No. ED 232 014) (YE)

Cawelti, G. (1982). Training for effective school administra
Educational LeadershiP, 39(25), 324-329. (PL)_ _ _ _ _

(1983).
Ohio State

on. (ERIC

C -nter for Learning Technologlemes. (1982). Com uter literac : An
_introduction. Albany: New York State Education Department. (C1)

ellealupAy, A. B. (1981). Devemeloping competency measures for vocational skill
arem: Another link betweenei industry and education. Journal of
It_hyisti--EducatiorAt-Ellon, 2(2), 21-26. (fE)

Chartera,W. W., & James, J. E. (1985). On neglect of the independent
variable in program evaluation. In J. V. Baldridge & T. E. Deal (Ede.),
Managing chane 4x4 educattomtaal or anizations. Berkeley, CA: McCutchsn.
(C

Chase, C. 14., & Kane, M. B. (1* 983). The principal es instrectional leader:
Hawmuch more time before act? Denver: Education Commission of the
Stems. (ERIC Document Re duction Sereice No. ED 244 369) (n)

avarchom, D. Fertile time for creative writing: Mere college courses every
yean (1984, January 8). Naomi York Times, Pp. 42-43. (WI)

Mark. U. L., & Guba, E. (1967 An examination of potential change roles ineducation. In Rational 1 mann n in curriculum and instruction.
Washington, DC National. dtmacati Association. (C SI)

Clark, D, L., Lotto, L. S., & Ameauto, T. A. (1984). Effective schools and
school improvement: A compalmeative analysis of two lines of inquiry'.

20(3), 41-68. (FL)

Cohen, LH. (1979). EvaluatleENOILLIBE211._educatien prpgrams.. Hingham,
biA: Teaching Resources Corpcx'ration. (B)

Cohen, M, Koehler, V., Matta, L--., & Timpane, M. (1980). Izistr-uctionally
(affective schools: Researeh area len. Unpublished paper. ERIC Document
Reproduct on Service NO. ED 210 801 (PL)

Collazo-Levyp D.,-& Sica, M. (1- 984). Clara_Barton_bilin:ual rogram.
eva:betion re ort, 1982-83. 1713rooklyn: New York City Board of Education,
Offim of Educational Evaluet-lion. (ERIC Document Reproduction Service No.ED 245034) (B)

182 202



The College Board. (1984 Aendemic mparation for colle-e: What_studente
need to learn and be able to do. New York: Author. (CI

Collins, J. (1982). Admiiiieceing A workshop leader
handbook. Andover, HAL: The- NETWORK, Inc. and the Northeast Regional
Exchange. (WI)

Cooley, W., & Leinhardt, G, (11t980). The inatruc ional dimensions study.
Educational Evaluation:41'4=111c Anal-eis 2, 7-25. (BS)

C_tton, K., & Savard, W. G. (T980). The princilal as instructional leader.
Portland, OR: NorthwestW=Aonal Educational Laboratory. (PL)

Crawford. J. (1978). Intsrantons of learner characteristics with the
difficulty level of insttunton. Journal of Educational PPsychology 70(4)_ _
523-531. (BS)

Cronnell, B., & Michael, J, (P=;82). Writin : Policies, roblems, and
possibilities. LOS Alamitos.. CA: Southwest Laboratory Educational
Research and Development. (W1)

Cummings, J., Krashen, S.,Legalirrete-Harcaida, D., Terrell, T. D., & Thonis,
E. W. (1981). Ishes1ALLeits: A theoretical
framework. Les Angeles: CeALIfornia State University, Evaluation,
Dissemination, and Assestmen= Center. (B).

Cupertino Union School Disaiet-- (1983). K-8 computer literacy curriculum.
The Computing Teacher. W(7).4 7-10. (CI)

D'AMico, .1; J., Rouk, U., Mramoran, T. B. (1984). Cuide_of eXemplary
practices, olicies a_d ams in urban school district_AJAIL
Philadelphia: Research fo BEletter Schools (SA)

DeBevoise, W. (1984). SynthesfLs of research on the principal as
instructional leader. Unmat=ional Leadershi , 41(5), 14-21. (PL)

Driscoll, M.
St. Louis,

Driscoll, H.
St. Louis,

(1980). Research within ach: Elementar -Tho-1 mathematics.
MO: CEHREL,Itte.

(1982). Reenact withjn ach: Seconda scho
MO: CEHREL,

Duke, D. L., & Seidman W. (19&;2). Ar,-: public schools organized to minimize
behavior problems? In NI.. Muke (Ed.), NelEing teachers manaxe
classrooms. Arlington.VA: _Association for Supervision and Curriculum
Development. (DS)

Early, H. J. (1969).
reading programs?

Edmonds, E. (1979).
Leadership, _37(1),

Whathes research in reading reveal about successful
Enlrn, 58, 534-547. (BS)

Effeai-vechools for the urban poor.. Educational
15-24,

183 203



EdUC*UOriai P 0 am Mae 0. . (1984). (10th ed.) Longso

Fanner, E. T., & Ewertsomi, C. H. (L981). Synthesis of ieee
ennagement. Eclucetie=nal teaderaMp. 38(4), 342-347. (BS)

ERIC Clearinghouse on E=lucational lianagement. (1981). Violence il=t the
hoo1 Row uch?_ at to do?. Research action brief. Ichnsbmr 1 7.

Sopris

classroom

Eugene, 0 Autho

Far list Laboratory for
Educational

Fat West Laboratory for

Far Wm Laboratory for

DS

Educational Research
that work (6th ed.).

Educational Research
that work. (8th ed.).

