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

" lation.

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

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

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

cities is slowly moving.to higher ground.

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

Francis S. Chase
William E. Bell

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

2

TYPES AND MODES OF INQUIRIES

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

cription is given below of the types of inquiries conducted:

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

»
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Table 1. Distribution of Reported Programs by Area

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

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

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

Other SKillS... cevtecscocesorsossosrsocssssosscssse 31

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

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

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

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

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

Action-Learning 53.3 31.9 12.5 2.3

Basic Skills < 423 41.7 15.1 9

Cultural Pluralisa 18.5 31.7 44.0 5.8

School/Community
Interaction 21.1 50.6 24.9 3.4

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

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

Action-Learning 34.0 14.0 < 52.0

Basic Skills 55.0 15.5 - 29.5

Cultural Pluralism 39.0 ,33.3 27.7

School/Community

Interaction 40,1 « 5.3 ’ © 0 546

*cr not identified as Federal

2 ' 1N




-

4

v
-

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

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

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

¢ ~
.

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

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

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

.
’

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

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

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

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

*

reality (attention to multiple realities forming an intricately

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

.relatedness (interrelationehip of the inquirers and the.entities

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

understanding of particular events). . .

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

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

all factors that can influence the outcome. —

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

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

school syscems visited were selected from those expressing a desire

bl

-

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




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

cleyy

Atlanta
Chicago
Cincinnati
Columbus
Dade County
(Miami)

Dallas

Denver
Detroit

Indignapolis

Milwaukee
New York

Norfolk

Oakland
Philadelphia

Portland

Toledo

Study Foci

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

Exemplary Programs
Research and Evaluation

System Renewal

Exemplary Programs
System Renewal
Exemplary Programs
Research and Evaluation
Exempiary Programs

Exemplary Programs®
System Renewal

$ystem Renewal

Exemplary Programf

Exemplary Program
System Renewal

i

Exemplary Programs
Research and Evaluation

Research and Egaluation

Exemplary Programs

" Crisis Management

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

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

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

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

and on the particular programs and activities to be observed.

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

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

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

’

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

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

Typically, part or all of the first lay

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

on-site was spent in

¢

briefings from administrators and program directors in the areas to

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

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

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

between the participants were characteristic of these meetings.

Panticipants in the Study
S

school districts, academic persomnnel from urban universitigs,‘and

Thus; 57

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

=

members of the staff of the Urban Education Studies.

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

> oufh
S
.




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

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

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

-

tatives from the eleven participating urban systems.

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

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

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

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

ORGANIZATION OF THE REPORT

[}

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

.
fective goal attainment and efficient use of resources.

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

.
-

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

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

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

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

examples of -developments which hoid promise for educational development.

Q - 1(3




I
CHALLENGES TO PUBLIC EDUCATION
Egon Guba

-

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

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

*"gsaid to be unsafe.

ﬂope addiction is common, ic is asserted, and

sexual abuse is rampant.

Teachers are charged with incompetence,“

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

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

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

AN do so, \X
-

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

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

fsignificant strides toward recovery. All of the remaining chapters of

. this repoft are directed toward that end.

e

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

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

for organizing the material to follow in subsequent chapters.

* DIFFICULTIES, FACING URBAN EDUCATION IN 1980

)

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

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

‘ A

~-
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that confront school people daily:

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

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

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

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

desegregation and equitable access to education.

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

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

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

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

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

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

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

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

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

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

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

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

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

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

that consensus can be achieved.

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

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

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

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

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

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

innovations. '

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

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

of "no new taxes."

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

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

virtually everyone except students and parents=—TJeachers unions have




14 ]

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

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

consent to reopen negotiations. .
~ N

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

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

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

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

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

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

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

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

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

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

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

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

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

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

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

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

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

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

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

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

for or supplements to the previously ekisting programs. Their adoption

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

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

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

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

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

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

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

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

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

teachers.

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

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

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

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

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

result.

