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FOREWORD

This book is a cooperative venture between two members of the
Regional Center network, which is part of the Center for Planning
and Innovation, State Education Department of New York. It deals
with a problem that spans every aspect of education--staffing.

Among the many innovations and changes being examined in depth
or being implcmented in districts all over the nation, none seems to
attract as many questions or contain as many ramifications as dif-
ferentiated staffing.

Because of this, ECCO (Educational and Cultural Center serving
Onondaga and Oswego Counties), decided last year to gather the ma-
terial on this subject published during the previous eighteen months.
Patricia 3. Hal lock, associate for information resources and services,
coordinated the extensive research done by the ECCO staff; publishers,
districts and innovators were all contacted and proved to be exceedingly
cooperative in submitting materials. In fact, almost twice this 624-page
volume was on tap before we entered the second phase of putting out
the book.

To do the dissemination, the expertis,;-=, and facilities of the Nassau
Regional Office for Educational Planning were called upon. Editorial
supervision, design and planning were done by Arlene B. Soifer, staff
assistant, with Carolyn S. Sanzone handling the many details involved
in culling and arranging the voluminous sources.

It is hoped that this considerable expenditure of time and effort by
professionals in two regional centers will result in a useful, basic
document for all school districts. We look forward to preparing an
updated edition in the future as implementation of the concept of Dif-
ferentiated Staffing goes forward around the country.

Nicholas Collis, Director
(ECCO)
Central New York Regional Office
for Educational Planning
Onondaga and Oswego Counties

Jack Tanzman, Director
Nassau Regional Office
for Educational Planning
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WHERE ARE WE GOING AND HOW CAN WE GET THERE?
Kevin A. Ryan

Educators today have the responsibility to shape the teaching profes-sion. In twenty-five years American education will be in the hands ofour students. There can be little doubt that our vision, or lack of it,will have profound effects. It would seem useful, therefore, to projectour thought to the future, to extend some of the current pioneer effortsto hypothetical fulfillment.

Prophecy is the occupation of wise men and fools. While I seriouslydoubt that this discussion of the schools and the profession in twenty-five years will qualify me for the first group, the wise men, I hope it willnot mean that I have cast my lot with the fools. I submit this potpourriof predictions and premonitions well aware of the vagaries of history.
Much happens in twenty-five years. Who among us in the year 1943,as we listened at our radios to Fibber McGee's closet crashing in onhim, would have fortold the coming of "Petticoat Junction" in livingcolor? When the zaftig Sophie Tucker with plunging neckline was be-fore the nation's eyes, who would have anticipated Twiggy in the mini?In 1943, when the Brooklyn Dodgers were the kings of Flatbush Avenue,who would have predicted that one day they would be playing in the smogof Los Angeles? And who, twenty-five years ago, would have thoughtthat the tinkerings of a few scientists in an abandoned squash court at
The University of Chicago would thrust us into a new era, the AtomicAge? We can be certain, then, that by 1993, the world will have pulleda few surprises on us.

Before trying to read the fortune of the future, let us see what thetea leaves of the present tell us. What is the current mood of educa-tors? For one thing, the old egg-carton school building, with its stand-ardized classrooms and standardized teaching, is passing. With it isgoing the school day dominated by the bell signaling the beginning andthe end of neat slices of time--45- or 50-minute packages of knowledge
to be uniformly consumed by all. We are being forced to abandon the
belief that children learn best in classrooms of twenty-five or thirty
pupils and in quiet libraries with quiet books. We are moving away
from the idea that education is something that a teacher does to a stu-dent, something he impresses on a child, like Mr. Lock and his tabula
rasa. We are rejecting the notion that all children, even within thesame track, should receive the same information and training and pro-ceed at the same rate. Although there are still great counter-pressures,

1
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there is a growing disaffection with the principle of solving the prob-
lems of American education by programming the children with more
and more information. We are becoming vividly aware that we are not
providing equal educational opportunities to our minority groups and
that we cannot survive as a free society without quickly and dramat-
ically eradicating our present inequalities.

At the same time that we are rethinking the education of children
we are rejecting the idea that we can train teachers for today's cl-Lss-
rooms using the same old mold and the same tired formula. We are
doubting that our present organization of the profession is adequate.
We are recognizing that our traditional job description for the classroom
teacher is unrealistic and unworkable. We are leaving behind all these
ideas and structures because we are discovering that even our more
intense efforts of the last ten years are fundamentally bankrupt. We
have been getting better and better at preparing children for a world
which no longer exists.

The School of 1993

What, then, will replace our assembly-line schools? What follows
is an admittedly optimistic view of the 1993 schools. Although I make
the predictions with great hesitation, I am firm in the belief that on
some cold winter's night in 1993 these predictions will provide some
diligent graduate student reviewing the history of TEPS with a good
laugh.

Franklin, I have no idea what the schools of 1993 will look like from
the outside or how the bricks and mortar will be arranged. Some may
be housed in huge skyscrapers. Some may be in educational parks,
miniatuk-es of our present college campuses. More intriguing, however,
is what they will look like on the inside. My guess is that there will
be much more open space. Students will move about quite freely. There
will be much less structuring of time than at present. Right now, reg-
imentation is necessary because we are unable to truly involve students
in the essential task of the schools--learning. Once we are able to
stimulate students and sustain involvement, regimentation will be dys-
functional and will pass away. The maintenance of the student's high
interest will be a major operating principle. The child's natural curi-
osity will be king and carefully nurtured. The schools of 1993 will be
imbued with respect for human diversity and originality. The curricu-
lum will finally become a careful and rational order of learning exper-
iences. Like regimentation, grades, too, will be dysfunctional and
pass away. Our present grading practices will be looked upon by future
generations as we now look upon duncecaps or perhaps even thumbscrews.

To foster deep involvement, much of the school will be devoted to
learning environments toward which the resource centers of our most
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advanced schools are just beginning to move. Professionally produced
films and tapes on almost every subject will be available for individual
or collective viewing. Students will have at hand materials and equip-
ment for all sorts of projects, whether it be re-creating the life of the
Pilgrims in New England or simulating the life of the first residents on
the moon. Much of what students struggle to master now will be learned
through games. It does not seem too far-fetched to suggest that child-
ren will learn languages through conversations with other children in
distant countries. A child may have a Telstar pal in Paris and another
in Peiping and daily talk to each using his video phone. To counteract
life in the man-made environment that is concomitant with urbanization,
students will spend a good deal of time on field trips which occasional-
ly will be in quite distant and exotic places. Where better to get the
total impact of Greek culture than in Athens?

The student will do much of his exploring of the world in school,
however, at his computer-information bank console. In terms of in-
creased learning, computer-assisted instruction (CAI) will be the real
breakthrough. By 1993, the present computer consols being used in
the Suppes-Atkinson project at Stanford' will be museum pieces, viewed
with the same curious affection which we now have for the Model T
Ford.

Today, as I read about CAI in the educational journals, I get the
feeling that the teaching profession is being handled rather gingerly,
that the CAI people are employing a soft-sell approach. One gets the
impression that they are selling a new detergent. CAI is represented
as being a wonderful new formula that will take the drudgery out of
teaching and do the dirty work, such as basic instruction and drilling
in the skills of reading, spelling, and arithmetic. A truer analogy may
be to a completely automated household that will leave the housewife
with little to do except wonder about her fate. We are being sheltered
from the great shock that the self-pacing, individually focused CAI
units may be able to teach everything from the ABC's to metaphysics,
from addition to the newest science, with greater efficiency and ef-
fectiveness than most fine teachers. I am talking here about CAI units
that act as individual tutors, that contain all the knowledge and theory
developed by mankind; computers that are programmed with all we know
about learning theory and put it into practice, that are programmed with
all the learning characteristics of each student and operate from up-to-
date profiles of the skills and knowledge of each student. It is expected
that these CAI units will be programmed to teach not simply skills and
information but also the important intellectual processes. Given the
assumption that these units will be continually pacing the student at his

1Suppes, Patrick. "The Computer and Exe Hence." Saturday
Review 50: 46-50; January 14, 1967.
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maximum level and thereby cutting out all needless repetition and re-learning, it does not seem unreasonable that in two or three hours aday at his console the student will be learning three or four times whathe is presently learning in school. In brief, we may have the education-al ideal of the student at one end of the log, and instead of Mark Hopkinsat the other end, we will have the IBM Mark 93.

Many of us are uneasy with the idea of children spending huge amountsof time interacting with computers. Some feel that the experience willbe dehumanizing and that the educational process will become deperson-alized. Although this is a very real possibility, I am sure that the samethoughts were stirred by the advent of the book. Too, we should keep inmind that much of what is at this moment going on in our classrooms isdehumanizing. Besides the legions of students who are bored with thecontent and pace of instruction, there are many who are being left be-hind and cast aside. For many students our traditional classrooms areprisons where they are fettered by frustration and ignorance. However,we still have ahead of us the important task of harnessing the computer.As John Good lad of UCLA pointed out recently, it is our challenge to"find out how human beings and machines are to lixe together productive-ly in tomorrowls learning-teaching environment."
A major benefit of the new efficiency that will come with computer-ized instruction is more time--time to develop the student's social,moral, and aesthetic dimensions. Students at all grade levels will havemuch more time to work and play together. It is hoped that the distinc-tion between these two words, work and play, will be lost in the process.Although much of the student's day will be spent in a variety of differentgroups, all students will be involved continually in independent study.Right now, independent study is like international peace: everyone isfor it but no one can quite bring it off. Further, all students, not simplythe athletically gifted, will have more training in how to use their bodies.In the present school curriculum there is little room for the dance, forsinging, for artistic expression generally. In the school of the future,much of the day will be devoted to those often overlooked but most hu-manizing activities.

The New Teacher

If w e are to have a new school in 1993, we will need a new teacher.Of this one thing we can be sure. The role of the teacher as we nowknow it will be changed drastically. With the coming of movable typeand the easily accessible book in the fifteenth century, the teacher no

2Goodland, John I. "The Future of Learning and Teaching." Addressdelivered at the inauguration of Sam M. Lambert as executive secretaryof the National Education Association, Washington, D. C., October ZO,1967. Los Angeles: the author, 1967. p. 9.
4
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longer had a monopoly on kn wledge. His role as total source of know-
ledge was severely altered. The technological revolution taking place
in the schools today will demand a change of teacher role of an even
greater magnitude, and this is happening already in many schools. In
1993, many of the present roles performed by teachers, such as infor-
mation dispenser, drillmaster, disciplinarian, money changer, record
keeper, and grader, will have vanished or will have been taken over
completely by paraprofessionals.

What, then, will be the teacher's role? One possibility is that,
whereas we once had teachers functioning as entire instructional syste
in the future the teacher will be the director of an instructional system..
He will have at his disposal many instructional aids, such as simulators,
programmed materials, video tapes, films, and computer-based learn-
ing systems. As director of a large system, the teacher will have to be
a skilled diagnostician, aware of the abilities of the students and the
potential contributions of each component in his system. Since different
students have different learning styles, the teacher's main task will be
to apply the systems with intelligence and sensitivity. In doing this,
he will be supported by many specialists and pariaprofessionals who will
be working directly with children. Bruce Joyce' has developed this
idea quite fully.

As the teacher assumes the role of director of an instructional sys-
tem, he is going to need specialized help. At present, there seems to
be three groups of specialists that will support the teacher, three addi-
tional role groups that will be added to the school.

The first group we will call inquiry specialiFits. These people will
be highly, perhaps narrowly, trained to aid childrei in mastering speci-
fic inquiry skills. Examples of some of these are specialists in search
skills and problem solving, specialists in group discussion, specialists
in learning games and game theory. While many of these specialists may
be linked to a particular discipline, many cut across several disciplines,
being essentially process specialists.

The second role group will be that of therapy specialists. I am not

3 Allen, Dwight W. and Ryan Kevin A. A Perspective on the Edu-
cation of Teachers in California in 1980. Project 1.2 Teacher Training,
State Committee on Public Education. Sacramento: California State
Department of Education, November 1966. pp. 31-32.

Joyce, Bruce R. The Teacher and His Staff: Man, Media, and
Machines. Washington, D.C.: National Commission on Teacher Edu-
cation and Professional Standards and Center for the Study of Instruc-
tion, National Education Association, 1967. 28 pp.
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speaking here of what we presently refer to as counselors, profe sionals
charged with vocational and academic guidance. That role, too, may
pass in the age of the computer. In 1993 we will know much more about
mental health and human relations. The whole area will become much
more important if we are to keep civilization from falling apart. Thera-
py specialists will work with the instructional staff to improve the
social climate of the school. Their major task, however, will be to
help individual children gain a greater insight into and control over
their own behavior.

The third group will be scholars and researchers, people who are
working at the frontier of knowledge but who are also working in the
schools at all levels. Right now there are relatively few people work-
ing on the edge of knowledge. In twenty-five years we can expect two
things: a larger frontier of knowledge and many more people engaged
in scholarly pursuits. These scholars-researchers-teachers will re-
late to schools in many uifferent ways, depending on their own abilities
and desires. Some will help guide independent study projects. Others
will guide group projects wh-..zh will often further their own research.
Some will teach in settings that look very much like our present advanced
doctoral seminars. Few, however, will spend more than ten o- fifteen
hours a week with students. The schools will share many of these
scholars with industry and research centers.

All three of these role groups will share in the teacher's traditional
role of model for children. However, in the school of the future, the
professional staff--the process specialist, the therapist, and the
scholar-researcher--will be chosen especially because they are exam-
plars of man at his finest, man striving to know and to love.

There is one group of teachers who will be immensely important in
the 1993 school and who have yet to be mentioned. I am speaking of the
students. Much of the instruction and supervision of children will be
done by other, slightly older children. This will be done, not for econ-
omy, but because we will put into practice what every teacher knows--
that one of the best ways to learn something is to teach it. Learning by
teaching, a very slight variation on Mr. Dewey's theme, will be a major
cornerstone of the schools.

How Can We Get There?

Here I am going to retreat from these somewhat heady heights to
which many may not wish to go. I would like to move into another area
where many will also object to traveling.

The Structure of the Profession

Few people are satisfied with the way we have structured the ele-
mentary and secondary segments of the teaching profession. What ap-
pears on the surface to be a neat, efficient, and egalitarian system

6
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reveals several severe internal problems. For one thing, there isno career line for the classroom teacher. Teaching is a one-stepcareer. Excellence in the classroom is rewarded by promotion outof the classroom, away from children. One type of promotion in highschools is to department chairman. This means the gifted teacherteaches fewer students and gets to open the mail from the book compan-ies. Also, he is expected to supervise other teachers, a job for whichhe is rarely trained and for which he may have nu interest or aptitude.Another type of promotion is to administrator, which means he teachesno children. And, of course, there are those, many of the best, whopromote themselves out of teaching completely.
Another problem is related to the job requirements. We give afreshly certified 21-year-old the awesome responsibility for the learn-ing of large numbers of children for an entire year. We expect him tobe highly skilled in all aspects of teaching, from control of content tohuman relations-, from motivation to evaluatior. And then we expecthim to spend the next forty years of his life carrying out essentiallythe same responsibilities. This seems to be an unrealistic demand onthe beginner and a deadening prospect for the experienced teacher.
Still another problem in the way we structure the profession is thatwe make little room for individual differences. It is odd that we teach-ers, who are continually faced with individual differences, have no wayof acknowledging them in our profession. The individuals who comeinto teaching bring with them different talents, different weaknesses,and different interests. Nevertheless, we insist that all teachers beall things to all children. Instead of tailoring the teaching assignmentto an individual, we tend to force all teachers into the same, easilyinterchangeable molds.

At the inauguration of NEA Executive Secretary Sam Lambert,Harold Howe put several questions to the teaching profession, two ofwhich bear directly on its structure. Howe asked, "How can we getthe teaching profession to develop a hierarchy within its ranks? Howcan the profession be encouraged to adapt the best aspects of a systemthat obtains in colleges and universities, where the styongest teachersreceive larger responsibilities and larger rewards?"' One answerto these questions and our present difficulties is a differentiated teach-ing staff. The differentiated teaching staff is based on the idea of hu-man differences in intelligence and commitment and the observationthat presently there are many roles assumed under the name "teacher."A differentiated staffing system replaces the system in which allteachers carry out the same responsibility for the same reward. Al-though many schools have made moves toward staff differentiation, I

Commissioner Howe Asks Probing Questions of NEA." NEAReporter 6:4; November 10, 1967.
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know of none that have such a daring plan as the one devised by theteachers and administrators of the Temple City, California, schools. 6
The teaching staffs of the Temple City elementary and secondary schoolsare restructuring themselves into four different categories of teachers.To the four teacher categories are being added academic assistants, ed-ucational technicians, and various types of paraprofessionals. Each ofthe four teacher categories has a different job definition and salaryscale and calls for different competencies. While all will be classroomteachers, much more in terms of time and effort and leadership will bedemanded of some. People in higher categories will be responsible forlong-range planning in curriculum and instruction. Some will havemajor responsibility for in-service programs. Others in lower cate-gories will have more restricted requirements, frequently acting asteam members. The range of competence and responsibility is re-flected by the salary scale that starts at $6, 000 and reaches $24,000.

The differentiated teaching staff would appear to have several ad-vantages. First, it provides a career line within teaching and hopefullywill keep the brightest and most able teachers in classrooms in frontof children. It does not seem unjustifiable that the outstanding teachersin the school should receive salaries comparable to those of the topadministrators. Second, the differentiated teaching staff is designed tomake the best use of each teacher's talents, especially by providingmore opportunity for specialization. For example, the teacher who isespecially gifted at small-group instruction will spend the major por-tion of his day in this activity. Also, he will be provided with free timeto work with other teachers who are attempting to develop the skillsinvolved in small-group i nstruction. Third, such a staffing arrange-ment will allow for leadership within the teaching staff. Excellentteachers will have a wider channel for influence, both with students andwith colleagues. Fourth, the development of a hierarchy among class-room teachers undoubtedly will lead to teachers having a greater sharein decision making. Although the demand for a greater voice in decisionmaking is somewhat new, it seems regrettable that so often the demandis only in the areas of salary and benefits. The faculty of a schoolwith a differentiated approach to its teaching staff will have a voice inpolicy making in all areas. Incidentally, at Temple City the teachersare structuring themselves into an academic senate similar to theuniversity model.

We should bear in mind that the differentiated teaching staff is anew, untested idea. Although it appears promising, it will have to beapplied in many different settings and studied carefully. We can, ofcourse, be confident that it will not solve all our problems. However,it may solve many of them and lead toward greater professionalism inteaching.

6Allen and Ryan, op. cit; , pp. Z
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The Preparation of Teachers

Another area to which we must give special attention if we are toget to our school of the future is the preparation of teachers. Few ofus, whether involved in undergraduate or graduate programs, aresatisfied with the current results. Certainly, we have no dearth ofcritics to keep us humble. It is quite possible that one major sourceof our trouble is that we have patterned teacher education on the wrongmodel. Much of what is done in America to train teachers fits whatI call the exposure-immersion model. I am speaking here of the pro-fessional component, not the academic component. In order to pre-pare students for the active role of teacher, we expose them to aseries of education courses. The teacher-to-be is the passive recipi-
ent of information about children and teaching. After passing the
paper-and-pencil examinations which are supposed to indicate that he
can do all the things covered by the courses, we then in_merse him inthe active role of teacher. All of a sudden the student teacher or in-tern must stand before thirty or so children and translate all the pas-
sive preparation into skillful action.

Passive exposure and complete immersion! It is a minor miraclethat so many can survive. One wonders how such a questionable prepa-ration model ever got started_ A possible explanation is that when
teacher education was absorbed into colleges and universities somesixty or seventy years ago, it conformed to the prevailing patterns ofthese institutions. Except for student teaching, the preparation forteaching was treated like preparation in mathematics or English lit-erature. Formai, and essentially passive, courses became the domin-ant mode. I am not suggesting that there is no place for formal coursework in teacher education, rather that there is much more to be done.If we are truly to prepare our teachers-to-be for the complex, activerole of teacher, there is a whole fabric of training experience that
must be woven. These experiences should be a bridge between founda-tions courses and student teaching.

Some of these training experiences and activities are as follows:
I. Para.professional Services. For example, the college student

takes over hall monitoring or other supervisory duties forteachers. The main idea is to put the college student in con-
tact with youngsters, but in a new relationship, one in whichhe has adult responsibilities.

Resource to Students. In this role the beginner is assigned to
a library or to a study area simply to be a resource for stu-dents. With a little training, most college students could be
quite helpful to lower-school students, getting them started on
library projects or helping them with certain study skills.
Teacher Aide. Here the beginner is assigned to a teacher or
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a team of teachers. He is put in a working relationship with
experienced teachers and is given the opportunity to observe
and study the teacher role he is planning to assume. Such ex-
posure to teachers and education-on-the hoof should provide
experiences that enrich his education courses back on the campus.

4. Teacher Simulation Exercises. Here I am thinking of the sim-
ulation exercises developed by Donald Cruickshank of the Uni-
versity of Tennessee. Trainees learn about a hypothetical
class and school. Then they attempt to solve common teaching
problems in role-playing sitnations. In a safe, simulated sit-
uation they learn many of the complexities of the teacher role,
for instance, how to cope with irate parents.

5. Clinical Exercises. These exercises normally would take place
in a school and can be quite varied in nature. For example,
one such exercise might be having a trainee sit in on a class
with the express purpose of identifying and closely observing
an inattentive student. He records the student's behavior,
makes some guesses about his achievement and social adjust-
ment, and after class checks his perceptions with the teacher.
Later these experiences are discussed back on the campus.

6. Tutoring. Here the beginner works with one student for several
weeks. His assignment is to identify the student's learning
problems, plan and execute a program of remediation, and
finally, evaluate the success of the program. Not only does
the future teacher have close and prolonged contact with one
student, but he also is forced to do some hard thinking about
the learning process.

7. Microteachin_g. Microteaching is a practice setting for teach-
ing. The trainee teaches brief lessons to a few students and
then gets feedback from several sources: the students, a super-
visor, and video tapes of his performance. Usually in micro-
teaching the trainee practices specific technical skills of
teachirig, such as controlling student participation or asking
open-entled questions.

There is nothing new about this list of training activities and exer-
cises. Although I know of no program that does not at least suggest
to its students some of these activities, I know of no program that does
not at least suggest to its students some of these activities. I know of
no program that uses the full range. Finding time in the curriculum
seems to be the big barrier. Each year the total undergraduate cur-
riculum gets more crowded. Greater and greater demands on students
are being made. At the present time it may be totally unrealistic to
think that we can prepare a liberally educated individual and a highly
skilled teacher in the normal four-year period. I am not necessarily
advocating fifth-year programs. There are problems here, too. Rath-
er, I am suggesting the adoption of five-year programs in which liberal
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arts study and professional education are integrated over the entirefive years. This would give future teachers ample time to work inschools and go through the type of training activities mentioned above.At the end of his fifth year, the student would receive his baccalaureatedegree, certification, and be well on his way toward an M. A. in edu-cation. Of course, the time could be shortened for those who chooseto study during their summers. It seems clear, however, that thelevel of education and professional preparation demanded of the newteacher cannot be met in the traditional four-year sequence.
Let us turn briefly to in-service training. Today the culture ischanging with increasing rapidity. Knowledge is expanding and beingredefined daily. However, teachers, whose role is the transmissionof the culture and the dissemination of knowledge, have the meagerestopportunity to keep pace. We hear a great deal of talk about the

teacher as continuous learner, but little provision is made for thisslogan to become a reality. It is little wonder that commentators likethe mythical J. Abner Pg-ddiwell of Saber-Tooth Curriculum7 fameand Marshall McLuhan, the newly discovered prophet of the age, havefaulted the schools for being irrelevant to the world in which childrenmust live. If we are to have relevant schools, surely we must findnew ways to keep teachers from falling behind the advances in boththeir fields and pedagogy. We not only need new ideas, but we willhave to commit to this effort much more time, money, and energy. Onthis score, education can learn a great deal from the military and in-dustry. The armed forces are continually retraining their personnel,not only through combat exercises, but also through a vast network ofschools. The major industries, too, are allocating large portions oftheir annual budgets to education. IBM is said to be presently devoting30 percent of the time of its employees, from executives to technicians,to training and retraining.

Although there are numerous approaches to the teacher obsolescenceproblem, there are two I will consider briefly. One is external to thethe ongoing school and the other is internal. The first approach is todevelop a wide variety of retraining programs away from the school.Given the present need for highly qualified teachers, it does not seemunreasonable that every four or five years teachers return to the uni-versities or special centers for a semester or perhaps a full year ofadvanced work. Also, the summer institute program should be ex-panded for many more teachers and for teachers of all subjects and

7 Benjamin, Harold. The Saber-Tooth Curriculum. New York:McGraw-Hill Book Company, 1939.
8McLuhan, Marshall, consultant. Understanding Media. A Reportto the U. S. Office of Education by the National Association of Educa-

tional Broadcasters. Washington, D. C. : Office of Education, U. S.
Department of Health, Education, and Welfare, 1960.
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all grade levels. These opportunities should be opened up particularlyto the career teacher who has made a definite commitment to classroomteaching. Teachers should be able to attend without having to make anymore financial sacrifices. We can learn from the recent experiencein Japan that has helped to revolutionize the teaching of science there.To keep teachers abreast of the developments in the teaching of sci-ence, the Japanese have formed local science education centers thatdraw teachers out of the schools and retrain them for periods from asshort as one week to as long as a semester. Almost all of what isstudied at these centers is immediately applicable when the teachersreturn to their classrooms. 9

The second approach to the in-service problem is internal to theschool. Time for study and retraining should be built into the dailyschool schedule. This does not mean simply more free time or in-service courses tacked on at the end of a draining day of teaching.Time should be scheduled during the school day for teachers to cometogether and learn. The most logical people to lead these in-servicecourses would be those wno have just returned from external trainingprograms. These in-service experiences would be especially valuablefor inexperienced teachers and those who have returned to teachingafter raising a family.

Although the full spectrum of teacher education needs much greaterfinancial support, particular consideration should be given to the ex-perienced teacher. Certainly, when we consider the tremendouslyhigh drop-out rate in the early years of teaching, it is easier to under-stand why such a small investment is made in preservice training .What is so difficult to comprehend is why we make such a paltry invest-ment in the training of those who stay--the career teachers.
Change in Education

Most of what I have suggested with regard to where we are goingand how we can get there hinges on our willingness to change. Also, itpresupposes massive change in an endeavor that traditionally has beenquite resistant to change. Frankly, I think that is all over now. Changeis the new reality. Change may well be the only: constant in our lives.Recently, aread a report a letter from an 0-year-old woman:"Dear Sir, " she wrote, "Why do we have to go to the moon? Why can'twe stay on this earth and watch television the way the Good Lord in-tended?." Last November, McGeorge Bundy, president of the FordFoundation, took a different tack and stated the issue quite clearly:"We are in a grave and deepening crisis in public education. Theburden of proof is not on those who urge change. The burden of proof

9Glass, Bentley. "The Japanese Science Education Centers."Science 154: 2-1228; October 14, 1966.
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is on those who do not urge change. n10 It is our job as educators to
inform and direct this change.

Although the magnitude of change being suggested calls for financial
expenditures the like of which we in education have never seen, we are
gathering support. People in government, people in industry, and
people on the street are realizing a simple fact: We cannot afford not
to change the schools. The state, whose fundamental purpose is national
survival, has realized that the human mind is our basic and most valu-
able national resource. It looks to the schools to develop the genius and
supporting talent that will solve the frightening problems that confront
us. Many Washington watchers are expecting the government to pump
huge sums into education once we extricate ourselves from Southeast
Asia.

Industry, too, has a vested interest in the schools. It looks to the
schools to provide it with the scientists, managers, and technicians to
support and expand the technological society. More recently, industry
has found in the schools a vast, relatively untapped market for its
goods. The mergers of the "software" and "hardware" industries like
IBM, SRA, GE, and Time Inc., are a powerful indication that American
industry is in the schools in a big way. For many members of the bus-
iness community, the words of Calvin Coolidge in the twenties, "The
business of America is business," have been updated to, "The business
of America is education."

The third force for change in the schools is what I have called the
emerging will of the people. People are becoming increasingly aware
of our potential for developing the good life. Not simply the rich life,
but a qualitative improvement in the very character of life. We are
slowly realizing that the new frontier.is not outer space--our interest
here is already wantingbut the human potential. If the civil rights
struggle has taught us anything, it is that phrases like "quality educa-
tion, "equal opportunity," and "the human potential," are not simply
to be in the future the province of the few. The American school, which
classically has been used for upward mobility, is now being viewed as
instrumental in the attainment of a new good life that may well be within
our grasp.

These three pressures for change in the schools--the state, business,
and the emerging will of the peopleare not equal. It would seem that
right now we are moving faster toward a "meritocracy" that lavishly
rewards those who advance the power of the state or business. However,
there is something dangerous about educating people. They become dis-
satisfied with the merely adequate. They become critical of the imper-

10_Buder, Leonard. "Debate on School Reform." New York Ti _es,
November 19, 1967. p. Ell
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feet. They develop new appetites. They seek new alternatives. My
suspicion is that the more we educate, the more people will demand the
truly humanistic education in a truly human life.
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Source: The Teacher and His Staff: Dita!rentiating Teaching Roles,
Copyright, 1969 by the National Education Association, Washington,
D. C. Reprinted by permission of the National Commission on Teacher
Education and Professional Standards.

A POSSIBLE DREAM:
A NEW EDUCATION AND NEW MODELS OF TEACEERS

Roy A. Edelfelt

The concept of "The Teacher and His Staff" and the prospects for
major changes in teaching under the Education Professions Development
Act (P. L. 90-35) make a possible dream of the notions which were
central to two other TEPS themes-- the concepts of "The Real World of
the Beginning Teacher" and "Remaking the World of the Career Teacher.
Although all old business in the improvement of teacher education and
professional standards is far from complete, it is time to increase our
attention to the more pervasive business of remaking the teaching pro-
fession. One way to begin is to try to analyze aspects of our culture
which are relevant to education, predict developments, and anticipate
the sort of education needed to serve our people now and in the future.

Even the wisest analysts and prophets are uncertain and wary when
they try to interpret social developments and forecast directions which
education might take. Making predictions about the teaching profession
will be even more precarious, but it is necessary for $ ome educators,
however small a group, to get started. My purpose here is to help
them do so, to invite bold, creative, and critical discussion and thought.
I will illustrate one kind of analysis which might be worthwhile, sugg.ast
the changes for education and teachers which seem to be implied in the
analysis, and finally, pose questions which seem appropriate if action
is to follow talk.

The Need for a New Education

Educators operate on tacit and habitual assumpt ons about schools,
learners, and society. Many such assumptions are no longer valid and
some need new interpretation, but they still dominate educational thought
and action, thus perpetuating outmoded ways of doing things which can
be diametric contradictions of known facts.

Educators must engage in a vigorous dialogue to identify and examine
their assumptions about schools, learners, and society and develop new
understandings about what schools and teachers should be. Following
are illustrations of the kinds of assumptions which might be challenged
and some related ideas which could lead to very different conclusions
about education.
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1. A twofold assumption is that the purposes of education are to
pass on accumulated knowledge and conventional wisdom and to
train the young in certain selected skills, and that the responsi-
bility for such education rests primarily with the school. People
assume that educators know what should be taught and that ceach-
ing it will result in learning and that the most important learning
takes place in school. The assumption is no longer valid. The
purposes and sources of education are much broader than they
used to be.

Education designed to pass on the heritage of man from one gen-
eration to another may have been valid in times past when condi-
tions of living were fairly similar for successive generations.
But it is no longer appropriate in a time when conditions change
so rapidly. The teacher cannot merely remember what life was
like when he was in school and assume that youngsters now are
having similar experiences. Childhood and adolescence today
are different from those periods of life just a few years back. We
need to find new ways to identify with ti)e problems, thoughts and
feelings kids have. And youngsters today learn so much outside
of school that formal education no longer can claim credit for the
major part of learning. There is an urgent need, therefore, for
educators to devote more time to helping students learn how to
learn, to conduct inquiry, to study independently, to make choices
and decisions, to know themselves and others, to use technology,
to live with change, and to become agents of change.

2. A second assumption no longer valid is that a free society devel-
ops with little or no planning. When the United States was a
young, rapidly growing country, haphazard development may
have been inevitable; but in a well-developed society with an
ever-increasing population, it would be chaotic to depend merely
on the desires of individual or group enterprise, whether in
business, education, industry, or social development. A balance
between planning and evolution is needed, a balance which pro-
vides more planning than we have had in the past and the flexibil-
ity necessary for creative evolution.

Another questionable assumption is that our societal organization
has become static, that having progressed from an agrarian to
an industrial, technical, and business society, we have reached
the ultimate organization.

Support for a static or ultimate system of political, economic,
or social organization is often fostered by appeals to patriotism
or nationalism and to muster opinion against other isms, primar-
ily communism and fascism.

A profession devoted to scholarship and objectivity in a society
committed to democracy and rational thought can hardly permit
acceptance of notions which crystalize system and organization
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prematurely. We must continually employ new knowledge for
the welfare of people. We now have the technical, business,
and industrial know-how to support a more humanistic society.
Today's emphasis on producing goods and services, making
more money, and building better machines need not persist.
Developing better people, building better systems of living,
making life more fulfilling and rewarding could become the pri-
mary goals.

4. Still another outmoded assumption is that puritanic mores and
traditional modes of human behavior remain eternally valid and
should continue to be perpetuated without much examination.
Children are asked to abide by rules of behavior which are often
not based on reason. Too many of these rules are advocated
because they are the proper or traditional things to do. More
viable standards would derive from an examined, rational,
pragmatic approach to human behavior. Rules should be based
on reason and humanness and be able to withstand continuous
testing against current interpretations of values and recognized
examples of effective behavior. This should not suggest a
sentimental, permissive, or coddling approach but should per-
mit the young a broader encounter with real problems and con-
sequences of life at the student stage of development. It means
providing opportunities for youngsters to shape the rules and
standards they live by. It means recognizing that the sociology
of groupsthat is, the roles parents, children, teen-agers,
teachers, and others playhas changed and is changing. Stan-
dards of behavior, relationships, and responsibilities of all
parties in the preadult's world are constantly shifting. To avoid
chaos and confusion there must be some attempt in each subgroup
to agree, at least tentatively, on guidelines and understandings
of acceptable behavior, but they cannot be crystalized. The bal-
ance between no rules at all and overly rigid standa rds is dif-
ficult to achieve, but in this time of continuous change, it is es-
esntial.

5. There is an old assumption that subcultures within our society
can be categorized into urban-suburban-rural or upper class-
middle class-lower class and that the people who live in these
communities or groups have unique charact eristics and distinct-
ly different problems. An obvious need is a more cosmopolitan,
national, and world concept of society. We live on a planet where
communications are instantaneous, where people know a lot
about each other, and where there is a great interdependence of
people. What the individual does, whether he lives on a farm or
in the city, at home or-in a distant land, may directly affect
other people who live miles or nations away.

Although we live in a stratified society, there is a tendency to
overgeneralize about categories of people in terms of education,
cultural sophistication, wealth, color, religions convictions, and
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political idealogies and to judge them by what they have and who
they know rather than what they are. The willingness to over-
generalize and to support a closed system is inconsistent with
American ideals and stifles progress. If pronouncements about
freedom and equality are to have meaning, we need to promote
a more heterogeneous, open society where an individual is judged
on how adequately he fulfills his own potential and what he contri-
butes to his fellowman, not on what position he has or what de-grees he holds or what color he is.

6. Another out-of-date assumption is that careers develop along
planned, predictable lines. Too often it is assumed that a person
begins work in a particular field and stays in that field, that pro-
gress in a career is linear and follows a known sequence. Most
careers today are not predictable; the trend is for them to be less
so. A career, even life itself, must now be viewed as a flexible
developmental sequence in which a person may start out with
particular goals but move easily into many careers, some seem-
ingly unrelated. This will be possible because the intelligent,
well-educated man is able to learn what he needs to know, within
limitations, about a new job. It will occur because some jobs are
so new that formal preparation programs have not yet been de-
veloped for them. The first people in a new career must find
their own way. The self-prepared will become much more com-
monplace, both because of rapidly developing new fields and be-
cause of the adaptability of people in a high society.

7. The traditional assumption that people are largely immobile and
provincial no longer holds. People may be provincial, but much
of provincialism is superficial, such as allegiance to sectional-
ism (Californians or New Englanders) or snobbishness as part of
an in group. Ours is a national society. Much of life is national
in scope. Mass media make information widely available. Al-
most every community has its cosmopolites. And people are
certainly not immobile. The trend is clearly toward more mobil-
ity and sophistication. People will be (or should be) citizens of
the nation and the world, even the universe. They must also re-
late to and take responsibility in the local community. The ques-
tions "Where do I belong?" and "To whom do I have responsibility?"
need new answers in a highly migratory society in which few peo-
ple belong to only one community. Old patterns of earning or
seeking status, acceptance, and power within communities are
changing, especially in new communities. The ramifications of
great mobility, shallow roots, and the problems of adequate
cosmopolitanism are interrelated. Though his vision is wide and
his ability to travel is great, man must still have an effective re-
lationship with and a recognized responsibility for his fellowman.
What this can mean for the highly civilized American nomad is
far from known.

8. Another outdated assumption is that hard ph sical work is right-
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eous and good; that to be virtuous, work must be tough anddistasteful; that work is easily discernible from play. Withinthis concept people are paid for the amount and quality of goodsproduced. New concepts of work will not necessarily equateproduction to compensation but may recognize accomplishmentsof other kinds. The person who must experience hard work orfeel guilty will need reorientation. More than education of thecurrent sort will be needed. Many attitudes about work havedeep psychological and religious underpinnings. Changes inattitude will need to be developed through a pragmatic kind ofthinking about accomplishments being assessed in a varietyof ways. For example, it must be legitimate to regard readinga book or going to a concert as work. Such activity may be asimportant and require as much effort as any other kind ofactivity. A broad concept of work must recognize people de-veloping in a fuller "culture. " In early America most of thepeople were largely "uncultured" in the sense of not beingconversant and sophisticated in the arts, music, literature,and philosophy. Americans are changing. There is now theprospect of a mass "culture, " hitherto undreamed of, wheremost people live a full life, creating as well as consuming.
9. Another traditional notion is that procreation is by intentionor accident, that people bear children because they want themor feel a responsibility to perpetuate the species, or thatpeople have children by mistake. The world is becoming soheavily populated that more rational thinking about procreationseems inevitable. It also seems sure that choices in love andmarriage have been based for too long on Holly-wood-createdmyths about romance. The population explosion makes ittimely to explore and consider the weliare of prospective peo-ple, to consider the possible use of science and medicine bothin seeking suitable marriage partners and in producing thebest offspring. Sex drives should not determine who and howmany are born. Intelligence and morally acceptable behaviormust become more relate& When decisions such as these canbe made, the individual and common good as well as civil andreligious codes of behavior must be considered. Marriage

partnerships and births should not be left to happenstance oraccident or shotgun.
10. Still another time-honored notion is that childhood and adol?,cence are preparation for adulthood and magically at age 18or 21 a person becomes an adult. One basis for this is relig-ious doctrine; another is tradition based on false assumptionsabout the human babe and child. When a child is regarded as"by nature sinful and unclean," adults see to it that he is care-fully indoctrinated and molded so that basic instincts can beovercome. When children should be seen but not heard, thereis usually little understanding of childhood or there is adultselfishness for peace from children.
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It is now clear that life is a long period of gradual develop-
ment, that the human being is influenced strongly by his en-vironment, and that innate abilities exclude values and atti-tudes. It is also clear that if initial development does nottake place, much of what a youngster should learn during his
early years cannot be compensated for or developed later.

11. A final assumption, for this paper, which needs to be changedis the notion that essentially the same schooling is appropriatefor boys and girls. Teac}-,e rs and parents recognize the dif-ferences in boys and girls, yet nothing much has been done inschool programs to provide for or capitalize on these differ-ences. Recently the pressures to impose specific culturalroles on boys and girls seem greater. Boys typically are ex-pected to be more aggressive, independent, and non-conform-ing, to dissent and question. Girls are expected to be sub-missive, dependent, and conforming, to please and supportteachers and other adults. Boys more often than girls arediscipline problems. Attitudes about masculinity and femininityinfluence interest and performance in school to the point thatsome subjects are actually seen as feminine or masculine.Girls on the average make better academic grades in junior andsenior high school than boys, yet boys score as well as girlson achievement and IQ tests and more boys than girls go tocollege.

The need is acute to give special attention to and at times challenge
imposed cultural roles and adult systems of control. An example ofthe alienation of both boys and girls is the hippie movement, which stemsfrom overcontrol and the inability of adults to communicate with theyoung, and vice versa. If preadulthood is to be a desirable, respectedperiod of life during which growth and development are fostered, en-couraged, and tolerated, changes are in order in school programs and
in approaches to instruction.

These assumptions, although not comprehensive, serve to illustratesome of the kind of thinking which is needed to bring about a new sortof education. It is not always possible to draw implications directly,but the identification of outmoded assumptions provides background forthinking about new concepts of education and possible new models ofteachers and teaching.

A New Education

A new concept of education will go well beyond the school. Educa-tion under school auspices and in other community agencies will providegreater scope, more facilities and resources, and more reality in learn-ing. It will capitalize on all of the agencies and people who contributeto learning and education. The existing emphasis on abstract conceptsand vicarious experience will be enlarged, because some youngstershave insufficient experience to deal with abstractions and most young-
20



sters need more contact with real things and real people. The new
school will have work-study programs to enable students to gain practi-
cal experience to which abstract and concrete study and thinking can
be related. Study and work for short or extended periods will be ar-
ranged out of the classroom and out of the school. Many community,
business, industrial, governmental, and other agencies will serve as
supplementary learning centers. Youngsters' study programs will
be individually designed, based on continuous and careful diagnosis of
individual intellectual, psychological, physical, social, and aesthetic
growth, and work will add essential responsibility and provide status.
Being a student will be recognized as a youngster's work. Education
will offer as much or as little planned control of the school environment
as necessary. The question of what and by whom controls will be ex-
erted may present some thorny problems, but it also provides part of
the basis for deciding on the purposes of education and the new roles of
teachers.

The new education will include careful, continuous diagnosis of
what a student knows, what he thinks he wants to know, how he learns,
what he wants to learn, what he is able and motivated to learn. It will
include counseling about alternatives in learning, recognition of various
levels of learning, and examination of the degree to which learning has
transfer value, is generalized or synthesized.

A new concept of education will help the learner develop an under
standing of what learning is, how it takes place for him, how and why
it can be or is exciting or dull, challenging or boring, rewarding or a
waste of time.

The new education will explore and recognize conditions and attitudes
which influence learning. Learning will be based on theories far beyond
the simplicity of conditioned-response psychology. The new education
will be concerned with how people feel about themsevles and how they
feel about others and the influence of such feelings on how and what they
learn. It will be concerned much more with the effects of physical and
mental health on learning and will be seen as oriented to helping people
live more effective, productive lives, not merely directed at getting a
better job or social position. It will stress individual assessment based
on what a person can do. It will provide for internal evaluation but will
also use external assessment as cues to what has happened to an indivi-
dual. One of the focuses will be helping the individual organize his own
existential world.

The subcultures of childhood and adolescent life will be used as part
of the substance for learning. Study and learning in human relations,
interaction, and growth will use the real problems and situations of
living ( as students). Both real and simulated situations will be employed
to apply knowledge and skills from all phases of learning.

Evaluation of student progress will be primarily in terms of behav-
ioral goals. This will include not only the assessment of students'
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intellectual ability -- ability to analyze, understand, interpret
and use what has been learned--but assessment of their performance as
members of the school society.

In many area s of learning, particularly where performance goals
can be identified specifically, such as in mathematics, typing, spelling,
etc. , requirements will be in terms of achievement rather than time.
For example, the student will no longer be required to take two semes-
ters of geometry or four years of English; he will study only as long as
it takes him to demonstrate that he has achieved the specified goals.

Flexibility in all subjects and areas of study will eliminate the
school schedule as we now know it. School will not begin and close at
the same time for all students. In fact, on some days some students
may not even "attend" school in the present sense. Schools, libraries,
museums, art galleries, and other locations for study will collaborate
by pooling resources to fit the students' learning goals.

Eventually, as the above sources of information and knowledge be-
come readily accessible and as terminals for computer-assisted in-
struction and computer-stored information become available, the prob-
lems of access to data will largely disappear.

The new school will provide all types of materials for learning, in-
cluding extensive collections of supplementary materials and primary
sources which will be available on microfilm, microfiche, and other
forms of computer-storing.

Teaching groups will be organized so that both instructional and sub-
ject matter experts can be available to make judgments about selecting
content and approach in teaching. A variety of noneducators--psycho-
logists, sociologists, social worker s, artists, musicians, philosophers,
political scientists, and other consultantswill be available on a tempo-
rary or part..time basis to work in schools and to help teachers analyze
and make judgments about the appropriateness of curriculum and instruc-
tion. The selection of learning goals will include much more than de-
ciding what, why, and how to teach. Much more emphasis will be given
to creating the conditions under which learning can be fostered through
individual study.

These ideas about the school in a new concept of education are far
from comprehensive, but they do give some idea about the kinds of peo-
ple needed,to staff schools and about what the multitude of jobs in teach-
ing might be like.

New Kinds of Teache s and New Concepts of Teaching as a Career

Educators in the future will perform a variety of tasks, some of
which exist in schools today and many of which will be newly defined as
teacher roles are differentiated. Roles will be identified and classified
in terms of degrees of difficulty, responsibility, and needed artistry and
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in terms of background of the people who assume specific kinds of tasks.Role identification and assignment will be supported by a thorough, sen-sitive guidance program for the professional development of educators.There will be a specially trained staff for teacher evaluation, analysis,and guidance.

The term teacher will describe only some of the people who workwith youngsters -in learning. The concept of "classroom teacher" willrefer to only one of the many kinds of teachers. The notion that teachingtakes place in a room designated as a classroom with a specified num-ber of youngsters will no longer provide a valid definition of the teacher.Teachers will perf orm in many roles which may not take place in class-rooms as we have known them.

No teacher will be expected to be competent in all situations or withevery child. Assignment of teachers and students will be made carefullyand purposefully and assessed constantly. Reassignment will be pos-sible at any point in the year.
The teacher of the future will be much more responsible for diag-nosing learning problems, developing curricula, creating effective pro-cedures, masterminding the production and selection of materials andmedia, and contributing to the professional development of himself andhis colleagues . The teaching profession of the future will emphasizeattracting people "who like to teach." The teacher will be a facilitatorof learning; one who is fascinated with helping to dream up ways of learn-ing and thinking; one who is sensitive enough to know when to let thestudent learn for himself; one who is intrigued by the youn, the lessmature, or the less sophisticated. Teaching will emphasize artistryand employ a rational science of pedagogy.

Teachers will be assisted by a variety of aides, specialists, laymen,students, and machines. Students will be expected to teach other stu-dents, recognizing that there is lealning value in teaching.
Teaching will provide many career, temporary, and parttime positions, including advanced standing as a teacher. It will have many possible patterns, some of which will permit teachers to attain seniority,appropriate compensation, and prestige in teaching itself; it will not beunusual for a person to earn promotion without moving into administra-tion and supervision. It will be usual for career teachers to earn up tothree and one-half times as much as beginning teachers.
Teachers and other educators will have variety in assignment.Roles will be designed to maintain freshness of viewpoint. The educatorwho teachers will always be considered a learner. Assignment will bedesigned to provide sufficient variety so tlmt overconlidence, boredom,and rigid routine in a subject or situation are avoided.
Deliberate efforts will be made to keep teachers from becomingroutinized, static, dull, defeated, or stale. Some such measures will
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taken within the school system and some will be provided from outside ofeducation. There will be exchange positions for all teachers. There
will be foreign, government, and industrial assignments which teacherswill take every three or four years for at least a year's time. Therewill be social work and other opportunities for teachers to become im-
mersed in society so that they can avoid becoming shortsighted and
complacent. It will be nearly impossible for them to become staid,
rigid, or bogged down in a rut.

The career or senior teacher in the future will be expected to bemore than the teacher of today. He will be a student of society, of
human development and social history. He will be well informed in psy-
chology, sociology, and social and political sciences. He will be a dilet-
tante philosopher, scientist, social critic, world traveler, and politician.
In none of these areas will he be similar to the people who devote theirfull energies and scholarship to a special discipline, but he will never-
theless not be unsophisticated. He will be a practitioner--one who de-
pends on scholars, who communicates with scholars, who must interpret
into action relevant data from these sources.

The teacher of the future will have a high level of academic freedom
and will recognize what a profession is, what his role and his rights and
responsibilities are, for himself and his colleagues.
Questions About Action

To realize a possible dream for remaking the teaching professionand developing a new, superior quality of education, a great deal mustbe changed in the present scheme of things. A number of new models
have been developed and additional models will be developed as the con-cept of "The Teacher and His Staff" is expanded. New models of teach-
er education will be created and implemented under U. S. Office of Edu-
cation funding in the next two years. The following questions are designedto elicit discussion and action in remaking education and the teachingprofession:

1. What additional analysis of present circumstances in society
needs to be undertaken to anticipate needed developments in
education?

2. What key people in education and teacher education should be
involved in initial attempts to analyze, anticipate, and predict?
How can scholars and social critics be involved to the best ad-
vantage?

4. How can new ideas best be shared within the profession a d withthe public?

What steps can be taken to translate ideas into action?
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6. What changes in teacher education are needed to prepare teachersto work in schools where staff roles are differentiated?
What changes need to be made in certification requirements,salary schedules, tenure practices; student-teacher ratios,local and state financial support, and other traditional proce-dures to encourage new concepts of education and new thinkingabout teacher roles?

How can the provisions of federal legislation, particularly theEducation Professions Development Act, be capitalized?
9. What changes in position and emphasis are needed by profession-al associations?

10. What can teachers do through local associations? Throughother vehicles?

At stake is the future of American education. To dream a possibledream is no small task. To make the dream a reality is a monumentalone.



Reprinted with permission from Virginia Journal of Education, Septem-ber, 1968. Copyright 1968.

STAFFING FOR THE CI-UNGING PATTERN OF
ORGANIZATION FOR INSTRUCTION AND LEARNING

Dr. Roy A. Ede lien

Most of our shortcomings can be improved by education. There is
a chance to change society in just a short period of time if we could
change education, and the time is right for action. Laymen are moreinterested in education. There are more funds. The most effective
way to get commitment to new approa ches and different ideas is to in-volve people in their development.

Local educat on associations have not helped teachers to discover
through their own experience that even profownd and drastic change is
possible, that one must work with people to create new facts, that theycan see through their own experience things can be changed, and to
provide the opportunity for real communications between persons of
many different backgrounds. The main emphasis of local associations
throughout the country has been teacher welfare. There must be abetter balance between teacher welfare and professional welfzre. Weneed desperately to give more time and effort to the central concernsof teachers and administrators and college people to teaching and
school programs. We can demand and negotiate better salaries and
fringe benefits, but we really do not have a case unless we begin to dem-onstrate the quality of our service.

To do this effectively, we must have more than a public relations
program to tell what teachers are doing and to report on how well stu-dents are doing. Parents and laymen must be able to see and hear andfeel the reflections of their youngsters in a school program that hasmeaning, that has intellectual excitement, that has social significance,that has enthusiastic participation.

One approach to the demonstration of quality service by teachers canbe the achievement of different ways of working on instruction, different
ways of employing teachers and youngsters in the learning process.

School personnel have discovered that the traditional concept ofteaching is more and more unrealistic. The teacher does not have thetime to plan, to analyze and to assess his own teaching, to find approp-riate materials, to check the effectiveness of instruction, to get to knowstudents, to keep in touch with parents and to evaluate the effectivenessof curriculum. Teaching really often becomes dull, routine and unex-
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It is important that we become self-critical, and convince the publicthat drastic changes must be made in schools if future generations areto get the kind and quality of education they need. We are responsiblefor many of the ills of our schools, sometimes because of immaturity,sometimes because of apathy and lack of creativity, sometimes becauseof insufferable administration, and the public, of course, is also re-sponsible for not supporting schools in a way which makes teaching ex-citing.

We must look at competence. Unless professional associations andlocal school districts take the responsibility for the professional kindof welfare of their teachers, we will continue to have a second-classprofession. At least since World War II, there has existed what wecall a teacher shortage. In recent years, we say more a.ccurately thatwe have a shortage of people who will teach. There are enough peopleto teach in our society. They just choose to do something else.
The view of the school system as a vast, monolithic, faceless groupof teachers, doing much the same thing, is widespread. The experiencedteacher is seen as almost indistinguishable from the beginner. Traitsand talents separating the great from the poor teacher ara unclear. So,one of the motivations for changing the job of the teacher is to maketeaching sufficiently attractive and exciting, satisfying and rewarding,so that we can entice and keep interesting, able people. It might bepossible to create a general strategy for bringing in sub-professionalpeople on a part-time basis, using these people as support personnel,who work with teachers as assistants. We lose about 11 per cent ofour teachers every year.

The "teacher and his staff" concept is an idea that gets at thesep;.'oblems. It began with the recognition that teachers need more help,from both subprofessionals and specialists, and that it is important tohave an open, objective and supportive climate to work and grow to-gether.

The key slogans in encouraging the teacher and his staff concepthave been involvement, innovation, experimentation and evaluation.Assistance for the teacher takes a variety of forms. Auxiliary person-nel or teacher aides of all sorts, human and mechanical. They servevarious functions: the human aides for monitoring purposes, for clericalpurposes, for materials production, for simple teaching tasks, forreading to youngsters, for operating equipment and others. We do nothave nearly enough of these people. Sometimes these people shouldteach cooperatively with a teacher, and make presentations in arta,s ofspecial knowledge or assist with technology on some new area. Thereare provisions under the new Education and Professional DevelopmentAct for the use and training of such people so that we can bring scien-tists, musicians, journalists and other people into the classroom withsome training to help teachers.
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The teacher is the diagnostician of learning problems, the decision
maker on what is taught and how it is taught, the judge of what materials
and media should be used, but instead of deciding on all of these ques-
tions alone, he gets a wealth of advice, counsel and support.

The present definition of classroom teacher must be re-examined.
For one reason, many teachers in new organizations will have admini-
strative and supervisory responsibilities which had formerly only been
the jobs of principals and supervisors. The concept of the career teach-
er, or the senior teacher, needs another look, for a teacher of superior
competence usually has responsibility above and beyond those of other
teachers.

Some people see the career teacher as the nucleus of the teaching
profession, comprising maybe 30 to 40 per cent of teachers. They see
the career teacher as "the professional" with a staff. If this comes
about, of course, things will change considerably because a person en-
tering teaching today has no place to go; the job of the teacher on the
first day of teaching is about the same as the job of the teacher 45 years
later on the last day of teaching. With a career teacher classification
and other classifications, there will be some place to go in teaching--
some higher status, greater responsibility and a more stimulating job.

The teacher and his staff concept raises many issues, and it chal-
lenges many established positions. For example, is it as important to
worry about beginning salaries for teachers, or should we now shift
and look at the range? We have gone on record as suggesting that the
top salary should be 3-1/2 times the beginning salary. Is it still rele-
vant to push for smaller class size when we may not even have classes
as we now know them? Or, is it important to push for a certain teacher-
student ratio if school is going to be a different kind of arrangement of
teachers and youngsters? Or, will associations continue to be effective
if we are divided into classroom teachers, principals and administrators,
if teachers are going to do some administration, supervision, and prin-
cipals are going to do other kinds of jobs?

There are many possibilities. To begin with, educators are being
prompted to look again at the nature and the kind of competence needed
for different teaching tasks. For example, what unique or special abil-
ities are needed to lead a seminar group or to lecture to a large group
or to tutor an individual or to support independent study? Should all
teachers be required to handle all of these approaches? Should the be-
ginning teacher start with the easier tasks in teaching and proceed to
the more difficult tasks? Should a teacher's unique talents, attitudes
and aptitudes determine his competence and his assignment? Who should
be involved in making judgment about teacher competence and assign-
ment?

There are also issues and problems in the introduction of auxiliary
personnel and teacher aids in schools. All teachers need help, but
many fear having a teacher aide, or the idea of having another adult

29



in the classroom. There is uncertainty and insecurity about exctly
what professional skill is and of what professional skills they have com-
mand. Still other teachers resent sharing "their" students with anyone.
Teachers will resent auxiliary personnel if such help is thrust upon
them, but if teachers are involved and informed in the selection, in the
training, and in the assignment of teacher aids, the results might be
quite different.

The action to date on the teacher and his staff concept has come
largely from groups that are not the local associations, but improve-
ments must develop out of the need at the local leve, rather than the
adoption of someone else's ideas. There are, however, some general
bits of advice:

One, at the local level, have a look around where you are to see
what's going on in other school systems. Is it possible for the local
association to help the school district develop policy so that the teachers
can be released to vicit these schools? Take along a school board
member. Get materials and more comprehensive descriptions. Help
communicate what is going on in your own school district.

A second area is to consider and discuss with the local association,
membership ideas for the local association. Begin to raise questions
about what is being done. Propose and act on specilic procedures for
improvement.

A third idea: decide what constructive and positive stand the associ-
ation could take on topics such as teacher aids, differentiated roles of
teachers, career teacher designation, participation and membership in
policy devemopment, and get these into the kinds of agreements that
teachers' associations develop with school boards.

Fourth, find some way to see to it that demands for involvement in
ideas and action are linked to responsible commitment to carry through.

Five, use your state and national association for support where pos-
sible in implementing policy and in securing political pressure, and in
finding sources of information.

And, my last suggestion is to involve local citizens in discussion
and action. You will find that local citizens are as interested in some
of the ideas and more supportive than some teachers.

There is a new world ahead for teachers and the teaching p-.!ofession
and for education. The teaching profession can become the pre-eminent
profession. It can provide the kind of a full life which enables people
not only self-fulfillment, but also the chance to make a contribution to
their fellowman and the future of mankind. But, such a change can not
take place until we make school and education more relevant and vital,
which means we must change the way we operate.
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Reprinted with permission from Review of Educational Research,June, 1967, Copyright, 1967.

STAFF UTILIZATION
Bruce R. Joyce

Research in any area which does not come directly under the pur-view of one of the well-established academic disciplines is likely todevelop awkwardly. Staff utilization is such an area. Innovationsin staff Utilization patterns are developed out of the problems of prac-tice rather than out of the theoretical constructs of the basic disciplines,and, furthermore, we are only just beginning to see changes in uses ofpersonnel derived from broad, theoretically based conceptions of man-machine systems. It is quite diificult, therefore, to compare the qualityand type of work done on staff utilization with that done, for instance,in learning theory, which is an area of cumulative theoretical inquiryand which has the benefit of many psychologists, sociologists, and edu-cators who have had much training in the design and the execution of re-search projects. Consequently, existing research on staff utilizationcan be interpreted with respect to its context only--the developments intechnology and organizational patterns in public school settings--andthese need to be explored briefly before the research is examined.
The 1950's and 19602s have been a time when the conception of staf-fing the schools with only one kind of person (the multipurpose classroomteacher) and only one kind of material (textbooks and trade books) hasbeen replaced with the view of the school as a complex of man-machinesystems in which teachers of many kinds work with technicians and lowerorder personnel of many qualities and in a matrix of technological de-vices and instructional resource centers. The work by Loughary(1966) exemplifies this. A massive effort has been going on to induceschools to experiment with new uses of physical facilities, personnel,and technological devices. In architecture, led by Educational Facili-ties Laboratories (1965), the concepts of flexible and creative use ofspace and of zoning schools for various functions (independent study,computer-assisted instruction, large-group instruction and seminars,etc.) have become well established. Team teaching has been made afamiliar term by innovators like Anderson (1966), and the potentialuses of television, computers, programed instruction, and other in-structional modes are well known even to the lay public. However, thelocal school setting is often highly resistant to change, affecting ad-versely the conduct of research in any area which, like staff utilization,has to be carried on in the school setting. To start a program of re-search on team teaching or the role of the teacher as part of a man-machine system is extremely difficult. Without substantial financial
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support from a foundation or the government, it is often impossible
to create the desired experimental conditions in the first place, or to
keep them going until the teachers have had time to learn the new roles
that are to be studied. Without intensive collaboration with a university
or research and development center, it is difficult to assemble a quali-
fied research team. Even university and school district collaboration
provide no guarantee that research will be done.

Resistance to change has frequently forced research personnel into
a defensive posture. For example, researchers exploring team teaching
have needed to collect evidence about any possible emotional damage
that might occur when the young child is exposed to more than one teach-
er (see Gibb and Matala, 1962, and Lambert, Goodwin, and Wiersma,
1965) because advocates of the self-contained classroom have attacked
innovations in team teaching with allegations that emotional damage
might occur. It will be difficult to carry on much fact-finding activity
until heated argiiments about the use of paraprofessionals, teaching
teams, programed instruction, television, and computer-assisted in-
struction diminish greatly. The pressure from critics of innovations
often forces innovators to proceed too quickly to assess the effects of
utilization patterns on pupil achievement, whereas the first few years
of a new utilization pattern should probably be given to "engineering"
research that can result in knowledge of the optimal dynamics of the
utilization pattern. For example, when paraprofessionals are intro-
duced into a school system (or television or any other device requiring
reorganization), the tendency has been to study immediate effect on
pupils rather than how the paraprofessionals or media were actually
used and how they might be used efficiently.

Two other problems affecting field research in the utilization of
instructional personnel need to be recognized. The first is that patterns
of staff utilization depend on administrative recognition that new roles
exist. Aud, although the literature now abounds with ideas ranging from
teaching with teams and the use of paraprofessionals to the development
of man-machine systems, school personnel administration does not re-
flect these changes. For instance, Gibson and Huntts (1965) recent book
on school personnel administration shows only five instructional service
positions including the teacher, guidance counselor, psychologist, nurse,
and helping teacher. There is no recognition given to other instructional
personnel, such as television specialists, programers, team coordina-
tors, or instructional systems specialists. On the other hand, 16 ser-
vice personnel, such as secretaries, clerks, and dentists, and 18 ad-
ministrative service positions are mentioned in this same volume. Un-
til the personnel administrators see a greater variety of types of instruc-
tional personnel, the newer types are unlikely to appear in the school
setting in any great number. The other problem is that "systems"
thinking has come slowly to the area of public education. Innovations
such as team teaching or programed instruction often appear in local
setting without the development of a full-scale pattern of organization
that can enable these changes to be made or studied effectively. When
introduction of a staff utilization pattern is conceived as the construction



of a man-machine system, however, careful analysis of the possible
behavior of the machine and people can be made in an effort to find out
the actual situation of staff utilization of roles that teachers take on
easily and the kind which they resist. For example, team teaching in-
volves new kinds of leadership problems which have been debated vehe-
mently (e. g., whether to have "hierarchical" teams), but the actual
patterns of interaction of team members and the question of their ef-
ficiency in decision making has been studied very little, considering
the amount of team teaching that is going on.

Despite the difficulties in the context of staff utilization there havebeen many studies reported even since Anderson's (1964) review. Pro-gress can be discerned on three fronts: (a) through research which isdone in the context of attempts to change staff utilization patterns in
the public schools or to make technological innovations that require
new staff roles, (b) through studies of teaching which are beginning toprovide a more realistic idea of the potential functions of the teacher,and (c) through the development of conceptual frameworks for determin-
ing staff utilization patterns through the construction of comprehensive
man-machine systems. In this chapter, each of the above three areasis treated separately, but the categories overlap somewhat.
Innovations in Staff Utilization Patterns

Team Teaching

The great push, especially at the secondary school level, to persuadeschools to organize themselves into teaching teams and to make use ofwhat have come to be called paraprofessional or subprofessional opera-tives on the teaching team has not resulted in much solid research. TheFord Foundation collaborated with Via NEA Department of SecondarySchool Principals to initiate, to study, and to give publicity to projects
at the secondary education level. Several numbers of the Bulletin of theNational Association of Secondar School Princ. als were Ti-voted- tothis problem and have been reviewed by Anderson (1964, 1966). TheJanuary 1965 issue of the National Elementary Principal is a guide tothis attempt at the elementary level. Anderson (1966 ) and Hinson
(1965) provided bibliographical guides through summer 1966. Nearlyall of the "research" that has accompanied this movement has been
descriptive and subjective, but that product was not unexpected. As
indicated above, the people who have conducted such studies were con-cerned with bringing about an innovation and either guarding against
gross damage to children during the innovations or fending off critics.Few were attempting to develop lines of cumulative research. Four orfive studies, however, were very carefully done and should stand asexamples fur the future development of the field.

One of the better studies was done by Lambert, Goodwin, and
Wiersma (1965). Although it examined the operation of only two teams,the number of variables studied was large, and they were clearly iden-tified. The investigation was constructed to yield much information
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about the processes of the team operations and factors influencing ef-
ficiency of operation. The dynamics of the much debated hierarchical
team structure were investigated in terms of the content of instruction,
pupil interaction, adjustment, and achievement. Some of the findings have
immediate implications for team organization. Within the teams, dis-
cipline problems were greatest when intern teachers were teaching. Ap-
parently the team operation, which is frequently touted as a good setting
for student teachers and interns, did not automatically protect the noviceteachers from control difficulties, leading one to wonder whether the
children perceived the "team" as their teachers or whether they related
to their teachers singly. Since one of the potential advantages of teamteaching is that it enables teachers to have a collective or group effect
on students, it seems that ways of bringing about this collective effectmight well be studied closely. The primary grade team pupils surpassed
their self-contained classroom coimterparts in achievement, while the
pupils with the intermediate team did not. The stability of the primary-
team personnel was greater. Pupils on both teams had minimal problems
adjusting to the team organization, even in the case of the changing per-
sonnel on the intermediate team.

Lambert, Goodwin, and Wiersma (1965) used a number of research
techniques which could easily be employed more frequently in field set-
tings: (a) pupils were randomly assigned to team and self-contained set-
tings, (b) observers we:.-e trained to record infractions of discipline, and(c) the interaction analysis technique was employed to permit the study
of such issues as the effects of team stability on the interactions with
children. (For example, the unstable team was found to spend much less
time on content than did either the primary team or the teachers of self-
contained classrooms.) Although the small sample limits the generality
of findings, this study indicates the value of intensive study of many inter-
acting aspects of any staff utilization pattern, and it gives rise to many
questions for extensive research both about ways the dynamics of team
operations may affect pupil output and ways of improving efficiency in
cooperative teaching. For example, if team efficiency does turn out tobe closely related to team stability, which seems logical in any event, it
is possible that the kinds of team teaching now being employed are not
well suited to the school settings where teacher turnover is very high.

The Norwalk Board of Education (1963) commissioned Heathers to ex-
amine its team teaching program. Although Heathers worked under
severe design handicaps (his chief source of data was written reports
by team members), he asked critical questions of the data, and some of
the results are important for students of the dynamics of team teaching.
Norwalk is an established center of team teaching and had over 25 teams
in operation during the year of Heathers' study; foundations and university
consultants have provided unusual financial and technical support to theteams. Heathers found that 90 percent of the lessons taught within the
team structure were planned by individual teachers working alone. Also,
most of the topics discussed by teams during their planning sessions re-
lated to coordination of personnel and organization of resources, although
teams reported that they set up overall plans under which individuals
operated. These results are mixed and ambiguous enough to suggest that
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hard data are needed regarding how plans are made by teaching teams,
If, for example, a team spends very much time reallocating individual
responsibilities and if much planning and teaching is done by individuals,
potential gains accruing to cooperative teaching may fail to develop. The
Norwalk study also reported that most small-group instruction occurredin the curriculum areas of reading and arithmetic, which are the areasof instruction where small-group instruction occurs in other types of
staff organizations. There were many other aspects of Heathers' studyfor Norwalk which should stimulate investigators to look closely at the
actual patterns that develop when teams are formed and to conduct en-
gineering research to improve team functioning. Many of the techniques
employed in industrial psychology for describing and analyzing staff
performance could be applied successfully to investigate staff utilization
practices in schools.

Reber's (1965) survey in 1963 and 1964 addressed itself to the "per-
sistence tendencies" of staff utilization projects sponsored by the Ford
Foundation and the NEA Department of Secondary School Principals,
This survey included 51 schools, of which 17 had been involved in staff
utilization projects that were publicized during the late 1950's. TheSchools in the innovation projects manifested a much higher use of inno-
vations of all types, including the use of mechanical and electronic equip-
ment, independent study time for pupils, and the use of instructional
assistance, team teaching, and large-group instruction. They indicatedthat 28 out of 35 staff utilization projects are continuing and that 7 have
been terminated. The ones that were terminated formed no particularpattern. The ones that continued included team teaching projects, the
use of mechanical or electronic equipment, the use of lay assistance, and
the use of independent study time organizational forms. A much larger
percentage of the staff utilization project schools developed innovations
in team teaching; lay assistance tended to be used in school libraries andlay readers in English classes. The survey indicated that most of the
schools were unable to develop evaluation procedures that would produce
reliable evidence of the results of the experimentation or, perhaps more
important, of the dig': -ulties and problems encountered in developing and
carrying through the experimentation. Reber's study, while presenting
a valuable survey of the use of staff in selected school districts, was not
really designed to yield much evidence on the factors influencing the per-
sistence of specific practices.

Fifteen years of innovation in team teaching have left us with almost
no research evidence. Aside from the Lambert, Goodwin, and Wiersma
(1965) study, there is little evidence of the effects of mixing people of
different teaching styles on various teams. The use of teams to develop
social climates in the teaching situation that will have a calculated effect
on children is not particularly well-known. Most of the research on the
use of paraprofessionals on teams has been defensive research aimed at
working out nimimal roles fo x. such personnel and proving that they do not
harm the children who are exposed to them. Since the early 1950's,
knowledge about the use of paraprofessionals has really not increased as
a consequence of a carefully done research project. Throughout the
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bernetic models, which depict supervisors and subordinate personnel asinteracting, self-regulating systems, can open up very different typesof studies not only of team teaching but of teacher activity in all types ofsettings. It is particularly important that solid analytic schemes, suchas those developed from the cybernetic point of view, be employed inschool settings so that the experience of innovators not be lost to thefuture. For example, Joyce and Harootunian (1967) described a varietyof teacher roles which were developed at the Valley Winds school inRiverview Gardens, Missouri, hut which were never studied adequatelyand are now passing from the scene with no addition to the cumulativeliterature. So far even the expensive Franklin School project reportedhy Bair and Woodward (1964) has added little to cumulative knowledgealthough it has been widely imitated and has had great stimulus value.
Man-Machine Systems

As Anderson (1964) pointed out, the research on programed instruc-tion, televised instruction, and computer-based instruction has gradual-ly shifted from studies comparing these means of instruction with othermethods to "engineering" studies concerning ways of improving the useof machines and media and integrating them with the use of teachers whoare in direct contact with children. Sometimes studies of the use ofmedia simply vary conditions of staff use and compare the achievementof students. For example, Bartz and Darby (1966) investigated theachievement of students using programed and nonprogramed texts undervarying degrees of independent study, thus varying instructor roles.One condition required regular attendance at class meetings with lec-tures and examinations. A second condition required class attendanceand examination once a week. The third condition did not require classattendance or weekly visits with the instructor or examinations. Stu-dents under all three conditions took the final examination. Some studentsunder each condition used programed texts and conventional texts. Mosttest scores indicated that the condition 1 students exceeded condition 2students and conditio s 1 and 2 students exceeded condition 3 students.Also, students using the programed text under all conditions scoredsignificantly lower than students using a conventional text. This studyis unusual in its thoroughness, and it raises many questions which areworth future study. It suggests empirically what has long been suggestedlogically: that is, that instructional devices should be part of carefullyplanned man-machine systems. .To replace the instructor vAth a pro-gramed text without respect to the motivation of the student or to re-quire varying degrees of independent study NAdthout respect to the train-
ing of the students to play their new roles seems as unsupported by re-
search as it is by common sense. The introduction of programed texts
and television instruction requires the development of appropriate staff
roles to fulfill functions not usually provided for through the usual rolesof the lecturer.

Moskowitz' (1964) study also points up the desirability of making
technological changes in the context of a conception of appropriate roles
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nation, once schools attempt to develop team-teaching patterns or workout ways of using paraprofessionals on teams, they cannot turn to accumu-lative research literature on the subject. Hence, they turn to the per-sons on school of education staffs who are mechanics of school organiza-tion, persons who have a clinical expertise that they can apply towardhelping the district solve its problems. Some of the important firstquestions in the study of team teaching have not been studied carefully:
What changes in educational environment actually take place when groupsof teachers work together? Is content worked at a better level as aresult of cooperative teaching? Can teams use their differences in per-sonality and teaching styles in such a way as to capitalize on differences
in children's personalities and learning styles? Theoretically, a teamof people working together should be able to create a quite potent social
climate. How can this be done? Is a team better able to handle individ-
ual differences among children than are single teachers working aloneor certain kinds of man-machine systems?

Another kind of question that needs investigation is why so manyteachers and theoreticians in education resist hierarchical structuresin teams. The notion that all teachers should enjoy the same profes-sional status has persisted in education for many years. Even where
schools are unable to staff themselves with certified personnel, as inthe big cities, they tend to give permanent substitutes and other tempo-rary personnel the same responsibilities and duties as they do experi-
enced teachers who have been carefully trained and are scholars of theirsubjects. It is important to study the question of how one enters into asociety of teachers, most of whom believe they should work alone andhave equal status. This is a critical question not only with respect toteam teaching but with respect to any innovations in education that re-quire changes in staff roles. It has been exceedingly difficult to intrudeinnovations into the school culture in such a way that they will make adifference. What is the nature of this teacher culture? What can bedone to make innovation an experimental process rather than a continualbattle against the resistance from the society of teachers? 'The studyby Soles (1964) provides a beginning in this area.

Technically speaking, many improvements could be made in the
study of team teaching. Many of the techniques used to study military
teams should provide some useful networks for examining team behavior.The work by Glanzer (1962) has laid a basis for looking at levels of or-
ganization and integration. Halpin and Croft (1963) opened up a way of
looking at organizational study climates that can be applied both to the
settings in which team teaching takes place and to the operations of the
teams. Both the constructs and the methodology developed by Halpin
and Croft should be easily modifiable to apply them to the study of co-
operative teaching. Information-processing models can-very fruitfully
move attention away from such questions as whether teams should beused or whether paraprofessionals should be included and move more
toward studies of effects on the information flow in the classroom. Lit-tle is known about ways of affecting information flow or about training
individuals for specific tasks or for roles that increase efficiency. Cy-
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for man and technology. In an earlier study she had found that elementary
school students studying foreign languages by means of educational tele-
vision had developed negative attitudes toward foreign language, whereas
"live" classroom instruction resulted in positive attitudes. The 1964
study utilized different patterns of live teachers in conjunction with
televised instruction. One group continued a television study of French
three times a week and also was given Spanish lessons from a live teach-
er. Another group received the televrsed instruction followed by lessons
from the classroom teacher. The third group took the French instruction
by television and the Spanish from a live language teacher. A fourth
group received no language instruction. Data from the study suggested
that the form the initial language instruction takes is very important.
Especially, the use of the live teacher in the early parts of instruction
seemed to be desirable. No doubt successive items of research will
reveal the kind of "mix" that is desirable between the use of the live
teacher and televised instruction. This study is also noteworthy in that
it includes not only student achievement, but also student attitudes toward
what they are learning. Surely much research will be needed to deter-
mine how to utilize instructional staff so as to increase the liklihood
of positive student attitudes.

Guba and Snyder's (1965) questionnaire study was a carefully de-
signed, direct attempt to explore the relation between television and
the classroom teacher. Studying 332 teachers who were using instruc-
tional television in their classrooms and 275 who were not, they sought
to discover differences in instructional behavior and in attitudes toward
new instructional media, in patterns of utilization, and in patterns ac-
cording to expectations. They found that nonusers seemed to hold a
stereotyped image of the television teacher as an "all-pervasive" pre-
emptor of the classroom teacher, whereas users did not share this con-
cept. In fact, they concluded that the role of the teacher is actually lit-
tle affected by the introduction of television. They pointed out that the
conditions under which the television was available were frequently un-
favorable, even in the much publicized and heavily supported Midwest
Project for Airborne Television Instruction project, so that actual use
patterns were considerably restricted when compared to what is pos-
sible. Guba and Snyder concluded also that the use of television was
chiefly for "telling and showing," -with the classroom teacher following
up. Further, television was frequently seen as an interruption in the
classroom. Fears of television apparently lessened as it was used,
and the users were more favorable toward instructional television than
were nonusers. Four of their observations have many implications for
designers of man-media-machine systems: (a) classroom teachers were
poorly prepared to use the media; (b) classroom teachers were not given
enough in-service help; (c) schools were not well equipped to receive
television in settings that facilitated efficient use; and, perhaps most
significant, (d) production fell short of expectations, a condition likely
to discourage imaginative use by the classroom teacher.

An investigation that should be seminal in the development of thinking
about instructional systems was conducted by the Denver Public Schools
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and the Institute for Communications Research at Stanford University.A very large sample was used in a probe of the combination of televisioninstruction, self-instructional programs, and human teachers in anintegrated instructional system. This study has been reported in sever-al places and is most easily recovered in Jacobs, Maier, and Stolurow(1966), who reported the outcomes of treatments using programs only,teachers only, and combinations of program and teacher. What makesthe study especially illuminating is the inclusion of pupil inputs (achieve-ment, aptitude, and attitude) in relation to treatments and the investi-gation of teacher attitude as it relates to the results of the treatments.Both teacher-taught and teacher-plus-program taught groups performedbetter than groups receiving the program alone with the teachers utilizedonly as monitors. Pupil input did not interact with treatment as far asachievement outcome was concerned. Attitudes toward programedinstruction were related to treatment, however, with teacher-taught
classes having the least favorable attitudes. Also, the high-aptitudestudents seemed to like the teacher-program combination whereas lowaptitude students seemed to prefer the program-alone instruction. Theinvestigation developed some intriguing ideas for staff utilization pat-terns that combine teacher attitude, teacher role, and type of student(e. g., assigning teachers who like conventional methods and low-aptitude students to conventional roles and teachers who like innovativemethods and high-aptitude students to newer instruci:ional roles). Whileactual use of patterns such as these is unlikely, the study illustratesthe need to investigate the interaction of variables in man-machine en-gineering research. The importance of these findings, of course, isthat they reinforce the necessity for including considerations of pupilcharacteristics when constructing man-machine systems. Comprehen-sive instructional systems need to be based on differential treatment

models, as suggested by Hunt (1966).

Computer-Assisted Instruction

Many observers feel that he information- processing load that isincurred by the need to monitor the progress of 20 or more learners
working at their own pace is too great to be handled by the human teach-er without computer assistance. Hence, there are now research and
development projects such as those reported by Carter and Silberman
(1965) to develop programed instructional systems that utilize computersfor monitoring progress and providing data on which to base decisions
about the needs of students. The interpretations of the work mentionedearlier by Bartz and Darby (1966), Guba and Snyder (1965), Jacobs,
Maier, and Stolurow (1966), and MoskovAtz (1964) can probably be ex-tended to apply to computer-assisted instruction as well. That is,
staff utilization patterns will affect the functioning of the system, and
it would be wise to investigate many man-machine combinations until
patterns emerge on which theories can be constructed to guide system
development.

Studies of Teacher Role
Another important inkredient in the staff-utilization picture is the
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capacity of the teacher to fulfill certain roles. The studies by Be llack
and others (1965) indicated that the central "move" or maneuver by the
classroom teacher is the question, directed at the student and usually
requiring a convergent response.-- The interchanges of the classroom
were likened to a game in which questions and answers alternated in
cyclic patterns. Little is known about the capacity of teachers to con-
trol this "game" to create alternate instructional roles. Hughes (1963)
reported that most teachers utilized themselves as questioners or as
givers of information and that the rare teacher used other roles. On
the other band, other investigatLrs, e. g., Flanders (1963), have re-
ported considerable flexibility in teacher behavior. Some teachers
investigated by Flanders were invariably nonsupportive, and others
were invariably very "direct" in their methods.