Educational Research
chat work (9th ed.).

and Developmmt. (197' ).
San Francium: Authmoir.

and Development_ (193:1).
San Francium: Anti:pm-Jr.

and Development. (19E=.3).
San Francisco: Autho-=.

ohe, C. W., Filby, N.- N., Marliaxre, R. S., Cohen, L. S., Dishaw. 14. M.,
More, J. E., & Rerlr=17er, D. C. (1978). Teactehaviot_ts1.45
loming time arid tt.dent achievement: Final r& tort of Phase
Reinnin Teacher Ei3uation San Francisco: hr West tAiRoot:otory
EorEducactonal Resèzeh and Development. (BS)

Forman, D. (1982). Ses-rch of the literature. The C-- utit_p_icisech.otn
37-51. (CI)

Freidman, G. I. , & Schulmcman, R. (1284)
"MATE" OE E e1uatjon r
Board of Education. OzlEfice of Educa
Reproduction Service 3E4O. ED 245 047)

9

Jotp_jar_Aigt_Rhall p_tr*aact
1982-1983. Brooklyn: New York City

onal Evaluation. ON Docuzument
(B)

Puilan, M. , & Pomfret, A (1977). Research on curriculum and inst=-uction
iroplementation. Reviw of Educational Research, 47(2), 335-397. (C/SI)

Ceoffem, L. D., & Ceof7Vrion, 0. P. (1983). Cl2s=e_ater_se_l_i
ingmction. Readlns MA: Addison-Wesley. (CI)

CinZberg, E. (1980). TEnce school/work_ nexus: TransitionoE.ouchro. se col
co work. 9loomingto71.. IN: Phi Nitta KaP0a Educsc _ Fou d

Gonzalo, P. C. (1961). How to begin language instruction for
novEnglish-speakIng smttudents. Lar_lvaillArts, 58, 175480-

Good, T. L., & Grows, 1)- A. (1979) - Teaching and mathematics lea
§Cluenior. 37(1), 39-45. (BS)

Cottfohnn. G. D., & Dor_ger, D. C. (1979). Disru tier& in six bund=red
schools. Baltimore: johns Hopkins University, Center or the Som=ial
Orgadzation of School-13. (ERIC Document Reproduction Service No. EU)183
701) (DS)

"4 2 0 4



Greenfield, W. (1982). Researc n ublic s hoo ritti els: A review and
recommendations. Paper prepared for the National Conference on the
Principalship, National Institute of Education, Washington, DC. (PL)

Grumelli, M. D. (1982). ModelNewJerse--Vocat-___
disadvantaged: An abstract book. Princeton, NJ: Educational Improvement
Center-Central. (ERIC Document Reproduction Service No. ED229 52) .(YE)

Hall, G. E., & Loucks, S. F. (1977). A developmental model for determining
whuther the treatment is actually implemented. American Educational
Research Journal, 14(3), 263-276. (C/SI)

Handy, C. B. (1978). Understanding_ organizations. New York: Penguin Books.
(C/SI)

Hannaway, J., & Sproull, L. S. (1979). Who's running the show? Coordination
and control in educational organizations. Adminiserat- 's Notebook, 27(9).
(C/SI)

Harris, I., Hedman, C., & Horning, M. (1983). Success with high sChool
dropouts. Educational Leadership, 40(6), 35-36. (SD)

Havelock, R. C. (1969). Planning for_innovation. Ann Arbor, MI: Center
for Research on Utilization of Scantific Knowledge, Institute for Social
Research. (C/SI)

Helms, D. C., & Graeber. A. O. (1985). (Eds. ) Achievement directed_leader-
ship. Guides and Handbooks. Philadelphia:
(BS)

Research for Better Schools.

Hersey, P. W. (1982). The NASSF assessment center develops leadership
talent. Educational Leadership, 39(5), 370-371. (PL)

Holdzkom, D., Berbermeyer, R., Wright, A., & Krekeler, E. (1983, April).
Purpose and audience in writing:_ A study_ofuses of the_p_rimary trait
aystem in writing_ instruction. Paper presented at the annual tiieting of
the American Eductional Research Association, Montreal, Canada. (WI)

Holdzkom, D., Reed, L. J., Porter, E. J., & Rubin, D. L. (1980). Research
within reach: Oral and written communication. Washington, DC: National
Institute of Education. (WI)

Huddle, E. W. (1982). A Maryland program fo
schoDl principals. Phi Delta Kappan, 63_0

professional development of
40'.

Huff, S., Lake, D., & Schaalman, M. (1982). Principal differences:_-
Excellence in school leadership and management. Boston: McBer. (FL)

Hunter, M. (1971). Teach for transfer. El Segundo, CA: Theory into
Practice Publication. (BS).

Hunter, B. (1983). My_atudents use com uters: Com rehensive guide for the
K-8 curriculum. Reston, VA: Reston Publishing Company. (CI

185

205



Hyman, I. A., & D'Alessandro, J. Commennary: Oversimplifying the discipline
problem (1984, April 11). Education Week, pp. 18-24. (DS)

Inman, D., & Schulman. R. (1984). ILri2.122,L3ABSingual Academic and
Business Skills: Q.E.E. evaluation report,198271983. Washington, DC:
U.S. Department of Education. (ERIC Document Reproduction Service No.
ED 245 044) (B)

Jackson* S. A. (1978). The quest for reading programs that work.
Educational Leadershi-- 36(3) 168-170. (BS)

Johnston, L. D., Bachman, J. G., O'Malley, P. M. (1981). Highlights from
student drug use in America,_1975-1980. Rockville, MD: U.S. Department of
Health and Human Services, National Institute on Drug Abuse. (DA)

Joyce, B. R., & Showers, B. (1984). Power in staff develo ment_ through
research on training. Alexandria, VA: Association for Supervision and
Curriculum Development. (C/SI)

Jones, W. M. (1977). The impact on society of youths who drop out or are
uneducated. Educational Leadership, 34(6), 411-416. (SD)

Kelman, P. Bardige, A., Choate, J., Hanify, G., Richards, J. Roberts, N.,
Walters, J., Tornrose, M. K. (1983). Com uters in teachi theme ics.
Reading, MA: Addison-Wesley. (CI)

Kiser, C. (1978. March). Introducing comprehensive planning systems_in
school districts: A conce tual modeldevelo_ed from_case studies. Paper
presented at the annual meeting of the American Educational Research
Association, Toronto, Canada. (C/SI)

Klein, S. S. (1984). (Ed.). Com er education:
sponsored bye U.S. De.artmen
National Education Associar_ n. (CI)

A catal
Education, 1983. Washington, DC:

Knowles, M. S. (1970). The modern practice of adult education: Androgogy
versus pedagogy. New York: Association Press. (CfSI)

Ku ik, J. A., Bangert, R. L., & Williams, G. W. (1983). Effects of
computer-based teaching on secondary ochool s udents. Journal of
Edu-'4.112DALLIni1219125 75(1), 19-26. (CI)

Lake, S. (1984). The principal'a role in innovatIonmlariliELFILa
hi-hli hts for school administrators. Redwood City, CA: San Mateo County
Office of Education, SMERC Information Center. (ERIC Document Reproduction
Service No. ED 240 732) (PI.)