SOME CAUSES FOR THE PRESENT STATE OF AFFAIRS

3

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

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

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

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

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

and unjygt. '

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

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

affairs in urban education. To proceed: -

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

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

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

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

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

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

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

léarning that seemed to be guaranteed. The assumptions undergirding

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

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

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

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

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

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

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

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

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

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

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

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

_independent entities. Good communications strong means for redirection,

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

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

-

. 13
to organize itself to deal with it. -
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4, Inadequate knowledge.{ Not ‘enough is known about learning,

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

J. Inappropriate information. The agencies on which schools have

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

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

jectivity." A false sdphistication and pretentious vocabulary some-

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

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

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

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

these units are notoriously underfunded and understaffed: A research

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

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

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

kinds of information which school decision makers need to inform the

many crucial gdecisions that are now requirdd of them.

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

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

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

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

K such behavior from a newly-graduated accounting major.

Instead,

such companiegtexpect to move their
chain of incr asing responsibility,

training, often on company time and

personnel through an orderly

and to provide for additional

at company expense,
%

to facilitdte

each aAVaneement.

But, the analog to that process simply does not

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

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

7.

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

New populations. Urban public schools are often invidiously

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

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

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

this century. At least two new populations have emerged demanding

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

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

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

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

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

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

”

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

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

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

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

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

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

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

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

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

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

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

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

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

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

already poinEed to several consequences of this pattern of funding.

11. Political pressures. Schools are sometimes wishfully described

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

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

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

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

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

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

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

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

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

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

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

actions. We shall deal with each class in turn.

The Uses of Adversity

“

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

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

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

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

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

justments provide an opportunity to redefine the role of principal

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

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

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

systematically demeaned as professionals since Sputnik, at which

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

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

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

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

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

4, Using school closing testimony. These days hardly anyone

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

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

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

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

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

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

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

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

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

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

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

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

7. Personnel reallocation. A variety of circumstances exist that

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

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

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

to new programs or projects that might otherwise be difficult to

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

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

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

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

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

reconstructed interventions, usually devised only after a careful study

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

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

categories emerge: .

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

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

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

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

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

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

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

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

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

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

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

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

who are predicted to become remediation cases are often

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

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

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

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

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

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

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

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

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

. Refinancing. In general the term "refinancing'" seems to imply
tapping sources of income not previously tapped, or not tapped
as deeply as possible, rather than the renegotiation of exist-
ing loans--a more common meanilng of the term. Refinancing
strategies include, of course, the conventional approaches of
seeking new levys and of pursuing sources of 'soft money," for
example, foundations and government programs, more assiduously.
Newer strategies include, for example, attempts to achieve re-
districting (on the model of "unigov'" by which previously dis-
tinct municipalities are related for certain, but not all,

35




31

purposes) and the use of school vouchers, although most public
school people seem to agree that the use of vouchers would mean
the death-knell of public education. And of course the practice
of issuing short-term tax anticipation paper continues.

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

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

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

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

little reason to doubt that it will succeed.
. A

, BASTS FOR HOPE
s . b 7 . ’ }

-
- ~ . \

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

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

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

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

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

Francis S. Chase

g

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

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

skills, adaptation to iﬂdividual and cuftural differences, and equitable

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

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

dycurriculum development, and imple-

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

educational pefformance 4t every level.

-
- 4

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

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

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

character of educational experiences provided at both elementary and,

secondary levels;

(4) improved concepts and technologies of planning,

‘management,

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

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

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

These impression were strengthened by the contin-

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

mandated by Equal Opportunity requirements or court decrees. It was

concluded,

however,

program success.

that local and situational factors are crucial to

Among the factors identified as of great importance

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

staff-qnd.school principals,

ind the effectiveness of program imple-

mentation.

imaginative local entrepreneurship was evident in the more

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

"the institution. qualities

and elsewhere. Among the obstacles are

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

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

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

He adds:

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

3

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

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

Yhomas s. Popkewikz, "Educational Reform and the Problem of Institutional
Life", Educational Researcher, March 1979, pp. 7-8.




36

. .
under the controlfofischools; but embrace also experiences offered
in homes and by an'array'of commnnity aggnci%s. Many of the new
approaches involve complex partnerships or other relationships with
agencies with which school personnel have not been accustomed to work..

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

A}

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

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

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

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

Extended provision for early childhood education;

New emphases on the teaching of basic skills; _

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

Broadened roles for the creative and performing arts;

[CoTN - - R N B o AN ¥ 1 B

Installation of instructional management systems, and \

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

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

within cities, as well as among cities.

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

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

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

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

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

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

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

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

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

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

' ways of meeting the needs.