Decisions about the proper roles of human teachers, media, and
machines will require much more complete research on the roles
teachers actually fulfill and on their capacity to learn new roles and
develop the flexibility to modify their behavior as teachers. The im-
portance.of research on this question cannot be overstressed at this
juncture in history. For example, many educational theorists have
advocated that teachers act as leaders of cooperative inquiry, a role
that, judging from the studies on teaching, very few teachers actually
fulfill. Similarly, many educational theorists believe that teachers
should be quite supportive and accepting of student behavior, another
role that, judging again from the studies of teaching, very few teachers
fulfill adequately. Especially, it would seem that those who are con-
cerned with the creation of a humanizing school climate should study
more completely their greatest potential for significant researchthe
human teacher. At present, in spite of an increase in the studies of
teaching, there appear to be many more investigations of the capacity
of the mechanical teaching devices than of the human teacher.

Interesting because of their careful and complex research designs
and because they illustrate the importance of replication are two studies
by Ginther (1963) and Payne (1964), who examined the achievement of
children in science when science consultants worked only with teachers
and when they worked with teachers and assumed an instructional role.
In the first investigation Ginther reported that achievement was greatc
when the consultants worked directly with the teachers and did not as-
sume the instructional role. In the second study, a replication of the
first one, Payne reported that there was no difference between the two
methods of using the consultants, although there was a difference in the
achievement when the consultant himself was considered as a variable.
In certain ways the two studies were not exactly alike, but they were
sufficiently close that the findings must be considered contradictory.
Their studies were no more theoretical than many others but represent
salutary use of first-class research design technique in a study of staff
utilization.

The methodologies of many of the studies on teaching (only a few
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mentioned here) could easily be applied to the analysis of team teachingand media utilization. The study by Lambert, Goodwin, and Wiersma(1965) is a rare application. A number of important questions (for
example, the effect of team teaching on classroom discourse and theeffect of mixed teaching styles) are susceptible to research if the meth-odology of the studies on teaching is employed.

The Development of Theory

Some of the recent research indicates that staff utilization problems
are gradually being studied with greater precision and more sophisti-
cated research designs than in earlier periods. The need in the futureappears to be for simultaneous development of more simpleminded fact-
finding research to explore just what happens when teachers are utilizedin different ways and of more sophisticated constructs that can guideresearch and improve staff utilization. The studies of teaching describedabove are resulting in a methodology which permits a close look at therealities of the teaching-learning p7-ocess. The development of adequate
theoretical constructs has been hampered by diversity among educators.
For example, many who have focused on the development of technology
neglect the role of the human teacher and vice versa. However, useful
constructs are gradually being developed, and applications to educationalproblems are also being made.

The application of cybernetic principles as suggested by Smith and
Smdth (1966) is a promising avenue for research on staff utilization.
For example, regarding the classroom or school as an information flow
system gives rise to many interesting questions about how to use staff
to improve the flow of information and the function of students as self-
regulating learners within the system. Cybernetic principles would
almost surely generate research that would result in different patternsof staff use. For example, the secondary teacher's It ideal" load isfrequently put at 100 students, an estimate arrived at by rule-of-thumb
estimates of efficiency. If analyses were made of information flow
when different teaching functions were being carried out, the 100:1 ratio
would seem absurdly small in some cases and impossibly large in others.

Flexible scheduling plans, such as those proposed by Bush and
Allen (1964), should generate research on staff utilization when man,
machine, and open-ended instructional resources are considered to-gether. Models of teaching such as Joyce and Harootunian (1967)
have developed will give rise to research on staff utilization by differen-
tiating classes of teacher activity that may require different combina-
tions of teachers. Loughary's (1966) analysis of man-machine systems
can have the effect of turning educators toward the development of more
comprehensive instructional systems from which patterns of staff utili-
zation can be projected and tested.

From industrial psychology, also, concepts can be borrowed that
should suggest profitable lines for inquiry. For example, Argyris (1964)
has examined many aspects of the interaction between person and organ-
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ization which, added to Halpin and Croft's (1963) applications to educa-tion, can provide a more thoroughgoing theory under which to examine
that important aspect of staff utilization.

Despite the theoretical advances during the last five years, the
challenge remains to build conceptions of staff utilization that will match
the combination of human wisdom and technological grasp that charac-
terized Buckminster Fuller's Education Automation (1962). Fuller'swork should prove to be a cornucopia of eas in t is and other areas of
educational concern,

Other Materials of Interest

Anderson, Robert H., "The Changing Pattern of Organization forInstruction and Learning," Virginia Journal of Education,
September, 1968, pp, 12-14.

Crenshaw, Joseph W., Staff Organization and Utilization in Elementaryand Secondary Schoo a a assee: tate o Foia IepartmentTirEZic a tW
Hunter, Frank W., "Staffing for Variability,

March, 1967, pp. 503-504.
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A. Concepts

Reprinted with permission from New York State Education, Decem-ber, 1 969, Copyright, 1 969.

A DIFFERENTIATED TEACHING STAFF

Dwight W. Allen
Central to the study of the organization of educational programs isthe consideration of the role of the teacher in a professional staff. Thecurrent model of teacher-use is a model that was originated in thenineteenth century, and needs considerable re-examination, as weconsider the problems faced by education today.

The present concept of help for the teacher dates back to a nine-teenth century Normal School model, where the teacher typically badcompleted a ninth grade education and one year of normal school. Therewas a valid assumption that the teacher was not able to cope with educa-tional problems confronting him or her, so we had to build help forthe teacher, a hierarchy of professional staff who were available toteachers as consultants to backstop their inadequacies.

The training of teachers today is not even remotely similar to thatof a century ago. Teachers have four or five years of college educationand are better able to deal with both their teaching subjects and theirstudents. No longer is even the beginning teacher in danger of beingrun out of the classroom by his or ber students. Yet help for theteacher remains the same: supervisors and consultants and curriculumcoordinators and administrators.

We need a new concept of help for the teacher: clerks and proctor'sand technical assistants and teaching assistants and research assistants.The objective is not to eliminate curriculum coordinators and consultantsand other kinds of specialized help, but the emphasis should be on theteacher as a professional, with various kinds of technical assistantsto help the teacher with his professional responsibilities. Presentlywe fail to differentiate between instructional responsibilities whichneed five years of college experience, and the competence needed torun a ditto machine. The teacher today is cranking his own dittomachine and typing his ovm stencils, and proctoring, and acting in thecapacity of technical assistant as well as instr-uctional leader. We have
an undifferentiated staff, reminiscent of the medical profession at theturn of the century when the family doctor was responsible for the fullrange of medical services without nurses, laboratory technicians, orother assistants.

The current role of teacher is typified by no differentiation in staffresponsibilities. A teacher is a teacher is a teacher. Teachers are
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intercLangeable. Promotions are away from students. If a teacherbecomes a department head, he teaches fewer students. If he becomesa counselor or administrator, it is likely that he does not teach studentsat all. It is a rather strange kind of profession where all promitionsare away from the clients that we are attempting to serve.
The only way to get promoted as a teacher is either to grow older onthe job, or go back to school and take more courses, These criteria donot emphasize the professional aspects of teaching, or the professionalresponsibilities of teachers. Consider the example of a fairly largehigh school where three teachers teach identical classes, say ninth gradeEnglish. The first teacher has been recognized as the outstandingteacher of the county sO we assign thirty students to each of her classes.The next teacher has been on tenure for years but is medicre almostto the point of being incompetent, so we assign thirty students to her.The third teacher is a first year teacher, untried, possibly outstanding,possibly incompetent, we just do not know, so we assign thirty studentsto her. We place students into these classes and pretend to them, totheir parents, and to ourselves that they are all getting something calledninth grade English, which is manifest nonsense. Parents would ratherhave their children in a large class with an outstanding teacher, thanin a small class with a marginally competent teacher. Class size isnot the prime issue. No matter how few students are in a class, if theteacher is not competent, the instructional situation cannot be good. Weneed to find some way to differentiate the responsibility of the outstand-ing teachers and use other teachers in supporting roles. The outstand-ing teacher ebould be responsible for the educaEon of more students.

This is not a merit pay proposal. Under merit pay, teachers havethe same responsibility but get different compensation. A board ofexperts monitors teaching competence and differentiates merit categorieswith special status and compensation. This does not help the studentswho are not in these favored classrooms. We need instead a differenti-ated teaching staff where not only do teachers have different compensa-tion, but also have differentiated responsibilities.
For purposes of examining the idea we can identify four categoriesof teachers, four differential teaching staff responsibilities (seeFigure 1). Based on a mean salary of $7,800, not atypical in Californiaschool districts today, a proposed salary range of $5,000 - $18,000 wouldbe compatible with present staff expenditures. Additional funds wouldnot necessarily be needed to differentiate staff in accordance with thepresent example.

The first category wculd be Associate Teacher, with a range incompensation of $5,000 - $7,000, perhaps in ten steps (the detail isnot important). This teacher would typically have at least an A. B.degree. The staff category should not be tied specifically to prepara-tion or course units, although we can think of median levels of prepara-tion associated with the differential staff ranks.
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DIFFERENTIATED TEACHER STAFF
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The second level would be Staff Teacher, with a salary range of
$7,000 - $9,000. Advancement might be more accelerated within this
staff category, perhaps five annual increments. Typical preparation
would be a fifth year of college.

The third category would be Senior Teacher, with a salary of
$9,000 - $12,000, with probably an M. A. degree.

The highest level might be designated a Professor. The title is not
so important, but there should be a way to identify instructional
responsibilities in the elementary and secondary school.- that have com-
mensurate professional responsibility and recognition with instructional
positions in higher education. Compensation for the fourth staff category
would range from $12,000 - $18,000 and similar to category three,
would have perhaps four steps. This staff level would typically be as
sociated with the doctorate and would enable a person who was interested
in classroom teaching to have a full professional career in the classroom.

In the Secondary Teacher Education program at Stanford University
approximately 140 candidates are trained each year. These students
would compete favorably in any group of professionals. It is a very
select group. One of our interns, four years ago at the end of his intern-
ship year, was voted the outstanding teacher at the high school in which
he was interning, a fine school on the San Francisco Peninsula. The
quality of the entire staff is consistantly very high, but this intern was
voted by the senior class as the outstanding teacher of the year at this
high school. Where is this man four years later? He is completing his
doctorate in Political Science and is a finalist in one of the outstanding
post-doctoral fellowship programs nationally. He is an outstanding per-
son. Could we recommend, in good conscience, that this person stay
in the high school classroom? In the high school classroom, be would
have to wait ten to twelve years before he could rise to the top level of
teacher compensation and recognition, with little opportunity to exercise
either his initiative or his enthusiasm in the process.

One of the inequities of teacher salary scales at present is the fact
that if one e-zamines the range of teacher competence and the range of
teacher compensation, there is probably more concentrated competence
in the middle range of the salary schedule than at the top ranges of the
salary schedule. Teachers who have outstanding ability and initiative
eventually promote themselves away from the classroom and monolithic
salary schedules into counseling, administrative and higher education
positions. Those who have less initiative and drive, although there are

notable exceptions, remain in the high school and the elementary class-
rooms and eventually rise to the top of the salary schedule. There is
no way under present staffing policies, to recognize unusual talent, or
to intend its influence to benefit more students.

Consider the first and second staff levels as tenured positions and
the third and fourth levels as contract positions. This would not require
any modification in tenure laws; a person could be hired as an Associate
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Teacher or Staff Teacher, and receive tenure as a Staff Teacher.Teachers teaching in contract positions, at levels three and four, couldstill be tenured at level two, in much the same way that administratorsnow are not tenured as administrators, although they may hold tenureas teachers in the district in which they are serving as administrators.Typically levels three and four on the staff would be on twelve-monthcontracts, rather than nine-month contracts, moving in a desirabledirection of professionalism. This proposal initially provides for two-thirds of the staff at levels one and two, and about one-third of the staffat levels three and four. A district would have to think through specificdifferentiated staff responsibilities and promote teachers to fulfill aparticular responsibility. When teachers are promoted by longevity,districts have no control over the promotion of staff dollars in relationto staff positions. Some districts in California anticipate that theirmedian salary level will raise by some $500 over the next five years,on the present salary schedule, simply because of longevity and tenureof staff.

What are the advantages of a differentiated teaching staff? Automaticpromotion regardless of competence is eliminated, a real key to im-proving professionalism in education. There may be five people in aparticular school that have the capability to operate at the highest levelwith only one position available, in the same way that there may be fivepeople that could competently serve as administrators with only oneposition open. However, once a person is promoted, he umdertakes aresponsibility which is different than the responsibility he had previouslydischarged. We may not be able to promote and recognize all of thetalent that resides in the teaching staff, but at least there is the potentialfor the use of talent in differential service. Secondly, if we developa differential staff we will identify specific responsibilities at each level.The serious identification and development of these responsibilities willtake considerable time and effort. A first approximation might be tothink of the Associate Teacher as the Doer who carries out curriculum
developed by more senior members of the Staff. The Staff Teacher maybe the Illustrator who works with the curriculum as it has been developedin general, but illuminates it with different illustrations and enriches itin many ways. The Senior Teacher will probably have some say in theshaping of the concepts of the cr,rriculurn, and the person who is operat-ing at the top Fri =Fin shoule have a primary role in anticipating direc-
tions of curriculum developme-.--;. This person could be looking aheadten and twenty years, rather than placing the educational enterprise inthe position of having to respond to developments in the total societyafter the fact. We need ro organize schools and staff to anticipate thechanges that udll be needed in the educational enterprise.

A third advantage is that the higher salary levels would be reserv dfor nersons performing at levels commensurate with the salary level.This would encourage younger, talented staff members. There is a wayto recognize talent early and reserve it for the high school or elementaryclassroom rather than lose it either to other professions or to otherleadership positions in education.
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A differentiated staff can make effective use of persons who do not
wish to accept full professional responsibility. Under the present system,
once a teacher is employed, his compensation and responsibility pro-
ceed independently of his professional interest or competence. There
are a large number of teachers, primarily housewives, who do not
wish to accept full professional responsibility and would be delighted to
accept a more modest responsibiiity and compensation. There are many
talented people who are unwilling to accept employment in the schools at
all, at present, because employment implies this undifferentiated
responsibility. We have to think much more imaginatively about the use
of the total personnel resources available to the schools, full or part
time, and at all levels of competence and responsibility.

The elimination of labor-management connotations in staff negotia-
tions is another important consideration. We are in a decade of decision
in terms of how teachers are going to negotiate for professional status.
There is a real danger that we will sharpen the dichotomy between the
teacher-professional, which is most undesirable in the development
of more effective education. It is not appropriate to adopt a model
in education that is relevant to other circumstances, but not to the devel-
opment of a profession. By making it possible for classroom teachers
to be compensated better and have more substantive responsibility than
some administrators, we will recognize the fact that teaching performance
and teaching competence is the heart of the education enterprise.

A differentiated staff will facilitate innovation. If a staff is prepared
to undertake differentiated responsibilities, then we will not continue to
find ourselves in a position where innovation is painful, traumatic, and
difficult. We have to realize that we live in a world of change. We must
learn to respond so that we do not have to make a disproportionate ef-
fort to institute minor changes.

There is a substantial organizational benefit from a differentiated
staff. At present, organizational alternatives are severely limited by
constant staffing formulas and monolithic requirements of staff use.
The educational organization can become much more flexible - more
alternatives can be considered. By identifying staff responsibilities
more precisely, we can train staff to accept specific responsibilities.
No longer will we be tied to the limitation of retraining the entire staff
whenever change is desired.

Finally, there are advantages in the identification and use of dif-
ferential staff talents. Unsuccessful teachers might be used effectively
if they did not have to perform the full range of teaching competences.
Some teachers who are excellent in terms of their creative ability have
the fatal flaw of lack of classroom control. If we could differentiate
staff responsibilities, to minimize the recessity for such teachers to
exercise class control, they could be constructive members of a teaching
staff.

A di cussion of a diff rentiated teaching staff wouk not be complete
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wIthout identifying problems associated with its implementation. Firstof all, it is difficult to identify differentiated staff responsibilities. Wehave not thought about the use of staff in such a manner, and it would bea major undertaking to differentiate teaching staff responsibilities.
Secondly, it would be difficult to establish working relationships amonga differentiated staff. Thirdly, a differentiated staff implies modifica-tion of the total school program. This may mean that we have to con-sider different ways of instructing pupils other than thirty at a time witha single teacher, daily, for an hour. The notion of a differentiated
teaching staff goes hand in hand with other organizational and programmodifications, some of which become possible and others of which be-come necessary if a differential staff is to be developed. Fourth, thereis a lack of precedence of education decisions in systems in employingdifferential staff, and we would have to examine the way in which decisionswould appropriately be made. Fifth, we need to develop new conceptsof staff training. Teacher education programs would have to be modifiedsubstantially, recognizing which of the tasks of teacher education wouldbe pre-service and what portion of teacher education would be in-servicetraining. Some formal training elements might be mid-career elements.A sixth problem is the rejection of differential teaching ranks by currentstaff threatened by performance criteria. There are now teachers whoare enjoying the benefits of an undifferentiated staff without commensurate_ sponsibilities, who are likely to complain. A "grandfather clause"would take some of the pressure off the present incumbents. Andfinally, there is the need for over-compensation in lower staff ranksduring transition periods. We now have teachers on salaries of $10,000to $12,000 who would be assigned at the lowest level of differentiatedstaff. There will have to be provisions for the extra finances necessaryinitially, to implement a program of differential staffing.

As we look forward to the next decades, unless we face the notionof a differentiated professionalism in the teaching staff, we will limitthe quality a American education. Approximately three out of everyten college graduates presently go into teaching. It is likely that wecan attract some more top candidates and 3t is likely that we can eliminatesome at the lowest level. But, by and large, we will have a 'bodypolitic' teaching staff much on the order of competence that we now have.We must use them more effectively.
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SCHOOL STAFFING PATTERNS
AND PUPIL INTERPERSONAL BEHAVIOR:

IMPLICATIONS FOR TEACHER EDUCATION
Bernard H. McKenna

As the acquisition of knowledge and skills by elementary and second-
ary pupils comes predominantly under the purview of computer-based
instruction, television, simulation, laboratory-type and on-the-job
experiences, the allocation of the time of the classroom teacher to
various tasks, the distribution of pupils' time among a variety of learn-
ing experiences to accomplish the total objectives of the schools and the
organization of the system itself should see sharp change. Increasing
amounts of time will become available to teachers for developing in pu-
pils interpersonal attitudes and behaviors. Obviously, achieving aifiru-
ina---1 and behavioral-goals should not be totally separated from the ac-

quisition of knowledge and the perfecting of skills; but it begins to be
clear that interpersonal attitudes and behaviors are not likely to become
fully developed if dealt with only in the knowledge and skills learning
settings. Even the social studies continue to fall short of providing op-
portunities for attitudinal and human relations skills learnings. And
this may become more the case as the social studies (and other basic
skills and knowledges) are taught predominantly by means of a variety
of cognitive models and automated devices.

Reliable observers of the current American scene and forecasters
of the nature of man's future activity in this country predict that within
the next quarter-century less than 20% of the adult working population
will be involved in the production of material goods. Most others in
the work force, it is believed, will be engaged in service-type occupa-
tions requiring varying degrees of human relations attitudes and behav-
iors which are yet to be highly developed in our society. Even more
extreme conditions have been predictedthat high percentages of the
population will need to be educated for a life without work (Snow, 1966).
An indication of the direction in which society is moving is the increasing
number of productive activities employing for their accomplishment
group processes. The committee, one time looked on as a tool of the
social scientist appropriate for ilmited use in achieving a few specific
goals of the democratic process in government and some social agencies,
is now becoming commonplace in the private sector. One is reminded
of the old saw about the reporting of Lindbergh's famed flight to a noted
scientist as he worked in his laboratory (the statement has been attribu-
ted variously to an inventor, a noted university researcher and others).
Without looking up from his laboratory table the investigator is reported
to have said, "I find nothing very astonishing in that; let me know when
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a committee does it. Clearly, the legendary sage was short-sightedon how the team approach was to expand to almost every aspect of thehuman enterprise. Today the Atlantic as well as farther-flung places,is flown almost daily by committees. The airlines would hardly consid-er putting a flight in the air without several committees of specialistson the ground to handle bookings, baggage, flight control and the like,as well as the committee of pilot, co-pilot, navigator, stewards andhostesses involved in the flight itself. Already the literature on busi-ness and industry reflects a shift from emphases on promoting efficiencyand increasing production through improved working conditions andfringe benefits to concern for the relationship of the organization toindividuals and groups of workers. The current attention given to thefindings of industrial psychologists (Argyris, 1957) is indicative of thetrend.

Couple with the emerging public and private sector requirementsfor group-process competencies the staggering statistics on the severityof mental health problems, marriage failures (one out of four in thenation, one out of two in California), and widespread evidences of iessthan enlightened attitudes and behaN,iors toward human rights, race andthe like, and the educational task in this realm becomes monumental.Even assuming that individual inter-personal problems are no moreacute or widespread than formerly and that only identification proceduresand statistics are better, they are with us nonetheless; and few denythat they deserve and require the attention of a broad range of institu-tions in society including the schools. Then add these indictments: thatAmericans know and understand little of the meaning of historical andcontemporary facts of other cultures (let alone appreciating theirvalues, attitudes and interpersonal priorities); and that our ability tobehave comfortably and appropriately in the presence of those whosescheme of things requires a learned protocol is mediocre. If, as aprominent college administrator has pointed out, "There is going tobe one kind of education in the future that will suffice. That is an edu-cation which prepares people to live in a world community," (Benezet,1960), then an additional burden is upon the schools of developing interpersonal attitudes and behaviors related to other peoples as well aspeople.

One oremise on which this paper is based is that computerized in-struction, television, team teaching and the like do not promise to meetto any satisfactory degree the interpersonal needs set forth above.Therefore, a brief resume of current popular innovations in educationis presented below to point up present emphases and the degree to whichthey may be predicted to meet the requirement for developing interper-sonal attitudes and behaviors. This is followed by a model of requiredteacher comretencies and some recommendations for revised prioritiesin the preparation of those who teach.
Past Efforts and Current Innovations that Indica e the Need for Changeof Emphases in Teaching Tasks

Two general categories of innovation promise to assume substantial
51

59



blocks of responsibility for knowledge and skills learnings: (1) techno-
logical devices and (Z) revised organizational patterns. While it is like-
ly that too much is being attributed currently to several innovations in
both categories, considerable promise for the foreseeable future is
surely present in several of the more recently developed media.

In the category of technological devices, educational television
appears to be on the threshold of making substantial contributions to
specific learning tasks mainly in the realms of informing, explaining,
demonstrating, and dramatizing (several recent disappointing reports
on its progress notwithstanding). When fully developed, it should serve
well those facets of educational content where enlightenment of the gen-
eral population is desirable but where high levels of proficiency in all
individuals are not necessarily required, e. g. , familiarization with
the solar system or differentiating among classifications of the drama.
It appears that it will do better for those tasks not requiring extensive
employment of a feedback loop or for which reinforcement must be in-
sured.

Computer-based instruction, on the other hand, should become
broadly applicable for assisting reinforcement learning. And when
more of the "bugs" are out, it will have in addition the capacity for pro-
viding considerable feedback. Cautions will need to continue that it is
not mistaken for individualization beyond differentiation among learning
rates unless different content is placed in the machines for different
pupils. Realization of its full potential awaits much more attention to
soft ware than has been given to the present.

Several other "hardware-type" learning aids have attained less pub-
lic prominence, but hold promise nonetheless. Among them are listen-
ing corners, cartridge-type projectors video tapes of pupil performance,
and manipulative models and mock-ups. Some of these will eventually
be used in ways that go beyond the preentation and reinforcement of
content. Working models and mock-ups and video tapes of pupil perform-
ance, particularly, seem to have characteristics which touch more on
the affective domain. Listening corners and 8mm projectors have some
of the same limitations related to the feedback loop as does television
but should contribute measurably to opening up vast resources of know-
ledge for individualizing content learnings--depending on how rapidly
soft ware (tapes, cartridges and the like) of high quality is developed.

The category of organizational arrangements presents more com-
plex problems both in arriving at clear definitions and in evaluating
outcomes. Imprecise taxonomies and a multiplicity of variables make
it dilficult to communicate just what is operative in specific organiza-
tional designations and to measure their unique contribution in settings
where variables nearly defy control.

Two of the currently most popular patterns of organizations are
team teaching and the non-graded plan. Team teaching, practiced in
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a variety of forms, is defined by one authority as an arrangement bywhich two or more teachers are given responsibility, working together,for all or a significant part of the instruction of the same group of stu-dents (Shaplin, 1964). Among the advantages put forth by its advocatesare provision for teachers to specialize in those curricular areas oftheir highest competency and interest, improved settings for coopera-tive planning and organizing, differentiation of leadership roles forteachers, and varying size of groups on the basis of differing learningrasks. This device also holds considerable promise as a vehicle foraccomplishing some of the interpersonal tasks. But its present usesseem analogous to putting "old wine in new bottles." That is, changesnave been mainly structural. It is not that new structures are non-contributing to desirable change. In fact, it has been demonstrated thatchange in organization per se does at times contribute to revising theactivities and emphases of the organization in accomplishing its objec-tives, even altering the objectives themselves. But team teaching justdoesn't seem to have tended in that direction. Its past and current suc-cesses appear to lie more in the provisions it makes for flexibility ingroup size and in attitudinal satisfactions expressed by teachers on thecooperative planning aspects. Little research has been done to indicatedifferences in pupil gain as a result of team teaching. Caution needs tobe exercised in several dimensions as it is implemented: that it doesnot result in accentuating the less desirable characteristics of depart-mentalization, i. e. , the intensification of specializations with too littleattention to interrelatedness; that scheduling does not become so com-plex as to result in "the tail wagging the dog; " that overemphasis onthe large-group component does not result in blocks of unproductivetime on the part of pupils; that teachers' unique teaching styles do notbecome subverted--some superb teachers may not be well suited to thearrangement.

The non-graded organization is a plan for replacing age-grade place-ment arrangements with larger time blocks (2 or 3 years ordinarily)through which children move on a continuous-progress basis determinedby their individual learning rates, maturity levels, needs and interests.It represents an alternate approach to the homogenous grouping dilemmaand in theory, at least, seems to be a desirable arrangement for "takingthe learner where he is," and moving him along at rates and in direc-tions most appropriate to his particular characteristics, needs and in-terests. Like aome other grouping plans its operation is affected mea-surably by the size group for which teachers can develop and apply in-dividual learning recipes. Like team teaching it has been subjected tolittle controlled evaluation and there is scant evidence to date that itimproves pupil learning. In fact, some recent studies point to uncer-tainties that have led to a return to the graded plan. It, too, seemsto have positive philosophical bases and, hopefully, its worth may even-tually be verified on other than attitudinal positions of teachers and pu-oils. Some cautions that need to be taken into account include: that itnot result in just another conventional homogeneous grouping plan undera new name (there is considerable evidence over a long period that homo-geneous grouping hasn't worked very well); that the placement of pupils
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be done with precision, placement being most critical to success; and
that it may require more staff, more time and more expertise in apply-
ing and interpreting placement devices than are operable in age-grade
placement plans; a concomitant is the requirement for increased guidance
generally.

Several other organizational arrangements are in limited use--
among them the dual progress plan, the contract plan, and the pupil--
team learning plan. For the most part they represent alternate ways of
accomplishing present objectives with present content and put forth
as advantages increased individualization of instruction and/or extended
opportunities for teachers to pursue subject-matter speciali

The preceding resumes seem to indicate that some of the newer
technological devices and organizational arrangements, promising as
they may be, mainly offer ways for promoting current learning task
priorities, i. e., those related to knowledges, understandings and skills
in the subject-matter areas. The emerging educational tasks described
in the beginning of this paper, i. e. , develo.in- in uoils inter sersonal
attitudes and behaviors, are not being accomplished to a measurable de-
gree by these devices. And it is not likely that many of them hold prom-
ise for contributing in a major way to these newer purposes, except
possibly for making available more time and more flexibility in the use
of time and staff. The development of these learning tasks will rather
demand the direct and intense involvement of teachers with pupils in a
variety of interpersonal activities of both an individual and group nature.
And it will require the resolving of a number of questions related to
teacher competencies, pupil behaviors, and school organization.

Questions That Need Resolving in Light of Required New Emphases

Three major questions need answering in light of emerging require-
ments for developing in learners interpersonal attitudes and behaviors:

1. What attitudes, skills and behaviors of teachers are
required for the revised emphases?

Z. What activities on the part of pupils will contribute
most to the development of interpersonal attitudes and
behaviors?

What kind of organizational arrangement , teaching
materials and physical settings will be needed to per-
form the tasks?

The main purpose of the remainder of this paper is to suggest pos-
sibilities on the resolution of the first question. Obviously the three are
not mutually exclusive--teachers/ attitudes, skills and behaviors should
be in great measure governed by required pupil learning activities and
the activities of both should determine organizational arrangements, the
selection of teaching materials and physical settings. Therefore, a point

54



of view on pupil .needs, the second question, precedes discussion of the
first.
Req ired Pupil Activities: Some Answers to the Second Cuestion

Passive learning arrangements will not suffice for developing in
pupils interpersonal attitudes and behaviors (they have not been suffi-
cient in the subject-matter field although learning tasks have frequently
been planned as if nothing more were required). Active involvement
of pupils will need to be substituted substantially for "learning about"
if the school's mission in this realm is to be accomplished successfully.
Whire involvement in and of itself is not likely to accomplish the tasks
of interpersonal development, involvement is a vehicle through which
much can be done, when specifically defined and applied with relevance.
As with learning to drive a car--on-the-road training is not all, but one
will not learn to drive simply by reading the manual. The findings of
learning psychology have verified that learning is more certain to "take"
and "stick" when the learning situation is most nearly like the situation
in which the learning will be used. That opportunities for a broad varie y
of interaction experiences are important to developing attitudes and
interpersonal skills need not be belabored here.

Active involvement is directly related to the increased student self-
determination making its way, often painfully, into the colleges and
junior colleges and which needs to be extended downward to secondary
and elementary schools. In the first place, pupils mature earlier now--
they're ready for it. Secondly, there is increasing permissiveness
in other social systems in which pupils move, i. e. , home, peer group,
church, the community itself. And a third reason gains its relevance
from the second--pupils will demand it. There is indication of this
trend in a substantial collection of newspaper clippings accumulated
recently by the writer reporting on instances of agitation for increased
sell-determination on the part of high school students.

To improve arrangements for active involvement and self-deter-
mination, the following activities (and others), on the part of pupils,
will need to become more highly perfected, more broadly introduced,
and more frequently employed:

1. Participation of pupils with faculty and administration
as objectives of the school, its processes and governance
are developed. The traditional pattern of student councils
as after-the-fact rubber stamps for determinations already
made by administration and faculty will need to be altered
measurably.

Z. Pupil involvement as active agents in community activities
(not merely observer-interviewer--researcher) including
local government, social agencies and organizations in the
private sector.
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Sensitivity training and group counseling as regular
parts of classroom experiences. The former is already
in use in some secondary schools and the latter has been
experimented with for some time.

4. Provision for broad participation by all pupils in such
group-process experiences as chairing committees, lead-
ing discussions, observing, recording, reporting, role-
playing, public speaking, communication simulations and
the like.

5. Counselor-team conferences in which parent, teacher,
counselor and when appropriate, social worker, psycholo-
gist and health specialist meet with individual pupils.

6. Field trips to and extended periods of living in cultures
different from those familiar to the pupil coupled with
increased emphasis on comparative study of value sys-
tems of other cultures. Such experiences should include
overseas societies and non-Western cultures, but not
exclusively. Recent studies reveal that suburban pupils
are deprived of opportunities to gain understandings of
the diversity of American life (Miel, 1967). A Yale pro-
fessor concludes: "One hopes pat young Americans
might at that age (high school) more easily learn to live
and move inconspicuously in another culture, to accept
the world's diversity as natural, to appreciate that fellow
man is an end and not a means, to distinguish between a
friend and a 'respondent' " (Morse, 1967)

7. Increased opportunity for formal study of cultural anthro-
pology, sociology, psychology, and economics at earlier
levels and in interdisciplinary relationships in elemen-
tary and secondary schools.

While some of these learning experiences doubtless are accomplish-
able in conventional settings and with present media and staff compet-
encies, in the main they will require new commitments and skills on
the part of teachers. Beyond this, they will demand a new teacher-type,
a teacher who gives a major portion of his professional time to a com-
bination of tasks not yet highly developed in the schools.

To delineate these tasks from others appropriate and necessary
to the achievement of the full range of objectives of the schools, a
model for teaching proficiency is proposed. The model is described
in the succeeding paragraphs and is followed by expansion on that part

1brackets mine
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of it dealing with the interpersonal as pe ts and the required education
of teachers for carrying them out.
A Model for Staff Differentiation

The model presented below represents a dimension separate from
those currently-popular differentiated staff proposals based on a hier-archy of professional development. That is, the differentiation sug-gested is related to learning tasks of pupils (skills, knowledge, talents,interpersonal attitudes and behaviors) rather than levels of ranks ofteachers (assistant, intern, beginning professional, etc.). The twoare not looked on as incompatible or mutually exclusive. On the con-trary, they may prove to be highly complimentary. The model, basedon some of the work of the late Paul Mort (Mort, 1962), is shown inFigure 1.

FIGURE I

A TEACF1ING PROFICIENCY MODEL BY
CATEGORIES OF LEARNING TASKS

Teacher Type and
Proficiency

5. Facilitator of Attitude
and Interpersonal Be-
havior Development:
human relations atti-
tudes and skills

4. Developer of Talents
and Aptitudes: A
skill for developing
talent

Learning Task Category__

Attaining a variety of human relations
attitudes and behaviors, e.g. , accep-
tance and appreciation of cultural dif-
ferences, group process, group leader-
ship roles.

Developing a potential talent in a special-ized area, e.g. , proficiency in dealing
with higher mathematical concepts, play-
ing a musical znstrument, writing plays .

Identifying interests and aptitudes apper-
taining to interests, e.g., exploratory
experiences in industrial arts, stenography,
music, creative writin , earth science.
Enlightenment in areas in which knowledge
of the general population is considered
important but in which every individual is
not required to be proficient, e.g. , types
of literature, geological structure, weav-ing ruks.

3. Identifier of Talen s:
Skill in promoting ex-
ploration in broad
fields.

Z. Liberal Enlightener:
skill as a master pre-
senter

1. Teacher Technologi
Skill in administer-
ing basic skills and
knowledges

Mastering skills and knowledges consid-
ered essential for all, e.g., reading,
historical facts of nations, computational
skills.
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Three major learning tasks of elementary and secondary pupils are
delineated in the model: the mastering of basic skills and knowledge
(#1); the development of talents (#4); the development of interpersonal
attitudes and behaviors (#5). In addition, two ancillary tasks are
shown. Each is accompanied by a teacher-type and proficiency re-
quirement.

The Teacher Technologist

It was pointed out in the opening paragraphs that activities like
those in learning task #1 are coming increasingly under the purview
of educational technology (computers, television, etc.). This does
not necessarily indicate that the teacher will be eliminated in the ac-
complisnment of these tasks. He will rather become a teacher tech-
nolog1st1 as shown in Figure I. In this capacity the teacher will serve
as- administrator of learning using every available tool for diagnostic,
placement and pacing purposes. The learning task will consist mainly
of the development of similar skills and knowledges in all pupils but
with alternate techniquesvaried pacings, and different entry and exit
points depending on the pupil's level of achievement at entry and his
learning rate. The teacher technologist should have the ability to use
systems approaches and be cognizant of the relative advantages to a
variety of both hard and soft-ware for learning tasks related to basic
skills and knowledges expected of almost all persons in the society.

The Developer of Talents and Aptitudes

Teachers devoting high proportions of their time to tasks in this
category will be specialists in a particular discipline, e.g. , molecular
theory, sculpturing, playwriting. And they will need to have skills
in helping others develop already- identified potential talents. It has
been sometimes argued that to develop a talent in others one need not
be able to perform the creative act himself. Indeed there are examples
of such. But they are likely the exceptions. Teachers in this category
may not need to be the most eminent physicists, artists, writers--but
they will require depth of knowledge and a threshold of performance
competency in their respective fields.

Facilitator of Attitude and Interpersonal Behavior Development

Since the main purpose of this paper is to set forth recommendations
on the kind of teacher education required to promote interpersonal de-
velopment, tasks in this category will be dealt with in a separate sec-

1 The term is the writer's. Others might be used. One concept
(Bern, 1967) has expanded on the term "educational engineer" (Charter,
1945). The engineer designation may represent a professional position
somewhat more advanced than the teacher technologist, but their func-
tions must bear much similarity.
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tion. It is this category which the writer believes will become increas-ingly prominent as a consumer of manpower in the teaching professionand which will require major revision in emphases in teacher educationprograms. It is not that the other categories will merit little attention.The teacher technologist, for example, will, need high levels of profes-sional expertise. It is only that as technology becomes more precise,fewer professionals will be required to serve more pupils in accomplish-ing the learning tasks required of the technologist category. In addition,major emphasis is presently being given to its promotion, so that itsoon should be highly developed. Interpersonal attitude and behaviorlearnings, on the other hand, currently receives short shrift both inprograms for pupils and in teacher education sequences.
The Ancillary Categories

Two additional teacher types are shown in Figure 1. The liberalenlightener ( Category 2 teacher), is an extension Of Category 1 Heserves to amplify knowledge acquisition in interesting and respectedareas that represent to the society symbols of being educated but whichare not essential for all or required to be mastered in full or in depth.For example, it's interesting and appropriate for the general popula-tion to learn something of such things as the development of the Ameri-can short story, the emergence and migration of the Mormons, theprinciple of the vacuum tube, and the process of making pottery on akick wheel. But full mastery of understandings in these varied subjectsis not required of all. This category is one in which a sampling ofknowledge in a broad range of areas might be presented in the mostdramatic and exciting manners with minimal requirements for drill,total mastery, feedback or precise evaluation of pupil gain.
Required Teacher Attitudes, Skills and Behaviors: Some Answers tothe First Question

By reference to the model in Figure 1 it can be seen that the an-swers to the first question (teacher requirements to meet new emphaseson interpersonal behaviors and attitudes) hinge on the teacher type-andproficiency in Category 5. They key term from the model in this res-pect is "human relations attitudes and skills.
Mort found that it tai(es 50 years for an innovation to diffuse to mostschools in most states, and that "bits and pieces" of emerging prac-tice can be seen in approximately 3% of the schools during the first 15years of the period; following that, diffusion accelerates; and 60 to 70%of the schools take on the new practice over a period of about 20 years.Bits and pieces of the emerging concern about interpersonal attitudes

1 There is some evidence from recent study that it takes only 25 or30 years, or less, for some practices introduced more recently.
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and behaviors in elementary and secondary education appeared more
than 15 years ago in recommendations for increased attention in teacher
education to self-understanding (Jersild, 1952). Ten years later it
was reported that attention was being given in some schools to helping
pupils better understand themselves and to developing commitments to
values (McKenna and Wallitz, 1961). Thus, it can be seen that process
has been underway for some time; but the "bits and pieces" nature of
it, both in terms of pupil activities and teacher preparation, call for
swift acceleration of those things begun and implementation of others
yet untried if Mort's 50-year lag is to IDe substantially truncated and if
schools are to meet the accelerating requirements for these competen-
cies in the society.

The artificiality of the schools as social systems is well documented.
Obviously, the schools cannot fully mirror the outside world. They deal
with high percentages of children and youth who are only in the process
of "growing up" and who require, at times, careful supervision. But
teachers need to obtain attitude s and skills that will result in the gradual
substitution of self-determination for directive action. As pupils be-
come able to handle it, they should be given increased responsibility
for choosing their actions and for bearing the burden of consequences
based on those actions. The institution itself should increasingly become
a microcosm of the greater society as pupils move into the upper levels
of the elementazy and secondary schools. Structures and practices
based in what appears to be an assumption that pupils in school learn
how to live and only begin living once they have completed the "how se-
quence" must be revised. Much lip service has been given over a con-
siderable period to the desirability of such a posture on the part of the
schools, but little has been accomplished to achieve it. Correction will
require revised attituaes and behaviors on the part of all teachers as
well as those whose major concern will be directly promoting such, de-
velopment.

Appropriate subjects of study for teacher education and reeducation
that will contribute to this purpose are cultural anthropology, sociology,
social psychology, child and adolescent psychology, and political science.
Some of these are already a part of teacher education programs; they
require expansion. Those less touched on such as cultural anthropology,
social psychology, and political science need development in breadth
and depth.

In adolescent psychology, category #5 teachers need to understand
infinitely more than they typically do now of the earlier maturing rates
of youth and its meaning for human relationships. They will be required
to comprehend the implications of the vast array of behavioral and at-
titudinal learnings pupils bring to school with them from other media--
television, the movies, the psychedelic dance hall, the adult society it-
self. And they will need to understand a variety of community sub-
cultures and institutions, both their formal and informal structure. In
the political science domain, community power structure is an impor-
tant topic of study. For some of these areas, the overlapping of cate-
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gory #5 with the other categories is obvious. There are tasks of the
teacher technologist implied at this point, e. g. , teaching basic political
science knowledges and understandings; and there are relationships to
the tasks of the developer of talents and aptitudes. The latter, however,
is looked on as a nourisher of talents related more to specific discip-
lines than to the more general area of leadership role and the like.
This is not to deny that there may be a talent for leadership.

But study alone frequently does not result in attitudinal and behavior-
al change. As Jersild has pointed out, in order to understand pupils'
attitudes and behaviors and to have impact on them, teachers need first
to understand themselves. To achieve better self-understanding on the
part of teachers he has recommended broad use of psychoanalysis. This
device doubtless has high merit and should be employed to the greatest
extent possible, as appropriate. But currently it has limited availability
and is costly. Recent experimentation with sensitivity training and
group counseling has shown them to have considerable promise for ful-
filling some of these needs.

Hopefully, sensitivity training will lead teachers to reexamine their
own values in the light of emerging moral and ethical codes of the society,
particularly as they relate to children and youth. At its minimal it
should result in teachers' ability to put aside some of their inhibitions
about verbalizing on sensitive topics, e.g., sex, religion, politics,
and to interact less self-consciously with pupils. It should facilitate
open, honest exposure of pupils to ideas in these areas rather than pro-
tection from them. It is past time to carry on full dialogue in "closed-
areas of the culture"--areas about which youth converse among them-
selves and that adults treat jocularly or not at all, but which th-z, two
groups are reluctant to discuss with each other. Several of these rep-
resent subjects that the social studies curriculum for the most part
continues to deal with in an academic and superficial manner, e.g. ,
sex, marriage, religion, morality, nationalism, patriotism, social
class, minority-group relations.

When teacher education has prepared the facilitator of attitude and
interpersonal behavior development, through better understanding of
self, to better understand, respect and be willing to interact about a
variety of value and attitude patterns he will then need to be educated
to work with pupils in these areas. Teachers involved in such tasks
will need to be able to provide sensitivity training and group counseling-
type experiences for their pupils. They may not necessarily need to be
fully prepared as psychologists (there is some evidence that profession-
als outside the field of psychology can learn to conduct sensitivity train-
ing at least as well as the psychologists). It was pointed out in a pre-
ceding section that classroom teachers in some schools have success-
fully introduced sensitivity training and group counseling into their
programs. Obviously, they will require special preparation in order to
do so extensively and precisely, preparation that goes beyond their own
exposure to the process.
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Other skills will be required of the category #5 teacher related to
carry on group process and teaching pupils group process techniques.
As with sensitivity training, teachers will need first to learn better how
to do it themselves, and then how most appropriately to engage pupils
in developing the techniques. Teacher education activities already de-
tailed in several studies (Miles, 1962), will be important in this res-
pect. Some teacher education programs already include the development
of such techniques as role-playing, psycho-drama, and the use of socio-
grams.

With sensitivity training, both teachers and administrators will re-
quire exposure. Since one of its outcomes should be to render the total
school organization a more open society, the posture of the administra-
tion is an important factor in making operative whatever revised atti-
tudes and behaviors classroom teachers attain through the t-group pro-
cess.

For carrying on the tasks related to both sensitivity training and
group process, appropriate content and skill will need to be applied
from the emerging discipline of communication. There is useful mat-
erial for teacher education in communication theory (Barnlund, 1963)
and non-verbal communication (Hall, 1959). Like sensitivity training,
the entire school staff including administrators and supervisors will
require preparation in these skills and knowledges so that vertical as
well as horizental channels are affected. The organization of the school
itself, formal and informal, intra-staff and pupil-staff, should be de-
veloped as a model communication system based on the best that is
known in the field.

Study alone of the political, social and economic aspects of the com-
munity will not be sufficient if teachers are to help pupils become ac-
tively involved as suggested in a previous section. Teachers themselves
will need to be active in communities as part of their pre-service prep-
aration and remain active as a part of continuous in-service and teaching
performance. It has already been suggested that pupil involvement
include local government, social agencies, and organizations in the
private sector. Teacher involvement should include these same agen-
cies. But participation on the part of both pupils and teachers must go
beyond the local community, even beyond the state and national communi-
ty.

It was pointed out in the section on required pupil activities that ex-
tended periods of living in different cultures is appropriate for pupils;
it is appropriate for category #5 teachers as well. Promising progra-ms
are just now emerging in which American teachers live and work abroad
in close proximity to teachers, pupils and other overseas citizens in
arrangements based on such models as Crossroads Africa, the Experi-
ment in International Living and the Peace Corps. A plan has been re-
cently proposed by which 50,000 student teachers would annually spend
a year abroad working, teaching and participating in the affairs of other
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cultures (Taylor, 1967).

A Summary of Required Attitudes and Proficiences of the Category #5Teacher

A review of the tasks that are incumbent upon the facilitator of at-titude and interpersonal behavior development points to several areasof attitudes and skills that are required for the developer himself. Someof the attitudes are:
1. Amenability to opening closed areas of the culture.
2. Open-mindedness toward the changing moral and ethicalcodes.

Acceptance of changing maturation rates of pupils in thedirection of earlier development of adult patterns.
4. Commitment to "learning by doing" as a major means of

developing interpersonal skills.
5. Acceptance of pupil participation as appropriate for a broadrange of decision-making activities related to school opera-tion.

6. Commitment to the necessity for teacher self-understanding
as a prerequisite to fostering interpersonal attitudes andbehaviors in pupils, and acceptance of the potential of avariety of psychological devices for this purpose.
Valuing group process as an important tool for decision-
making.

A commitment to open inquiry on the strengths and weak-.nesses of our society vis-a-vis other societies. Willing-ness to consider the possibility that it is not the major pur-pose of the schools to produce just loyal patriots but to de-
velop objectively critical thinking citizens.

9. Belief that international goals are as appropriate as nation-al goals for concern and efforts of American citizens. Ac-ceptance of American culture as one among many that have
valid moral and ethical codes and behavior patterns.

Required skills include those that are general (Miles, 1959).
1 Sensitivity -- The ability of the teacher to notice, and to beconfident in what he notices.

Diagnostic Ability -- The ability to understand IL12y_individ-
uals behave in specific ways in given circumstances.
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Action Skill -- The ability to assist in b inging the needed
function into operation.

Those that are specific such as:

1. Group process including non-directive approaches to leader-
ship; role playing, role analysis; guiding practice in group
work.

Conducting sensitivity training.

Group counseling techniques.

4. Community action.

5. Relating to other nationals and other cultures.

Several of these skills and attitudes are useful tools for teachers
in all five of the categories in the model. But specialization is a fact
of life in education as in other segments of the society; and increased
specialization is almost natural law. Therefore, the specialists in
physics or foreign language might not be expected to develop these
skills and attitudes in high degree; but it is hoped that they, too, will
have some understanding of and commitment to them.

Some possibilities have been presented for kinds of teacher-educa-
tion (and reeducation) activities required in order that the category #5
teacher attain those capabilities necessary for contributing most to
pupils in the development of interpersonal attitudes and behaviors.
Some have been omitted; others unquestionably have not been thought of.
What seems patently clear is that the emphasis and content in programs
of teacher education must undergo substantial revision if teachers are
to be prepared to meet the requirements of the emerging society and its
interpersonal character as described by a prominent social scientist
(Farson, 1966):

"The superior man of the future will be the person who can cope
with a --.orld without work. This person will not be able to depend upon
the Puritan values of hard work, well-denial, and service to others for
his self-esteem. He will prize his ability to relax, to contemplate,
to attend to the world around him, to create, to fashion things, to be
aware of his inner feelings, to enjoy others, to be what he is, to live
in the present."
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A DIFFERENTIATED STAFFING MODEL

H. W. Handy

There are many strategies that could be employed by a school district to

implement a differentiated staffing model based on changed roles and responsi-

bility. The major criterion to be considered i5 the uniqueness and particular

needs of the school system. The model detailed below represents one approach

that might be considered.

In this model, the reorganization of staff would be based upon skills

demonstrated by the teacher and the level of program decision-making. It

would not be centered around a fixed pupil-teacher ratio or upon the self-

conidlned classroom, nor would it be based upon senior or accumulation

college credits. Career advancement would be dependent upon involvement in

program needs and Interaction with students.

The proposed staffing model is conceived for an elementary school of -t

least 300 pupils.

Program Leader

This member would be primarily responsible for translating the
district's goals tnto objectives by the school building staff.
He would assist the Administration and Board in clarifying and
rank ordering goals for the district.

2. He would organize the staff in such a way as to organize programs
to accomplish objectives and target outcomes.

He would be responsible for identifying elements needed for accom-
plishing programs and program outputs.

1

This model was developed by Dr. Patrick Lynch, Professor of Educational
Administration at Pennsylvania State University and the writer. Rhea since been
refined and is available in published form.
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4. He would assist in the development of processes necessary for

monitoring program and its output. He would help to design the

appropriate evaluative methodology.

5. He would lead the team of professionals to determine maximal use of

those professionals to accomplish the programs identified.

He would interpret the program to the District Administration, Board,

and School Community.

7. He would provide feedback from program and learning output to the

District Administration and Board.

He would seek whatever outside assistance is needed by the professional

staff for required expertise.

9. He would help evaluate fellow professionals in the team. As Team

Leader, he would cause continuous evaluation of pr fessionals within

the staff. He would help the district build a sta f evaluation

system.

10. He would provide a continuous flow of feedback on learning output to

the building staff.

He would be responsible for developing Program Budget with the techni-

Lal anslslance of the School Manager for the school. The Program

Leader and his professional staff would build the program, estimate

its cost and submit it to the district administration. When the

program cost was approved by the district administration, the major

allocative functions would already have been made. The School Manager

would then be delegated to implement the budget in the school.

12. He would be evaluated by his own staff and by the district adminis-

tration on the basis of the attainment of his subsystem's output.

13. He would be a year-round employee. His position would be at the top

of the reward scale. His skills could allow him to become a District

Program Leader.

School Manager
_

I. This staff member would be on the team to see that the Program Staff

functioned with least possible concern about logistics. His direction

would come primarily from the Program Leader. He would be accountable

to the district administration also for routine management matters.

His task is to serve the professional team so that they can secure
maximum output from the program.

2. He would execute the program budget agreed upon by the professional

team of the school and the district administration. He would carry

out the allocation function according to the budget document. He

would not have the power of dedision over internal allocations of
money or resources.
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His tasks include:

a. Building maintenance.
b. Records management.
c. Materials and equipment management and accountability.
d. Transportation.

Gathering and presenting cost data.
Assisting the Program Leader in building program budgets in what-
ever way his services are requested by the Program Leader andhis professional team. He would not make the budget but would
use his expertise in helping translate program statements into
dollar figures and other resources.

g. Getting materials, supplies, and equipment to the appropriate
places and people.

h. Preventing bureaucratic procedures from interfering with the
program process.

1. Maintaining inventories and supply levels.

4. He would feed data on resource and dollar availability to the ProgramLeader and staff so that they would know each week how much resources
remained for each program.

He would provide
necessary maintenance and cost information for theCentral Administration for accountability purposes.

6. He would be a year-round employee,. He would_ _not be in a stp on theprogram career ladder.

7. He would be evaluated primarily by the Program Leader and the profes-sional team, and secondarily by the district administration.

He evaluates maintenance and custodial personnel serving the school.

Programmer

1 This professional level is directly under the Program Leader in thecareer ladder. The Programmer is evaluated by the Program Leader andis responsible to him.

2. The ProgramMer adapts conceptual areas to proper sequences of learningpatterns.

This professional plans branching in the program tasks so as to adaptto different learning speeds and power.

4. A Programmer plays a leading role in translating district goals intolearning objectives.

5. The Programmer advises the Program Leader when to seek outside expertisein adapting conceptual areas to program requirements.
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The Programmer demonstrates the program sequence and branching
capability to Instructors and Assistant Instructors.

7. He translates feedback experience from previous programs and
student learning evaluations into the sequence of expected learning
behaviors for appropriate levels of student achievement and ability.
His professional behavior must be modified and influenced by the
Diagnostician and the Instructors.

This person decides when and how to use technological applications
in the programs.

9. The performance of this staff member is evaluated by the Program
Leader and the Instructors on the Professional Team.

10. The Programmer evaluates Instructor and Assistant Instructor perfor-
mance. He also assists the Program Leader in evaluating the School
Manager.

II. His term of employment should be for at least 9 months, or more if
the district can provide the resources.

Dia nostician

I. This professional operates near or at the same level as the Programmer.
He consults with the Programmer in order to build programs adapted to
student characteristics such as learning speed, conceptual power,
verbal ability, experience background, and prior achievement level
taken Into account.

2. He advises the Program Leader and the staff on student characteristics
so that program sequences and branching are properly designed and
executed.

3. He provides data on a student's background and achievement of the
student, to the staff, to the parents and to the district administration

4. He monitors the learning system to determine whether each student is
accommodated in the program branches provided.

5. He along with the Program Leader directs the staff in des gning the
evaluation system for the program.

6. He organizes and administrates the feedback system for student learning
output to the staff and district administration.

7. He interprets the subsystem evaluation program to the district adminis-
tration and coordinates it with any additional district information
feedback requirements.



He sees that liaison between teachers and parents is provided for and
maintained. He assists the Program Leader in interpreting programs
to the community.

9. He works under the direction of the Program Leader to monitor the
output of the Instructional system.

10. He helps the Programmer design a program which is oriented to occupa-
tional preparation.

He employs technology to assist in system and student evaluation and
advises the Program Leader and Programmer in selecting instructional
technology.

12. He helps evaluate the School Manager, Instruc ors, and Assistant
Instructors, as well as the Programmer.

13. He is evaluated by the Program Leader primarily, and secondariiy by
the Programmer, Instructors and Assistant Instructors.

14. He is employed for nine months.

Instructor

I. This professional helps the Programmer and Program Leader select con-
ceptual areas to be programmed. Instructors collectively recommend
conceptual areas to be programmed according to the objectives estab-
lisheo for Ole school.

2. The Instructor works under the direction of Program Leader and
Programmer in the process of district goals into objectives for
the school.

3. The Instructor reduces broad objectives into -mailer scale, operation-
alized objectives.

4. The Instructor helps the Programmer design programs to accomplish long
and short-range objectives for the school.

5. He diagnoses the Individual pupil's ch- a-t ristics and prior learningoutput.

6. He adapts a program to the individual pupil based upon the pupil's
learning characteristics.

7. He modifies the program with the help of the Programmer to his pupil's
learning characteristics.

8. He searches for new materials that assist the program's conceptual
sequence and thrust.
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9. He monitors pupil learning process and output and reports it to the

Diagnostician and Programmer.

10. He uses technology selected for the program and adapts it where

necessary to the learner.

II. With proper knowledge and experience, he advises the Programmer on
the feasibility of technology in programs.

12. He is evaluated by the Programmer and Diagnostician.

13. He assists the staff in evaluation of the Program Le de Programmer,

School Manager, and Assistant Instructors.

14. He and the Assistant Instructors evaluate the sub-professionals.

15. He must have a strong competence in at least one subject matter area
before forming the professional team.

16. He serves for a nine-month period.

Assistant Instructor

I. This staff memb-r works under the direction of the Instructor and the
Program Leader.

The chief duties of this professional are to work with individual
students and groups of students as dictated by program design.
These duties include:

a. Adapting technology to the individual or group, when necessary,
under Instructor's direction.

b. Monitoring student progress through the program sequences and
branches.

c. Administering pre and post-test measures and other required
observations on student learning patterns and reporting these
to Instructors.

Counseling with students in overcoming learning difficulties.
Securing and using additional materials to enrich a sequence,
or to fill in conceptual gaps.

Reporting to the Diagnostician any unusual new data on the
individual's learning experience.

Shifting students from one branch to another with the consent
of the Instructor and Diagnostician.

He implements the technology chosen for the program.

4. He secures new materials and seeks new technology applicable to the
programs.
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5. This staff member helps the Instructor identify and define conceptual
areas relevant to the school's chosen objectives.

6 He involves students in the discussion of existing and proposed learning
objectives and reports these findings to Instructors.

7. With the other professional staff the Assistant Instructor helps
translate district goals into objectives and helps operationalize
objectives into short-term learning targets.

He suggests modifications in the program evaluation plan to the
Instructors and the Programmer.

9. He helps the Diagnostician design a school evaluation program for
individual students.

10. He is evaluated by Instructors, Programmers, Program Leader, and
Diagnostician.

II. He helps the staff evaluate the Program Leader, Programmers, School
Manager, Diagnostician and Instructors.

12. He along with InsiTuctors, evaluates the non-professionals.

13. He must demonsii2te a strong competence in at least one subject ma ler
area.

14. He is on duty for 9 months.

1

Instructional Materials S ecialist

In terms of responsibility and salary compensation, this professional
team menber functions at the Assistant Instructor or Instructor level.
Primarily his role is to provide effective backup for the teaching-
learning team by supplying learning materials for the use of profes-
sionals, sub-professionals, and students.

Searching for (and obtaining) new materials and technology and reporting
on their possibilities and relevance to the program area to all pro-
fessional team members is a high order demand for this person.

Management of the learning materials center and inventory
make it maximally useful to staff and students is next in

Assisting in arranging the technology to the program is a
by the IM Specialist.

so as to
importance.

skill needed

5. The Instructional Materials Specialist is a person whose duties must be
organized toward making programs work. This specialist is not running
his (her) own program but is assisting in the team effort. Guarding
materials or hoarding them is not expected behavior .
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B. Commentary

Reprinted with permission from Phi Delta Kappan Dece ber, 1969.

TEACHER MAY I? TAKE THREE GIANT STEPS!
THE DIFFERENTIATED STAFF

Fenwick English

How many steps may we take, teachers, toward a differentiated
staff? The question isiasked by such groups as the Citizens League of
Minneapolis-St. Paul, NCTEPS of the Natipnal Education Association,
the Committee for Economic Development, and the federal government
under the Education Professional Development Act (EPDA). 4 The push
toward a redefinition of the once generic role of the classroom teacher
is accelerating, and it comes from many levels of influence. The
emerging trend is encouraged by stiffening public resistance to school
tax measures, continuing teacher shortages in the inner city, the lack
of a career ladder for classroom teachers, and the low prestige of
teaching, coupled with the pervasive torpor of life in the old school house.

Economist Milton Friedman characterized the dominant remunera-
tive scheme of the public schools: "If one were to seek deliberately to
devise a system of recruiting and paying teachers calculated to repel
the imaginative and daring and self-confident and to attract the dull
and mediocre and uninspiring, he could hardly do better than imitate the
system of requiring teaching certificates and enforcing standard salary
structures that has developed in the larger city and statewide systems.
Our problem today is not to enforce conformity; it is rather that we are
threatened with an excess of conformity. Our problem is to foster di-
versity..."5

1 "Stretching the School Salary Dollar: How a Redefinition of the
Teacher's Job Can Ease Problems for Minnesota Teachers and Tax-
payers," Citizens League Report, Minneapolis, August, 1969, 28 pp.
(mimeographed).

2 Roy A. Edelfelt, "Remaking the Education Profession, N.E2,
Reporter, November 8, 1968.

3 Committee for Economic Development, "Innovation in Education:
New Directions for the American School." New York: The Committee,
July, 1968.

4 Harold Howe II, The People Who Serve Education, A Report on
the State of the Education Professions by the U. S. Commissioner of
Education, 1968, Washington, D. C.; U.S. Government Printing
Office, 1969.

5 Milton Friedman, Capitalism and Freedom, Chicago: University
of Chicago Press, 1962, pp. 96-97.
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The break with a monolithic educational structure built from the
ground up on the assumption that one teacher could be all things to all
children is a task of the first magnitude. The real problem of educa-
tional innovation today, despite the resources expended on refining it
in the past, is the teacher and his unmanageable role. We have tried
to upgrade education by giving it a shiny finish, but the teacher's role
cannot be substantially modernized unless it is divided into more spec-
ialized components and improved skill by skill, responsibility by respon-
sibility, rather than in its entirety.

How does one change a total structure? Should it be attempted in a
series of small "manageable" pieces, or should change be sweeping,
dramatic and bold? Richard Farson quips, "Everyone knows how to
resist small changes; they do it all the time. If, however, the change
is big enough, resistance can't be mobilized against it. All change
is resisted, so the question is how can the ,ehanges be made big enough
so that they have a chance of succeeding?"° A bold reform of public
education must be based upon conceptualization of as many of the key
issues and principles as possible in order not to have it fail because
crucial interrelationships and outcomes were ignored or not anticipated.
Because of the newness of the idea and lack of real experience with dif-
ferentiated staffing in the field, the following points may prove of some
assistance for educational leaders who are now in the planning stages
in their own school systems.

Interrelationedn ss of Roles

The role of the teacher may be discussed and analyzed in isolation,
but actual changes must anticipate role changes of many other person-
nel. Roles are highly interrelated within organizations. The "domino
theory" may be defunct in foreign affairs, but it is certainly relevant
to considering functional changes in organizational roles. Many ad-
ministrators naively assume that a "super-teacher" position can be cre-
ated without affecting them. Field practice suggests that the first
roles to be changes with differentiated staffing are those of the so-called
"middle management" level; principals, coordinators, supervisors, and
directors. This fact also accounts for greater resistance to the concept
from those in middle management roles than from other administrative
levels in school systems.

The 'Iceberg' Phenomenon

Staffing patterns appear on the surface to be rather manipulable
relationships. After all, we have dealt with pupil-teacher ratios for
some time in education. In fact, it has become a fettish of sorts. How-

6 Richard E. Farson, "How Could Anything That Feels so Bad Be
so Good?" Saturday Review, September 6, 1969, pp. 202-21.

74

82



ever, educators have not probed deeper in discussing changes in staf-
fing patterns. For example, what are the basic assumptions under-
lying a passive role for the learner and an active, telling role for the
teacher? Doesn't the present role definition rest heavily on the as-
sumption that there is a axed body of knowledge best for all students
which the teacher knows and the student doesn't? Aren't most class-
rooms arranged as one-way communication networks? Schools stress
verbal behavior in lieu of real behavior. The common Friday quiz is
the best example of this. A staffing pattern is a concrete manifesta-
tion of philosophical positions regarding the nature of knowledge, the
nature of learning and teaching, and the nature of man. How the know-
ledge assumption is answered determines to a large extent the roles of
teacher and learner. 'Tinkering with pupil-teacher ratios or introducing
"team teaching" rarely alters these basic philosophical positions. Much
more pervasive is the answer to the question, what motivates man?
The scientific management school of Frederick Taylor based its assump-
tions on the economic motive. Man's behavior could be changed by the
extrinsic application of salary for rewards and punishment. While
salary looms large in much of the discussions regarding a career lapi-
der in teaching, research suggests that salary is not the real issue.
Giving men handsome raises does not necessarily guarantee job satis-
faction. The more powerful motivators are achievement3, recognition,
and responsibility, or the "self-actualizing" incentives. Discussions
of differentiated staffing which ignore these variables deal with the
problem only at the "waterline" level. Real changes in patterns of
staff utilization will mean reexamining many a priori assumptions usual-
ly left untouched by innovators dealing with organizational changes.

The Hierarchy Hangup

One of the most controversial issues affiliated with the idea of dif-
ferentiated staffing is that of a teacher hierarchy. Much fear is aroused
based upon the profession's past experience with the long-powerful
administrative hierarchy. Teachers are apprehensive that the creation
of a career ladder of different positions based upon varying responsibil-
ities will produce even closer supervision and tighter control than exists
at present. This is partly due to the fact that many find it difficult to
conceptualize the teaching act in any other format than variations on the
self-contained classroom, whether at the elementary or secondary levels.
Many administrators are anxious for the same reason. Douglas
McGregor9 found that conventional organizational theory is governed by

7 Frederick Herzberg, Bernard Mausner and Barbara Snyderman,
The Motivation To Work. New York: John Wiley, 1959.

8 Abraham Maslow, Motivation and Personalit New York: Harper
and Row, 1954.

9 Douglas McGregor, The Human Side of Enterprise, New York:
McGraw-Hill, 1960.
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a single, all-encompassing idea, "that authority is the central, indispens-
able means of managerial control. Most of the other principles of or-
ganization, such as unity of command, Ntaff and line, span of control,
are directly derived from this one." To propose changes in roles and
in authority, moving it from organizational authority vested in a posi-
tion to one vested in technical competence means expanding the teach-
er's voice within the structure. Since role status is governed by how
much authority is attached to it, a loss of authority is viewed as a loss
of power and status. Under a differentiated staffing scheme, the
teacher's new and stronger voice in directing the allocation of resources
of the organization is not considered as a force for democratization, but
rather of tightening the bolts by creating a split in the ranks. This is
why some union leaders find the concept threatening: It violates the
classical labor-management perspective and with it our assumptions
regarding the dispersal of authority.

The Quest for Efficiency

Rising school costs have been reflected in citizen groups urging
fewer "frills" and more concentration upon the "basics." Recently a
trend has developed toward business techniques such as cost-benefit
and cost-effectiveness analyses applied to education. There is wide-
spread belief that the application of a new organizational technology will
make education better by making it cheaper. Some school boards un-
abashedly offer differentiated staffing as a tool by which some teachers
are finally "paid what they are worth." There is little real difference
between their perspective of differentiated staffing and nlerit pay.

The lack of specific organizational objectives for education is a
major handicap. How can efficiency be determined if the output of an
organization's expenditure of resources cannot be defined to accomplish
specified ends? Costs continue to increase, but what difference they
make is never understood by the public. What different results are at-
tained? The public perceives only that the organization is perpetuated
for another year. In the absence of clear performance objectives, cost
effectiveness usually means "cheaper."

The American predecessor of staff differentiation was the Lancastrian
school of the Middle Atlantic and Southern states during the period 1800-
1840.10 The Lancastrian model placed approximately ZOO - 1,000 pu-
pilS in one large room with a teacher and several "monitors." The mon-
itors were usually older pupils. Stephen Duggan' notes that the wide-
spread adoption of this innovation resulted from its "cheapness." Says

10 Henry J. Otto. Elementary School Organization and Administra-
tion. New York: Appleton-Century-Crofts, 1954.

11 Duggan. A Student's Textbook in the History of Educa-
tion. New York: Appleton-Century-Crofts, 1948.
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Duggan, l'As late as 1834, in Philadelphia, there was but one teacher
to 218 pupils and the cost per pupil never rose above $5 per annum. 1112

An analogous situation would no doubt prevail today if the differentiated
staffing notion were offered primarily as a device for providing cheaper
education, offering a few high salaries supported by many at a sub-
profes sional level.

Differentiated staffing is a means, not an end. It is one vehicle
among many to realize some kinds of educational outcomes very diffi-
cult and costly to attain today under a traditional staffing pattern little
influenced either by teacher or pupil differences. An adequate needs
assessment of pupils, teachers, and community must accompany a dif-
ferentiated staffing plan. A measurable set of organizational indices
must be developed by which efficiency can be assessed in results ac-
complished.

The Inadequate Research Base

The present staffing pattern of public education was not derived from
the conclusions of research. Our educ.Ational forefathers did not set
up model schools with`varying staff designs, define outcomes, and sys-
tematically measure organizational effectiveness, selecting for adop-
tion the most effective and efficient design. The graded school was es-
tablished for administrative expediency and to this day lacks an ade-
quate research-proven base. Moreover, a deep network of vested in-
terest has developed from this nonresearch base. Authority does not
necessarily derive from technical competence. Examining the educa-
tional establishment's treatment of the Coleman Report, Daniel
Moynihan noted its almost overwhelming silence and hypothesized that
it was due to the "absence of a tradition of basing educational practice
on research findings. "13

Research is a rational process, through far from perfect in its
ability to eliminate error. Nonetheless, its methodology and spirit are
alien to practices and procedures based upon irrational authority. Re-
examination of the teacher's role within the organization poses danger
to a school system because it may mean establishine one role on a ra-
tional basis and therefore it portends changing all roles. A staffing
pattern, one level of a role network, is a manifestation of the total
control system of the organization. As long as the control system is
irrational, so must be the staffing pattern. No matter how rational
models are in the developmental stages, once the transition is made to
the ongoing organization, they may be totally changed to become congru-

12
Ibid.

13 Daniel P. Moynihan, "Sources of Resistance to the Coleman Re-
port." Harvard Educational Review, Winter, 1968, pp. 23-36.
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ent with the old organizational climate and structure. Without the util-
ization of research and field development in education, issues tend to be
resolved via politics and other pressure tactics rather than by what is
actually better for children. Dan Lortie" has described the method
of arriving at consensus as a "continuing constitutional convention...
which does nothing to advance techniques of evaluation. " Shabby prac-
tices and educational myths are perpetuated from year to year. Re-
search, not tradition, must be the process by which innovations are
judged.

The Necessity for involvement

If staff differentiation involves a change in behavior on the part of
the teacher, as it surely does, teacher involvement must be secured
from the outset. Many administrators assume that changes in teacher
roles can be foisted upon teachers via administrative mandate. Human
behavior is not that malleable. In such situations, behavior which is
easily modifiable is usually quite superficial. The incongruity of the
situation is this: Authoritarian means cannot create democratic ends.
The very fact that an edict was used to create the model stimulates
enough suspicion to make plans almost unworkable.

Under intense pressures resulting from the state-wide teachers'
walkout in 1968, the Florida legislature passed Senate Bill 70X, which
mandated field models of differentiated staffing within one year. A
year later, after careful consideration, the legislature wisely backed
away from "instant" implementation and instead appropriated funds to
establish a systematic research and development thrust in the state.
The State Department of Education expects that three field models will
be in operation next year. Other state legislatures have not been as
judicious. Many confuse differentiated staffing with merit pay and have
passed bills mandating merit pay for entire states. Such plans are
doomed to failure. Historically, they have had little effect on the edu-
cational mainstream. With the growth in power of teacher associations
and unions, any plan which deals with issues of teacher pay, status, and
career opportunities cannot ultimately win a place in the establishment
without the approval of organized teacher groups. Differentiated staf-
fing offers an exciting alternative to merit pay, but teachers must be
part of the needs assessment, design, and evaluation stages if any real
breakthroughs are to occur. Differentiated staffing can be a vehicle
by which the status of teachers is upgraded and the learning of pupils is
increased. However, conceived merely as a salary strategy rather than
a plan of staff utilization, it offers no major alternative to the status quo.

14 Dan C. Lortie, "The Cracked Cake of Educational Custom and
Emerging Issues in Evaluation," from the Proceedings of the Symposium
on Problems in the Evaluation of Instruction, December, 1967. CSEIP
Occasional Paper No. 19, Los Angeles: University of California, Center
for the Study of Instructional Programs (Offset)
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Instructional Support Systems

Various administrative and technical support systems back up the
teacher on the firing line. The teacher must have instructional mater-
ials, books, paper, pencils, technical equipment, etc. In the past the
instructional support systems have assumed that instruction was group-
centered; teachers were expected to use textbooks and grades somehow
iv) provide individualization of instruction. It is ironic that the school
has attempted to individualize instruction by assessing the vast dif-
ferences in pupil ability, environmental conditioning, verbal skills, etc.
but generally denies to the teacher, at least in elementary school, the
very same analysis of differences in ability to meet those needs. It
would be analogous should general practioners attempt to solve all medi-
cal problems. If the teacher's generic role is changed, so must the
auxiliary support systems which are auxiliary to the teacher. A multi-
dimensional differentiation of staff demands multi-dimensional support
systems.

A Model Is Not a Model

Models of staff differentiation being developed across the nation
share some common characteristics and differ from each other in
important ways. There appear to be four basic modalities. Some
planners begin from a curricular viewpoint, emphasizing staff deploy-
ment to reinforce previous philosophical assumptions taken regarding
"subject matter." Other models emphasize a refinement in teaching
as it is conceived today, that is, they polish the "telling" functions of
teaching by adding different instructional media or programmed instruc-
tion. Still other models are organizationally oriented, stressing organ-
izational relationships and changing roles without much regard to the
individual personalities occupying old roles. Using learning theories
as a focal point for a staffing patter is still another tack.

Models may be classified as I) learning paradigms of staff differen-
tiation, 2) teaching paradigms, 3) curricular paradigms, and 4) organ-
izational paradigms. In real life, to be usable, models would actually
embrace all four areas. Lmportant variations currently exist even on
paper, because some planners emphasize certain modalities at the ex-
pense of othersl Careful study should be given to local needs and major
assumptions should be listed so that all participants understand why
some model components are being emphasized over others. This para-
digm basis should be noted when studying or visiting actual models.

But most models being developed today are not extensions of staf-
fing relationships based upon learning theories. Instead, they use many
of the traditionally accepted divis ions of responsibility in separating
teacher functions, such as responsibility for the development of curri-
culum, versatility in handling instruction with varying group sizes, and
organizational or administrative duties. Instead of breaking such duties
off completely from the teaching role, most models attempt to blend
direct teaching duties with other types of responsibility in flexibly ached-
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uled schools and utilize extended school year contractual engagements
for hierarchical personnel above the staff teacher level. As models be-
come more sophisticated in separating teacher responsibilities, dif-
ferentiation of actual classroom skills and abilities will become sharper
and more viable. Meanwhile, the early prototypes differentiate roles
on gross variables. However, teacher acceptance will rest to some ex-
tent on how visible the "differentiated" functions are. Ultimate accept-
ance must be based upon research designs which answer the question,
"How valnable are such delineations between teachers in achieving cer-
tain specified student outcomes?"

Confronting the Risk Element

William Fielder1-5 avers that teaching is viewed by many aspirants
as an "insurance policy." So long as people entering education are
heavily security oriented, i.nnovation which proposes to change the
present role definition of "teacher" is considered hazardous. Any
change involves risk takiru;. The current undifferentiated organizati n
offers a haven for the incompetent and for those with a low tolerance
for risk taking.

Key elements which determine resistance to risks are the size of
the school system and its dominant organizational climate, age of the
staff, and the degree of freedom permitted to individual schools within
the system to change their internal structures. Much internal friction
can result from allowing major deviations to occur within school sys-
tems, but how else can ideas be field tested prior to wholesale adop-
tion? During such transition stages a valuable and necessary function
of the administration is to shield innovating schools from system pres-
sures toward conformity, and from public anxiety over "experimenta-
tion. " The administration can also prevent premature evaluation and
premature judgments from closing down field models before they are
actually permitted a fair chance to prove their worth. Risk can be
minimized but not eliminated. There will be greater tension and stress
during times of change. Rather than attempt to suppress friction and
hostility produced by the change, the administrator can devise "institu-
tionalized lightening rods" to relieve excess pressure. Without this
outlet, models may fail not because they were actually worse than the
traditional staffing pattern, but because the normal inability of the hu-
man being to handle change was not anticipated.

Recommended Sequence of Events

Regardless of the model developed or the particular models it stres-

1 -Wi5 .lliam R. Fielder, "Albuquerque," Remaking the World of the
Career Teacher, National Commission on Teacher Education and Pro-
fessional Standards, National Education Association, Report of the
196 8 Regional TEPS Conference, Washington, D. C., 1969, pp. 1-15.
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ses, there does appear to be a sequence of activities whi h produces
more acceptable models than others. These steps are:

1. Systematic assessment of needs (Societal, student, teacher,
and community).

Formulation of global edue tional goals from the needs
assessment.

3. Construction of specific and measurable learning outcomes
working back from the global statements.

4. Separation of learning tasks from each learning outcome
into common categories (Appropriateness, level of diffi-
culty, etc.).

5. Relating of learning tasks grouped in common categories
to teacher skills, knowledges, and attitudes in producing the
specified outcomes.

6. Reclassification of teaching tasks into vertical and horizon-
tal role hierarchies.

7. Establishment of salary ranges for each proposed hierarchi-
cal role based upon supply and demand, level of training
and experience needed, etc.

B. Determination of specific changes in the school structure
for the new roles to be utilized to the maximum (includes
school schedule, decentralization of instructional resources
in resource centers, and other support systems).

Establishment of personnel policies to apply during the
transition and ultimately

10. Establishment of screening groups, screening criteria,
evaluation procedures, and the filling of positions.

Involvement of teachers, their associations, and students will be
critical ingredients. Involvement and consensus building will be frus-
trating and time consuming, but without them there is 14t1e hope of
permanency. It is during this time that resistance can be overcome
and support from key people and groups established which will enable
the model developers to transfer their model from a theoretical para-
digm to a real-life school situation. The larger the school system, the
longer this process will take. There are a few shortcuts. Administra-
tors most often want to reduce or bypass staff involvement during the
planning and design phases. In the two or three large city systems
where differentiated staffing has failed before implementation, this was
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the major reason. In reality, as in the old game, "Teacher May I?"
teachers must be asked to win. "How many steps can we take?" The
number and results will depend upon how well the variables discussed
are utilized.

Differentiated staffing failed initially in Dade County (Miami),
Florida, for this reason. In trying again, Dade County leaders are
obtaining greater staff involvement. In Montgomery County, Maryland,
differentiated staffing was one of the issues over which a teacher strike
occurred . In Los Angeles differentiated staffing was tried merely as
a salary proposal without change in organizational structure. Good
staff involvement is being secured for this innovation in three districts
now: Beaverton, Oregon (near Portland); Sarasota County, Florida;
and Niskayuna, New York. The change has actually been implemented
only in Temple City, California, and Kansas City, Missouri.
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Source: The National Elementary Principal, September, 1967. Copy-right 196 I ationa ssociation o eria-entary School Principals,
National Education Association. All rights reserved.

DIFFERENTIATED TEACHING RESPONSIBILITIES
IN THE ELEMENTARY SCHOOL

William D. Hedges

Either we must settle for a moderately epared
teac er in every c assroom, sa aries t at over
close to national averages for all occupations and
recruitmentat est-- om e top t..ir e
high school graduating class or we must move to
some system o erentiate responsiii ities and
rewards.

The past decade has seen serious and widespread attempts to intro-
duce more and more instruction of an individualized nature into our
elementary schools. Yet, ironically enough, while recognition of pupil
differences has been growing, relatively little attention has been given
to the factor of teacher differences. In fact, and incredible as it may
appear, a few sChool systems have found themselves in the philosophical-
ly indefensible position of introducing more individualized instruction
almost by fiat and in ways that have tended to ignore or overlook striking
differences among teachers in areas such as experience, interest,
methods of working with children, training, personality, and teacher
preference.

Elementary School Organization

Few of us seriously quarrel with the desirability of individualizing
instruction, even though we are keenly aware of the tremendous practical
difficulties that tend to prevent our accomplishing as much individualized
instruction as we would like. However, to quote Philip Jackson:

If we have advanced in our educational thought to a
position where we view children as individuals, each
calling for a slightly different educational action, we
continue, nonetheless, to think of teachers as teachers,
each the intellectual and psychological equivalent of

1 Goodland, John I. Planning and Organizing for Teaching. Na-
tional Education Association, Project on the1nstructionarProgram of
the Public Schools. Washington, D. C.: the Association, 1963, p. 121.

83



the other.-2

We provide the vast majority of our elementary school teachers
with essentially the same authority and the same responsibility. Forexample, let us assume for the mornery ree major
categories, or types, of elementary teachers.

1. Teacher A who has ten years of experience and is recognized
by principal, parents, colleagues, and students as a superior teacher.

2. Teacher B who has ten years of experience, is poorly trained
and is considered by the principal to be weak.

3. Teacher C who has no experience, has recently gradua ed from
college with her B. A., and has embarked on her first year of teaching.