Lawlor, J. (1982). (Ed.). Computers in com osltion instruction. Los
Alamitos, CA: Southwentern Educational Research and Development
Laboratory. (CI)

Leithwood, K. A., Stanley, K., & Montgomery, D. J. (1984). Training
'principals for school improvement. Educatioh and Urban Societ , 17(1),
49-72. (PL)

186

206



Letteri, C. S. (1980). Cognitive profile: Basic determinants of academic
achievement. The Journal of Educational Research, 73(4), 195-198. (BS)

Lipham, J. H., Hoch, J. A. (1974). The incipalship: Foundations and

_
Cfunctions- New York: Harper & Row. 7S1)

Lippit, R. Watson, J & Westley, B. (1958). The d--- ics of planned
change. New York: Hercoart, Brace and World. (C S

Loucks, S., & Crandall. D. P. (1982, October). Influences on school
im rovement: Findin s from research. Paper presented at the Assistant
Superintendents' CounciZ Retreat, Columbia, Maryland. (C/SI)

Louis, K. S. (1983, May) Facilitating planned change. Paper presented at
the Annual Instructional Leadership Conference, Maryland State Department
of Education. (C/SI)

Luehrmann, A., & Peckman, H. (1983). Computer literacy: A hands-on
approach. New York: McGraw Hill. (CI)

Lynch, K.

Baltimore:

Kiernan, W. E., & Stark, J. A. (1982). Prevocational and
vocatioaal education for special needs youth. A blueprint for the 1980's.

Paul H. Brookes. (SE)

Manasse, A. L.
Washington,

(1983). Improving conditions for principal effectiveness.
DC: Stanford Engineering and Management Systems.

Manasse, A. L. (1985). Improving conditions for principal effec veness:
Policy implications of research.- The ElementarY_School_Journal. 85(3),
439-463. (Pt)

Mann, D. W., & Gold, M. (1980). Alternative schools for disru tive secondary
stude -, Testing a theory of school processes, students responses, and
outcome behaviors. Final re ort. Ann Arbor: University of Michigan,
Institute for Social Research. (ERIC Document Reproduction Service No. ED
218 550) (DS)

Martin, W., & Willower, D. (1981). The managerial behavior of high school
principals. Educational Administration Quarterly, 17(1), 69-90. (PL)

Maryland State Department of Education. (1982). Confronting the dropout:
Collaborative a roaches to servi h o ential and actual earl school
leavers. Workshopreport. Baltimore, Author. (SD)

McCurdy, J. (1983). he nci al in effective schools:
Problems and solutions. Sacr n CA: Education News _ice. (FL)

Mervilde, J. (1981). Student absenteeism:_ Causes, effects, and possible
solutions- Unpublished paper. (ERIC Document Reproduction Service No. ED
207 157) (SA)

187 207



Miles, M. B. (1976). Thinkin about how to do ve mod
planning and implementation of pew schools. Paper presented at the annual
meeting of the American Educational Research Association, San Francisco.
(C/SI)

Miles. M. B. (1983). Unraveling the mystery of institutionalization.
Educational Leadership, 41_(3) 14-19. (C/ST)

Morris, V., Crowson, R. Hurwttz, E., Jr., & Porter-Gehrie, C. (1981). The
urban _nc -a Discretiona decision-makin n a _a--e educational
organization. cago: Univ r- y of Illino_ at Chicago C --le. (PL)

Murphy, J., Weil. M., Mitman, A. (1985). School effectiveness:
framework. The Educational Forum, 49(3), 361-374. (PL)

National Commission on Excellence in Education. (1983). A nat
The imperative for educational reform. Washington, DC:
Education. (CI)

A conceptual

n at sk:
U S Department _f

National Science Foundation. (1983) Educating_Americans for the 21st
A -lan of action for im---vin mathematics, science, and

echnolo education fo- all American elementary 41td_sconctient,_
that their achievement is the best_in the world_by 1995. Washington, DC:
National Science Foundation, Commission on Precollegiate Education in
Mathematics, Science, and Technology. (CI)

Neill, S. B. (1979). (Ed.).
solutions. Arlington, VA:
(SA. sp)

students n _Alool: Problems and
e _an Associa o of School Admin rators.

New Jersey State Depar eat of Education. (1984). An urban initiative.
(Forward)Trenton, NJ: Author.

New Jersey State Department of Education. (1984a ). Alternative educa_ion
programa for disru-tive students. Trenton, NJ: Author. (DS)

New Jersey State Department of Education. (1984b). Models for the
.reve-itjon, in ervention and _treatment -_ student substance abuse.
Trenton, NJ: Author. (DA)

New Jersey State Department of Education. (1984c). liLglb_school_graduation
reguirements for limited English_proficient students. Trenton, NJ:
Author. (C/ST)

Nisbet, J., Shiragg, B., Ford, A., Sweet, M., Kessler, K., & Loomis, R.
(1982). Plannin- and i: -lementin the transitions of severely handicapped
students fr!mazoll_clo_poatschool environme s. -dison: University of
Wisconsin and Madison Metropolitan School District (SE)

Northwest Ugional Educational Laboratory. (1980) Topic summary:report:
Computer-assisted instruction. Portland, OR: Author. (CI)

Olivero, J. (1982). Principals and their inservice needs: Facing the
realities of the situation Educational Leadership, 39(1), 340-344. (PL)

188 208



Owens, T. R., & Crohn, L. (1983). DeEigaLlg_excellence in secondarz
vocational education: A lications of rinoi-les from effective scho-lin
and successful business practices. Portland, OR: Northwct Regional--
Educational Laboratory. (YE

Paul, D. A. (1977). Change processes at the elementary, secondary and
post-secondary levels of education. rd N. Nach & J. Culbertson (Eds.),
Linking processes in educational improvement. Columbus, 03: University
Council for Educational Administration. (C/SI)

Pennsylvania State Department of Education. (1981). Alternative education
disruptive Harrisburg: Author. (ERIC Document

Reproduction Service No. ED 208 453) (DS)

Pennsylvania State Department of Education. (1984). Turning the tide.
D i-1 n e: .oUeies and delines. Harrisburg: Author. (DS

Persell, C. H. (1982). Effective pri_cipals: What we know from variou
educational_literatures?_. Paper prepared for the National Conference ou
the Principalship, National Institute of Education, WAshington, DC.