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

Y

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

s -

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

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

acterigtics of effective schoc s, the importance of community eollaboratien

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

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

ADAPTATIONS IN CBRRICULUM AND INSTRUCTION®

-

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

LN

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

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

3
v .

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

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

H
.

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

control over their destiny. He predicts that:

P’
.

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

~ N

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

.

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

r Inc,, 1972). L

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

various dimensions in which they are manifested," asserts that

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

.

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

. a i
Emphasis on Basic SRilLs

\

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

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

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

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

<Q

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

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

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

-4

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

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

S

...the curricular impact of minimum competency testing may

illuminate the necessity to create tests which medsure .

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

lish af least some sorts of sanctions associated with stu-

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

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

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

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

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

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

Philadelphia's Early Childhood Education Program is operated under

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

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

5,000 teachers. N " ’ .

In order to insure positive reinforcement of desired behaviors and

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

on task are rewarded, the SchoolZDistricg of Philédelphia has devised

a Behavior Analysis Model te enhance social and academic development.

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

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

children: . .

One not;ble feature of the Philadelphia Early Childhood Education

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

a comprehensive Early Childhoéd Evaluation Unit. This unit was developed

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

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

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

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

of program effectiveness.

4

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

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

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

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

Continuous Progress Program. The basic assumption of the Bloom model

1

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

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

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

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

success in each stage. .

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

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

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

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

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

3. The Programmed Tutcrial Reading Program in Iﬁdianapolis is

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

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

" Bilingual and Multicultural Education

ADAPTATIONS TO DIVERSE NEEDS

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

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

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

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

talents or special gifts.

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

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

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

and community support with continuing attention to cu§riculum development

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

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

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

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

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

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

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

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

It imposes demands on individuals and subsystems to.functipn

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

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

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

There is }easonnto think that cultural pldralism in education now

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

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

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

.
A -~

1014, . 283.

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

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

students to gain an understanding and abﬁreciation of: -

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

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

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

Bilingual énd Other Language Programs. In order to recognize the

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

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

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

@
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instruction and parent awareness programs are being implemented.

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

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

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

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

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

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

The Dade County Language Programs are of exceptional scope and should

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

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

a rich resource.

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

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

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

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

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

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

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

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

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

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

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

tween the regular and special education students. .

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

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

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

approved Sy the Board of Education in 1977.

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

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

The Exceptional Student Education Program in Dade County shows

evidence of careful planning and sensitive adaptation to the needs of

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

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

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

tivity to the personal attributes and potential of the students.

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

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

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

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

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

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

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

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

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

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

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

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

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

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

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

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

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

P

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

students is made by regular classroom teachers, _teachers of special

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

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

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

v ]

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

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

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

wide enrichment program K—12:

-

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

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

of slow learners in Chicaép and other school systems.

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

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

e

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

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

too low.

~

CHARACTERISTICS OF EFFECTIVE SCHOOLS

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

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

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

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

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

- Goodlad also describes the following characteristics of effective schools:

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

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

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

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

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

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

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

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

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

cribed from a synthesis of numerous studies were partially summarized

. as follows:

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

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

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

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

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

tion and personnel variables were manipulated in concert.
L 3

’

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

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

hiéhlighted numerous examples of effectiyg'schools.

Chanactenistics Observed on Schoof Visits

o~

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

4

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

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

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

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

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

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

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

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

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

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

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

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

New

instructional materials, improvements in the library/media center

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

parents or other citizens were observed tutoring students or perform-

ing

other services.

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

meeting educational needs effectively were characterized by a continuing

search for capabilities and talents that might be developed, recognition

.and

ber

reinforcement of achievement, and high expectations for every mem-

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

steady and concinuous progress toward identifying, and responding to,

needs seemed more characteristic of these schools than the formulation

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

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

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

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

middle schools there were similar variations; and the outstanding

secondary schools included both comprehensive and specialized schools.

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

great satisfaction with the characteristics of the school and demonstra-

ted

lar

ability to adapt their behaviors toiéhe requirements of thz particu-

situation.

Recapitialation and Prognosds

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

believed essential to system-wide educational renewal:

1.

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

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

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

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

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

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

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

>
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SYSTEM-WIDE EDUCATIONAL RENEWAL
Other Steps Toward Improvement

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

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

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

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

ences of a diverse populAtion.

.