I could cite many other classifications of teachers, but these three
will suffice for entertaining the question of what responsibilities we as".
sign to teachers who vary considerably in experience and in expertise.
In most of our elementary schools, we would make these arrangements:

1. Teacher A will be assigned 34 students in the fourth grade.

2. Teacher B will be assigned 34 students in the fourth grade.

3. Teacher C will be assigned 34 students in the fourth grade.

Whether we are willing to admit it or not, the aforementioned ar-
rangement reveals unmistakeably that Jackson is correct when he claims,
"... we continue, nonetheless, to think of teachers as teactiers, each
the intellectual and psychological equiva.lent of the other. "° In short,
the belief that a hierarchy of responsibility and authority should not
exist within the ranks of elementary school teachers is deeply implanted
in the thinking of both faculty and administration. And yet, if I asked
you, as a parent, whether you would choose to have your son or daughter
in Miss A's room with 68 students, or in Miss B's with 34 students (for
an entire year), I think I know what your answer would be. At the least,
you would have a mental struggle in deciding and would be sorely tempted
to choose Miss A's class of 68, despite the enormous difficulties and
disadvantages imposed by such a large class size. And if class size
were equalized, there would be no doubt of your decision.

We have not differentiated the extent of responsibility and authority

2 Jackson, Philip W. "The Teacher and Individual Differences."
Individualizing Instruction. Sixty-First Yearbook, Part I, National
ôiêy or t e tu y o E cation. Chicago: University of Chicago

Press, 1962. p. 76.
3 Ibid.
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to be exercised by elementary school teachers. Our school organizationreflects our assumption that all teachers are essentially alike; hence,they should all have equal responsibilities and equal authority. But suchan assumption is not correct. Teachers are not alike. They are individ-uals, and, as individuals, they are different.

Individuality of Teachers

Differences in teacher interest. While most elementary schoolteac ers s are a pervading interest in the total development of the child,in contrast to interest in a specific discipline such as mathematics orscience, they are nevertheless more interested in one content area thanin another. Anyone who visits elenientary school classrooms finds thisevident. For example, the visitor is apt to perceive that in one roomthere is considerable emphasis on art; in another room there is thesound of music; in a third there are batteries and wire and magnets; ina fourth there are microscopes, growing plants, and animal cages; ina fifth there are mathematical games, puzzles, geometric constructions,and the like. In each of the foregoing classrooms, the visitor observesclearcut evidences of the teacher having developed his program inLanguage Arts and Reading around an area of his interest. I think thisis natural and to be expected.

In recent years, we have seen attempts to capitalize on areas ofteacher intert through such organizational means as team teaching,flexible grouping, semi-departmentalization, and so forth. This leadsus to a second significant area of teacher difference which we havetended to ignore; that is, variations among teachers in their actualknowledge of specific disciplines.

The knowledge gap. The knowledge gap between the teacher who hasnot a7k-77 iThool for some years and the teacher who has stayedabreast of developments is immense. Increasing demands are beingmade upon the elementary school teacher in content areas. In fact, somany demands for competence are being placed on him that he is devel-oping extreme feelings of inadequacy and insecurity. We blithely expectthe elementary school teacher to:

a) keep abreast of developments in linguistics

b) teach modern mathematics

c) be able to choose among and teach at least one of the new
elementary science curriculums such as AAAS or SCIS

d) become competent in at least one of the numerous new social
studies curriculums such as the economics-based Senesh program

e) teach reading, including developments in itt/a, words incolor, or other new programs
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f) employ cuisenaire rods in primary grades

g remain abreast of and use recent findings on the physiology
of readiness and perceptual development in young children

h) enjoy and be competent in art

j)

teach French

play one or more musical instruments such as piano or guitar

k) sing

be effective with youngsters in gymnastics and have perhaps a
smattering a training in modern dance

m) operate movie projectors, tape recorders, overhead projectors,
fi mstrip projectors, and the like

n) be adequately trained in group dynamics

o) possess the skills of a reading diagnostician

have some background in testing and measurement

While this listing is somewhat exaggerated, and while we realize
many elementary schools no longer expect the elementary teacher to
know all areas, nevertheless the elementary teacher is still expected
to possess a great deal of information in numerous areas. For some
years now, we have had specialists' classifications in the elementary
school that include the librarian, the reading diagnostician, the music
consultant, the traveling art teacher, as well as specialists from the
fields of speech and hearing, guidance, French, and physical education.

However, while we have recognized the need for specialized know-
ledge and training in some areas, we have not sufficiently recognized
the need for specialized knowledge in many areas. "Somehow there
has developed throughout the grade system a distrust of the specialist. "4

Differences in teacher competence. A third significant area of teacher
difference is that of teacffifig competence. That differences in teaching
competence exist, and that they are of concern to educators is attested
to by the thousands of studies over the years which have attempted to
rate teacher effectivenessefforts that have met with either limited or

4 Stoddard, George G. "Generalists and Specialists in the Elemen-
tary School." Crucial Issues in Education. Third edition. (Edited by
Henry Ehlers and Gordon-C. Lee.) New York: Holt, Rinehart and
Winston, 1964. p. 325.
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no success. While we know that differences exist, we have been unableto establish reliable and valid means of determining who is a good teach-er and why. About all we have been able to accomplish and defend is todifferentiate among faculty in terms of years of experience and extentof formal college training. However, this is not to say that most of usas elementary principals are unaware of our excellent teachers. At thevery least, and whether right or wrong, most principals are keenlyaware of which teachers they would he reluctant to lose.
We have put ourselves in the position of being able to make differ-ential rewards only if we could differentiate in competence. Not beingable to defend competence outside of the tangible factors of experienceand formal training, we have been forced to abandon any differentiationin assignment of responsibility and in financial rewards. We have beenencouraged to avoid different responsibility assignments because wehave known that mere years of experience and college training are noguarantee of the competence we are seeking. Rather than become miredin the impossible situation of appointing a highly-trained, enperienced,but only average teacher to a crucial position of responsibility, we havehad to avoid the problem entirely.

And yet, I think many of us would agree that if we had the threeteachers, Miss A, Miss B, and Miss C, in our school, we might im-prove our situation if we could place Miss A "in charge" of the fourth-grade program. Notice I did not say appoint Miss A in charge becauseshe is a merit teacher. I said place ler-in charge. We place principalsin charge of schools. Why can we not place teachers in Charge of pro-grams? This leads us to a fourth arei7rfeacher difference; that is,differences among teachers in the extent to which they are both ableand willing to assume responsibility.

Differences in handling resnonsibility. It does not follow that the mostexperience or t e st competent teacher is necessarily the teacherbest able to assume responsibility for a program. We tacitly admitthis fact by openly recognizing that the principal of a school today is notnecessarilyor even usuallythe best teacher. Nor is he expected tobe. He is expected to be an effective administrator. Perhaps we mighthave better programs if we could identify and utilize the techer who hastalents in organizing and administering specific programs.
However, let us also face the fact frankly and openly that teacherson many faculties are just not career teachers. Some are fine youngwives (often with children) who are helping to support the family. Theirprimary interest is with their family, and as soon as their husband'sformal education is completed, or his earning power increases suffi-ciently, they will drop out of teaching. These persons do an average jobof teaching. But they have neither the time, the inclination, nor theenergy to go much beyond the actual teaching day. To read professionalmaterials, to stay late and plan curriculum revisions, to attend profes-sional meetings and the like is not for them.
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On the other.hand, there are the career teachers--those persons
with the enthusiasm, the interest, the energy, and the ability to put far
more time into the teaching profession than is required by the teaching
day per se. Some of these persons are single; some have raised fami-
lies and now wish to devote their full energies to teaching once again;
and some will raise a family and still have plenty of energy remaining
to put into organizing for teaching and into the building of new programs.
The question arises then as to whether these differences in willingness
and ability to assume responsibility for the direction and implementation
of programs are sufficiently recognized in the way our schools are
organized today.

Differences in teaching strategy. In all of our schools, we can find a
Miss Jones who is extremely well organized, highly structured, very
methodical and systematic. And across the hall, we will also find a
Miss Brown who is poorly organized, quite unstructured, seemingly
sloppy with a room always in a "mess" and who can never teach a les-
son the same way twice. Is one right and the other wrong?

I maintain that each teacher probably has a placebut not always
with the same types of children. Some children seem to work better
with one type of teacher than with another. Other children will benefit
from some contact with both. Moreover, all principals have had the
experience of extreme incompatibility between a particular teacher and
and particular child. The question is whether we can organize Our
schools to allow for flexible shifting of children, based on differences
among teachers in teaching strategy and in personality, without the
teacher feeling defensive if a child is moved from his room. Even
though be is less effective than a colleague with one child, he may be
more effective than that same colleague with another child. Sometimes
we cannot know about the effectiveness of our placement procedures
until we try.

Specialized Personnel in the Elementarl School

If large differences exist among many teachers, and if such differ-
ences have direct implications as to how we might organize our schools,
we should then introduce into the elementary school program a great
variety of specialized positions which recognize the specialized tasks
that need to be performed and which capitalize on some of the many di
ferences among the teaching staff.

No one argues seriously anymore for the completely self-contained
classroom; it is virtually non-ex.;stent. The real questions are: how
much specialization, of what nature, how far down toward kindergarten
should it go, and how should it bi organized? I say this because few
elementary schools operate today without calling upon the services of
at least one of the following types of specially trained personnel: music
teacher, foreign language teacher, art teacher, physical education
teacher, mathematics teacher, science teacher, librarian, school nurse,
school psychologist, guidance counselor, remedial teacher, reading
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diagnostician, speech and hearing therapist, school secretary, teacher's
aide, teacher-clerk, audio-visual technician, TV teacher, school ar-
tist, school custodian. (I include the school custodian because in the
early history of our country, the teacher did the custodian's job, too;
also a good school custodian has frequent contacts with children and
can exert a very salutary influence upon them.)

Coupled with the above degrees of specialization, we have seen
during the existence of the elementary school in this country a tre-
mendous array of organizational practices that reflect cognizance of
teacher differences. These include departmentalized and semi-depart-
mentalized plans, and the more recently emphasized team teaching
arrangement, to mention only three major types of organization.

Departmentalized programs were designed to enable teachers with
special content interests and knowledge to work with more groups of
children in that area, whether it be science, math, music, etc. How-
ever, in team teaching:

The senior teacher assumes responsibility for instructional
leadershipboth in his team and, if needed, across teams
within the building--in the area of his special competence.
T he team leader also has primary responsibility in his
team for the identification of pupil needs and readiness
and for the assignment of pupils to groups; for directing the
continual re-examination and development of the curriculum;
and for the training and supervision of junior and less-
experienced personnel on his team.

I could cite page after page of organizational plans that have been
tried and are being tried, not to mention the plethora of grouping plans
that have been employed over the years. However, the point is that
specialized personnel are with us in the elementary school, and the
number and types of these specialized personnel are going to increase
very rapidly over the next decade. Some of the newer special types
now being introduced include: the multi-media technician, the school
artist for preparing tansparencies, the persons preparing lessons for
closed circuit television, teacher aides, teacher-clerks, the specialist
in diagnostic testing in content areas, the writers of locally needed
materials for computer- assisted instruction, the expert in the field of
educational testing and measurement, and the reading diagnostician.

Hence, the need for highly specialized personnel is here and is
being recognized in many schools. The question that we must face in
all seriousness is: How do we organize? How do we relate these persons

5 Anderson, Robert; Hagstrom, Ellis A. ; and Robinson, Wade M.
"Team Teaching in an Elementary School." Change and Innovation in
Elementary School Organization. (selected reaaingsj-Cbrnpiled by
ivfaurie Hinson. New'YorIK: Holt, Rinehart and Winston, 1966. pp 173-74.
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to each other for the goal of improving the educational environ _ent ofeach youngster?

Organizing the Elementary Schools of Tomorrow

We must first recognize, accept, and expand upon what is already a
fact: A variety of persons are performing a variety of more or less
specialized fuñtioni e mo ern 1ementarys chool Many of Tht ese
wiU e persons w o are not teach-Ers nr77EZ--il.istia. sense; that is, they do
not have the usual teacher training, but they associate in many ways with
children. Once we accept this, we must then relinquish our long-cher-
ished ideal of one teacher for every 25 children. By this I mean our
long-cherished ideal ag a teacher being a teacher.

In teaching per se, we must have the teacher with a structured cog-
nitive style; the teacer with an unstructured cognitive style; the teacher
who can tell stories in a wonderful way; the teacher who works best with
individual children; the teacher who is excellent in seminars; the teacher
who can mother children; the teacher who can, and does, work in a "no
nonsense" fashion; the teacher who can prepare and present excellent
math lessons; the teacher who has creativity but little follow-through
(bubbling with ideas, but having difficulty implementing them); the teach-
er who can organize and cajole and push and get things done. To argue
for maintaining a 25:1 ratio of elementary trained teachers while adding
all this special personnel is to argue for at least a doubling of our per-
pupil expenditures, and that is not going to happen very soon.

To those whose ire is aroused at the attacking of what is virtually
a sacred cow in education, I can only say I am forced to agree with
Charles E. Silberman who has stated flatly that far too many schools are
organized more to facilitate administration than to facilitate learning:

Part of the problem, moreover, is that most of the studies
of the teaching process that have been conducted until
fairly recently have ignored what goes on in the classroom,
excluding as "extraneous" such factors as the way the
classroom or the school is organized. Yet it is over-
whelmingly clear that one of the principal reasons child-
ren do not learn is that the schools are organized to
facilitate administration rather than learningto make
it easier for teachers and principals to maintain or er
rather than to make it easier for children to learn.

These are harsh words indeed. Yet, the evidence is clear that quality
education is not guaranteed by maintaining one teacher of highly variable
qualifications with each group of 25 children. In fact, the evidence is

6
Silberman, Charles E. "Technology is Knocking at the School-

house Door." Fortune 74: 124; August 1966.
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clear to the contrary: our traditionally cherished ratio of 5:1 has notbeen uniformly successful.

It is insulting to the teaching profession to assume that a teacheris merely a person who is resnonsible for 25 students. Administrative-ly this is effective because it is easy to calculate the number of teachersneeded if you have 400 students. All you need to do is divide 400 by 25and come up with 16 teachers. It is easy to assume that any and all ofthese teachers are replaceable and interchangeable--just as light bulbsare replaceable and interchangeable. But the actual facts are quite dif-ferent. When Miss Brown moves on, or retires, there will never be
another Miss Brown in that school.

In short, I see the elementary school in sore need of being analyzed
on a systems basis; that is, what tasks are to be performed, and what
competencies are needed to perform these tasks? At the center of eachof the parts of the program, I see a master teacher who is also a masterorganizer. This person is the key person-the person who providescontinuity and stability; the person who must be held on to via a highsalary as the young teachers come and go. I see this teacher as havingthe time, the authority, the increased compensation, and the status toenable him to perform these tasks. I see this teacher appointed to theposition because the administration believes he can do the job, and be-
cause the teacher wants to try to do the job--not because he is the "best"teacher.

Merit Rating

Possibly some school systems in the United States have merit sys-tems that really work--but I have yet to see one. A few plans haveworked for a while, but sooner or later they have been abandoned. Most
merit plans fail because there is little evidence that any single attributeof a person is a necessary factor in teaching. For example, Getzelsand Jackson make the following statement about the teacher's personal-ity and characteristics:

Despite the critical importance of the problem and a half-
century of prodigious research effort, very little is knownfor certain about the nature and measurement of teacher
personality, or about the relation between teacher person-
ality and teaching effectiveness. 7

Mitzel in the 1960 Encyclopedia of Educational Research says:

We need much precise, painstaking research in teacher
effectiveness oriented toward a variety of educational

7
Getzels, J. W., and Jackson, P. W. "The Teacher's Personali-

ty and Characteristics." Handbook of Research on Teaching. (A Pro-
ject of the American Educational Research Association, NEA, Edited
by N. L. Gage.) Chicago: Rand McNally and Company, 1963. p. 574.
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goals in.a variety of educational situations. 8

With the present state of the "art" of teacher evaluation, we cannot
differentiate among teachers on the basis for the assignment of addition-
al responsibilities and additional pay. We can determine, however, and
with relative ease, such facs as who is interested in what, who can
organize and implement programs, who is eager to do so, who can work
effectively with colleagues or with subordinates. While it is patently
impossible and unwise for a principal to place one teacher in a building
in a supervisory position over another when both have taught in that
building for some years, it is wiseand it is possible--for the princi-
pal to place an inexperienced incoming teacher under the direction of
an experienced and competent teacher. And the principal can pay the
supervising teacher (the teacher in charge of the program for those
grades or those groups) more money for such additional responsibilities.
If such assignments are made on an annual basis, they can be taken away
if the teacher does not work out, just as department chairmanships can
be taken away.

In addition, in those school systems that are expanding and building
new schools, we can establish a new and radically different type of
school organization. Teachers who are employed can be employed with
full cognizance of the fact that there are ranges of responsibility and
authority. In other words, in an elementary school (K-6) of 600 pupils,
I would not employ 24 teachers, each with 25 pupils and each operating
as an autonomous unit. Normally, one would attempt to employ four
first-grade teachers in the above situation. Let us suppose the salary
schedule ranges from $6,000 to $9,000, depending on experience and
qualifications; the budget ranges from $24,000 to $36,000. Let us also
assume the budget for salaries for the four teachers is $30,000. My
personal preference would be to scout far afield to secure one outstand-
ing first-grade teacher for around $10,000 and place her "in charge" of
the program for the 100 first-grade children. To aid her and to work
under her direction, I would also want to secure two beginning Leachers
at $6,000 each. With the remaining $8, 000, I would want one teacher-
aide at $4,000, and two part-time teacher-clerks at $2,000 each. My
teaching team would then be as follows:

1 bead teacher 10, 000
2 beginning teachers @ $6, 000 each 12, 000
1 teacher aide (2 years college at least) 4,000
2 teacher-clerks @ $2,000 each 4, 000

The above arrangement provides me with six pairs of hands instead
of four, and for the same money. In addition, I still have three certi-

Mitzel, Harold E. "Teacher Effectiveness." Encyclopedia of
Educational Research. Third edition. (Edited by C. W. Harris. ) New
York: lilacmillan Co. , 1960. p. 1485.
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lied teachers instead of the usual four. Even more desirable is the factthat r have some program control over the beginning teachers, as wellas a legitimate opportunity to help them. In the traditional arrangementthe two beginning teachers must go into their rooms and close the doorand learn the hard way.

In a school already operating and having three first-grade teachers,let us suppose one teacher retires or moves. Rather than replace theretired teacher with another teacher for $8, 000, I might propose to thetwo remaining teachers the idea of providing them with three clerks toperform tasks ranging from marking papers, preparing teaching mater-ials, putting lessons on the board, cataloging filmstrips, filling outstudent records, and other such duties.

At the upper elementary level, I might wish to introduce a hierarchyof responsibilities and, in addition, introduce a number a special re-sponsibilities in mathematics, science, physical education, and so ondoing this with some form of flexible block scheduling. Let me empha-size here that I am not suggesting either track systems or departmental-ized instruction. SCrools can slip easily into the trap of such rigid ap-proaches to school organization if they are not very careful about whythey are doing what they are doing.

Let me also emphasize that no one arrangement is automaticallybest. The principal must keep in mind his purposes for organizing andbe cognizant of the unique strengths of the personnel he has, The onusis on the principal to be creative in his approach to devising arrange-ments that will improve the instruction. Just as automatic acceptanceof what has been done in the way of organization denotes lack of leader-ship, so change and innovation for their own sakes denote poor leader-ship. I cannot stress too strongly the need for the principal to endeavorto deploy his personnel in ways that will enable them to use their diverseinterests, wide ranges in knowledge, variations in teaching effectiveness,and differences in organizational ability and energy.
Hence, one of the major responsibilities of the modern elementaryprincipal should be to devise the most imaginative and effective ways ofputting the personnel of his school together and to endeavor to employas new people those who can fill "gaps" in the team structure, ratherthan to employ simply "new teachers." In doing this, he will need todifferentiate among teachers in the responsibilities to be assigned, theauthority to be exercised, and the remuneration to be received.
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Source: Today and Tomorrow in Education, May-June, 1970. Re-
printed with perrnis sion fromThe Genesee Valley School Development
Association.

DIFFERENTIATED STAFFING: TRENDS AND ISSUES
Dean Corrigan

Differentiated staffing is a concept of educational planning that seeks
to make better use of educational personnel by developing the kind of
environment that will make optimum use of their experience and abili-
ties. It establishes a 'variety of categories of teaching personnel as-
signed in terms of training, competence, career goals, and the diffi-
culty of tasks. Flexible career patterns are developed which make it
possible to utilize many of the resource personnel available in a com-
munity who are now excluded by the single-entry, one-route arrange-
ment in teacher education. An inclusive rather than an exclusive sys-
tem based on the ability to perform specified teaching tasks, instead of
viewing all teachers and teaching roles as interchangeable, is the ulti-
mate aim of differentiated staffing.

In differentiated staffing programs teachers and other educational
personnel assume different responsibilities based on carefully prepared
definitions of the many educational functions. Therefore, the concept
is dependent on the analysis of essential teaching tasks as related to
learning objectives.

Differentiated staffing, when developed as "a career ladder" or
teacher-training model, encourages educational personnel to proceed
with their own professional training and development to prepare for in-
creased responsibility and status with accompanying increases in com-
pensation. Status and remuneration are based on the complexity of the
functions the teacher performs, chooses to undertake, and for which he
commits himself to develop professionally. The "merit pay" approach
is subsumed in that teachers are paid differently for assuming different
responsibilities, as compared to being paid differently because-they
were assumed to be performing similar tasks at different levels of
quality. Such an organization facilitates career advancement patterns
designed to keep talented teachers in teaching as an alternative to mov-
ing into administration or accepting positions outside of education.
Emerging new approaches to differentiated staffing also focus on new
ways of involving all participants in the educational enterprise as pro-
fessional decision-makers.

Some Examples of Differentiated Staffing Models

Models of differentiated staffing vary, and it will probably never be
valid to promote only one scheme of organization. The literature now
includes a variety of differentiated staffing approaches. A dozen models,
some merely indications of ideas to be developed, and others, full blown
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plans already implemented, are shown in Figure 1. The models are
further divided into one of three types, depending on whether they mere-
ly refine the present notions of staffing and related relationships, whether
thee orm or alter to some extent staff relationships, or whether
they r a a re-E I Ty depart from tridition and therefore would be classified
as "revolutionary" in nature.

FIGURE 1

Model
Refinement Organizational Teaching Learning Curricular
Paradigms Emphasis Emphasis Em hasis Emphasis

1. San Diego Model PR
Z. Fountain sal-

icy Model PR

Reform Paradigms

3. Saxe's "Team o

PR

SC

SC SC

SC PR

Specialist's Plan" PR PR SC SC
4. Niskayuna Models5 PR PR SC SC
5. Sharpe's "Branch-t

ing Tree" Paradigm' PR PR SC SC
6. McKenna's "Teacher

Task Plan"7 PR PR PR SC

1 Fenwick W. English. "Differentiated Staffing: Refinement, Reform
or Revolution," ISR Journal, Vol. 1 No. 4, Fall 1969 pp. 223-224

Statement prepared for the State Committee on Public Education
(SCOPE) by the Administrative Staff, San Diego Unified School District.
Report to the California State Board of Education, Sacramento, June 1967.
C-4-7.

3 Edward W. Beaubier. "Experience with Differentiated Staffing."
Today's Education, Vol. 58, No. 3, March 1969, pp. 56-57.

4 Richard W. Saxe. "New Ways to Differentiated Assignments With-
in A School: The 'Team of Specialists Idea." Remaking the World of the
Career Teacher. NCTEPS, National Education Association, Washington,

C. 1966, pp. 177-183.
5 Niskayuna Public Schools. "Model of Proposed Differentiated Staf-

fing Pattern." Schenectady, New York, (mimeographed).
6 Donald K. Sharpes. "Differentiated Teaching Personnel: A Model

for the Secondary School. " Unpublished doctoral dissertation, Arizona
State University, June 1969.

7 Bernard H. McKenna. "School Staffing Patterns and Pupil Inter-
personal Behavior: Implication for Teacher Education." California
Teachers Association, Burlingame, California, 1967.
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Reform
Paradigms

Organizational
Em hasis

Teaching
Emphasis

Learning
Emphasis

Curricular
Emphasis

7. Karias City
Model° SC PR SC SC

8. Temple City9 PR PR SC PR

9. Utah State
Plan 10 PR SC SC SC

Revolutionary
Paradigms

10. Allen's "Learping
Pavilion" Plan' l SC PR SC PR

11. Fantini/Weinstein
"Three-tiered
school" modified
McKenna Modell2 SC PR PR PR

12. English' s Learn-
ing Stage" Model13 PR SC PR SC

PR Primary Emphas

The following descriptions o

SC = Secondary Emphasis

ome aspects of the Niskayuna, Temple

8 Donald Hair and n'ugene Wolkey. "A Plan for Differentiated Staf-

fing Public Schools, Kansas City, Missouri: A Cast Study." Kansas City

Schools, 1968, (mimeographed)

9 M. John Rand and Fenwick English. "Towards a Differentiated
Teaching Staff," Phi Delta Kappan, Vol. xux, No. 5, January, 1968,
pp. 264-268.

10 State Department of Education Utay. "Proposed Utah State Plan for
Differentiated Staffing: A Proposed Framework for Developing a New

Instructional System. "(mimeographed)
11 Dwight W. Allen, The Learning Pavilion Model of Staff Differen-

tiation. " Working paper, University of Massachusetts, Amherst, Mass.

12 Mario Fantini and Gerald Weinstein. Making Urban Schools Work.
Holt, Rinehart, and Winston, New York, 1968,

13 Fenwick W. English, "A Radical Model of Staff Differentiation."
Unpublished paper, Temple City Unified School District, Temple City,

California, May, 1969. (mimeographed)
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City, and Beaverton programs emphasize certain characteristics of
plans now in operation in schools on a small scale.

The Niskayuna Public School System in New York has adopted a
differentiated staffing pattern, which evolved as a iresult of a three-
year experiment in independent study techniques. The Niskayuna
model including the support teams of personnel is shown in Figures
2 and 3.

An assumption on which the Niskayuna model is built is that if
materials are available and properly prescribed, a student may accom-
plish a major portion of his learning independent of the teacher. rt also
represents a moderfor training teachers since it is designed to include
student teachers on each teaching team. Pre-service teacher education
personnel are matched to a team on the basis of an area of specialty
that they can add to the team. Continuous planning and discussion ses-sions held by the team provide an avenue for both pre-service and in-
service education based on problems that grow right out of the real
world of the teacher.

The program in the Temple City School District in California has
as its core a four-level teacher hierarchy and an auxiliary personnel
support system which includes an associate teacher, or beginning teach-
er, a staff teacher, or experienced teacher with full-time teachingduties, andaior teacher with part teaching and curriculum develop-
ment responsMilities, and a master teacher with some teaching duties,
but with particular team leadership; and research and development
responsibilities. 15

Illustrated in Figure 4 is the model by which Temple City capital-
izes on functions already existing in many schools, but formalizes
them into the four-level teacher hierarchy: 1) The Associate Teacher,
a novice, has a "learning schedule" and less demanding responsibili-
ties; 2) The Staff Teacher has a full teaching load, aided by clerks,
technicians and paraprofessionals; 3) The Senior Teacher, a "learning
engineer" or methodological expert in a subject, discipline, or skill
area, teaches three-fourths of the time; and 4) The Master Teacher
is a scholar-research specialist who teaches two-fifths of the time, but
also has curriculum expertise, translating research theory to class-
room possibilities. Note the application of tenure and non-tenure to the
structure. With this staff, flexible scheduling permits all types of

14 Joseph H. Oakey, "A Model of the Proposed Differentiated
Staffing Pattern for Niskayuna Public Schools." Thought Into Action,
College of Education, University of Vermont, Voi7t7 cn=Tre-67.uary
1969. pp. 5-6.

15 Rodney Smith, "A Teacher is a Teacher is a Teacher?" Florida
Schools, State Education Department, Tallahasee, Florida, Se-Ptember-

ber, 1968, pp. 2-6.
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FIGURE 2

NISKAYUNA PLMLIC SCHOOLS

MODEL FOR

DIFFERENTIAL STAFFING PATTERN

TEACHER 1
(Leader)

TEACHER 2

PROFESSIONAL
ASSISTANT

A
15%

STUDENT
TEACHER

DEPENDENT

30%

STUDENT
TEACHER

INDEPENDENT

FULL TIME
CLERICAL

AIDE

55%

SELF TEACHING CONTINUUM
65-85 STUDENTS

FIGURE 3

SUTPORT TEAMS
for

DIFFERENTIAL STAFFING

I The first support tem is an in-school team and, with some
variations, is fatly common in most elemental, schools:

Art Health
Music Resource Teachers
Library Physical Education

Etc.

II The second support team is for referral, mostly at the district level, It
usually serves more than one school and, with some variations, is also
fairly common.

Psychology Reading
Social Work Speech

Referral Agencies

III The technical support team designed for the differential staffing
program is not now commonly found, and represents a higher order
of differentiation. Some may be in-school and some at the district
level as indicated in the accompanying text.

Curriculum Mate
Researcher

Information Specialist

Instructional Systems
Designer

Instructional Systems
Production
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FIGURE 4

NON-TENURE

TENURE

TENURE

NON-TENURE

Master Teacher
Doctorate or
Equivalent

Senior Teacher
M.S. or

Equivalent

Staff Teacher
B.A. Degree and
Calif. CredentialI

Associate Teacher
A.B. or Intern

00% Teaching 100 % Teaching
Responsibilities

3/5 Staff
Teaching
Responsibilities

2/5 Staff
Teachins
Respon4bilities

1-10 Months 10 Months 1 11 Months 12 Months

ACADEMIC ASSISTANTS A.A. DEGREE OR EQUIVALENT

EDUCATIONAL TECHNICIANS

CLERKS
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group sizes and g great variety of teacher time, commensurate with
diagnosed pupil needs. In addition, there is time for teachers to work
together on professional and instructional tasks.

The Beaverton School District in Oregon is also engaged in a plan-
ning project aimed at relating teacher competencies to improved learn-

1 toing outcomes. Beaverton plans to achieve better utilization of staff
by (1) defining the teaching skills required for individualized instruction,
(Z) designing and testing a differentiated staff model based upon the
defined skills, and (3) developing training programs to prepare person-
nel for differentiated staff assignments. Beaverton's in-service pro-
gram includes training teachers in procedures for directing independent
study, diagnostic and remedial techniques, counseling theory and tech-
niques, clinical supervision, and preparation and use of media.

Current Trends

Most schools do not have dilferentiated staffing programs opera-
tionalized and most colleges are not preparing teachers for differentiated
roles. However, new approaches to differentiated staffing are develop-
ing and they are receivinz support from many sources including pro-
fessional associations, 1( state education departments, 18 19 colleges
and universities, 20 the U. S. Office of Education, 21 and the public

1 oyd Applegarth, "Differentiated Staffing in Beaverton, U Beaver-
ton Oregon School System, 1969. (mimeographed)

17See resolution promoted by the State NCTEPS, Chairman, and
passed by the 1969 Delegate Assembly of the NEA, No. 69-4. Concept of
Differentiated Staffing" issued by the National Commission of Teacher
Education and Professional Standards, NEA, 1201 Sixteenth St. N. W.
Washington, D. C., May 11, 1969.

18Williarn H. Drummond, "State of Washington: The New Plan in
Teacher Education", CEMREL Conference on Supply and Demand for Edu-
cational Personnel. Technical Report S ries-No. 7. Edited by James
Winter, Central Midwest Regional Laboratory Inc. , St. Ann, Missouri,
July, 1969.

19Marshall Frinks. "A State Plan for Developing Exemplary Pilot
Programs to Serve Differentiated Staff Roles", State Department of
Education, Tallahasee, Florida 1969.

20Gordon J. Klopf and Garda Bowman, Training for New Careers and
Roles in the American School, Bank Street College of Education, 216
West St., iNicv xbrk, iN. Y . 10011 1969.

21-Bureau of Educational Personnel Development. Education Profes-
sions Development Act Program Source Book, 1970-71, U. S. Office
of E-clueation; iVashfngton, D. C-. ebruary, 1970.
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sector.

One of the most comprehensive programs for disseminating ideas on
differentiated staffing is a program known as Staff Development Schools,
developed by the National Commission on Teacher Education and Pro-
fessional Standards (NCTEPS). The Commission is enlisting the assis-
tance of local associations in working with school districts to encourage
experimentation with the differentiated staff idea. 2 In conjunction with
this program, Student NEA chapters will be volunteering their partici-
pation :n the Staff Development Schools as teacher aides and in student
teaching assignments on teaching teams. There are now 85 Staff De-
velopment Schools; NCTEPS hopes eventually to have zoo. NCTEP's
job will be to foster communication among Staff Development Schools,
provide materials and consultant help, and report developments to edu-
cators across the country.

As the differentiated staff concept has evolved, it has become clear
that it can serve both as an organizing pattern for school staffing and
as a training model for teacher education. 24 Most models of differenti-
ated staffing include teacher aides, student teachers, interns, assistant
teachers, and various other levels of teachers. All of these staff roles
can be assumed by prospective, beginning, or regular teachers as they
proceed up the training ladder. Most models provide for the cooperative
development of programs by schools and colleges. 25

Programs which demonstrate revisions necessary in teacher educa-
tion as well as a new design for education in the schwas are now in
operation in selected places throughout the country. u Several states

22
Research and Policy Committee of the Council for Economic De-

velopment. Innovation in Education: New Directions for the American
School. Council for Economic Development, 477 Madison Avenue, New
York, New York 10022. July 1968.

23 National Commission of Teacher Education and Professional Stand-
ards. The Teacher and His Staff: Selected Demonstration Centers. St,
Paul, Minnesota, 3M Education Press, 1967.

24 Dean Corrigan, What Teacher Education Could and Should Be
Doin in the Next Twent Years. ERIC Clearinghouse, 1201 Sixteenth
Washington, D. C., Acc. No. SPOO2-313 pp. 52-61.

25 Evelyn J. Blewett (ed). "Summaries of the Nine Elementary Teach-
er Training Models," Journal of Research and Development in Educa-
tion. University of Georgia, Athens, Spring issue, 1969.

26 Bureau of Educational Personnel Development. Creative Develop-
ments in the Training of Educational Personnel. United States Deparv-_ _ _
ment of Health, Education and Welfare. U. S. Office of Education,
Washington, D. C. pp. 38-39.
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including Washington27' Mas -achusetts, Maryland, Pennsylvania,
Z9California, Vermont28, New York ' and Florida30are working on certi-

fication regulations which will support the differentiated staff idea.

Perhaps the most dramatic statewide action relating to differentiated
staffing has taken place in Florida where the legislature has passed a
law mandating the study and devejloprnent of a comprehensive program
of "Flexible Staff Organization." The Florida State Department of
Instruction, in cooperation with school districts, colleges and universi-
ties, and the professional association are developing model projects
to implement and evaluate a statewide differentiated staffing plan.

Issues and Criticisms

The differentiated staffing concept challenges much that exists in
present staffing patterns. In fact, if implemented, differentiated staf-
fing could stimulate the remaking of the education profession, since it
raises issues about all phases of teaching. Some of the most pressing
issues are as follows:

Definition of Specific Teaching Functions and Competencies

As previously mentioned, differentiated staffing depends on the ana-
lysis of teaching tasks as related to intended educational objectives. As
Don Davies pointed out in a recent article, this is the great challenge
facing the education profession if it is to respond to the new demands
for accountability. Teachers must begin to take respons ility for the
progress or lack of progress achieved by their students. tt is there-

27 Wendell C. Allen and William H. Drummond. Statement of
Standards for Pre aration of School Professional Personnel Leading-
to Certification Fourth Draft) State Education Department, Tacoma,
Was ington, January 1969.

28- - ft-Robert Vail, Report of the Committee of 31, State Education
Department, Burlington, Vermont. October 1968.

29Alvin P. Lierbeimer. "Anchor to Windward," NCTEPS, Write-in
Papers on Flexible Staffing Patterns, No. 2, National Commission on
Teacher Education and Professional Standards, NEA, Washington, D. C.

30 Joseph Crenshaw, "Differentiated Staffing," Giving Teaching A
Chance to Irfrorove Learning. State Education Department, Tallahasee,
rMidiJ-7anuary

31senate Bill No. 70-X (68). Chapter 68-13. An act relating to edu-
cation; amending Section 230.23 (4) Florida Statutes.

32Don Davies, "Come Out From Under the Ivy." American Educa-
tion. U. S. Office of Education, Washington, ID. C. March 1970, pp. 29-
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fore ecessary to have techniques for assessing the degree to which
eveiy task is being carried out and the extent to which the educational
objectives al.e being met.

Descriptive studies of teaching which have examined what teachers
do, provide a base point from which a further understanding of dif-
ferentiated roles and responsibilities can develop. Withal133, Flanders34
Smith35, and Amidon and Hunt6 have analxzed the logical aspects of
classroom discourse. Medley ' and Mitze13° have made extensive
measurements of teacher and student teacher classroom behavior.
Hughes has developed instruments for assessing the quality of teaching
in the elementary schools. 39 Bellack40 has made a detailed analysis
of the linguistic behavior of teachers and students in the classroom.
New conceptional tools for examination of the non-verbal and "affective"
aspects of teacher behavior have been developed by Galloway. 41 But

33John Withall. "The Development of a Technique for the Measure-
ment of Socio-Emotional Climate in Classrooms." Journalrof Experi-
mental Education 17:347-61; March 1949.

34Ned Flanders. T eacher Influence, Pupil Attitudes, and Achieve-
ment. U.S. Office of Leucaffon cooperative Research Project-NCI. 3 97.
Minneapolis University of Minnesota, 1960.

35Othanel Smith and others. _A_Tentative Report_ on the Strt.gies
of Teachings U. S. Office of Education Cooperative Research Project
No. 1640. Urbana; Bureau of Educational Research, University of
Illinois, 1966.

36Edmund Amidon and Elizabeth Hunter. Improving Teach ng. New
York: Holt, Rinehart and Winston, 1966.

37Donald Medley and others. "Coding Teachers' Verbal Behavior in
the Classroom: A Manual for Users of OScAR 4V. "(mimeographed).

38Harold Mitzel and others. Improvement of Student Teaching.
Phase I, U. S. Office of Education Cooperative Research Project
No. 730035. New York: Hunter College of the City University of New
York, 1962.

39Marie Hughes, Development of the Means for the Assessment of
the Quality of Teaching in Elementary Schools. Salt Lake City: Univer-
sitk cAUtaii Press, 1959.

40Arno A. Bellack, and others. The Langu4ge of the Classroom.
Parts I and II, U. S. Office of Education Cooperative Research Pro-
ject No. 2023. New York: Institute of Psychological Research, Teachers
College, Columbia University, 1963 and 1965.

41 Charles M. Galloway. Teaching Is Cominunicatin Non-Verbal
Language in the Classroom. Bulletin No: 29, National Association for
Student Teacling: NEA, Wnshington, I/ C. 1970.
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more important than the appraisal devices themselves, the appearance
of behavioral assessment techniques in a video-taped and computerized
world makes imperative some agreement on teaching goals and learner
objectives. What good is a measure of teaching performance without
objectively stated criteria which reflect the desired goals of that perform-
ance?

Since this question represents the crux of the issue involved with
accountability and role differentiation, Woodruff's description and
analysis of competencies seems worthy of special mention here. 42 His
analysis is one of the most comprehensive to date for defining essential
teaching behaviors as related to learning objectives. Woodruff claims
that what we have learned of human behavior and instructional process
is so devastating to the traditional concept of viewing teaching as the
dispensing of inforination, that we must now abandon that unproductive
concept and change to one that meets the known requirements for pro-
ducing modification in human behavior. According to Woodruff, the
teacher is a major source of influence on the behavior of students in
school. The teacher's role must shift "from the traditional, verbalistic
dispensing role to a backstage role consisting of planning, stage setting,
diagnosing, prescribing, and trouble shooting." The teacher should stop
trying to teach, and rather, should start producing the conditions in
which students can learn.

The shift in the teacher's role and the competencies demanded for
the new role, places a greater importance on the teacher's understand-
ing of the nature of learning and the conditions that create behavioral
changes among individual children.

Woodruff has analyzed and described what he feels are the critical
and high priority competencies for teachers. These involve the neces-
sary skills for teachers who will create the classroom conditions that
make behavioral modification, or real learning, possible. The compet-
encies of highest priority are:

1. Training teachers to aim all instruction directly at the production
of an actual behavior. Steps in this process involve: (a) stating clear
objectives, (b) developing diagnostic pre-instructional tests, (c) proper
identification of required content and procedures, (d) developing final
achievement tests, and (e) concern for high transfer value for out-of-
school life.

2. Training teachers to provide the real environmental conditions for
intended behaviors.

3. Training teachers to activate in studen s the full shaping cycle of

42 Aeshel D. Woodruff, "A Task Analysis of the Seven Major Com-
ponent Tasks in Teaching," University of Utah. May 25, 1967. (mimeo-
graphed)

104

112



behavior. This refers to the learning cycle consisting of perception,
thinking and concept formation, decision making, overt adjustment
response, and interpretation of feedback from the consequences of the
response.

4. Training teachers to increase the use of educative indirect influences
and decrease the use of noneducative direct influences. Influences that
elicit student perception, recall, review, conclusions, and predictions,
are indirect and highly educative. Influences that prescribe or regulate,
disapprove, or criticize unconstructively, threaten, command, or use
agressive force, are control devices that have no educational value.
In accordance with his theory of learning and attitude toward the role
of the teacher, Woodruff identifies the "seven jamor component tasks
in teaching." Teachers demonstrating the tasks described by Woodruff
would:

1. state an objective and the component elements of learning
required for reaching it.

2. set the stage for learning before the learne:s arrive.

3. assess the readiness of each learner and his appropriate
starting place for an instructional unit.

4. effect a com itment b- the learner to the learning task.

5. guide the learner's attention to these aspects of his learning
environment that will enable him to achieve maximum comprehension
and competence in coping vAth his environment.

6. activate the verbal learning that is required by the behavioral
and conceptual objectives.

7. assess the status and achievement of each learner.

Only after a value commit: is made to the kind of learning ob-
jectives sought can tEe essential tasks of teaching be defined. This is
why we may be on the verge of a new era in education. Rather than
just tinkering with the content or organization, we are going to have to
spell out value premises which are rooted in learning objectives.

Shortsightedness Regarding Educational Needs for the 70's

Another criticism of current developments in differentiated .staffing
is that many of the present efforts equate differentiated staffing with the
use of aides.

The typical approach used now to design nonprofessional jobs and
new careers is to take some duties from existing professional positions
and use these as a core or base for designing new jobs. The difficulty
with this approach is that very often it is not clear what these simpler
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duties are, whether the people who now perform them wish to relinquish
them, or whether they are so integral with more difficult tasks that
thay cannot easily be separated out.

Furthermore, existing teaching specialties in education do not
meet the needs at which they are presently aimed. There is room for
new careers, and the needs are even broader than the profession now
assumes them to be. Right now, while reassessment of the education
profession is being called for, is the time to expand the concept of new
careers in education.

In general, most programs which have attempted to develop new
careers have shown great weakness and limitation in the design of both
nonprofessional and professional positions in relation to career advance-
ment opportunities. Part of the reason for this is that the education
profession, which has the responsibility for the design and description
of new carrers, has confined the definitions of positions to the present
conceptions of schools and colleges. Presently proposed perforMance
standards and training curricula - the essential elements in the design
of sound new careers, are too often rooted in staff utilization concepts
based on a shortage of teachers rather than imi3rovenearning opportuni-
ties or c ren an yout t rough the introduction of new learning and
teaching specialists.

The short-term impact of such an approach is even more evident
when viewed in relation to data in the recent U. S. Commissioner of
Education's report, The People Who Serve, which indicates that by
1975 there will be no quarlfitati-ve teacher shortage based on present
teacher-pupil rattps, but there will be a qualitative shortage of educa.
tional personnel. 4' Heckinger's column in the New York Times of
September 14, 1969, reporting both why the long teacher shortage is
finally ending and what the implications of this fact are, also makes in.
teresting reading in this context. 44 And the testimony of Geoffrey
Moore, Commissioner of Labc.... Statistics, before the House Subcommit-
tee on Education corroborates the statement that "if present trends
continue, a large surplus of elementary and secondary school teachers
will be produced during the 1970's. "45 There is a great need for a
systematic and effective approach to designing positions and advance-

43 U. S. Office of Education, The People Who Serve. A report of
the State of the Eclucation Profession. Washington, D. C. 1969.

44Fred Hechinger. "Why the Long Teacher Sho tage is At An End,"
New York Times September, 1969.

45 American Council on Education Newsletter. "Higher Education
and National Affairs," American Council on Education, One Dupont
Circle, Washington, D. C. December 19, 1969. D. 4.

106

114



rnent paths which help to create "new" schools and colleges, based onthe need to provide each learner access to the opportunity to develop tothe peak of his potential instead of solidifying "old" approaches based onthe "winnters and losers" concept of education which should have beendiscarded long ago.

Instead of creating low-level jobs from simple tasks now performedby teachers in schools as they exist, now a long term developmentstrategy is needed.

Under such a strategy, a first step would be to determine whatneeds to be done to achieve particular learning objectives. This wouldbe followed by an examination of the technologies and various alter-natives available to assist in accomplishing the intended objectives. Itwould then be possible to move directly into alternative technical consid-erations: (1) what personnel need to do to achieve the objectives: (2)the optional ways in which a variety TZ'personnel working in teams canperform the task (3) the fu.nctional performance of the personnel in re-lation to the technologies to be used (4) the functional performancesas organized into positions (5) the positions in relationship to each other.
Conclusions

If the schools are reformed to make learning more individualized
and personalized a variety of new personnel with diverse talents willbe required. "Teaching teams" will be made up of specially trained
professionals who will not only work with children and youth, but, theywill work with other teachers, too.

To the usual specialization areas of subject matter and age levelwill be added a variety of specializations which will focus less on theteacher as a content specialist and more on the teacher as a specialistin the nature of learning and the use of learning resources. Teachingstaffs in the schools of tomorrow will include research associates,
learning diagnosticians, visual literacy specialists, computer-assistedinstruction specialists, systems analysis and evaluation experts, spec-ialists in simulation and gaming techniques, information systems anddata base designers, commu.n1ty resource and liaison specialists, andlearning process facilitators.

New conceptions of the schocd of the future in which the communityis viewed as a laboratory for bringing social relevance to the curricu-lum will also open the way to new thinking about educational roles. Dif-ferentiated staffing teams will include a wide variety of adjunct facultyfrom the community who will be able to share their talents with bothteachers and students.

Dramatic changes in teacher education institutions will be requiredto meet the demands of these new differentiated staffing arrangements.
If beginning teachers, career teachers, and a variety of auxiliary per-sonnel are to learn a variety of specialized roles, they will need the
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flexibility to move through different experiences that cannot be provided
by one mold. Teacher education institutions will be required to develop
flexible instructional organizations that allow for personnel to move in
and out of systemically designed teaching specialist programs.

The emphasis will have to be on teamwork, as well as specialization
if the concept is to work. The last thing that is needed is fhe--EFario
of more "tribes" within the profession. It should be kept in mind that
differentiated approaches in training will have to be planned to prepare
personnel for teaching specialties and teamwork within and among each
of the groups in the career ladder.

The job of specifying levels of responsibility and the comparable
value of specific roles offers a real challenge. If the profession is
creative enough, it will not be necessary to get "hung up" on the "hier-
archy" syndrome. Differentiation of roles can be both vertical in levels
of difficulty and horizontal in categories of specialty.

It is now absolutely essential that new considerations be added to
existing professional concerns. If the education profession changes by
making distinctions among practitioners in terms of training, exper-
iences, competence, and responsibility, and if the range of salaries
for teachers becomes greater, permitting and encouraging many able
people to stay in some form of teaching, then teaching will become a
profession of a different character. It will have more stability and
stature. And it should be in a better position to serve society and it-
self.

As the general public, and teachers themselves, realize teaching
roles are not all the same and that each functional role requires dif-
ferent professional knowledge and skill, a clearer image of the teacher
as a professional will emerge. It will be a complex task to assign prior-
ities and values to teaching functions and levels of competence in re-
lationship to the kind of learning objectives that are relevant to life in
the 70's, but it must be done. In fact it will, be mandatory in the future,
not only because taxpayers will demand it, but because it is a require-
ment of any profession to clarify its functions and the levels of compet-
ence that must be demonstrated to be worthy of membership in that
pr ofession.
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Source: California Teacher's Association Journal, March, 1969,pp. 29-33. eprinte wit permission rorn t e alifornia Teache 'sAssociation.

A CASE FOR DIFFERENTIATED STAFFING
Can a four-level organizational hierarchy of teachers change thepattern of decision-making in education?

M. John Rand
Many of the ills of education today concern the changing status ofthe teacher in the educational organization. Increased teacher trainingand advanced expertise have vaulted teachers toward greater profes-sional involvement in determining bow organizational resources and timeare distributed, and by what means. This has produced rapid demandsfor change, and new types of inter-and intra-organizational conflict.The teacher has become more militant and has expressed a desire tocapture more professional autonomy and independence in licensing, con-trol of teaching standards, entrance to the profession, direction overeducational goals, and the concomitant methods-means selected toreach them.

Conflict erupts when teachers confront the present legal structuremaintaining the old pyramidal administrative organization of educationcharacterized by the decision-making power in the hands of the few.Teacher insistence upon new ways of formal involvement have produceddemands for decentralized decision-making which has necessitated re-thinking who is most competent to make instructional decisions andhow to affix the notion of responsibility.

The present organizational structure operates in a manner contraryto these new demands. One example is that the rewards of the organi-zation run counter to the expressed sentin.ent of the profession, 1. e.the teacher is the most important person in the formal education of thechild. Organizational incentives reward movement away from childrenso that the career appeal of administration, or business and industry,has established a talent drain away from the classroom.

A spokesman for the United States Office of Fducation estimated thatone million trained teachers were not in the classroom because they
could earn more elsewhere, There is a nationwide shortage of approx-imately 172, 000 teachers. Statistically, there shouldn't be a shortageof teachers since training institutions graduate at least 200, 000 per
year. According to some sources in California, there are 100, 000 un-used credentials on file in Sacramento, yet many California school
systems recruit for teachers across the nation each year. The evidenceindicates that teaching as a profession lacks career incentives. TheNEA illustrates the problem by showing that of the candidates who enterteaching each year, 60 per cent will have left the ranks at the end of
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five years.

This sorry state has been corroborated by the Arthur D. Little
Report entitled Teacher Supply and Demand in California, 1965-75. Thereport noted that t e argest raction o teac ers eaving t e pro essioneach year "will consist of experienced teachers whose talents are suchas to enable them to command higher salaries and more satisfactory
working conditions in other employment." It further commented that
there are "too few opportunities for promotion, too few opportunitiesfor originality, dissatisfaction with paper work in teaching, dissatisfac-tion with personnel practices, dissatisfaction with the prestige of teach-ing, problems presented by the superintendent, and dissatisfaction withsalary."

The overwhelming evidence of the Little Report indicated that teach-ing is not an attractive career since it possesses too few rewards and
commands meager prestige and status. Neither the internal nor ex-ternal rewards are sufficient to retain the largrs numbers of quality
teachers needed to man classrooms at present or in the future. Those
promising teachers who chose to remain in teaching must niake a de-cision somewhere in their careers. Do they wait it out to get to the
top of the salary schedule, or do they go into administration? Current-
ly in education, there is no equivalent appeal in status, authority, or
financial remuneration that compares with public school administration.
For this reason, Ernest Melby once remarked, "We don't respect
teaching. We respect administration."

Again the Little Report lent support to the statement by showing
that in California the greatest number of master's degrees awarded
at the secondary level was in the field of administration, and that the
overwhelming career ambition of men at the elementary level was ad-
ministration. The authors propose that what is needed as an alterna-
tive for teachers is the creation of a new promotional track within edu-
cational organizations for teachers by which they may advance to attain
positions of influence, status, and financial remuneration equivalent
to some administrators and beyond that of other administrators. This
track should be characterized by promotion as a teacher based upon
additional responsibilities, and involve a rerajustilt of the education-
al organiiation into collegial relationships between teachers and admin-
istrators and that teachers at all levels should be involved in the de-
cisions relating to the instructional program.

The problem of merit pay usually is raised at this point. Merit pay
attempts to delineate qualitative differences between teachers and
remunerate them accordingly. II usually leaves untouched any change
in instructional responsibilities, and does not alter the decision-making
structure of the organization. The bugaboo of merit pay is that the
ability to make valid discriminations is far beyond any substantive em-
pirical or research base existent at the present time. Teachers have
therefore been unwilling to accept the judgments of administrators in
this regard, and administrators have objected to being made the "fall
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guys." For this rea.son the profession as a whole has rejected merit
pay as a workable alternative.

A Variety of Tasks

Differentiated staffing offers one viable alternative not yet fully
developed, but wi.th much promise. The differentiation of pay by job
responsibility is not new to other professions. For example, witness
the operation of a dentist's office. There may be a dentist, a dental
hygienist, a dental assistant, and a receptionist. Each performs
a different job, each job demands a different level of training which can
be related to salary. The dental hygienist is no less of a professional
because the dentist makes more money. The differentiation is not made
because one is "better" than the other, but because they perform dif-
ferent tasks within the same office. Differentiated staffing in a school
could operate in much the same fashion.

For example, in the Temple City model one teacher may receive
more remuneration because, in addition to functioning as a classroom
teacher, he may be a specialist in curriculum development, learning
strategies and tactics, or the application of research to improve prac-
tice. These differentiations already exist in some districts, however
duties are not always performed by teachers. Another dimension by
which school staffs may be differentiated is the length of the contractual
period. Some teachers may be employed for 10, 11, and 12 months
in various capacities. These delineations also exist in many districts
in California. By combining these practices and adding several other
key variables such as flexible scheduling, team teaching, and use of aux-
iliary personnel, it is possible to make differentiations in teacher roles
and separate them into an organizational hierarchy. (see diagram).

The Temple City model capitalizes upon functions already existent
in educational organizations and formalizes them into a four-level
teacher hierarchy.

The role of the Associate Teacher is conceived as a novice to the
profession. The teaching responsibilities of this person would be lighter
and less demanding than those of the Staff Teacher. The Staff Teacher
would carry a full teaching load with the exception of being relieved of
most of the non-professional tasks such as yard duty, grading papers,
hall supervision, etc. The Staff Teacher would be an experienced,
probably tenured teacher, although it would be possible to earn tenure
as an Associate Teacher. The Senior Teacher represents the first lev-
el above the Staff Teacher and would be the expert in a subject, dis-
cipline, or skill area. The Master Teacher would be a scholar/research
specialist, someone with the technical expertise to apply relevant re-
search to classroom practice. All teachers function as classroom
teachers, though not for the entire school day. It is doubtful that any
of the teachers in the hierarchy will be with children all day, since the
school would operate on flexible scheduling. Flexible scheduling per-
mits variations in group size, and amounts of teacher time commensur-
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ate with diagnosed pupil needs. It also permits teachers to work to-
gether during the school day on professional and instructional tasks.
Under this plan, although the actual amount of time with children may
be less than the present for some teaching personnel, the actual teacher
contact with children during the school day or week will probably in-
crease with flexibility in group size and instructional mode. This con-
cept of teaching, known to anyone with children more than 50 per cent of
the day, inadequately describes the teaching role.

The installation of alternate contractual periods and additional re-
sponsibilities will provide a career pattern for career teachers. It
does not force all teachers to work a longer work year. It does not per-
sonalize the housewife teacher who only desires to work a ten month
contractual period, nor does it penalize the teacher desiring to be em-
ployed for longer periods of time. The additional time on the job does
not necessarily mean that this would be teaching, curriculum develop-
ment or research. It could mean study at the university, travel, or re-
lated work experience.

Salvage of Part-time Aides

Good teaching will take place at all levels as many teachers may not
wish to assume the additional responsibilities beyond the classroom.
With the employment of flexible scheduling, it will also mean that many
more credentialed women in the community who do not wish to work a
full day, may be utilized in some part of the school program, such as
in resource centers, open laboratories, libraries, or as teacher aides.
At the present the educational organization does not use this surplus
talent very well, if at all, because of the rigidity of the present school
structure.

One of the false misconceptions of differentiated staffing is that it
is strictly a salary plan. Administrators, for example, may see it as
a device for weeding out poor teachers and rewarding other teachers
with little relationship to changing the present school structure, its
content, or changes in the administration of the school system. With-
out changes in the latter elements, differentiated staffing offers little
for the betterment of education. What must be realized is that all roles
in the educational structure are highly interrelated and interdependent.

Teacher roles cannot be changed substantially without concomitant
changes in all other roles. Without real changes in the total structure,
changes which cut across bureaucratic functions, thereby expanding
some roles and eliminating others, the superimposing of new roles may
simply refine what is already an archaic structure.

Thus, the Temple City model proposes to alter the decision-making
powers and authority of school principals and other administrative of-
ficials at the central level through the creation of teacher/administrative
decision-making groups with real authority. These groups will combine
the technical expertise of teachers in the advanced positions of the bier-
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archy with that of the equivalent r_anagerial branch of the organization.

Teachers are involved formally in the decision making process. It
may also be expected that intra-organizational conflict will be increased
in these contexts as a natural outcome of decentralizing and democratiz-
ing decision-making. What will also be a by-product is more relevant
decisions, since they should reflect greater awareness of problems and
the availability of solutions. The democratic process is always more
tedious and demanding than simple exercise of unilateral authority.

Provisions have been made for teachers to make evaluative judg-
ments about each other's performance. However, the advanced posi-
tions are viewed not as supervisory positions, but as service positions.
Services are evaluated by those receiving them. Tenui7eirTh advanced
role is dependent upon successful evaluation of those services by one's
peers. Teachers are viewed as sufficiently trained and mature adults
who can make responsible judgments about the competency of their work.
To abdicate this responsibility is to leave it to others. As long as
teachers fail to assume their own self-regulation, a great deal, if not
all, of professional autonomy, independence, and authority will be out
of their hands. Other professional groups jealously guard this responsi-
bility as one of the hallmarks of professionalism, and rightly so. The
power to regulate is the power to control.

Recent movement by the CTA favoring greater involvement of pro-
fessionals in licensing is a growing awareness of this fact. One of the
major thrusts of differentiated staffing as conceived in Temple City is
the recognition of provisions for teacher specialists to exercise judg-
ments about the competency of other teacher specialists. As expected,
alterations in the administrative structure had to accompany such a plan.

Various Applications Offered

The base for staff differentiation may vary. Some like McKenna
have proposed using learning tasks as the base for teacher differentia-
tion by pairing up learning behaviors with teaching behaviors and arrang-
ing them hierarchically. It is hard to oppose this proposition on philo-
sophical grounds. However, it is far ahead of the state of the science at
the present time. Another base of staff differentiation has been proposed
by Hall as a means of race transcendence by "putting in close proximity
to children a controllable, creative model of an effective integrated sub-
society that begins through behavior and goals to exemplify the ideals of
a democratic society." Other models are also beginning to appear. The
adaptability of the present mode' in Temple City is that it capitalizes
upon many of the practices currently in usage, and reorganizes the or-
ganization so that they may be more effectively utilized.

The present organizational structure of education is inimical to an
effective utilization of time and talent, since it assumes that all child-
ren and all teachers are equal. As long as we continue to operate pub-
lic education on this concept, equality of educational opportunity is a
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myth. Only when the organization can diagnose individual students and
prescribe and allocate different kinds of resources, human and non-
human, can the public school become a ladder of social mobility for all
the children of all the people. Therefore, we must create an organiza-
tion which is unequal, one which has the capacity to adjust itself to the
needs of the child, rather than the other way around (which is typical
of most systems today).

There are many obstacles one could throw in the path of new con-
cepts which may facilitate organizational change. One is "legalism,"
the other "credentialism."

"Legalism" may be defined as the resistance to change by hiding in
the sanctuary of the law. Laws are established around one conceptuali-
zation of the nature of the teacher's job. When this changes, the laws
may no longer protect the public from the incompetent; they may block
that profession from becoming more responsive to the needs of the soc-
iety which it serves and which is making new demands upon that group
for increased services. Fear of "legalism" has no doubt prevented
much meaningful experimentation and innovation and may be partly re-
sponsible for the SCOPE report noting that "too much responsthility
for educational policy has gravitated by default to the legislature."

No Fea- of Losing Job

Allen has coined "credentialism" as a defensive posture taken by
"staLlc" professionals over releasing non-professional and non-judg-
mental tasks to paraprofessionals or aides. The growing professional
is not afraid of being replaced, and therefore welcomes the opportunity
to be relieved of non-judgmental functions which no longer require pro-
fessional expertise.

One other major shift will be required in considering the ultimate
future of organizational change along the lines of a differentiated teach-
ing staff. The dominant attitude that teaching is an art must be replaced
by the spirit of science. Art is a vague and mysterious term to describe
a person's occupation. It means that certain assumptions are not open
to question; practices which spring from these assumptions will thus re-
main unsubstantiated and possibly without a valid base.

Relevant Evaluation Needed

Science, on the other hand, demands proof and evidence for its oper-
ational assumptions. Knowledge can be stored and weighed against
contemporary problems. The spirit of scientific investigation is self-
renewing and must be constantly validated by field evidence. The sci-
ence of teaching will upgrade professional practice and allow educators
the.means to shuck spurious practices still used which research negated
long ago. This spirit will deal harshly with time as the regnant criter-
ion of good Fractice. It will insist upon operational definitions, per-
formance, and relevant evaluation. Teaching expertise may then be
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substantially raised and systematically collected on the basis of rigor-ous scientific evaluation. Without such an approach, we are doomedto repeat many of our past failures, only perhaps on a larger scale thanbefore.

The SCOPE Report noted that California is entertaining a "produceor else" period in its educational history. It is clear more of the samecannot produce in these times of crisis. Perhaps for this reason dif-
ferentiated staffing should be examined as a vehicle for greater pro-
ductivity of the educational institutions which serve the public.

116



Reprinted with permission from the State o Florida Department
of Education, Tallahassee, 1968.

DIFFERENTIATED STAFFING:

GIVING TEACHING A CHANCE TO IMPROVE LEARNING

Fenwick English

A somewhat deceivingly simple concept may change the structure

of American public education in the next quart r century. This con-

cept is differentiated staffing, which means a division and extension

of the role of the teacher through the creation of a teacher hierarchy

with job responsibilities that are commensurate with a range of pay.

This can make it possible for some teachers to earn V5,000 per year

and command status and authority in the educational organization

equivalent with some administrators and well beyond that of others.

The concept also is a vehicle for the improvement of instruction,

since it holds the key to more effective utilization of staff talent.

Many of the most cantankerous problems in education today concern

the changing posture and image of the classroom teacher. Once a placid

pedagogue social misfit poor man's scholar, he typically had no

more than a ninth grade education with a year of normal school at the

turn of the century. Contrast this picture with the four or five

year matriculated professional teacher today, many with advanced

degrees in their special fields and immiately one notes the great

difference in training and competence. With this increased training,

the teacher has become restless and dissatisfied with his position

in the educational organization that still sees him as the ninth-

grade educated school master with birch rod and a knapsack.

The teacher has changed, society has changed, knowledge has

changed- and students have changed. The only thing that remains in
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steady state is the school, functioning on the same assumptions about

the teacher, i.e., that he is a sub-professional who must be told what

do and when to do it. Furthermore, the school says rather plainly

that all teachers are exactly equal because no matter how long they

have taught, or how many years of advanced training they have earned,

they still receive thirty students, in the same four walls, with the

same instructional responsibilities they did when they first

began their teaching careers.

All of these conditions have come rapidly to a head in the nation's

urban areas which have spawned militant teacher unions and associations.

Here the educational bureauc,'acy is at its worst: communication lines

overextended or nonexistent, laced with petty administrative policies

and procedures to keep tea hers in line; decaying school buildings;

and ghettoized neighborhood areas. It is in these appalling conditions

that teacners have turned to the strike as the weapon that brings

results. Through organized action thc.-, can swiftly bypass the endless

channels of the admini trative labyrinth, and work directly with the

Board of Education or the legislature on educational problems and

grievances.

Despite some progress there is every indication that the education

profession is going to continue to face a myriad of teacher problems

and teacher shortages for some time to come. The United States Office

nf Education estimates that one million trained teachers are not in

ale classroom because they can earn more elsewhere, and the NEA predicts

that last year the nation was short 172,000 teachers. This despite

the fact that universities and colleges graduate about 200 000

118

1 6



candidates with teaching credentials per year. The statistics indi-

cate that teaching is not an attractive career, d that it cannot

offer status, prestige, or financial remuneration to compete success-

fully for graduates at the university who are considering a variety

of professional paths.

There are no promotions in teaching. All promotions lead away

from the classroom. If a teacher accepts a promotion he becomes a

counselor, coordinator, consultant, superviso vice-principal, princi-

pal, anything but promotion as a teacher. The hypocrisy of professional

education is clearly evident here; we say teaching is the most important

activity in the educational enterprise, but all the rewards, financial

and otherwise, encourage movement away from the classroom. The admir-

istrator is the one who has the status, power and prestige in education.

Administration is the mark of advancement, the badge of success, the

executive trail in education. How many creative and dedicated teachers

do we lose each year to business and industry, or to administration?

The hiatus between teachers and administrators is widening and

the problems of shortage and discontent, and the threat of strike,

loam as large as ever. The problem is accentuated by administrative

negativism and retreat to the policies of the past the authority of

the past, and the leadership of the past. AdminIstrators are failing

to grasp the significance of the new teacher militancy and drive for

new positions in the schools. They make the classic mistake of

labeling such activity the woTk of the union and they wash their

hands of all responsibility. They are unable to asoert in that it is

an autocratic organization, run solely on authority, with the implied
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assumption that the teacher must remain subservdent, that is the

cause of so much friction and resentment. So many administrators

are so afraid of actually involving teachers,so fearful of losing

their own positions or some power, that they are gravitating towards

isolationism and an actual abdication of leadership. By defending the

old organization with its antiquated assumptions about the teacher,

the administrator or supervisor indicates to teachers he will not accept

the new teacher as a professional colleague or as a peer. This is the

grist for the mill of heightened militancy and increased hostility.

Since education is so desperately in need of a drastic overhauling,

the administrator, by refusing to consider new relationships with teachers

and clinging to the old organization, is actually reinforcing the status

quo. The teacher is the change-agent. Once the public makes this dis-

tinction and sees the drive for teacher professionalization as the

impetus for a thorough house-cleaning of the establishment, a new link

of power will have been forged which will see the rise of new leader-

ship perhaps completely autonomous and independent from the present

structure. One must lead or one inevitably follows, for in leadership

there is little middle ground.

MUch of what appears in store in the future can be avoided if

administrators will recognize the demand by teachers for increased

professional responsibilities as a positive step towards maturity and

professionalism, rather than a threat. The function of the administrator

is to promote the teacher, to create the conditions by which the teacher

may respond creatively to the challenge of producing improved education,

and to procure for the teacher the necessary material and financial
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support to innovate. Administration, correctly conceived, is a support

system for the teacher specialist not a system of authority which seeks

to constrain and handicap the teacher in finding new solutions to

improved instruction.

Differentiated staffing offers a promising solution by separating

teacher roles and offering career advancement to teachers. This is a

method of retaining career teachers in the classroom. Teachers may be

advanced and paid salaries commensurate with school administrators and

command equal, if not greater, prestige and influence in the educati nal
organization. By opening up the decision-making machinery to active

teacher participation, leadership is supported and augmented by the best
combined professional expertise available in solving problems in the

school or county. Through the development of colleague evaluation
and interaction, the gap between the administrator and teacher is reduced.

Both functions are still vital to the organization, but teaching can no
longer be considered subservient to administration.

Differentiated

staffing brings into being a structural incentive system that rewards
teaching, not at the expense of administration, but in addition to

admini tration.

The Temple City Model of Differentiated Staffing is one of several
in the United States being implemented this year. Most of the models

utilize the same type of basic differentiation.
First, classroom

teaching is the base and the core responsibility of all positions in a
teacher hierarchy. Teachers are separated vertically on the type of

additional responsibilities they assume as teachers. For example, a
classroom teacher who assumes responsfbilities for the development of
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curriculum in a subject or skill area may be a Teaching Curriculum

Specialist. A teacher who is a methodological specialist in a subject

or skill area might be a Senior Teacher of Reading, or a Senior Teacher

of History. A classroom teacher who specializes in the application

of research to practice may be a Teaching Research Specialist. Hori-

zontal differentiation is more difficult and raises the spector of

merit pay which is frequently confused with differentiated staffing.

Under merit pay proposals somebody or some group decides, on

some criteria, that one teacher is better than another, and therefore

one is paid more than the other. The traditional salary schedule

does the same thing in a different way, only with different criteria.

On the traditional salary schedule, a teacher is supposed to be better

as a result of having more graduate semester hours or degrees, or more

time served in the school system. The obJection to both remunerative

plans (merit pay or the traditional) is that they fail to differentiate

the actual responsibilities between teachers in the school structure.

Even if we were to assume that such discrImInations were valid, the

public school is negligent in that it makes no structural differences

in the deployment of teacher talent. We are therefore forced to come

to one of two judgments i.e., (1) there is no actual relationship

between teaching experience and being a better teacher, or that (2)

while there is a relationship and teachers are better as the result

of experience and advanced training, the present organization does

not seek to capitalize upon this experience. Such organizations

therefore mav be classified as ineffective and inefficient in the

utilization of their personnel. To agree that the public schools fail
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to utilize their resources during an age of nation-wide shortage of

teachers, and a well-documented talent dr in away from teaching

because of a lack of career incentives to recognize a bad situ-

ation that is bound to get worse.

The present role of the teacher is an undifferentiated one, that

11 teachers are equal because they have the same instructional

responsibilities with the same number of pupils. She movement by

teachers towards p ofessionalization will be to end this notion of

undifferentiatior. As long as teachers are viewed as all the same,

the educational organization can continue to be governed by a handfUl

of men in top administrative positions. People are more controllable

and manipulatable when there are no differences among them. Also

the organization, by not recognizing differences, does not have to

be flexible or responsive to those differences. The i sue over control

is much easier in an organization characterized by mass conformity and

uniformity than if one were dealing with radical differences in per-

sonnel. This is why differentiated staffing as a concept is ultimataY

the way teachers will break out of their roles as docile employees

within the educational structure and force recognition of their dif-

ferences, thereby placIng stress on the old pyramidal power structure

of education and de-centralizing the decision-making process with

themselves as integral component . This will not only permit greater

voice by teachers in the formulation of policy, but is also precisely

what education needs to become more responsive to the needs of the

student. The single, universal definition of a teacher as one who

can be all things to all students is a barrier of the first magnitude
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in the individualization of instruction. The real point of contention

will not be in getting teachers to accept differentiation, it will be

in adjusting the teacher's expanding professionalization with the old

decision-making structure which has been unresponsive both to the

changing position of the teacher and to society to produce far-reaching

reforms which are needed to save public education itself. The battle

is with unencumbering the administrative _tructurf o compensate and

foster teacher differences in a new type of educational structure.

This is what differentiated staffing, as a concept, does in the

creation of a teacher hierarehY which formalizes advanced teacher roles

and places teachers in the position of attaining maximum influence and

control over their own destinies'. This hierarchy, as envisioned in

Temple City, makes adjustments over the administrative structure so

that teachers are intimately involved in the decisions which affect

their competence with children. To illustrate how this shift has t

occur, compare diagram #1 with diagram #2.

The pyramidal structure becomes inoperable with the installation of

a teacher hierarchy on a school system wide basis. The whole decision-

making process must be re-conceptualized. The initation of new teacher

roles cuts across some functions. The ripple effect_ls Obvious. Many

administrators fall to grasp the fact that substantial teacher role

differentiation cannot occur without a subsequent re-organization of

the administrative structure. This is because, in reality, all roles

are interrelated and interdependent. Some foolishly propose differen-

tiated staffing as something that can happen outside the old pyramidal

structure. This 18 another reason why other administrators see
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DIAGRAM #1 DIAGRAM #2

THE TRADITIONkL POWER STRUCTURE THE EFFECT OF A TEACHER HIERARCHY
IN EDUCATION ON THE TRADITIONAL STRUCTURE

BOARD

ASSISTANT
SUPERINTENDEIT

-

differentiated staffing as the addition of department heads or other
common roles. These typically do not change the old structure, but

simplY augment it. For this reason, teachers see them as non-teaching
roles, functions of the managerial branch of the organization. The
pUblic must understand that the teacher problem can never be solved

without offering real career incentives to career teachers and must
be able to prpvide an organization that can (1) pay _ome teachers what
top administrators earn, and (2) take

organizational advantage of this
talent in creating improved education by involving teachers in the

decision-making process as formal partners.
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An impor Palt role will be played by Boards of ducatjon. Bonrtis

will have to realiz0 that teachers cannot bring into being new and dif-

ferent education l programs in n dIfferentiated
teaching staff without

greater flexibility from the administrition and Board policies and pro-
cedures. Board policies must necessarily be of the general type and

offer a wide range of possibilities in the experime tation stage. The

demand by some Boards for strict control produces a rigid organizational

climate which is not conducive to innovation or increased flexibility.
The Board must tolerate a greater range of experimentation and be

willing to invest in promising educational ideas knowing that some
will, of necessity, fail. Administrators must learn to live with

more role vulnerability and shed, honestly and candidly, the mantle
of the instructional "expert" which so few possess as to appear "phony"

to teachers and public alike. The administrator is a generalist, one
who enhances and promotes the career of the specialist. Administrators
will continue to be justly criticized as long as they try to tell the

specialists (teachers ) how to perform their jobs.

If teaching and learning are the heart of the school, a differen-

tiated teaching staff must capture and hold the resources of the organi-
zation to this purpose. Diagram #3 is a model of the Temple City Differ-
entiated Staffing Plan. A brief description of the roles are as follows:

ASSOCI4TE TEACHSR

The Associati Teacher is a begInner, the first year teacher. The teaching
load of this person is lighter and less demanding than that of the Staff
Teacher. The neophyte teacher is less sophisticated in methodology and
in pupil diagnosis than his more experienced counterparts.
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STAFF TEACHER

The Staff Teacher is an experienced teacher, probably with tenure.

This is a highly experienced and seasoned teacher, one who can offer a

wide range of instructional talent in his disapline. The Staff Teacher

may be a specialist in several learning modes, but would,in most cases,

be expert in only one, as for example small group instruction.

SENIOR TEACHER

The Senior Teacher is a learning engineer, a specialist in the diag-

nosis of learning problems and in the relation of new teaching strategies

to the needs of the learners. This teacher has undergone intensive,

advanced training in a uubject or skill area and this, with many years

of practical experience, can offer to other teachers a host of tested

ideas for the improvement of teaching and learning.

MASTER TEACHER

The Master Teacher ia first a good teacher, though not perhaps the out-

standing teacher as in the case of the Senior Teacher. The Master

Teacher is a acholar in a field, one who possesses the training and

technical kn -hOw to apply promising research-tested ideas to improve

the school. This will require a sound grounding in research and a

knowledge of how people adopt innovations. The Master Teacher and the

Senior Teacher form the "Self-renel;a1" unit in a subject or skill area.

These two advanced personnel feed into the school a steady flow of

relevant new practices and curriculum content to keep the school abreast

,f the times and thereby avoid much of the content and instru tional

Obsolescence so common in schools today. This does not mean a stifling

of t cher creativity since no one'has a arket on that commodity,
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rather a better, formal system of fostering teacher creativity

and nurturing it more quickly than is possible today.

PARAPROFESSIONALS

A number of paraprofessional positions are envisioned Ln the plan.

Teachers are called upon to perform a number of tasks often markedly

clerical or secretarial in nature today. The performance of these

functions is a waste of professional time and talent fatiguing and

inefficient. Teachers should not be fearful of -mploying parapro-

fessionals to remove these unnecessary classroom chores and admin-

istrivia. If a teacher could really be replaced with a paraprofes-

sional, and there is no difference in competence or function as a

result of training, then he ought to be replaced. The job of the

teacher is to diagnose, prescribe, analyze, encourage, nriticize.

All those tasks require the unique judgment of one human being in

working with another: this is the essenceof the teacher's task.

Differentiated staffing is a challenge to the career teacher

to shed the cloak of sub-professionalism for full professional status

with all of the responsibilities and privileges which accompany such

a change. It is a challenge to administrators to capture the desire

of teachers for greater voice in the system of education and

maximally deploy their talents more effectively. It is a chal

lenge to Boards cif Education to lease their professional staffs

to initiate sdbstantially new programs with increased quality and

instructional individualization and relevance to contemporary

problems.
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TEACHER PARTICIPATION IN DECISION-MAKING: THE ACADENIC SENATE

One promdsing new concept initiated in Temple City is the School

Academic Senate. This group is composed of Senior Teachers by area,

and the School Principal. It is in this body that school policies

are discussed, evaluated and cnanged. The decisions regarding each

school's operation represent the combined judgment of the Senior

Teachers and administrati n. The group has real authority.and members

may disagree with the principal over issues confronting the school.

In such cases, the principal can no longer exercise arbitrary and

unilateral judgment over what is important. The Academic Senate

has an appeal route to a central district body, compo ed of Master

Teachers and other Principals, equal in number, chaired by the

Superintendent. It is this group that hears appeals by teachers or

administrators over disagreements about school policies. In case of

umbrage here, the Board of Education becomes the final b dy to which

decisions may be referred. This type of decision-making structure

is certainly more complex and involved than the present single

line taff arrangement. It will mean, in all probability, that

intra-organizational conflict will be increased. If communication

is al.o increased and decisions are resolved by logic, persuasion,

and facts, the number and kinds of decisions emanating from the Senates

should be more relevant and acceptable to all the professionals influ-

enced by them. The democratic process always is wore time-consuming

and tedious than simple, authoritarian enforced solutions. Put the

quality of the solutions ought to be increased, there should be greater

availability of solutions previously not known, and the solutions should
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reflect greater expertise since they represent the combined judg-

ments of the most capable professionals.

All teachers will not be anxIous to adopt differentiated staffing,

nor, obviously, will all administrators. An undifferentiated organi-

zation offers to the security-prone principal or superintendent and

teacher a safe often untouchable position, without the threat or

pressure of producing improved education. It is difficult to attach

responsibility for failure to up-grade substantially the quality of

public education in an undifferentiated organization. This fact cannot

be hidden from the pUblic at large for too much longer. If the total

profession does not lead, it will follow. Recently, a group of private

busineas-oriented research executives organized the Committee for

Economic Development (CED) in New York for the purpose of applying

cost-benefit and cost-effectiveness analyses to educati

The old excuse that teaching io too individualized an occupation

to determine cost effectiveness and efficiency via standards is an

unArofessional dodge to a legitimate pUblic question. Professionals

shall either accept the responsibility of defining effective practice,

or it will be defined for them. The question is not whether the cri-

teria are objective or subjective, it is rather a question of who is

to perform the task? The teacher Is the most important and competent

individual to define what it is that comprises excellence in hia

practice, and.who should enforce the standards of teaching. This is

the essence of professionalism because it is the vehicle f r control

and hence independence and increased status not to mention better

quality instruction. Teachers have no business complaining about their

131



lack of autonomy and authority as long as they abdicate to others

this vital regulating function.

A 75-page CED statement notes that "..it is vitally important to

recognize that the expenditure of increased funds will not by itself

guarantee improved education. It has become increasingly apparent

that additional funds are often employed to perpetuate and extend

inefficient operational techniques and ineffective instructional

methods." The CED report recommends that there be a "continued and

more extensive experimentation in school organization including the

combination of differentiated staffs." The public will not give

more funds to the present educational organization without also

demanding a rather extensive overhauling of its operational proce-

dures. The challenge to every one of us is to make the necessary

changes and accept the responsibilities which will guarantee con-

tinued public trust in our capabilities. If we believe that we are

the most competent individuals to perform the task, we must demon-

strate our willingness to undertake the responsibilities associated

with it. The time is short.