Pitner, N. (1982). The Mintzberd method: What have we_really learnedT
Paper presented at the annual meeting of the American Educational Research
Association, New York. (Pt)

Public/Private Ventures. (n.d.). A__practitioner's guide: StrateglEILilsograms, And !_e2Dility development. Philadelphia,
Author. (YE)

Redfern, G. B. (1980). l'1211slaa_IE.4E1,21s and admi _ra or A
performance oblectives_approach. Boulder, CO: Press. (PL)

Research for Beer Schools. (1983). The Philadel hia Hi h School Academies:
Am orientation uide. Philadelphia: Author. (YE)

Roberts, J. M. E. (1978). Im lementation of innovations in educational
organization and instruction. Philadelphia: Research for Better Schools.
(C/SI)

Roberts, J. M. E & Kenney, J. L. (1984).
instructional im rovement. Philadelphia: Research for Better Schools.

Roberts, J. M. E., & Smith, S. C. (1982). instructional im rovement: A
system-wide_approach. Philadelphia: Research for Better Schools. (C/SI)

Roberts, J. M. E., & Woolf, B. (1984, April). State-s onsored inservice: A
.L..112gdz..,42LItiscs. Paper presented at the annual meeting of the
American Educational Research Association, Montreal, Canada. (C/S1)

-Ut nalization o_ e ide

Robinett, B. W. (1978). TeacEngsaLerg_gkersofoth_erlanuaes.
Minneapolis: Univesity of Minnesota Press. (B)

I no



Rogers, E. M. (1962). D
(C/SI)

ons. New York: Free Press.

Rogers, E. M., & Shoemaker,
cro-cultur4pproaeh.

E. (1971).
New York:

Rosenshine, B. (1971). Teachi
National Foundation. (BS)

Sarason, S
Boston:

Scarpittio
Beverly

Communication of innovations:
Free Press. (C SI)

behaviors and student achievement. London:

. B. (1982). The culture of the school and t ;b
Allyn & Bacon. (n)

F. R., & Datesman, S. K. 1980). Druzs and the youth culture.
Hills, CA: Sage. (DA)

Sieber, S. D. (1972). Images of the practitioner and strategies of
educational change. Sociolo- of Education, 45, 362-385. (C/SI)

Silberman, H. F. (1983). Determini als for vocational education.
Ocassional a er No. 96. Columbus: Ohio State Universi y, National Center
for Research in Vocational Education. (YE)

Slavin, R. E. (1978). Student teams and achievement divisions. Journal of
Research and Developmmt_in Education, 12(1), 39-49. (BS)

mith, F. (1981). Myths of writing. Language Arts, 58, 792-798. (WI)

Southeastern Regional Council for Educational Improvement. (1984). Schoolingteachin , Volume 3: Plannin for the future: a collaborative model.
Research Triangle Park, NC: Author. C

Stallings, J. A. (1980). The ocess o_ achin basic -eading skills in
secondary schools. Menlo Far CA: SRI International. (BS)

Standards for basic skills writing programs. (1979). coll-ish, 41.11-16. (WI)

Starr, H., Fraser, J., S Orth, H. (1983). OjKinion_about the roles ofsecondary and postsecondar--1.5.211. Columbus: Ohio State
University, National Center for Research in Vocational Education. (ERIC
Document Reproduction Service No. ED 227 307) (YE)

Swick, K. J. (1980), Disru.tive student behavior in the classroom.
research says to the teacher. Washington, DC: Na tonal Educatio
Association. (ERIC Document Reproduction Service No. ED 218 723)

Ti,ylor, S. J. (1982). Metro olitan Madison ublic sch
int rated ro:ram for children with severe disab
Syracuse University, Special Education Resource Center.

Troike R. C. (1978).
education: Bilin ual educe

a State UnivCali o_
Center.

A model
. Syracuse, NY:
(SE)

(DS)

:he effectiveness of bilin ual
Vol. 2. No. 5. Los Angeles:

y Evaluation. Dissemination, and Assessment

190

1 0



Vaughn, L. (1982). (Ed.). Technology programs that work. Chelmsford,
MA: Northeast Regional Exchange. (CI)

Wayson, W. W., DeVoss, G. G., Kaiser, S. C., Lasley, T., & Pinnell, G. S.
(1982). Handbook for developing schools with good_discipline.
Bloomington, IN: Phi Delta Kappa. (DS)

Wayson, W. W.. & Lasley, T. (1984). Climates for excellence. Schools that
foster self-discipline. Phi D(Alta Kappan, 64(6), 419-421. (DS)

Weaver. F. (1978). Research within reach:_ A research- uided res onses to
concerns of reading educators. Washington, DC: National Institute of
Education. (BS)

Wehman, P. (1981). _CTpetitive_employment: izons for severe'
disabled individuals. Baltimore, Paul H. Brookes. (SE)

Wehman, P., & Hill, M. (1982). Vocational training and placement of severe ydisabled persons:Pr. Richmond: Virginia
Commonwealth University. (SE)

Weick, K. E. (1976). Educational organizations as loogeLy coupled systems.
Administrative Science Quarterly, 21(1), pp. 1-19. (c/sr)

Weick, K. Z. (1982). Administering education in loosely coup]. d schools.
Phi Delta Kappan, 63(10), 673-676. (PL)

West Virginia Research Coordinating Unit
8ri9f = idelines on information and s
West VirgiaL4. _untington: Author.
No. ED 240 278) (SD)

for Vocational Education. (1984).
-a- _or dro.out revention in
ERIC Do ument Reproduction Servic

cox, B., & Bellamy, G. T. (1982). Design of_ high school programs for
severely handicapped students. Baltimore, _ffi; Paul H. Brookes. (SE)

Wyant, S. H., Reinhard, D. 1., & Arends, R. I. (1980) Of principals_and
projects. Reston, VA: Association of Teacher Educators.