[

CAREék CENTERS AND ALTERNATIQE SCHOOLS

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

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

&

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

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

beyond secondary school and college. \

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

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

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

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

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

ERIC : _

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

which seem to fit the classification of career centers:

s

The Skyline Career Development Center in Dallas was conceived as an

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

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

©

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

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

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

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

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

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

good environment for learning is being established.

Columbus has four Career Centers which serve students sixteen years

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

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

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

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

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

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

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

L]

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

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

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

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

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

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

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

+

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

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

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

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

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

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

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

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

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

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

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

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

Recavitulation

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

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

- SCHO01,-COMMUNITY COLLABORATION

’
-

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

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

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

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

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

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

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

described as "progprams, which provide valuable learning experiences through

commut ity agencies and resources'.

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

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

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

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

>

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

’
In many cities, instructional and administrative personnel are now

being recruited to an unparalleled extent from business and industry,

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

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

spective on educational needs. These committees compose an extensive network

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

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

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

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

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

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

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

Another interesting example of extensive business/industry collabora-

tion is represented by Philadelphia®s High Schuol Academies Program

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

Coalition. Its organizers elected to target a quintessential inner-

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

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

the unenviable position of having the lowest average daily attendance,

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

any high school in the City of Philadelphia.

It was overwhelmingly

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

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

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

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

deemed necessary for appropriate training, such high risk youngsters as

o

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

ly trained in electricity and electronics and developed into productive

members of the work force.

A project team composed of representatives of torporate business and

industrial firms in the electronics industry and School District officials

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

termined a budget for the operation that substantially exceeded the normal

School District funding available for this kind of trainingactivity. The

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

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

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

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

program and the delivery system are determined

jeintly bv the school and

industry representatives who comprise the project team.

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

stood in terms of the executive-on-loan policv

aca lemy operation since the beginning. During

that has been a part of the

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

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

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

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

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

E

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

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

realization.

- NEW EMPHASIS ON PERSONNEL DEVZLOPMENT

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

tinuing education of teachers, administrators, and other school personnel

consisted primarily of requirements or incentives for enrollment in col-

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

school systems have used professional meetings, bulletins and a variety

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

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

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

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

velopment which have long been used, include participation in curriculum

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

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

forms

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

of professional development through teacher centers, management

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

’

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

of the more promising approaches to continuing education and increased

professional competence. .

Teachen Centeus ‘

The concept of teacher centers was developed in England where hundreds

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

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

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

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

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

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

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

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

al growth and will avail themselves voluhtarily of appropriate oppor-

tunities to become more eféective in the performance of educational

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

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

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

services of teacher centers in general.

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

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

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

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

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

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

to assisz classroonm teachers in mainstreaming gandicapped students into

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

plus matching funds from the State Education Department to implement the

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

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

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

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

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

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

main components of center activities are as follows:

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

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

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

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

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

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

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

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

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

activities.

Matagement Academdes

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

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

The Dade County Management Academy actually started operations in

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

.

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

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

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

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

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

ing programs,

-

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

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

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

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

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

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

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

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

Y and teachers in providing effective services and in meet-

ing svstemwide objectives., ‘

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

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

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

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

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

New York City in recent years has supplemented the federally funded

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

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

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

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

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

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

Cooperatxve as co-participants;

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

’
-
4

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

pOllent. . . . . -

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

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

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

The Educational: Management Center hgs been involved for many years

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

expanded to include management training programs for Community superin-—

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

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

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

|
....... it b o °

lDavid Rogers, 'Inventery of FEducational Improvements Fttorts in New

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

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

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

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

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

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

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

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

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

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

in student achievément:

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

~' .
.

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

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

o~

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

i
training programs is the use made of evaluative data. In the Atlanta
S ' 5

¥

ERIC

Aruitoxt provided by Eic
-




81

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

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

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

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

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

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

Q
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ning, management, and evaluation.

etfectiveness and revitalization

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

effectiveness of learning. They

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

are indispensable to the orderly and

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

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

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

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

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

. ment of important social objectives.

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

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

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

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

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

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

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

" effective future application of these instrumentalities to the improve-

ment of education.
Hovenent Toward Data-Based Decisions

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

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

’

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

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

!

The ‘Dallas Independent School District established a Department of

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

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

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

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

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

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

”
3

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

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

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

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

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

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

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

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

school imprqvement efforts, the regional offices and central office unit