The change in the status of the teacher from a passive position

to an active one is the point where dramatic results can accrue almost

overnight. An educational organization, capable of utilizing teacher

talent, must be created where none exists at the present time. In

the future we should'be able to say that not only does increased

training and experience make a better teacher, but that we are able

to utilize this precious and scarce human resource in a different

way in our school systems. At that time, me mill have come much
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closer to maximum in tructional effectiveness. The difference

between where we ere, and where we can go can only be measured

by our students. Failure to meet the challenge is to send them

into the future with_ut a future. We cannot afford to fail.



Reprinted with permission from New York State Education, March, 1970.
Copyright, 1970.

DIFFERENTIATED STAFFING: IS IT WORTH THE RISK

Roy A. Edelfelt

Since the advent of professional negoations, there has been a per-
ceptible shift in the balance of power in education, bringing the local
association into much greater prominence. The newfound irdluence of
the local association has been wielded largely to improve the economic
welfare of teachers. However, local associations have recently begun
to give attention to negotiation for non-economic matters. These are
less tangible than economic welfare but perhaps more far-reaching in
their impact on American education. Among the professional concerns
which might be considered in this new thrust in negotiations is dif-
ferentiated staffing. The concept (as defined below) has only caught the
interest of educators in the last year or two, but if has achieved a dis-
tinct notoriety in that brief time. The notoriety grows from conflicting
perceptions of what the concept will produce in practice: it could be used
to exploit teachers but it might also make dramatic improvements in the

schools. If such diverse outcomes are possible, it is crucial that teach-
ers become well acquainted with the concept of differentiated staffing.

What Is Differentiated Staffing?

Differentiated staffing is an outgrowth and refinement of team teach-
ing and "the teacher and his staff' idea, both of which propose the use
of auxiliary personnel in the schools to relieve teachers of their non-
teaching tasks and recognize a diversity of teaching tasks. Differentiated
staffing goes a step further to suggest that teaching be differentiated
into various roles and responsibilities (more than a vertical hierarchy)
to allow for the different interests, abilities, and ambitions of teacher s.
It calls for differentiating salary in terms of the responsibilities assumed
and allows for both a training and a career ladder.

Why Differentiate Staffing?

Differentiated staffing could provide more manpower to divers
and individualize programs, offering alternative modes of participation
in the instructional process. It could encourage varied utilization of
manpower as an alternative to the uniform assignments now assumed by

teachers. It could enhance teaching as a career by providing possibilities
for growth in responsibility with commensurate rewards. It could pro-
vide a ladder in teacher education, eliminating the dichotomy between
preservice and inservice.

Events of the last decade have demonstrated the inadequacy of schools

134

142



as they are. Schools are having to reassess the needs and interests of
learners in the context of an ever more unpredictable future. For the
children of the 60's and beyond, learning in school is only a beginning.
Today's children need preparation for a lifetime of learning and must
nurture and develop the desire to learn and the skills to follow through
on it. A daily fare of instruction in large groups, oriented to facts
and subjects, is hardly conducive to the development of these wherewith-
als. Yet diversification and individualization of program clearly mean
more manpower for the schools, at a time when the demand for qualified
teachers already outstrips the supply. Thus education would appear to
be on the classic horns of a dilemma.

On closer examination, however, the dilemma is not so distressing,
The "shortage" of manpower in education may be a misnomer, the real
problem may be the inefficient use of manpower. To explain, one major
reason for the present manpower shortage is teacher drop-outs. Each
year 30% of trained graduates fail to enter the profession and 8% of ex-
perienced professionals leave it. As a career, teaching lacks holding
power. Why? As presently structured, schools offer only one basic
instructional position and one basic salary schedule. Maximum responsi-
bility for teachers is reached too soon, and the ceiling on salary is too
low. Teachers who want and have the potential to assume greater
responsibility must either seek promotion out of teaching or stay under-
employed in teaching. Few schools are organized to use the full potential
of faculty members under present staffing patterns.

Additionally, schools have no system for varied utilization of man-
power. School staffing is an all-or-nothing proposition, with little
range of choice. To teach, a person must have all the necessary
skills and credentials and give himself full-time to the job. Educa-
tion's reserves--certificated personnel who could work part-time, who
could re-enter with some retraining--cannot be mustered to participate
in instruction because there are so few alternatives to full-time teaching.

How Would Differentiated Staffing Operate?

Differentiated staffing would provide many alternatives in teaching
roles and would also give the underemployed teacher opportunities for
advancement in teaching. The "omnicapable teacher "scholar,
lecturer, tutorer, curriculum planner, lesson planner, technologist,
psychologist, diagnostician, and counselorwould be replaced by an
ornnicapable team of specialists and assistants, each performing dif-
ferent tasks in a close working relationship and contributing to instruc-
tion at his level of training and according to his interests.

Precise patterns of differentiated roles and responsibilities are
not yet well defined. However, the following tentative definition of
differentiated staffing may be helpful:
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Differentiated staffing is a plan for recruitment,
preparation, induction, and continuing education
of staff personnel for the schools that would bring
a much broader range of manpower to education
than is now available. Such arrangements might
facilitate individual professional development to
prepare for increased expertise and responsibility
as teachers, which would lead to increased satis-
faction, status, and material reward.

This definition suggests that responsibilities could be graduated to
correspond to distinct phases in the education and career aspirations
of teachers and that personnel could be teamed across staffing levels.
Thus, there might be a level of staffing to correspond to the recruitment
phase. Persons at this level would be non-certificated and would per-
form as auxiliary personnel under the supervision of experienced pro-
fessionals. Studenc teachers and internspreprofessionalsmight
constitute another level of staffing, the preparation phase of teacher
education. Such personnel would be considered and involved as staff
members rather than as adjuncts. Teacher training would be integrated
into the purposes of the school, to result in better preparation of teach-
ers as well as improved instruction.

Beginning teachers, returning teachers, and some part-time teachers
would comprise the staff in the induction phase of teacher education.
Beginning teachers could be given a gradual induction into teaching
instead of being thrust abruptly into full responsibility for the full
range of teaching tasks. Returning teachers could work the kinks out
gradually and have the assistance and counsel of experienced teachers
in the retraining they need. A team arrangement would eliminate the
present barrier to use of part-time teachers.

The continuing (inservice) phase of teacher education could be staffed
by experienced teachers. At this level responsibilities could vary both
in kind and degree, the latter allowing for advancement. For example,
in addition to and related to a teacher's responsibility for specific as-
pects of the learning of a particular group of children, he might also be
responsible.for supervision of auxiliary personnel, training of pre-
professionals, induction of beginning or returning professionals, or
coordination of part-time professionals. He might be in.charge of
curriculum development or continuing education for all the members of
a team. Alternatively, he might prefer to do none of these things and
merely be one member of a teaching team. In this role, because of the
differentiation of responsibilities, he would have more time to give
individual attention to children.

Criticisms of Differentiated Staffing

Critics contend that differentiated staffing could result in the ex-
perienced and most able teacher reducing his contact hours with
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children and that it would therefore reduce the premium on teaching.Such a conclusion only follows if one defines teaching narrowly as timespent with children. If teaching is viewed to include such things asplanning and organizing learning situations and conferring with colleagues,then reducing contact hours could ultimately enhance the quality Of timespent with students. The objective, after all, is quality, not quantity.
Critics also assert that advocates of differentiated staffing will useit mainly to establish salary differentials among experienced teachers,resulting in merit pay. Merit pay means salary differentials based onthe quality of performance in situations where every teacher has asimilar task and the same degree of responsibility. Differentiatedstaffing, on the other band, would establish salary differentils basedon differences in degree of responsibility. If staffing is differentiatedand there is prior agreement on various degrees of responsibilities,then a situation of merit pay will not obtain. Teacher organizationswill need to be alert to ensure that new staffing patterns are fair anddefensible, and teachers will need to be involved in the development ofany plan for differentiated staffing, from the point of inception all theway through to evaluation and modification. Theirs are the tasks to bedifferentiated; hence they should participate in the judgement on howthis can best be done.

What Can Teachers Do Ahz:Alt Differentiated Staffing
Teacher involvement in the development of a plan for differentiatedstaffing might be initiated through the local association. A committeeof local association members can collect and study information ondifferentiated staffing, visit school districts where experimentationis under way, assess the appropriateness of differentiated staffing tothe problems confronted by local schools and teachers, and recommendwhat should be done about differentiated staffing in the local situation.If the prognosis is favorable, then the weight of the local associationcan be used to initiate the idea at the local school district level.
Differentiated staffing is not likely to result in lower operatingcosts for schools. It does, after all, require more, not less, person-nel for instruction. In most cases, school districts will have to bearthe added cost. Some funds to support experimental training for dif-ferentiated roles are available under the Education Professions Develop-ment Act. Additional financial support is available under other USOEtitles and may be available from private foundations which are interestedin experimentation to improve instruction.

Because the idea is still young, tiae bulk of material available ondifferentiated staffing is theoretical.1 The best sources of empirical

1McKenna, Bernard H., compiler. A Selcct d Annota ed Bibliographyon Differentiated Staffing. Washington, a iona omimssion onTraTEFF 17771117rofessional Standards, National Education Associ-ation, and ERIC Clearinghouse on Teacher Education, October 1969.
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data are still the schools which are experi enting with differentiated
staffing.

Experimentation with a new idea is risky when there are no precedents
on which to proceed. But risk-taking is necessary if schools are to
begin to meet the great challenges of human progress.

ZNational Education Association, National Commission on Teacher
Education and Professional Standards. The Teacher and His Staff:
Selected Demonstration Centers. St. Pgiiress, 1967 .

opy rig lona ducation Association
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Source: CTA Journal, January, 1969. Reprinted with permission fromRozanne Wei-ssman, -Staff Correspondent, National Education Associa-tion (Division of Press, Radio, TV Relations).

STAFF DIFFERENTIATION: ANSWER TO THE MERIT PAY DEBATE

Rozanne Weissman
Differential staffing of teachers is not only a heatedlycontroversial topic of debate in professional circlesacross the country, but it is highly complex, showsitself in many forms, and cannot easily be explained.This article, written by the staff of the Division ofPress, Radio and Television Relations of the NationalEducation Association and coordinated by RozanneWeissman of that staff, attempts to summarize andgive perspective to the newer concepts of differenti-ation. This article will serve as an introduction to"A Case for Differentiated Staffing" by Dr. M. JohnRand, which will be published in the March issue ofCTA Journal. Dr. Rand, mentioned in the articlebelow, is superintendent of Temple City UnifiedSchool District.

"We hold these truths to be self-evident: that all men are createdequal; that they are encllowed by their Creator with certain unalienableRights; that among these are Life, Liberty, and the pursuit of Happi-ness...."
Declaration of Independence, 1776

If a prize were to be awarded to the American institution which nrac-ticed and perpetuated this equality principle most extensively and un-questionably, the schools of this country would most likely be the recip-ient--despite contradictions from ghetto and rural segments.
Many schools operate on two basic premises: All teachers and allstudents are equal; and, by making no structural nrovisions fr differences in either, have created an organization which is highly UNequalto students and teachers alike, maintain advocates of new school con-cepts.

Most schools treat students as a group rather than as individualswith different needs and capacities. Teachers, too, are treated as inter-changeable units and utilized in similar ways whatever their experience,career desires, 'motivations, talents, or ability to assume additional
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responsibility, staff differentiation proponents point out. An outstanding
teacher can be replaced by an inexperienced graduate because the job
of a veteran and novice teacher differs little in this profession with no
career progression WITHIN the field.

While it is generally granted that ours is still the best system yet
devised for educating the masses, a new staffing plan--the differentiated
teaching staff--proposes new roles with greater responsibility, decision-
making , and financial reward for teachers and it questions established
practices.

"The need is to create an organization with the capacity to differen-
tiate in its treatment of students and its harnessing of resources to
provide equality of opportunity for all students," claims Don Hair, assis-
tant superintendent Pa charge of instruction for the Kansas City (Mo.)
Public Schools. Th.! Kansas City schools have a differentiated st..xfing
program in two new central city schools and have received an Education
Professions Development Act grant for the program.

Staff differentiation involves a restructur ng of the school organiza-
tion to permit teachers to make better use of their talents, and, most
importantly, to-improve the learning situation for students, according
to advocates. As any other new proposal, it is only one possible ap-
proach--not a panacea for education's ills--but does serve in providing
new avenues for thought, discussion, and experimentation regarding
ways to deal with needed changes in education.

Our school organization system was established when teachers gen-
erally completed only ninth grade and perhaps a year of normal school.

Teachers today have years of college, greater expertise in dealing
with subjects and students, and more qualifications to participate in
decision-making but are generally restricted because of the 100-year-
old, unquestioned autocratic organizational structure.

"Lines of authority become blurred when teacher competence in-
creases or matches the top hierarchy's and when subordinate position
rests more upon tradition than ability." observes M. John Rand, super-
intendent of the Temple City (Calif.) Unified School District, which has
a differentiated staffing project. Rand views teacher militancy as signs
of unhappiness with roles as mere decision implementers and as a
movement toward professionalism, which is straining the present struc-
ture.

"The teacher today, even with a Ph. D., is low man on the totem
pole who sometimes cannot double his salary. The only path to high
salaric2 is administration or another field. We should reverse this
hierarchical attitude," points out NEA TEPS officials Roy Edelfelt and
Dave Darland," and recognize that the teacher is the vital key to the edu-
cational process and should stay with the kids."
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Dwight Allen, dean of the University of Massachusetts education
school, speaks against the current school system: "Talented teachers
easily worth $18,000 left teaching long before reaching $7,500... En-
durance is the only reward criterion...Merit pay and other proposals
aimed at removing symptoms compound waste....Good money follows
bad as more teachers are hired to make up for inefficient use of teaching
talent hidden but on hand...."

Allen claims the system will collapse under its inadequacies and
new demands for better education and for education to accept more re-
sponsibility for society's future. He notes, "There is no room for
comfortable mediocrity. The issue now is whether change will be com-
pulsive or rational since current staff and salary patterns make prob-
lems difficult to solve." The greatest barrier to staff differentiation
is not physical or financial, according to many staff differentiation ex-
perimenters, but our own previous conditioning to the organizational
structure which blocks our vision to perceiving problems and solutions.

Many educators are talking about staff differentiation, but few know
much since more is on paper than in practice. A fully differentiated
staff includes classroom teachers at different responsibility leve1.7 and
pay (assigned on basis of training, competence, educational goals, and
difficulty of task), subject matter specialists, special service person-
nel, a ::-ainistrators, subprofessionals and nonprofessionals as teacher
aides, student teachers and interns. It should provide for greater in-
dividualized instruction, flexible scheduling, and salaries up to 3-1/2
times the beginning salaries for some teachers.

T heorists compare teaching to the medical profession at the turn of
the century when the family doctor did everything. In staff differentia-
tion, the teacher could be compared to today's general practitioner, with
aides working under him and learning-reading and interpersonal relation-
ship specialists becoming involved with a student through his referral.

Edelfelt, TEPS executive secretary, suggests a one-year internship
with lesser responsibility for beginning teachers, more extensive evalu-
ation before receiving tenure, and different entry points to enable house-
wives wanting to work part-time or persons accomplished in other fields
to enter education.

Determining and scaling differentiated roles and duties of technicians
and specialists is one of the greatest challenges in staff differentiation.
Emphasis can be placed on: A Master Teacher concept (the Master
Teacher coordinates instruction by a group of teachers); curriculum
or technology core structure (teachers classified by experience and abil-
ity to contribute to location of new information to bring curriculum and
related knowledge into proper perspective in learning); or learning func-
tion or service (teachers can call on the Master Teacher, other special-
ists, or technical assistants to work with students). Teaching can be
differentiated vertically, by degrees of difficulty of the teaching task, or
horizontally, based on different roles of similar difficulty.
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Models vary, and it will probably never be feasible to promote one
as "best." Staff differentiation advocates caution each school to analyze
its own problems, purposes, and existing practices and then tailor its
staffing pattern to them.

"Change for fad's sake is an unworthy alternative, " Don Barbee,
San Francisco State College education professor, emphasizes in a TEPS
statement. Noting that sometimes educational innovations have been
adopted in name but not in practice, he stated, "It is important that the
basic intent and characteristics of differentiated staffing be understood
at the outset and implemented in fact."

Advocates of staff differentiation and those who view it dimly both
agree: Teacher participation in studying the idea and putting a program
into effect is ABSOLUTELY ESSENTIAL for it to be workable.

Last year, Montgomery County, Md., teachers struck over two major
issues: Desire to raise the base pay and drop a staff differentiation pro-
gram proposed from above. Complaints of lack of teacher involvement
on the proposal, charges that this was a "back door approach to merit
pay," and the attitude "Why should I get less money when another teach-
er gets fewer students and more preparation time and money?" were
very apparent during the strike, according to Gary Watts, NEA field
services director.

"Staff differentiation will never get a fair trial without teacher in-
volvement," he emphasizes, "because teacher feedback at this point
mainly concerns the process--the fact that 'aborted' programs of staff
differentiation are being imposed from above. Local associations should
work on problems of specific schools and districts. In many places,
they may conclude that the existing system is best or that staff differentia-
tion, for many reasons, may be unworkable there."

In a new element of cooperation between a state association, its cur-
riculum instruction committee, a local association, school staff, and
management of a school district, the California Teachers Association
originated a project at Fountain Valley's Bushard School to analyze
what situations arise and bow a staff reacts when they assume responsi-
bility and accountability for involvement in decision-making. Questions
expected to be answered: What, if any, staff differentiation will evolve
from within the staff? How will the role of the building principal change?
What would be the first priority? How would they measure effect of their
decisions upon learners?

Pat Clark, a Fountain Valley coordinating teacher and member of
CTA' s Commission on Educational Policy, first taught in a good tradi-
tional school which "was structured, teacher-centered, used textbooks
as a Bible, and had grade level standards." She believes Fountain
Valley's program is "child-centered, meets individual student and teach-
er strengths and weaknesses, has a non-graded instructional program
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(a third grader can be on seventh grade math level), and uses texts asresources rather than gospel while employing a multi-text, multi-media(film, tape, records) approach."

Mrs. Clark emphasizes, "If we're in teaching because we care aboutkids, our concern about any new program should be: Is it better for kids?If so, it should be tried. Staff differentiation is the same as recognizingphysical differences among youngsters. Instead of asking: 'Ts this childready for this school? we should ask whether the school is ready for thatchild. ' Otherwise, it is like trying to make the wrong shoe fit a footrather than logically measuring the foot ffrst and then fitting the shoe toit. It requires careful prescriptive teaching with the staff cooperativelydiagnosing each child's needs. The instructional program is then tailoredfor that student. It often involves more work for the teacher but isworth it."

New programs at Fountain Valley begin at the "grassroots level"
with teachers and involve the staff throughout. Mrs. Clark suggeststhat districts trying to set up a staff differentiation program do so ona small scale trailored to suit their particular needs.

The coordinating teacher, who must be proficient in learning theory
and interpersonal relations for work with both students and teachers,has no direct class but is assigned to a learning center--a resource andteaching center with classes clustered around. Three coordinating teach-ers in each school get 10 per cent above the base, while the learninganalyst, a psychologist in the center, gets 15 per cent more. The dis-trict uses teacher aides and assistants and has 1,400 parent volunteers--
a $19, 000 tax saving for the community.

The differentiated salary schedule is expected to be a major object-
ion to differentiated staffing plans. Differentiated salaries for teachers--by whatever namehave been one of the most controversial and longrun-
ning debates in education. After working hard for equitable salary treat-ment, many teachers view the new staffing proposals as a destructionof the single salary concept, allocation of good salaries to a favored few,creation of super classes of teachers, and rewards for teaching less.Many see them as a disguise for merit pay which created serious morale
problems and charges of discrimination and preferential treatmentthrough the years.

Under merit pay, however, added pay is for merit, judgments, not
for added responsibility. Under staff differentiation, teachers performdifferentiated roles. Remuneration is related to the roles, with those
having greater responsibility receiving more money. Teachers should
be more likely to accept the fact that a fellow teacher gets a salary in-
crease knowing that additional responsibility goes with the raise, staff
differentiation advocates believe. While we profess that advanced train-
ing and experience on the job makes a better teacher, we do not utilizeit in schools by differentiating teacher responsibilities.
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The merit pay debateprimarily because of its high mortality rate
and long list of failures --has died down in recent years. Now educators
are asking a more relevant question: Can a school system justify rewards
for "superior" teachers without considering how it may use their talents
more effectively? Now there is a strong need for school systems to
study and evaluate new patterns of staff utilization for their effects on
children, the learning process, and their ability to secure and develop
the teachers it needs,

"Eliminate the pay factor and hierarchy of teachers, suggests 'he
NEA field services director. "Different horizontal career tracks can be
set up for teachers, and they can advance on those. Staff differentiation
has been criticized as a way to pay some teachers excellent salaries by
keeping three-fourths of the staff below $10, 000. All teachers should be
paid more so that they can afford to stay in teaching rather than creating
a hierarchy of teachers at different pay levels. Today, even the worst
teacher is not overpaid! Again, the hierarchy is still backwards. The
most outstanding teacher, rather than teaching less, should spend more
time in the classroom. "

Temple City did a five-year follow-up study of graduates and dis-
covered it bad an "outmoded curriculum and did not do an adequate job
of preparing students for citizenship, life, or use of leisure time."
Two years ago, they assessed the needs of students, teachers and socie
The current project, put into effect in one intermediate school, Oak
Avenue, in September, is based on an efficiency study in time and staff
utilization developed by teachers.

Y.

The four-level teacher hierarchy has all teachers functioning as
classroom teachers but not for the entire day. The beginning Associate
Teacher ($6-$8, 000) has a ligher load. The Staff Teacher (BA plus
one year , $8-$10, 000) carries a full teaching load minus professional
tasks and probably has tenure. Under a year-long contract, the Senior
Teacher is an expert in a subject or skill area, has an M. A. and earns
$12414,000. The Master Teacher (a curriculum or research associate)
is a scholar and research specialist who can apply relevant research to
classroom practice and earn $14-$18, 000 for 12 months. For teachers
working less than a full year, additional time on the job could involve
teaching, curriculum, research, study at a university, travel, or re-
lated work experience. Flexible scheduling to allow teachers to work
together during the school day and to allow for small group and individual-
ized instruction is essential to the program.

Teachers are involved in decision-making through an academic senate
because they would be best informed and most responsible for implementa-
tion of decisions. The two top levels (no more than 25 per cent of the
staff) would not have tenure and would be evaluated by teachers who re-
ceive their services. A school manager would handle business functions
to relieve the principal for instructional program tasks. Objections to
differential staffing in some places are expected to be strong from ad-
ministrators who do not want to share decision-making power, although
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Temple City reports good administrative acceptance of the program.
Staff differentiation alone, even if successful, will change only partof the system. More productive use of time, space, environment, andresources is essential. Teachers will also have to assume regulation ofthe profession through evaluation of colleagues, a privilege highly prizedand guarded by many other professions. Advancement beyond StaffTeacher level should depend upon evaluation by colleagues who wouldthen continue to evaluate services received by the Master Teachers.For professional autonomy, legislation and policies protecting rightsand responsibilities (reciprocity of certification and retirement prac-tices among states) and dealing with poor performance are needed. Tochange the organization of the schools, a reorganization of teacher edu-cation would also be needed.

There are many sides to all new proposals. Some advantages cited:Eliminates automatic promotion; provides for teachers who want onlylimited professional responsibility; encourages young talent to growthrough higher salary aims and different roles; provides flexibility andbetter use of teacher time and talent, school facilities, and other re-sources; recognizes competence and relates it to responsibility andsalary; provides adequate salary to reduce the teacher dropout problem;allows for more individualized instruction; provides greater job satis-faction for teachers who put talents to use; provides career pattern andgreater professionalism; provides for learning to teach on the job; allowstraining of some of the staff rather than retraining entire staff whenchange is desired; provides organization for more effective link withcolleges. A number of these advantages are realized by some schoolsystems through other programs.

Possible problems cited: Undesirable hierarchical status distinc-tions if position and titles are overemphasized and openness not main-tained, greater personality conflicts with new roles and patterns ofinterpersonnel relationships, resistance by some administrators andteachers, decision making opportunities becoming limited for those onthe bottom because of bureaucratic expansion, teachers becoming moreremote from students if they rely too heavily on auxiliary personnel, toomuch emphasis on supervisor-teacher relationships and roles and noton student-teacher relationship, extensive differentiation restrictingperspective and inhibiting individual initiative if role definitions becomeoperational straitjackets. It assumes that competence can be recognizedand defined in this instanceovercompensation in the lower ranks duringthe transition period and inclusion of a "grandfather" clause would benecessary.

Any major undertaking and change is bound to run into problems.As Don Hair remarks, "The Kansas City project may fail, but we canalways return to what was, if necessary. Not to have explored whatshould be, though, would have been inexcusable if we are to consider
ourselves professionals." Although advocates maintain that staff dif.ferentiation can meet many of the objections teachers have to merit pay
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while also serving to recognize outstanding teachers both financially and
through greater use of talents and increased responsibility, only time
and experimentation will tell.

it is premature to judge the scattered differentiation projects now in
operation. But, as Roy Edelfelt philosophizes: "To dream a possible
dream is no small task. To make dreams a reality is a monumental
one.
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Source: Today's Education NEA Journal, March, 1969. Reprintedwith permission rom ationa ommission on Teacher Education
and Professional Standards, National Education Association.

QUESTIONS AND ANSWERS ON DIFFERENTIATED STAFFING
Fenwick English

As many pioneering school districts around the country are trying
differentiated staffing, a variety of approaches to differentiation have
developed. The models vary according to basic staff structure and the
philosophy of the different schools and districts. My answers to the
questions below are a reflection of the philosophical position of one
district, the Temple City (California) Unified School District, and its
teachers; they do not necessarily reflect professional consensus.

The Temple City plan, thy result of an 18-month study by the staff
and administration financed by the Charles F. Kettering Foundation,
went into effect at two Temple City schools last year.

What does differentiated staffing mean? Is there one definition?

To differentiate a teaching staff means to separate by different roles.
There is no set definition of a differentiated staff, since at this time
many models, with a variety of bases, are being proposed, developed,
and tried.

What is the purpose of differentiated staffing?

The basic purpose of differentiated staffing is to provide a more
individualized program. Differentiated staffing makes it possible to
make maximum use of teacher talent. Although all teachers are not
equal, the tendency has been to pretend that they are--to say, "A
teacher is a teacher." Organizationally, this has led to inefficiency
in using human resources. Differentiated staffing corrects this by
assigning teachers on the basis of matching their various combinations
and degrees of talent to children's needs.

Differentiated staffing serves a further purpose by creating an or-
ganizational incentive system that makes teaching a career and permits
teachers to advance as teachers rather than having to move out of teach-
ing into administration in order to progress.

What are the essential ingredients of a plan for a differentiated staff?

These may vary for different models. The Temple City plan is
based on the following principles:

147

155



1. Differentiated staffing is a means of producing more relevant
student learning.

2. Teaching must be the primary funct on of all teachers.

3. Teactrars must become formal professional partners with
administrators in the decision-making process.

4. Teachers must be relieved of many nonprofessional functions
now required of them.

5. Teachers must perform the self-disciplinging or regulating
activities of their own profession.

6. Organizational flexibility must be created through the use of
flexible scheduling.

7. New kinds of teacher in-service and preservice programs need
to be developed to prepare teachers to be able to function in different
roles.

8. The advanced positions in the teacher hierarchy are service
rather than supervisory positions.

9. Some teachers should earn more than school administrators.

Can roles be differentiated? Vertically? Horizontally?

Teaching roles can be differentiated just as other professional roles
can be. Teachers are already familiar with a number of means of dif-
ferentiation. Most of these bring about vertical differentiation, using
additional responsibilities as the basis for upgrading assignments.
This kind of differentiation may be in the form of extended contractual
periods or of extra pay for such services as developing curriculums,
acting as leader of a teaching team, or performing a special function,
like coaching football or directing the band.

How will levels of competence and responsibility be determined?

The first step is to develop a set of generic models that separate
teacher roles. These models can then be tailored to the needs of indiv-
idual schools by the teachers, who are the best judges of what services
are relevant to their problems. If the advanced roles are being created
in order to help classroom teachers upgrade their teaching, the teachers
should be the ones to say what help they need.

Who will evaluate the various levels of competence?

Evaluation is a professional responsibility and should be practiced
by the professional teacher. Competence is measured in terms of the
degree to which the staff receives the services it has determined it
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needs.

Some will question whether good teacher relationships can prevailwhen teachers evaluate each other. The Temple City plan, however,assumes the responsibility of teachers, as competent, mature adults,to engage in appraisal of each other.

Will differentiated staffing help teachers to do a better job?
Yes, if teachers have defined the help they need to do a better job,and if they are actually involved in the selection, evaluation, and reten-tion of their colleagues. A differentiated staff will help create organi-zational self-renewal, for teachers in their new roles will feed into eachschool a steady stream of promising new ideas and practices to improvethe quality of the instructional program. The use of auxiliary person-nel will relieve teachers of many of the nonprofessional tasks that nowconsume much of their time and energy and will permit them to con-centrate on the instructional program.
Will it merely introduce a new administrative level?
Not if teaching remains the prime function and if all personnel haveregular teaching responsibilities. A differentiated sETf in which dif-ferentiation is based on additional respon.sibilities cannot very well besuperimposed upon the traditional school structure where teachers arewith children all day long. Some type of flexible scheduling will allowall teachers to have regular teaching duties and will permit those withadditional responsibilities to meet with more children than at the pres-ent time. In this way, the talents of teachers are expanded rather thanreduced as they advance. Teachers are not promoted away from child-ren.

Where is it being tried? What models exi
Prototypes of differentiated staffing have existed for some time.Most early models have used additional duties as the method of separa-ting teacher roles beyond the staff level. The models being developednow are more sophisticated and more formal, in that they involve ateacher hierarchy. As the profession gives more attention and thoughtto staff differentiation, far-reaching and perhaps more creative modelswill be conceptualized.

One model recently proposed by Bernard McKenna utilizes a five-level learning-task hierarchy, and identifies the teacher technologist;the liberal enlightener (analyzer of areas of knowledge consideredimportant by the general population); the identifier of talents; the de-veloper of talents; and the facilitator of attitude and interpersonal be-havior development.

In another proposal, a daring and provocative one, James Hallconceives of a differentiated staff as an exemplar of ethnic balance and
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harmony for students to emulate.

Dwight W. Allen, dean of the School of Education at the University
of Massachusetts, has proposed a model in which the teaching staff is
divided into four levels of responsibility, as well as one in which sepa-
rate schools would be organized vertically around a subject or discipline.
Students would transfer from one school to another during the school
day for various types of in-depth learning experiences. Teaching re-
sponsibilities would be delineated for each discipline within each school.

How can models for differentiated staffing be evaluated?

Differentiated staffing is not an end in itself but a means of im-
proving learning, so the best way to evaluate a model is through the
development of curriculums that can be measured in student outcomes.
In the meanwhile, because schools cannot wait until this task is finished
(if it could ever be considered finished), alternative models can be
compared with each other. It can be assumed that any model that allows
teacher talents and time to be used more effectively enhances learning,
since the teacher is the key facilitator of the learning process.

What are the colleges doing about preparing teachers for differen-
tiated staffing?

Few teacher prepatory institutions are graduating candidates who
understand how to teach in a flexible school requiring team teaching,
how to use auxiliary personnel effectively and delegate responsibilities
to them, and how to engage in colleague evaluation or organizational
decision making. Most colleges are still producing graduates who can
function only in the traditional organizational patterns.

New training programs need to be initiated not only for teachers,
but for school administrators as well. Differentiated staffing implies
decentralized decision making; it removes the administrator from many
unilateral decision-making situations and places him in a group-centered
collegial environment. Traditional schools of administration with their
accent on conventional organizational theory, which considers authority
as the central criterion of controlling and motivating people, must retool
with a more modern theory that is in harmony with the desire of teach-
ers to be formally included in the decision-making process, and to be
considered as mature, competent professionals.
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6ource: Today's Education - NEA Journal, March, 1969. Reprintedwith permission rom t e ationa ommission on Teacher Educationand Professional Standards, National Education Association.

ENHANCING TEACHING AS A CAREER
Ronald G. Corwin

Our country faces the problem of finding more flexible ways to or-ganize education for a rapidly changing society. One part of the prob-lem is a structural lag in our school system. The current interest increating more differentiated, specialized work roles within teachingcan be viewed as a response to this lag.
In an otherwise highly specialized economy, teachers over theyears have reluctantly assumed more and more responsibilities for aremarkable variety of new functions. And they have performed thesefunctions without the benefit of adjustments that would have given themthe support of the rest of the system.
Now, however, developmentswhich range from pressures to pre-pare increasing numbers of children for college to the deterioration ofour inner-city schools--have made it clear that true individualized in-struction is impossible as long as teachers have to cope, unaided, witha multitide of tasks and responsibilities.
Four specific, interrelated developments are largely responsiblefor the new division of labor, known as differentiated staffing, that isbeginning to emerge. The knowledge explosion is the first (and in asense the foremost) development. The structure of knowledge has be-come so complex that it can neither be comprehended nor treated as awhole. Indeed, in view of all the forces now known to influence educa-tion, it is fair to say that no one occupation will be sufficient in theschools of the future; teachers, sociafwdrkers, nurses, psychologists,businessmen, and many other groups will need to collaborate moreclosely.

Second, as the primary condition under which society will grant pro-fessional status to a given occupation, individuals in that occupationmust demonstrate that they have acquired specialized knowledge whichother groups do not have. The current efforts to professionalize teach-ing, accordingly, have encouraged greater specialization of workroles--and in particular a form of specialization based on function andcarrying broad authority for specialists to find the means necessary tofulfill given responsibilities.

Third, increasing bureaucratization has imposed many duties onteachers that have deflected thern from their primary teaching func-tions. Differentiated staffing allows teachers to delegate work to people
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in other positions and, hence, provides a means of separating out
bureaucratic duties.

Finally, technology is revolutionizing the self-contained classroom.
This time the process is not only creating additional roles, but is pro-
viding the means by which teachers can escape traditional roles and
begin to specialize.

Of course, greater differentiation and specialization will undoubtedly
aggravate other problems, such as the problems of overlapping author-
ity lines, competition among teachers, sharing authority over students,
and coordinating and evaluating independent teachers and other profes-
sionals who will have to cooperate closely. Furthermore, as new ad-
ministrative hierarchies evolve in response to these problems, the
most specialized personnel may find themselves assuming more admin-
istrative duties and becoming increasingly removed from their student
clientele. At least, however, such hierarchies may be controlled hy
teachers.

On the other side of the coin, children will be less subject to the
dictates of a particular teacher. Also, specialization is likely to have
welcome returns for the quality of teaching in general, and in particular
it may help to increase the sense of commitment on the part of teachers
who enter and remain in the profession.

Until now teachers have adamantly rejected anything that might in-
crease status distinctions among themselves. Their attitude has prob-
ably resulted, at least in part, from a determination to maintain their
cohesiveness in the face of administrative threats. But differentiated
work roles can be arranged in such a way as to provide meaningful
career ladders for teachers, which should result in more equitable
rewards for those most committed to their work.

Career ladders may increase internal competition among teachers
within a particular school, but they would circumvent the "dead end"
quality of teaching as it is presently constituted, which seems to have
prompted many teachers to leave the classroom. In addition to increas-
ing commitment to teaching in general, career ladders could be used
to increase commitment to specific fields within teaching. It soon will
be possible to use promotion as a re'l,2. for teachers who have been
effective in dealing with certain types of problems-- working with dis-
advantaged children, for example--without requiring them to forsake
their area of specialization. rt is this characteristic, more than any
other, that could transform teaching from a job into a career.
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Source: Today's Education - NEA Journal, March, 1969. Reprintedwith permissiorifrorn the National CoMmission on Teacher Educationand Professional Standards, National Education Association.

EXPERIENCES WITH DIFFERENTIATED STAFFING
Edward W. Beaubier

Four key concepts that have become apparent during the past threeyears are basic to the differential staffing patterns now in use in theFountain Valley School District.

First, it is essential to establish clear-cut, measurable learningobjectives for the youngsters to be served by the plan. These objec-tives make up the criteria for judging the success of a plan for reorgani-zation.

Second, and of great importance, the honest involvement of teach-ers in decision making is crucial to the development of any program.Any changes that affect the role of the teacher need the involvementof that teacher in the decis on-making process.
Third, if wise decisions are to be made with regard to teaching andlearning, the staff that works directly with the youngsters to be servedmust make them. The school must have much more autonomy than isusually the case. This autonomy necessarily involves decentralizedstaffing. If the school psychologist, for example, is to be truly in-volved with the learning program, he must be made an integral part ofthe teaching staff that carries this responsibility.
Fourth, if teachers are to be effective decision makers, they needin-service education in group dynamics and human relations skills.
Under the Fountain Valley plan for staff differentiation, the schoolbecomes a stage for learning and an operational center for the teachers'supporting staff. The 12 schools in Fountain Valley have reorganizedthe use of space so that every six or eight classrooms are clusteredabout a core room, called a learning center. This room houses diag-nostic materials, electronic teaching devices, tape banks, test banks,science centers, libraries, reference and study areas, and resourcematerials. Each school has a primary (K-3), middle (3-5), and upper(5-8) learning center. Learning centers are so organized that severalactivities can be conducted simultaneously by different members of theteaching staff.

In the Fountain Valley plan, each person on the teaching staff per-forms a defined role.

The coo dinating teacher is a carefully selected expert in curricu-
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lurri, has in-depth knowledge of child growth and development, and an
understanding of human relations skills. The coordinating teacher does
not have students assigned directly to him. His primary task is to pro-
vide leadership for the six or eight classroom teachers in the teaching
team.

The coordinating teacher is involved with learner diagnosis selec-
tion of appropriate learning materials, and cooperative student evalua-
tion. His activities may take place within an individual classroom or
in the learning center. The majority of the coordinating teacher's time
is spent in direct or indirect instruction with individuals or small or
large groups of pupils. The type of instruction a pupil receives is based
on a diagnosis that involves the professional judgments of the classroom
teacher, the coordinating teacher, and the other members of the teach-
ing team.

The services provided by the coordinating teacher require that he
be available for daily conferences with classroom teachers to assist
them with questions and problems concerning the diagnosis, prescrip-
tion, and evaluation for each child. These conferences are held during
recess, noon breaks, and before or after school. In addition, many
schedules have been adjusted so that youngsters are dismissed at noon
one day per week to provide a large block of planning time for the
teaching team.

A committee composed of both teachers and administrators selects
the coordinating teachers on the basis of in-depth classroom visitations,
oral interviews, and recommendations from supervisors.

Because the coordinating teacher operates in a staff relationship
with other members of the teaching team, peer relationships are cru-
cial. Both verbal and written communicative skills are important if
an effective teaching-planning program is to operate.

The learning analyst, a psychologist with a psychometric or counsel-
ing background, works with the classroom teacher, coordinating teacher
principal, and other special teachers. His primary responsibilities
are to:

Conduct testing, placement, and referrals (if necessary) for the
educable mentally retarded, educationally handicapped, and academical-
ly talented

Conduct research and develop ideas for curriculum de ign based
upon learning theory

Field test materials and evaluation instruments in the classroom
and learning center

Conduct in-service education for the total team regarding the cog-
nitive, affective, and psychomotor problems of children who have
learning difficulties

Obtain and disseminate information regarding work done in the
schools.
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Each learning center and its teaching team is staffed with a teacher
aide who works closely with the team to assist teachers in a non-
-n*--iructional capacity. His function is to "free teachers to teach."
This paid nonprofessional is responsible to the coordinating teacher,
and all requests for his services are channeled through this team leader.

Another means of freeing the teacher to teach at Fountain Valley is
having teacher assistants from the University of Southern California
work in noninstructional areas. (They also complete student teaching
requirements during a 12-month program.) "Work-study" college
students and "work-experience" high school students also give nonin-
structional assistance to the teaching team.

Additional assistance comes through a community action program,
in which over a thousand parent aides work as volunteers- in service
capacities once a week for four hours. Some fill requests from the
individual school learning centers and classroom teachers by making
visual materials, teaching devices, and instructional media. Some
assist in the central library with such tasks as shelving books, filing
catalog cards, checking books out, and circulating requested books to
the learning centers. Others serve as health, welfare, and safety aides
to assist the coordinator of health services with hearing tests and with
immunization and safety programs.

To meet the needs and interests of individual children, the teachers
in the learning centers require a centralized storehouse of ideas, mat-
erials, equipment, and personnel. In Fountain Valley, the Curriculum
Materials Center serves as such a storehouse and also provides a lab-
oratory where teachers can work with a staff of technicians and coordi-
nation.

The Center provides for in-service programs directed by the local
school district and universities, and for library services, "idea" book-
lets, and such audio-visual teaching aids as study prints, films and
filmstrips, transparencies, tapes, and records.

Our ultimate goal in Fountain Valley is to fashion a system that
will provide for its own continuous renewal. The educational team
must not only deal with the process of change but, in addition, must
answer the question of "change for what?" Our participation in the
National Education Association's Center for the Study of Instruction
will help to bring about further constructive rethinking of our program,
curriculum development, staff training, analysis of data, and strategies
for change.

Progress has to do with results--motives and intentions are the
business of abstract thought.



Source: Today's Education - NEA Journal, March, 1969. Reprinted
with permission from The Nationar-Comnq-ssion on Teacher Education
and Professional Standards, National Education Association.

EXPERIENCES WITH DIFFERENTIATED STAFFING

Donald Hair

In September 1968, a differentiated staffing plan was implemented
in two schools in Kansas City, MissouriAlthough this two-year ex-
perimental program will undoubtedly require considerable modification,
it does initiate a pattern of staffing that attempts to give teachers the
chance to advance in status and salary and yet remain in teaching.

To establish this program, we examined the kinds of tasks to be
performed in the operation of an elementary school or a junior high

school. The next step was to determine the different job categories
by grouping these tasks. In defining job classifications, we were care-
ful to consider items such as the following:

Instructional tasks to be assigned to a particular job category
Responsibility for coordinating a level or an area
Re.ponsibility for prescribing materials and techniques of instruc-

tion
Special competencies required
Responsibility for preparation of materials
Opportunity for creativity
Length of the work day and/or work year

We arrived at the following job classifications: coordinating instruc
tor, senior instructor, instructor, associate instructor, intern, studei
teacher, paraprofessional, clerk. Certificated personnel fill all of the
instructor categories.

To use the elementary school as an example, the following distribu
tion of personnel has been provided: 3 coordinating instructors, 7 seni
instructors, 18 instructors, 4 associate instructors, 4 interns, 8 stud
teachers, 8 paraprofessionals, and 3 clerks.

All four instructor classifications are involved in the instructional
process. The descriptions that follow are considerably abbreviated,
but they do indicate some of the ways in which the classifications are
differentiated.

The coordinating instructor coordinates the activities in a broad
segment of theEurriculurri;=inervises the ordering and distribution of

instructional materials; teaches demonstration classes on occasion;
investigates and initiates curriculum innovations; plans evaluation of
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his segment of the instructional program; plays a key role in the devel-opment and implementation of in-service education activities.
The senior instructor serves as a team leader; is responsib. ? forschedulii long-range activities; exerts leadership in asubject field or a grade level; diagnoses and prescribes for needs ofpupils; supervises training of student teachers.
The instructor participates on the team as a full-time teacher; isresponsrEWTO-TiTrge-group presentations in his field of specialization;works with individual pupils and small groups of pupils in enrichmentand development activities.

The associate instructor teaches part-time; participates in teachingas assigr instructor; participates in the implementationof plans and schedules developed by the team.
The intern contributes to the teaching team in his field of instruction ;participates in teacher activities as defined by the coordinating instruc-tor; follows a course of acticn planned with the college or universitywith which he is affiliated.

The student teacher observes and participates in teaching activitiesas prescribed by the sernor instructor; follows activities consistentwith the purposes of student teaching as agreed upon with the teachertraining institution.

The paraprofessional, who is a full-time or part-tirne member ofthe staf sir-wrg77nTEvement of children; takes daily attendance;prepares instructional materials as directed; operates machines as re-quired.

Every facet of a school district operation ought to contribute to theimprovement of learning opportunities for boys and girls. This newpattern of staffing should help the Kansas City schools to reach thatobjective by attracting competent teachers in the first place; by retain-ing them; and by using differentiated assignments to make the best useof talent. It should help to attract and hold men teachers in the elernen-tary schools.

The Kansas City plan requires no prescribed number of years ofexperience at one level for advancement to another classification.Teachers are protected by the continuing contract law of Missouri, buta senior instructor or a coordinating instructor has no guarantee thathe will occupy that same position next year.

Problems are bound to arise with this new staffing plan, and itwill take time for people to learn to function in new roles. However,if schools like these can help to provide more professional opportuni-ties, a brighter future may be in prospect for the career teacher.
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Source: Today's Education - NEA Journal, March, 1969. Reprinted
with permission from the National Commission on Teacher Education
and Professional Standards, National Education Association.

THE WAY IT LOOKS TO A CLASSROOM TEACHER
Charles E. Olson

I believe that Differentiated Teaching Assignments (DTA) is a work-
able arrangement that, carefully tailored for individual situations,
could allow many school systems to get the fullest benefit from their
teacher& talents.

DTA could serve as a means of giving outstanding educators who
are actually involved in the process of classroom education an earning
power equal to or greater than that of supervisory or administrative
personnel. Thus, under DTA, instead of having to turn to administra-
tion in order to advance financially, teachers who have the ability to
provide excellent learning experiences for children as well as the ability
to help less expert teachers could earn more money while remaining in
teaching.

I do not believe that DTA is merely a back-door approach to merit
pay. Under merit pay plans, certain teachers receive more pay than
others whose responsibilities and work loads are the same. With DTA,
on the other hand, teachers could conceivably receive more money as
recompense for additional responsibility, longer working hours, and
less vacation time.

Although a good DTA plan is not a plan for merit pay, a school sys-
tem adopting DTA needs to take precautions ag,ainst its deteriorating
into one. To avoid the possibilitr of preferentlal treatment, the system
shotild establish and observe detailed job descriptions. Teachers who
are paid more must earn more. No DTA plan should guarantee that
teachers in the upper levels of job classification will be in the same
jobs the following year. The inclusion of teachers in committees charged
with selecting and reevaluating upper-echelon teachers can be one safe-
guard against having DTA become merit pay.

I have asked myself if DTA, with its senior teachers or coordinating
teachers, does not put emphasis on the personnel who are not teachers.
I believe that the answer is no. The primary goal of DTA is to improve
the quality of instruction by placing the most competent teachers in the
most responsible positions.

One extremely attractive feature of DTA is that it allows all mem-
bers of the teaching staff to have classroom contact. All members are
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able to keep abreast of current thinking and practices. X believe thathaving regularly scheduled classroom contacts will make coordinatinginstructors better organizers and better resource persons.
One of my gravest concerns about DTA is that a school systemmight inaugurate it without proper preparation. In order to precludeprofessional jealousies, a great deal of explanation of the reasons forchanges in staffing and procedures should pave the way for DTA.
DTA would ha ve to be adapted to fit each individual school system.Educational goals and philosophies would need redefinition. Then,after at least a year of intensive study, DTA would be negotiated throughthe local teachers association.
In a system contemplating the adoption of DTA the local teachersassociation should first form a committee of teachers and administra-tive staff to work with the school board to develop policies regardingsuch pressing problems as leave, working conditions, teacher compet-ence, and salaries. DTA will not solve these problems. Indeed, ifthey are not solved before its adoption, DTA might aggravate them.
DTA is most workable in a school system that is willing to pay theclassroom teacher a better than average salary. If DTA is used to up-grade only a few teachers' salaries and the rest are forgotten, it willnot accomplish much in the way of change. For the school system thatis properly geared, however, I believe that DTA has much to offer.
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Source! Tocay's Education - NEA Journal, March, 1969. Reprinted
with permissf&n from the National Commission on Teacher Education
and Professional Standards, National Education Association.

ACT VIEWPOINTS

Association of Classroom Teachers, NEA

Advantages of Differentiated Teaching A signments for Classroom
Teachers

Differentiated teaching assignments for classroom teachers appear
to providethrough a program responsive to the interests, abilities,
and needs of the individual learnera more meaningful educational
experience and a climate favorable to the development of each child to
his potential.

By fostering good teaching techniques, such as flexible assignments,
modular scheduling, matching of instructional resources with learners'
needs, individualized learning experiences, and a clinical approach
to meeting students' needs, differentiated teaching assignments for
classroom teachers should provide effective education.

Zifferentiated teaching assignments should provide for more effec-
tive use of human resources by doing the following:

Recognizing the individual differences of teachers; allowing class-
room teachers to assume responsibility and initiative commensurate
with their interests, talents, and abilities; providing a climate that
enables teachers to identify their personal strengths and weaknesses
and to develop new areas of competence and interest; involving the
teacher in decision making on curriculum planning, teaching methods,
utilization of time, and development of relevant in-service education
programs; establishing a climate that fosters creative involvement of
staff and greater opportunity for learners; creating a team approach to
education, based on the concept that the development, implementation,
and evaluation of the total educational program is the ongoing responsi-
bility of the entire staff and that this responsibility includes taking part
in the initial selection, retention, and assignment of other team mem-
bers.

Differentiated teaching assignments for classroom teachers should
provide opportunity for interaction among all persons involved.

Drawbacks of Differentiated Teaching Assign e ts for Classroom
Teachers

People who are committed to change sometimes have a tendency
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to move too quickly. In so doing, they may fail to involve all con-cernedespecially classroom teachers, the local association, and thecommunity-- and attempt to change classroom teachers without recog-nizing the need for comparable changes at other levels of the educationalhierarchy. Differentiated staffing cannot succeed if the roles of ad-ministrators do not change at the same time that the roles of the class-room teachers change.

Allocated funds may be insufficient to do an adequate job of planning,implementing, and maintaining a satisfactory program of differentiatedteaching assignments for classroom teachers.
In general, neither teachers nor administrators are prepared tooperate--in terms of methods of instruction and administrationwithinthe new framework required for differentiated teaching assignments.
Much of the current literature on differentiated staffing raisesquestions in the minds of classroom teachers that are not easily an-swered. Some articles, for example, imply that differentiated staffingis the answer to the current educational crisis, although investigationshows that many of the so-called successful programs are only inexperimental stagesperhaps not even off the drawing board.
Other articles promote differentiated teaching assignments forclassroom teachers on the basis of what it will do for classroom teach-ers rather than on the basis of its potential for improving the educa-tional opportunities of students. One reads that differentiated teachingassignments will provide career incentives for classroom teachers,will attract and retain outstanding teachers in the profession, will givethe "good" teacher an opportunity to stay in the classroom rather thanto have to move into administration for advancement, and will bringadded prestige to the teacher. Classroom teachers seriously questionthese claims and ask, "Where is the proof?"

Some articles contain statements about differentiated staffing thatare contradictory or incompatible. A paper may claim that teacherswill receive increased pay based on increased responsibility and else-where state that teachers will receive increased pay based on evalua-tion of their competence. (The latter concept is.interpreted as a back-door approach to an old issuemerit rating--and classroom teachersresist it. The former concept is more readily acceptable).
Another document may state that a differentiated teaching plan doesnot create a new hierarchy within the educational system and then pro-ceed to describe a pay system that implies that differentiated staffingdoes indeed create a new hierarchy.

Still another article may imply that teaching and the person whoteaches are of paramount importance in education, but the accompany-ing salary schedule provides pay in reverse proportion to the timespent with students.
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Teachers fear that a staffing pattern of differentiated teaching as-
signments may be used as a means of cutting school budgets by paying
higher salaries to the few teachers who reach the top bracket (evidence
indicates that usually these positions are limited in number) and lower
salaries tt, the vast majority of teachers. This, in turn, raises the
question: Is there any validity to the claim that differentiated staffing
will help attract capable persons to the teaching profession?

Unresolved Issues

IS the actual teaching process as important as the planning and
other supportive tasks related and essential to teaching? What are
or will be the criteria for judging the relative importance of the various
teaching roles?

Can differentiated staffing be accomplished only by establishing a
new hierarchy? Is there not a system by which different personnel
assume different roles at different times? Might not horizontal rather
than only vertical movement for the teacher or a plan of rotating assign-
ments be equally effective?

Is a good teacher necessarily a good coordinating teacher or a good
curriculum planner or a good learning analyst? Might not one teacher
be best equipped to be the coordinating teacher in one area but perform
as a regular staff teacher in another area?

Will differentiated staffing foster greater solidarity among teachers,
or will specialization and differentiation be a divisive factor?

If teaching is the primary function of the teacher, and since the
teacher's status is related to his degree of remuneration, can any plan
be successful if it is implemented on the basis of the hierarchy
described in most differentiated staffing plans?

Are the various assignments in differentiated teaching so special-
ized that they fall automatically into a hierarchical pattern? Cannot
certain tasks conceivably be performed by certain teachers under cer-
tain conditions but by other teachers under other conditions? If one
accepts the premise that each individual has both strengths and weak-
nesses, does a hierarchical system maximize strengths and minimize
weaknesses?

Responsibilities of the Professional Associations

The professional associations have both a right and an obligation
to provide leadership in bringing about changes that will make educa-
tion relevant to today's society. It follows, therefore, that the assoc-
iations have important responsibilities if patterns of differentiated
teaching assignments for classroom teachers are to be put to a test.

Perhaps the greatest responsibility falls on the local association.
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The local must--
Establish its right to negotiate for teachers on all matters, related

to staffing, assignments, transfer, curriculum, and teachers' salaries,
so that it is assured of involvement in the development and implementa-
tion of any program of differentiated staffing.

Be ready and willing to serve as a partner in exploring new ap-proaches to education, including a plan of differentiated teaching assign-
ments.

Plan and implement a program designed to alert and motivate
classroom teachers to become informed, to take the initiative in edu-
cational innovation, and to be full-fledges partners in any program
designed to bring about changes in the local school system, but at the
same time assume that all such programs will be experimental until
such time as experience validates the worth of the innovation.

The state and national education associations and the state and
national associations of classroom teachers must--

Accumulate data and serve as clearinghouses for information.

Make available a variety of models of differentiated staffing and a
procedure for developing salary schedules.

Recommend a framework within which state and local associations
can develop specific procedures.

Provide consultative service.

Reevaluate their positions on standards of certification; salary
schedules; class size; and role definitions.

Become more directly inyolved in programs of teacher education
and preparation by conducting comprehensive surveys of present pro-
grams, by establishing criteria for evaluation of these programs, and
by proposing new directions.

identify the need for state and national legislation and initiate le
islative action that seems desirable.
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Source: Today's Education - NEA Journal, March, 1969. Reprinted
with permission rom t e Nationa ommission on Teacher Education
and Professional Standards, National Education Association.

CAST OFF THE BOWLINE!
Alvin P. Lierheimer

Differentiated staffing and performance assessment seem to this
director of teacher educaHon and certification to offer a chance to cast
off the line that has kept the certification sloop circling its mooring for
years. How disheartening it wouid be to tighten lines of this promising
development through certification requirements and the copycat train-
ing programs that mimic those requirements in the colleges!

As schools have come to recognize the complexity and unmanage-
ability of the traditional teaching assignment, they have developed num-
erous examples of variations in teaching roles. These examples, as
well as logic itself, reinforce the need to identify behaviorally the roles
that teachers and other personnel fulfill. But to determine whether the
objectives of the differentiated roles are being met, we turn to perform-
ance assessment, a companion piece to differentiated teaching tasks.
It is a necessary ingredient in the analysis of teaching roles and the
demonstration of the need for both horizontal and vertical distinctions
among teaching personnel.

As a school staff recognizes, defines, and fulfills ditierentiated
roles, the students, the community, and the teachers themselves all
benefit. Students profit if people specially qualified to meet their parti-
cular needs manage their learning. The community profits from a
differentiation of teaching roles because new sources of talent can be-
come available--persons with specialized aptitudes but without full
preparation for teaching. School personnel gain job satisfaction in per-
forming at a level and in a role in keeping with their desires and talents.

The very newness and flexibility implicit in the notion of differenti-
ated staff make it imperative to permit the freest possible experimenta-
tion with the varied use of school personnel and at the same time to
refine the techniques used to appraise their achievement. Both devel-
opments call for a reexamination and restatement of educational objec-
tives.

The school and college working as a combine to prepare people to
worh with children must decide first of all what, in behavioral terms,
they are trying to achieve and whether or not differentiating the staff
will have an effect on their goal. Once the objectives have been agreed
on, schools and colleges willing and able to try new approaches should
be in a position to describe the nature of a differentiated staff and the
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best way to prepare for its development.
At present, the education profession can see more problems thansolutions on the horizon. For example, if independent study for stu-dents promotes enterprise and maturity, how do you.prepare teachers tofoster individualized learning? How are technological and curriculardevelopments articulated for maximum educational benefit? What arethe characteristics of a teacher who can promote learning in ghettoschools? What are alternate routes to teaching and related new careersfor persons with demonstrated sensitivity and competence but withoutformal preparation? In light of administrative complexities and thedepersonalization inherent in technology, how can persons who workwith children respond more creatively to their needs and those of theworld they live in?

Finding the answers for questions like these is no simple task.
In our present adolesceat state, the systems analysis required foran examination of all the factors involved in reaching decisions aboutstaffing must be on a scale small enough to be manageable. Schools,colleges, and community agencies must be encouraged to work outanswers for testing possible solutions with state help. But enactingrestrictive certification requirements won't provide that help.
Cerfflication must be kept as flexible as possible in order to ac-commodate all persons with the ability to intervene creatively in thelives of studentsto make a difference in the way students behave. Ad-mission to a differentiated role needs to be handled at a point close tothe individual being certified rather than at the state level. Thereshould be a movement toward local decision making and self-control,with more supportive assistance from the state. This movement shouldinclude the determination of professional performance in behavioralterms, so that useful judgments can be made. Such judgments will in-volve teachers, administrators, and college personnel in setting uproles for staff members that permit dealing effectively with statededucational objectives.

Certification should reflect our best current understanding of theeducation process. As those closer to the individual are empowered tocertify, licensure or certification will become, as it should, a state-ment to the public that a teacher can indeed lead students to learn anddevelop better than they would without such guidance. Such an attesta-tion must be made by an informed person after observing the candidateteaching in a situation where the task and the objectives have been de-fined and the performance is evaluated in terms of predetermined goals.
The breadth and complexity of the instructional task exceed thecapacity of a single individual. As the jobs to be done are systematical-ly differentiated and made more manageable, the possibility for certi-ficating an individual's competence to perform the task becomes moremanageable and more realistic. If we succeed in adapting teacher
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preparation and certification to our best understanding of human char-
acter and need, the achievement will be a guarantee of vitality to the
entire education enterprise.
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Reprinted with permission from the National Commission on TeacherEducation and Professional Standards, National Fducation Association,Washington, ID. C.: Copyright, March, 1969.

DIFFERENTIATED STAFFING: EXPECTATIONS AND PITFALLS
Don Barbee

Differentiated school staffing is a concept of organization that seeksto make better use of educational personnel. Teachers and other edu-cators assume different responsibilities based on carefully prepareddefinitions of the many teaching functions. The differential assignmentof educational personnel goes beyond traditional staff allocations basedon common subject matter distinctions and grade-level arrangementsand seeks new ways of analyzing essential teaching tasks and creativemeans for implementing new educational roles.
It is recognized that man has yet to devise a philosophical system,organizational scheme, or procedural method which is without limita-tions or possible deficiencies. The concept of differentiated staffing isno exception. To be aware of potential problems and to anticipate meansfor avoiding or minimizing them is not only realistic but very likely es-sential to the ultimate success of any creative effort to implement sucha concept. Therefore, factors that should be considered in planning andoperating a differentiated staffing program are examined in this paper.

Fadism

Prior experience has shown repeatedly that change for "fad's sake"is an unworthy alternative which ultimately detracts from bonafide pro-fessional efforts. tt is important that the basic intent and characteris-tics of differentiated staffing be understood at the outset and implement-ed in fact. Occasionally, educational innovations have been adopted inname but not in practice. For example, the team-teaching concept insome instances has been endorsed in principle but not in practice. Es-pecially has this been true where large and small groups were designedas distinct teaching units but taught as though they were the same.
The rationale for differentiated staffing is attractive, but it shouldnot be sold as a panacea. Rather, it should be presented as a promisingapproach for dealing with needed changes in education. There is rela-tively little prior experience upon which to rely, and new ventures mustbe candidly considered and implemented, then given adequate opporhm-ity for development and evaluation.
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Economizing

Greater teaching efficiency, an objective of differentiated staffing,
may be equated erroneously with increased economy. For instance, the
use of teacher aides in lieu of professionally trained teachers may be a
tempting way to sell a differentiated staffing program. Although dif-
ferentiated staffing does expect to taake more effective use of teaching
personnel, there is no evidence to suggest that this can be achieved by
decreasing expenditures.

One safeguard against financial exploitation of teacher aides is to
clearly define professional and nonprofessional tasks and see that alloca-
tion and performance of assignments are consistent with the preparation,
experience, and competence of the personnel. Professional staff mem-
bers working with aides should share the responsibility for seeing that
the aides fulfill their proper functions.

TA Syndrome

The use of teaching assistants (TA's) in colleges and universities is
one illustration of the limited use of staff differentiation. The premise
upon which teaching assistantships are predicated is most commendable,
but questionable modifications have been made in its application. _On
some campuses TA's have become a major source of instructional per-
sonnel instead of serving as assistants to teachers. Similarly, in the
elementary and secondary schools we occasionally find that student
teachers and beginning teachers are given assignments which are not_
commensuratewith their training and experience. Already some differ-
entiated staffing proposals have anticipated using paraprofessionals as
teacher substitutes in lieu of certified professional personnel. This
problem is accentuated by the prevailing tendency for skilled instructors
to move out of basic teaching situations to become involved in such ancil-
lary activities as planning, coordinating, supervising, and directing.

It is possible, then, that by using the services of auxiliary person-
nel, teachers might become more remote from pupils and less involved
in their problems and lives. Teachers will have to make a definite ef-
fort to avoid this pitfall. Teachers who have the help of auxiliary per-_
sonnel should capitalize instead on the opportunity to work more closely
with students as they take advantage of the assistance and ideas of their
aides.

Status Hiatus

A differentiated staffing arrangement that incorporates a hierarchy
of levels carries with it the possibility for status "discrepancies." Most
administrators will recall a change of attitude experienced (in ;,liemselves
and on the part of others) when moving from the role of teacher to the
role of administrator. It might be described as the feeling that one is
no longer a part of the same peer group, that is, "You're on the other
side now." Differentiated staffing has the potential for minimizing the
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effects of this phenomenon, but at the same time it should be recognizedthat additional status levels may provide more opportumity for undesir-able hierarchical distinctions to be made. Where position and title areoveremphasized, where prerogatives of "office" are abused, and whererespect of one's colleagues is derived from position rather than perform-ance, professional relations will be unnecessarily encumbered and vital,everyday communication, with its essential flow of ideas, could be ser-iously impeded. The members of a differentiated staff who function inprime roles of responsibility have a particular obligation to minimizethe distinction of rank and to help set a tone of openness, for creativeideas are not limited to categories of hierarchy.
Personality Conflicts

Differentiated staffing assumes new role definitions which will ef-fect new interpersonal relationships and presents the possibility ofpersonality differences. Especially will this be true in group or teamarrangements. Personality differences are not so much pitfalls to beavoided as problems to be expected. Although reasonable efforts shouldbe made to eliminate needless conflicts, it is perhaps more importantto anticipate that differences will occur (even in the most compatiblegroups) and be prepared to cope with them as they arise. It is conceiv-able that educational institutions have done too much in the past to avoiddifferencesdifferences ir opinion, race, sex, teaching styles--andnot made enough effort to cope with apparent incompatibilities.
Solutions to conflicts that arise within or between differentiatedstaff groups are difficult enough to prescribe in concrete situations letalone in the abstract. It seems evident, however, that some things aboutconflict resolutions can be learned and that some expertise does exist.Sensitivity groups of various types have proved helpful in certain cases;psychologists who specialize in group interaction have been valuableconsultants; practicing school administrators often have considerableinsight for dealing with conflict that can be shared profitably with mem-bers of differentiated staffs.

Teachers have recognized in recent years that students need to bereassigned from time to time (for a variety of reasons), and it is likelythat teachers may want to exercise this option more frequently for them-selves when other means for resolving personality differences are un-successful. As a further observation, it seems essential that differenti-ated staffing arrangements include options for teachers to function intraditional self-contained classrooms. The concept of differentiatedstaffing should not be expected to provide the ultimate for every teacher.
Overspecialization

Early studies of business and industry during the scientific-manage-ment era suggested that increased specialization would contribute direct-ly and automatically to increased productivity. The subsequent boredomand job alienation that resulted from overlooking the dynamics of Inman
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personality have only recently been partially alleviated by automation
and job redefinition. Extensive differentiation of teaching staffs via
job assignments which are highly definitive or specialized has the poten-
tial for restricting perspective, inhibiting individual initiative, and
dampening enthusiasm for learning experiences.

The assignment of staff should not only allow but encourage members
to go beyond an assigned sphere of operation. A social science special-
ist may be able to make important contributions to a reading program.
A skilled lecturer may effectively spend time on remedial work with
small groups. A kindergarten teacher may have much to offer a group
of teenagers. A teacher aide may have a flair for coordinating certain
staff activities. While new role definitions are vital to the differentiated
staff concept, definitions should not become operational stratjackets.
All members of the differentiated staff should have the opportunity to
develop their individuality along lines which are beneficial to both stu-
dents and staff.

Delimiting Decisions

Differentiated staffing assumes a more sophisticated delineation of
teaching tasks and higher levels of performance. It is vital that the
potential assets of differentiated staffing are not dissipated by needless
prescriptions and lack of opportunity to contribute to decision-making
processes. Again, studies in business and industry have shown that
bureaucratic expansion of structure tends to narrow decision-making
opportunities of workers and push decision making into higher levels
of an organization. It is essential that differentiated staffing programs
avoid bureaucratic tendencies and stress the unique characteristics
of professionalism.

A professional organization, in contrast to an industrial bureaucracy,
should function to increase the decision-making opportunities of all of
its members. Staff members should be involved in those decisions that
immediately or ultimately affect them. It is only logical to assume
that a high level of involvement in relevant decision-making activities
will significantly enhance a person's job satisfaction, productivity, and
sense of self-realization.

In summary, this discussion of expectations and potential pitfalls of
differentiated staffing was not meant to be comprehensive or to depreci-
ate the proposed concept. The need for more effective educational pro-
grams is paramount, and the differentiated staffing idea represents an
important, though qualified, approach to developing better teaching. It
has much in common with the prevailing educational climate in which the
classroom teacher is beginning to assert himself and assume a fuller
role as an individual, a professional, and a member of society. Dif-
ferentiated staffing, then, appears to be a viable idea that warrants ex-
ploration and testing as long as improvement in the quality of the learn-
ing situation for students remains the ultimate focal point.

170

Pfc.1



Reprinted with permission from the American Federa ion of Teachers,
Washington, D. C.: Copyright, April, 1969.

SEVERAL EDUCATORS' CURE FOR THE COMMON COLD,
AMONG OTHER THINGS

or
One Unionist View of Staff Differentiation

Robert D. Bhaerman

Actually I could have called this article "LSD, Educator's Style".
The "L" would have stood for Lionizing, for that is precisely what so
many fellow educators have done with the concept of staff differentiation.
tt I/ would have been appropriate too, since the theory currently is
riding "high" in a few relatively small communities in urban America,
one southern state, and on several college campuses stretching from
Stanford to Massachusetts.

In spite of the rumblings which have been made in a comparatively
short time, relatively little has been written on this topic. What has,
however, is extremely provocative. The concept is a stimulating one,
one which has a good deal going for it. Unfortunately, most differenti-
ated staffing models create more problems than they were intended to
resolve.

Some of the more positive goals of differentiated staffing are legi-
timate, for example:

- it provides a setting in which personnel can complement each
other...and they should;

- it provides a way for teachers to learn to teach, on the job...an
excellent idea

- it makes possible a wider variety of career patterns...note
patterns, not ladder. Incidentally, Bruce Eckman, the current
president of the Association of Classroom Teachers said, "They
ought to take that ladder and lay it on its side." Not a bad idea.

Differentiated staffing does not reward all qualified teachers who seek
a vancemen

Only a limited number of positions are available for teacher promotions.
If teachers in upper levels remain in their positions, teachers below
them hierarchically, no matter how interested or how qualified, cannot
be promoted. The only opportunity for advancement for members of
lower echelons would be to move out of the system or into administra-
tion.
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Most critics of differentiated staffing believe that educational im-
provement must begin with less grandiose schemes and that real im-
provement must be based upon applying greater resources to solve the
problems we are equipped to solve. It does not begin by diffusing tax
money on solutions which intensify rather than eliminate existing prob-
lems.

But I will leave the main debate to others in order to concentrate on
an issue which, for some reason, seems strangely missing from the
past debate. I will focus attention on what I believe is the heart of the
matter. The basic assumption of differentiated staffing is embodied in
the statement made by several writers on this topic, namely, that there
should be various levels of responsibility and that the more difficult the
responsibility, the greater the compensation. The distinguishing feature
in gauging responsibility and compensation would be the specialty of the
teaching task. This assumption is at the root of the problem and is, no
doubt, the most unacceptable thesis of differentiated staffing.

To begin, I raise this question: Who is the most _important person_in
accomplishing a mission over Vietnamthe pilot, the navigator, or the
bombardier? Without each one performing his unique role, the mission
is aborted. Now these three may play a more significant role than the
stewardess - if one goes along on these kinds of flights( a para-profes-
sional?), but frankly I find it impossible to judge which one carries the
most difficult responsibility. In other words, we can elaborate various'
teacher responsibilities to our heart's content judging their relative
importance is not so easy.

Who is most important in a symphony orchestra: the first violinist;
the cellist; tympanist; -- in teaching: the curriculum developer, the
applier of research, or the classroom instructor; -- the pilot, the
navigator, the bombardier? Herbert Spencer, on the question "What
knowledge is of Most Worth?" (Education: Intellectual, Moral and
Physical; London: G. Manwaring, 1861, pp.-7-9), wrote:

Our first step must obviously be to classify, in the
order of their importance, the leading kinds of activity
which constitute human life. They may he naturally
arranged into: 1. those activities which directly
minister to self-preservation; 2. those activities
which, by securing the necessaries of life, indirectly
minister to self-preservation; 3. those activities
which have for their end the rearing and discipline
of offspring; 4. those activities which are involved
in the maintenance of proper social and political
relations; 5. those miscellaneous activities which
fill up the leisure part of life, devoted to the grati-
fication of the tastes and feelings.
That these stand in something like their true order
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of subordination, it needs no long consideration to show.

I believe it is not as simple as all that. While this is not the place
for entry into a philosophic discussion of self-preservation. I quote
Spencer because I feel that to determine the true order of subordination
for teaching roles takes somewhat longer consideration than we have
given it up to now.

John Dewey also had something to say on this topic. (John Dewey,
Democracy and Education; New York: The Macmillan Company, 1916,
pp. 279-280.):

We cannot establish a hierarchy of values among studies.
It is futile to attempt to arrange them in an order, begin-
ning with one having least worth and going on to that of
maximum value. Insofar as it marks a characteristic
enrichment of life, its worth is intrinsic or incomparable.
Since education is not a means to living, but is identical
with the operation of living a life which is fruitful and
inherently significant, the only ultimate value which can
be set up is just the process of living itself. And this not
an end to which studies and activities are subordinate
means; it is the whole of which. they are ingredients....

I would add this thought: the process of teaching is the whole of
which there are many irreplaceable and incomparable ingredients. I
believe the value scheme of a number of fellow educators--in regard to
teaching, to developing curriculum, and to applying researchis really
misconceived. I personally find it impossible to judge the most impor-
tant among those tasks; none is of lesser or greater value than any
other.

Incidentally, Ernest Bayles also bad something worthwhile to say
about relativistic value-theory in Democratic Educational Theory
(1960), p. 103:

If I really like and want oysters, more than anything
else in the world, then indeed shall I be willing to trade
anything for oysters. U and when I find something
which I am not willing to trade for oysters, I have
found something which I value more highly than I do
oysters...There are times when oysters appear to
be worth much; there are others, possibly, when
we would be distressed to have them about. Thus,
values are taken to be humanly determined; a function
of time, place and person.

Categorizing teacher roles, like enjoying oysters, should not be re-
garded as a cosmic absolute. Which of three or four values outranks
the others will depend on which one is the better instrument for achieving
a given objective, e. g., growth of children, knowledge, and abilities.
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A hierarchy cannot be established so easily for that goal.

H. H. McAshan in a paper called "Differentiated Staffing: Questions
and Answers, suggested that careful study of the main ingredients of
differentiated staffing should be completed prior to its adaption and im-
plementation.

I am not certain that this has been done to any great degree. There-
fore, during the late winter of 1968, r conducted a pilot study on this
issue. I attempted to analyze the assumption upon which most differenti-
ated models rest, i. e., the hierarchy concept. I took what has been
described as the various roles and responsibilities of master teachers,
senior teachers, staff teachers, etc., and developed the following set
of directions:

Listed below are (x) statements which describe some of
the major roles and responsibilities of elementary and
secondary school classroom teachers, as described in
selected, current educational writings. The purpose of
this short pilot instrument is to determine the relative
degree of importance for each role, that is, in relation
to the others. While in some cases it may be difficult
to rank these statements in the order of importance, it
is essential to attempt to determine your opinion regarding
the level of importance which you ascribe to each task.
(They should be ranked from i to (x) with i being the "most
important function" and (x) berng relativelcr"least impor-
tant function", even though you may feel there i4 not
a great degree of difference between first and last.

I did not identify the pilot study as coming from the AFT because
I did not wish to inject any bias, one way or the other, into this survey.
Unfortunately, this may have occurred if it were so identified. (Note #1).
Four forms were developed so that I would be utilizing the exact language
and categories which have been used to describe the common differenti-
ated staffing patterns, e. g., form MS consisted of ten descriptive
statements utilizing the master-senior-staff teacher hierarchy language.
Form RC represented the teaching research-teaching curriculum-staff
teacher hierarchy. Form BM utilized McKenna's staffing concept, and
form AR utilized the four-level hierarchy resented by Allen and Ryan
in the November 1966 report, "A Perspective on the Education of Teach-
ers in California in 1980." (Note#2). The initial statistical analysis, a
frequency distribution, is revealing. I call the reader's attention to the
position of the staff teacher in forms MS, RC and AR, and to the cluster-
ing in form BM, which is not a hierarchical concept in and of itself as
are the other models. (Note #3).

I do not make any pretense that this was only a pilot survey and I
do not claim to draw any sweeping generalizations from the initial analy-
sis. Nevertheless, two questions came to mind as a result of the in-
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vestigation: (1) Are we certain that the hierarchical arrangement is bothphilosophically and empirically valid? (2) Have we followed McAshan'ssuggestion: Was careful study of the main ingredient completed prior toits adaptation and implementationin Temple City and elsewherecare-ful philosophical and careful empirical analysis?
If nothing else, perhaps this exploratory survey might provoke thekind of research which is needed before other communities committhemselves and their finances to the major restructuring of the profes-sion. A great deal more research must be done before such a commit-ment is made. This is not to say that restructuring is unnecessary. Ihope I have conveyed in this article the belief that concepts about teach-ing must be constantly scrutinized. The structure of the professionis not sacrosanct. I am merely offering the suggestion that changes inits structure should be based upon sound philosophic thinking and empir-ical analysis.

It is not difficult to see what the basic problem is, namely, theconfusion surrounding the question, "What is a teacher?" Dwight Allenof the University of Massachusetts describes the present staffing systemas "a teacher is a teacher is a teacher, He has stated that educatorsshould recognize individual differences in teaching tasks, just as theyattempt to do in students...and I certainly agree with him on this point.But, I believe the heart of the matter is not so much what you call teach-ing, but how you view it and, more importantly, how you treat it. Thatis to say, teaching will be less of a profession if we continue to treat itand support it in the substandard ways to which we have become accus-tomed.

Surely there must be a more realistic alternative to professionally
unsound hierarchical arrangements. Such an alternative would bebased on legitimate differentiation, for example, an arrangement based
upon differentiated assignments and tasks on a horizontal continuum:

a media
specialis t

r)lt OFESSIONAL TEACHERS

a specialist
in diagnosing

a specialist a good old
in instruc- fashioned "gen-
tional tech- eralist", a
niques renaissance

type, the kind
we need more
of

etc.

A teacher is not a teacher is not a teacher. Some are specialists,
some are generalMs; some are frircilitators of behavior development",some are "developers of talent and aptitudes", some are "identifiers of
talents," some are "liberal enlighteners", and others are "technologists
who administer basic skills and knowledges". But they all should be
expert in their areas. And, it seems to me, that with the aid of expert
supervision and in-service training, all teachers to some degree should
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be able to translate " theory into classroom possibilities". After all,
it is the staff teacher who is in the classroom all of the time, hence, it
is he who must translate theory into practice.

The questicn of the relationship of salaries to the hierarchical levels
must be considered. It would be ideal if we had the profound wisdom to
be able to distinguish teacher effectiveness-and pay accordingly. My
purpose is not to spell out how evaluation of competencies can be done.
Others are. I support the work of those scholars who are striving to
develop more reliable and valid devices. While r am concerned, obvious-
ly, with how evaluation is done technically, I am as much conerned with
when it d-one, by whom it is done, and the framework and spirit in
which it is done. (Incidentally, when the TEI5g people say, "Mvaluation
is a sticky business", everyone nods their heads in agreement. When
the AFT says it and tells why, all hell breaks loose.)

Nevertheless I am skeptical, for I believe we may never be able to
arrive at a workable consensus on values in this realm any easier than
we can in any other realm. Do we evaluate the "cognitive" effects of
teachers? the "affective" effects? both? This is a terrifying problem
which may never be resolved satisfactorily. The burden of proof is on
the researchers who are trying to develop the sophisticated instrument
for the measurement of competency. I wish them well in their efforts.
But for the time being, we are left with a choice: to pay teachers accord-
ing to the role they fulfill (who can judge priorities here?) or to pay
teachers according to their academic and experience background (realiz-
ing the inequities which may exist here). Until we have found a workabile
and justifiable alternative, the salary schedule concept as we know it
now is the only meaningful choice we have. If any salary schedule
changes are contemplated, perhaps we should consider the benefits of
one schedule for all school personnel: teachers and administrators.
Who is to say wliTEE is the most significant role? Remove one brick
from the base of a structure and it will collapse. Teaching is not
competitive; it is a cooperative and communal effort and so it should
remain. Not-ing must be injected to create divisiveness

In short, we should attack the problem at the source: if the majority
of teachers are not the most able or skillful, let us get to the root of
the problem by identifying, recruiting and developing the "raw mater-
ial" into truly first class personnel who are able teachers. Instead, we
concoct a hierarchy and create even more serious problems.

I believe that two positive prerequisites are necessary for the stabil-
ization of the teaching profession: (1) A reinforcement of the attitude
which I learned in my first education course = that teaching is coopera-
tive and fraternal effort, one which calls for solidarity among teachers.
While teachers may perform different roles in-fluxMed force should be
directed toward improving the status of children'sWning and of the
profession's well-being. (2) A demonstration of courage on the part
of both teachers and administrators to encounter the divisiveness evident
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in v rtical certification and vertical differentiation plans.

I reject those vertical plans and offer in their place the following
plan of my own to complement the two attitudinal requirements stated
above:

(1) A teacher certification arrangement in which the state would re-
quire superior college-level preparation for certification, provide for
expert supervision of beginning teachers for a period of at least three
years, and then remove itself from further certification activity. In
turn, local school systems would provide the stimulus, where needed,
to encourage teachers to continue their education for improved compe-
tence. Presently, in many states teacfiers must secure additional
college credit in order to continue the initial teaching certificate in
force or to make it "permanent". This practice involves a type of
coercion that does not lead to professional responsibility. The stamina
and the dedication to complete three or four years of successful teaching,
plus the optimum collegiate preparation necessary for regular initial
certification, should be sufficient grounds for extending a certificate.
The concept of certification as a dual-step process with continuing certi-
fication granted after a three-or four-year probationary period would
not lead to the divisiveness of the multi-level certification scheme.