Yukl, G. (1982). Mena rial leadeqhIp_ and the effective principal Paper
prepared for the National Conference on the Principalship, National
Institute of Education, Washington. DC. (FL)

Zephirin, H., & Schulman, R. (1984). DeWitt Clinton i School Pro ect
BISECT. _O.E.E. evaluation Brookl-n: New York City
Board of Education, Office of Educational Evaluation. (ERIC Document
Reproduction Service No. ED 245 046) (8)



Appendix A:

Appendix B:

Appendix C:

APPENDICES

Index of Exemplary Pract ces and
Programs Nationwide

Index of Exemplary Practices and
Programs in New Jersey

List of Materials for Directory of
Exemplary Practices and Programs

212



INDEX OF

Basic Skills

PRACTICES AND PROGRAMS NATIONWID

General Models of Basi_ Skills Instruction

Title: Achievement Directed Leadership (ADL)*

Title: Active Teaching (AT)

Title:- Direct Instruction

Title: Effective Instruction---
Title: Effective Lesson Planning-
Title: Mastery L6arning (ML)

Title: Studeac Team Learning (STL)*

Pro arheinatics Instruction

Title: Calculator Assisted Mathematics for Everyday Living (CAMEL)

Title: Comprehensive School Matiwmatics Progr (CSMP)

Title: Conceptually Oriented Mathethatics Ptogr (COMP)

Title: Crass-Aged Structured Tutoring Program for Math

Title: Diagnostic Prescriptive Arithmetic (DPA)

Title: "GO-METRIC"

Title: HOSTS Math: Help One Student to Succeed

Title: Individualized Prescriptive Arithmetic Skills System (IPASS)*

Title: Mathematics Achievement Progr- (MAP)

Title: Mathematics/Technology (MATH/TECH)

Title: McCormick County Follow Through: Mathemagenic Activi ies Progrz
(MAP)

Title: Pre Algebra Development Centers



Title: Project DPI

Title: Systematic Teaching and Measuring Mathematics (STAZ4M)

Tjtle. Title I Mathematics Computer Assisted Inst ot- (CAI)

Pro!.rams for Reading Instruction

T le: BASIC: California Program in Reading

Title: Coordinated Learning Integration - Middlesex Basics (CLIMB)

Title: Improve Minimal Proficiencies by Activating Critical Thinking
(I.M.P.A.C.T.)

Title: Individualized Computer Assisted Remedial Reading Program C

Title: -WRITE

Title: Sierra Reading Lab Program

Programs _for Mathematics_and_Readin Instruction

Title: Conputer-Assisted-Diagnostic-Perscriptive Program in Reading and
Mathematics (CADPP)*

Title: Reading -- Individualized Remedial Laboratories
Math -- Individualized Umediation

Title: A Systems Approach to T7-d1vidualized Instructio SA

BilinvaLEducation
Title: Clara Barton High School Bilingual Program

Title: DeWitt Clinton High School Project BISECT

Title: Houston Independent School District Bilingual Programs

Title: John Jay High School Project DRESCATEH*

Title: New Utrecht High School Pro _ct IMPACT*

Titlo: Project BABS: Bilingual Academic and Business Skills
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Computer

Title: Computer-Assisted-Diagnostic-Perscriptive Program in Reading and
Mathematics (CADFP)

,mm!1.¢

Title, Computer Literacy: A Hands-on Approach*

Title: Computer Literacy: An Introduction

Title: Computer Literacy Curriculum (K-8): The Cupertino Concepts-
Title: Individualized Prescriptive ArIthmeitic Skills System (IPASS

Disru tive Students

Title: Czntral Bucks School District Oppo tu __y Program*

Title: Chestnut Alternative Program AP)

Title: Cope

Title: Dothan Alternative School

Title: No thern Area Alternative High School

Title: Peer Culture Development (PCD)

Title: Project Coffee (Cooperativ -Federation for Educational eriences)

2E41_2pd_Alcohol Abuse

Title: The Bridge

Title: Cambridge and Somerville Program for Alcohol Rehabilitation (CASPAR)

Title: Chemical Health and Intervention Program (CHIP)*

Title: Corner House*

Title: Here's Looking at You, Two

Title: The Peer Helping Program

Title: Personal Development Prog (P.D.P.

Title: Starting Early, K-6; Al-Co-Hol, 7-9; Alcohol Co ntermeasures for High
School Driver Education, 10-12

Title. Statevide Community Organization Program (S.C.O.P.)
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Principal_Leadership

Title: The Maryland Professional Development Academy ( DA)

Title: NASSP Assessment Center

Title: The Principals Center - Harvard University

School Attendance

Title: Bayonne School District Attendance Policy*

Title: Belleville School District Attendance Policy

Title: Lakewood School District Attendance Policy*

Title: Millvill- School District Attendance Policy*

Title: Newark School District Truancy Task Force Report

Title: Passaic school District Attendance Policy*-
Title: Pe .h Amboy School District Attendance Policy*

Special_Education

Title: Haddon Township (NJ) High School

Title: Metropolitan Madison Public Schoo -/Community Vocational Training
Program for the Handicapped

Title: Philadelphia Urban Model Life Skills Program*

Title: Project Ames

Title: Project COVE: Comprehensive Occupational Vocational Education

Student Dropouts

Title: Diversified Educat onal Experiences Program (DEEP)

Title: Educational Services for Schoolage Parents (ESSP)

Title: Focus Dissemination Pr

Title: Intercept: A Positive Alternacive to Pupil Suspensions,
Truancy, and Dropouts*

Title: Milwaukee Journey House Program

ect
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Writing Instruction

Title: Academic Improvement Through Language Experience K 12)-
Title: Ferguson-Florissant Writing ProJect

Title: Individualized Language A Diagnosis, Prescr ption, and Evaluat
(1=12)*

Title: The New Jersey Writing Project (7-12)

Title: Project WR.I.T.H: Writing is Thorough and Effic

1122!ILEEPLIEVISA

Title: Alternative II*

Title: Careers in the Classroom-
Title: Jobs for Youth, Inc. (JFY )*

Overbrook Regional Senior High School Building Trades Program

Title: The Philadelphia High School Academies*

Title: Strategies and Techniques for Advancement in Reading (STAR)

Title: Success on the Move

Title: Vocational Outreach ProgrAm of Middlesex County Voca _onal and- _ _

Technical High School System
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Appendix i

IMDEX OF CfiPTJ1Y PRACTICES AND PROGRAMS IN NEW JERSEY

Ba.jc Skills

itle: Coordinated Learning Integra o - Middlesex Basics

Title: Project READ-WRITE

Drug and Alcohol Abuse

Title: The Bridge

Title: Chmical Health and Inteention Program (

Title: Corner House

Title: Here's Looking at You,

Title: The Peer Helping Program

Title: Personal Development Program (P.D.P.)