(2) An inservice education arran
be obtai e y t ose w o wis

ement in which. specialization can
canan con nue pro e lona gro

e ac _ieve. y a rvA wever, inseice approac -s mus n6 se lore of
the same old things. They must be meaningful and significant and, to
as complete a degree as possible, they must be personalized and indivual-
ized. It is trite to say that teachers must be continuously alert to the
many new insights into educational theory, the learning process and
instructional technology. Teachers obviously must never stop growing
or they are dead. A way must be fottnd to assure this growth. The
question is not whether they do or whether they do not. It is: What is
the fairest, most4 mature, and most professional way to insure profes-
sional growth. Obsolescence of skills can be overcome without the re-
strictions imposed by rigid certification levels and forced renewal.

I believe an alternative to hierarchical staffing exists; I choose to
call it the Continuous Progress Alternative. Let me explain why.

One of the most meaningful statements dealing with individual dif-
ferences introduced the widely read book, The Non7Graded Elementary
School, by Goodlad and Anderson.

Greek mythology tells us of the cruel robber, Procrustes
(the stretcher). When travelers sought his house for shel-
t er, they were tied onto an iron bedstead. If the traveler
was shorter than the bed, Procrustes stretched him out
until he was the same length as the bed. If he was longer,
his limbs were chopped off to make him fit. Procrustes
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shaped both short and tall until the_ were equally
long and equally dead.

If personalized and individualized education makes sense for stu-
dents, the same principles should apply to teachers. If independent
study has proven valuable for students--and it has--it also should have
value for teachers. Total self-development for all teachers in signifi-
cant inservice programs is the alternative. Among other things, these
programs must include contractual arrangements for travel, books, and
materials for teachers, and structured and unstructured workshops and
institutes in which teachers would come to know such meaningful con-
cepts as interaction analysis, inquiry training, sensitivity training and
the like. In other words, we must develop teacher talent - as we do
student talent - not just "grade" it.

The alternative is based upon the idea of self-development, with
teachers diagnosing their own needs and establishing their own self-
growth programs, the basis of which, quite logically, would be self7
evaluation. Teachers would assess their own strengths and weaknesses
and establish their own self-improvement programs in a truly profes-
sional way.

I can accept evaluation of competencies, if by this one means self-
evaluation. I can accept the idea of a horizontally differentiated staff,
if we can be certain that no discrimination exists, financial or other-
wise. I can accept the challenge to overcome obsolescence of teaching
skills, but we must do this in the most professional way. To date, the
concept of continuous progress has been applied to public school children,
but not as an alternative for public school teachers.

Serious dilemmas call for far-reaching solutions, and I do not be-
lieve these goals are impractical. Granted, they call for a great amount
of self-discipline and maturity on the part of teachers and administra-
tors, but I think it can be done. Meaningful inservice education should
be the alternative to the hierarchical laelder. Teachers woW.d-remain

ou e career teac
e wor . i t ey were provi wit

sijni ican on- e-Jo. training c u provi e.

in t e pro ession, n I

pr
ers in t e meat sense o

grams se growt w ic
is is a pu lc tru

Let me illustrate further: When I was a teacher education advisor
in Pennsylvania, one of my chief responsibilities was to analyze pro-
grams under the approved program approach. In some cases, the
Bureau of Teacher Education suggested (gently) that certain programs
gradually be phased out. It may sound surprising, but the Department
of Public instruction never mandated that a program be dropped. The
approach for dropping programs was through mutual agreement between
the parties. When the college came to realize that a satisfactory job
was not being done in a specific program, it would be dropped. Mutual-
ly it was agreed that colleges would develop only those programs for
which they were reasonably strong. I view this as being analogous to
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the problems of staffing.

To illustrate: Utilizing sell-evaluation devices, teachers wouldbuild their owii self-development programs by identifying their own
strengths and weaknesses. If a certain weakness was glaring, the
teacher would agree not to teach in that area. For example, a history
teacher may be very weak in European history; he should teach solely
in the area of his strength, let us say American history, until the weak-
ness could be corrected. Realizing this, he would set up a self-study
program in which he would develop the knowledge to teach European
history. A few teachers might be asked to leave the profession, but
that decision would be mutually arrived at. It is my sincere belief, how-
ever that not that man teachers will be foun so aa-----r7c-711-H-T-E'r-igta ey

area. I one cannot wor wit childrenat a particular age level, per aps e can do better at another level. If
one cannot instruct well, perhaps he can diagnose well. Rather than be
dropped down the certification ladder, or dropped entirely, his career
goals should be mutually redirected.

could not k effec

I am reminded of a doctor whom I know who simply could not relate
to his patient. He had no bedside manner. He came to realize this
himself and, hence, spent additional time in his own training in order
to specialize as a radiologist. While he could not relate to patients, he
could relate to X-rays. Do not misunderstand: I am not suggesting that
we protect the incompetent. I am suggesting that teachers be treated as
human beings who can learn, grow, and change in their chosen career.
The important thing is that teachers be selected and recruited in ways
which provide as much as possible that the clearly incompetent person
would not be allowed to teach in the first place. Selection and recruit-
ment, too, are part of the Continuous Progress Alternative.

This alternative is built upon the idea of the professionalism ofteachers. It is built upon the concept that, although teachers may be
Performing different activities, they must be considered and must con-
sider themselves as teachers, whether they are program developers
or program implementers. We talk glibly about stressing cooperationamong students. Here is an opportunity to practice what we preachby stressing the same among teachers.

Sarah Lawrence College, for one, has shown that academic ranks
at the college level need not be identified or get in the way of a profes-
sor's work. This, too, is true, I feel for public school teachers. Each
teacher, no matter what else some people may call him, is performing
a vital and irreplaceable part of a broad scheme, namely, he provides
for children's learning. On one hand we must depart from the view of
a teacher as an isolated unit, but, on the other hand, we must not con-
ceive of teachers as lesser beings for not being higher up the ladder.

To summarize the Continuous Progress Alternative means:

179



- meaningful inservice programs contractually provided for.
personalized and individualized inservice education;
independent study;
travel;
purchase of professional books and materials;
meaningful workshops and institutes;
regularly established sabbaticals;
research into instructional problems;
staff-development laboratories for alalyz ng and solving in-
structional problems;
self- development;
self-evaluation;
self-improvement;
mutual agreement on teaching assignment;

- mutual agreement on the direction of self-development programs;
renewed concentration on selection;
renewed concentration on recruitment;
cooperation among teachers;
teachers and teaching as part of a coordinated effort

Many approaches are needed to resolve the problems of teacher
dropout and provi.sion of career incentives. Hierarchical plans of certi-

fication and staffing offer a thesis. We reject the divisiveness to which
they lead. Instead we must fashion a synthesis, a comprehensive pro-
gram of meaningful preservice and inservice education-- within the
framework of certification Listice for all teachers. The differenCiated
staffing concept is too simpre a solution for the many complex problems
of teacher selection, recruitment, retention, teacher education and
certification. Yet, it promises to do just about everything except cure
the common cold. Frankly, I think we can do better, not by focusing
on one narrow organizational pattern, but by attacking on many fronts
the many problems which face us. What we can do to resolve some of
these problems is only restricted by the limits of our imagination. The
hierarchy concept is an imaginative idea. But I doubt if it is the last
word or the best,

180



NOTES:
TMParticipants in The Pilot Survey: (146 total)
a. Elementary School Teachers (74)

Secondary School Teachers (52)
College Professors (13)
Administrators (7)

b. Age; 20 29 (70)
30 - 44 (47)
45 - 65 (20)
65 - over (1)

Male (58)
Female (75)

d. Members of professional
organizations:
NEA (86)
AFT (3)
AASA (4)
Others (misc.)

e. Type of Community
rural (22)
suburban (10)
urban (50)

(#2) Descri tive Items on Dif erentiated S a

Teaching_Research Associates:

brings constant flow of ideas emanating from research centers, univer-sities, etc.; introduces new concepts and ideas into the school.
establishes and maintains a continual program of research and evalua-tion in the areas of curriculum development and new methodologies.
works in developing curriculum which incorporates the latest research.

eachin Curri culuxn As sociates:

modifies national curriculum studies to meet local needs and localteacher proclivities.

develops new curriculum material which might become part of a district's educational program.
Staff Teache

plans daily for groups, meets individual needs, keeps classroom control,maintains pupil rapport, selects and organizes materials, and conferswith pupils and parents.

translates curriculum units and goals into highly teachable lesson plansand is responsible for carrying out these plans.
puts educational innovations into effect in the classroom and subjectsthem to the modifications which arise from day to day experience .

Master Teacher:
applies promising research-tested ideas to improve the school.
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feeds into the school a steady flow of relevant new practices and curricu-
lum content to keep the school abreast of the times,

shapes the curriculum, researches new instructional techniques and
investigates new modes of learning.

initiates research programs of a purely district interest among his col-

leagues.

Senior Teacher:

makes the concepts and goals of the curriculum explicit for a given

course or grade level.

evaluates critically pertinent research and from it selects those ideas,

practices, and principles that will contribute to the development of new

methods and new programs.

diagnoses learning problems and specializes in the relation of new
teaching strategies to needs of the learner.

McKenna's Model:

Teacher Technologist: Skill in administering basic skills and knowledges.

Liberal Enlightene Skill as a master presenter.

Identifi r of Talents: Skill in promoting exploration in broad fields.

Developer of Talents and Aptitudes: A skill for developing talent.

Facilitator of Attitude and Interpersonal Behavior Development: human

relations attitudes and skills.

12±112rzli's 1966 :

Curriculum associate-anticipator: Shapes curriculum. Gives direction

to what curriculum should be in the future and how subjects should be

related to each other.

Senior Teacher-conceptualizer: Makes explicit the concepts and goals

in each course or grade level.

Staff Teacher-illustrator: Translates units and goals into highly teach-
able lesson plans.

Associate Teacher-doer: Carries out the given plans.

182



(4
13

) M
as

te
r

T
ea

ch
erFO

R
M

 M
S'

St
af

f
T

ea
ch

erT
ab

ul
at

io
n 

of
 R

es
ul

ts
 o

f 
th

e

T
ea

ch
in

g 
C

ur
ri

cu
lu

m
A

ss
oc

ia
te

St
af

f
T

ea
ch

er

Pi
lo

t S
ur

ve
y 

on
 T

ea
ch

er
 R

ol
es

(f
re

qu
en

cy
 d

is
tm

bu
tio

ns
):

T
ea

ch
in

g 
R

es
ea

rc
h

A
ss

oc
ia

te
3-

--
,

oe
m

or
T

ea
ch

er
I 

-
2

6
25

I
-

6
0

27
2

-
5

10
18

2
-

8
1

24
3

-
9

9
15

3
-

14
4

15
4

-
7

14
12

4
-

14
11

8
5

-
10

11
.

10
5

-
16

11
6

6
-

16
14

3
6

-
14

12
7

7
-

12
11

10
.

7
-

18
7

8
8

-
18

13
.

3
8

-
9

20
4

9
-.

.
23

8
3

av
er

ag
e

4.
 8

9
5,

 9
7

3.
05

10
-

30
3.

0
av

er
ag

e
7.

 1
5

57
36

3
44

FO
R

M
 A

R
C

ur
ri

cu
lu

m
Se

ni
or

St
af

f
A

s 
so

ci
at

e
A

ss
oc

ia
te

T
ea

ch
er

T
ea

ch
er

T
ea

ch
er

1
-

11
13

6
6

2
-

7
12

12
5

3
-

5
9

14
8

4
-

13
2

4
17

av
er

ag
e

2.
71

5-
6

2.
 0

0
2.

 4
4

3.
 U

O
FO

 M
 B

M
Fa

ci
lit

at
or

 o
f

D
ev

el
op

er
 o

f
id

en
tif

ie
r 

of
L

ib
er

al
T

ea
ch

er
A

tti
tu

de
s

T
al

en
t

T
al

en
t

E
nl

ig
ht

en
er

T
ec

hn
ol

og
is

t
1 2 3 4 5

av
er

ag
e

-
7

-
5

- 
12

-
6

-
8

3
11

6 9 9

7 8 9 5

16
6 5 3 8

3 9 7

11
8

3.
 0

8
3.

26
2,

84
2.

50
3,

26



Reprinted with permission from Nation's Schools, June, 1970. Copyright

1970' McGraw-Hill Inc., Chicago. All rights reserved.

STRATEGIES FOR TEACHER DEPIOYMENT TAKE SHAPE

DIFFERENTIATED STAFFING

For educational trend watchers, the blue-ribbon candidate of the

70s hes arrived. Its name is Differentiated Staffing end it is being

carefully fed, watched and nurtured in an almost clinical environment.

What is differentiated staffing? There is no precise definition,

but it implies a restructuring and redeployment of teaching personnel

in a way that makes optimum use of their talents, interests, and commit-

ments, and affords them greater autonomy in determining their own pro-

fessional development. A fully differentiated staff includes classroom

teachers at various responsibility levels and pay--easigned on the basis

of training, competence, educational goals and difficulty of task--

subject specialists, special service personnel, administrative and/or

curriculum development personnel (who may also teach a percentage of the

time) and a greater number of subprofessionals and nonprofessionals,

such as teaching interns and teacher aides.

Differentiated staffing theorists assume three crucial benefits:

(1) teachers will have opportunities to pull themselves up a career lad-

der; (2) the good teachers can remain it the classroom instead of being

"kicked upstairs" into administration when a promotion is in order; (3)

all students will benefit from the new organization because there will

be more individualization of instruction.

Hard-line opponents see it es a grandiose subterfuge for implement,-

ing merit pay, encouraging faculty separation and divisiveness.

The answer to the merit pay objection, according to proponents, is

that, under differnntiated staffing, teachers are paid differently for

different responsibilities, as opposed to traditional Merit pay setups,

where people er.e paid differently because they ere judged to be per-

forming similar tasks at different quality levels.

Where it starts: One of the earliest differentiated staffing models

wee developed by Dr. Dwight Allen, dean of the University of Massachu-

setts' School of Education. It was presented to the California Board of

Education in 1966 and firat introduced it Temple City, California.

The Temple City progxam represents a stairstep, or hierarchical modal.
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Starting et the top and going down ere master teachers, senior teachers,
staff teachers, associate teachers, and three types of paraprofessionals--
teacher aides, resource center assistents, and leb assistants. Responsi-
bilities end salaries for these positions ere varied, though the staff
teacher and associate teacher are tenured.

Here is how the four basic positions at Temple City break down:

Associate Teachertypically, a beginning teacher who spends
most of his time it the classroom while simultaneously evaluating his
performance in conferences with 8 supervisor.

* Staff Teacher--has more experience end is assigned more difficult
responsibilities, including tutoriel sessions end small group instruction.
Additionally he works on new curriculums and supervises their field
testing.

. Senior Teacher--in addition to teaching, consults with associate
teachers, develops new teaching strategieS, sets up inservice training
programs, and develops resource banks for new instructional units,
including the use of media.

Master Teacher--has districtwide responsibilities in the appli-
cation of research to curriculum design. Teaches at least a part of
the time.

Two other early models are noteworthy. One a hierarchical arrange-
ment developed by Lloyd J. Trump, provided for teaching specialists,
staff specialists, a number of general aides, and community consultants
where needed. The other, the Head Start model (which evolved from the
federal program of the same name), was a "flatter" model that had only
two basic levels--a "lead" teacher without real authority and assistent
teachers who composed the bulk of the team. The "lead" teacher received
extra remuneration.

A major impetus for differentiated staffing appeared with passage
of the Education ProfeeSions DevelopMent Act of 1967, which set aside
federal funds for such experimentation.

One of the first districts to apply for EPDA money was Beaverton,
Oregon, now completing its first year of differentiated staffing et a
975-student high school. For next year, the district has applied for
funds to implement the program at the high schoel, a junior high, and
an elementary school. One new position developed in the Beaverton
prOgram is the "domain chairman" who supervises development of inter-
disciplinary curriculum and provides leadership in teaching processes.

The Floxlsks prodect: Unquestionably, the.most extensive proposal for
differentiated staffing is found in Florida, where in 1988, the state
legislature provided a mandate requestion the state department of educa-
tion to "develop and operete model projects of flexible staff organization
in oelected elementary and secondary schools based on differentiated
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TENURE

TENURE

NON.TENURE SALARY RANGE

=0,

$15,500-25,000

N0N-IENuRE

(W-61-47iTtrw
314,500-17,500

37,500-11,000

$6,500-9,000

3/5's Staff
Teaching
Responsibilities

2/5's Staff
Teaching
Responsibilities

EDUCATION AL TE:HNICI ANS

A four-level teacher hierarchy is the basis for the
differentiated staffing model being used at Temple
City, California. The associate teacher, a novice,
has a "learning schedule" and less demanding responsi-
bilities; the staff teacher has a full teaching load
end is aided by paraprofessionals; the senior teacher
is a "learning engineer," or methodolOglcal expert in
a subject; the master teacher is a scholar-research
specialist who translates research theory into class-
room possibilities.
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NOVENURE SALARY RANGE

This is the differentiated staffing model and salary
schedule developed in Florida. The first break into
research responsibility comes at the senior teacher
level, though the senior teacher will still spend
four-fifths of his time in the classroom. Personnel
at the two highest :;:evel positions will teach about
three-fifths of the time. Within the salary schedules,
each position from associate teacher on up has a range
of $1,500, divided into three yearly increments of
$500 each. The lower positions have a range of $1,000,
for division into four yearly increments of $250 each.
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levels of responsibility and compensation for services performed." As
a result, a compreheneive feasibility study was completed, along with a
plan that included role clarifications and cost analyses. Pilot projects
are now set to begin this fall in three CountiesDade (which includes
Miami), Leon and Sarasota.

The Florida model has more levels than the one at Temple City.
Starting from the top, there are: a teaching research specialist (equiva-
lent to the principal), teaching curriculum specialists, senior teachers,
staff teachers, associate teachers, assistant teachers, educational
technicians, and teacher aides. Each position has a different salary
range and certain educational requirements.

Though many local districts have certain aspects of differentiated
staffing (team teaching, flexible scheduling, etc.) already built into
their programs, it is reported that a substantial number are now consid-
ering fUll-blown programs. And the states of Wisconsin and Massachusetts
appear to be boosting the concept through changes in state certification
regulations.

Towbar resc4on: How do teachers feel about such proposals? The
Association of Clessroom Teachera, which has endorsed research on dif-
ferentiated staffing, conducted a conference of representative teachers
from all parts of the country to compile opinions. Conference partici-
pants cited these advantages:

Tho concept appears to provide a more meaningful educational ex-
perience and climate favorable to the development of each child.

It fosters good teaching techniques. such as flexible asaignments
modular scheduling, matching of instructional resources with learner
needs, individualised learng experiences, and a clinical approach to
meet student needs.

It provides for more effective use of human resources.

The opportunity is there for interaction among teachers, administra-
tors, teacher aides, parents, and the community.

On the other hand, they also foresaw some obstacles:

A tendency on the pert of some persona to sore too quickly. The
roles of administrators must change at the same pace as the roles of the
classroom teachers.

Insufficient funds for an adequate program.

Personnel not prepared to operate within the new framework.

The-tendency to bill differentiated staffing es a cure-all fez' edu-
cational ills,
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0A fear that assignments will be used as a means to cut school

budgets by paying higher salaries to a few teachers who reach top

brackets and lower salaries to the vast majority..

'Inadequate public relations and biased information programs.

It was admitted, however, that all thes "obstacles" can be over-

come by judicious planning.

One essential element cited, ironically, as an advantage by pro-

ponents and a disadvantage by critics is that teachers are generally

evaluated for higher positions by committees composed of their own

colleagues. This is fairer, say those in favor. It encourages conflict

among the faculty, say those opposed. The proof of the pudding, whatever

it is, has to be in the eating.

AdditiOnal points advocated for differentiated staffing are that it

allows retention of good teachers while offering incentive for advance-

ment; it offers the prospect of salaries equal to or greater than admin-

istrators at the higher stratification levels; it reduces the administra-

tor-teacher gap considerably; it adds prestige to teaching; and it

involves teachers more heavily in decision-making and planning.

Some have likened differentiated staffing in schools to the appli-

cation of systema management techniques used in industry. Others point

out that it is only a natural evolvement in improving the quality of

education. But its first champion, Dr. Allen, sees a simple gOal: to

compensate professional teachers at the same levels as other professional

persona in a community. He says: That goal is possible with differenti-

ated staffing."
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A. The Teacher and His Staff

Reprinted with permission from New York State Education, October,
1967. Copyright 1967.

THE TEACHER AND HIS STAFF
An NEA Report

Roy A. Edelfelt

The idea that several professionals and paraprofessionals will work
together in teaching youngsters promises a significant breakthrough for
improving the quality of elementary and secondary education. It also
heralds a revolution in the role of the teacher and in present concepts
of the teaching profession. It is timely that we seek breakthroughs and
revolution in education.

The job of the teac'3er has become unmanageable. The self-contained
teacher and the sell-contained classroom and the self-contained school
are obsolete. No single individual has the competence, energy, and
time to deal effectively with all the responsibilities assigned to one
teacher. No teacher can afford to operate in the isolated and insulated
fashion which has characterized many self-contained classrooms. No
school can remain vital and dynamic or up to date if its staff is out of
touch with the community and the rest of the educational world. A pro-
gressive, affluent society cannot tolerate or afford teachers or schools
which try to go it alone without the help and stimulation of colleagues.

As the demands of modern life have increased, as school curricula
have expanded, as instructional techniques have become more compli-
cated, as services offered by schools have been extended, teachers and
other school personnel have found the traditional concept of teaching
more and more unrealistic. Add to this the problems of a rapidly grow
ing school population and it is obvious that moving fast enough or far
enough in education to keep pace with other developments in society is
almost impossible.

The teacher who must remain alert to developments in his academic
field, keep up on innovations in teaching procedures, advise and consult
with extracurricular groups, conduct a homeroom, read and evaluate
student work, monitor lunchrooms, collect money or sell tickets for
schbol events, consult with guidance and personnel staff, work on cur-
riculum committees, chaperon school functions, confer with students
and parents, attend teachers meetings, participate in professional associ-
tion and learned society activities, advise school clubs, supervise stu-
dent teachers, and keep attendance and academic records while teaching
for a full day does not have time to do any of his jobs well.

rt is time to break with the past even though some will cry heresy.
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It is time to experiment and investigate new ways to utilize staff in
schools. New concepts of teacher roles need not sacrifice the impor-
tant elements of good edu,.:ation. There is no need, for example, to
abandon the notion that teachers should work closely enough with stu-
dents so that they know them well. Actually, differehtiated roles for
education personnel must be considered first in terms of value to the
learner. This criterion alone makes obvious the unmanageableness
of the teacher's task in today's school.

Because of the lack of time and energy to dream up new and effective
strategies for teaching, to find appropriate materials, to check the
success of instruction, to get to know students, to keep in touch with
parents and the community, and to evaluate the effectiveness of curricu-
lum, teaching often becomes dull and unexciting. Under such circum-
stances, teachers tend to follow the same course of study and pursue the
same teaching techniques year in and year out. They turn into robots,
and their approaches to teaching become shopworn and routine.

There has been little research on teacher fatigue, but most educa-
tors can testify that there comes a time in the new teacher's experience
when enthusiasm is dulled and energy sap;,,ed from trying to do all the
jobs in the school day. The teacher who survives slacks off; he paces
himself to get through a whole day in the elementary school or through
five class periods in the high school.

Parents with only a few children can identify with teachers by recal-
ling a rainy day at home or the fatigue of late August days when summer
vacations seem too long. Many of them admit to being "driven up the
wall" by too close and too long association with their few children. What,
then, is the plight of the teacher who faces at least twenty-five children
almost constantly for 180 days a year? Obviously, when teacher fatigue
is studied more closely, there will be additional evidence to support a
reorganization of teacher load and a new look at the roles and responsi-
bilities which teachers can manage effectively.

We have no choice but to re-examine the roles of teachers. Federal
programs, new technology, the introduction of more interns and aides in-
to the schools, new money, and more public support for education are
additional reasons why action is needed now.

The examination of teacher roles should take into consideration the
school both as it is and as it might become. There is evidence, for
example that the whole concept of the school is changing. It has, in
fact, already changed in its commitment--from a major emphasis on
intellectual pursuits and character building to an emphasis on a full
range of educational services. In schools which become education cen-
ters, these services will be expanded to run the gamut from child care,
health services, recreational guidance, and work-study programs to
sophisticated, scholarly activity. We can predict with surety that:
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1. The education center will attend to a much broader range ofthe growth and learning of its enrollees.
2. The recognition that there is more to learn than can possiblybe managed in school will cause re-evalt-ttion and reformation in cur-riculum.

3. The realization that knowledge can become obsolete will influencethe emphasis and value placed on what is learned.
4. The use and scheduling of time will be different--more diverseand more flexible.

5. The isolated, one-adult classroom will pass out of existence.
6. There will be more collaboration between and among teachersand a clearer recognition that teaching--in fact, the whole school pro-grammust be more of a team effort.
Changing or differentiating the role of the teacher and of other.edu-cation personnel will require a mammoth effort. Traditional ways ofdoing things are difficult to change because teachers, like other people,find security in established roles and routines. Changing and expandingthe traditional concept of one teacher ministering to all children to asystem which involves a cooperative effort by teachers, teacher aides,consultants, and other support personnel is the central focus of "TheTeacher and His Staff' concept.

Teachers recognize the need for more help. They understand thata modern school program must be extended beyond the "egg-crate" con-cept of the isolated teacher in the classroom. They know that bettereducational programs can be developed by appropriate collaborationof a variety of experts and generalists. For example, there is no ques-tion that the classroom teacher can operate more effectively when thereis a sensitive, skilled supervisor to provide constructive consultanthelp in a subject matter field or in guidance or psychological services,or that the teacher cn do a better job when he can plan and teach withanother teacher who is a respected, empathic colleague.
In addition to providing the plan and personnel for making,the teach-er's job more manageable, there must also be attention to school clim-ate. The climate must be open, objective, and supportive if teachersare to operate effectively. A proper climate should guarantee the teach-ers full partnership in the educational enterprise. Teachers must begiven the right and responsibility of a part in the decisions which altertheir roles and which establish plans for inservice training to preparethem for such roles.

Despite intellectual agreement about needed help and the present op-portunity to change existing conditions, there is fear and uncertainty.What new roles should teachers take? To what extent can these roles
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be differentiated? How can teachers be assigned to the roles for whichthey are best suited? Can teachers work together? How will it be towork with another professional or paraprofessional in the classroom?Will teacher aides be able to take over non-teaching jobs? To what ex-tent will auxiliary personnel infringe on the professional domain ofteachers? Should auxiliary personnel assume some professional dutiesunder the supervision of the teacher? What help can consultants and ad-ministrators provide? Will help and consultation by subordinates hepossible without domination? How will the efforts of all these peoplebe coordinated? Who will be in charge of managing instruction? Withso many people involved, will there be too many intangibles? Will theclimate for an objective approach to redef= ig roles for teachers bepossible? in all this change, what is the responsibility of teachers, ad-ministrators, professional associations, school boards, laymen, statedepartments of education?

These are some of the questions which must be faced when we lookat the concept of the teacher and his staff. Exactly bow they are an-swered r cannot say because I don't know. I do know that procedures andarrangements in schools will differ. Answers will depend on the pur-poses of education as determined broadly by local boards of educationand more specifically by school faculties. They will depend on the per-sonnel available to assume the tasks which must be done.
We have at least two prototypes for the organization of the teacherand his staff which have had wide exposure. J. Lloyd Trump, in hispamphlet entitled Images of the Future, sets forth one plan. The HeadStart program illustind neither one of them completelyacceptable or appropriate for the elementary or secondary school. TheTrump model is ne', acceptable in my view because of its primary as-sumption that the main purpose a the school is to dispense subject mat-ter and because the emphasis in his staff organization is more a hier-archy than a colleague relationship. Trump also seems overly pres-criptive in suggesting that all organization revolves around three plans--large group instruction, small group seminars, akA independent study.The Head Start model is not apropos because its emphasis is a hothousetreatment for disadvantaged children and the concern is only for pre-school youngsters. The Trump model overemphasizes subject matterand academic aspects of the school program; the Head Start model (ofnecessi ) underemphasizes scholarly and academic concerns.

Having raised some questions about the Head Start and Trump modelsof the teacher and his staff, I hasten to admit that there is much to learnfrom both and much which could be adopted. One of the main virtuesof both models is that more than one adult is available to plan programsand to help youngsters in the classroom. A second strength is the pro-vision for greater varieLy in the school program. Both models providealternatives to a teacher-dominated, teacher-to-class approach to.teach-ing. A third feature of note in both the Head Start and Trump models isthe differentiation of roles for a variety of school personnel. Teachersare assigned tasks which are clearly professional. Other personnel

194

120



perform supporting functions in an organization which is planned and
which is deliberately a part of the total concept of the school program.

The Head Start model clearly reduces the student-teacher ratio
to 15:1, while the Trump model recommends one professional teacher
for each forty students. Both programs recognize the importance of a
planned relationship between community life and school program.

As we consider "The Teacher and His Staff" concept, it is helpful
to consider the models of Trump and Head Start. But we must go fur-
ther than either of these plans because other new ideas have become ap-
parent as we have examined the inservice education of teachers.

The models I should like to suggest for your consideration are based
on some assumptions or a frame of reference. Some have already been
stated, and some I have not mentioned. The assumptions I have talked
about include the following:

1. The job of the teacher has become unmanageable.

2. A teacher can survive in schools today if he paces himself
at a less than adequate level of professional performance.

3. A professional job of teaching requires time to plan, analyze,
and evaluate teaching.

4. New concepts of teacher roles need not sacrifice the important
elements of good teaching or good educational practice.

5. There is support in money, technology, and public attitude
for re-examination of teacher roles.

6. The changing concept of the school requires different roles for
teachers and other education personnel.

7. Changing the role of the teacher and other education personnel
will require a mammoth effort; traditional ways of doing things are dif-
ficult to discard.

8. Change is easier when working relationships and climate are
open, objective, and supportive. The teacher must have a full partner-
ship in the educational enterprise.

9. There are many unresolved questions on a variety of ideas about
what modifying the roles of teachers will involve. Most of these quest-
ions should remain open until there is more evidence from experience
with new roles.
The assumptions I have not stated are:

A variety of people and talents are needed to staff schools ade-
quately.
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2. Prospective teachers and inservice teachers at various stages
of professional development can contribute in different ways to school
programs.

3. The role of the teacher should depend on competence experience,
attitude, and desire.

4. Responsibility, competence, status, and reward should be related,
that is, a teacher should have one of these in terms of the degree to
which be has the others.

S. There should be a visible career pattern in teaching which makes
remaining in the classroom rewarding to those who want to stay in teach-
ing.

6. A career in teaching should offer enough variety in assignment
to provide stimulation and new experiences throughout a teacher's tenure.

7. There should be more than one adult working with a group of
youngsters. This arrangement provides both professional stimulation
and perspective and more attention to each youngster.

8. Subprofessional teacher aides can perform paraprofessional tasks
under the supervision of a certified teacher.

9. The use of a staff approach to teaching should decrease the stu-
dent-teacher ratio, not increase it.

My thinking to date assumes "The Teacher and His Staff" idea will
provide that a teacher have several helpers in performing his job of
teaching. It seems to me that the teacher with a staff will be a mature
professional, what we have referred to in previous conferences as a
career teacher. Career teacher designation should be based primarily
on competence in terms of performance, responsibility-, and comthit-
ment. Career teacher status will also require competence as the man-
ager or administrator of a staff. The makeup of a teacher's staff will
depend on teaching responsibility and assignment.

Supposing that "The Teacher and His Staff" idea is initiated in a
school with class organization and assignment pretty much what it is
now. What might the set-up look like? Two hypothetical illustrations
might serve to clarify some possibilities.

Miss Jones teaches first grade. It has been her custom to group
children in reading and arithmetic. A constant frustration for Miss Jones
has been finding worthwhile activities for children other than those with
whom she is working directly. We will assume that Miss Jones is ad-
judged a mature professional, a career teacher in her school, and that
she is part of a pilot program built on "The Teacher and His Staff" idea.
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With the help of colleagues, administrators, and support personnel,
Miss Jones works out a plan to remedy, among other things, her prob-
lems in reading and arithmetic insruction. She has a part in selecting
an intern and in selecting and training a teacher aide. Both will spend
most of their time with Miss Jones. She needs and gets help in re-orient-
ing herself to working with two other adults in the classroom. She studies
and consults with supervisors and college consultants to learn more
about her job as a supervisor. There is planning, trial, analysis, and
assessment of the pilot, which includes several teachers and college
and supervisory personnel.

Mr. Smith teaches chemistry in the high school. His assignment
includes five classes in chemistry. He has one free period for planning.
From his first year of teaching he has been concerned about getting
equipment set up and taking it down, keeping the chemistry lab clean,
and maintaining order in equipment and supplies. He has also been dis-
satisfied with his approach of keeping his five classes together, teaching
essentially the same lesson five times in one day. Periods seem too
short for experiments. Too often students do only cookbook experiments
because there isn't time to plan with each class or each student.

We will assume, also, that Mr. Smith is designated a mature pro-
fessional, a career teacher, and that he becomes a part of a trial of
"The Teacher and His Staff" idea. Mr. Smith also gets considerable
consultant help from colleagues, supervisors, specialists in chemistry,
and other college personnel. He works out a plan which involves flexi-
bility in scheduling as well as additional personnel. Flexibility in sched-
uling becomes possible because one of Mr. Smith's colleagues, an Eng-
lish teacher, is initiating a similar program and it is possible to dove-
tail schedules to provide both teachers with double periods on some days
in the week. Mr. Smith discovers a housewife in the community with
a master's degree in chemistry who wants part-time work. He also
takes on an intern (full-time- and a high school senior (part-time), the
latter a student who has shown promise in chemistry, Mr. Smith ar-
ranges a schedule which provides two double-period lab sessions twice
a week. He trains the housewife as a lab assistant and give her increas-
ing responsibility in lab periods for working with individuals and groups
on experiments. The intern works in a similar capacity but also does
some teaching. All three work together in planning, analysis, and as-
sessment of instruction. The high school student becomes the keeper of
supplies and equipment, but gradually he also learns to assist students
on individual projects under the supervision of the teacher. Mr. Smith's
school ovrns a videotape recorder and playback equipment. He and his
assistants use this equipment to record demonstrations which need
close-up viewing. This system also eliminates repetition of a demonstra-
tion which is appropriate for all of his classes.

Both Miss Jones and Mr. Smith learn such things as how better to
plan their day, what jobs they can assign to the intern and the teacher
aide, how to keep contact with all the children while sharing them with
two other adults, how to deal with the change in ego satisfaction derived
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from teaching, what diagnosis and planning they can share with their
team and what they must take responsibility for, and how to evaluate
what is going on.

These illustrations are inadequate in detail, but they do help to
clarify some possibilities. I am sure you all can think of other more
exciting and innovative possibilities, and I hope you will.

There is no doubt that putting "The Teacher and His Staff" idea Into
practice will be more expensive than present staffing procedures. It
will, I believe, provide opportunities for some radical improvement in
instruction. It will also make a substantial difference to the teaching
profession. It should help attract and keep talented people in the class-
room. It should help establish a core of career teachers, mature pro-
fessionals, senior teacherswhatever you choose to call themwho
will make teaching a mature profession. It will help make at least one
career pattern clear.

198

ZOG



Source: "A Readiness for Differentiated Staffing," Information Report,
No. 3, November, 1969. Reprinted with permission from the State of
Florida Department of Education.

INSTRUCTIONAL MANAGEMENT:
A DEFINED ROLE FOR THE TEACHER

Clifton B. Chadwick

Extensive attention is currently being given to the concept of staff
differentiation. The Florida project for staff differentiation is prepar-
ing to begin developing models of staffing patterns for initial testing in
three counties, Leon, tirdi-nd Sarasota. These models, symbolic
representations of potential utilization, will hopefully be based in part,
on analyses of the current teacher's classroom behaviors and functions.
In a subsequent monograph the author proposes to discuss methods to
obtain functional analyses of classroom personnel patterns, but will now
discuss some possible classroom functions which can be grouped into
one possible defined role which should be carefully considered in the
model development activities of the Florida project.

History
In the past, the teacher s primary role has been information presen-

tation with concomitant responsibilities for testing, feedback (primarily
by a letter-grade medium), and some limited system management. With
the rapid growth of schools in the past two decades, the increasing
availability of audio-visual aids, the further specialization a the subject
matter and the growing size of physical facilities, the teacher's respon-
sibilities for systems management have increased. Most of the new
responsibilities are added onto the school system and particularly onto
the teacher in an ad hoc basis, that is, the new tasks are not carefully
analyzed and interfal77 into the characteristics and functions of the
classroom. (It is assumed and hoped that the Florida differentiated
staffing project is avoiding this pitfall.) An example of this ad hoc ad-
dition is the development and subsequent purchase by schoo flolTh7myriad
of audiovisual aide. Talking film strips, overhead projectors, tape
recorders, movies, reading papers, and other items are often cumber-
some additions to an educational system that force the teacher to make
intelligent use of available materials.

Even much of the current effort in computer-assisted classrooms
should be viewed as ad hoc addition. The early attempts to integrate
programmed instruaroxiliTto the classroom represented a.classic case
of add-on responsibility without training in use of the material. There
is little evidence that teachers' colleges and universities attempt to
understand these new responsibilities in relation to the total educational
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environment. Frequently no attempt is made to teach the new responsi-
bilities in pre-service training programs, either.

The increased interest in and the subsequent growth of individualized
instruction will certainly increase the emphasis on systems management.
A highly useful research area for further development is the potential
role of the teacher in the individualized classroom. It is important to
begin determining what the teacher's role or roles will be and what irn-
plications the roles will have for teacher training and school administra-
tion. Determination of new role characteristics is particularly impor-
tant in defining what colleges of education should do to modify, re- develop
and change their course offerings, methods of teaching, course require-
ments, and attitudes toward the teacher.

One particularly useful project of this nature has been completed at
Nova University (Flynn, Chadwick and Fisch ler, 1969). The result of
this project is a comparison of the various functional behaviors of
teachers in individualized and non-individualized classrooms. A sum-
mary of the results of this project will be reported this fall (Flynn and
Chadwick, 1970).

The Teacher Relationship

It goes without saying that any attempt to educate is aimed primarily
at imparting knowledge, skills, and concepts and processes to the learn-
er. Think of the sort of teacher-learner relationship that existed be-
tween Aristotle and Plato, and a personal and constant interchange of
thoughts in an engrossing conversation might be envisioned. Teaching
tends to attempt to replicate this imtimate dialogue model. It is inter-
esting to note that the demand for a lower teacher-to-student ratio is
often voiced to increase the dialogue in the hope that thereby the educa-
tional process would improve; but the prospect of having one teacher for
every student is dim. Therefore we need to develop new models and
strategies fot teaching which are not critically dependent on the personal
and constant interaction between one student and one teacher in one set-
ting. Such models might begin by responding to the several types of
learning that occur in the classroom, and by the several sep-inTefirnc-
tional activities composed in the teaching-learning process.

With the accumulation of more and more knowledge about the psychol-
ogy of learning, a demand has arisen for new technology which can ef-
fectively put the knowledge into practical use. Such is the domain of the
educational technologist, whose contributions over the past few years
include such items as programmed instruction, methods for motivating
the learner, and systems which tailor the curriculum to the individual
needs of each student in a class of forty. In part because of the educa-
tional technologist, the educational process has begun to change from a
basically intuitive relationship into a much more consistentp systematic
process.

This gradual change has begun to alter the role of the teacher and
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will continue to alter it in the future. The teacher will have to become
more systematic and constantly aware of the learnings motivation and
management strategies which he is using.

The discussion, so far, has centered upon the changing teacher-
dtudent relationship, but this relationship cannot operate and develop
without a hospitable environment. rt is the job of the school administra-
tor to provide a suitable environment, but he is concerned with physical
facilities, dollar expenditure, records, materials acquisition, policy
decisions, and personnel decisions. If the teacher was forced to deal
with these items, be and the student would have little time together. The
interaction among the three---the administrator, the teacher, and the
studentmust be efficient and effective to permit the achievement of
desired educational goals. One of the first steps to achieve this is a
clarification of the role of each member of the relationship.

Each of the three must develop a strategy for performing his task
and achieving his desired goals. The administrator must manage upkeep
and scheduling of physical facilities, acquisition of learning materials,
and other items mentioned above. The teacher must manage a records
system, a materials system, a method of teaching system, and a media
selection system. The student primarily is concerned with the develop-
ment of his own systematic interaction with teachers and learning
materials in an effort to learn.

Instructional Management: The Teacher's Role

In the individualized classroom of the future, thc teacher will not be
responsible for exposition of subject matter content but will be responsi-
ble for selecting educational events and appraising student performance;
be will be an instructional manager.

The teacher, or instructional manager, will select educational events
appropriate to the-student's needs. Examples of this approach can be
seen in the individuall prescribed instruction system of the University
of Pittsburgh's Learning Research and Development Center (Glaser,
1966) or Project PLAN (Flanagan, 1967).

The term "educational events" is used to emphasize the broad range
of potential experiences from which the instructional manager will
choose. These experiences include multi-media programs, textbooks
programmed instruction, games, and other modes available for given
units of instruction. The educational experience and the appropriate
mode should be ehesen on the basis of analysis of the student's learning
requirements, patterns, and predictions, motivational factors and the
availability of materials for the learning experiences.

Once the learning event has been chosen, the student generally will
engage in the learning activity by himself. The concept of systems
management also may suggest interaction with other students and oc-
casionally with an adult monitor Niko may or may not be a teacher. It will
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not generally be the teacher's task to assist the student during thelearning activity. The teacher's task will be to organize and manipulate
the instructional environment in such a manner that an optional amount
of learning can take place.

Appraisal of student performance will follow his completion of thelearning activity. It may take several forms of each type of appraisal
being directly related to the type of activity required as a terminal
behavior. Paper and pencil tests will not be given where ability to oral-
ly discuss is the terminal behavior. Multiple choice tests will not be
given where the terminal behavior is development of an intricate hypo-
thesis. The progress check and the instructional manager's interaction
with the student will be a function of the class of response for which the
student is being tested. (See the note on types of learning, mentioned
above.)

Role Differentiation

The specification of the ins ructional manager's role is not intended
to exclude other behaviors that may occur in the learning environment.
Other important classes of events will occur in the classroom of the
future, but it is probable that they will be divided among a larger num-
ber of people.

At the turn of the century, the general practitioner was the dominant
man in the medical field, responsible for a broad range of responses.
Specialization led to the fragmentation of the medical role to include
several classes of practitioners at various levels of responsibility.
Doctors specialize in areas such as obstetrics, thoratic surgery, pedia-
trics, etc., much as secondary teachers are specialized in subject
matter areas. But differentiation went together in medicine where a
doctor once prepared the patient, anesthesized him, operated and
cleaned up we now have the hospital surgery operations requiring order-
lies, scrub nurses, surgical nurses, anesthesiologists, and various sur-
geons.

A division of responsibilities* along functional lines will characterize
the schools of the future. By functional, I mean that each member of the
instructional team will perform a group of tasks which contributes dir-
ectly to one or more manifest (1. e., observed) functions. The school
will be operated by a team of specialists which may possibly include an
administrative manager, an academic manager, a computer operations
specialist, information compiliation and utilization experts, various
instructional managers, group process specialists, and others.

An important note here is that as this specialization occurs, the
concept of cost effectiveness in education will become more reasonable

*in the original d-ocument I said "fragmentation of responsibilities" to
emphasize the breaking apart of the teachers role.
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and more meaningful. When this happens, school systems will be ableto begin specifying to the taxpayers what the immediate and long-rangeresults will be for the expenditure of various levels of funding. Thisanalysis will be the basis for the justification of larger (or smaller)amounts of money from varying sources on varying (and probably inter-acting) programatic or functional items.

Conclusion

The issue of redefining the role of the teacher is neither simple nornon-controversial. The only sure thing is that the teacher as we knowher today will riot exist in the future. As Frinks (1969) has noted, "anydiscussion... concerning the process of developing and implementing amore flexible staffing pattern...must of necessity confront many basiceducational questions." As the general practitioner is rapidly becarnga think of the past, so will the teacher's role divide itself into a groupof roles, each with its specific, delineated function, its own specifiedtraining course, and its own distinct place in the education system.
It is in this division, this differentiation, that the Florida Projectis engaged.
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Source: The Classroom Teacher -Speaks on His Supportive Staff. Copy-right 1969 by the National raucation Assocration Washington, D. C.

A SUPPORTIVE STAFF FOR THE CLASSROOM TEACHER
Department of Classroom Teachers, NEA

What Jobs Can Be Done By Others?
Clerical Work

Preparing attendance reports
School s/stem forms

Collecting money

Lunch, milk
School fees, book rentals
Magazines, newspapers
Insurance
Charity drives

K eping numerous office

Homeroom records
Statistical reports
Annual and semi-annual reports

Initial preparation
Entering grades

Federal attendance forms

School pictures
Field trips
Money-raising projects
Banking
Class parties

records

Inventory of class equipment
Requisition forms
Federal reports

Handling report cards

Transferring information
Collecting and filing cards

Duplicating work sheets and tests

Cutting stencils Operating machines

Maintaining student personnel records
Initial preparation
Health records

Tests, work sheets and other
items

Filing
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Anecdotal reports
Referral forms

Resource materials for teaching
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Making home contacts

Making intial telephone call on absences

Setting up appointments for teacher-parent conference
Setting up appointments for borne visitation
Typing flexible schedules

Reporting on team teaching.

Teaching- related activities

tnitial checking, correcting, and marking of some papers for review byclassroom teachers

Administering, monitoring, scoring and graphing standardized tests
Checking out, returning, storing, and maintaining equip ent and sup-plies

Preparing room for use of special equip en

Arranging bulletin boards and exhibits; setti g up charts; attending toroom environment

Monitoring homeroom and study hall

Supervising some laboratory or some seat work
Researching mat rials and tools

Supervising student make-up work after school
Administering first aid for minor injuries.
Nonteaching assignments

Supervising students at lunch, recess, and detention; in the halls,library, rest rooms, assembly, and bus
Supervising extracurricular activitiesclubs bus trips, schoolparties, school activities; selling and collecting tickets at ball games
Assuming cocurricular ass gnments related to coaching, the studentcouncil, the yearbook, and the school play

Performing custodial duties--in the classroom, halls, rest rooms, andfaculty lounge.
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Announcing and passing out routine bulletins

Caring for preschool children during parent-teacher conferences,
lectures, and other events

Health screening--taking weight and measurements and checking vision.

What Jobs Should Be Done By the Classroom Teacher?

The management of the teaching assignment

Having time to teach as the classroom teacher has been prepared to
teach

Daily planning within the school day

Working with students individually in and out of school

Consulting with other teachers and specialists during the school day

Conferring with parents

Deciding when and how to use media, equipmen , supplies, and
techniques

Doing research

Supervising the maintenance of adequate student records

Visiting other classes and other schools to observe new practices and
equipment

Making home visitation.

The development of he policies that affect the class oom teacher and
t e e tica lona program en u e 0 it care
Deciding within the classroom what to teach, how to teach it, and
when to teach it

Sharing in curriculum development and having released time during
the school day to participate in this planning

Having a voice in general policies related to textbook selection; grading
system; length of school day and year; selection of new teachers and
student teachers; assignment of student teachers and pupils; pupil
personnel services; release of students from one class to participate
in sports, music, or some other activity; requisition of materials;
school open house; and community relations.
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The direction of continuing inservice education programs

Keeping up-to-date on the latest development in new content, teaching
materials, techniques, and innovations through reading, research,
observation, visitation, meetings, college courses, and professional
conferences

Attending, with released time, grade level and/or subject matter
meetings for exchange of ideas and work on curriculum

Participating in conferences sponsored by local, state, and national
professional associations.

Who Are the lassroom Teacher's Supportive Sta

Certificated Educators

Superintendent
Assistant superintendent
Principal
Assistant principal
Supervisor
Director of improvement of

instruction
Curriculum coordinator
Department head
Subject area consultants (art,

vocal and instrumental music,
drama, mathematics,
language arts, physical educa-
tion, remedial reading, home-
bound, specialists for excep-
tional children, etc.)

*Speech therapist

Professional Noneducators

*School nurse
School denti'A
Dental hygienist
Dental technician

Hearing therapist
Sight therapist
Other teachers in team-

teaching plan
TV teacher

*Librarian
Elementary and secondary

guidance counselor
Educational psychologist

*School psychometrician
Homebound teacher
Visiting teacher
Audiovisual specialist
University consultant

*Public relations director
Director of evaluation and

research
Director of training (human

relations skills a pre-
requisite)

*School psychometrician
Physical therapist
Social worker
Welfare worker

*In some school systems, this position may
educator; in others, by a noneducator,
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School physician
School psychologist

*School psychiatrist
School audiometrist
School opthamologist
School-community coordinator

(safety, police, fire depart-
ment, social agencies)

*School secretary
Computer programmer

*Public relations director
Placement director
Pupil personnel worker

Paraprofessionals

Counselor on social problems
Advisor on social-parent rela-

tions
Vocational counselor
Personnel in clinic referral

centers
Attendance officer
Audiovisual technician

*Speech therapist
Public librarian
Library assistant
Resource people for special

classroom assignments en-
gineers, musicians, politi-
cians, drama specialist, etc.)

Teacher Aicle
General teacher aide

check attendance
do housekeeping chores
prepare art supplies, bulletin
board, supplementary materials,
transparencies
check objective tests
record test scores and grades
file material; prepare reports
collect money
compute statistical information
ditto seat work, charts, maps
monitor students
administer remedial drill work
help individuals and small groups

in independent study and follow-
up

assist with music, drama, art
tell stories

Clerical Aide
Secretary/Clerk

conduct magazine campaigns
collect lunch money

Curriculum laboratory assistant
cut stencils, makes transpar-
encies, filmstrips, and slides.

Audiovisual technician
Aides for special classes
Physical education aide
Science laboratory assistant
Bilingual aide
Audio assistant
Theme reader
TV staff and technician
Home visitor
Library aide

do bookkeeping for classes and
activities fund

*In some school systems, this position may be filled by a certificated
educator; in others, by a noneducator.
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MonitorHall supervisor
Playground attendant
Recess supervisor
Study hall monitor
Test monitor

Others

Custodian
Transportation personnel
Lunch program staff

*Attendance officers
Resource people for special

class assignments
Experts from vocational fields

Sources of Auxiliary Personnel

Parents
Housewives
Volunteer workers from organiza-

tions
Community helpers
Dropouts

Lunch room monitor
Safety aide
Athletic game supervisor
Field trip supervisor
School bus attendant
Classroom monitor

Artists
Musicians
Hobbyists
Housewives (to demonstrate

sewing and food preparation)
Practitioners of trades (beauti-

cians, printers, etc.)
*School secretary

Intern teachers
Retired teachers
Senior citizens
Neighborhood youth corps
Students (peers, college

students)

Why Should the Classroom Teacher Have a Supportive Staff?
Learning experiences of children are enhanced
The educational.program becomes truly child oriented and flexiblerather than task oriented and rigid when time is provided for more in-tensive planning by more people.

The child gets more of the teacher's time.
Tutorial services of many kinds, as well as appropriate large- andsmall-group instruction, are provided.

The classroom teacher has time to study each child, confer with parentsutilize auxiliary pupil-personnel services, diagnose problems, pre-scribe individual treatment, and check on progress made.

*In some school systems, this position may be filled by a certificatededucator; in others, by a noneducator.
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The child gets the additional advantage of the knowledge and talents of
many individuals such as aides, special teachers, and consultants.

The child benefits from the extra eyes and ears" alert to individual
needs. The aide with special skill and/or with background similar to
that of an individual child may be able to identify with the child more
readily and to interpret problems more effectively to the classroom
teacher.

The child's horizons are widened through the use of special talents of
people in the community.

A more relaxed classroom climate is created.

Creativity is fostered.

The increased attention provides a greater feeling of security for the
child and fosters increased achievement.

Teacher effectiveness is enhanced.

The teaching task becomes manageable.

Time is available for the classroom teacher to teach and to create
the best possible climate for learning.

'Time is available for preparation and planning for the professIonal
aspects of teaching.

Fatigue and tension factors caused by trying to cope with an unman-
ageable burden are eliminated.

The classroom teacher is able to utilize more professionally oriented
approaches to the teaching-learning process:

A wider variety of teaching techniques and skills

The presentation of subject matter in greater depth

The team approach, which released and utilizes the talents and
expert knowledge of all team members, each of whom makes his own
unique contribution

A new pattern of staff utilization permitting-
-diversification of activity in the teaching-learning situation
--a variety of student groupingslarge-group, small-group,
and individual instruction
--flexible rather than rigid scheduling

-..individualiZed planning to meet individual differences of students
Enrichment of subject matter content through--



--more reading and research
--greater use of resources

- More effecti e use of facilities and resources, both human and material

Team planning, which serves as a teacher stimulus.

In-service education programs for all team members become an ex-
pected and necessary adjunct.

The beginning teacher receives support and encouragement. His
strengths are utilized and his weaknesses identified and overcome.
He gains new insights into teaching and enjoys personal rewards not so
readily available in a self-contained classroom.

Services of administrative and supervisory school per onnel are en-ITZTed-

The traditional pattern of school organization is reevaluated and re-
aligned to meet better the needs of children for tomorrow's society.

fbe 1.-Csi°21 of all certificated educators are redefined, and responsibili-
ties are assigned for more effective use of the professional manpower
and talents available.

Certificated educators in administrative and supervisory assignments
are more closely involved in the actual teaching process.

The total school staff develops a team spirit and loyalty that cannot be
achieved when the school system is organized on the basis of the staff-
line concept.

Professional prestige of the classroom teacher is enhanced

The recognition of the classroom teacher as a coordinator of a team
of professional and paraprofessional staff members promotes in him a
greater sense of professionalism and creates in others an awareness
of his importance.

The classroom teacher is freed to exercise to the fullest his professional
capabilities and is permitted to do what he knows needs to be done when
it needs to be done.

A healthy relationship of mutual support and respect is fostered among
the teacher, administrator, and paraprofessional. This relationship
brings satisfactions not possible in an organization built upon the hier-
archical concept of superiority and inferiority.

Housekeeping and clerical chores are eliminated, and teacher morale
is improved.
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The classroom teacher is freed to serve and is accepted in other pro-
fessional activities within the school system, such as curriculum
development, innovative practices, and in-service education.

Teacher retention and recr *tment are enhanced

Attrition of good classroom teachers is minimized through the increase
in teacher status and the elimination of unnecessary frustrations.

Both students and aides recognize the new status of the classroom
teacher and the increased satisfactions in teaching. As a result, both
groups will more readily choose teaching as a career.

The public image of the school is enhanced

Involvement of more lay citizens in providing enriching experiences
in the schools develops a greater appreciation for the role of the
school as a social institution and improves home-school relations.

The use of citizens as aides and resource assistants develops a civic
pride on the part of those involved.

Classroom teachers, parents, and other citizens have more and better
opportunities to know and appreciate each other.

What Are the Blocks to Such School Re gani a i ?

T radition

Conservative at itude and inflexibility of many people, educators and
public alike.

Deep commitment to the status quo in--

- -the hierarchical organization of school administration, and
- -the self-contained classroom at the elementary level.

School calendar based on needs of an agrarian rather than an industrial
society.

Human resistance to change

Human resistance to chan e and the desIre to maintain the status quo
ITZ-Mitur a a i u es. .e s a ernen s ere p e en e represeSn=
varlet or rationalizations whict are most often used to 'usti inactiv-
ity and impede change. Some will seem to be very close to.the actual
truth man will be reco nized as rash and irres onsible.

Classroom teachers resent invasion of the privacy of their classrooms
by outsiders.
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Administrators may use the employment of the paraprofessionals as adevice to heap more responsibilities on the classroom teacher without
compensation or elimination of any current responsibilities.

Paraprofessionals with access to student records may misuse confi-
dential information about students and their families. Aides cannot be
depended upon to be ethical.

The public won't accept the use of paraprofessionals in the classroom.
Some aides may be used for tasks which belong to certificated personnel.
Some paraprofessionals need so much direction and follow-up that it
is better and easier for the classroom teacher to do it himself. Guiding
paraprofessionals is a time-consuming endeavor, and classroom teach-
ers will object to the extra planning that is necessary if the services of
aides are to be used effectively.

The administration may employ paraprofessionals as a way of saving
money. This practice may undermine the teacher's salary schedule.

The employment of aides may result in the use of unprofessional prac-
tices in the classroom.

Putting aides in the classroom with teachers will only create personality
conflicts.

The use of lay aides may cause classroom teachers to lose intimete
knowledge of individual students. There will be a tendency for class-
room teachers to lose touch with the individual child's progress if too
many instructional responsibilities are delegated to another. Further,
the classroom teacher will be robbed of excellent opportunities to get
to know his students better.

The administration may use aides as an excuse to incr ase class size.
There is always the risk of getting an aide who is not really qualified
or actually able to do the job correctly. Administrators will take
the position that anyone can be used as an aide

Principals and supervisors have an aversion to becoming part of a
team of which the classroom teacher is the coordinator. They do not
see themselves as the supportive staff of the classroom teacher.

The classroom teacher is not prepared to be a team leader and to use
a supportive staff.

Overuse of aides may cause a gap in the rapport between teacher and
student such as has occurred at the college level.

The wisdom of having parents as paraprofessionals and the legality of
the use of paraprofessionals are questionable.
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There is not enough in the school budget. The money spent on aides
could better be spent on more teachers and reduced class size.

The use of paraprofessionals may undermine standards of professional
preparation.
The aide will usurp the authority of the classroom teacher.

The classroom teachers will not respect the aides and will asign only
menial jobs to the aides.

The classroom teacher will become lax and lazy and let the aide do all
the work.

The aide with a philosophy of discipline at variance with that of the
teacher will cause conflict between the child and the teacher.

Classroom teachers object to change.

School buildings are not built to permit the use of aides. The rooms
are not large enough.

A program of auxiliary personnel is promoted merely to solve the
community unemployment problem.

Unimaginative and insecure classroom teachers and administrators

Apathetic and indifferent attitudes prevail.
There is no professional preparation for this type of school operation
and administration.
The limited perspective of too many educators and boards of education
impedes their recognition of the need for change.

The threat of unknown and the security a known inhibit action. Both
classroom teachers and administrators fear loss of authority and are
unwilling to face the possibility of failure.

Too many school systems lack adequate supportive services, especially
in the area of pupil personnel needs, such as experts with specialized
knowledge to solve the many different types of problems of students.

The importance of evaluation, research, and development (a necessary
adjunct in any business enterprise today) is not recognized as an in-
t e gr al part of the public school structure.

Inadequate planning

By local school systems:
-Insufficient time is devoted to planning a program based on the concept
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of a supportive sta.ff for the classroom teacher.

The total staff, the school board, and the community are not involvedin initial planning,

The philosophy and rationale underlying the program are not soundin that--
- -There are no clearly defined aims, goals, or purposes.
- -The availability of federal funds rather than a recognized educa-
tional need motivates the initiation of the program.

--The program is used as a cover-up for bidden objectives such asthe anticipation of cutting costs.
- -The program is sold on the premise that "it will lessen the work
of the classroom teacher."

New staff relationships are not clearly outlined in that--
- -Terms are not explicitly defined.
- -There is a lack of understanding of multiple and changing respon-
sibilities and authority between and among members of both the
professional and paraprofessional staffs. Clarification is needed on
who is responsible to whom and for what, why, and for how long.

- Sufficient attention is not given to space problems caused by the
design of many current school buildingssuch as how to provide flexi-
ble work areas in a somewhat inflexible structure.

The program is not clearly justified in terms of budget allocations.
By the professional association:
* The organized profession has not accepted the responsibility of

building a climate for change and making a commitment to experimenta-
tion.

- Research on the strengths and weaknesses of this type of school
organization is insufficient.

There is a lack of effective public relations programs to inform the
public on the changing needs of education and to develop public supportfor change.

rnadequate in-service education program-
Adequate orientation and continuing in-service education programs for
paraprofessionals are needed in the following areas:

Understanding the jobs to be done

Developing the necessary skills

* Learning how to become an effective team member

*Identifying and accepting personal responsibilities
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Becoming knowledgeable about school philosophy and policies

' Studying the Code of Ethics of the Education Profession

Adequate orientation and continuing in-service education programs for
educators are needed in the following areas:

Personnel management
--Developing the ability and skills of the classroom teacher to

"orchestrate" a team of adults to meet the learning needs of pupils.

- -Developing the ability and skills of administrators to "orchestrate"
teams of adults of which classroom teachers are team coordinators

- -Developing the skills of all educators to serve at
members and at other times as team leaders

--Developing the skills of all educators to identify,
use effectively the special talents of individuals

--Learning to delegate authority

- New methods, contents, and resources.

times as team

release, and

In-service education for total staff--professional and paraprofessional
togetheris needed in the following areas:

- Utilizing resources, both human and material, to improve educational
opportunities for the child

'Evaluation, research, and further developnient of the program itself.
Inadequate personnel policies for auxiliary staff

There is lack of clearly defined job descriptions with qualifications
identified for the respective job.

What can the teacher aide do?

What should the teacher aide not do?

* What are the functions of other paraprofessionals?

There is a lack of clearly defined employment policies.
What are the policies on screening of candidates?

What are the hours, wages, and leave policies of paraprofes ionals?

What are the opportunities for advancement for paa-aprofessionals?

There is a lack of clearly defined assignment policies.

. Who makes the final decision on which classroom teachers will have
aides and which aide will be assigned to which classroom teacher?
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Who makes the final decision on what specific jobs paraprofessionals
will do in a specific classroom?

To whom is the paraprofessional directly responsible?

How will the rights of the paraprofessional be protected?

Inadequate school financing

In general, few school budgets are adequate to provide high quality
education under the existing philosophy of school organization and
operations.

in general, few school budgets provide funds for evaluation, research,
and development which would facilitate experimentation with this type
of school organization.
Federal funds which allow ior such experimentation are available only
to a limited number of schools.
To finance such a program through an increase in local tax moneys will
require the development of a sound philosophy and rationale to justify
the request to the public. To prepare such a justification without
experimentation is almost impossible.
This type of school organization and operation planned to meet the
needs of today and tomorrow necessitates increased staff and more
resource materials and will cost more money, not less.

Inadequate state laws

Some state laws require that certificated educators be fully responsible
for children while they are on school property.

Many state laws do not specify that authority for supervision of children
can be delegated by certificated educators to paraprofessionals.

RECOMMENDATIONS FOR ACTION

To The Local School System

Leadership

Provide dynamic, aggressive leadership committed to educational
change to meet today's and tomorrow's challenges.

Pilot projects
Plan, implement, and e aluate pilot projects using supportive staff.
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Total Involvement

Involve classroom teachers, administrators, and laymen in the planning,
implementation, and evaluation.

Obstacles

Study blocks listed in this report, evaluate them in light of the local
situation, identify the specific impediments which apply in the com-
munity, and plan a procedure which minimizes these impediments.
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Reprinted with permission from New York Sta e Education, May, 1967,
Copyright, 1967.

THE NON-TEACHER
Nicholas Collis

Is it possible that teachers are still using children as "storage and
retrieval mechanisms?" This kind of performance can be accomplished
better by a piece of hardware which, incidentally, has infinitely more
patience than any mortal teacher.

Dr. Norman D. Kurland, director of the Center for Innovation in
Education, and of Title III, ESEA, in the New York State Education De-
partment, has put the role of tomorrow's teacher in sharper focus. He
has said:

"The role of the teacher will certainly be greatly modified.
Some will be engaged primarily in the preparation of the
instructional system in cooperation with other specialists.
Such work will require a vast increase of understanding of
both the learning process and the subject to be taught. The
primary role of the teacher will be to do what an automated
system can never do--motivate, counsel, and lead students
to those higher order functions which are the primary goals
of education--to question, imagine, invent, appreciate and
act."

The 30 to 1 pupil-teacher ratio and the self-contained classroom are
as outmoded as the "MOdel T." It is becoming increasingly evident to
most educators that individualized instruction must be provided on a
mass basis. The kiud of teachers needed for this program must be able
to operate on a higher level of educational sophistication than is current-
ly practiced. These teachers must be able to work with a variety of
teaching tools and have the ability to work cooperatively with and give
direction to a staff of semi-professionals. The assistance of these sup-
portive services, provided by qualified, well-trained semiprofessionals,
permits the teacher to concentrate on a higher order of functions that
should be his prime responsibility; namely, "director of learning,"
"diagnostician of learning problems," and "prescription writer for learn-
ing disabilities," call it what you will.

Radically new staffing patterns are required. They call for a sharp-
er delineation of duties to be performed by both professionals and semi-
professionals. A new hierarchy within the teaching ranks could be de-
veloped, enabling excellent and dedicated teachers to have available to
them a vast array of resources, including both the new media and a

219



supportive staff. Teachers with this kind of capability and respons:.bility
would naturally command a much more realistic salary. This is an
alternative to the long debated and apparently impractical merit pay
approach.

To develop new staffing patterns for our schools would mean a new
approach for teacher-training institutions. Primary emphasis should
be placed on the art of learning, with subject matter serving as the
iliedium through which learning takes place.

For the first time in history, schools are attempting to prepare
children for future occupations that are not only non-existent today, but
may also change during their productive lives. The concept of terminal
education is already outmoded. Learning how to learn should be the
major goal of our schools.

If we subscribe to the concept that the classroom, particularly the
self-contained classroom, is obsolete as a unit of instruction, it should
never be necessary for a teacher to work with more than a cluster group
of 8 or 12 students at one time and only when realistic dialogue between
teacher and student, and student with student, can take place.

School administrators should be relieved of the "nuts and bolt of
running a school so they can vigorously involve themselves in the learn-
ing process and the meaningful and strategic deployment and redeploy-
ment of staff and learners so that optimum learning can take place. Rou-
tine chores cd the school administrator should be placed in the hands of
individuals with business background and knowledge of systems and their
application in education. In other words, a business manager should
manage the school, and the principalas we now know himshould be
the instructional leader.

With the vast strides being made in communications technology,
tomorrow's administrator will have staff members that he may never
meet. Gifted teachers, as well as lay people, will be able to contribute
to the learning process from around the world by instant audio and visual
communications. The learning resources of the entire world will be
available at the touch of a dial. Storage and instant retrieval of any mat-
erial on earth is technologically possible today. But before this rich
treasure of knowledge can be properly used, new staffing patterns must
be established.

Many school systems across the nation have in the past several years
introduced other adults into the classrooms as resource persons or as
aides. This has been made possible primarily under Title I of the Ele-
mentary and Secondary Education Act of 1965. The training programs
for these semiprofessionalsor teacher aides--range from no orienta-
tion at all to orientation requiring several days or weeks. The reports
indicate a fantastic range of services rendered by these people, but the
majority of them perform duties at a relatively low clerical level.
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So that schools can prepare themselves to take advantage of modern
technology and the icreased demands placed on the professional teacher,
care must be taken in the preparation and utilization of semiprofession-
als as staff members. A major ingredient in any aide training program
is the smooth meshing of functions of the aide and teacher to preclude
demoralizing role conflict.

The Educational and Cultural Center serving Onondaga and Oswego
Counties, (ECG)), one of 16 regional centers in New York State, admin-
istering Title III funds will be working in this broad area under a pro-
gram funded by the United States Office of Education. It is called: "A
Career Line Training Program for Semiprofessionals in Education."

As indicated by the title, this proposal has as its mission, "a career
line training program for semiprofessionals in education." In raising
the quality of education and in permitting teachers to perform a higher
order of functions, the semiprofessional should become a permanent
part of the staffing pattern in our schools.

The program is a design that includes the participation of profes-
sionals, semiprofessionals, and school administrators. The trainee,
usually recommended by a local school district or recruited directly,
enters the program through screening procedures administered by a
counseling unit. This unit evaluates the individual as to previous ex-
periences, both academic and practical. The trainee is then individually
programmed, based on his needs and qualifications. He is scheduled
to participate, if necessary, in courses offered by various institutions
of higher learning located in the community. These institutions include
universities, two and four year colleges and business institutes.

Simultaneously, he is assigned to a teacher, under whose direction
and supervision be will work on a one-half day basis. This assures that
both the practical and academic experiences will be parallel. The class-
room teacher mupt participate actively in groups with the aide trainees
to assure smooth working relationships and maximum utilization of the
aide's services. Through such seminars, involving teachers, aide
trainees, and at times administrators, delineation of tasks can be clari-
fied. The counseling unit is constantly in touch with the trainees so that
flexibility in meeting the needs of the trainees is assured.

The length of time a trainee is in the program depends on his exper-
iential level, his individual needs and the particular role he will play in
the school. For example, aides may function at one of four levels: cler-
ical; technical; assistant teacher; associate teacher. Therefore, some
trainees may complete programs in just a few months while others may
be involved for one or more years. Credit will be given for collegiate
level courses so that a career line can be established in the event any
trainee wishes to continue toward full teacher certification.

The majority of aide-trainees will assist classroom teachers at all
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levels, K-12. Others will be trained to assist guidance counselors,
librarians, audiovisual specialists, physical education teachers, indus-
trial arts teachers, art and music teachers, and in the many aspects of
special education including the emotionally disturbed and the mentally
retarded.

During the first year (the 1967-68 school yea ), up to 100 trainees
may participate. This number will be increased in subsequent years,
tentatively to ZOO the second year and 400 the third year. The program
is scheduled for a three-year period. A unique feature, accompanying
individual scheduling of students, will be the extensive use of media,
including self-paced, programmed instructional materials. Through
use of media, the trainees will not only undergo a part of their instruc-
tional program, but will also learn to use technological equipment effec-
tively. It is expected that semiprofessionals could become supportive
members of teaching teams as well as serving groups of individual
teachers. At the end of the first year's experience, ECCO should be
able to answer any questions concerned with the use of the semiprofes-
sional aide in education. A basic factor underlying the entire proposal
is that these semiprofessionals will always function under the supervision
of fully qualified professional teachers. This will give teachers an
opportimity to work at a higher professional level, permitting more
individualized instruction and consequently greater educational opportuni-
ties for all students.
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Reprinted with permisaion fram the National Commisaion on Teacher
Education and Professional Standarda, National Education Asscy7iation.

AUXILIARY SCHOOL PERSONNEL

A Statement by the National
Commission on Teacher Educa-
tion and Professional
Standards

INTRODUCTION

Most teachers spend too much time at tasks that do not require profes-

sional competence and responsibility. Elementary school teachers collect rnia

money, oversee recess, and monitor lunchrooms and lavatory periods. Secondary

school teachers stand vigil in balls and study halls chaperone dances and per-

form endless other duties that are not a central part of teaching and need not

be done by professional staff. But such duties are a necessary part of the

educational program and must be handled by someone. There also are paraprofes-

sional tasks -- those which involve elements of professional skills -- which

auxiliary personnel could perform under the supervision of teachers.

Deciding on appropriate roles for auxiliary school personnel is still

in the beginning stages and will need trial and evaluation. Whatever roles de-

velop for auxiliary personnel, the teacher will remain the diagnostician for

learning, the manager of learning experiences and the decision maker in learning

situations. The central reason for employing aides is that the teacher needs

auxiliary and support personnel working wtth him to provide a wider range of ser-

vices to his students.

Despite aqy endorsement of the teacher's need for assistance, there are

still many questions to be answered about auxiliary personnel. How and by wham

should they be selected? What training should they have? What jobs might they

do? What attitudes should teachers adopt about their use? What controls are

needed for screening or certifying them? These are the questions most often raised

about auxiliary school personnel.
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The following questions and answers are the views of the Nat onal

Commission on Teacher Education and Professional Standards (NCTEPS) on some of

the crucial issues educators must resolve in the selection, training and assign-

ment of such personnel. The Commission is concerned in this statement with all

kinds of aides, but particular4 with auxiliary personnel who assist teachers in

instruction. These are the new people in schools abod.whom there is apprehension

and uncertainty; these are the people who can most help teachers do a better job.

The intention of this statement is to present information that will be

useful to educators who will be considering these issues in their own communities.

INITIAL CONSIDERATIONS

Q. Who are auxiliary personnel?

A. Auxiliary school personnel, or teacher aides (we prefer the former term to

either teacher aides or paraprofessionals) are people brought into the

schools to assist teachers in educating children and youth. The use of auxil-

iary school personnel is not new; many systems have employed lay readers,

library and lunchroom sides and the like for years. Parents high school

students, college and community college students have performed a wide variety

of duties in schools.

Q. Why are auxiliary personnel needed?

A. Auxiliary personnel allow teachers to do a better job of teaching, e.g., to

individualize instruction. Teachers presently must handle many tasks which

donet require professional skill and which infringe on the time they have to

devote to teaching and planning. Teachers need time to reflect and more
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opportunities for professional growth.

What has caused the recent upsurge of interest in and emphasis on the use of

auxiliary personnel?

A. Several social, educational, and economic factors have contributed to a sharp

increase in the number of auxiliary personnel employed in schools and have

evoked widespread interest in this development. SOMR of these factors are:

1. The expanding need and demand for school services.

2. New dimensions in education, such as reorganization of the structural

patterns in schools, an expanded curriculum, and the concept of differ-

entiated roles for teachers. These include flexible scheduling, coopera-

tive and team teaching, and different approaches to learning, such as

large group work, seminar work, and individualized instruction. These

new dimensions make teaching a more complex and demanding job.

Acute shortages of professionals to meet these needs. The employment of

auxiliary personnel can help alleviate these shortages by allowing educa-

tors more time for professional duties and would permit greater efficiency

in the use of time. Auxiliary personnel would not replace teachers but

support them.

The availability of federal funds for employing nonprofessionals in edu-

cation through such sources as the Office of Economic Opportunity and

Title I of the Elementary and Secondary Education Act. A bill (S.721)

has been introduced in the 90th Congress to provide federal financial

support for teacher aide programa.

A heightened awareness of the special learning needs of all children and

youth, but especially of the disadvantaged.
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The belief that the use of indigenous people as teacher aides might bring

about better communication between professionals and pupils of different

backgrounds.

The plight of persons with less than a college education who are unable to

compete in an increasingly automated economy but who could contribute to

education and find personal satisfaction in working in schools.1

Q. What kinds of jobs and responsibilities might auxiliary personnel assume?

The kinds of jobs aides can perform vary greatly and are influenced by grade

level, subject kind of community, educational philosophy, and other factors.

A few major job categories are evident and suggest the scope of possible para-

professional tasks.

Clerical aides enter marks on report cards, compute averages, type and

mimeograph stencIls, and do other related jobs. Library aides assist in proc-

essing books and in handling circulation and reference work. Housekeering

aides take care of ventilation and lights, clean up after art classes, put up

and take down displays, and help young children with their clothing. Non-

instructional supervisors oversee halls, lunchrooms and playground actiVity.

Instructional assistants help teachers in classrooms, read to youngsters, keep

attendance registers work in laboratories, and prepare instructional materials.

Still others take charge of audiovisual and graphic aids and operate and re-

pair equipment.

Other roles for auxiliary personnel might involve the application of

lAdapted fram "Auxiliary School P rsonnel: Their Roles, Training and Insti-

tutionalization." Based on a nationwide study conducted for the U.S. Office of

Economic Opportunity. New York: Bank St. College of Education, October 1966.
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human relations skills in establishing relationships with parents and com-

munity leaders or the utilization of a s ecial talent in assisting in the

teaching of woodworking, dance music, or art classes.

This listing is not complete but it does indicate some possibilities for

utilizing auxiliary personnel services and highlights some jobs and levels of

responsibility.

Auxiliary personnel should free professionals to execute professional re-

sponsibilities. Any hard and fast list of auxiliary duties could create a

wrong impression, because such assignments should be conditioned by the needs

of a given teaching situation.

Who should determine what responsibilities auxiliary personnel should have

and what duties they should perform?

The faculties of local schools. Defining the functions of auxiliary per-

sonnel should be undertaken at two levels. First the faculty of each school

district or building should determine the general guidelines and policies for

the use of aides. Second, each teacher should specify the job and guide his

aide in terms of the paiticular teaching need. A teacher aide should be just

that -- an aide to the teacher. But decisions at this point Mould be ten-

tative and open to change until more data have been gathered on the use of

auxiliary personnel.

Q. Should all teachers have aides?

A. Local school faculties must answer this question. It requires a penetrating

consideration of present practice and possibilities for differentiating

teacher roles. Of course, other groups, such as TEPS, will influence their

decisions by providing opinions about teacher and auxiliary personnel roles.
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Therefore, although final determination must be local the criteria used in

making decisions should be based on the judgments of a variety of profes-

sional educators.

Factors which need to be considered include the following: Some teachers

prefer to work alone and may not want aides. Should they be forced to accept

assistance? When only a limited number of aides are available, how should

decisions be made as to which teachers will receive assistance? Should aides

be assigned to beginning teachers who might have more difficulty because the

whole job is new, or to skilled, experienced teachers who mi ht have an

opportunity to acquire new or deeper professional dimensions in teaching when

someone takes over routine and nonprofessional duties? Should a teacher's

needs and skills help determine the assignment of aides?

Some teachers lack the managerial qualities necessary for supervising

auxiliary personnel and will need cabeful guidance and assistance in develop-

ing these qualities. Others who possess such qualities may uncover, release,

and direct the valuable potential of their aides.

QUALIFICATIONS AND TRAINING

Q. What qualifications should auxiliary personnel have?

A. Since all auxiliary personnel will not have the same skills or serve the same

function, their qualifications and salaries should vary. The lunchroom aide,

for example, does not need the degree and kind of skills a lay reader needs.

A clerical aide might need only a high school education with emphasis on

clerical skills, but a graphic artist hired to prepare instructional materials

might need two or more y ars of college. Teachers and others must develop job

classifications, and a specific job will dictate the aptitudes needed the
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qualifications to be met, and the pay to be received.

It is difficult to specify qualifications until the requirements of par-

ticular jobs are determined, and they in turn may be influenced by the man-

power pool available. Decisions about qualifications should remain flexible

until more is learned about how to use aides.

Q. Might some auxiliary personnel be people who are preparing to teach?

A. College students in teacher education are one important source of teacher

aides. The experience of assisting a teacher can be extremely valuable and

may help strengthen the tie between theory of the college curriculum and the

reality of the school classroom. Too, auxiliary programA open to under-

graduate students in all college departments might attract some able people to

teaching who might otherwise be missed; such programs could also be an avenue

to a career in teaching for candidates who have not taken the usual college

route to a profession. An auxiliary personnel program could be a route to

full-fledged teachingforboth college students and adults.

Should people indigenous to a particular environment be among the auxiliary

personnel?

Auxiliary personnel indigenous to a community can be assets to its schools in

many ways. By bringing a fresh and different perception of children of similar

background and the educational problems peculiar to them, they can help teachers

and administrators to better understand a community and its people. This

might be true particularly in disadvantaged neighborhoods where some aides have

wore rapport with and sensitivity to the children and parents than the

teachers have. Such an aide might be able to explain education to parents

and other citizens in the community who fear or resent it. As effective,
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well-trained, and skillful people doing important work, such aides might

also become models for children, providing them with attainable goals to

strive for.

However, no one should be aooepted as an aidg_292g22AamELLIt_lpitp_kla

the Po_s_Earl. In all cases the aide should be able to make a con-

tribution to the educational program whether he is indigenous to a particu-

lar subculture or someone brought into the school without special regard for

origin, background, or present environment.

Q. How should auxiliary personnel be screened?

A. A preliminary step in the screening process might be to establish ground rules

for selecting people who seem capable of being effective helpers with chil-

dren. After initial interviews, most of the screening could take place in

the training program with senior teachers assuming major responsibility for

selection and job counselors being employed to assist the people about whom

there is doubt.

Q. How much and what kind of training should auxiliary personnel have?

A. No definite decisions can be made now about desirable educational levels of

prospective aides. Their training shoulddepend bothon the jobs for which

they are being prepared and on the educational levels they have attained.

Experience in teacher education should have some value in developing

training programs for auxiliary school personnel. For example the frequent

complaint that the relationship between theory and practice in teacher train-

ing is inadequate suggests that auxiliary personnel training programs should

provide a close tie between real experience and abstract discussions. To

avoid creating a gap betw en the preservice and inservice programs for aides,
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Auxiliary School Personnel

parallel programs of training and work might be ideal. Joint responsibility

by schools and colleges for planning, financing, and staffing such programs

would be of central importance.

In addition to academic and practical training, considera ion should be

given to aide training to improve self-concepts.

Any training program for auxiliary personnel should also entail a

systematic follow-up, including evaluation, description of the program in

progress, interviews with participants, and continuing assistance for teachers

and aides. At this time, crystallizing training programs should be avoided in

order that the results of evaluation can be used continually to make improve-

ments in them.

Q. Who should be responsible for training auxiliary personnel?

A. The local school system must bear the major responsibility. Since echool

staffs particularly the teachers, will determine what roles aides should

have, they should have a major part in their selection and training. When

government support programs are available to colleges or other agencies for

training auxiliary personnel, the teachers who will have direct supervision

over them should be involved.

preparing teachers to train and use aides may be the best way to initiate

widespread employment of auxiliary personnel in effective roles, and social

welfare agencies should be urged to cooperate in preparing teachers to train

and supervise auxiliary personnel. Colleges are especially important here in

developing preservice and in-service teacher education which includes such

preparation.

Should addi ional in-service training and continuing education opportunities
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be available for auxiliary personnel?

A. Mbst aides will benefit fram in-service taaining and support after they begin

working in schools. In many cases informal seminars and the assistance of

resource personnel may be all that is necessary to keep aides abreast of

new developments which are relevant to their work. A position as an aide

should be viewed as a desirable, satis g and status-giving terminal

occupation for those who have no wish to acquire further education. However,

opportunities for promising personnel to realize their potential must be

created for those who d0 desire further education. Colleges and universities

could develop special programs for those people and give credit for aide

training and classroom experience.

Q. Since auxiliary personnel are in a unique relationship with children and will

sometimes have confidential information about students,what can be done to

sensitize them to the ethi s of the professional?

Much of the information teachers use or share about students and school

situations is of a confidential nature. Having and using such information is

a professional privilege and prerogative and is guided by high ethical

standards.

Since auxiliary personnel will have access to privileged professional in-

formation, it will be necessary to help them learn and operate on the basis

of the ethics of the teaching profession. Teacher aides should know that a

breach of educational ethics is as unacceptable as any other form of mal-

practice. Haw ethics for auxiliary personnel can be taught is a question

educators will need to experiment with. ftemplary behavior on the part of

teachers will certainly be important. But attention to professional ethics
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must go beyond helping aides learn. There should also be some arrangement

for enforcing high standards. Policy and procedures for the protection and

discipline of auxiliary personnel need to be established and methods for en-

forcement should be clear.

If auxiliary personnel are going to work with children, should they be

licensed?

A. Auxiliary personnel should meet proficiency standards determined by the nature

of the jobs they will perform. In most instances, such standards should be

formulated and applied at the local level. At the present time, it would be

inadvisable for states to issue licenses for auxiliary personnel. Not

enough is known about teacher aides and the qualifications they need to de-

cide the basis on which they might be licensed. It would be wise for states

to encourage experimentation with different practices and criteria for aux-

iliary personnel and to let decisions about licensure wait until more evi-

dence is available.

It would also be appropriate for the sta e edu ation agency to develop

general standards for various types of aides. Professional associations can

serve a quality control function by helping to assess the effectiveness of

aides, by defining TIAlifications for aides 10 related to specific subject

areas, and by policing practice to assure that auxiliary personnel are not

amployed for professional responsibilities.

MISCELIANEOUS QUESTIONS AND ANSWERS

Q. What are the attitudes and opinions of school pricipals and teachers toward
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auxiliary personnel in areas where they are currently working?

A. In 1965, a study conducted by the New York State Education Department2 in-

dicated that 428 of 629 school districts in the state were employing 3 314

teacher aides. Ninet -three percent of the districts considered their ex-

perience with aides favorable. Twenty-six districts were neutral, and only

four expressed unfavorable opinions. Dissenting opinion seemed to appear

principally where untrained aides were assigned heavy noninstructional

supervisory responsibilities in the lunchroom.

Reissman and Pearl3 cite as a favorable experiment a team-teaching pro-

ject begun in Pittsburgh in 1960. Twenty mothers were recruited to assist

in duplicating teacher prepared material, operating audiovisual equipment,

and performing other tasks. The proj ct was so successful that the number of

aides was doubled after the fjrst four years.

Q. Should auxiliary personnel be full-time or part-time emplevnes?

A. Employment arrangements should depend upon the needs of the school and the

availability of personnel. Traditionally, full-time people have been pre-

ferred because they can identtry more easily with the school program. How-

ever, there are people who have particular skills the school system may need

but who may not find it feasible to wbrk full time. Haw part-time non-

instructional aides,- such as typists, have been assets to schools for years.

2University of the State of New York, State Education Department, Bureau of
School and Cultural Research. Suvey of Public School Teacher Aides. Fall. 1965.
Albany: the Department, April 196

3Reiseman, Frank, and Pearl, Arthur. New Careers for-the Poor. New York:
Free Press, 1965.
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addition, many wives end mothers among them high school or college

graduates, are available for part-time work. Some of these are former

teachers who don't want to teach full time but would like to assist teach-

ers.

Q. When should teschers and auxiliary personnel have enopportunity to

evaluate their efforta and develop new plans=

A. Teachers and auxiliary personnel and other professional-nonprofessionel

teams muet have time to plan and evaluate their work. Evaluation should

be frequent, pernaps every day, 83 that the team will be coordinated and

well-organized end each member can fully understand and develop his role.

The opportunity for teachers and aides to discuss problems and make

plans is also essential tor the success of the euxiliary personnel pro-

gram. Auxiliary personnel need to have constant consultation with the

professionals they are assisting, and teachers will benefit from this

opportunity to hear aides' suggestions and to develop neW working pro-

cedures with them. Teachers and auxiliary personnel who work as a team

in the classroom must have the opportunity to plan as a team. In some

schools that are now Using auxiliary personnel group planning periods

are regularly scheduled during the school day. They could also be held

after school hours,,but extra compensation should be given.

Q. Will extensive employment of auxiliary personnel be very expensive?

A. Employing auxiliary personnel will require increased expenditure by

local school systems. The cost may be mitigated in some cases by

government funds. Federal legislation for additional funds for teacher

aides is now being considered.

Improvement in any field often involves more money. The most important
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question is whether the advantages gained from auxiliary personnel services

are worth the additional cost. Allocating funds for auxiliary personnel can

help to prevent the waste of time money, and resources which occurs when

professional people who are prepared to teach are prevented from fully

developing their potential. Providing teachers with more time for profes-

sional activities is an important step toward ensuring that children re-

ceive the best education available.

If the number of auxiliary personnel increases, what will be the effect on

teachers and the teaching profession?

The effective use of auxiliary personnel could be one of the most significant

recent advances in education. As he is released from routine tasks, the

teacher can devote more time to teaching and assume a truly professional

role. New organizational patterns in the schools probably will evolve, and

differentioted roles for teachers and teacher aides will develop. It is

still too early to predict the exact nature of these patterns; for example,

one obvious trend is differentiation of roles for career or master teachers

regular teachers beginning teachers, assistant teachers, and different

kinds of aides.

The use of auxiliary personnel also will affect teacher education pro-

grams. Being an aide may become a regular part of preparing to teach and

should help students to learn how to work with aides as well as give them

experience in the classroom. In such situations colleges would need to work

closely with schools, and parallel programa of work and study could be

evolved.
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Q. What is to prevent the use of auxiliary personnel from becoming a cheaper

way to man the classroom?

A. It is possible that, on some occasions, aides will be used instead of

teachers in order to save money. It will probably not happen often, but it

would be foolish to ignore the possibility of its happening sometime.

Teachers administrators, parents school board members, and all others con-

cerned with education must see that this does not happen. One safeguard

against the exploitation of teacher aides is to have the functions of aux-

iliary personnel largely determined by teachers. It should be the responsi-

bility of educators to see to it that teacher aides are not allowed to

assume the professional duties of the teacher. Since aides will be working

directly with them, teachers should share the responsibility of seeing that

they fulfill their proper functions.

Is it pos ible that, by using the services of auxiliary personnel, teachers

might become more remote from the children less involved in their prob-

lems and their lives?

A. This is possible and teachers will have to make a conscious effort to see

that it does not happen. Teachers who have aides will have the opportunity

to gain increased insight as they have more time to study individual students.

They also will benefit from hearing the opinions of their aides.

What can teachers and administrators do to get ready for auxiliary personnel?

Teachera and administrators individually and in faculty groups, should be-

gin to assess the various tasks that teachers perform. They should study

and determine professional and nonprofessional skills. They should be willing
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to accept help in performing lower-level duties. They should visit schools

where auxiliary personnel are employed to see the possibilities for their

service and obtain reactions of teachers, administrators, aides and students

in those schools. They should be willing to experiment with and evaluate new

approaches to the educational process in their own schools to find the no t

effective uses of auxiliary personnel.

What should be the role of the state department of education?

A. Many auxiliary personnel have come into the schools by virtue of federal

legislation. Most of the legislative acts charge the state department af

education with some responsibility. The state department should establish

machinery for devising guidelines for school districts in setting up reason-

able proficiency requirements. A broad cross-section of the profession should

be involved in formulating the guidelines and setting requirements. They

should consider and develop methods of protecting auxiliary personnel from

exploitation as well as protecting teachers and children. And not only must

there be leeway for experimentation, but it should be encouraged.

Until more information about aides is compiled, state departments should

be wary of making official pronouncements and establishing rigid criteria:

What can the colleges do?

A. Colleges and universities can begin considering programs to help teachers

learn haw to train auxiliary personnel. They also can consider and develop

gys in which future teachers might spend a semester or a year in a paid

auxiliary position as part of their professional preparation. This of

course, would not overlap or replace student teaching. Most important, the
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institutions can provide internships and student teaching in schools

which employ auxiliary personnel.

Colleges and universities, end junior colleges, can also consider

developing programs for the direct training of auxiliary personnel.

Q. Whet cen interested citizens do?

A. Board members, citizens groups, and individuals can become informed

about the issues, problems, and advantages involved in hiring auxiliary

personnel. They cen visit other schools to see how aides are now being

used. They cen encourage teachers end administrators to join them in

these Activities end discuss with them the ways in which auxiliary per-

sonnel can assist in getting the vital job of education done in the most

efficient and effective manner in their own school

Q. Whet cen local educetion associations do?

A. Professional organizations can become informed about the jasues _nvolved

in selecting, training, and assigning auxiliary personnel end bring them

to the attention of the community,
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Reprinted with permission from Nat ion's Schools, August, 1960. Copy-
right, 1968, McGraw-Hill Inc ., Chicago. All rieits reserved.

WHAT TEACHER AIDES CAN--AND CANNOT--DO
S. Kern Alexander

Nearly half the teacher aide programs now operating in large public
schools are less than three years old. Using a sample of large school
districts, a recent report found that 40 per cent of all teacher aide
programs werei started in the 1965-66 school year and 36 per cent between
1960 and 1964. Because of the comparative recency of the use of
teacher aides, their function in our educational system is ill-defined.
There are no c-)ncrete definitions or measures of established practice
which state and local school districts can use as guidelines.

Most states do not have specific statutory provisions pertaining to
teacher aides. The majority of the school districts operating aide pro-
grams are doing so under general legislative provisions for operating
and maintaining public school systems.

The legal question is: "Does a school district have the authority to
expend public funds for teacher aides in the absence of statutory authori.
ty?"

A case which may serve as precedent was decided in Minnesota in-
volving the employment of a school nurse. The board of education em-
ployed a nurse for one month to make an inspection of the physical condi-
tion of the pupils in certain schools. The board's authority to take this
action was challenged. The court held that the board exercised an im-
lied power and said:

The purpose of the corporation is to maintain efficient free
public schools...and, unless expressly restricted, (the
school board) necessarily possesses the power to employ
such persons as are required to accomplish the purpose.
Education of a child means more thian merely communica-
ting to it the content of textbooks."'

1 "Teachers Aides in Large School Systems," Circular, Educa-
tional Research Service, No. 2 AASA--NEA, Washington, D. C.
April 1967, pp. 1-2.

State v. Brown, 112 Minn. 370, 128 N. W. 294.
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Other courts have rendered similar decisions concerning studen
teachers. In a West Virginia case, a school board consented to provide
practice schools for college teacher training. The authority of the
school district to provide supervision and facilities for the student
teachers was challenged. The court held for the school district saying
where a board of education has powers and discretion for the conduct
and management of the public schools, the boaqd has the authority to
determine the mode and course of instruction.°

Although some conflicting cases exist regarding the power of boards
of education to expend public moneys for certain purposes, the weight
of judicial authority, as the above cases show, seems to support the
general premise that in the absence of statutes to the contrary, the
power to hire and pay teacher aides is within the authority of local
school districts.

Recent legislative action: While there seems to be no great trend in
this dikb-ction, some stale legislatures in recent years have enacted
statutes providing for the employment of teacher aides. Some of these
statutes provide for teacher aides for specific purposes, while others
are rather comprehensive and provide a very realistic legal and broad-
scale basis for such employment.

During 1965, the Washington4 and Massachusetts5 legislatures
passed laws authorizing local school districts to employ noncertificated
personnel to supervise pupils in noninstructional activities during regu-
lar school lunch services. The Washington provision was made in
order to provide teachers with a 30 minute duty free lunch period.

rn 1966, the California legislature authorized approval of projects
for noncertificated school aides for use in compensatory education pro-
grams in Grades K-6. Such aides may be high school students in Grades
11 and 12 and college students. The legislature felt that it was neces-
sary to make provisions for employment of aides to reduce the ratio
of pupil pc. aide/teacher in order that compensatory classes not exceed
20 to 1.°

Nevada7 and Illinois in 1967 enacted legislation which provided for

Spedden v. Board of Education, 74 W. Va. 181, 81 S. E. 724,
4 Washington Code, Chapter 18, 1965.

5 Massachusetts Code, Chapter 164, Acts of 1965.

6 California Legislature, Senate Bill No, 28, 1966.
7 Nevada Code, Chapter 201, 1967.

8ruinois lature, House Bill 1107 and House Bill 1889, 1967.
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more general use of teacher aides than did either the California or
Washington statutes.

The Nevada statute is probably the most comprehensive and grants
boards of education the power to employ teacher aides and other auxili-
ary nonprofessional personnel. These personnel must be directly super-
vised by certificated persons when assisting in instructions but may not
be under such supervision when performing non-instructional duties.
The legislature in this state had the good foresight to require that local
boards of education, employing aides or auxiliary personnel, develop
written policies governing their duties.

State education agency provisions: In recognizing the need for
teacher aides, several state boards of education and state departments
of education have published statements concerning the use of aides in
our public schools. Generally, these provisions have not been adopted
as official state regulations and, therefore, do not carry the weight of
law, but they do lend guidance and direction in the employment and use
of teacher aides.

A recent study by the New England Educational Assessment Project
pointed out that the state departments of education in New England have
not licensed or certified teacher aides but have issued general state-
ments regarding duties and qualifications of aides. 9 Maine. for example,
defined a teacher aide as a noncertified person whose duties are limited
to assisting a certified teacher. This department of education describes
the types of responsibilities which aides may assume in assisting the
regular teacher. This statement places limitations on the use of teacher
aides in saying that "aides shall not be used as substitute teachers, to
relieve teacher overload, or to replace teachers on leave." Qualifica-
tions for aides are also detailed. They are: Aides must be at least
seventeen years old, be a graduate of secondary school, have the moral
character required of teachers.

Federal Programs

Although teacher aides or auxiliary personnel have been used for a
number of years by many school districts, a giant step forward was
taken in this area by the passage of the Elementary and Secondary Edu-
cation Act of 1965. This Act provided many school districts with the
necessary funds to employ teacher aides to assist with programs for
cuJturally deprived children.

"reacher Aides in the Classroom, A New England Study. " New
England Educational Assessment Project, Funded under Title V, Sec-
tion 505 of the Elementary and Secondary Education Act of 1905, Pro-
vidence, Rhode Island, November 1967, pp. 23-27.
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In 1965, the U. S. Office of Education published guidelines" which
suggested the use of subprofessional personnel for assisting teachers
in educating culturally deprived children. The guidelines pointed out
that parents may be employed and this might help bridge the communi-
cation gap between home and school.

In 1964, the Congress enacted the Education Professions Develop-
ment Act." This Act provides for state education agencies to submit
state plans which include programs to obtain services of teacher aides
and to provide them with preservice or inservice training which will
enable them to better perform their duties. In order to participate in
this program, the state education agency must establish certain stand-
ards for teacher aides and should indicate the scope and nature of the
duties expected of teacher aides. Also, this Act requires that in order
to participate, states must designate the program of state supervision
and leadership to be used and develop short and long-range policies and
procedi res on the use of these federal funds to obtain and train teacher
aides.'
Authority _ f Teacher Aides

Teaching: All states have certification laws which require persons
to meet-cerFain minimal qualifications before they may become teachers
in the schools. Therefore, unless there are statutes providing to the
contrary, a teacher aide is not authorized to perform instructional
duties or to teach.

The attorney general of at least one state has held that a school
district cannot receive state aid allotments for the time pupils spend
under the lone supervision of noncertificated persons such as a student
teacher or teacher aide. This decision would probably apply to most
states that distribute funds on pupil-teacher ratios or classroom units
based on the number of teachers employed.13

Rnulation of pupil conduct: Some teacher aide duties include situa-
tions w'hiai requie-direct contact with pupils and may render the aide
at least partially responsible for the conduct and control of pupils.
These activities include supervising playgrounds, cafeterias, study

10 "Guidelines, Special Programs for Educationally Deprived
Children, Draft, October 8, 1965, Office of Education, H. E. W. , p. 20.

11 Education Professions Development Act. P. L. 90-35, Sec. 520,
Title V, Part B, Higher Education Act of 1965, as amended.

12 "Guide for Preparing a State Plan for Attracting and Qualifying
Teachers to Meet Critical Teacher Shortages," Under Part B, Subpart 2
of the Education Professions Development Act (Title V of the Higher
Education Act of 1965).

13 Kentucky, 0. A. G. No. 269, 1963.
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halls, the loading and unloading of school buses, and corridor monitor-
ing. Many of these duties formerly belonged to the teachers and admin-
istrative personnel.

Unless it is specifically provided for in statute or by state board of
education regulation, the teacher aide probably does not have the author-
ity to regulate pupil conduct. There is little case law relating to this
problem, but decisions concerning the use of student teachers may be
used as a guide. For example, the Supreme Court of West Virginia up-
held the use of student teachers in the classrooms but ruled they had no
authority to control pupil conduct. The court in this case said:

The law requires the employment of competent teachers, but
there is no express exclusion of assistant of underteachers.
The student teachers are not employed, nor have they a
particle of authority in management and control. While they
are dealing with classes, the regularly employed, competent
teachers stand over them and see that recitations are heard
and instruction given according to their own judgment, will 14and discretion. This involves no delegation of their powers."

Swalls15, after extensive research concerning the legal status of
student teachers, concluded that the weight of evidence seemed to indi-
cate that the student teacher had no authority to regulate pupil conduct.
While student teaching activities and teacher aide duties do not precise-
ly coincide, especially where student teachers are allowed to conduct
regular class work, a general area of nonprofessional duties and activi.-
ties exists which would place the two under the same umbrella of common
law reasoning.

Liability For Pupil Injury

When teacher aides are assigned tasks involving supervision, they
are placed in positions of potential liability for pupil injury. In such a
situation, liability is likely to arise out of negligence on the part of the
aide. Any person assigned such responsibilities is ignorant at his own
peril. If he is not qualified to supervise playgrounds, then he should
.not try to do it.

In cases involving pupil injury, the courts have traditionally held
the teacher to a higher standard of care than that owed to the general
public. Likewise, a teacher aide, when placed in a supervisory capacity

14 Spedden et al. v. Board of Education of Independent School Dist.
81 S. E. 724 (W. Va.).

15 Swans, Fred, "Legal Aspects of Student Teaching." Cooperative
Research Project, 5-075 (Order from the Interstate Printers and
Publishers, Inc., Danville, Illinois).
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owes the pupils a greater standard of care than is normally required inother personal relationships.

Liability of administrator or supervisor: Where the administrator orupervisor appoints a we qua i ie person to perform certain functionsabout the school and injury results, the administrator is not liable fornegligence. The general rule of law is that in the public school situationthe master is not liable for the commissions or omissions of his ser-vant. In a Rhode Island case illustrating this principle, the court heldthat a school principal, who had authority over a school janitor, wasnot liable for injuries to a school teachej when he failed to warn her ofa slippery floor in the school building.'

Therefore, a teacher or a principal is not liable for the negligentacts of a properly appointed and qualified teacher aide. On the otherhand, if a teacher or a principal assigns duties for which the teacheraide is not qualified and the purposes of which do not fall within the scopeof the aide's employment, the teacher or the principal may be liablefor negligent acts by the aide.

In a New York case, 17 a child was injured during lunch hour in theschool gymnasium while under the supervision of the school janitor.The school district was found negligent on the theory that the duty to pro-vide competent supervision bad not been met. The court said:
$'By common practice the only supervision, direction or controlprovided was that of a janitor. ft might well be that oneemployed as a janitor would be competent to direct athleticactivities. But the proof here is that the one to whom super-vision was entrusted was in fact, a janitor, and nothing
else....It is our view that this was a palpable failure tomeet the requirements of the common-law rule, as wellas an evident neglect of the duty imposed by the student,"

16
Gray v. Wood, 64 A. 2d 191 (1949).

17 Garber v. Central School District, 251 App. Div. 214, 295 N. Y.Supp. 850 (1937).
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Source: TEPS Write,-in Papers on Flexible Staffing Patterns, May,
1969. Reprinted with permission from the National Commission on
Teacher Education and Professional Standards, National Education
Association, Washington, D. C.

STUDYING TEACHER CLASSROOM BEHAVIOR TO DETERMINE
HOW PARAPROFESSIONALS CAN HELP IN THE CLASSROOM

Donald M. Sharpe

A prior consideration to role differentiation should be role identi-
fication. Before specific roles can be assigned to aides, paraprofes-
sionals, or professionals, teaching roles need to be carefully identified
and classified. Instead of engaging in a philosophical discussion of
possible teaching roles, I propose a careful look at what teachers do in
the classroom.

Studies of how teachers spend their time suggest that too much of
their school day is spent ip nonprofessional or clerical pursuits. For
example, a Virginia study' showed that elementary teachers "waste"
about one and a half hours a day.

In considering the utilization of teacher aides and paraprofessionals,
typically one thinks of their being employed in roles outside the class-
room, such as supervising playgrounds, scoring tests, ale performing
clerical chores. Data being collected in an ongoing study of student
teacher assessment suggest that some of the typical classroom activities
of a secondary school teacher could be delegated to another person or to
a machine.

One of the assumptions of the movement to differentiate roles in
education is th.t such differentiation will lead to more efficient utiliza-
tion of professional personnel. There is some evidence, however, that
this assumption is not supported by experience, that teachers who are
relieved of routine chores simply increase the amount of time they spend
in the coffee lounge. Plans for staff differentiation must focus on cre-
ative ways of using the time provided by the employment of paraprofes-
sionals.

Other studies which have examined what teachers do in the classroom

1 Virginia State Department of Education, Division of Educational
Research. An Analysis of the Use of Teacher Time in Virginia. Bul-
letin, Vol. 49--, No. b. Ridbmond:The 'Department, December 1966. p. 33.

2 Sharpe, Donald M. Isolating Relevant Variables in Student Teach-
er Assessment. U. S. Office rariralloper Research
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can provide insights into teaching roles and will prove helpful to per-
sons interested in studying the teaching act: Withal13, Flanders4, and
Amidqn and Hunter51 have measured interaction in the classroom.Smith° has analyzed the logical aepects of classroom discourse. Medley7
and Mitzel8 have made extensive meagurements of teacher and student
teacher classroom behavior. Hughes developed instrumeAs for assess-ing the quality of teaching in elementary schools. Bellacklu has made a
detailed analysis of the linguistic behavior of teachers and students inthe classroom.

As one facet of a basic study of student teacher evaluat on, my as-
sociates and I analyzed the way secondary student teachers spent their
time when responsible for teaching a class. After several approaches
we found it possible to distribute their activities among the following
categories: management of nonlearning activities (MN), management of
learning activities (ML), presentation (P), recitation (R), discussion
(D), logical thinking (LT), and attention to the thinking process (TP).

3 Withall, J. "The Development of a Technique for the Measure-
ment of Social-Emotional Climate in Classrooms." Journal of Experi-
mental Education 17: 347-61; March 1949.

4Flanders, N. A. Teacher Influence, Pupil Attitudes, and Achieve-
ment. U. S. Office of Education Cooperative Research Project No. 3177
Minneapolis: University of Minnesota, 1960.

5Amidon, Edmund, and Hunter, Elizabeth. Improvins_Teael2Lgi
New York: Holt, Rinehart and Winston, 1966.

6Smith, B. O., and others. A Tentative Report on the Strate
of Teaching. U. S. Office of Education Cooperative ReeeararProjec

1640. Urbana: Bureau of Educational Research, University of
Illinois, 1966.

7 Medley, D. M., and others. Coding Teachers' Verbal Behavior
in the Classroom: A Manual for Users of OScAR 4V. (Mirnedgraifaied)

8 Mitzel, H. E. ; i',:chueler, H. ; and Gold, M. Improvement of
Student Teachin . Phase I, U. S. Office of Education Cooperative Re-
searcE-Pi-oject No. 73003. New York: Hunter College of the City Uni-
versity of New York, 1962.

9Fieghes, Marie. Development of the Means for the Assessment
of the Quality of Teachin in Elementary Schools. T.T.-S. Office of Ed-u-
cation °operative esearc o)ec o. alt Lake City: University
of Utah, 1959.

10Bellack, A. A., and others. The Language of the Classroom.
Parts I and II, U. S. Office of Education k,00perative Research Project
No, 2023. New York: Institute of Psychological Research, Teachers
College, Columbia University, 1963 and 1965.
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See the Appendix for notes on the Teacher Classroom Activity Profile
(TCAP), instructions for its use, a sample form, and a glossary of
terms.

Obviously these categories permit only gross classification and are
not mutually exclusive. However, a minimal amount of training does
enable an observer to obtain a generalized picture of the teacher's or
student teacher's classroom behavior.

A preliminary analysis of the results of 1,361 observations suggests
some interesting hypotheses which are relevant to the problem of role
differentiation in the secondary school classroom see Table 1)

Student teachers were observed by two types of supervisors; mem-
bers of the Indiana State University Division of Teaching who devote
their full time to the supervision of student teaching; working with stu-
dents in different teaching fields; and departmental supervisors who
work with student teachers in their own particular disciplines. It
should be noted that in only one categorydiscussionwas there any
significant difference in their distribution of teacher classroom activi-
ties. Part of the variance could be due to different behaviors of student
teachers and part could be due to different understandings of the unique
definition of the term discussion. The high degree of agreement between

the classifications made by departmental supervisors and divisional
supervisors suggests that the TCAP can he used with a minimum of
training.

Table 2 shows that there is a significant difference in the way teach-
ers spend their classroom time in academic-type classese.g., Eng-

lish, mathematics, social studieswhen contrasted with laborajory-
type classese. g., typing, physical education, music. (An analysis
of variance showed that the differences (F scores) were significant at
the .005 level for all, categories of activity except management-learning.
Space does not permit an analysis of these differences here.)

HYPOTHESIS NO. 1 RE: MANAGEMENT-NONLEARNING (MN)

If teachers spend large amounts of time on housekeeping chores, as
is frequently alleged, this study does not provide such evidence. It

would be difficult to justify a classroom aide purely on the grounds that
he can relieve the teacher of such menial tasks as "collecting milk
money," making announcements, and performing the necessary bureau-

cratic chores. It should be noted that this study made no attempt to
classify teacher activity outside the classroom. It may be that the
housekeeping chores which loom so large in popular discussion are
peculiar to elementary schools or occur outside the classroom in sec-
ondary schools. Less than 5 percent of the time was spent on such

chores. Also included in this category was time spent in disciplining
and reprimanding students. Examination of the observers' notes shows
that less than 1 percent of class time was spent reprimanding or dis-
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Table 1.--PERCENT OF CLASSROOM TIME DEVOTED TO VARIOUS CATE-
GORIES OF BEHAVIOR BY 1,097 SECONDARY STUDENT TEACHERS AS
RECORDED BY DIVISION OF TEACHING SUPERVISORS AND BY 264

SECONDARY STUDENT TEACHERS AS RECORDED BY
DEPARTMENTAL SUPERVISORS

Behavior Percent of time

10 15 20 0

Management-
5.10%

Nonlearning Milli
4.45

Activities

Management-
27.03

Learning
22.99

Akctivities

Presentation
20.44
21.17

Recitation
26.33

UIUIIIUUIIIIIUIIUIIIIUUUIUI 24.10

Discussion
9.82IIIlIIJIIlItIiIItItIItIIt 16.71

Logical
9.49Thinking ii WHIM
9.01

Thinking
1.76Process
1.45

= Divisional supervisors ill,, = Departmental supervisors
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Table 2.--PERCENT OF CLASSROOM TIME DEVOTED TO VARIOUS

CATEGORIES OF BEHAVIOR BY 736 SECONDARY STUDENT
TEACHERS IN ACADEMIC-TYPE CLASSROOMS AND BY

625 SECONDALY STUDENT TEACHERS IN
LABORATORY-TyPE CLASSROOMS

Behavior Percent of Time

10 15 20 25 30

Management- 3.58%

Nonlearning 11111101 6.25

Activities

Management- 28.42

11111111111111111111111111111111111111Learning 24.46

Activities

Presentation 24.49
111111111111111111111111 16.13

Recitation 24.11
1111111111111111111111111111111111111111 26.43

Discussion 9.41
1111111111111111111111111111 18.10

Logical 10.65

Thinking 111111111111 7.73

Thinking 2.32

11Process .78

Academic = Laboratory
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ciplining students.

HYPOTHESIS NO. 2 RE: MANAGEMENT-LEARNING (ML)

For 28 percent of the classroom time, a technician, an aide, or
a monitoring device could be as effective as a professional teacher.
Student teachers spend this amount of time in a passive role of permit-
ting students to learn rather than helping them learn. The teacher is
simply managing the class while a film is being shown or monitoring a
test or permitting students to styd. He plays no leadership or teaching
role orher than that of having planned the activity.

HYPOTHESIS NO. 3 RE: PRESENTATION (P)

If a teacher spends approximately 25 percent of his time in presen a-
tion and teaches the same class four times, it is possible that modern
educational technology could relieve him of the equivalent of approxi-
mately one class period per day. A similar saving of time and energy
might be made through flexible scheduling.

Student teachers spend less time than one would think in lecturing.
The criticism of the lecture method as a teaching device may have bad
some effect in limiting this type of teacher activity. Approximately
25 percent, or 15 minutes, of each hour was spent in formal presenta-
tion in academic-type classes. Since time devoted to feedback and
analytical discussion appears in another category--logical thinking--
one could argue that presentations could be made by machines or lec-
turers in large groups. Most models of a differentiated staff provide
for some such specialization on the assumption that it is more efficient
to present a demonstration or lecture once to a large group of pupils
than to repeat it several times to smaller groups. However, the prob-
lems of logistics and organization may reduce the advantage.

HYPOTHESIS NO. 4 RE: RECITATION (R)

Approximately one-fourth of a student teacher's class time is
squandered in old-fashioned recitation--terse reporting of memorized
data and oral testing,even though the evidence is overwhelming that
it is educationally and psychologically unsound. A restructuring of
teaching roles and the improvement of teacher education could provide
personnel skilled in interaction, reinforcing, and thinking who would
completely eliminate recitation as here defined and replace it with log-
ical thinking. When one adds the 25 percent of the time spent in reci-
tation to the 15 percent wasted in discussion, as here defined, he be-
comes alarmed at the human wastage which occurs in the classroom.

HYPOTHESIS No. 5 RE: DISCUSSION (D)

Too much of class time is spent in pointless talk and purposeless
interaction. This hypothesis needs to be examined carefully and the
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findings subjected to replication. The Indiana State University observers
found that approximately 15 percent of every hour was spent in random
discussion, irrelevant talk, and pseudointellectual activity such as
stream-of-consciousness interaction or words expressed without any
apparent focus or purpose.

It is possible that this behavior is more characteristic of student
teachers than of experienced teachers. It is possible that beginners are
afraid of silence in a classroom and feel a compulsion to fill the silence
with words, even though they may be purely irrelevant words. There is
some evidence that this phenomenon is not limited to student teachers.
It may be that the observers erred in categorizing the teacher's behavior
because they were unable to determine his long-range plan or purpose.
However, the observers were careful to shift the classification to logical
thinking, recitation, or presentation whenever any "rhyme or reason"
appeared in the "talk, talk, talk." Time classified as discussion in
this study was considered wasted time. This is not to denigrate the
value of discussion but to emphasize that what masquerades as discussion
is frequently not only time wasted but time that is actually miseducative.

The findings suggest the need for specific training in the use of dis-
cussion as an instructional technique.

HYPOTHESIS NO. 6 RE: LOGICAL THINKING (LT)

Far too little classroom time is devoted to thinking if one excludes
the simpler types of mental activity of absorbing information and recal-
ling specific facts. Only 9 percent of the time is spent in analyzing,
synthesizing, reasoning, questioning conclusions, or creative thinking.
Of course, staff differentiation will not automatically solve this prob-
lem. However, it could make possible the identification of teachers
who are skilled in this pedagogical activity and permit them to share
their talents with other members of the staff. Teacher educators must
assume more responsibility for improving skills in logic, thinking, and
problem solving.

HYPOTHESIS NO. 7 RE: ATTENTION TO THE THINKING PROCESS (TP)

Although it is commonly assumed that the major purpose of public
education is the improvement of the students' ability to think, only a
small fraction of a teacher's time is devoted to the improvement of his
pupils' thinking. For less than 2 percent of the time was the teacher
deliberately helping students to improve the quality of their thinking.
There is considerable evidence that teachews will modify their class-
room behavior to provide more attention to the thinking process when
they become aware of how little time they devote to it. It is also pos-
sible that the delegation of some activities to another person will permit
the kind of careful planning which is needed to enable the teacher to
function in this, the highest professional role.
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Conclusion

While the problems of role differentiation were not a primary con-sideration in the designing of the study of teacher classroom activity,the results would appear to have some relevance. It would seem thatsuch an analysis could be the starting point of any attempt to differenti-ate teaching roles.

This simple way of taking a look at what teachers actually do may bea precondition for improving their professional behavior. The completedprofile, with such notes as are made, constitutes a sequential accountof the major activities in which the teacher engages during the classsession. The Teacher Classroom Activity Profile has been an effectiveinstrument in defining the role of the supervising teacher insofar as ithelps reconstruct the teaching act and makes it subject to analysis endevaluation. The instrument tends to sharpen perception rather thaninterfere with it and provides a point of departure for the examinaLonof alternative actions. The TCAP is used to report rather than evaluateteacher classroom behavior. No hierarchy of values was preassignedto the seven categories, although a value system is implicit. Studentteachers are encouraged to ask themselves if this is the way they wantto spend their class time and to create other, alternative patterns ofbehavior.

This preliminary analysis of the findings d es seem to suggest afruitful field of study for those who are concerned with role differentia-tion.

While there is no assurance that the provision of other personnel toperform some of the tasks which teachers currently perform would auto-matically result in an increased emphasis on the quality of thinking inthe classroom, it might well provide the necessary conditions.
The redirecti.on of teacher education, both preservice and in-service,is necessary if teachers are to become true professionals who helpchildren learn to learn and learn to think.



APPENDIX

Preliminary Notes on Teacher Classroom Activity Profile (TCAP)

Donald M. Sharpe
August 1967

Rationale

The Teacher Classroom Activity Profile (TCAP) has been developed
to serve two complementary purposes: first, to improve the quality of
supervision, and second, to provide objective data for research on
teacher behavior. (Basic Research USOE No. 6-1321.)

The Teacher Classroom Activity Profile is printed in two forms:
the 8x11" no-carbon-required triplicate Form B and the IBM card
Form C. The NCR Form B will generally be used in observations--
one copy (yellow) for the student teacher. one copy (white) for the Divi-
sion of Teaching, and one copy (pink) for the departmental supervisor.
The IBM card will be used for key-punching, filing, and research pur-
poses.

The TCAP has been found to be an effective instrument for helping
supervisors and cooperating teachers record a student teacher's class
room behavior for subsequent analysis and evaluation. An observer
can acquire the necessary skill in a relatively short time. The instru-
ment actually sharpens perception rather than interferes with it. The
completed profile provides data which enables the student and super-
visor to "reconstruct the experience" and examine the effectiveness of
the teaching acts and consider alternatives. The completed profile
constitutes a sequential account of the major activities in which the
teacher engages during the class session.

The report is nonnormative, although the observer does have to make
judgments in categorizing the teacher's behavior. In contrast with the
Secondary Student Teacher Performance Profile (SSTPP), it is not an
evaluative instrment. Since extensive training and controlled condi-
tions are required for satisfactory use of the SSTPP, its use is re-
stricted to the staff of the Division of Teaching who are participating in
the research study. The TCAP focuses directly on what the teacher does
and only indirectly on what the pupils do.

Instructions for Use of the TCAP
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The observer records a continuous line moving among the seven
major activities in 3-minute intervals. Explanatory notes should be
keyed to the column numbers which indicate the sequence of 3-minute
intervals. If there is just a momentary shift in categories, a vertical
line going up or down to the proper category should be made without
interruption of the general flow of the regular profile graph.

For instance if a teacher interrupts a presentation to reprimand
a student or to ask for attention, since this activity is classified as
rnanagement-nonlearning (MN), a line would go up Lo the section on
management-nonlearning (MN); or similarly, if the teacher is conduct-
ing a recitation and stops a moment to ask a question which provokes
thinking and then goes on with the recitation, a line would drop dovrn to
the section on logical thinking (LT). For summary purposes, count
four such lines as the equivalent of one minute. If this activity goes on
for a minute or more, the graph should show it as a part of the continu-
ous line. It is possible to indicate 1- or 2-minute sequences by using
one-third or two-thirds of the space.

It has been found helpful to indicate the time of day at each of the
3-minute intervals, starting in Column 1 with the minute the class starts
and then recording the time at 3-minute intervals after that in the num-
bered squares. T12e total number of minutes should, of course, add up
to the total spent in observation. The percentages should be computed
approximately, to the nearest percent. Percentages should tally to
190. A table to facilitate this computation is available in
office.

The NCR paper makes it possible for the observer to provide the
student with a copy of the analysis. The left-hand column, "Explanatory
Notes," should be used to describe any unusual movement of the profile
or to identify something that happened that might be discussed. The
righthand section, "Anecdotal Records," could be used to make evalua-
tive judgments, jot down ideas, or make suggestions that may be helpful
to the student. Some of the staff have found it helpful to mark an X in
the appropriate category at thp time an opportunity to help pupils im-
prove their thinking was missed.

TCAP forms should be completed, including the summary computa-
tion, and returned to the Research Office of the Division of Teaching at
the i?.nd of each platoon. Be sure to include indentification data-- student
and obse_ ver.

Definitions of Major Categories

While the terms used to identify the seven categories of teacher
activity carry common connotations, their use in this study is restricted
to the precise meanings as defined and illustrated below. The defini-
tions and examples serve as a basic point of reference. The pricise
distinctions among the various categories are clarified in staff discus-
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sions and individual conferences. The TCAP can be used in both aca.demic classes and laboratory or shop-type classes; however, the precisemeaning or the categories would differ.

The following definitions apply to academic-type classes, e. g.,English, social studies, mathematics, science other than science labor-atories.

MN Managernent-Nonlearning. Management of classroom in a situationwhere the teacher is not attempting to teach, e. g., reading announce-ments, taking roll, distributing materials, having idle time, dis-ciplining pupils, waiting for the bell to ring.
ML Management-Learning. Management of classroom in a situationwhere learning may occur hut the teacher is not involved except in amanagerial role, e. g., showing a film, administering a writtenexamination, supervising study time, hearing student reports.
P Presentation. The presentation of subject matter by the teacher insome organized fashion, e. g., lectures, demonstrations, illustratedtalks, blackboard presentations, reading.
R Recitation. The solicitation of student responses which call forterse memorized data, oral testing to determine if assignments havebeen read, review questions, etc.
D Discussion. Random discussion involving student-teacher inter-action but without analysis or synthesis. "Stream-of-consciousness"discussion without any apparent focus or purpose except to consumetime until the period is over, e. g., "talk, talk, talk." When dis-cussion does come to a focus, it fits into the next category, logicalthinking.

LT Logical Thinking. Discussion which involves analysis and synthesis.The teacher is deliberately encouraging or permitting thinking tooccur. This category is more than reciting or repeating somethingwhich has been learned or memorized. When the teacher acts toencourage thinking, it st-ould be recorded here, whether or notthe act is successful. (Use vertical lines to this category when abrief interval of thinking occurs in presentations, recitations, ordiscussion.)

TP Thinking Process. Deliberate, conscious attention on the part ofthe teacher to the intellectual process, e. g., pointing out to stu-dents the factual or logical basis of their thinking, pointing out er-rors in reasoning, examining the reliability and validity of evidence,
examining the adequacy of the sample, defining terms, checking as-sumptions, examining the scientific method, examining values, seek-ing reason for conflicting opinions, locating the source of difficulty,
examining the "method of inquiry." (Use explanatory notes to reportgood examples. Put an X on the profile if an opportunity to contribute
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to the thinking process is missed.)

The following modifications apply to laboratory-type classes--
e.g., science laboratory, shop, band, orchestra, physical education,
typing.

MN Management-Nonlearning. Basically the same as for academic.
,Include clean-up and waste time. Record here the time in which
the teacher ignores pupils to work on outside activities.

ML Management.Learning. Basically the same as for academic.
Warm-up time, showering, dressing.

P Presentation. Same as for academic.

R Recitation. Same as for academic. Include drill and practice ti e
in this category, review exercises, supervised practice.

D Discussion. Same as for academic.

LT Logical Thinking. Consider all purposeful work which the teacher
is actively supervising or directing in this category.

TP Thinking Process. Same as for academic. This category applies
if tbe teacher is working with a single pupil, a group, or the total
class.
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Source: The Teacher and His Staff: Differentiating Teaching Roles,Copyright, 1969 by the National Education Association, Washington,D. C. Reprinted with permission from the National Commission onTeacher Education and Professional Standards.

STAFF SUPPORT FOR INNOVATIVE TEACHING
Eugene R. Howard

Not long ago Denemark stated flatly that "the job of today's teacherhas become virtually unmanageable. Unless something is done to rem-edy the situation, creative, competent teachers will find themselveshopelessly bogged dowrA in technical and clerical duties which could beperformed by others. '1' Certainly, those of us who have been involvedin the activities of the Year of the Non-Conference will agree whole-heartedly.

Likewise, the public relations director for the Illinois EducationAssociation has stated that no single individual could possibly possessthe competence, energy, or time to deal effectively with all the re-sponsibilities typically assigned to one teacher. "The self-containedteacher, the s 1f-contained classroom, and the self-contained schoolare obsolete

Probably we could all agree with this statement, too. As Pattonpointed out, changing and expanding the traditional concept of oneteacher ministering to all children to the concept of a system which in-volves cooperative efforts by teachers, teacher aides, consultants, andother supportive personnel, was the central focus of the Non-Conference.
Consider for a moment some of the tasks teachers are typicallyasked to perform in the conventionally organized schools.
The central task--that of planning, managing, and evaluating theteacher-pupil-materials interrelationship--is the task for whichteachers are especially trained (see Figure I). The management ofthis interrelationship is usually what we mean when we talk about"teaching." The task includes planning units of instruction, diagnosingstudent learning difficulties, prescribing appropriate learning activi-ties, relating learning experiences to individual pupil interests, organ-

1 Denemark, George W. "The Teacher and His Staff. " NEAJournal 55:17; December 1966.
2Patton, L. Goebel. "The Teacher and His Staff: The Year of theNon-Conference." Illinois Education 56;21; September 1967.
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izing curriculum, and evaluating pupil progress. It is a kind of "psy-chclogical architect" role.3 The teacher helps his students build stepby step the kind of psychological environment which will encourage pos-itive attitudes toward learning. This psychological environment iscomposed, at least in part, of the teacher's and the group's perform nceexpectations, the value systems of the pupils and the institution, andthe social and communications structure of the group.
These two roles--the role of manager of the teacher-pupil-materialsrelationship and the role a psychological architect--are the most highlyprofessional. They demand of the teacher an extremely high level ofunderstanding of applied psychology of learning, of group dynamics, andof the functioning of the social system within which learning is to takeplace.

All else is distraction.
But look at the many other jobs we ask teachers to do (see Figure II).We ask them to do their own typing; keep and reproduce pupil records;mark papers; run duplicating mo chines; collect and account for money;order and return films; supervise lunchrooms, playgrounds, corridors,and washrooms; and operate audiovisual equipment. And this, as youknow, is only a partial list.

Businesses organized this way would go broke. Any hospital whichbuilt job descriptions like this for its doctors would be killing its pa-tients.

The Year of the Non-Conference was organized to encourage in ournation's schools the building of new, reasonable, rational, highly pro-fessional teacher roles. Our experiences this year suggest to us that aproductive teacher-pupilmaterials relationship can best be supportedin three ways: (a) through providing teachers with the assistance of avariety of different kinds of auxiliary personnel, (b) through providingteachers with the support of many different kinds of professional special-ists, and (c) through enabling teachers to utilize better the unique talentsof one another (see Figure III).

Let's look individually at each of these three kinds of support forprofessional teaching.

3 See especially: Parker, J. Cecil, and Rubin, Louis J. Process asContent: Curriculum Desi n and the A. lication of Knowled e. Chicago:Rand McNally and Company, 19 7. Chapter 5, T e ngineering of aProcess...Centered Curriculum," pp. 50-66. "In its simplest sense, "say Parker and Rubin, "classroom instruction is a matter of establish-
ing conditions under which the child can learn." (p. 60).
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Auxiliary Personnel (See Figure IV)

I would suggest that we consider four different kinds of auxiliarypersonnel: instruction assistants, community consultants, clerical aides,and general aides. These general classifications fok auxiliary person-nel were originally suggested by Trump and Baynham 4 about six yearsago. Most of what has been written on this topic since then seems to beconsistent with their original idea.

Instruction assistants, according to Trump and Baynham, would dosuch things as serve as laboratory assistants, evaluate some writtenwork of students, supervise specific out-of-school projects, confer withstudents about their progress and provide the teachers with reports, andassist with extraclass activities. Many instruction assistants would becollege graduates and all of them would have had specialized trainingfor their specific duties.

Community consultants, Trump and Baynham suggest, would be indi-viduals within the community who possess specific competencies in cer-tain fields. These individuals would be called upon to come to the schoolto make specific presentations or to provide special information. Theywould make their presentations live to a group of students, and the pres-entations also could be preserved on film, tape, or video tape for futureuse.

Clerical and secretarial aides are now becoming more common inschools. They relieve teachers of such nonprofessional tasks as typing,duplicating materials, grading objective tests, keeping records, dis-tributing supplies, and taking attendan.:.e.

General aides, Trump suggests, would control and supervise studentson the school grounds, in the cafeteria, in the corridors, in the auditor-ium, and in some extraclass activities. Ordinarily, such aides would behigh school graduates employed on a part-time basis.
Other Professional Specialists (See Figure V)

Some schools have organized their school-based professional spe-cialists into development teams--teams of specialists specifically as-signed the task of stimulating, for the teaching teams, special projectsand programs carefully designed to improve instruction. In a sense,this group assumes the responsibility of providing instructional leader-ship to the school. It is important to note, however, that these individ-uals do not work out of the u e i endent's office. They are based in

4Trump, 3. Lloyd, and Baynham, Dorsey. _Focus on Change..Chicago: Rand McNally and Company, 1961. pp. 33-35.
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each school where their services aze readily available to the teachersand pupils.

Most of these positions already exist in our schools. Typically, how-ever, school administrators have not provided the school with the kindof organizational framework which will make these talents readily avail-able to teachers.

Materials and media specialists already exist in the person of thelibrarian and the audiovisual director.
The problem with librarians these days is that they spend too muchtime in libraries. It is time they began to train others to catalog, pro-cess, purchase, and repair books and to supervise students. The li-brarian should see himself as a specialist in independent study and aspecialist in learning materials. As a specialist in independent study,he helps students match their interrtsts to learning materials appropriateto their interests. As a specialist in learning materials, he helps theteaching teams build into every unit of instruction as wide a variety ofappropriate materials as possible.
The media specialist has virtually the same job description exceptthat he has specialized in audiovisual materials and equipment, whereasthe librarian may be limited in such knowledge. The media specialistusually needs at least a part-time staff artist and a technical assistantif he is to be freed for professional consultation with teachers and pupils.
Specialists in curriculum content and theory exist now, at least onmost high school staffs, as department chairmen. Most elementaryschools currently have to rely on specialists from the district superin-tendent's office to work directly with teachers on curriculum.
If our teachers are to be truly professional people, they must bedelegated the task of building the curriculum. A teacher should not be atechnician implementing someone else's ideas. Rather, he should be acreative professional, organizing the work of others into a flexible pat-tern which provides for a wide range of individual differences amongpupils. Given appropriate support from one or more school-based cur-riculum specialists, the teaching team can structure curriculum.
Until teachers begin to do this kind of curriculum work, diagnosticand prescriptive teaching will remain a pipe dream.
By the way, the typical high school provides released time to depart-ment chairmen equivalent, schoolwide, to from one to two full-timepositions. By moving the school from the comparatively inefficient de-partmental organizational plan to the more efficient divisional and team-teaching plan, most high schools could afford two full-time curriculum

specialists who could be members of every teaching team and who couldbe available to help teachers at all times.
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Insofar as elementary schools are concerned, I would recommend
that they be built large enough so that school-based consultants can be
added to the staff at a reasonable per-pupil cost.

The school administrator is the organizational and communications
pecialist in the school. He is also the faculty's principal instructional

leader and the verbalizer and personifier of the school's educational
philosophy. He is the designated leader of the development team, the
group that is organized as efficiently as possible to support the teaching
teams as they manage the teacher-pupil-materials interrelationship.
As a rule, administrators should not make decisions which affect in-
struction. Their job, rather is to provide an organizational pattern for
the school within which teachers can make professional decisions with
confidence.

It is the principal's job, as personifier of the philosophy, to build
into his school the kind of organizational climate which makes the school
a safe place for creative students and teachers. It is his job to see to
it that communications lines are kept open and that staff members and
students talk to one another regularly about mutual concerns of impor-
tance to the institution. It is his job to see that the teachers in the school
are not afraid to make important decisions about their jobs because they
know what the school stands for. It is his job to see that the school is
moving in a direction which everyone understands.

It is not his job to evaluate teachers or teaching. Rather, it is his
responsibility to provide faculty members with the kind of professional
assistance they need in order to evaluate their own teaching and to ini-
tiate improvement procedures on the basis of their evaluations. The
teacher evaluation checklist, to be filled out by the principal and turned
in to the superintendent four times a year, is as obsolete as the self-
contained classroom.

The professional teacher of the future, supported by specialists from
the development team, will learn how to base decisions more and more
on knowledge and information, less and less on expediency, prejudice,
intuition, and pressure. A major responsibility of the principal is to
help his staff learn how to make rational decisions on the basis of know-
ledge and information.

Assisting the principal in this highly complex teacher education t s
is a research and development specialist. Typically, such specialists
do not exist on school faculties today except in a few schools which have
received outside funding for special research or development projects.
Many districts, of course, hire research and development specialists
who work out of the district office. Such individuals, however, are
spread much too thin to be of regular assistance to a teaching team.

The school-based development specialist has two major responsibil-
ities:
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1 . He s the communications link between faculty members who
are seeking answers to practical instructional problems and
district-level and university-based researchers who have im-
portant knowledge applicable to such problems. He assists
the faculty in making decisions which are as consistent as pos-
sible with what research has to tell us about learning and in-
struction. He is a translator of research into practice.
He is a stimulator of experimental and pilot projects to be ini.
tiated by staff members. He. helps teaching teams identify
problems, state questions in such a way that answers can be
found, design evaluative instruments, gather and interpret in-
formation about the results of a lIpecific path of action, and base
plans for further action on the information thus generated. In
short, he is the specialist on action research for the faculty.
He helps the faculty move systematically and rationally into
innovation. He is the faculty's major protection against ir-
responsible, superficial innovating which changes the form but
not the substance of the instructional program. He is a school-
based change agent with the responsibility of leading the faculty
into meaningful, educationally sound, carefully planned, and
well-evaluated program improvement.

Most schools already have on their staffs one or more pupil person-
nel specialists. They may currently hold the title of director of guid-
ance, social worker, counselor, school psychologist, or assistant
principal in charge of discipline and attendance. At least one of these
specialists should be a regular, active member of the school's develop-
ment team, available on a day-to-day basis to assist the teaching teams
with their planning.

The specialist in pupil personnel, as a member of every teaching
team, assumes the responsibility of assisting the faculty in organizing
units of instruction and curricula which will be appropriate to the needs,
interests, and matiarity level of the students for which the units of work
are intended. He is the principal specialist on the staff regarding the
characteristics of students. Without his help, teachers might too often
assign inappropriate materials to students. With his help, teachers
have a better chance of building units of instruction which stimulate and
excite the learners for whom the units are intended.

Also, of course, the pupil personnel specialist can keep the faculty
well informed regarding students with special needs and special learn-
ing problems. He is the interpreter to the faculty of the kinds of dif-
ficulties faced in the school by the bright, highly creative student , the
emotionally disturbed, the visually handicapped, and the academically
untalented. He is the consistent advocate on the staff of more and better
individualization of instruction.

Given this kind of support from school-based professional special-
even relatively unimaginative faculties can "catch fire," can be-
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come excited about their jobs, and can become responsibly innovative.

It is true, of course, that responsible change in a school costs
moneymoney beyond that which is spent to operate the traditional pro-
gram. But an effective development team costs less than you may think
because most of the members are already a part of the school staff.

Every school should have a small development budget--funds ear-
marked especially to stimulate thoughtful innovation. The staffing plan
and expenditure plan for a school going through a period of schoolwide
change should not be the same kind of plan that is appropriate to a
school dedicated to the status quo. "Retooling expense" is a necessary
and legitimate expenditure of the taxpayers' money. If we believe in
change, let's not hesitate to spend a little money on it.

Support from Other Teachers (See Figure VI)

The third kind of professional support available to the teaching team
is the support of other teachers who are not, perhaps, regularly assigned
to the team.

A school designed for maximum utilization of the talents of its staff
is a completely reorganized school. It is a school which has not only
reorganized personnel but has also reorganized time, space and cur-
riculum.

Reorganization of personnel usually leads the school into some kind
of team teaching or cooperative teaching. Two new trends in team
teaching might well be mentioned here:

1. The trend toward flexible rather than rigid team membership.
Z. The trend t ward organizing students into a variety of learning

teams.

I cannot go into these two trends in any detail here, but they will
bear watching.

Reorganization of time usually involves some variety of flexible
scheduling. The most commonly used varieties of flexible scheduling
are as follows:

1. The daily-demand schedulea system whereby a completely
new schedule is tailor-made for the school and for each student
every day.

The block-of-time schedule.
3. The computer-generated modular schedule.
4. Var ous combinations of the three.
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Reorganization of space typically involves tearing down walls to
provide space appropriate for learning laboratories and large-group
instruction, adding walls to provide for small seminar rooms and con-
ference looms, building large multimedia instructional materials and
independent study centers, and providing other special-purpose inde-
pendent study areas in various parts of the building. With a little imag-
ination and a modest amount of money, most existing buildings can be
adapted to the new kinds of programs.

Many new schools are being built with broad, open, carpeted, multi-
use spaces wh-ch facilitate team learning, team teaching, and indepen-
dent study. Such buildings are usually less expensive and certainly
more functional than the obsolete sell-coutained classroom variety
usually built.

Reorganization of materials is perhaps the most difficult of all re-
organizations to accomplish. However, a number of schools are suc-
ceeding in building flexibility into the curriculum where little existed
before. Typically, this is being done by developing modular curricula--
curricula composed of individual learning modules. The Nova Schools
call these modules "Learning Activities Packages"; some schools call
them "Individual Prescription Units"; others call them "Unipacs, a
term coined by Gardner Swenson and his associates of the Institute for
Development of Educational Activities. Whatever the units may be
called, however, the basic idea is the same. An attempt is made to
organize the curriculum in such a way that teachers and pupils may ex-
ercise well-defined optIons regarding both pace and content.

Built into each learning module or unit of instruction are carefully
designed content options. Thus, it is not necessary for every student
to utilize exactly the same material as used by every other student pro-
ceeding through the unit.

Progress from one learning module to another is made by the individ-
ual or by the learning team on the basis of demonstrated competence
rather than on the basis of a predetermined pace appropriate for only
some students in a group.

Once competence has been demonstrated to the satisfaction of the
teacher, the individual pupil or the learnitig team may (a) exercise an
acceleration option and proceed to another learning module, (b) exercise
a depth option and puzsue further teacher-planned work on the same or
a related topic, or (c) exercise a quest option and pursue a student-
planned learning module on the same or a related topic.

The term continuous progress is usually used to designate this type
of flexible curriculum.

The kind of school, then, in which personnel, time, space, and cur-
riculum have been carefully and systematically reorganized is a school
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which provides a setting both for individualizing instruction and for
professionalizing teacher.

In this kind of school, teachers can utilize the talents of one another
more readily than was formerly possible. This is true because organ-
izational and physical barriers which traditionally have made coopera-
tive planning and teaching very difficult will have been replaced, in thP
reorganized school, with organizational and physical flexibilities.

Ln such a school, important decisions about the learning situation
which traditionally have been made by administrators, rigid schedules,
and thick procedures handbooks can now be made by teachers and stu-
dents.

Summary

My objective has been to describe three kinds of professional sup-
port which the teaching team in the reorganized school might expect to
receive: support from auxiliary personnel, from other professional
specialists, and from one another. Support from one another is facili-
tated by the substitution of new organizational flexibilities for tradition-
al organizational rigidities. I have not attempted to talk about individual
teachers in conventionally organized schools because I believe strongly
that such schools are obsolete and that they should be done away with.

The kind of reorganized school which I have described may, of
course, be some time in coming. The forces for mediocrity in our
profession are strong and incentives for imaginative innovation are few.

I realize that we are hemmed in by rigidities. Rigid boards of ed-
ucation expect us to build modern educational programs with staffing
ratios appropriate only for maintaining the status quo. Rigid state de.
partments of education and accrediting associations get excited if we
schedule students for a class of less than ZOO minutes a week. Rigid
legislatures try to legislate us back into the nineteenth century. Crack.
pot pressure groups in the community are trying to take over the schools
for their own political purposes. Rigid principals too often try to run
their schools like military organizations, and rigid teachers teach rigid
kids rigid lessons from rigid curricula. The trouble is that rigid teach-
ers never die, they just get promoted and become rigid principals.

These and many related rigidities are quietly at work forcing our
schools into remaining the medieval institutions they have become. It
is on these and many related rigidities within pur profession that
teachers, administrators, and other specialists must cooperatively
focus their energies and their talents. Overcoming such obstacles will
not be easy. Perhaps, however, we have gained from the activities of
the Year of the Non-Conference some insights into how we might pro.
eeed.
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B. Involvement The Principal's Task

Source: The National ElementarPrincipal, April, 1968. Copyright
1968, National Association of Elementary School Principals, National
Education Association. All rights reserved.

THE CHANGING ROLE OF THE TEACHER-
HOW DOES IT AFFECT THE ROLE OF THE PRINCIPAL?

Thomas C. Wood

Bigness is surely the centerpiece of the modern American society.
Demographers predict the eventual clustering of 95 per cent of our pop-
ulation in several burgeoning metropolises. One-tenth of all counties
in the United States are growing larger; nine-tenths are becoming smal-
ler. The corollary to these circumstances is legislative insistence
that our school districts be reorganized to encompass more children
and by more territory. Such reorganization increases not only the num-
ber of people involved in intermediate administration but also the size
of educational facilities.

Depersonalization

Regardless of the benefits that accrue from this sort of reorganiza-
tion, the character of the affected institutions is inclined to become
more impersonal just as the nature of the metropolis in which many of
these institutions function is impersonal. For the individual, this result-
ing anonymity can be stifling and frightening. In the large school dis-
trict, as in the large city, people hunger for someone to talk with them,
someone to listen to them, and someone to work with them. These
individuals are seeking recognition as individuals. When the frustrations
of big city and big district aloneness become unbearable, these people,
these professional teachers, become militant in their demands to have
more to say in the management of their professional affairs. They want
to take part in fixing standards for their professional behavior and to
enjoy greater involvement in decision making which directly affects the
operation of their classrooms.

I think the urban teacher searches for, and sometimes finds, a ful-
fillment on the job which his family, church, and community no longer
provide him. He seeks within the profession for a personal liberation,
for some basis for his existence. And the job may indeed give him a
meaning for life that he cannot find elsewhere.

Yet, even those for whom urbanization is no problem find that the
affliction which plagues their big city colleagues is highly contagious.
They develop a dissatisfaction with perennial professional adolescence.
As a result, a rural or suburban teacher has frliently assumed the ag-
gressive posture.of his colleagues albeit with some awkwardness and
lack of understanding. He desires what he imagines is the fruit of the
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labor of his big city friends. And be intends to achieve it, properly
or improperly, by employing the same kind of tools

A Modest Revolution

This kind of revolution among practitioners of education was perhaps
predictable. It emerges as a companion to the technical, economic,
political, and social revolution that is taking place in this country. We
feel the impact of the space age and automation; we experience the chal-
lenge of surplus and of leisure time as opposed to the problems of pro-
duction; and we observe the shift in political emphasis toward greater
centralization and toward equality in representation. We have some
stumbling but determined efforts to obtain social mobility. In addition,
we are witnessing a substantive campaign for world peace, as well as
experiencing some of the excesses of that campaign.

Those who minister to the educational needs of what will soon be
one-third of this nation's population will not be denied the heady wine
which accompanies involvement in necessary change. The organizational
tinkering which is going on behind the mask of innovation has been a poor
substitute for the real medicine needed to furnish energy for our lethar-
gic profession. Important though considerations or organizational re-
adjustment are, multi-grade systems, nongraded plans, team teaching,
mandated programs in foreign language, new math, science, and others
tend to make a fetish of scheduling and specialization. They will not
replace the satisfaction that all professionals must have, and that is in
a redefinition of basic goals.

The Intimidated Principal

The beleaguered administrator is often an .unwitting and unwilling
contributor to the militancy and unrest of the classroom teacher. He
operates in an authoritarian institution which is frequently hostile to
freedom and to the development of something to which we all profess
allegiencecrucial individual differences. The challenge for the admin-
istrator is to iscatT that wbihalthougb proved archaic and vestigial,
he sometimes clings topaternalism. Threatened by imaginative and
creative teachers in the classroom, a disconsolate minority of his
group hides behind a welter of regulations and rigid programing devices
that only increases the suspicion and misunderstanding on the part of
already disgruntled co-workers. Feeling the pressure of teacher de-
mands and experiencing occasional clashes with over-eager representa-
tives of teacher organizations, nervous administrators may have some
understandable lack of enthusiasm for solving the basic problems behind
the militancy. And often they are disposed to cry out plaintively for the
"good old days."

What are the factors that cause what appears to be division between
teachers and administrators? One is teacher inclination to mouth a fear
of administrator domination and intimidation. Another is the administra-
tor clutching at a medieval notion that people, rather than programs,
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need to be administered. And still another is the conviction, shared by
teachers and supervisors, that lay boards are going to capriciously call
down a plague on both their houses. The public may look with a jaundiced
eye at all of them.

The Parapr -fessional

The intrusion of certain conditions peculiar to the contemporary
scene also deserves examination. The increased complexity of our
society has b,en accompanied by a massive infusion of federal monies
and state programs for its use. Coupled with this is the attention being
given the culturally deprived through programs which demand additional
personnel in greater numbers. With the reservoir of qualified and cre-
dentialled teachers already dangerously low and with limited numbers of
prospective teachers now in training, those responsible for personnel
are turning to qualified laymen in the community to serve as aides and
special resource people. This has heralded the development of a cadre
of paraprofessionals. As this new force is assimilated and trained,
classroom teachers are assumingand properly so--much of the respon-
sibility for its supervision. Together the credentialled teacher and the
paraprofessional are exploring avenues for the most effective employ-
ment of lay personnel. In the meanwhile, the professional teacher is
discovering the need for cultivating the skills necessary for supervision
of other personnel. This new circumstance is aided to existing programs,
such as foreign language in the elementary school, which demand spec-
ialists in the classroom.

New programs and new personnel of a different order give rise to
two new conditions:

The advent of additional stratification of those responsible f
instruction in the public schools.

A greater blurring of the lines between that which formerly
constituted teaching and that which was essentially supervision.
Who is management and who is labor?

An Instructional Leader?

School administrators, also, are confronted with the necessity for a
reevluation of role. There are those who would consign administrators
to a management function, remanding to teachers and department heads
and other supervisory personnel the task of instructional leadership.
This tidy delineation would satisfy the compartmental minds of those who
cannot accommodate diversity in role. They have called upon principals
to state their position as administrators and to classify themselves as
either education or management oriented. In some large cities, princi-
pals have done so and have allied themselves with the board of education
in an almost exclusively managerial capacity. This alignment, however,
has created no real exodus from the problem maze in which the metropol-
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itan school district finds itself.

This calls for alignment on one side or the other, particularly for
the elementary principal who has long imagined himself to be the instruc-
tional leader and along with his teachers to he diligently engaged in im-
proving the instructional program.

In reality, the elementary principal in most fast-growing suburban
districts has absorbedwith an understaffed district officeobligations
which, in big city districts, are satisfied primarily by intermediate ad-
ministration and supervis:1on. First at the secondary level and more
recently at the elementary level, this involvement in managerial func-
tions and increased classroom teacher specialization have forced the
administrator to act in a fashion disparate from his interest in instruc-
tion per se.

While the elementary principal may be experiencing more activity,
if not interest, in the administrative aspects of his position, his rela-
tionship to teachers remains a close one. Unlike the secondary school
principal who is apt to have a larger administrative and office staff, the
elementary principal continues to be close to teachers and to children.
In times of conflict, he will ally himself more often with the teachers
than with the central office personnel.

Beyond unrest and so-called militancy, the essential features of the
teacher's change in role are not yet clearly identified and defined. The
teacher has only begun to find his way through the jungle of additional
responsibility which his negotiating team would have for him. He has
not yet gone much beyond a more sophisticated instrumentality for mak-
ing salary demands. The truly professional kinds of decisions which he
would make in terms of securing the material for his work and bringing
about curriculum innovation have only begun. But this trend offers ad-
ministrators a new role in responsibility to provide leadership for the
terribly exciting potential residing in this teacher force. It is to be
hoped that they accept the new role and quickly assume it.

A Philosophical Shift

It is in the realm of attitude change and philosophical reorientation
that the most effective tools await discovery. At the outset, we have to
face some cold, bard facts. The trend toward teachers assuming ad-
ditional responsibility is not going to be altered. The fact is, if the edu-
cation profession is going to be a positive cultural force in our society,
principals must unite with teachers and help make "militancy" a respon-
sible accrual of strength.

School professionals have been plagued by something less than cour-
age. They have allowed decision making about educational policy to be
wrested from them and have given these matters over to professional
politicians and carefully organized axe grinders. Teachers and admin-
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istrators would do well to reaffirm their real purpose. Together, they
can be enthusiastic and energetic and honestly militant about it. Identi-
fication of this purpose involves the simple admission that the task is to
make positive changes in the behavior of young people and not solely
to teach subject matter. Educators have a strong social purpose, and
past experience must not prohibit them from taking into account the
social relevance of the school. Subject matter is their tool; sharpened,
it is their first weapon in the defeat of ignorance and poverty. Regarded
otherwise, subject matter is a two-edged sword that will turn against
them if, indeed, it has not already done so.

I think, next, that administrators have to help themselves and teach-
ers throw off completely the slave psychology that has dominated their
minds since the beginning of time. They have to teach faculties, as
they learn it themselves, to stand on their own feet and win for their
ideas the support of their colleagues and the masses of the people. The
administrator's problem is to achieve competence, and this is no more
critical for teachers than for administrators.

Emerging from this, I" think, are some specific trends in elementary
education.

The specialists. First, there is a growing specialization among
school personnel which reflects the knowledge explosion in many of the
disciplines. There is also an awareness that there have to be many
kinds of competence to make education effective and efficient for young
people. There are going to be mare specialists in such areas as read-
ing, mathematics, educational psychology, and physical therapy. The
appearance of program design engineers and learning analysts, particu-
larly at the district level, will add to this kind of specialization; research
by people particularly expert in the kind of environment which affects
learning will very likely diffuse elementary school education and extend
it to include more generally pre-school programs and community re-
sources at large. Consequently, the elementary administrator will find
it impossible to know as much as his staff knows in the various fields of
their competence and will be ill-advised to attempt authoritarian or
capricious supervision. Instead, his task will be the critical one of de-
veloping the chemical mix of educational elements; personalities, skills,
materials, and programs that are uniquely needed in his school.

Tradition is out. Another significant trend indicates that these spec-
ialistS are going to be far less responsive to being administered by a
line officer and far more sensitive to internalized norms and the auth
ority of competence. In dealing with these kinds of expert personnel,
an administrator who attempts to give direction in areas in which he is
not perceived as totally competent may encounter substantial resistance.
The standards of performance are not going to be maintained by the trad-
itional rules and methods of supervision but by the sensitivity and cre-
ativity of an administrator who will depend upon expectations of a col-
legial sort. As a matter of fact, fewer and fewer teachers look present-
ly to administrators or district supervisors for assistance but rather
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seek help from fellow-teachers and from teachers at the college level.
Teachers and their administrators will be held accountable for outcomes
assessed against previously and cooperatively established goals. Eval-
uation by characteristic, an archaic notion at best, will be replaced bythe judgment of peers organized in cooperative teams and through mech-
anisms instituted by professional associations.

The learning process. As professionals focus on the learning pro-
cess, as opposed to the teaching process, there is going to be a greater
and a natural demand for more autonomy by individuals and small groups
within the school organizations. This specialization and small-group
development does not infer departmentalization or team teaching, per se,
but rather the application of skills in discrete ways and as a part of flex-
ible, cooperative teams.

Youngsters must no longer be subjected to the simple application or
input of information. Instead, they need to develop more of the attitudes
and skills of inquiry. Teachers can no longer coerce them by lecture or
by the imposition of the gadgetry and machinery of education. They will
have to develop situations that are the touchstones to self-directed inquiry,
creative problem solving, and decision making based upon the evaluation
of alternatives and consequences. These situations must literally involve
students in their own programing. They should reinforce the pupil's
curiosity and desire for inquiry. If the teacher is to capitalize on these
great opportunities, he must possess great sensitivity, have carefully
designed yet adaptable programs, and be a tactical master in their ap-
plication. This will automatically eliminate the concept of the principal
as a super-teacher or, in the traditional sense, the instructional lead-
er able to solve any classroom emergency with a solution taken from
a knapsack of appropriate tricks. The increased complexity of Amer-
ican education against the backdrop that we have previously described
precludes the notion that the principal is able to teach virtually any-
thing in the curriculum at the drop of a hat and to do it better than any-
one else in the school. I think that there are many greater opportuni-
ties for principals to be coordinators of these specialists, responsible
for their selection, assignment, and the maintenance of a climate con-
ducive to their high performance.

Diversity is the key. There is a prevailing idea that schools simply
do nEFTave identical purposes and that their diversity of objectives de-
mands all types of approaches depending on the cultural backgrounds
and civic and community relationships and circumstances. Superinten-
dents should no longer be able to send out a directive for an entire
school district--a directive which dictates how many monetary and per-
sonnel units will be available for given youngsters at given grade levels
at given schools, They must consider how situations differ, as well as
which process will best identify the financial and staff support required.
As principals come to have more highly trained people at their disposal,
there is going to be a decentralization at the local building level in or-
der that principals may adapt more easily to the demand for designing
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an educational program for specific purposes. Consequently, building
administrators will be more carefully selected for their specific skills
in managing personnel, talents, materials, finances, and the existing
environment in which they will function. Principals will have access to
analytic techniques that will make it possible to get a systematic feed-
back of the consequences of their strategies and hold them accountable
for results. They will, then, have a budget which they should be free
to apportion, spending more or less for certain materials or services,
depending upon their decision about what is most appropriate.

Differentiation. Finally, there is or should be another trend--a
trend toward differentiation in the roles of all school personnel. This
need for greater differentiation is based on a number of developing fac-
tors:

The increase in specialization among all components of a
school d:strict

The increased number of services the central offices provide
individual schools

The more extensive influence the schools have on the pupil's
socialization and total environment

The accelerating reorganization of school di t icts.

This differentiation, in turn, suggests that the bureaucratic tenden-
cies of complex organizational forms can intrude upon and intimidate
teachers who are unreceptive to the authority of office and more recep-
tive to that of competence and expertise. Therefore, as natural con-
flicts arise, one of the responsibilities of the administrator will be to
insure that the total working environment for teachers is optimum. He
will have to assume leadership with teachers in developing sensitive and
intelligent machinery and policies to mediate disputes about salaries,
class size, status relative to assignment, preparation time, and so
forth. These must be developed in such a fashion as to fit the special
needs, aspirations, and problqms of the teaching force. Principals
must realize that teachers should be allowed to participate in policy
making. The complexity of contemporary educational problems de-
mands that the delegation of authority be accomplished effectively and
efficiently. The superintendent and his administrative staff, de facto,
now share authority with the board in this matter of policy making and
may also, de facto, share their authority with teachers and their organ-
izational representatives. rt is an entirely specious argument that
school boards and administrators cannot enter into such arrangements,
if not formal agreements, with teachers without illegally relinquishing
their owm authority. The necessary humanizing and personalizing of
school systems is going to demand strong and meaningful teacher in-
volvement, not just the "carrots" of paper programs that have been
historically held out to them. These teachers are going to have to be
involved in all of the determinations which bear on and affect the condi-
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tions and circumstances under which they teach and childr n learn.
A Strategist

In summary, the basic task of the school principal has not undergoneany great change, nor is it likely to. It remains his basic responsibilityto define within a district framework the instructional program, bringtogether and allocate the resources--human and material-- to achievecooperatively described objectives, and to establish an organizationappropriate to those ends. What has changed is the environment inwhich he operates. New demands on the schools from a society in pro-cess and with a strong social purpose dictate that he adopt a style ofleadership appropriate to these demands. He must become literallya manager of change as well as an instructional strategist. As teachingis an art when performance is optimum, so the bringing together ofa given number of people for the achievement of a stated purpose isleadership and administration in the most creative and productive sense.Leadership, finally and most simply stated, is the dangerous, exciting,and supremely rewarding task of building a climate of freedom in whichpotentially productive human beings can grow and develop in varied anddiverse way s.
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Source: The National Elementary Principal, May, 1968. Copyright
1968, National Association ef Elementary School Principals, National
Education Association. All rights reserved.

THE AMERICAN PRINCIPAL TOMORROW
Harold J. McNally

"In the beginning the world was so made, said Cicero, "that cer-
tain signs come before certain events." Our only clues to what the prin-
cipalship will be like in the schools of unborn tomorrow are embedded
in dead yesterday, and in the exciting and perplexing turmoil of today.
Let us highlight some significant "signs" from the past and the present,
therefore, which may help in auguring the uncertain future.

Prior to World War II, the great majority of elementary schools en-
rolled fewer than 300 pupils. These small schools were organized into
graded classrooms in which "generalist teachers" taught practically all
the subjects. The role expected of the principal in these small schools
was that of supervisor-manager. Although he was responsible for hand-
ling the daily routines, details, and paper work of the school, it was
generally agreed that his major responsibility was the classroom super-
vision of teachers. Studies of the past two decades indicate little change
from the conclusion of a 1948 nationwide study of the principalship that,
"Clearly, if supervising principals had a free hand, they would really
become supervising principals. They would trim their administrative
and clerical duties...and give more time to the improvement of instruc-
tion and community leadership."1

It is our thesis that such a supervision-centered conception of the
principalship has become inappropriate and outdated, particularly in
large metropolitan and centralized rural schools. Unless a conception
more appropriate to our needs and consistent with reality becomes pre-
valent in the near future, the building principal may well be relegated

1
National Education Association, Department of Elementary School

Principals. The Elementary School Principalship--Today and Tomorrow.
Twenty-S event-W Yearbook. Washington, D. C. : the Departinent, 1948. p. 90;
See also Dean, Stuart E. Elementary School Administration and Organi-
zation. U.S. Department of Health, Education, and Welfare, Office of
Education. WasWngton, D. C.: Government Printing Office, 1960, p.99;
See also Trask, Anne E. "Principals and Supervision: Dilemmas and Sol-
utions." Administrator's Notebook. Chicago: Midwest Administration
Center, The University of Chicago, Decenaber 1964.
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to the role of managerial caretaker, who is given little part in the
decision-making process on important professional affairs.

On the other hand, it is possible to define the principal's role as
that of a "perceptive generalist" who is the professional administrative
leader of a group of fellow professionals. nstea o con orming to t e
image of the specialist irteaching techmques who is supervisor-man-
ager of a group of quasi-professional schoolmarms, he can be, or be-
come, the person to whom the professional teaching staff looks for
leadership on coordinating and facilitating the school's professional pro-
gram. This does not in any way imply that the principal should divorce
himself from responsibility for classroom instruction or for the nature
of the educational program within his school unit. These matters should
be as much in the forefront of his concern as ever. It does imply, how-
ever, that his role behaviorwhat the principal actually does as a prin-
cipal--should be sharply different from that which we have traditionally
expected of principals.

In this article, therefore, we shall discuss some changes now under
way in education and society and what they seem to imply for the role
characteristics of American principals in the 1980's. Such a "tomorrove
is near enough tfa jeep our conjectures out of the realm of science fic-
tion, but distant enougb to permit the flowering of some developments
whose germination has become discernible since the early 1950's, and
which are now in bud.

Changes Influencing the Principalship

The changes that are relevant to our problem have been discussed ex-
tensively in the news media and in professional literature. Hence, they
will be alluded to only briefly here. Important among them are signifi-
cant changes in the preparation, composition, and attitudes of the in-
structional staff personnel in our schools. Particularly noteworthy is
the sudden, massive, and effective insistence of teachers on their part-
icipation in major educational decision making. There have been basic
changes in curriculum and methods, in the burgeoning educational tech-
nology, in school organization and design, and in the federal-state-local
relationship in the financing, planning, and modification of the educational
program. Urbanization and school district reorganization have increased
the size of school districts; reorganization has caused their number to
diminish dramatically.2

The size of the average elementary school has increased steadily as
a result of both this aild the post-World War II birth rates. Most ele-
mentary schools are now a part of larger administrative units, financial-

2From the 127,108 school districts existing in 1930-33, the number
had shrunk to 21,704 by 1967-68. See Historical Statistics of the United
States, Colonial Times to 1957. Washington, fl. C.: U. S. -nureau of
the Census, 1960. p.694.
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ly able to provide supervisory and specialist resources in greater quan-
tity and variety than in the past. The massive increase in the federal
government's participation in educational financing has contributed sub-
stantially to this growth in the numbers of specialists, and their numbers
will continue to grow in the years ahead.