Title: Statewide Community Organization Program (S.C.O.P.)

School Attendance

Title: Bayonne School D strict At endance Policy

Title: Belleville School District Attendance Fol -y

Title: Lakewood School District Attendance Policy

Title. Millville School District Attendance Policy

ritle: Newark School District Truancy Task Force Report

ritle: Passaic School District Attendance Policy

Title: Perth Amboy School DIstrict Attendance Policy

Student Dropouts

ritle: Educational Services for Schcolage Parents (ESSP)

3 ecial Education

['idle: Haddon Township (NJ) High School
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Writing_Instruction

Title: Individualized Language Arts: Diagnosi., Prescript on, and Evaluation
(1-12)

Tit1a: The New Jersey Writing Project (7-12)

Title: WR.I.T.SE: Writing is Thorough and Efficient

Youth Employment

Title: Alternative 11

Title: Overbrook Regional Senior High School Building -,-ades Program

Title: Vocational Outreach Program of Middlesex County Vocational and
Technical High School System
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ST OF MATERIALS FOR DIRECTORY OF -Y PRACTICES AND PR

Appendix C

Basic_Skilla

"A Statement of Understanding: Effective Participation in a Training Imple-
mentation Institute for Achievement Directed Leadership", handouts 48,49,
Research for Better Schools, Phila., PA.

Qu stionnaire to help determine when Achievement Directed Leadership training
might begin for the district, Research for Better Schools, Inc., Phila.,
PA, 2 pages.

"Assessing Readiness: Achievement Directed Leadership Practices Which
Currently Exist in Your District", questionnaire, Research for Better
Schools, Inc., July, 1984, 2 pages.

Instructional Improvement News, A Special Edition of selected articles from
past issues, Research for Better Schools, Inc., Phila., PA, 1984, all
articles are related to ADL.

Instructional Improvement News, Winter 1984-85, Vol.5, No.2, Res arch for
Better Schools, Inc., Phila., PA.

Blue Mountain School District
Education CARE), brochu e

zed Com.uter As- -ted Remedia

Blue Mountain School District, I CARE: Description, Evaluation, and Implemen-
tation, General Information Report.

The Johns Hopkins UnivcIrsity Center for Social Organization of Schools,
Student Team Learning, The Johns Hopkins University, brochure.

The John Hopkins University TAI P ect, TAT (Team Assisted Individualization)
The Johns Hopkins University ' Ochure.

Compensatory and_Biliugual:iducaton

New Utrecht High School, BITEC_(Bilingual Innovative Technolo ical Education
for Careers), Scholastic Year 1983=84, 7th Edition, school newsletter.

John Jay High School, Overview of Triunfe Bilingual Program, S. Glickman.

Computer Instruction

Buckingham County Public Schools, "Computer Assisted Diagnostic Prescriptive
Program in Reading atd Mathematics f An Exemplary Microcomputer Management
Program and a Developer/Demonstrator Pro ect National Diffusion Network,"
brochure.
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Buckingham County Public Schools, "Computer Assisted Diagnostic Prescriptive
Program: Developer/Demonstrator Project in the National Diffusion Network:
CADPP Training Manual."

Pawtucket School Departmen Project IPASS, descriptive sheet.

Pawtucket School Department. Prqject IPASS. brochure.

Reynolds, Robert R. IPASS: Individualized Prescriptive_Arithmetic, Skills
System:_Computer Assisted Mathematica, booklet.

Leuhrmann, Arthur and Peckham, Herbert. Computer Literacy: A Hands
Approach (for the Apple), McGraw-Hill Book Company, 1983.

Leuhrmann, Arthur and Peckham, Herbert. Co uter Literac : A Hands-On
Approach (Teacher's Guide_for the Apple), McGraw Hill Book Company,
comes with diskette for use with the book, 1983.

Disruptive Students

U.S. Department of Education, Office of Educational Research and Improvement,
Future Tech: A Model Alternative Occupational Program Linking Education,
Industrv, and Technolo P °tact COFFEE.

U.S. Department of Education, Office of Educational Research and Improveme
Project COFFEE, general information sheets, pp. 1-14.

U.S. Department of Education, Offic. of Educational Research and Improvement,
Student Behavior: Policy and Procedure, flyer.

U.S. Department of Education, Office of Educational
Pro ect COFFEE Trainin flyer.

U.S. Department of Education, Office of Educational
Prolect COFFEE Training Components, flyer.

U.S. Department of Education, Office of Educational
P olect_COFFEE Training Manuals, flyer.

U.S. Department of Education, Office of Educational
Current Funding Sources for Ado tions, flyer.

Resea ch and Improvement,

Res arch and Improvement.

Resea-ch and Improvement,

Research and Impr_ e nt,

Driscoll, Frances G. The Oxford/Digital Connection, Oxford Public Schools.

Phillipo, John R. "Coffee: An Alliance That Works", Industry, March,-1983.

Phillip°, John R. and Garvey,'Janice M. "Pro COFFEE: A Program for
the Behaviorally Disordered that Links Education, Industry, and
Technologi", Behavior_Today, Spring 1984, pp. 9-10.

Phillip°, John R. (Ed.) Sample Materials Packet, North _Oxford,

Cen_ al Bucks School District, Opeprtunity School, New Britain, PA, brochure.
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1.4211,81,10J1221:11 Abuse

Carahridtesid So=nerville Program for A coholism Rehabil ation (CASPAR),

PubiLatione 1=irder F, rm, Somerville, MA.

Cambridte And So=nerville Program for Alcoholism Rehabilitation ecisiona

Somerville. MA, flyer.

Cambrickeed So=nerville T-,7ogram for Alcoholism Rehabilitat n
Worltahop: Demecisions About Drinking: A Curriculum Mat Wor

SatteMe, bidiA, brochure.

DICicco, ttu. 'Evaluating the Impact of Alcohol Education", Alcohol Health
Ich UWorld Vol.3, No.2, Winter 1978.

Deutsnb, Charles DiCicco, Lena; and Mills, Dixie. "Reaching Children Prom
in with Alcoholism: Some Innovative Techniques", Reprinted from

proce,edlaga eiNE the Twenty-ninth Annual Meeting of the Alcohol and Drug
Problem Aseo=iation of North America, September 24-28, 1979, Seattle,
waatitlipon.

Cambrldtegad So=erville Program for Alcoholism Rehab litation, "Fee Sehedue
for W.orkahops to Implement CASPAR's Decisions About Drinking Curriculum,"

Nacional Diffusi=n Network, U.S. Department of Education, "Program Descripcit=vn
from iducatio=mal Progra= that Work", Tenth Edition, 1984.

Cambridg.end Sommerville Program fot Alcoholism Rehabilitation, "CA
Somer.-Ale, 1.1MA_., general information booklet.

Madison 3igh Seh 01, Personal Development Prgram P .D .P adison N
descrjptive a=ticle.

Corner Have Ca iJseling Center, Princeton, NJ, brochure.

Touniship ofIlnie=1. Public Schools, LeMatty, Gordon, "Hig er Education: No
'rota CanOo Seumething About It", Chemical Health and Intervention Program,
Urtion Nigh Sclool, Union, NJ.

Township ofUnio=r Public Schools, "C.H.I.P. Chemical Health and Inteentio rs_
Progr=(Staf ELF)", Union Township Board of Education.

New JeregeyDepar=ment of Health, Treatment Directory April 1984, New Jersey
ivisaoof A..Tcoholism, Trenton, NJ.

Betvin, f1bert nd Renick, Nancy L. Li e Skills Training, Cornell Univcrs
riedlColleme, New York, riff.

her, .layae S. Drug and Alcohol Use Amors New Jersey H h School Students,
Divisloof C=iminal Justice, 1984.

The Division of Warcotic and Drug Abuse Control, Directory of Drug Abuse
twatrratand Rehabilitation Facilities, Trenton, NJ, August 1984.
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PririctApal Leadership

"Thee. Principal's Center: institute on the Principal and School Improvemen
..Tuly 1-11, 1985", Earvard University, Graduate School'o..7 Education,
(.7ms:bridge, MA.

Char7-1t on Principals' Leadership Academies in brief form, 5 pages Categories
OP= chart include: Experiences of Other States, Physical Sett ng, Target
ikuldiences, Available ResourceS, Provision of Training, Nature of Relation-
shipa vith Other Organizations, Role of Data, Effect of Activities on
Policy Making, Nature of Funding. Northwest Regional Educational
I....shoratory, Portland, Oregon.

N :SIP Assessment Center, "NASSP Assessment Center: Accredita on", Reston,
Nr.A., booklet.

Hershey, Paul W. hNASSP Assessment Center
E),evelopments", NASSP Assessment Center,

NASSIP Assessment Center, "NASSP Assessment
of... Abilities Needed by... Successful.
Nr.A.

Project: Validation, New
Reston, VA, 1982.

Center: Objective Evaluation
.. School Administrators." Reston,

Hershey, Paul W. "The NASSP Assessment Center Develops Leadership Ta
E,(tucational Leadership, February 1982, pp. 370-371.

Kellifty, Marie E. "Same Faces. New Skills", Educational _Leadership,
Ftebruary 1982, pp. 272-273.

"The Springfield Simulation: A Development Program for NASSP Assessment
Cernter Participants", November 1983, PP. 1-6.

NAS5 1P Assessment Center, "Cost Guidelines: Exploratory Meetings Regarding
MASK' Assessment Cdnter Involvement", Reston, VA, July 1984.

NAS5 1? Assessment Center, "Skills to be Assessed", Reston, VA.

NASSI? Assessment Center, "A Successful NASSP Assessment Center Pro ec
Pzreliminary Steps", Reston, VA.

"The 'Spy Principle' Works for Selecting Principals", Education USA,
Wshington, DC, March 29, 1982, Vol.24, No.31, pp. 245-246.

NASSI? Assessment Center, "Cost Inf rmation: Assessor Training and Center
Operation", Reston, VA.

NASSF. NewsIeade "Director Describes Assessment Center as Decade's
E2cciting Fr ce, October, 1983.

NASSP Newsleade- "NASSP's Assessmen Center: A w Step", November 1982,
Vol.30, No.

Manasme, A. Lorri. "Improving Conditions for Principal Effectiveness:
Policy Implications of Research", The Elementary School Journal,
Vc.1.85, No.3., January 1985, University of Chicago, pp, 439-463.
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School Attendance

Bayonne Board of Educaton,
Program", Bayonne, N-1".

"Project Respect: A Peer Helping and Leadm-ship

Bayonne Board of Bducaton, Revised_ Attendance_ Policy, Bayonne,

Kea ly, Edward R.; McDe=matt, Dermod; and Wasser, James. "Teaching Peer F-.1,elping
Skills", Educational Leadership, April, 1982, pp. 515-517.

Cervalli, Janet and Waser, James. "Students Can Help Cambat Disciplinft
Problem", NJEA_Revigw, September, 1984, pp. 18-19.

Bayonne Board of Educaton,
Program", Bayonne, N.=.

Bayonne B ard of Educaton,
Bayonne, NJ, pp. 14-EL5.

"Bayonne City School District Peer Helping

ITeacher Selection Criteria", Exhibit C.

Bayonne Board of Educaton, "Responsibilities of Project Respect Teachrs
Exhibit E, Bayonne, J, pp. 29-30.

Bayonne Board of Educat-ton,. "Peer Pickins", Bayonne, NJ.

Bayonne Board of Educat=on, "Peer Helping Skills Criteria (Rule )",
Exhibit L. Bayonne, pp. 50-52.

Bayonne Board of EducatiMi- "Session 5: Attending by Paraphrasing Feelirig0",
Bayonne, NJ, pp. 1.5-M7'.

BayOnne Board of EduCation, "Se ion 10: Adding Direction Skill: Suran-ary
Plus Educated Guesa" Bayonne, NJ, or. 29-32.

Bayonne Board of EducatMon, "Session
Surprising Behavior" pp. 63-65.

Confront n Describi=g

Bayonne Board of Eclocat on, "Peer Helping Program Residential Training
Workshop: Sample Agnda", Exhibit Q, Bayonne, NJ, pp. 65.