Accompanying urbanization has been the influx to the cities of eco-
nomically poor minority groups, and the simultaneous "middle-class
flight to the suburbs." Both of these developments have intensified the
problems of the spreading "blighted areas" of our inner cities, and have
resulted in federally spearheaded programs that involve the schools
prominently in the drive to help minority groups overcome the factors
and forces that have blocked their access to equal status and participa-
tion in our national life,

Further changes are now in progress, which are in large measure
an extention of those of the near and more distant past. The accelerating
trend toward specialization and differentiation of teacher roles (as
embodied in team teaching and teacher aide plans, for example) is like-
ly to alter considerably the organizational structure of the staff of the
local school building unit. This trend implies significant shifts in the
authority relationships within the school, and a changed distribution
of decision-making roles and functions. Such changes have urgent im-
plications for the principal's functioning. 3

Waiting in the wings there is yet another major factor about to make
its entrance on the educational stage; in a few systems it is already here.
The electronic computer has revolutionized information processing and
has opened awesome vistas for research and development in practically
all fields of endeavor. For example, Max Goldberg says, "Just one of
the technological innovations--the computerrealistically is claimed to
be more revolutionary than the wheel, the pripting press, the steam en-
gine, the electric motor, or atomic energy."' It is already clear that

3 See, for example, Allen, Dwight W. "A Differentiated Staff: Put-
ting Teacher Talent to Work." Occasional Papers, No. 1. Washington,
D. C.: National Education Association, National Commission on Teacher
Education and Professional Standards, December 1967. See also
Rand, M. J., and English, F. "Towards a Differentiated Teaching Staff.
Phi Delta Kai:span 44264-468; January 1968. See also Hedges, William D.
"Differentiated Teaching Responsibilities in the Elementary School.
National Elementary Princi ial 47:48-54; September 1967. See also
Klausmier, H. J. , and Quilling, M. R. "Alternative School Organiza-
tion." Wisconsin Journal of Education 100:9-11; February 1968.

4Goldberg, Maxwell. "... And See It Whole. " In William W. Brickxnan
and Stanley Lehrer (editors), Automation Education and Human Values,
New York: School and Society Books, 1966. p. 343.

282

290'



computer-assisted instruction and computer applications to a wide var-
iety of administrative problems will soon be an integral part of our
schools.

One other social invention is worth noting. This is the emergence
of "systems analysis," or "operations analysis," in complex organiza-
tions. As highly sophisticated mechanical systems were designed and
put into operation in engineering enterprises (such as the space program
the need emerged for a person who could analyze the relationship and
functioning of increased numbers of specialists, and forestall mis-
matches and failures arising from their relatively independent opera-
tion. Students of organizations-as-social-systems have adapted this
concept to the planning function in organizations, applying the basic con-
cepts of systems analysis to "inventing the future." Max Ways makes
an intriguingly extravagant prediction of the impact of this development.

The further advance of this new style is the most significant
prediction that can be made about the next ten years. By 1977
this new way of dealing with the future will be recognized at
home and abroad as a salient American characteristic. Com-
pared to this development, the argument between the liberals
and the conservatives, while it will retain a certain atavistic
fascination, will come to seem about as relevant to the main
proceedings as a fist-fight in ti grandstand during a tense
inning of a World Series game.

The systems analyst is a generalist. He is well versed in the nature
and problems of each of the specialized operations within the organiza-
tion, although he may not be a specialist in any of them. It is his task
to see the organization whole, to see the "big picture" and the relation-
ship of its component parts. It is his further task to suggest bow their
relationships can be coordinated so as best to achieve the organization's
objectives. In "future planning," systems analysis techniques are
applied to planning for the future, so that an organization may lead
changes rather than merely adapt to them. This would indeed"Fea-
change for education!

Implications for Educational Leadership

The challenge to leadership that is posed by the changes occurring
in society and education is an imposing one, indeed. The big questions
we now face are: Who will rise to the challenge? Who will provide the
kind of leadership called for as schools reach new peaks of size, com-
plexity, sophistication, and quality? Can the institution of the American
elementary school principalship shake off its traditional image of "bead
teachership," and develop the characteristics needed in the schools that
are emerging from the past two decades of educational ferment? Will

5Ways, Max. "The Road to 1977," Fortune 77: 94: January 1967.
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principals take the easy fork in the road that leads to the role of "man-
ager of administrivia?" Will the principal become the person who han-
dles the day-to-day routines, the chores, the paperwork, the vexing
daily problems in the school, while the major decisions on policy and
operation of the educational program of the building are made by teach-
ers? Or will principals, central office administrators, and graduate
departments of educational administration take the steps that are re-
quired for principals to become respected professional administrative
leaders who work closely with their professional staffs in shaping edu-
cational policy and practic=

Let us be optimistic and anticipate that principals will accept the
challenge and will equip themselves to exercise the role of profession-
al administrative leader of a professional staff that numbers of princi-
pals already perform well. What are the components of such a role?
Although our crystal ball is cracked and characteristically murky, to-
day's developments do enable us to identify some of the role-require-
ments of administrative leadership in the schools of tomorrow.

Goal-setting. In the midst of the social and educational ferment that
bids faif to be-come our way of life, it is most important that a school's
staff redefine and affirm the objectives of their professional endeavors.
One of the major, functions of administration is to provide leadership
in this process.° All else in an organization stems from its purpose.
To the degree that the staff are committed to the same goals, and that
the personal and professional goals of each of them are consistent with
the over-all objectives of the school, to that degree will the school's
effectiveness be maximized.

Heretofore, the definition of general and specific objectives for the
school too often has been done in a haphazard, casual, and sporadic man-
ner. In too many cases, teachers have not been included in the process.
The new stance of teachers' organizations heralds the imminent demise
of this concept. Through their organizations, teachers are now success-
fully negotiating their participation in a broad range of educational decision
making. Lieberman and Moskow quote the President of the AFT as saying,
"We would place no limit on the scope of negotiations...anything having
to do with tbe operation of the schools is a matter for profvsional con-
cern, and should thus be subject to collective bargaining."' For the NEA

6Harlow, James G. "Purpose-Defining: the Central Function of the
Administrator." In J. A. Culbertson and S. P. Hencley (editors), Pre-
paring Administrators: New Perspectives. Columbus, Ohio: University

ounci o uca na mini ra ion, 962. pp. 61-71.

7Lieberman, M., and Moskow, M. H. Collective Negotiations
for Teachers. Chicago: Rand McNally and C-6771V6E-1372-2-67
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one of their attorney-consultants says, "rndeed, it is precisely at thispoint--in the making of difficult judgments on budgetary allocations,as well as assigning priorities 1. o the immediate and future needs ofte oa e ucationa program--t at t e pro essiona associa ions.. . caniive maximum assistance to the verworked and under-appreciatedmembers of a lay school board."'
Obviously, it is ridiculous to expect that all such decisions shouldbe negotiated. What is negotiated is the right of teachers to share inthe decision making,--Ind the processes b-nic ich that right shall be exer-cised. ft is clear that teachers today expect increasingly that their rolein important school decision making shall be equal to (even, perhaps"a little more equal than"!) that of administrators. Hence, the 1980'sprincipal should have both the temperament and skills required to workwith his staff in deciding and clarifying the outcomes that their profes-=nal efforts shall be designed to achieve. There are, of course, ad-ditional functional reasons why such a way of working is desirable.

Planning and initiatin . School staffs are being faced increasinglywith c oices concerning curriculum; proposals for new methods; newinstructional materials--"textbooks , systems, kits, "--that themselvesrepresent changes in instructional methods; new forms of organizationof staff and pupils, designed to supplant graded organization of self-contained classrooms. To avoid a bandwagon, impulsive, patchworkapproach to change, leaders of the future will employ variations of "sys-tems analysis" in the deliberate planning of change. The goal-definingalluded to above is in integral and initial part of such an approach.
Principals of the 1980's will need to become capable as leaders insuch a planning program at the local school building unit level and asmembers of the school system's planning team (which will include teach-ers, of course). If they do not, others will be all too ready to assumethis role, relegating the principal to a minor place in the planning anddevelopment of the school's program.

Coordinating and facilitating. As schools grow in size and complex-ity, and as the staff becomes increasingly differentiated and specialized,the need for what Erickson has called "strategic coordination" becomesimperative. 9 For example, Frazier identifies the following kinds ofspecialized teacher roles that already exist in a number of schools: reg-ular teacher, team leader, team member, enrichment teacher, readingimprovement teacher, mathematics improvement teacher, elementary

8 Woolett, D. H. Professional Negotiations: What Is This Thing?Cited in Lieberman and Moskow, op. cit., p. 225. (Italics added.)
9Erickson, Donald A. "Changes in the Principalship: Cause forJubilation or Despair?" National Elementary Principal 44:19; April, 1965.
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counselor, nurse, physician, dentist, visiting teacher, and psychologist.
He refers also to "general and special consultants" who are available
from a regional service center..") We can add to these the program-
mers, engineers, and technicians who wil7 accompany the new education-
al hardware that will be a common part of the education scene in the
1980's.

It is in respect to these developments that the difference in the prin-
cipal's instructional leadership role can be made most clear. In the
emerging scene, the principal cannot pretend to the omniscience and
competence-in-all-areas that would be required for him to act as the
didactic supervisor of each of these specialists. Therefore, instead of
trying personally to provide a teacher with supervisory or consultative
assistance in which he has only the limited competence of a generalist,
the principal will use the prerogatives of his position to "zero in" the
specialist who is professionally trained to provide the specific kind of
assistance that the teacher requires.

Nor does this mean that the principal will not visit classrooms. Ob-
viously, if he is to be able to perceive "the big picture" and to identify
where resource assistance needs to be deployed, he will want to observe
the program in operacion at all levels of the school. However, this does
not require the intensive type of classroom observation that has been
implied in supervision-centered definitions of the principal's role. Fur-
thermore, much of the information the principal needs can be provided
him by others.

In addition to securing, deploying, and coordinating resuarces, the
principal of tomorrow will facilitate the undertakings plannee_ by and with
the professional staff. He will initiate the formation of planning and
action committees, arrange for the administrative clearances that may
be required for action, and at times provide leadership in helping groups
achieve their objectives. Someone has to serve these functions, and they
become increasingly important as school units progress in complexity
and size toward the sophisticated schools of the 19801s.

Mediatin Conflict. Closely related to the coordinating function is
that of reso ving various types of conflict. Argyris and Getzels have
both proposed that conflict between the organization and the individuals
who work in it is indigenous to organizations.11 A large part of the task

Frazier Alexander, editor. The New Elementary School. Wash-
ington, D. C. Association for SupervisTon and Curriculum ffe-velopment,
NEA, and Department of Elementary School Principals, NEA, 1968, p. 100.

Argyris, Chris. Personality and Or anization. New York: Harper
and Brothers, 1957. See also Getzels, Jacob W., and Guba, Egon G.
"Social Behavior and the Administrative Process." School Review
45: 423-41; Winter 1957.
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of administration, they maintain, is that of reducing that conflict, of de-
veloping "congruence" between the personalities and needs of the indiv-
iduals, on the one hand, and the role performance and behavior expected
of them by the organization, on the other. Part of this is achieved in the
process of mutual goal-setting, alluded to earlier. In general, however,
it depends largely on the "administrative style" of the administrator, in-
cluding his human relations, and the respect for and confidence in his
leadership which is developed by the kind of person he is, his competence
as an educator and as a leader, and in the effectiveness with which he is
perceived to be able to help the group achieve its goal. 12

It is inevitable that other conflicts will arise in the increasingly com-
plex schools of tomorrow, even more than arise in the schools of today.
There will be conflicts engendered among the wide variety of specialists,
those arising between the school and the school system, and conflicts be-
tween the pupils and the staff. All of them will call for competence in
conflict resolution.

Evaluating. Finally, the principal of the 1980's will be called on to
utilize techniques of evaluation far more deliberately and consistently
than ever before in our schools. With ,.ew exceptions, evaluation of the
functioning and effectiveness of the educational programs in school build-
ing units has been casual and sporadic at best; in all too many schools,
it has been practically non-existent. With the advent of computers, sys-
tems analysis and vastly increased educational expenditures, there will
arise a demand for the establishment of continuous feedback of informa-
tion on the organizational effectiveness of schools. More rigorous evalu-
ation of new federally 'financed programs is already being called for, arid
the new electronics marvels hold the promise of making effectiveness a
feasible objective. In the years ahead, therefore, principals will become
far better acquainted with the skills and strategies of establishing and
conducting programs that continuously evaluate various aspects of a school's
operation.

Community Relationships

Exercise of the foregoing administrative "process roles" will not be
confined to the school itself in'the commu.nity schools of the 1980's.
The problems of urban education overflow the school's walls and relate
to all segments of the community. Compensatory education programs
in our cities' inner cores clearly emphasize two bedrock realities. First,
the early childhood years are far more critical in determining a human
being's subsequent development than most of us have realized. We are
learning, therefore, that parent education and involvement are essential
to the program of early childhood education. Second, many community
agencies have an interest in the growth and welfare of children. Compen-
satory education programs have taught us that it is urgently important

12 Browne, C. G., and Cohn, T.S.(editors ). The Study of Leader-
ship, Danville, Ill.: The Interstate Printers and PrIEEMF1171-9313;
1-3137184-95. See also March, J.G., and Simon, H.A. Organizations.
New York: John Wiley and Sons, 1958. Chapter 5.
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that the resources of these agencies and of the schools be coordinated
so that they complement one another and the school effectively in foster-
ing the optimum growth of the community's children and youth. Looking
ahead to the 1980's, Brickell forsees "a wholly new pattern of inter-
agency cooperation between schools and other public institutions. "13

Obviously, this will require understanding and skill on the part of
school principals. An important facet of the principal's role will be de-
veloping and maintaining close school-community working relationships.
This has been urged on principals in the past, but the need in our new
"old-urban" centers is becoming transcendent.

Needed: the Scholar-Generalist

To exercise the type of administrative leadership implied by the fore-
going, principals of the 1980's will need to know more and different things
than most of them now do. A principal of a 1980's school wiD need to be
a scholar in the field of administration and leadership, as well as a com-
petent administrative leader. He will not need to be as competent as we
have traditionally expected in the more technical aspects of teaching meth-
od, classroom management, and instructional supervision. On the other
hand, he will undoubtedly be expected to know considerably more than his
1960's counterpart in the fields of the behavioral sciences, such as social
psychology, sociology, and political science. The areas of urban sociolo-
gy and cultural anthropology will be of critical relevance to the urban school
be administers. In addition, he will have learned much about organiza-
tional theory and operation and the practical aspects of administrative
behavior that were not even taught in the preparation programs of just a
few years earlier or that were taught in "recipe" fashion.

With such a background, coupled with his basic preparation in the
more usual aspects of education, the principal will be equipped to exer-
cise the den-ianding role of the administrative leader of a professional
group. He will be the perceptive generalist who helps his colleagues de-
fine and redefine the goals of the school, who coordinates and facilitates
their efforts in the achievement of those goals, who provide leadership
in fostering desirable change, who is looked to for leadership in the reso-
lution of the conflicts that beset every human organization, who provides
community educational leadership, and who helps the professional staff
and is helped by them to develop deep commitment to and pride in the
crucially important enterprise in which they are all engaged.

Some Things Don't Change

We can see, then, that the principal of the fu ure will indeed be dif-

13 In Morphet, Edgar L. , and Ryan, Charles 0. (editors ). 12f_s_kz_iing
Educati n for the Future No. 2: Im lications for Education of Prospective

hangs in Society. New York: Citation Press, 1967. p. 225.
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ferent in many respects. But I would maintain that there are some ex-pectations that should not change. The principal of the elementary schoolof tomorrow should still be expected to be a specialist in elementary edu-
cation. He should still be a person dedicated to the education of child-ren. It is still important that he see children as appealing individuals,
with children's needs and problems, children's excitement and verve
and curiosity, children's importance as the promise of the future. We
still need principals who see elementary education as a heart-swelling
opportunity to affect eternity, and who are specialists in it.

A school staff is but an agglomeration of people, however profes-
sional, until a principal welds them into an instructional team. The
pupils are just a crowd of children until the principal takes hold and,
viewing those children as a nation's future, helps the staff plan, coord-
inate, and channel its efforts effectively to mold that future well. The
school curriculum is but an abstract and inert conception until a princi-
pal and his staff bring it alive in the classrooms of the school, in the
lives of the children, to achieve the educational goals they have mutuallyagreed upon.

The task of the principal for the 1980's is indeed a challenge of the
future. However, it is well to recall the sobering observation of Roger
Babson that, "The future has a sudden habit of dramatically becoming
the present." And it becomes the past all too swiftly, taking with it
opportunities that become sadly irrevocable. There is less time than we
think.
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Source: The Teacher and His Staff: Differentiating Teaching Roles.
Copyright, 1969 by the National Education Association, Washington,
D. C. Renrinted with permission from the National Commission on
Teacher Fducation and Professional Standards.

IMAGES OF THE FUTURE 11
S. Lloyd Trump

Almost a decade ago the National Association of Secondary School
Principals published a booklet entitled 1M.AGES OF THE FUTURE in
which we envisioned a new approach to the secondary school. We urged
new professional roles for teachers and more individualization of learn-
ing for pupils in a different educational setting. Many of the recom-
mended changes have occurred since then. What were startling propo-
sals thr---1 are commonplace now.

present here a second IMAGES OF THE FUTURE, but this time it
is the model of a new kind of secondary school principal. This prin-
cipal organizes his time and his school differently so he can place his
highest priority where he knows it belongs--on improving teaching and
learning.

His school work and other activities directly related to it average a
50-hour week for him. He realizes that he, too, needs time of his own
for hobbies, for his family, and for his continued growth as a good cit-
izen and a broadly educated person.

He shows by the use of his time how important is the improvement
of instruction. Regardless of whether his school is large or small,
activities in this area occupy three-quarters of his working time, or
about 37 hours a week. The remaining time--about 13 hours per week--
he devotes to other school tasks.

The Problem

Before proposing an organization that will enable principals in dif-
ferent size schools to achieve the goal of three-quarters time on
instruction, let us consider some background material. Today's
schools present problems which principals never before encountered
to the same degree.

Schools still include the usual problems of discipline, attendance
pupil activities, guidance and testing, plant management, transportation,
office management, cafeteria operation, and public relations. Some of
the operations today are larger and more complex than they were for-
merly.

Today, new difficulties and opportunities further complicate the
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principal's life: teachers organizations are more militant; the econom-
ically deprived are receiving long-overdue attention; government and
foundation programs urge innovations and provide new challenges; dif-
ferent organizational patterns such as educational parks and middle
schools are emerging; innovations such as team teaching, flexible sched-
uling, use of auxiliary personnel to help teachers, improved technical
aids to teaching and learning, nongrading; and different curricular con-
tent are emphasized; more interest in education is being shown by
industrial giants with materials to sell, by parents with selected col-
leges and professions for their children, and by taxpayers increasingly
frustrated by higher federal and state taxes which they cannot easily
control.

The principal has two basic clusters of problems: (a) How does he
find time to improve instruction, how does he go about it, and how does
he know whether he is successful? (b) Since he is in charge of the
total educational enterprise for his building, how does he manage all
the difficulties, operations, and opportunities mentioned above?

The Organization

Our image of the future secondary school principal reveals how he
organizes a staff to answer the foregoing questions. What is the organ-
ization to improve instruction? What about the other problems that
take so much of his time?

First, we look at how the middle, junior, or senior high school
principal handles the second cluster of problems, the ones to which he
gives one-fourth of his time, or 13 hours per week. The principal of
a large school requires a variety of specially trained assistants, most
of whom in turn supervise specially trained subordinates. These assis-
tants provide the principal with the information he needs and handle most
situations.

One position is the administrative assistant, who is responsible for
supervising the school plarTitfi-eTaTeteria, transportation systems, and
the office, and for seeing most visitors and salesmen and deciding if
they need to see someone else. This person has specific training for
these assignments, including their place within the framework of school
objectives. He has authority for final decisions and makes them so
effectively that seldom does anyone feel the need to talk with the school
principal.

A second assistant is the external relations director, who is respon-
sible for translating the school's financial needs into written proposals
o the central office and to all levels of governmental agencies, to

foundations, and to other groups. Financial proposals and the expend-
iture of moneys translate the school's goals into practice. This assis-
tant, therefore, also develops and conducts the school's two-way public
relations program.
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A third assistant is the personnel administrator, with responsibil-
ity for supervising attendance, discipline and guldance and for develop-
ing liaison with other community youth-serving agencies. His contacts
include police and juvenile authorities. He also works with teachers
on their welfare problems. Parents and other persons having problems
with school youth see him.

The fourth position is activities director, responsible for pupil and
faculty extraclass activities, including the supervision of athletic and
nonathletic programs and faculty social activities. Community individ-
uals and groups see him in connection with their use of school facilities
and other cooperative activities.

None of these assistants needs the training typically given to today's
assistant principals or to principals. Quite to the contrary, each pos-
ition requires a unique background of preparation and experience.
Their professional escalation is to larger schools or to central office
or state supervision of similar activities. It is not to the principalship.

The number of these assistants varies with the size of the school.
For example, a 300-pupil school combines all of the assistants into
one person. A 2,000-pupil school has four assistants, each with full-
time assignments. Larger schools provide helpers for each assistant.

However, in any size school, the principal himself spends no more
than 13 hours per week supervising these assistants, receiving their
reports, attending events, or dealing with appeals from their decisions.
He is firm in the policy of replacing any assistant who is unsuccessful
in his area of responsibility to the extent that the principal continues to
have to spend a disproportionate amount of time and effort on it.

Now let us turn to the principal's major task--the 37-hours-per-
week assignmentthe three-fourths of his time that he works with
teachers and others to improve teaching and learning. The school or -
ganization for improving instruction is different from the staff we
described earlier.

The large-school principal may spend three -quarters of his time
with teachers on instruction and still lack time to get the job done.
This principal needs highly trained persons to help with curriculum and
instruction. These persons, called assistant vrincipals, are prepared
like the principal himself for these particular responsibilities. Some
of these assistants may become principals.

The number of assistant principals varies with the size of the school:
none up to 500 pupils, one for each 1,000 pupils or major fraction
thereof above that. That means a school with 1,200 pupils has one a -
sistant principal; a school with 2,100 pupils has two, and so on.

Charts I and U symbolize how large, small, and medium-size
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schools are organized. Regardless of the size of the school, the prin-
cipal analyzes the tasks to be done, recognizing that he carries the
responsibility for the quality of the total educational program in his
school. Then he separates carefully what he needs to do himself from
what others can do for him.

The Program

The first requirement is that the principal knows where he is going.
He reads widely, listens to teachers and other experts, and reflects on
the pressures that come from many sources. He has developed a soundset of values. So he knows, for the present, what needs to happen in
his school, and he has a program to ensure that it will.

The principal educates himself, and his staff in turn, by studying
reports of the research done by others. If he wants some information
about his own community or school, he initiates the local studies needed
to get it.

The principal presents ideas to his entire staff as effectively as he
can. He sees faculty meetings as a form of large-group instruction.
He uses mass media, outside consultants, or any appropriate means
available to motivate teachers, to provide information not readily avail-
able to them, and to urge teachers to follow up a particular proposal
with further study and research in preparation for the discussion and
decision making that will follow.

All teachers need to meet in discussion groups of not more than a
dozen or so persons. Departmental or grade-level groups clarify pro-
posals and discover areas of agreement and disagreement. Teachers
tentatively interested in a project will hold additional meetings. The
principal helps those teachers to translate the goals of any proposed
project into expected changes in pupils, in teachers, in school facilities
in expenditures and in other factors related to the innovation.

The principal meets with all groups to consult and observe and to
facilitate group process. He does not wait for everyone to agree. He
knows that it is important to begin, so he works especially with those
teachers who are interested. This is the in group--those teachers who
are open to new ideas and willing to try them out.

At the same time, the door to participation and observation is held
open for the out group--those teachers who prefer to sit tight, to wait
and see. The principal makes sure that the entire faculty knows what is
going on--although the spotlight is on the inner circle. The hope is that
the glow of their activities will make the others want to take part.

Teachers who are going to engage in new programs need to be pre-
pared. Usually they need additional training at summer workshops, with
students to practice on and outside consultants to help.
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The principal helps to create a school environment that gives newprograms a chance to succeed. The changes usually will include anew schedule for teachers and pupils, new books and learning aids thereallocation of space, and the provision of personnel assistants.
Once programs are under way, the principal frequently visits the

places where teaching and learning occur. Conversely, he does not at-tempt to visit all other teachers in a routine fashion. He knows the
difference between good and poor teaching and learning situations, sohe fosters the good and works to correct or eliminate the poor. Theinnovating teachers meet frequently to discuss what they are doing andhow it is going. The principal meets regularly with them.

There is continuous need to find out how well new programs workand how good they are. The principal asks teachers the hard questions:What are they trying to accomplish and why? How will they specify theirgoals so they can collect authentic data that will measure the results?
He follows through to make sure they do.

There are several dimensions in evaluating a new program, but themost important to students and their parents is pupil progress. How-
ever, the principal pushes consideration of all kinds of changes and theestablishment of priorities for selecting the most important to evaluate.Specialists take part as needed. The effects of new programs on teach-ers also are studied. Innovations affect teachers as well as students.The financial consequences in relation to the results for students alsoare analyzed.

The Principalship

The principal's preservice preparation emphasizes such concerns
as curriculum content and methods, social and psychological foundations,evaluation, and tecluliques for working effectively with people. Priorto assuming a pos.ition as principal or assistant principal, he spends ayear as an intern, learning how to work with teachers, in a forward-looking school. The NASSP project entitled "The Administrative Intern-ship in Secondary School Improvement" has demonstrated the particular
type of program needed by these principals-to-be. Universities andselected schools work cooperatively in this project.

His first position is either as principal of a small school or assist-ant principal--as described earlier--in a larger One. In either case,he works hard to keep up to date. He reads, attends professional meet-
ings, and takes part in conferences and workshops at universities. Theprincipal also frequently visits universities, state education departments,
and other places to confer about school developments and to identify whomay be effective consultants.

The further education of principals is a continuing need. Periodi-cally principals need to attend special institutes, courses, and work-
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shops for sessions lasting two months more or less during theschool year. An assistant principal takes charge during the principal'sabsence. Periodic full-time study of latest research findings, projectdevelopments, and innovative ideas is essential for the kind of principaldescribed here. His education is never completed, even though he mayhave received a doctorate somewhere along the line.
This image of the future principal reflects a person who accepts

responsibility for the quality of the total school program. His top prior-ities are on improving teaching and learning. No one else from outsidethe school can provide the constant leadership needed. Teachers can-not improve instruction solely through negotiations. The principal isthere. Only he can generate the instructional improvement that theschool needs. He demonstrates his influence because he is ready foraction, prepared, and able.

OTHER MATERIALS OF rNTEREST
Denemark, George W., "The Teacher and His Staff, " NEA Journal,December, 1968, 4 pp.
English, Fenwick, "The Ailing Principalship," Phi. D lta Kappan,November, 1968, 5 pp.
McCurdy, Donald, "Tomorrow's Teacher: New Role?, " PeabodyJournal of Education, May, 1968, 3 pp.
Rana77c7 u1B---=/-01-in en ents and the Revolution, Excerpts from aspeech to e es ern ew or uperinten ents, Buffalo, NewYork, April 17, 1969.
Simpson, Ray H. , "The Teacher's Role - To Deal with Human Beings,American Vocational Journal, May, 1968 pp. 14-16.
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Source: The Teach r and His S a Differentiatigeaching Roles,Copyright, 1 y t e Nationa Education ssociation, as ington,D. C. Reprinted with permission from the National Commission onTeacher Education and Professional Standards.

EDUCATING TEACHERS TIMOUGH DIFFERENTIATED ROLES
Donald C. Roush

The current uniformity of structure in public school and university
education is undergoing the most penetrating scrutiny. To an extent,
the concept of "The Teacher and His Staff" is proposed as a plan of
action to improve instruction and to utilize more fully the talents of
teachers. The design calls for the assignment of professionals and
paraprofessionals to a teaching team where each member makes his
unique contribution to the education of students.

The idea that these teams might extend the scope of their work toinclude the education of prospective and in-service teachers could
greatly improve the quality of teacher education and collaborative prac-tices among schools and universities. Moreover, the direct participa-
tion of teacher education students in the differentiated roles assigned toteam members would challenge the uniformity of structure in the schooland in the university.

Prior to a review of some materials prepared during the Year of
the Non-Conference, it had not occurred to me that the assumptions
supporting the "team and the teacher" organization were relevant toall levels of education. The following rationale extracted from a paperby Edelfeleserves to describe the concept.

1. The job of the teacher has become unmanageable.

Teachers cannot function effectively in isolated and insulatedassignments.
3. Teachers desire and need the stimulation of colleagues.
4. Modern developments, an affluent society, and the knowledge

explosion mandate curricular change which can be achieved ef-
fectively by a teacher and his staff.

1Edelfelt, Roy A. "The Teacher and His Staff." New York StateEducation 5- 16-19; October 1967.
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Teachers, like all human beings, possess individual differences
which can best be utilized through different assignments.

6 Pupils are different, too, and these differences can be met more
effectively by a teacher and his staff.

7. Differentiated assignments cause teaching and learning to be
more exciting and effective.

8. Teachers need to look forward to promot ons in teaching.

The relationship of this rationale to the education of teachers is dis-
cussed later in this paper.

The exciting practices in the TEPS demonstration centers are also
a revelation and ample evidence that some teachers are ready to break
with traditional patterns. Even at the college level there is some evi-
dence of change. Indeed, in limited ways college students are currently
being prepared for teaching through differentiated roles. Students may
choose a program where their role changes from school aide to teacher
aide to assistant teacher to co-teacher during each of the four years of
preparation; ar they can spend three years in traditional curricula and
change to the role of intern during their fourth and fifth years; or they
can earn a traditional degree and accept a teacher-intern role for two
years. These attempts to break with tradition may be imperfect in
some ways, but too few of them exist. A large portion of a teacher
education is carried on in traditional situations, i. e., one role, a
student, a student, a student, a student, and suddenly, somehow, a
teacher. Even a cursory review of the more than two hundred demon-
stration center programs and practices suggpsts a number of implica-
tions for change in the traditional approach. If teachers are going to
work as members of a staff, surely they need to be educated in different
ways.

It would make sense to provide for experiences with the teacher and
his s taff in preservice and in-service programs. Moreover, if dif-
ferentiated roles improve elementary and secondary education, partici-
pation in such roles should improve the education of persons assigned
to them.

Some may think it impossible to apply these ideas to university or
even to in-service education. The plan I will describe is a modest
attempt to educate students and teachers through differentiated roles.

2National Education Association, National Commission on Teacher
Education and Professional Standards. The Teacher and His Staff:
Selected Demonstration Centers. St. Paul, Minn.: 3M Company, 1967
143 pp. Copyright 1967-8y the National Education Association.
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One runs a risk of being misunderstood when he talks about a program,
but the intent here is not to prescribe but to describe.

In the Cooperative Program in Teacher Education at New Mexico
State University more than one hundred young men and women in the
first, second, and third years of college currently are assigned to
differentiated work experiences as an integral part of their education.
We simply "tapped into" Title I-C of the Higher Education Act work-
study program, identified able youngsters from low-income families
who wanted to teach, and launched the Cooperative Program. These
co-op students alternate semesters of study with semesters of labora-
tory experiences in the public schools. The laboratory semesters are
referred to as work phases since the students are paid progressively
at GS- 1, -2, -3, and -4 levels for their 35 hours per week rendered
to teachers through differentiated roles while learning to become teachers.
One-half of each group of students are in the public schools each semes-
ter while the other half are in the carefully planned study phase. Their
assignments are reversed at the semester change.

All first-year students are assigned to elementary schools as school
aides and all second-year students to junior high schools as teacher
aides. Third- and fourth-year students are assigned to elementary,
junior, or senior high schools, depending upon their career interest.
They serve as assistant teachers the third year and as co-teachers the
fourth year.

An integrated plan of professional education accompanies each lab-
oratory experience. Students report to the campus once each week where
they share and receive meaningful feedback about their experiences.
Teachers and professors attend the seminars where they give and re-
ceive meaningful information about the "teaching team."

Emerging Perceptions of Integrating Study With Differentiated Experi-
ences

Emerging from three years of experience with this new program are
a number of significant perceptions about the teacher and his staff and

3 See the following for additional information: Saunders, Jack O. L. ,
and Roush, Donald C. "Design and Rationale for an Exper enced Be-
ginner in Teaching. " Journal of Teacher Education 17:192-97, Sum-
mer 1966; "The Experienced Beginner.II Remakiny the World of the
Career Teacher. Report of the 1965-66 Regional T-EPS Conferences
Washington, D. C.; National Commission on Teacher Education and Pro-
fessional Standards, National Education Association, 1966, pp. 170-76;
and "Tapping Human Resources for Teaching Through Cooperative Ed.
ucation." Journal of Cooperative Education 4:1-5, November 1967.
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differentiated roles as they relate to the education of teachers.

The teacher education program is no longer "locked in." The
new professional education curriculum developing from the
education course seminars directly related to each differentiated
role is more vertical than horizontal. Students need to know
something about the entire content of teacher education during
their first assignment and progressively more in the second and
third years.

Teacher education is meaningful to students and to the teacher
"in charge of the staff." When experience is directly related
to an education course, and vice versa, most students, teachers,
and professors are highly motivated.

Some teachers are unable to utilize students in differentiated
roles effectively, while others could probably not be effective
or even retained in teaching without the opportunity for mean-
ingful feedback from students and colleagues.

Teacher education is competing for a larger proportion of the
top talent in the university. Students admitted to the program
are able and are being retained. The retention rate is 65 per-
cent greater than in the regular program. On the other hand,
some students found that teaching was not what they wanted, but
they Jere able to find out as freshmen.

Many co...op students enter the program with negative attitudes
toward teaching and teacher education even though they want to
become teachers. However, the change of attitude from negative
to positive after one or two weeks of experience in a differentia-
ted role is amazing.

The co.op students seem to be developing a better self-concept
and more self-assurance as they succeed in different role assign-
ments. They should "land running" in the first year of teaching.

Work experiences in differentiated roles are equipping co-ops
for leadership in the education of other students and teachers in
the future. Remember, co.ops will have participated in four
different roles prior to becoming first-year teachers.

Teachers currently receiving in-service education as they work
with co.op students are learning how to work with a staff and
could also be effective in continuing teacher education programs.

As professors, graduate students, local school principals, local
teachers, and co-ops work as members of a team, each group
has much to learn from the others.

The co-op program serves as an effective testing ground for
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Ede lfeles rationale.

Testing the "Edelfelt Rationale"

Though the primary reason for the Cooperative Program in TeacherEducation was to find a way to compete for the talent, we have learnedvolumes about how teachers and college students can work together indifferentiated roles. Edelfelt's rationale is applicable to teacher edu-cation, as follows:

1. The job of the teacher is unmanageable.

The job of the teacher is more manageable for those teachers
who can and need to relate to others about the education ofchildren.

Teachers are ineffective in isolated and insulated assignmentsand need the stimulation of colleagues.

Some teachers seem to prefer the isolation of their classroomswhile others need a staff and the continuous stimulation of col-leagues.

4. Modern developments mandate curricular change which can bemet effectively by the teacher and his staff.
The teacher and the co-op use modern technological equipment,
but the impact of an affluent society and the knowledge explosionhas not been observable.

5. Individual differences of teachers can be more effectively utilized
through differentiated assignments.

Co-ops are utilized by some teachers more effectively than byothers. Some co.ops are more effective with some teachersthan with others.

6. Individual differences of pupils can be met more effectively bya teacher and his staff.

Pupils receive more individual attention where co-ops are as-signed.

7. Differentiated assignments result in more effective motivation.
Pupil and teacher excitement has been more evident where co-ops are assigned.

8. Teachers need to look forward to promotions in teaching.
Co.ops feel useful performing clerical and other nonteaching

301

309,



tasks but feel "used" when the task assignment becomes too
routine.

Emerging Perspectives of Educating Teachers Through Differentiated
Roles

Experiences with differentiated roles, the Las Cruces-New Mexico
State University demonstration center, and the examination of literature
relative to the concept of "The Teacher and His Staff" have greatly in-
fluenced our thinking about educating teachers. The following emerg-
ing perspectives may cause us to make major changes in the design of
programs:

The teaching profession should drop the use of the terms pre-
service and in-service and give attention to integrated educa-
tional programs which will help teachers to be more effective
each day of their career, from the freshman year of college to
retirement. The "pieces" of a teacher's education often serve
to confuse and frustrate the teacher instead of increasing his
effectiveness.

It may be that universities should give priorities to local schools
requesting continuing teacher education services that are also
willing to contribute to the education of prospective teachers.

Whether teachers remain in teaching until retirement might well
depend on the ability of the school to uqilize their talents and on
the continuity of their educational programs.

Plans of teacher promotion should be organized around teacher
growth potentials. Team leaders, professionals, and paraprofes-
sionals are terms which may contribute more to separation than
to integration of educational programs. An organization of
Student (5), Intern(I), Teacher (T), Teacher Master (TM), and
Teacher COnsultant (TC) is a simple but perhaps workable model
for teacher growth and promotion.

Teacher Growth and Promot on Model

eaching Team

eacher Promotion
16T---VTMN-TC

Students preparing for teaching should understudy each position
on the teaching team and act as catalysts for the different agen-
cies and professionals contributing to the education of the teach-
ing team.

Professionals (L_ATTIVIand TC) should participate in edu-
cational programs designed for their respective positions, and
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they, too, could act as catalysts for the different agencies and
professionals contributing to the teaching-learning process.
The necessity of educating personnel for and in each teachingposition could become the motivating force in the developmentof educational programs for each team position. It would alsobe necessary to develop an integrated plan for educating teachersin the lifelong pursuit of their careers.
As society and knowledge change, professionals need to knowmore and more of what students are taught. Students need tolearn about the real world of the school and teachers need tolearn what the real world of the school ought to be. Plans ofintegrated teacher education could serve both groups and bothpurposes.

The teacher and his staff could become a formidable status quobarrier to new personnel unless they are engaged in continuouseducational programs.

The process of educating teachers need not have direct relation-ship to certification, licensing, or degrees. Too often these re-quirements are unrelated to what professionals do and need toknow in the classroom.

Assessing the Climate for Change

As I formulated the emerging perceptions and perspectives, Ihad the feeling that the implications for change were too overwhelmingto touch the universities. It seemed that the college of education mustact as the change agent or anchor man as the profession faced the chal-lenge of change. My feelings were aptly expressed by Thoreau when hewrote that the corrective processes may "take too much time, and aman's life will be gone."

As one assesses the climate for change in teacher education, thereare evident cues for encouragement as well as discouragement. A dis-couraging aspect is the apparent lack of concern of the teaching profes-sion for teacher education.

If teacher educators in the university are envisioned as playing apivotal part in the change process, the teaching profession must moverapidly toward unification (more than unified dues). The teacher educa-tor faces a number of serious problems which often prevent him frombeing concerned or even interested in change. His heritage includesyears of program deprivation, course duplication, a disinterested pro-fession, and in s ome cases, a hostile campus atmosphere. It probablywould be more accurate to discuss the lonesome world of the teachereducator because that has been his real world. He has been the campusfall guy or outcast, the public whipping boy, and the target of unethicalstatements of the teaching profession. He has observed the profession's
303



willingness to have the "home of the profession" housed in the most
primitive campus facility. In numerous cases the college has used teach-
er education for enrollment when it had little interest in and practically
no commitment to teacher education. Later, after the college was "on
its way, " the teacher education program and its students were purged to
support the curricula to which the college was really committed. We have
been observers of this spectacle long enough. T e time is overdue for
the profession to set and enforce standards governing the professional
preparation of teachers.

Fortunately, there are a number of encouraging signs in the change
climate. Teacher educators have an unparalleled opportunity to capture
the imagination of a changing profession. Their first responsibility is
to ensure opportunities for meaningful education to the students they
teach if their university preparation has not been meaningful. Teacher
education products come from the same source to which they return.
We can and must break the cycle.

The heritage of future educators can be a richer one. The NCTEPS
has set the example. The 1963 National TEPS Conference in Columbus,
Ohio, highlighted changes in teacher education. The 1965 National
TEPS Conference in New York City focused on the beginning teacher.
The Year of the Non-Conference has brought to the forefront hundreds
of exciting innovations in public schools and, in some cases, in teacher
education.

Other encouraging signs of the climate for change are presented
through a series of questions. Is the quality of public education directly
related to the quality of those who enter teaching and the quali-v of. their
preparation? Can teacher education achieve the desirable qualii.y if
preparation without the support and interest of public school personnel?
Can the profession afford to be unconcerned abouts its "professional
campus home"? Can the teaching profession avoid stating clearly de-
fined standards for the education of teaP.thers? And in the larger sense,
will the profession continue to exist as a profession unless it insists upon
the right to exercise its professional prerogatives? Can teachers and
professors ignore the current search of students for a meaningful educa-
tion? If "colleges and universities, mankind as a whole, are growing
knowledge-rich and understanding-poor, ""' will it not be necessary for
teachers and professors to design learning models which attempt to
integrate knowledge and understandings? Have the patterns of the past
been so outstandingly successful that we must cling to them?

The answers to these questions, coupled with the pr cesses in which

4Wendell, Philip R. "Teaching and Learning: The Basic Function. "
Whose Goals for American Hi her Education. Washington, D. C.: Am-
erican Council on Education, October 1 7. Fs. 22.
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the profession engages to seek the answers, will greatly affect the
climate for change. Perhaps a focus on the major ideas of "The Teach-
er and His Staff" will diminish the magnitude of the challenge to change
and serve as a way to capitalize on the "team movement" already under
way in many public schools and a few colleges. At the risk of overstat-
ing the obvious, major changes seem to take place when people become
caught up in an idea related to their needs.

In this paper, the major ideas related to the needs of the teaching
profession seem te be:

The learner, whether student or teacher, receives a more
meaningful education as he participates in differentiated roles
as a member of a teaching team.

Differentiated assignments make it possible for a greater num-
ber of people to make more significant contributions to pupil
learning.

The integration of the contributions of groups at various "levels"
of the profession results in more effective teaching outcomes for
the effort input and more meaningful feedback among these groups.

4. The learner, whether student or teacher, acts as a catalyst for
the integration of various professional group contributions.

5. The education of each teacher is a lifelong venture requiring
lifelong architectural plans.

6. The opportunity for meaningful role assignments and meaningful
understanding of assignments attracts and retains a greater
number of able teachers.

7. A number of superior teachers desire opportunities for promo-
tion as teachers.

These ideas are the challenge of change, not co-op programs, in-
ternships, the concept of "The Teacher and His Staff," or any other
particular design.

Whether these ideas are put into practice in the context of "The
Teacher and His Staff" as described in this paper is beside the point.
The point is that teachers accept the challenge and excitement of the
continuous search for more effective ways to educate and for a climate
of work more conducive to their effectiveness.

These ideas and challenges are commanding priorities. When stu-
dents find a more meaningful education, they will find a meaningful pro .
fession of teaching. Students will be both knowledge-and understanding-
rich when they are taught that way. Educating teachers through dif-
ferentiated roles is one way.
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Reprinted with permission from the National Commission on Teacher
Education and Professional Standards, National Education Association,
Washington, D. C.

A PLAN FOR A NEW TYPE OF PROFESSIONAL TRAINING FOR A NEW
TYPE OF TEACHING STAFF Kevin A. R an

Few people are satisfied with the professional training given to teach-
ers. Complaints come not only from elder statesmen and admirals
but also from teacher educators and their students.

Criticism from within the educational community is perhaps more
telling since it comes from the people who have to live with the results.
The dissatisfaction seems to center on the relevance of present profes-
sional training to the daily work of teachers.

This paper outlines an alternative approach to the present efforts in
teacher education. The plan is radical and as yet untried. However,
as will be seen, it has a precedent in another field of professional train-
ing . The proposed plan for reform in teacher education can be traced
back to the work of two men: the curriculum insights of Franklin Bobbitt
of the University of Chicago which were articulated f4fty years ago, and
the staffing patterns advocated by Dwight W. Allen of Stanford Univer-
sity in 1966. Finally, the plan proceeds from two assumptions: first,
that presently teacher education is not adequately preparing the majority
of teachers; and sec and, that the present use of teacher strengths is in-
efficient for the schools and stultifying for individual teachers.

Much of teacher training is ineffective because it is based on a rather
doubtful model. When one examines the professional training of teachers
two categories of experience appear: exposure experiences and total im-
mersion experiences. By exposure experiences I refer to courses in
professional education, classroom observation, and other experiences
to which potential teachers are exposed and from which they are expect-
ed in some mystical fashion to learn bow to teach. By total immersion
experiences r refer to our current student-teaching and internship prac.
Hoes. Typically, although not always, these immersion experiences
follow exposure experiences. Armed with several education courses
and having watched others teach, the student or intern is immersed in
a classroom with the expectation that he will come out a teacher. This

1Bobbitt, Franklin. The Curriculum. Boston, Mass.: Houghton
Mifflin Co., 1918.

2Allen, Dwight W. "A Differentiated Staff."
Stanford University, 1966. (Mimeographed)
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practice is reminiscent of survival training for paratroopers in which
a trainee is dropped in hostile territory and, after struggling to stay
alive for a number of days, is expected to emerge intact. Besides
appearing rather inappropriate for the development of cognitive and ef-
fective skills, this immersion experience does not seem fair to the
school children who come to learn.

There are also questions about the relationship between the exposure
and immersion experiences. Are the objectives of the education courses
to be demonstrated by the beginning teacher in his initial teaching? Are
the education courses and observation programs designed to bring about
specific changes in the prospective teachers, 1. e., effective teaching
skills and pedagogically sound attitudes? While many teacher educators
would answer in the affirmative, few have bothered to offer hard, sup-
porting data.

The present model operating in teacher training has, however, one
major attribute: it is economical. Courses and initial teaching exper-
iences do not draw heavily on our resources. But if the quality of public
education is related to the economic future of the nation, as many schol-
ars suggest, the economy in teacher education seems shortsighted.
From the viewpoint of the potential teachers who are willing to take on
the grave responsibility of educating the young and who come to learn
how to fulfill this responsibility, this economy is even more dubious.

A Proposed Model

In 1918 Franklin Bobbitt3 called for a scientific approach to curri-
culum building. Like many good ideas, his plan was disarmingly simple
but complex and difficult to carry out. In essence, he said that those
who construct curriculum should go out into the world and discover the
specific activities which constitute human life. The curriculum, then,
becomes the abilities, skills, attitudes, appreciations, and forms of
knowledge that men need in order to live well. Extending Bobbitt's plan
for general curriculum to curriculum building in teacher education, it
follows that the teacher educator should go into the schools and other
places where learning occurs 'and discover the specific activities that
constitute good teaching. The trainee's curriculum, then, would center
on those activities.

"Good teaching" is a troublesome phrase. It is too big, too all-inclu-
sive, and too slippery to deal with intelligently. Trying to come to any
conclusions about teaching using this monistic approach is like wrestling
a greased boa constrictor in a darkened room. In both, the object of
pursuit is illusory and the ends difficult to determine.

Bobbitt, op. cit.
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Nathan Gage4 of Stanford University offers valuable insight into this
problem. In discussing ways of analyzing the concept of teaching, be
makes the following point "Teaching can be analyzed according to types
of teaching activities. Teachers engage in explaining activities, mental
hygiene activities, guidance activities, demonstrating activities, order-
maintaining activities, housekeeping activities, record-keeping activi-
ties, assignment-making activities, currieLlum planning activities, test
and evaluation activities, and many other kinds of activities. If every-
thing a teacher does qua teacher is teaching, then teaching consists of
many kinds of activities." Looking at teaching from the activities or
skills point of view, the problem of educating teachers becomes more
manageable.

The problem now is to specify the activities in which a teacher
should be skilled and to develop training protocols that foster those
skills. The result is a performance curriculum in teacher education.
The performance approach to professional education is not without pre-
cedent. The military has been using a performance curriculum quite
successfully for years. Typically, the military prepares men for new
roles by training them to perform the skills appropriate to the roles.
For example, each year the military takes thousands of non-pilots and
transforms them into skilled professional pilots. The performance cur-
riculum for pilot training resulted from the examination of the pilot's
rolewhat he must do, how he must be able to perform. Once the cur-
riculum builders had clear goals in mind, they set out to design and test
a curriculum that would bring non-pilots up to the performance level of
pilots. The resulting curriculum is directed by a set of very clear ob-
jectives, prolndes knowledge and develops skills to reach those objec-
tives, and systematically measures its effectiveness by checking on how
well its trainees are fulfilling the objectives.

The pilot trainee starts at the bottom of the curriculum and advances
through a series of phases. Advancement is dictated primarily by his
performance of specific skills. While much of the instruction follows the
typical classroom learning approach, there is a tight relationship be-
tween the content of the individual lessons and the tasks the pilot will be
called upon to perform.

However, a pilot does not learn to fly in a classroom. Although be
learns much from films and lectures, the bulk of his training is done
in simulators and through in-flight exercises. Simulated experiences
provide a bridge to actual in-flight training. The trainee learns new
skills in a safe situation in which a complex act is simplified and can be
systematically mastered. One of flight training's most famous simula-

4 Gage, Nathan L. "Theories of Teaching." Theories of Learning
Instruction. Sixty-third Yearbook, National Society for the Study of
Education. (Ernest Hilgard, editor.) Chicago, University of
Chicago Press, 1964.
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tors is the Link trainer. The Link is essentially a cockpit on the ground.
The trainee climbs in the hooded cockpit and various problems are rad-
ioed to him in sequences of ever increasing difficulty. He in turn at-
tempts to handle them and receives feedback en his performance. As
he masters each problem he gains valuable skills which are tested in the
next stagein-flight training. There are three phases of in-flight
training; familiarization flights, supervised flights, and solo flights.
In the first phasefamiliarization flights.-the trainee acts as an obser-
ver. An experienced pilot-instructor demonstrates the various maneu-
vers and performs specified in-flight tasks. In the second phase-.
supervised flightsthe positions are reversed: the trainee performs the
maneuvers and in-flight tasks with the instructor acting as an observer.
In the third phase-- solo flightsthe trainee flies alone but is super.
vised either from the ground or by an instructor in a trailing aircraft.
In each one of these in-flight phases there are specified objectives and
the purpose is highly focused. Progress through each phase is governed
by the trainee's performance. rt is only after successfully completing
all aspects of this training program, after demonstrating that he can
perform the skills that make up the goals of the program, that the trainee
graduates and receives his wings.

But receiving his wings does not mark the end of a pilot's training.
It is the end of the beginning. Continuous training becomes the modus
vivendi of the professional pilot. Although a pilot goes through what
woulirreally be considered further training in the regular flying duties
be performs, he still spends a good deal of time in formal, advanced
training. He is continually going through refresher courses to sharpen
and practice his skills and is constantly introduced to new techniques
and equipment. Also, as the professional pilot advances in rank, he is
sent to schools to train him for specialized duties. In effect, a military
pilot's training ends only with retirement.

Using this brief discussion of the components of military pilot train-
ing as a model, what follows is its suggested application to the profes-
sional training of teachers. First, however, a caveat or two is in order.
The training program outlined below does not apply to the entire educa-
tion of a teacher. It will not develop a liberally educated person. Nor
will it foster the specialized knowledge of the discipline needed for many
types of teaching. It will not provide the teacher trainee with the proper
attitudes about teaching and about children. It cannot develop in him a
passion to reach out and touch fellow mortals with truth. These tasks
must be left to others; the potential teacher's parents, his entire
history of schooling, himself. The aim of the program outlined here
is a limited one. It tries to train learning strategists and skilled com-
municators. It tries to develop professionals capable of passing on to
students the knowledge they need and of exciting them about learning.
While the suggested training program will not develop the knowledge of
the disciplines and attitudes necessary for teaching, it will show the
teacher how to channel these and bring about effective learning in stu-
dents.
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Application of the Model to Teacher Education

In discussing the application of the pilot-training model to teacher
education, various phases of training will be paralleled for purposes
of clarification and demonstration. It should not be inferred that teach-
er education has exactly tbe same number of phases or that they are of
equal importance.

Teacher candidates should be chosen for training according to spec-
ific criteria. Instead of having the number of academic courses taken
as the criterion, the yardstick should be the ability of the candidate to
demonstrate familiarity with certain core concepts, bodies of know-
ledge, and particularly the unique structure of each discipline. Early
in training the teaching candidate should be introduced to specific bodies
of knowledge about teaching and learning, concepts and information on
which his professional performance should be based. Although the tradi-
tional methods of classroom and lecture hall instruction may be the
most economical means here, educators should be pioneering in effici-
ent and ingenious methods of presenting this core information. Since
the overriding principle of this model is progress through demonstra-
tion and performance, much should be taught tiaough self-pacing pro-
grammed instruction. Methods such as Mars's training in six differ-
ent types of audiovisual aids could be employed. In Mars's training,
the student follows a programmed sequence while operating the various
pieces of audiovisual equipment. For example, while operating the tape
recorder, the student bears taped instruction on the various operations
of the tape recorder and also is told bow to use the next piece of audio-
visual equipment in the programmed series.

There is a tendency in professional education, as in other areas,
for the number of required courses to proliferate. Unfortunately this
proliferation is not always in direct relationship to the growth of know-
ledge. In the professional education of teachers it is imperative that
criteria of relevance be applied ruthlessly to the curriculum before be-
ing established firmly as part of the curriculum. Each educational ex-
perience included should have demonstrable transfer value to the teach.
er's role in the classroom.

Instead of exposing beginning teachers to a series of education
courses and then immersing them in the complex milieu of a class of
twenty-five or thirty students, they should be trained gradually to ac-
quire basic teaching skills through a series of simulated or constructed
experiences. This aspect of training can be divided into three phases
similar to those of pilot training.

The first phase is classroom observation. Typically, however, ob-
servation has been unstructured. The beginning teacher is sent into

5 Mars, W. J. "Student Teachers Teach Themselves." Edu-
cational Screen and Audio-Visual Guide 42566-67; October 1963.
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classrooms with the hope that he will learn by example. If the trainee
is not sensitive to the complexity of teaching and has received little
direction, it is doubtful that this type of observation is particularly
fruitful. Observation experiences, like all training experiences, should
have specific objectives and some means of measuring whether or not
the objectives have been met. One way in which to make these observa-
tions more fruitful is to direct the observer's attention to certain pheno-
mena, like the teacher's use of information-structuring statements, or
the classroom routines the teacher employs. Also, since it is difficult
to predict what will go on in the class to be observed, a greater "quality
control" could be attained in observation programs through the use of
selected video tapes--tapes chosen to demonstrate specific aspects of
teaching-learning situations. The important point, however, is that
observation experiences should be purposeful events, not catch-as-catch-
can happenings.

The second phase of this training involves more active participation
of the trainee. Here the trainee applies some of the principles learned
through previous training but in a setting less complex than a normal
classroom. The tutoring of one student is a good beginning. Again, the
objectives of the tutoring should be specified. The second stage should
involve the trainee in microteaching experiences--the instructing of a
few students for a short period of time. There are three advantages to
microteaching. One, this constructed teaching experience provides a
maximum feedback from the supervisor and from students, and when
possible, from immediate playbacks of video-tape recordings. Two,
the trainee not only receives practice teaching in a specific subject, but
he also practices a specific teaching skill or technique. Three, the
short microteaching experience can be repeated with different students
until desirable levels of performance are reached.

The active-participation phase of training should also include group
or team teaching by several trainees. Here, five or six trainees plan
a series of lessons and take turns instructing a group of students. After
each teaching session the group critiques the performance and plans for
the next lesson.

These various types of constructed and limited teaching situations
should be part of an overall plan to develop teaching skill in the most
important areas that constitute good teaching. Again, each should be
designed to accomplish specific tasks and implement various objectives
of the training program.

When the teacher has practiced and demonstrated his ability to teach
in simulated situations, he is ready to take on the instructional respon-
sibilities of a regular class. This phase corresponds roughly to our
present practices of student teaching and internship, except that the
teacher trainee has had an opportunity gradually to build up a repertory
of skills and a background of experience. The main purpose here, how-
ever, is to put the trainee on his own so that be can integrate his previous
learning of isolated skills and techniques into a coherent whole. During
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this period, the trainee must demonstrate his mastery of the various
teaching activities to his supervisors.. It is this performance of pro-
fessional tasks that constitutes his right of passage, and at this point
the teacher is ready for certification. Certification should not be the
end of training but the end of the beginning. Just as a pilot continues
his professional training throughout his active career, so should a
teacher. Although we give lip service to this idea of in-service training,
it is rarely reflected in any substantial way in a school's daily schedule
for teachers or a district's educational budget.

We are deceiving ourselves if we think that a teacher, even one who
has gone through the thorough type of training outlined here, can do a
professional job for very long without some additional help, some spec-
ial training. Today particularly, ami d the knowledge explosion and in
a technological revolution which is just beginning to have an impact on
the schools, it is imperative that we junk the idea that the profession
can give its seal of approval to a trainee and then leave him alone.
Training--intensive and continuousshould be a part of a teacher's
professional life.

The Differentiated Staff

The problems of teacher education, like education generally, would
be greatly simplified if we were dealing with a complete homogeneous
population. This is not the case, however.

There is an immense range in the abilities and potentialities of those
who choose to be teachers. They come to teaching with widely different
intellectual and experiential backgrounds. They have a wide spectrum
of interests and career goals. They have differing capacities for lead-
ership. They differ widely in their mastery of the various skills and
activities that constitute teaching. We could also say that they differ in
their capacity to grow professionally. In spite of this great diversity,
however, teachers are treated essentially as interchangeable parts.
Except for differences within grade levels and subject areas, all teach-
ers have pretty much the same job description. They are given the
same duties and responsibilities.

Our present staffing patterns require that each teacher become a
jack-of-all-trades and do not encourage the development of mastery of
specialized professional competencies. They permit the situation where
the great teacher and the incompetent teacher daily teach in contiguous
classrooms the same number of students but with widely different ef-
fects. Further, present staffing patterns have fostered a promotion
system that leads out of the classroom. The ambitious teacher who
wishes to advance is not given greater responsibilities to instruct more
students but "moves up" to an administrative position that takes him
further from students.
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he differentiated staff, as proposed by Allen6, allows the gifted
teacher to exert a much greater influence on the students and his col-
leagues than does the present system. It also allows the more limited
teacher to make contributions more in line with his strengths. The dif-
ferentiated staff concept meets the issue of individual differences among
teachers head on and attempts to maximize the capacities and abilities
of the staff while minimizing their areas of weakness. To facilitate this
end, teaching staffs are grouped according to different duties, special-
ties, and different levels of responsibility. In effect, there are differ-
ent categories of teachers.

Basic to the idea of the differentiated staff is the principle that posi-
tioning on a staff is dictated by performance and demonstrated compet-
ence. Years in the classroom, courses taken, degrees obtained are not
in themselves suitable criteria for deciding who will have what level of
educational responsibility. In the proposed system, talent is the basis
for differentiation, and talent is the basis for reward.

Training in a Differentiated Staff

The dual purposes of the differentiated staff are to maximize educa-
tional opportunities for children and to provide viable career patterns
for teachers. Since teachers' movement within a differentiated staff is
dictated by their performance and professional competence, special
allowance should be made for staff training. Once the various levels of
teacher skill and competence are delineated, it becomes the function of
a training program to help teachers reach their potential within this
framework. Given this aim, in-service education takes on much more
importance in and relevance to a teacher's professional role.

In a differentiated staff, one of the major responsibilities of teach-
ers at the higher levels is professional in-service education. While
not all higher-level teachers would have equal responsibility in this,
those with special skills and leadership qualities would direct and pro-
vide for staff training. Although a much greater commitment to in-
service education is needed throughout the educational enterprise, it
becomes particularly important within a differentiated staff. Without
effective and continuous training, a carefully differentiated staff could
become, within a few years, a static oligarchy. If movement within a
staff is based on performance and competence, provisions for training
and demonstration of competence become crucial. Therefore, while
much of the in-service education program will be aimed at providing
"refresher courses" and instruction in new content and methodological
dimensions of the curriculum, a major focus will be on providing train-
ing for higher levels of responsibility.

The in-service program for a differentiated staff should be an ex-

6
Allen, op. cit.
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tension of a preservice education program. It should help sharpen the
professional skills of teachers. It should help identify and utilize the
special talents and abilities of teachers. In this connection, it should be
flexible, readily supplying special resources to those desiring special
training. The in-service program should be the instrument for system-
atic change in education. Finally an in-service program should provide
the advance training for those gifted teachers who wish to take on higher
levels of professional responsibility without giving up their place in the
classroom.
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Reprinted with permission from The Clearing House, December, 1969.
Copyright, 1969.

ORGANIZATION AND TRAINING OF PARAPROFESSIONA TS
Frank E. Bazeli

Recent advances in the profe sional status of teachers and startling
adaptations of technical procedures to education have prompted leaders
in the field to abandon stereotyped concepts of schocl staffing patterns
and teacher roles. New organizations, which include a support staff of
paraprofessionals in every school, are now proposed.'

To be sure, most schools today operate substantially as they did 30
years ago. Teachers remain locked in a role hierrrchy which is not
quite professional in status and largely sub-professional in nature. The
routine activities required of them every school day seldom permit more
than limited attention and energy being spent upon the diagnosis of pupil
learning progress and in the development of sound teaching strategies.
This situation will not continue for long.

Within the next generation, large urban and suburban schools will
change over to adminfstrative operations utilizing advanced systems
procedures and sophisticated computer and data bank hardware. New
sets of interrelationships are evolving, in which the professional faculty
will no longer be clearly subordinate to the administrative staff. School
administration will become a support and service function. Master
teachers with at least six years of professional preparation will be large-
ly self-disciplined. They will be strongly represented in policy decisions
and will have relative freedom to initiate and carry through applications
of the latest research in edu ::tion. Newly graduated teachers will intern
in tearning centers under the direction of the master teachers, and with
the support of paraprofessional technicians and sub- professionals.

Other professionally directed services provided in large, progressive
schools will include a counseling and test center, a media production and
distribution department, and an information retrieval center (the old
library). Each of these service centers will employ various types of

1 Newlin, Wayne, "It Can be Done: Teacher Aides Can Make a Dif-
ference in Illinois," Illinois Education, -Vol. 30, No. 5 (January, 1968),
pp. 213-216; Edelfelr, Roy' A. , irStaffing tor the Changing Pattern of Or-
ganization for Instruction and Learning," Virginia Journal of Education,
Vol. 62 (September, 1968), pp. 15-17; National Commission on Teacher
Education and Professional Standards, NEA, "Auxiliary School Person-
nel, " Reprinted in National Elementary Principal, Vol. 46 (May, 1967),
pp. 6-12.
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paraprofessional specialists and sub-professional personnel.

The Sub-Professional Staff

While still in the initial stages of institutionalization, it is fairly
clear that the support staff will include a hierarchy of positions with at
least two major divisions: the paraprofessional specialists with from
two to four years of advanced preparation, and sub-professional person-
nel with limited training. This hierarchy of job levels will provide op-
portunities for advancement and specialization after suitable prepara-
tion and experience to those individuals who seek it.

The sub-professional staff will assume, in general, two types of
service functions: monitorial control of pupil activities outside of the
learning centers, and clerical help for the teaching faculty and the pro-
fessional personnel in the service centers. While no distinct titles have
been given to individuals performing these duties, for the purpose of dif-
ferentiation they might be called "staff aides" and "clerical aides."

The roles of the staff aides will include those pupil control tasks
now taking up so much of teacher time. Under the direction of admin-
istrators and teachers the staff aides will monitor pupil traffic where
necessary in corridors, the cafeteria, at assemblies and other gather-
ings, on field trips, and outdoors. In addition, their usefulness will
range into any activity which may be enhanced by the experience and
understanding of an adult. In effect the staff aides will provide the pro-
fessional faculty with a pool of adult resources highly useful in many
facets of the school program and operation.

The clerical aides will relieve the faculty of the second most burden-
some set of sub-professional duties, which consume so large a part of
the school day. Assigned to instructional teams, and employed in the
service centers, the clerical aides will be responsible for essential or-
ganizational routines, record keeping, typing, filing, duplicating, in-
ventory control, and other duties which facilitate the smooth operation
of the school. This will allow the f culty to address itself more fully
to pressing professional problems.

Recruitment, Selection, and Training

The recruitment of sub-professional aides ought to be confined,
where possible, to applicants living within the school community. This
is important especially within the inner city of large urban districts.
Aside from the accrual of economic benefits and job opportunities, sub-
stantial numbers of individuals, working as full or part-time employees
in the neighborhood school, open up a communications channel of great
mutual value.

2
Hill, Julia H., "Expanding Teaching Time and Talen

and Community, Vol. 55 (October, 1968), pp. 24-25.
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In the community the aides will constitute a cadre knowledgeable
about the operation and organization of the school. Through informal
contacts the aides could make known to parents effective ways to inter-
act with the school, aid their children in the education process, and
alleviate the fear and suspicion often blocking meaningful relationships.
Locally recruited aides would benefit the school through their ability to
interpret community sentiments and needs, identify and help contact
indigenous leaders, interpret to the professional staff the substance of
unfamiliar sub-cultural mores motivating pupil behavior, and influence
to a considerable extent the curriculum offerings and teaching strategies
in the school. 3

In effect the recruitment of local residents for sub-professional aide
positions in the school will dispel to some degree the situation which
frequently occurs in which the school is seen as an outpost of an alien,
dominant society within the sub-culture of the neighborhood. The school
will more truly belong to the community which it serves.

Because the staff and clerical aide roles do not require a great deal
of specialized training, the selection criterion in education might be set
at about the high school completion level, signified by a diploma or its
equivalent. Special talents, skills, experience and maturity should be
weighed more heavily than formal credits, at least at the entrance stage.
Some attention ought to be paid to the applicants' ability to articulate,
to assume responsibility, and to evidence of freedom from serious
physical and mental health problems.

Pre-service training of sub-professional personnel will probably
remain the responsibility of the school system. It is important that the
district develop an organized, carefully planned program in which all
new employees should be paid and required to attend prior to taking up
duties at individual schools. While each program will reflect the spec-
ial needs of the system, a pre-service training period might take three
weeks, probably held just prior to the opening of school, and cover the
following general areas of concern:

(1) An orientation to the organization of the school district
and to the operational structure of individual schools, with
attention to educational processes and programs.

(2) An examination of the roles of the subprofessional staff in
the school organization, their work relationships with other
personnel, and conditions of employment, promotion, and
retenLion. Eventually, these conditions will be negotiated
in union contracts.

3 Passett, Barry A. and Glenn M. Parker, "The Poor Bring Adult
Education to the Ghetto," Adult Leadership, Vol. 16 (March, 1968),
pp. 326-328.
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An overview of child growth and development, with special
attention to the problems of children as they strive for emo-
tional, intellectual, and social maturity. Policy concerning
treatment of pupils must be carefully spelled out.

In-service programs may be planned and conducted on the individual
school level. These programs should reflect the peculiar needs of the
school, its staff, and the community which it serves. Sub-professional
aides should be given every opportunity for personal development leading
to increased pay and promotion.

The Paraprofessional Staff

The advancement of professionalism in education is in large measure
due to adaptations of cybernetic technology to learning processes. With

the introduction of teaching machines, talking typewriters, economical
video - tape production and playback equipment, computer programming
within individual schools or through tie-in devices, the conversion of

libraries into sophisticated information retrieval centers which utilize
data bank equipment and micro-film material, and the establishment of
learning laboratories with individual programs through console control-
led equipment, there is now arising an accelerated demand for special-
ists trained in educational technology.

Teachers will use technologists to facilitate production of programs,
retrieve information for classroom presentations, and create the tech-
nical capabilities necessary for individual pupil progression. Further,
technologists and cyberneticia.ns will make it possible to establish rapid
and efficient administrative procedures on a school and district wide
basis. Finally, trained specialists will perform the routines of testing
and reporting evaluations of pupil progress, freeing counselors and
teachers to function in their professional capacities.

A second category of paraprofessionals will provide direct assistance
to teachers in carrying through the specifics of professional activities.
Instructional aides under the supervision of teachers will tutor individual
small groups of pupils in specific skill development, work with them on
research projects, demonstrate specific operations and experiments in
classrooms, laboratories, and shops, and, in fact, perform many duties

now considered professional in nature. 4

Recruitment, Selection, and Training

Recruitment of educational technologists and instructi nal aides will

4Allen, Dwight W. and Donald DeLay, "Stanford's Computer System

Gives Scheduling Freedom to 26 Districts," Nations Schools, Vol. 77,

No. 3 (March, 1966) , pp. -124-125; Jensen, LatriBiC-71TETTristructional
Aide in the Open Biology Laboratory," The Americayeacher
Vol. 29 (December, 1967), pp. 748-749.
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likely parallel practices current in filling teaching positions. For the
present and near future, graduates of junior colleges and private tech-
nical schools will comprise the bulk of applicants. As schools become
even more technically and professionally oriented, more advanced pro-
grams will probably be established at four-year colleges and universi-
ties. This will be true especially for instructional aides. Eventually,
as much preparation will be required for advanced level instructional
aides as is now demanded of entrance level teachers.

An associate degree in educational technology or instruction will
probably become the standard criterion for the selection of applicants
for some time to come. Junior colleges have an opportunity to create
programs and establish themselves as prime suppliers of specialists
for these positions. Due to the demands of business, programs for the
preparation of computer programers and systems analysts are well es-
tablished in most community colleges and many are presently initiating
preparation sequences for specialists in education. In addition to courses
in general education and major fields, most teacher aide sequences re-
quire courses in "Introduction to Education, " and "Educational Psycholo-
gy." An excellent program would include a methods course with a re-
lated practicum or internship under the guidance of cooperating profes
sional staff and college supervisors in local schools.

It is expected that many capable educational specialists, through the
encouragement of enlightened school systems, will continue their educa-
tion until they achieve professional status.

Personalized Instruction

The adaptation of cybernetics to school operation and the incorpora-
tion of support staffs of paraprofessionals will make it possible for
children to be freed from the mass education methods, which waste so
much human potential in traditional schools. While there is a real dan-
ger that the computer age may result in a lehumanized education pro-
cess, this need not and should not happen. The use of a differentiated
staff will allow teachers to spend most of their time in close, personal
and professional contact with their pupils on an individual and small
group basis. This intimate attention will enable children to progress
at their own speed with the elimination of grade failure. The replacement
of regimented class session by more flexible learning center activities
will allow for greater personal interaction between pupils. This will
promote social and emotional growth and provide many more opportuni-
ties for the exercise of leadership and self-discipline.

Frustrations permeate the learning process. The personalized at-
tention of a differentiated staff can prevent these frustrations from be-
coming permanent blocks to pupil progress. Instead, learning defects
may be turned into valuable lessons in creative problem solving and
skill development.
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Source: Staff Differentiation and the Preparation of Educational

Personnel

IMPLIcATION or DIFFERENTIAL UTILIZATION

OF PERSONNEL FOR PREPARATION PROGRAMS

Roy A. Idelfelt

I guess 88 long ea there has been no definition of what we mean

by differentiated personnel, it might be well to begin with my under-

standing of differentiated personnel. DifferentiaIed. may not be quite

the word to describe what we are, talking about, because some people

think that means what we presently do with secondary school teachers--

one teacher teachers history, another teaches English, someone else

teachers social science, and so on. That sort of "differentiation."

In the elementary school we could say we are differentiating by having

different teachers for each of the grades.

That is really not it, as far as I understand it. I think we are

talking about differentiating roles for school personnel--using teachers

and other professionals and subprofessionels in a variety of assignments

in accord with their competence and talent, education goals, and the

difficulty or intracacy of their teaching tasks and other professional

functions.

Differentiated roles include not only teachers but also a variety

of special service personnel, such as guidance people, subject matter

specialists, supervisors, administrators, school psychologists, and

others of that sort. They also include, I think, various subprofes-

sionals--teacher eidee, student teachers, interns, parents if they are

not classified as aides and so forth.

There are a variety of models that have been-developed which il-

lustrate differentiated staff. Some of the people participating in this

program have been developing such models. You are probably best ac-

quainted with models such um the Bead Start model, in which there I. a

lead teacher, perhaps an assistant teacher, a teacher aide, health

service personnel, and people working with individuals and small groups

as well an with the entire group. The trunk model of course has been

around for a while. This is a team teaching model with a hierarchical

sort of arrangement: a team leader on top, a regular teacher, intern.

end teacher sides.

The TES Commission has published a work by Bruce Joyce which

represents still a third model. He talka about a direct instruction

team, where there is a team leader and aesistant team leader, two regular

teachers, two interns, and two aides, enhanced by support centers which

he identifies as a computer center, a self-instruction center, a human
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relations center, an inquiry center, a guidance and evaluation center, and

a materials creation center.

Still another model in Bernie MCKenne's model, which he calla the
teaching proficiency model. He identifies the teacher technoloe.at; the
person concerned with the teaching of basic skills and knowledge, a
liberal enlightener, who is a master presenter, an identifier of talents,

a person who wcaoks et assessing interests and aptitudes, a developer of
talents and aptitudes, a facilitator of attitudes and interpersonal be-
havior development. This is spelled out in a little pamphlet published

by the California Teachers Association entitled School Staffing_Patterns.
Still another model Dwight Allen developed in a paper we published on

differentiated staff. He talks about professors, senior teachers, staff

teachers, associate teachers. One illustration of this sort of program
is seen in the work Dwight has been doing at Temple City.

I think you can begin to sense in these illustrations other kinds of

task definitions. I haven't been too precise ebout teacher taska performed
in these models, and it seems to be this probably ought to be done at
the local level, for a variety of reasons. One is that competence is
probably a function of situation, so it is necessary in toms of the
whole situation to look at the goals of education in that aetting and

decide what competence in in that particular situation.

There are probably several factors to take into account in dif-

ferentiating staff. One is the matter of establishing some levels of

competence. This should be both in terms of degree and kind. Also

there in the matter of recognising various levels of difficulty of tasks

or difficulty of responsibilities. And thirdly, the matter of differenti-
ating compensation in terma of both levels of competence and degree of

responsibility that a teacher assumes.

It is also important to ask the question,"Why differentiate staff?"

central, of course, is the question of providing a more individualized
program and breaking out of the lockstep which is no longer defensible

in a society that can afford to work with teachers on a more individual

basis. Hut a differentiated staff also offers an opportunity to make
better use of teacher abilities. It is also possible to provide more
flexibility in t rms of the use of teacher time, of space available, and

of talent. It is more realistic, I think, in terms of the manpower

dilemma. We are finally recognizing that there is a huge transient
group passtng through the teaching profession every year and that we
probably shouldn't treat all teachers es if they were the name kind of

people. The difficulty we have in keeping qualified people in teaching
is attributsble in large part to the fact that there is no promotion
in the classroom. If you are promoted, you are promoted out of the

classroom. Differentiated programs recognize that learning to teach is

an on-the-job business. With a differentiated staff, there is an oppor-
tunity to learn tasks of varying difficulty and then move into more
difficult tasks.
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It also provides, or could provide, a career pattern in teaching,
where there would be someplace to go. Teaching at present is the same
on the last dmy you teach as on the first day in terms of responsibilities
in most schools. I'm sure the monotony of 45 years bests some people
down to the point where during their last few years they ere not very
vital people in the classroom.

A differentiated staff recognises competence and relates it to
responsibility and provides in some situationsand I think should
provide in all situationscompensation that is adequate to keep people
in teaching. Therefore, teachers don't have to do as so many of us here
have donemove out of teaching because we couldn't make enough money
or get enough status in the public school classroom.

It also provides a variety of jobs in the school so that people
with different motivations, different amounts of time to spend, different
degrees of commitment can find work. The working mother, the second-
income person, the individual who wants part-time work rather than full-
time work, the subprofessional, etc.--all might come under this heading.

It 8120 provides an effective link with colleges and universities,
'cause it inevitably becomes a training ground for teaching as well am a

gOod school for youngsters. In addition, it provides a situation in
which professionals can complement or stimulate each other by working
together in groups or teams. I don't think this is as possible in the
isolated classroom of most teachers in most schools today.

Now, my job is to say a bit about the implications for colleges,
and I guess it ia presumptuous to try tp drew implicationa, but that
is what I was asked to do, so I'll try. I suspect that the reason for
drawing implications is that ie need to do something at the collegiate
level about the developments in public schools.

In the work we have been doing through our office this year, we
have identified 210 demonstration centers which exhibit in their
programa some of the factors I have been talking about. Either there
is differentiation of role, teem are subprofessionals, professionals,
and special service personnel working in different kinds of ways, or
there is some attention to climate for professional growth, some attempt
to break away from one teacher teaching 25 students.

I have divided the implications I foresee into simple changes,
changes that would be a little more difficult, and difficult changes. It
seems to me that among the simple changes that could be made in colleges,
or simple implications of differentiated staff, is the possibility of
employing undergraduates as teacher sides. This is already the case in
some colleges prior to student teaching. Sometimes teacher aides are
tot in teacher education.

A second simple change would be to convert the concept of student
teaching to a work-btu kind of experience, rather than maintaining the
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present practice of regarding it as a hothouse treatment for testing
teaching skills. This means that the student would be expected to
contribute something as well es to get something from student teaching.
Thirdly, I think it might he possible to stimulate school study of
faculty talent--particularly as we work in student teaching--and to
assess whether talents are being used in the most effective way. In
talking with public school people, it is often evident that they are not
assigned to jobs in schools that make their talents visible or put their
talents to use.

I think it might also be possible in student teaching to break down
the isolation of the typical teacher in the classroom with the use of
aides. There could be three adults in the classroom. Perhaps we should
consider some cross-analysing which would add still another adult in the
classroom. One thing people could start immediately is to read the
literature on differentiated staff.

In the more difficult category, I think we might promote examination
of the effectiveness of present ways of teaching. In almost any class-
room you walk into you can see how ineffective the system is because
teachers talk most of the time and youngeters are supposed to absorb
what is being said. I think it might be possible to do something through
student teaching to ensure that students learn more than one way of
teaching.

The typical college of education prepares a person to be a self-
contained tescher--that is, to work in a self-contained classroom. If
there were possibilities to work in teams, to work as a tutor, to have
experience as a large group lecturer, to work with students on independent
study, to diagnose individual student learning problems, to work as
seminar leaders, and the like, I think we could bl-aak out of the lockatep
we are in now in student teaching in teacher education.

We might also &ive student teachers an opportunity to work with
aides to give them some managerial skill and to teach them ways in which
they can use aides in their own teaching when they gxeduate. We could
also attempt to analyse the job of the teacher and try to assign and
evaluate roles assumed in terms of the outcomes that are produced. We
could establish more flexibility in student teaching so that mn individual
would have experience with more then ons teacher. Typically, student
teachers work mainly and almost exclusively with one teacher. We could
use them more creatively. We could train teachers to ume other student
teachers es evaluators. We couid provide an internship subsequent to
student teaching in a school where there is experimentation with dif-
ferentiation of staff. This is actually happening in a few places.

Also in the difficult category, T think we might employ differentia-
ted staff concepts at the college level. This will not be easy. We
could try to gat college teachers to demonstrate what we mean by dif-
ferentiation of staff by the way they teach in college coursea.
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We could develop school pilot centers with all the components of

the differentiated staff idea: the matter of competence, the matter of

responsibility, and the matter of compensation. I think Dwight's model

in Temple City, California, which calla for compensation in schools to

range from $7,000 to $18,000 is not unreasonable. If you went to put

it in terms of a ratio, top salary should be three to three and a half

times beginning salary, provided the person has demonstrated competence

end assumes the kind of responsibility that category of teacher demands.

We could promote research end trial of various models of differenti-

ated staff. ;We could identify and employ different strategies for

academic and perlOrmatce requirements in teacher education. Most of pre-

service teacher education now is merely a matter of knowing, and we use

some less then adequate measure to determine that. We should get into

the matter of performance curriculum where we are making en attempt to

assess the performance of the student.

We could experiment with new ways of teaching performance skills.

Things like microteaching and using videotape for feedback and analysis
purposes in student teaching and in regular teaching would help, I think,

in the analysis.

We might include an analysis of what differentiated staff roles

might be with groups of youngsters in the histrionics of teaching.

Many of us are poor actors. I am not suggesting that teaching is act-

ing, but I would suggest it is deliberate behavior, or should be

deliberate behavior, and in some cases it isn't that. We could develop

some wild experimental models of learning centers, using a variety of

professional, communiw, and lay people. And, most important, we could

try to look at what the implications of differentiated staff are for

the college in which we work.