Wasser, James and Cervali, Janet. "Pro ect Respect: Evaluating the Baonne
High School Peer Lesclaership Program", Bayonne, NJ, pp. 3.

Grodberg, Laurie. "Fee= Helpers", New Jersey Journal, August 6, 1981.

Susi, Anita. "Bayonne =tudents Give Teachers Lesson in Low-Keyed Discip
The Star-Ledger, Feb=tiary 5, 1984.

Bayonne Board of Education, "Bayonne Public Schools: Outline of Curricluce
Bayonne, NJ.

Lakewood Board o =Ion, "Attendance Policy 5113", Lakewood, NJ, rex-rised
January 1981.

Eciu_

203 224



Lakewood ---_Roard of Education, "Ftegulations for Attendance Policy 5113(a) to
5113 (d Lakewood, NJ, Revimeed January 1981-

lville Public Schools, "Admi_mistrative Procedures:
IC-8", tillville, NJ, Revised March 1981, 2 pages.

Killville Public Schools,
Memorial High Schools: Atten.clance - Grades 9-12",
March .1981, 6 pages.

"Administrative Procedures:

Attendance- Grades

Hfllville Senior and
Millville ,11.1, revised

Passaic Baz=iard of Education, Attftmadance Policy, Policy No. 508A,
June 2, 1981.

Perth ArnbeDy High School, "501A Attendance -
Studens", Perth Amboy, NJ, pp. 1-8.

Student r1=2:_ opouts

ed

Perth Amboy High School

Ossinig Ilgh School, Teacher Tra n Demonatration P o ec
Ossini

E ucatio- - Sec d

Quirk,. Cam-oral and Janssen, Cynthi.ol. M. Inservice Manual - Training Teachers of
Studen=s with Severe HanctlEa, The School District of. Philadelphia Board
of Edu=ation Division of Spead.al Education, September 1984, pp,1-17,
Appendc es A-F.

McGregor, Pail; Janssen, Cynthia; and Griffith, Jeannette. Integration
Manu - Strata leg to Promot.ft Interaction Between Handica ed and Non-
Handicpped Peers, The School District of Philadelphia Board of Education
Divisi=n of Special Education.. Phila., PA, September 1984, pp. 1-43,
AppendJOLces A-G.

Quirk, Ca=-ol, et al. Curriculu, Manual - A Guide for Teachers of Studen
With Svere HandlE22.2., The Shool District of Philadelphia Board o
Edutaton Division of Special. Education, Phila., PA, September 1984,
pp. 1-5, Appendices A-D.

Larsen, Lv.a--rence A. etal, Data Manual - A System for Teachers of Students
With Svere Handicaps, The Selmool District of Philadelphia Board of
idlicaton Division of Special Education, Phila., PA, September 1984,
pp. 1-M05, Appendices A-0.

McGregor, Gail; Shahdi, blade; ad Janssen, Cynthia M. Pare
Method for Promoting Hone-ScL-zool Collaboration for Teachers of Students
With Swere Handicaps, The Scool. District of Philadelphia Board of
Eduoatr- on Division of Special Education, Phila., PA, September 1984, PP-
1-30, bk.ppendices A-N.
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Intcto
Weehawken H1gh SAO, IndEUvidualized_ Lanue Arts Weehawken, NJ, brochure.

Weehawken HIgh SC44"Inrmdiv1dualized Language Arts: Diagnosis, Pre-
scription, tw01,Mtion",.. Weehawken, NJ, Booklet.

hawken High So1, "I=ndividualized Language Arts: Diagnosis, Pre-
scriptima, X441 Eviluation - Dissemination Services and Materials",
Weehawken,-

Glassboro Public t chola, Project WR.I.T.BE. Workshus Summer 1985,
Glassboro, 11.3.

Glassboro PubUc ghQo1a, "Project Description Technical Brief #1,
Project WR.I.T. L, Glassboro, NJ.

Glassboro Public S.chools,
WR.I.T.6E.% zoaboro.

Glassboro PubZio Z4hoo1s,
Glassboro, NJ,

"Key Element ", Technical Brie Project
NJ.

"Adoption Technical Brief #9, Project

Glassboro Public 4hld5, -Adoption Agreement
Glassboro, 144,

Glassboro Public Schools,
Projec wR.I.T.6LoGi

"Evaluation 1981- 983",
=msboro, NJ.

Technical Brief 07,

Glassboro Public Shols, =Price List for Project Servces
Project WR.I.T.6L,01az=ssboro, NJ.

Youth_Em Vmtiorinal Education

ials,

St. Louis PublIc ehoi5, 77rhe St. Louis Work Study Program, St. Louis
brochure.

Jobs for Youth, 4.1vb for outh

Jobs for Youth, ".kohofor Wouth
Boston, MA.

Jobs for Youth. for

Jobs for Youth,
Boston, M.A.

Jobs for Youth,
Bostontlik.

Jobs for Youth%
Boston, KA..

Technical Assistance",

Boston,

T,&E.,

Boston, MA, brochure.

Annual Report 1982-1983",

u h", Boston, MA, brief flyer.

tylli for Wouth - Boston, Inc.: Counseling Services",

"Ibbifor Y5routh - Boston. Inc.: Employer S ces-

"AIM:or outh - Boston, Inc.: Educational se ces",
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Jobs for Youth, "Jolla fon- Youth Fact Sheet: The Jobs for touth Bostor
Inc., Secretarial SkiLMe Training Program", Boston, NA.

Philadelphia High School -Academies, general information sh.et.

Vin,Aand Public Schools, Project SAVE Schedule, Vineland,

Valentine, Charle P=-0,_ject S.A.V.E., Vineland, NJ.

Grumelli, Marianne D. 0:1.1:ay of letter from Grmelli to land Public
Schools laternative IL Program, Edison, NJ, May 1982.

Vineland Public Schools, wiStudent Alternatives in Vocatic Educe n

Vineland, NJ.

Vineland Times Journal, 'Project SAVE Helps Open Career Do ", October 21,

1983, pp. 1,9.

Vineland Public Schools, "Project SAVE Student Pi -A e5nt Program",
Vineland, NJ.

Vineland Publlc Schoo "Proj ect SAVE Evaluation", Vinelat,--4:1, NJ.

118 pieces of inf onna n listed.
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