Source:
Personnel,

THE NEW CAREERS CONCEPT AND STAFF DIFFERENTIATION: SOME ISSUES
Arthur Pearl

I think both Dwight Allen end Roy Edelfelt gave you an over-
varnished, much too optimistic statement of the current status of our

schools. The schools are rotten and no matter what we are doing, they

are getting worse. The schools are totally inappropriate and doing an

infinitely bad job. Every day we are finding wholesale disengagement
from the school process on the part of students, for the very good
reason that there is nothing to engage them. Unless we begin to look
at what is the nature of the school process in a highly complicated,
technologically advanced society, we are not going to solve that p2oblem.
There is no way we can have staff differentiation in lousy schools.
First of all, we have to find out how we are going to make those schools
a little less lousy. They are very bad schools, and every day they get

a little worse.

All of the tacticians don't improve them any. We have an enormous
number of sophisticated tacticians in the school system now. We have

couputer-aided instruction. We've got a whole bunch of snake oil sales-
men selling other slick articles for lousy schools.

let's take a look at the goals of the schoolswhat the kid has a
right to get out of the schools--and then what the staff ought to be.
Every kid who goes to school nowadays has a right to expect something
from his investment of time and energy, and he is getting cheated. He
has a right to expect that as a consequence of going to school he is
going to markedly increase his options on how he is going to make a
living. Rather than getting this, students' options decline. From the
very first day they start school, their options are being determined
for them. When a person goes to school and is assigned to being a
"bluebird," his life earnings are being immediately curtailed. We have
no basis on which we cam make that assignment with any kind of validity.
The way we make that assignment now is by determining if a student looks,
smells, and talks like us. If he does, we say he is bright. If he
doesn't, we say he is dumb. And then we find something trivial to cor-
relate our misconceptions with.

New, it turns out there is en enormously high correlation between
income and Occupation and race in such assignments. Everything we do
in schoel curtails occupational choice, whether we call it vocational
education or special education. All of these are means by which we
limit occupational choice, and until such time es a kid has a right to
expect something from his investment in energy, I don't care how we
differentiate staff.



The second thing a kid has a right to expect is to learn to be

much more compatible with a democratic system. Being a citizen in a

complicated society is a very challenging task. Nothing we do in the

school prepares students for that task. In fact. the school is incompat-

ible with democrscy, and no system can prepare a person for a _job that

ia inceMpatible with that job.

Every institution starts with a bill of rights. Students have no

rights. Sometimes they manage to get by under 8 sort of benevolent

dictatorship, but, by and large, they are at the mercy of the ays,Jm. It

is possible in a so-called free society for a kid to get thrown out of

school because the principal doesn't like the way he wears his hair.

That is happening every day. There are absolutely no rights for students,

and of course, the poorer you are, the more impoverished you are in terms

of being able to deal with the system. You might say that students have

the right to have their parents take them out of public schools and put

them in a private school in order to augment their education. The schools

are not prepared for judicial, legislative decision making. In fact,

they disregard that type of decision making.

The third goal of education is that it "turn on" cultural careers.

The school ahould be a place that turna on kids, geta them excited

about art, music, literature, science, history. This is not what happens

in school. Schools are where students get turned off, where they lose

interest irs thome kinds of things. As an example, take the teaching of

English. If vs played baseball the way we teach Enaish we'd spend lt

years discussing an infield fly rule with no one getting to bat. And

if you think we are bad in English, you should see how we teach history.

All we do I. teach kids a bunch of lies- The credibility gap of histori-

ant exceeds that of our national leaders.

Do you know how we teach ecience--science which should give kids

an opportunity tb get real exhilaration from essential discovery? Half-

way through the expertnent they discover that they have to clean up.

That is all they discover. All they learn in math, which iS the simplest,

easieet think in the world to teach, is that it is hPrd. That is what

we call curriculum. It's bad, end it gets worse every ttme we try to

add to it .

there is no sffort to deal with the real issues in school. School

is a fraud. Mciuben lid absolutely right. We have organised schools

to be the place where kida go to have their education interrupted. And

, unless we begin to change that situation we are not going anywhere.

A fourth goal of education in a highly complicated seciety where

90 percent of us are going to live oa 1 percent of the land in less than

30 years must be to prepare people to live with themselves and other

human beinge. There is no evidence that we have made any progress

whatsoever in that direction. In fact, by every measure social pathology
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is on the increase. We have a greater incidence of drug abuse, a greater
incidence of alcoholism, a greater incidence of suicide, a greater
incidence of crime and delinquency, more racial tensf.on. In anything
that involves ability to live with oneself and other human being', we
are less adequate now than ever before.

On all the real issues, the school is irrelevant. Now we hear talk
of what kind of staff we need to make a school relevant. We have to be
accountable for everything we do. We have to justify everYthing in those
schools every minute of the day. Whan kids ask a very relevant question,
which they do every day: "Why do I have to learn that?" we have to give
them honest answers. We have to stop being dishonest and irrelevant
in our replies. It is irrelevant to tell a child, "Lo it bacauae I tell
you. When I was your age, I didn't ask those questions." Or, "You'll
need it when you grow up." That is not only irrelevant; it is a lie.
There is nothing we teach in school a kid will ever need, and we ought
to stop teaching it.

The most irrelevant education is taking place in schools of educa-
tion. We don't hove schools of education; we have a prison system. You
do your time, you get your degree. None of the prevailing practices
is defensible1 but we have institutionalized them.

In the context of that, let a talk about differentiation between
tactician and strategist. We need those kinds of people in the school.
let's talk about tacticians first of all. These are relatively low-level
people, people who haVe mimimum experience. In fact we now know throu
a variety of experiences that eight-year-olds can be effective tacticiana
with appropriate supervision. We now know that many of the thinga we
require graduate trackers to do can be done as well by an eight-year-old.
As an example, I am working in an experiment at Stanford in which we have
everybody in the sixth grade working with somebody two years younger.
We ran into some difficulty. There was nobody in the fourth grade who
knew less than two of the sixth-grade students. Such a relationship
could not enhance the feelingp of competence of the sixth-grade students
nor help the fourth graders either. We wrestled with this problem for
a long time, and then decided'we'd make the two sixth-grade students part
of the administration. It has worked out beautifully. They take care
of the assignments, the recordkeeping, make sure that people gat there
et the right tine, monitor the classroori and so forth. All those thinge
we ask a principal to do are being done by two sixth graders who have
been labeled as mental defectivea.

So we know there are an enormous number of thinga that people with
relatively little skill, training or experience can do very well. We
ought to be able to assign those kinds of taaka consistent with educa-
tional s to persons with limited skill, training, and experience.

I would argue that about 80 percent of those persons we graduate
from our schools of education in this country could be very good teacher
aides. They would need a little help on their own in the classroom but
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they could be good teacher aides. That is where they should be--aerving

as minimum-level tactical supports for.students. They know a little more

than the students, can share their knowledge and experience with the

students, and can stimulate them to independent learning, but that is

about all they can do, because that is all we prepared them to do.

let's talk about the next level of instruction, a level that I

would call a teacher assistant, a much higher-level tactician. Thi

tactician should know an enormous amount about working with persons in

groups. It is amazing how little our teachers know about group dynamics.

In fact, in the classroom it is the teacher who facilitates the isolation

of the non-learnable, because they don't know how to work with them in

any kind of group process. Certainly anybody with two years of experi-

ence should be able to handle groups.

We know, for example, from a variety of experiments that prisoners

in a California correctional institutionalpersons with limited skill,

training, and experience--within two years are excellent group leaders.

They know how to handle groups and work with them in meaningful ways.

They support each other rather than cannibalize each other. But we

don't draw upon that experience at all.

With two more years--let's say the equivalent of a B. A.--we can

talk about high-level tacticians, persons with a considerable amount of

knowledge who supervise a whole staff of lower-echelon personnel, as-

sign them on 8 differentiated basis to the kinds of thingp that need to

be done each day. There are some days when a person with no more than a

high school education could conduct a discussion before a fairly large

group. Sharing information in a group this size is probably the minimal

challenge of instruction--just to be able to say what one knows. Then

there are other times when the teacher should work on an individual

basis. The primary tactician would eveluate progress, have some idea

of the use of media, and determine whether the program were consistent

with the goals of education.

Then we can talk about the professor, who is primarily a strategist.

He will plan for changes over time. He must be very sophisticated in

evaluation teahniques, be able to monitor what iS gabing on, supervise

the additional training that the lower-echelon staff will need to do a

better job, continually incorpOrate into the educational process those

new developments that at present don't get incorporated because nobody

in the syatem knows how to use them. With such a staff organization we

can talk about a school that is consistent with the wOrld in which we

live.

Let me talk for a few seconds about what a training model should look

e. Higher education in this country was made obsolete with the in-

,A2intion of the printing press. It made sense to have the kind of schoOls

of education we now haVerwhen there was only one book and people bad to

go to the book. But-n4* books are relatively inexpensive, and wo can

bring books and instruction to the people,
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If we are going to talk about any kind of educational training, we
have to talk tbout domains of competence. What are the domains of
competence a teacher must have? We cat talk about lower-echelon domains
of competence. There are at leaat three domains of competence we want
people to have in order to teach.

We want them to have certain manipulative skills. That is, they
have to do certain thingp They have to operate certain equipment.
This will be particularly true as education becomes more technologically
sophisticated. They have to be able to project themselves before
people, end that is a manipulative skill. They have to be able to fill
out certain kinds of forms, project certain kinds of information--
simple manipulative skills. These can best be learned on the job. BY
and large, it is an on-the-job learning experience.

The second domain of skill involves the underlying theoretical
components of teacher education. At present, our courses in learning
theory and child development have no practical application for the
teacher. We have a number of other courses in psychological fundamentals
which no one ever Imes. If you think this is not true, that I am
exaggerating, go into a classroom and ask the teacher,"Why did you do
what you did?" "What principles of learning or principles of human
behavior were you operating with when you did that?" The teacher's
response will invariably be one of bewilderment, because theory doesn't
translate into practice due to the way we train people.

As an example of another way of doing thinga, let me report on a
project I worked with in which we attempted to teach theoly to a number
of disadvantaged kids in the classroom. Rather than organise it in
advance, we did it the other way around. As one kid working in the first
grade said, "I know what one and one is, but how do I catch that kid
running under the table and tell him?" What ere the group dynamics
processes you have to deal with? How does motivation enter into this
kind of phenomenon? What thingp do we talk about in learning that mig4t
explain why this person is doing what he is doing and how should you
respond? If the student doesn't respond, we must look for new clues and
bring in other basic theoretic's' cOmpenents of human behavior. What the
teacher learns from this particular instance can be useful in future
situations. We can set up a whole level of understanding depending upon
the level of functioning that the teacher is working at.

The third component, and one we obviously are spending no time with,
is developing interpersonal skillsskills which make it possible for
teachers to negotiate contracts with kids. With all our technology,
ultimately education will alwayE fall down on the nature of the contract,
the interpersonal contract between student end teacher. We are not
developing teachers who can make any kind of contract, particularly with
the increasingly large number of kids who are disengaged from the educa-
tional process. In a society in which education is so crucial there is
no excuse for the existence of an adversary relationship between a teacher
and a student. I don't care how disadvantaged kids are; they don't
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come to school to fight the teachers. They come to school to have the
teachers fight them. It is the teachers who are declaring war on the
kids, not the kids declaring war on the teachers.

How do we develop competence in individuals to negotiate contracts
with kids? First of all, we have to talk about the subdimensions of
the contract and how they should be taught. The first important sub-
dimension is personal integrity. The teacher has to project that to
every student. If you ask students--even student council members of
the most advantaged high school in the country--"What is wrong with this
school?" they'll reply, "We can't trust the teachers." What do they mean
by that? They don't mean that teachers are evil or bad. They mean that
teachers ere impersonalized. They don't know the teachers as human
beings. What does the teacher stand for? How does he relate to the
student as a person? How does the student know where he stands with the
teacher/

As a criterion for this, I ask teachers how many phone calls they
get in the middle of the night from a student saying, "I'm in trouble."
If you haven't had such a phone call from a student recently, you don't
have any contract. The relationship teachers project at present can be
interpreted as saying, "Don't call me in the middle of the night. Don't
call me when you need me. I'm only there for you between eight 8nd
nin O'clock when I teach social problems; any other time I'm not there
for you." That's no kind of contract. If we can't develop a contract,
we are not going anywhere. You can't teach at the moment you are reedy;
you have to be there when they are ready. And you don't have to have
five years of college to be a human being; there are a great many people
who can relate to kids who have no college at all. These people ere not
necessarily a part of our educational process.

The second element of a contract is mutual oharing. A contract is
a reciprocal relationship. The teacher's contribution is his willing-
ness to share valuable knowledge and experience.

In order to do that, the teacher has to be able to convince the
student that his knowledge is valuable. If he can't convince the student
of that, there is no contract. Secondly, the teacher must in fact have
enough knowledge to make it worthwhile for the student to sit around
and have a relationship with him. Third, this knowledge must be trans-
mitted in language the student understands. If the teacher cannot do
any of these three things, there is nO contract. MY job in teacher
education is to train teachers to do all these thingp.

Not only must the teacher project himself to the student as a human
being, but he must also understand the particular "hangups" Of the atu-
dent. Rather than helping teachers be more adept in this art, we have
equipped them with a set of useleaa mythologies. We taIk about the in-
adequacies Of students, There is nothing wrong with any of the kids; the
fault lies with the schoOl. There are three reasons why kids become dis-
engaged from the school, and they are ell controllable within the school.
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Students will become disengaged when they have no feeling of com-
petence. Therefore, we muat do evarything we can in the schools to
make kids feel more competent. Every time we demean them by calling
them incompetent, we increase the likelihood of their becoming dis-
engaged. We do a great many thingp in school that tell kids they are
not competent. We do few thingp to increase their feelingp of honest
competence.

The second thing we must do is increase students' feelings of
belonging. The school is there for them. We lock doors and do a lot
of other things that make students feel that school is not for them. It
doesn't matter what group of students you talk to: all rill say that
the school belonga to the adults. Very few say, "It is my school."

The third thing a teacher must do is allow students a feeling of
contribution. Students must feel that by geing to school they are able
to utilise their learning to help others. As teachers learn to handle
these three gratification system, most of the disengagement which we
now attribute to faetors outside the school will go away. But as long as
we deal with mytholegies, we will get nowhere.

New, let us consider management :skills. The school of today is a
complicated social organisation. We don't know how to deal with compli-
cated social organisations. Administration is a farce. We don't have any
administration in the schools. We have nonsdministration in schools.
Essentially administrators tell teachers that they are absolutely free
citisenz to do anything they want, so long as they dcz't get into trouble.
If they do get into trouble, the administrators offer no help. Until we
change this situation, we will not have good schools. We will still have
a bunch of independent people struggling desperately for survival, and
the victims of that process ere the kids. In today's world we can no
longer tolerate that kind of irresponsibility.

I don't think any of us really has a sufficient sense of urgency,
a MOMS of how bad the schools are and how fast they have to improve.
We are going to have a lot of kids getting themselves badly battered this
year, and many of them are going to die. A fantastic number are going
to blow their brains out with hallucinogenic drugs. We have a widescale
rebellion of kids with IQ's of 140 in almost every area of the country,
and it in getting worse every day. Unless we talk about staff differentia-
tion and making the school relevant we are not going to get very far.

Let me just say one last word. It is impossible to talk about
immediately effecting all the changes that have to take place in schools.
We have schools that, in effect, have to be almost completely rebuilt.
We must realistically consider a strategy for implementation. We have to
be strategists at that level, too. We can't completely tear down what
we have; but we can talk about a atrategy for change that is based on the
establishment of a variety of beachheads. We can talk about support for
those people who are reedy to move. We can talk about a strategy that
takes advantage of varioua aaproachea. On the basis of same sort of

331

339



standardized evaluation strategy we can see what the relative merits
of eech are in certain situations. That is the way we have to proceed.

The BMA has certain advantages, but in terms of the amount of
money really needed to do the job it is a pittance. We can't afford
to pass out money to everyone whether or not he hes worthwhile ideas.
That kind of thinking cannot be afforded on the limited money we have.

We have got to talk about beachhead strategies and invest in the people
willing to pioneer for it. We have to ask would-be project directors
to articulate what they want to do in precise terms, and we must
rigorously evalUate the different ideas to their relative worth.

Many of the things I have said may be wrong. But they probably
aren't es wrong es many of the views that they are designed to replace.
In the process of testing them out, we will reach the next level of
hypothesis and come closer to discovering how to do a job that must be

done.
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Source: Staff Differentiation and the Preparation of Educational Per-
sonnel,

TOOLING UP POR THE EPDA: A CASE sTurir

R. Brooks Smith

I intend to take an evolutionary approach to this problem; we have
had the.revolutionary approach. A number of the projects that Arthur
Pearl and Dwight Allen discussed seemed to me revolutionary or radical
approaches. They have been showing Ug possible ways to break through,
and I think we need this kind of approach. But I also think that now
is the time for a synthesis of these breakthroughs in order to see if
we can put the picture together. One way to do this is by an evolutionary
process, by seeing if we can move forward by making strategic alterations
in the programs we presently have both in the schools and in the colleges
and universities.

It would be just great if we could throw them all out, clean out the
Augman stables and start all over again, but life is never that way. We
have to start with what we have, and my proposal is to see if we can
begin to think in these terra in considering education professions
development.

The labels in teacher education are moving around as fest as the
style in women's skirts. /asterdey it was teeeher training, and the day
before yesterday it was teacher education, but today it is teacher training
again. Tomorrow it I. going to be education professions development.
An everyone knows who keepe up with the wantsmanahip gossip, the term
teachereducation is not very popular today; you'd best replace it with
teacher training or professions development if you expect to make any
headway.

Seriously, tuough, the times are too hazardous and too crucial
for a battle of terms between the old and the new establishments. In
the long run the new establishment has to use the old establishment to
accomplish its ends. All should begin working together in the new frame
of reference denoted by the tern Impfessiora develomment, maybe the one
which can embrace the two camps and bring national focus to the effort
at improving the preparation of professionals for education.

Both the old and the new cwa:A have a special focus which needs to
be incorporated into a total concept of professional education. Teacher
training, yesterday and today, deals with techniqUe and accomplishment.
Thome who clubroom this view see teaching OA mainly a repertoire oftech-
niqUes of possible bohavior for managing a class, presenting new material,
magliging pupils in dialogue, summarising activities, and 40 fOrth. In
the old day the teasher trainer talked about a bag of tricks. Today he
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talks about the utilization of various tools that make up the teaching
act and the training of young teachers step by step into these essential
skills. This is a great achievement.

Teacher education, on the other hand, describes the busineas of
learning to teach from a slightly different posture. Its connotation
suggests that the teacher shoUld work from the principles and concepts
ebout teaching and learning which he gains through the study of child
development, social paychology, philosophy, etc., and should relate
these to direct experience in the school settings. The term seems also
to imply that the teacher must be highly educated in a general way to
take the position of an educational leader in the community. The teacher,
as someone haS said, always should be a state of learning.

The term adncation prefeasione development adds a new dimension_
and perhaps embraces both_the other concepts at the same time. The
added dimension stresses professionalism and continuoua development.
The "s" on "professions" is out of'recognition of the differentiated
tasks and various roles in the educational enterprise. Certainly, to be
a true professional, as in law or medicine, one must be educated. One
never hears the termn medical or law training; rather one nears medical
education and leRal education. Training for the bench includes under-
standing law, society, end culture. Cases ere analyzed not only in legal-
istic terms, but in terms of the values of society. Just so, the analy-
sis of teaching acts must embrace questions of truth and value. Good
microteaching can assist In such a process of professional education.

The term educaM.on professions development can be a useful one, and
I found it so when I heard Donald Bigelow at the Austin Conference on
Innovations in Teacher Education. It permits the planner of profes-
sional programs to consolidate and interrelate the education of all
Schoel personnel as never before. It also suggests the need for closer
collaboration between university and school and other professional
agencies. It forces one to lodk anew at the roles in the education en-
terprise to see if they are effectively delineated.

It seems to me that the wby we should move in this evolutionary
process is to alter some aspect of the program which will strategically
affect other elements of the program. Those people who agreed with the
alteration in theory will be compelled to move. Take the field experi-
ence component, for example. Speaking from a university department
point of view,'there are things that can be done to begin to move not
only college personnel but school personnel as well into lodking at the

whole thing in larger terms. This sort of thing has happened when we
have placed an undergraduate team internship structure in an ongoing
school setting.

People sear willing to accept alteration of the teacher preparation
structure much more readily than alteration of the clessrOom structure
itself, because supposedly you are not tampering with the classroom; you

are altering only teacher education. When the altered teacher education



structure beginn to function it begins to force changes in the classroom
setting and changes in the way the teachers are functioning. Resistance
seems to wear off as people begin to get interested in the differentiated
tasks that are developing in that team unit or module.

Conversely, the need for further changes becomes apparent beck at
the college, because the interns begin to demand changes in seminars
and methoda courses in view of their reletionahip to what they are doiug.
So we end up altering the curriculum area courses. When you have enough
interns located in neighboring school settinge, you can afford to take
various elated courses off campus and offer them right in the school
setting. Once a course moves off campus into the school setting--even
if taught by the same people--it begins to alter. Attention begins to
focus, for example, on the, inner-city problen in which several of these
team internship modules are located.

One problem associated with this approach is that is postulates a
new kind of school cnd school activity. But I still think the way to
accomplish these chenges is to get started with the teacher education
program end begin to move ahead. I have a feeling that it will have a
merging influence on other aspects of the program, especially if it
involves sOme of the lively young teachers in the school setting and gives
them an opportunity to carry out experimental work.

think that our own operational experimentation should follow the
flag, es it were, of the teacher education experimental projects, be-
cause if yOu carry your staff into those modules of teacher preparation,
you then can carry into those modules the operational experimentation in
curricUlum. You way went to deal with certain language questions in the
inner city, learning to readthis kind of thing. The college professors
and school supervisor might work together in this teacher preparation
module end begin to experiment and involve the interns end the student
teachers, as well es direct teachers in the experimentation. We are
beginning to see a little of this working in the linguistics area, and
it does hold promiae.

think I'll close with the observation that there is promise if
we will go to work and use an evolutionary approach to development in
teacher preparation. BopefUlly, this will influence the school setting
in which these experimentations take place.
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Reprinted with permission from the Educational and Cultural Center,
700 E. Water Street, Syracuse, New York.
PROPOSAL: PERSONNL DEVELOPMENT LABORATORY FOR
ONONDAGA AND OSWEGO COUNTIES

A. STATEMENT OF NEEDS

A Personnel Development Laboratory will be established

to meet the following major needs:

1. The identification, recruitment, and training
of persons from outside the field of education
to alleviate the shortage of qualified profes-
sional and semiprofessional edueators in the
region, and,

The development of a program of continuing
education for newly-qualified and experienced
professional and semiprofessional educators
which will meet the needs not currently being
met by traditional in-service education programs.

The shortage of qualified professional and semiprofessional

personnel in the region has been well established by chief school

administrators and other administrative personnel responsible for

the recnntment of personnel in the 28 school districts of Onondaga

and Oswego Counties. It is esti ated that approximately 10 to

12 percent of the available teaching positions in the two-county

region are currently either unfilled or are filled with non-qualified

or non-certificated personnel due to this shortage. At the same

ti e evidence supports the assumption that in the private sector

of business and industry, a substantial nufnber of individuals

exist who have the skills or behaviors necessary to function

effectively in an educational zFetting. A search of the literature

discloses few, if any, programs which are directed at the develop-

ment of techniques for the identification of these non-educators.
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STATEMENT OF NEEDS (Continued)

At the same time, in-service educatIon has traditionally

not met all of the needs of all of the teachers in any school

district. Many excellent programs are designed to provide single

experiences to large numbers of teachers, but individual teachers

with specific needs are often overlooked since to design programs

to meet their needs would over-extend the financial ability of the

school district to support the variety of programs required. With

the growing emphasis on the individualization of instruction

within the school, and the differentiation of teaching roles,

it becomes apparent that programs of in-service education should

provide individualized experiences for the professional and non-

professional staff members of a school. Since most school districts

cannot provide the variety of programs which would be required in

individualized or small group situations, a need exists for a

regionalization of in-service programs which would allow the

educators from a number of districts who exhibit similar needs

to come together for programs to meet these needs.

The Personnel Development Labo atory is intended to

demonstrate the effectiveness of a regional approach to in-service

education in which the staffs from all of the districts served can

be brought together and individualized programs can be developed.

The Personnel Development Laboratory will also assist school

districts in the identification of needs in the definition of objectives
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STATEMENT OF NEEDS (Continued)

and strategies and in the des gn of continuous progress programs

for staff development.

In addition to these major needs, the Personnel Develop-

ment Laboratory will demonstrate the effectiveness of combining

local, state, federal and other sources of financial support in the

developm nt of pre- ervice and in-service education programs.

The Personnel Development Laboratory will also assist in the

development of better coordination between school districts and

institutions of higher education in the expansion of in-service

education programs for teachers. It will explore ways to re-

structure school staffing to include the use of semiprofessionals

in education in order to make teaching more effective and in order

to improve the ability of administrators to make discriminating

judgments about the qualifications of personnel in teaching and

for their identification, selection, recruitment, placement and

evaluation.



B. OBJECTIVES

The objectives of the Personnel Development Laboratory are:

I. To establish programs for the idenzification,
recruitment, and training of persons from
outside the field of education who will enter
the field at either the professional or the
semiprofessional level with particular emphasis
placed on the under-employed minority groups.

2 To establish programs for the continuing education
of newly-qualified and of experienced professional
and semiprofessional educators which will enable
them to move along the career development spiral
of the ECCO model of differentiated staffing.

To estab/ish programs for the study of organizational
stnictures, organizational climates and learning
environments which support the differentiation of
teaching roles.

To establish programs for the study of the evalua-
tion of personnel, programs and learning environments
as they affect the career development of educators.

S. To establish programs for the development of new
organizational structures based upon differentiated
staffing patterns and the changing role of the teacher.

The program of the Personnel Development Laboratory will

reflect an emphasis on the concept of individually prescribed continuous

process in the continuing education of educators. They will provide a means

for demonstrating a comprehensive regional approach to the improvement of

pre-service and in-service education programs which will have broad implica-

tions for a variety of applications in other geographic regions of the state and

the nation. In general, the programs of the Personnel Development Laboratory

will be designed:

339



OBJECTIVES (Continued)

I. To provide specific experiences to meet the needs
of a selected group of participants as they assume
new roles in education.

. To design programs in such a manner that all
components complement and reinforce each other
in a continuous process of career development.

To p ovide experiences that are directly related to
specific behavioral changes and which allow the
participants to practice newly-acquired skills and
to transfer them into classroom application.

4. To use and demonstrate technological advances
such as simulations, systems analysis and closed-
circuit television, programming advances such as
self-directed learning and individually prescribed
instruction and administrative techniques such as
PERI' (Program Evaluation Review Technique) and
PPBS (Planning, Programming, Budgeting System)
in continuing education settings.

The Personnel Development Laboratory will also explore ways

in which local educational agencies may participate more significantly

in the certification of educational personnel.
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LABORATORY ORGANIZATION

I. General

The Personnel Development Laboratory will be organized

into five major,components.

a. Program Coordination Section

b. Personnel Development Study Center

c. Resource Materi ls Center

d. Learning Environments Study Center

e. Evaluation Study Center.

The Laboratory will commence operation on February I 1969,

and will continue its operation until June 30, 1973. This time

period will cover both pilot and operating stages. The Laboratory

will be developed in a series of stages. During Stage 1

February 1, 1969, - June 30, 1969, the Program Coordination Section

will be established, will develop initial programs for the Labora-

tory and will test these programs in pilot operations. During

subsequent stages, further program development within the

Laboratory as well as program operation will take place.

During the initial stages of development, assistance and

cooperation from school districts and other participating institutions

Ill be solicited and programs will be defined in order to meet

the objectives identified by participating school districts.

Coordination will take place between the Personnel Development



LABORATORY ORGANIZATION I. Continued

Laboratory and the Regional Educational Center to establish

procedures for the further involvement of school districts and of

Boards of Cooperative Educational Services in the Laboratory

program. The Laboratory facility itself will be established

during this period in order that it be ready for the beginning of

Laboratory programs.

Procedures will be established during the initial planning

stages of the Laboratory and during its operating stages for the

transfer of funding support from federal sources to local sources.

It is anticipated that after the initial period of operation, many of

the programs of the Labo atory will be supported by the local school

districts through Boards of Cooperative Educational Services of

Onondaga and Oswego Counties. Additional sources of funding will

be solicited by the Laboratory through the Educational and Cultural

Center, a non-profit educational institution chartered under Section

216 of the Educational Laws of New York State.
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LABORATORY ORGANIZATION (Continued)

II. Program Coordination Section

The Program Coordination Section will have the responsibility

for the management and scheduling of activities within the Personnel

Development Laboratory as well as the responsibility for all dissemina-

tion activities within the organization. The Program Coordination

Section will assist the other operating components of the Laboratory

in the development of programs and will assist school districts in the

region in the i plementation of Laboratory programs.
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IABORATORY ORGANIZATION Continued

III. Personnel Development Study Center

A Personnel Development Study Center will be established

within the Personnel Development Laboratory to support the pa tic-

apating school districts in the analysis of differentiated roles for

educators and to develop programs which reflect this changing

role. The objectives of the Study Center are:

a. To develop processes for 'le identification and
analysis of the behavioral dimensions of educators
who demonstrate differentiated teaching competen-
cies and to design through synthesis hypothetical
models of these educators.

b. To develop a process for the design of programs
to modify the behavioral dimensions of educators.

In the context of the progra s of the Personnel Development

Study Center, the term EDUCATOR refers to the total hierarchy of

educational positions within a school organization. Although the

definition excludes certain supporting personnel per Se, namely,

custodial staff, office staff, and cafeteria staffs, the concepts

described within the Career Development Model for Differentiated

Roles in Education developed by ECCO, considers the possibility

of such supporting personnel entering into the career development

spiral as semiprofessionals or as professionals in education. The

programs of the Personnel Development Laboratory will, in effect,

result in the establishment of parallel tracks for the development

of semiprofessionals and professionals. In fact, the resources
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LABORATORY ORGANIZATION lit Continued

represented by the Semiprofessional Training Project (Career Line,

Training for Semiprofessionals in Education, OEG-704072) will be

applied to those portions of the program of the Personnel Develop-

ment Study Center which are most directly related to the career

development of semiprofessionals in education. The programs

which will be instituted for the semiprofessionals in education and

for professionals in education will serve four primary purposes:

a. The development of processes for the identification
and analysis of behaviors.

b. The identification of selected behaviors wh ch
support the differentiation of staff.

c The construction of hypothetical models.

d. The modification of progress of participants.

Career Develo ment for Differentiated Ioles in Education

The ECCO Career Development Model is a graphic

representati n of the concepts upon which the Personnel Develop-

ment Laboratory is formed. The horizontal divisions on the body

of the model (Fig. 1) represent differentiated roles In an educational

environment. The lower segments of the model represent those

roles which require a low order of behavioral competency. As we

ascend the model, the behaviors become more complex and require

a higher order of skill. The spi al around the center core represents

the career development an individual may follow. As he begins at

the bottom co7 the model and moves progre sively through its various
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CAREER DEVELOPMENT MODEL
FOR

DIFFERENTIATED ROLES IN EDUCATION

DEVELOPED BY THE EDUCATIONAL AND CULTURAL CENTER
SERVING ONONDAGA AND OSWEGO COUNTIES (E.C.0 .0.)

FIGURE 1

346
2 5 4



LABORATORY ORGANIZATION Continued

segments, he develops higher orde s of skills and is able to assume

more specialized positions in the hierarchy. To the left are a

series of entry levels which suggest that an individual, possessing

behaviors similar to those represented at any point on the model,

may enter at that particular level. It is also possible for an

individual to skip many of these entry levels and to occupy higher

level positions dependent only upon the kind of behaviors necessary
to function at that level.

The ECCO Model serves as a vehicle for the analysis of the

roles of educators within a school staff. After a school district has

identified those staff members whose work with students has pro-

duced higher quality results than ordinarily expected, based on

performance, the educators so identified may be considered as

differentiated educators. They may then be placed in a position
on the model commensurate with the role that the total staff of the

district has selected as being most appropriate for them. The

implication.of course, is that a teacher who demonstrates a higher
order of behavioral skills than another may be capable of meeting

the education objectives of the school district. The model further

implies that an individual, by improving his skills and his behavioral

competencies, may be able to move from lower order roles to higher

order rol s within the structure of the school.
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LABORATORY ORGANIZATION III. Continued

While the ECCO Model is most effective if no characteristic

names are applied to the various levels within it, a description of

the variety of roles will demonstrate its validity. If the role

assigned to the lowest level in the model is that which is normally

assigned to the traditional teacher's aide or clerk, then a higher

level may be assigned to the role of special aides such as guidance

aides or teacher's assistants who require a higher order of skill.

Still a higher level may be assigned to the semiprofessional

technicians who, again, demonstrate higher order of skills and

perhaps a higher level of educational preparation.

In terms of professional staff, a lower order role may be

assigned to a student teacherpteacher or educational intern with

higher order roles assigned to classroom teachers, team leaders,

department chairmen, and master teachers . Each of the roles

will, by necessity, require the demonstration o_ particular behavioral

skills with higher order roles requiring higher order competencies

within the behaviors.

The main purpose of the Personnel Development Study

Center is to analyze the roles of the differentiated educators that

presently exist within school organizations and to identify the

behavioral characteristics which they demonstrate. Having been

identified, differentiated educators will assist in the study of the

roles they perform and in the development of comparable competencies
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LAB ORATORYIZATIOI'L11II. Continued

in educator-trainees. Interns will be assigned to assist them in

the development of the behavioral competencies in the educator-

tra inees and in the creation of a true hierarchy of roles based

upon differentiated behaviors rather than on experience or educa-

tional qualifications.

The transmission of behaviors between the differentiated

teachers and the educator-trainees will be accomplished through

the L-L-e of such techniques as mini-courses, micro-teaching, clin cse

sensitivity sessions and simulation. These experiences will be

directly related to specific behavioral changes. Schools desiring

complete staff differentiation would identify a sufficient number of

models of differentiated educators to meet the behavioral criteria

established by that district. These models would then be placed

at levels commensu ate with their abilities and the objectives of

the district. The experiences necessary to develop the behaviors

which will result in mobility along the continu of personnel

development will be provided by the Personnel Development Study

Center, based upon individual prescriptions. Within this con-

ceptual framework, it is theoretically possible to begin at the

bottom of the spiral and to move through a progression of experiences

designed to develop appropriate behaviors and eventually to occupy

any position which requires a higher order of behavior. There can

be continuous input into the model from both teacher training
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LAIIORATORY ORGANMATION III Continued

institutions and from occupational fields outside of the field of

education.

The ultimate goal of the Laboratory is the development of

a total immersion simulation which could be experienced by any

school district. This total immersion simulation or "mini-school"

would involve cooperative expe iences for educators, students,

administrators, pa ents and community organizations as thc-r

affect the teaching -learning environment. A school distri t having

studied the differentiation of roles within its organization could

simulate an entire experience p ior to the establishment of total

differentiation within the district. In the mini-school concept,

classes might be organized in a school building during a period

when the facility was not otherwise occupied, with five or six

students per class rather than the usual 25 - 30. The normal

administrative organization of the school would be established

to support the instructional program being simulated. Other

members of the community, including school boards and parents,

would act as observers of the process and identify proble s that

become apparent in the educational program and react to them as

they would to a fully-operational program. The mini-,school could

operate for any length of time. At the end of the simulation, the

entire group of participants would interact in order to "debug" the

process. Thus, it -is possible to identify problems that could be

350



LABORATORY ORGANIZATION (III, Continuedi

resolved before going operational by using this type of simulation.

The Career Development Model for Differentiated Roles in

Education has been discussed with a number of organizations which

are expressly interested in the problems of in-service education for

teachers. The U. S. Office of Education has indicated, through

the director of the Division of Program Resources, Bureau o

Educational Personnel Development, its interest in the exploration

of programs to support the career development model. The Associate

Commissioner for Personnel Development, U.S.O.E., will support

the Laboratory through the assignment of consultants for program

development. The National Education Association will support

the programs of the Personnel Development Laboratory through

the TEPS Commission and through its project, Staff Development

Schools. The Laboratory has been invited to apply for direct

participation in the Staff Development School Project as a

demonstration agency for differentiated roles in education. The

Division of Teacher Education and Certification, New York State

Department of Education, has indicated its willingness to support

the program of the Laboratory with consultant assistance and

has already supported one of the pilot activities of the Laboratory,

namely, the Fly-In Conferences on Educational Innovations,

through the application of LOIS Funds. Programs of the Personnel

Development Study Center will be made available to interested
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LABORATORY ORGANIZATION 1(I14 Continued)

districts of New York State through the Division of Teacher Education

and Certification.

Program

The program of the.Personnel Development Study Center will

take place in three phases:

PHASE I

The identification and selection of participating
school districts.

b. The identification and selection of teams.

The development'of criteria for the selection
of differentiated educators.

The application of criteria by teams and the
identification of differentiated educators.

e. The analysis of behavioral characteristics of
differentiated educators.

f. The selection of differentiated educators for
Phase II.

g. The assignment of interns to each selected
differentiated educator.

PHASE II

The establishment of d fferentiated educato
intern teams.

b. The development of programs to extend the ability
of the differentiated educator.

c. The selection of educator-trainees to work with
differentiated educators.

d. The selection of specific behaviors to be developed
by the selected educator-trainee.
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LABORATORY ORGANIZATION (III. Continued)

e. The establishment of programs to facilitate
the development of behaviors as pilot and
as operational programs.

The evaluation of progress of selected
educator trainess.

PHASE_ III

a. The analysis of the behaviors transmitted
from the differentiated educator through the
educator-trainee and the development of
supportive programs to extend competencies.

b. The generalization of processes developed
to other behavioral dimensions of differen-
tiated educators not transmitted.

The evaluation of the effectiveness of the
total program for the establishment of dif-
ferentiated roles for educators.

Process

A. Identifi ation and Select on of Partici at1n School Districts

The chief school administrators of the public and non-profit

private school districts in Onondaga and Oswego Counties will be

invited to participate in a preliminary conference to discuss the

program of the Personnel Development laboratory. Following this

conference, chief school administrators will be invited to submit

letters of application indicating their desire to participate in these

programs. The letter of application will include a statement of the

objectives of the school district and an explanation of how the

programs of the Laboratory could be incorporated into the district's

plans of staff development.
353

361.



LABORATORY ORGANIZA7ION (Int Continued)

A screening committee selected from the Board of Directors

of the Educational and Cultural Center and the Laboratory Staff

will select school districts to be included within the program and

will assign them to one of the three groups according to the

following schedule:

1969 1970 1971

Spring Fall Spring Fall Spring

Group A

Group B

Group C

Phase I

Ar

Phase II

Pha e I

Phase Ill

Phase II

Phase I

Phase III

Phase II Phase III

B. Identification and Selection of Teams

Each participating school district will inventory its semi-

professional and professional staff and select a team of educators

to represent the district. The members of the team Ehould:

1. Indicate an interest in participation in the
program.

2. Indicate an interest in assisting in c eating
change in their district.

Demonstrate an ability to work as a team
member.

Be able and willing to express their feelings
and opinions freely.
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LABORATORY ORGANIZATION (III. Continued)

Be able to communicate their finding and
infornlation to their own school district.

Be recognized by their colleagues as
reliable semiprofessionals or professionals.

C. Development of Criteria for the Selection of Differentiated
Educators

Each team will develop a set of criteria for the identification

of differentiated educators and will identify educato s from within

their district whose work with students demonstrates a higher

quality of results than is generally produced. The criteria will

be based upon performance and experience rather than academic

credentials. The team will utilize the work of Taba, Woodruff,

and Bloom and Krathwohl for the identification of desired

behaviors and as the basis for the selection of instruments for

observation.

In effect, the team will ask a series of primary questions.

a. What are the real objectives of education?

b. What behaviors demonstrated by educators will
best meet these objectives?

c. Which staff members in our district demonstrate
these behaviors most effectively?

d. How are the minimum acceptable competencies
for beginning educators different from those
expected of experienced educators?

The individuals identified through this'analysis will be

referred to hereafter as differentiated educators.
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D. Application of Criteria and Identification of
Differentiated Educators

Having identified the criteria for selection, each team

will establish its own procedures for their application. The teams

will identify one or more differentiated educators from am ng the

staff of their school with the assistance of the personnel of the

Personnel Development Study Center.

E. Analysis of Behavioral Charactris_tics of Differergiat-d
Educators

The analysis of differentiated educators will be conducted

by the staff of the Personnel Development Study Center. This

analysis will define the behavioral characteristics of the selected

differentiated educators and the degree to which they are held.

Specially qualified clinicians will place the demonstrated behaviors

along the spiral continuum of the ECCO Model.

Selection of Participating Differentiated Educators

The differentiated educators identified in the earlier

stages of Phase I will be exhibited to the school teams by Ilse

of video tapes, micro-teaching, or other means, and teams will

select the model of differentiated educators which they deem most

appropriate for their school district and its programs.

G. Assignment of Interns

Interns will be selected from among the school staff of

the participating districts and will be assigned to work directly
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with the differentiated teachers. In addition, selected individuals

from outside the field of education who demonstrate behavioral

skills comparable to those held by the differentiated educators will

also be assigned as interns. These individuals may be drawn from

business and industry and may also represent retired Armed Forces

personnel, industrial executives as well as recent graduates from

programs other than education.

Area colleges and universities vitti teacher training programs

will be solicited for the purpose of assigning student teachers in

school to work with the differentiated educator and his intern.

These assignments will be made by the staff of the Personnel

Development Study Center in cooperation with the differentiated

educator, appropriate school authorities and representatives of

the institutions of higher learning. Semiprofessionals may

also be assigned to work with the differ ntiated educators

whenever such arrangement is deemed appropriate.

PHASE II

A. Establishment of Differentiated Educator-Intern Team

The differentiated educator and the assigned intern will

receive an orientation designed to insure that each understands

his own role and responsibilities in the program. An important

aspect is the development of mutual respect and und standing.
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B. Extension of Abilities _of Differentiated Educators

The differentiated educators will be involved in a program

designed to assist them in their work with other educational

personnel and to expand their own abilities. They will proceed

through a series of experiences which will sensitize them to their

own behaviors as they affect group process. Other expe iences

will be provided which will assist them in the development of skills

in communications and as change agents.

C.
Differentiated Educators

Each school team will, with the assistance of the Personnel

Development Study Center staff and differentiated teacher, select

other staff members to participate in the program. The selection

of these educator-trainees will comprise an important aspect of

the total program. They should be capable of handling diversity

and should be open to new ideas and frames of reference. It is

anticipated that the educator-trainees will be near the beginning

of their professional careers and that ca eful cons id ration will

be given to their assignments.

D. Establishment of Specific Behaviors to be Developed

During the initial stages of the program in the Personnel

Development Study Center, an analysis of desired behaviors will

result in the selection of those behaviors which are characteristic

of effective differentiated educators. The analysis will define
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those behaviors which are considered to be minimum for persons

new to the field of education as well as those expected for

experienced educators. On the ba is of these desc iptions,

the staff of the Personnel Development Study Center will develop

specific descriptions of the selected educator-trainees prior to

their involvement with the differentiated educators. These

descriptions will include an analysis of existing behaviors kw

both the educator-trainee and the differentiated echl ator and an

analysis of the differences between them. This analysis will

serve as the basis for the development of individualized pr

scriptions for experiences designed to produce the desired

behaviors in the educator-trainees.

E. Pilot and Operational Programs

The Individual Pres riptions will be administered through

the Study Center and may take place in either the Laboratory

facility or in the school. The program will be tried fi. t on a

pilot basis and then on a fully-operational basis.

P. Evaluation of Progress of Participants

Continuous evaluation will be made of the educator-

trainee for the purpose o

I. Modifying the individual prescription as deemed
necessary.

2. Modifying the total program of the Personuel
Development Study Center.
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PHASE III

During Phase III of the Personnel Development Study Canter,

the staff will work directly with the total group to identify those

competencies which are being transmitted to the educator-trainees

and for The development of supportive programs to fully develop

and extend the competencies and behaviors deemed desirable.

They will also study the differentiated teachers to determine

if additional competencies and beha iors have been developed

and will modify programs to take advantage of those newly-

developed competencies which are deemed desirable.

In essence, Phase III will result in the development of a

program to support and further extend the competencies of differen-

tiated educator, the educator-trainees and the interns.

Subsequent Development

Since the first three Phases of the program of the

Personnel Development laboratory and its Personnel Development

Study Center will involve only a limited number of school districts

and educators, further development will be required in order to

extend these activities to the distzicts which were not selected

as participants for the initial programs. It is anticipated that

school districts, having gained experience with the analysis of

behaviors through participation in the programs of the Personnel

Development Study Center, will continue to support its operation
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by the further definition and refinement of objectives for their

staff development programs, and by the establishment of needs

which can be met through the Laboratory. Information concerning

the activities of the Personnel Development Study Center will be

disseminated through all school districts in the region even though

some will not participate in the initial stages. Cooperation

between school districts In the establishment of inter-district

programs will be solicited.
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IV. Learning Environment Study Center

A Learning Environment Study Center will be established

within the Personnel Development Laboratory to support the

operation of the Laboratory through the study of organizational

structures, organizational climates and learning environments

of educational institutions as they affect the career development

of educators.

The personnel of the Learning Environment Study Center will:

1. Identify and analyze the organizational structuxe,
organizational climates, and learning environments of
existing institutions, and ,

2. Design through synthesis, hypothetical models of
institutions which support the demonstration of
differentiated teaching competencies.

The Study Center will develop processes for the design of

programs for the establishment of organizational structures, climates

and learning environments which support differentiated teaching

competencies and will test the validity of the design, by assisting

participating school districts in the design of programs for the

modification of these parameters in light of their own needs goals,

and objectives and in the selection of strategies for the implemen-

tation of thes,F; programs. The Study Center will build upon the

theories of formal organization, the anatomy of organizations and

the theories of informal organization as they affect the organization

of educational institutions.
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The study of organizational climate will build upon the

theoretical frameworks established by Halpin and Croft, and Stern

and Steinhof, and upon the developmental work of Randels.

The Study Center will draw upon the resources of the

Council of Educational Facilities Planners, the Educational

Facilities Laboratory, and the Division of Facility Development,

USOE, and the Travelers Research Center in the Identification of

characteristics and the design of creative learning environments

which support differentiated teaching competencies. The staff of

the Learning Environments Study Center will be assisted in the

design of learning environments by such organizations as the Center

for Architectural Research, Rensselaer Polytechnic Institute, the

School of Architecture, Syracuse University, the Division of

Educational Facilities Planning, New York State Education Depart-

ment, and the Architectural Firms of Serg nt-Webster-Crenshaw

and Folley and King and Associates.

The staff of the Learning Environment Study Center will

consist of one specialist in organizational structure and one

specialist in the design of learning environments. They will be

assisted by consultants drawn from local education agencies,

institutions of higher education and business and industry.
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In addition to the primary function of the study of learning

environ ents, the staff of the Learning Environment Study Center

will develop strategies for:

1. The design of community services for children and adults
in public education, adult education, informational
services, guidance services and the like,

2. The maximum sharing of community facilities and
programs for education and other public departments and
services.

The exploitation of the economies in educational
programming, curricula facilities and space.

The development of efficient and responsive ad nis-
tration of educational facilities.

5 a The distribution of facilities to maximize utility
functional and social interaction, and integration.

6. The availability of facilities, services, and oppor-
tunities to residents of other communities.

7. The development of meaningful participation of the
community in tte plans, design and operation of
educational systems.

The design of a system of education based upon a
total community concept.

Liaison has been established with the Division of Facilities

Development, Office of Construction Services, U.S. Office of

Education. The Division will make available to the Personnel

Development Laboratory the resources of its library on learning

environments, as well as consultant services from its staff. These

will be at no cost to the proj ect and reflect a contribution in kind
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by USOE. The team leader and assistant team leader of the

Learning Environments Study Center will, by direct invitation of

the Office of Construction Services participate in a series of

national conferences on the total community approach to the design

of learning environments.

During the initial stages of the development of the Laboratory

the Resource Materials Center will collect and catalog information

and materials in the areas of organizational structure and climate

and learning environments under the guidance of the Associate

Director for Program Development of ECCO, a member of the

Council of Educational Facilities Planners contingent upon further

involvement in Onondaga County New Town. The staff of the Learning

Environments Study Center will work closely with the Metropolitan

Developm nt Association and the Urban Development Corporation in

the development of strategies for the design of educational systems

based upon total community concept.
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V. Evaluation Study Center

An Evaluation Study Center will be established within the

Personnel Development Laboratory to support the operation of the

Laboratory through the study of strategies for the evaluation of

personnel, programs and learning environments. Specifically, the

personnel of the Evaluation Study Center will:

a. Investigate the process of behavioral change
as it affects educational programming.

Develop strategies for the identification of
needs and goals.

c. Develop techniques for the identification and
description of valid objectives.

d. Develop techniques for the establishment of
performance criteria.

e. Develop techniques for the identification,
selection and description of alternative
strategies for the evaluation of educational
programs.

1. Develop techniqUes for the design of evaluation
systems.

g. Develop materials to support the training of
personnel in the design and implementation of
programs leading to the evaluation of personnel,
programs and learning envirdnments.

The programs of the Evaluation Study Center will be developed

by a team consisting of a team leader who will also senre as the

Associate Director for Evaluation of ECCO, and a half-time intern

assigned from the Division of Educational Research, State Education
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Department. The program will draw upon the services of the Center

for the Study of Instructional Program, University of California at

Los Angeles, and the Center for the Study of Evaluation, Ohio State

University. During the initial stages of development, the staff of

this Education Evaluation Study Center will be concerned with the

objectives listed in (a) through (d) above. During later stages, the

staff will be concerned with objectives (e) through (g) .

The staff of the Evaluation Study Center will work closely

with the pers nnel of the Resource Materials Center in the identifica-

tion and collection of materials to support the development of

evaluation programs.
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VI. Personnel Develo ment Resource Center

A Personnel Development Resource Materials Center will be

established within the Personnel Development Laboratory and will

serve the Laboratory, the local school districts of the two-county

region and the Division of Teacher Education and Certification of the

New York State Departme t of Education. The Resource Materials

Center will provide the personnel and facilities to:

1. Collect, catalog, house and circulate all
available materials, both plInt and non-print,
to support the operation of the Personnel
Development Laboratory.

Serve as a depository for available materials
necessary to support studies in staff develop-
ment and learning environments.

The personnel of the Resource Materials Center will, in

addition, serve as consultants to the Laboratory operatingpersonnel

and its trainees on the availability of materials, will assist in the

development of continuing education programs for educators and will

support the operation of the Laboratory through the design and produc-

tion of instructional materials.

The Resource Materials Center staff will con i t of one full-

time professionally qualified librarian who has additional skills in

educatio 1 mediae and one full-time qualified semiprofessional

library assistant. In addition, two half-time library service interns

from the School of Library Science, Syracuse University, will assist
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in the operation of the Resource Materials Center. A request for a

special purpose grant under Title II of the Elementary and Secondary

Education Act has been made to the Bureau of School Library Service,

New York State Education Department, to support the purchase of

resource materials and its cataloguing and classification.

The materials housed in the Resource Materials Center will

be made available to all public and nem-public educators in the tw -

county region, and to the staff of the Division of Teacher Education

and Certification, New York State Education Department. Adequate

safeguards will be provided to insure the availability of mate ials

at all times. Circulation procedures will be established by the

staff of the Resource Materials Center to insure the effective

utilization of all materials.

The Resource Materials Center will be developed in two

phases. During Phase I. resource material will be collected,

cataloged and prepared for circulation. During Phase II, the

materials in the Center will be made available to the Lebo atory-

operating personnel, to the trainees of the Laboratory and to the

Division of TeacherEducation and Certification, State Education

Department.

The Resource Materials Center will house and circulate to its

users the ERIC documents which will be made available to it from

the Regional Center. This collection currently consists of
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approximately 18,000 documents on microfiche, and represents a

contribution in kind to the Laboratory of approximately $2,500 from

the Regional Center. A microfiche reader and a microfiche reader-

printer will be made available to the Resource Materials Center

from the Title III Regional Center also.
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THE SIGNIFICANT IMPROVEMENTS

The programs which will be Instituted within the Personnel

Development Laboratory constitute a significant improvement over

past practice in in-service education for teachers. Traditionally,
n-service education programs in individual school districts

have been established in isolation from other school districts in
a region. The formation of an organization which has the ability
to cut ac oss school district boundaries as well as across

county boundaries for the operation of programs in staff development

is, of itself, a major innovation. Beyond this is the fact that

within many sch ol districts, the needs of teachers are being met
only in gross terms by currently established in-service programs.
Bringing together people who exhibit specific and comparable needs
from a variety of school districts will permit the establishment of

staff development and continuing education programs which are

better suited to the prospective users.

A. second major consideration involves the identification of

individuals currently employed outside of the educational profession
and their recruitment into levels of education where their particular
behavioral skills are most useful. At present, a few, if any,
attempts are being made to identify specific behavioral skills
held by non-educators which may qualify them for educational

positions: The Laboratory program having identified behavioral
skills within the educational profession and matching these with
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the behavioral skills of those outside of education, has broad

implications for the recruitment of personnel into the field.

Yet another consideration for the Personnel Development

Laboratory are the programs of the Education Evaluation Study

Center and the Learning Environments Study Center which, while

distinct from the Personnel Development Study Center, are

influenced by it since knowledge of techniques and strategy

for evaluation and for the study of organizations, climates and

learning environments will affect, in many instances, the specific

programs which will be designed to meet the needs of individual

teachers, individual school districts and individual school

buildings.

In essence, the concept that a regional approach to the

development of programs for staff development which result in the

identification and/or design of strategies for meeting the needs of

districts is, in itself, an improvement over the past practices of

in-service education. Equally important as an improvement is the

development of .a program. which utilizes a wide variety of sources

of funds to support the operation of specific programs. In the

instance of the Personnel Development Laboratory Title II and

Title III, ESEA funds will be applied together with funds from

Title I ESEA, Title III NDEA and Title V EPDA, as well as local
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districts and BOCES to provide the financial resources necessary

for the operation of the total program. Still another area is the

assignment of classroom teachers to serve as interns under other

teachers whcse behavioral skills are being used as a model for

staff development. At present, most in-service programs do not

allow the classroom teacher to work directly with other teachers

in the improvement of their own existing skills. The Personnel

Development Laboratory will allow this opportunity.



WORK EXPERIENCES

Work experiences will be provided by the Personnel

Development Laboratory to support the pre-service and in-service

education of educators at all levels. These work experiences will

be based upon the development of skills as Personnel Development

Laboratory programs proceed. For example, tea s of educators from

the participating school districts will receive assistance in

developing skAlls in the analysis of teacher behaviors. Having

developed these skills, the teams will utilize them in the analysis

of behaviors of exemplary differentiated educators from within

existing school staffs and will work in conjunction with the Labora-

tory staff to design theoretical models for differentiated teachers.

Since skill in the analysis of behaviors is concomitant to

development of individualized programs for students, these skills

have direct application within the classroom.

A second variety of experiences will be provided for school

personnel once a model of differentiated teachers have been

established. As indicated in the program description, selected

individuals will be provided an opportunity to waic directly with

teachers who demonstrate specific and differentiated skills in a

master-intern relationship. It is anticipated that the master

educator will be drawn primarily from the two-county region but

it becomes possible for the assignment of interns to master

educators not only throughout New York State but throughout the

entire United States if specific skills are to be developed.
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Personnel from participating school districts will also work

directly with the Education Evaluation Study Center team and the

Learning Environment StudyC enter team in the development of

strategies for the evaluation of educational programs and for the

analysis of learning environments. Opportunities will be provided

for participating school staffs to become involved in work

experiences based upon the concepts of PERT and PPBS and other

program review techniques. Experiences will also be provided

in the design and implementation of statistical analysis studies.

A long-range goal for work experiences for professional and

semipro essional educators will be based upon the use of mini-courses

and micro-teaching situations within theIaboratory and si ulations

of small group and large group instructional systems. The sequence

of simulations to be designed will culminate with the establish-

ment of a total emersion simulation which has been described

elsewhere as a mini-school. The total emersion simulation will

involve cooperative experiences for educators, students, adminis-

trators, parents and community organizations as they affect a

teaching-learning environment.



F. EVALUATION AND DISSEMINATION

I. Eva lua tion

An Advisory Committee consisting of management personnel

of public schools, higher education, business and industry will be

established by the Laboratory director t- review the programs of the

Personnel Development Laboratory. The Advisory Committee will

meet at least monthly during the funding period for the following

purposes:

a. To review the objectives established for the
programs instituted by the Personnel Develop-
ment Laboratory.

To review the procedures established for
reaching these objectives.

c. To evaluate the effectiveness of the programs
on an on-going basis.

Specific sUztegies for evaluation of programs will be established

for the Advisory Committee by the Associate Director for Evaluation of

ECCO and the staff of the Evaluation Study Center. Periodic reviews

of programs will be referred to the Center for the Study of Evaluation,

Ohio State University (Drs. Hammond, D. Stufflebeam and E. Guba)

for analysis. Modifications of the evaluation program will be made

based upon recommendati ns from the Center for the Study of Evalua-

tion of Instructional Programs University of California at Los Angeles,

and the Center for the Study of Evaluation, Ohio State University.
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II . Di s semina tion

Dissemination program for the Personnel Development Labora-

tory will be developed in relation to its established goals and to the

special requirementS of its programs. The dissemination program will

include:

a. Publication of bibliographies and other teaching
materials in the area of staff development.

b. Documentation of project activities through still
photographs arid slides and through video tapes.

c. Publication of reports and other materials for
public and special interest consumption.

The establishment of informational conference for
public schools and other interested and concerned
age ncie s .

The dis e ination activities of the Personnel Development

Laboratory will be conducted by the Laboratory Coordinator. All

activities will be carried out under the supervision of the Associate

Director for Dissemination of ECCO.



G. PERSONNEL AND_FACILITIES

I. Personnel

The total operation of the Personnel Development Laboratory

will be under the direction of a Project Director (Mr. Nicholas Collis,

Regional Director Educational and Cultural Center). The Project

Director will establish an Advisory Committee consisting of manage-

ment personnel from public schools, from higher education and from

business and industry. The function of the Advisory Committee

will be to assist in the study of the organizational structures of

existing school districts and to develop strategies for the more

effective utilization of educational personnel. The Advisory

Co mittee will also assist in the evaluation of Laboratory programs.

The tabo atory Director will be assisted by two Associate

Directors, (Dr. John Readling, SUNY Oswego, and Dr. Luton Reed,

AssocIate Director, Educational and Cultural Center). Dr. Readling

will supervise the activities of the Program Coordination Section and

the Personnel Development Study Center. Dr. Reed will supervise

the operations of the Resource Materials Center, the Learning

Environments Study Center and the Evaluation Study Center.

The services of the Director and Associate Directors will

be at no-cost to the Personnel Development laboratory. Their

$ ervices will cons titue a contribution in kind of approximately

$23,000.
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The staff of the Personnel Development Laboratory will be

distributed among its component sections.

A. Program Coordination Section

The Program Coordination Section will consi t of the

Laboratory Coordinator, two Assistant Coordinators, a secretary

and an audio-visual technician. The Laboratory Coordinator will

have the responsibility for the management, and scheduling of the

p ogra s of the Personnel Development Laboratory, as well as the

responsibility for all dissemination activities within the organization.

The Laboratory Coordinator will demonstrate skills in program

management and design, in systems analysis and in scheduling.

He will be assisted by two Assistant Coordinators, each of whom

will be assigned to one of the counties in the region. The Assistant

Coordinators will work directly with the school districts in the

county in the implementation of the programs of the Personnel

Development Laboratory. They will assist in the design of programs

and in the coordination and scheduling of activities. The audio-

visual technician will supervise the operation of all educational

media within the Personnel Development Laboratory as well as

assist in the production of instructional materials for use in the

various programs.

B. Personnel Develo ment StudyCenter
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The programs in the Personnel Development Study Center

will be directed by a team leader who will demonstrate skills in

the analysis of behaviors (behavioral psychology) and in the

development and operation of continuing education programs. The

team leader will be assisted by a Research Materials Analysis

Specialist who will demonstrate skills necessary to assist in the

development of programs through identification and analysis of

m terials necessary for the staff development program carried on

by the Center.

Two Field Coordinators will be assigned to the Personnel

Development Center for the purpose of direct work with the trainees

of the Laboratory and will serve as counselors for all trainees. The

Field Coordinators and the team leader will be assisted by two

half-time interns, as needed, for the development and conduct of

programs.

C. Learning Environments Study Cente

The Learning Environments Study Center will be staffed by

a team leader with qualifications in the evaluation of organizational

stnictures and climates, and an assistant team leader with quali-

fications in the analysis and design of educational facilities. The

staff will be assisted by a half-time intern in facility design.

Assignment of personnel to the Learning Environments Study Center

will be contingent upon the continued involvement of the Personnel

Development Laboratory in Onondaga County New Town.
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D. Evaluation Study Center

The Evaluation Study Center will be staffed by a team leader

who will also serve as the Associate Director for Evaluation of

ECCO and an intern from the Division of Educational Research,

State Education Department. The Associate Director for Evaluation

of ECCO, (Dr. Luton R. Reed), holds graduate degrees in Instruc-

tional Communications and in Public School Administration, and is

currently certified as Superintendent of Schools and Director of

Research in New York State.

E. Resource Materials Center

The staff of the Resource Materials Center will consist

of one full-time professional-qualified librarian, one full-time

non-professional library assistant or aide and two half-time

intern in library service from The School of Library Science,

Syracuse University.

Wherever possible, the personnel of the Laboratory will be

selected to demonstrate a variety of skills which may be used

interchangeably throughout the Laboratory. Some of the roles which

the personnel of the Laboratory will perform are as advisors to

students during the operation of programs, as program developers,

as contact or liaison with school personnel, school districts and

other organizations, and as interpreters of edu ational research,

trends, and developments.
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The total staff of the Laboratory will work closely together

in the design and development of programs to insure their most

efficient use in meeting the objectives of the Laboratory.

II. Facilities and Resources

The Personnel Development Laboratory will lease learning

spaces and office spaces from the Educational and Cultural Center,

700 East Water Street, Syracuse, New York. ECCO will also lease

to the Laboratory specializ d furniture such as library shelving,

study carrels, chairs, and office furniture in addition to audio-

visual equipment such as overhead projectors, slide projectors,

closed-circuit television cameras, video tape recorders and

portable video tape recorders.

ECCO will make available to the Personnel Development

Laboratory full use of electrostatic copiers, offset press,

mimeograph machine and collator for the production of program

materials, and will provide storage space for materials and

supplies. As mentioned previously, ECCO will also provide to

the Laboratory the ERIC Document System, as well as microfilm/

microfiche readers and reader/printer and the resources of the

Regional Center esource collection. Telephone service will be

provided to the Personnel Development Center through the ECCO

switchboard.
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The staff of the Personnel Development Center will be

employed as an adjunct staff to the Regional Center for the purpose

of providing personnel services such as retirement programs, health

and accident insurance programs, and so forth. Control of federal

funds represented by this project will be maintained under the

direction of the Fiscal Control Officer of the Regional Center, and

its accountants and auditors.



H. SELECTION OF PARTICIPANTS

Participants in the Personnel Development Laboratory will

be selected on a volunteer basis from among the "ZS public school

districts and three non-profit private educational institutions in

the two-county region. A conference of chief school administrators

of all school districts will be convened for the purpose of program

description and the solicitation of support. The chief school

administrators will be requested to select from among their school

staffs, teams of educators representing specific school buildings.

The teams will be selected on whatever basis the chief school

administrator will establish as being most effective in meeting

the objectives of his own school district. A variety of possible

means of selection will be suggested but none will be indicated as
the primary means for selection. Each school district will be

required to establish its own procedures for the selection of

specific participants.

Once the teams have been identified, the specific assign-

ments and programs for the members of the team will be developed

on an individual basis by the staff of the Laboratory. Emphasis

will be placed upon freedom of choice and freedom of expression

within all Laboratory programs. The Laboratory staff will assist

the school teams but will not dictate "approved solutions"

them.
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During the initial stages of program development, It is

anticipated that the number of participating school districts will

be restricted to approximately five per county. It is further

anticipated that the number of team members will be restricted to

five per team. As programs develop, however, the number o_

participating school districts may be exparded to meet the needs

and objectives expressed by the school districts and the number of

members on the school teams may be modified to better support

the operation of specific programs.

During the period in which the present proposal was

being prepared, three local school districts, Westhill Central

School (Anthony Teresa, Superintendent), West Genesee Central

School (Edgar Beebe, Superintendent), and jamesville-Dewitt

Central School (Harold Rankin, Supe intendent) contacted the

Regional Director, Educational and Cultural Center, and requested

assistance in the development of programs for the establishment

of differentiated roles for the staffs of schools within the district.

Negotiations with these districts for this purpose are currently

taking place. Each district has indicated its willingness to

support portions of the program of the Personnel Development

Laboratory with funds from their normal operating budget. This

will be a contribution in cash to supplement EPDA funds.
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Reprinted with permission from the Educational and Cultural Center,700 East Water Street, Syracuse, New York,

BEHAVIORAL ANALYSIS INSTRUMENT FOR TEACHERS
PURPOSE

This instrument was developed to describe teacher behaviors during classroom

teaching, planning, and evaluation and diagnosis. The outcomes can be considered

reliable only when the instrument has been used by clinicians prepared in its

utilization.

ASSUMPTIONS

The following assumptions are made for the use of the instrument:

1. Teacher behavior can be desc ibed objectively.

2. Describing teacher behavior is desirable.

Teachers are capable of changing their behavior when given objective
descriptive information and when given organizational climate appropriate
for change.

UTILIZATION

The instrument can be utilized by a team composed of a varying number of

clinicians. The number of clinicians would relate to the particular purpose for

which the instrument is being used. Generally, four clinicians would comprise a

team. Eight or more clinicians could make up a team for the purpose of cross-

reference. If less than four clinicians are used to make up a team, the classroom

lesson should be video-taped for later reference. It is possible for one person to

write a complete description from a video recording of the classroom.

The instrument can be used in different ways. Folio ing is a list of possible

uses. The list is not exhaustive, but is intended to suggest possibilities:

I. Develop descriptions of teachers for the purpose of certification.
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UTILIZATION (Continued)

The behavior descriptions written by clinicians could be passed
to a board of examiners who would determine whether or not the
teacher's behavior is appropriate for licensing or certification
for public school teacher. This establishes the possibility that
teachers without formal educational preparation could be identi-
fied as having behaviors similar to teachers who have had formal
preparntion.

2. Assist school systems in the establishing of a differentiated staff.

Descriptions of teachers.teacher assistants, and teacher aides,
could identify their differing competencies in order to use them
to their fullest potential.

Identification of various teaching models existing on a particular
school staff.

The description of outstanding teachers could be compared and
contrasted to descriptions of teachers who are beginning in the
profession and who appear to have capabilities for growth. The
desirable behaviors of the model which are not yet possessed
by the new teacher could be identified and developed by him.

4. Identification of strengths for a staff improvement program.

Many teachers are considered outstanding, but it is difficult
to identify their specific behaviors. This instrument should
identify these characteristics, and present possibilities for
in-service programs to develop behaviors which teachers have
not yet considered.

5. Selection of a teacher from many applicants.

A behavioral description gained through ,the instrument of
each of the teachers could be passed to the screening
comrZ.ttee for further evidence and data. When master
teachers and other leadership teaching positions are to be
filled, all teachers in a district could have descriptions
made of them if they are to be recommended.

Supervision by teachers of student and intern teachers.

Over a period of time, certain new behaviors would appear
and some would disappear. The instrument could be
administered periodically to monitor the new teacher's
progress and report whether he had eliminated undesirable
behaviors while acquiring new desirable ones .
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UTILI T ON (Continued)

7. Identification of strengths and weaknesses in both curriculum and in
behavior.

In specific school districts, the instrument could focus on weak
areas and could bring about curriculum development for the
specific school district.1f descriptions were made of all the
teachers in one particular building, areas of inadequacy or
weaknesses could be identified and a program of in-service
work could be developed to meet their needs as identified by
the evaluation of the description.

8. Consideration of teachers for tenure.

Those responsible for making decisions and recommendations
for granting teacher tenure could examine the description of a
teacher's behavior prior to making their final decision.

ADMINISTRATION

There are three major categories of teacher beha iors contained in the

instrument, two of which have sub-categories or sections:

I. TEACHING

A. General Techn_ques
B. Cognitive
C. Affective

PLANNING

A. Scope and Sequence of the Curriculum
B. Curricular Materials in Your Subject Area
C. Learning Process and Child Development
D. Innovative Programs and Practices

EVALUATION - DIAGNOSIS

Within the categories there are specific items of beha iors, and teachers may

operate at various levels on each. For example, he may have knowledgeipf materials

or of group dynamics. He may go on to establish the environment for effective use

of the materials or for the utilization of group dynamics. Beyond that, he may
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ADMINISTRATION ( ontinued)

analyze the materials or the group behavior. The highest level of operation is

evaluatio_ _f the materials or of the dynamics of the group's interaction. These

levels have no relation to a time sequence or order of operation but to intellectual

processes. The student will react to the teacher on various levels, and the clinician-

observer should record this level of response. Assigning levels describes a partic-

ular teache 's style or method.

When the observer sees a behavior demonstrated by teacher or student, he

should note on his observation sheet the behavior (item) number, a brief description

of what happened, the level of operation and any comments he may have concerning

his own assessment of the situation. The levels of operation are:

(1) Knowledge of (the environment for), or
(2) ability to establish (the environment for), or
(3) ability to analyze (the existing environment for), or
(4) ability to evaluate (the existing environment for):

In assigning a level number to a particular item of performance or behavior,

the clinician-observer should assume that all lower levels are incorporated or preoode

the higher level of operation. For example, if a teacher evaluates the dynamics of

the interaction of the group,he has analyzed it.

In the Cognitive Section, levels should be identified both on verbal and non-

verbal behavior of the teacher and student. Students may respond on many different

levels of thought process to a single s imulus from a teacher.

Various levels of affective behavior of youngsters are identified in the items,

and it is the responsibility of the clinician-observer to identify the level demonstrated

during the classroom teaching session.
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ADMINISTRATION (Continued)

In the Mfective Section, there is an alternate recommendation. kdditional

cl nicians may be added to the observation team, one to develop a Flander's

Interaction Analysis Matrbc, and a second to develop a Withall Social-Emotional

Climate Pa adigm. With the use of both of the above, three clinicians would be

needed to gather information fc the Affective Section.

The Evaluation Category is used by the clinician-observer whilc watching

the teacher teach in the classroom and later in the interview session with him. This

sec ion has both measurement and evaluation items.

Steps in Administering_the Instrument

Step 1 - Each member of the team of clinicians will identify a
specific category or sub-category of the instrument as
his responsibility. For example, one clinician may
select Teaching--Affective; a second, Teaching--
Cognitive; a third, Teaching--General Techniques;
and a fourth, the Evaluation Section.

Step 2 - Prior to being observed in the classroom, the teacher will
give the clinicians a statement of his objectives.

Step 3 - While observing the teacher in the classroom the
clinicians use the category or section of the instrument
which they have chosen to record the teacher's behaviors.
The lesson should also be recorded on audio or video tape.

Step 4 - Immediately after the classroom lesson, the teacher in
another location and without comments or directions from
the clinicians, responds to the Planning and the Evaluation-
Diagnosis sections. During this time, the clinicians compare
data and begin the description writing proceps.

Step 5 - When the teacher has completed the above categories, he
joins the clinician team and, goes over his responses item
by item, explaining only his "yes" answers, both for "this
lesson" and "at other times." He is given the option of
explaining the content of the item as he sees it appropriate
to his activities. At the end of this interview-discussion
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ADMINIST TION (Continued)

period, the teacher leaves and the procedure is ended
as far as he is concerned.

Step 6 - The team continues with the description-writing process
which can be organized in whatever way the team feels is
best for thefr needs. It will leave out value judgments as
clinicians will never make such judgments. This is an
important aspect of the process.

DEVELOPMENT

The instrument was designed at the request of the Bureau of Teacher Education

and Certification, New York State Education Department, and financed by it. The

Bureau's interest was prompted by its desire to consider alternative routes to teacher

certification and for change in in-ser ice programs for teachers.

Work on the instrument was begun by the Educational and Cultural Center of

Onondaga and Oswego Counties with their consultants, in February, 1969. The

team field-tested the instrument and wrote descriptions of teacher behaviors during

May and June. During July, 1969, there will be additional work with teachers. As

a result of this further field testing a second stage of development will begin in

August, 1969. At th t time, a program to prepare clinicians to utilize the instrument

will he cons1dered-
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1.A TEACHING -- general techniques

According to his stated objectives, the teacher will demonstrate:

(1) knowledge of the environment for, or
(2) ability to establish the environment for, or
(3) ability to analyze the existing environment for, or
(4) ability to evaluate tbe existing environment for:

1 A. 1 Techniques to execute lessons in simulated and clinical situations
with individuals and groups.

1.A. 2 Techniques for providing attitudes, knowledge, and skills students
need before direct subject matter instruction can begin.

1.A.3 Techniques for providing learning experiences that allow each student
to meet with more success than failure.

1 . A. 4 Creating a classroom climate free from pressure and from inhibit ons
and fear.

1.A. 5 Reward and punishment, success and failure, praise and reproof,
competition and cooperation, and individual goal setting as factors
in discipline and motivation.

1.A.6 Classroom grouping procedures and techniques.

1 .A.7 Techniques for group dynamics and the interaction process.

1.A.8 Classroom management.

1.A. 9 Student class-rom behavior.

1.A.1O Work-study skills.

1.A.11 Counseling and guidance techniques for the subject area.

1 .A . 12 Conditions where the creative process flourishes.

1.A.13 Techniques to foster creativity in the subject area.
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1.B TEACHING--student cognitive

SAMPLE OBSERVATION SHEET

According to his stated objectives, the teacher will demOnstrate:

Item
No.

1.13.1

1.B 4

1.3.2

(1) Knowledile of the environment for, or
(2) ability to establish the environment for, or
(3) ability to analyze the existing environment for, or
(4) ability to evaluate the existing environment, for:

Description of Teacher-Student
Performance what ha ened when

Identify, analyzed causes

Child gave reasons for earthquake

Speculation considered

D-acher asked child what he would
be (child had read book about
people; their characteristics)
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Level o
Teache

4

4

Operation
Student

4

Comments
wh -low, etc.)

Child analyzed as
result, data
gathered from
reading, teacher
evaluation response

She asked him a
question. Then
asked after evalu-
ation his response,
A second question,
"Is there some-
thing else?"



1.B. TEACHINGstudent cognitive

According to his stated objectives, the teacher will demonstrate:

(1) knowledge of the environment for,or,
(2) ability to establish the environment for,or,
(3) ability to analyze the existing environment for, or
(4) ability to evaluate the existing environment for:

1. B. 1 Techniques of problem-solving as it related to the subject area:

1. B. la Reco nizing ._identifyinz the problem
1 . B. lb Collecting data
1 . B. lc Identifying analyzing causes
1 B. id Stating_ a hypothe0.s(through inductive reasoning or preliminary

generalizations)
1.B. le Amisllumping_to_conclusions (ability to remain tentative in the face

of alternative or conflicting data until logical or empirical con-
clusions can be reached)

1.B.If Analysis
(Elementsrecognizing unstated assumptions, distinguishing

facts from hypotheses, avoid introducing internal, unrealistic
values into decisions)

(Relationshipscheck consistency of hypotheses with given
information and assumptions, comprehend relationships)

(Organizationsrecognize forms, patterns that contribute to
meaning)

1 . B. lg 5vnthesis
(Deduce properties, deductions tested by observation)
(Recognize unwanted as well as desired consequences--putting

together of parts, arranging, combining)
(Test hypothesis, propose, plan, observe, experiment)
(Develop abstract relations)
(Seek alternative solutions)
(Offers creative solutions)

1.B.lh Evaluation
(Internalprobability of accuracy)
(Externa1--compare major theories, generalizations, facts)

1.B.2 Techniques for reflective thinking--speculation, deliberation,
meditation, consideration, criticism.

1.B.3 Techniques for literal, interpretative, and critical comprehension.

1.B.4 Techniques for utilizing the student's prior knowledge of the subject.
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1.C. TEACHINGstudent affective

According to his stated objectives, the teacher will demonstrate:

(1) knowledge of the environment for, or
(2) ability to establish the environment for, or
(3) ability to ap_v. mt the existing environment for, or
(4) ability to evalute the existing environment for:

1.0 .1 Helping students to be aware of situations, phenomena, objects, form,
color, design, as they relate to the content of the lesson.

1.0 .2 Helping students to attend to, aporeciate, be sensitive to the
contents of the lesson.

1.0 .3 Helping students to discriminate aspects of a stimulus, to control
own attention, to be selective as it relates to the contents of the
lesson.

1.C.4 Helping students to respond, to comply, to the contents of the
lesson.

1.C.5 Helping students to consent, to choose_to respond, to the contents
of the lesson,

1.C.6 Helping students to gain satisfaction in responset jo internalize
new behavior or a concept, relating to the content of the lesson.

1 .0 7 Helping students to display appropriate behavior in situations, which
reflect their value of the concepts, their attitude relating to the
content of the lesson.

1.C.8 Helping students to demonstrate a level of valuing, to cause them to
pursue,. to seek as it relates to the content of the lesson.

1 .C.9 Helping students to develo a commitment and further that which he
believes, as it relates to the content of the lesson.
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1.C. TEACHING--student affective (cont'd)

(1) knowledge of the environment for, or
(2) ability to establish the environment for, or
(3) ability to analyze_ the existing environment for, or
(4) ability to evaluate the existing environment for:

Continue with these items, 3.C.10 3.C.13, if you are not using Flander's
Interaction Analysis Instrument. If you are using this instrument, omit these

items.

1.0 10 Techniques to help students to become open, responsive indtviduals
and helping them to respond critically and constructively to one
another.

1.C.11 Techniques which allow students to express feelings, attitudes, and
interests.

1.0 .12 Techniques to develop interpersonal communications--between
students in classroom or in instructional setting.

1.0 .13 Techniques which allow the student an understandin f -needs,
motives, experiences, motivations.

1.0 .13 Techniques which allow the student to realize that his view of self
determines his behavior--needs, motives, experiences, motivations.

1.0 .13 Techniques for student achieving a sense of self.
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2.00 PLANNING

Please check Yes to each item that you used in planning the lesson just observed.
Since one lesson usually demonstrates only a put of a teacher's activities, check
Column No. 2 if you use the item at other times. If the item is not ever part of
your activities, check Column No. 3.

2.A Scope and Sequence of the Curriculum 1 2

Yes, for
When planning this lesson did you consider: this Other

esson times
2.A.1 The relationship of your subject area

to overall school program objectives?

2.A.2 The historical background of your subject
area and its relationship to present
practices?

2.A.3 Characteristics of contemvorarY
programs in your subject area?

2.A.4 Purposes for teaching your lesson in
relationship to the subject area program?

2.A.5 Essentials for your subject area program?

2.A.6 Prepare your subject area instructIonal
objectives in behavioral terms ?

2 A. 7 Criteria for the selection of materials
for various purposes and for specific
individuals and groups in your
curricular program considering content
or other factors?

2.A.8 Correlating the contents and skills of
listening, speaking, reading, and
writing with one another and with your
curricular p_ rarri ?
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2.00 PLANNING (con't)

2.A Sco e and S uence of the Curriculum

When planning this lesson did you consider:

2 A. 9 Writing evaluative criteria and
instructional objectives in accurate and
specific terms?

2.A.10 The con tructing and developing of
instructional materials to convey'
ideas, illustrate concepts, and support
instructional objectives?

2.A.11 Organizing ideas into a logical structure
and wi understandable whole?

2 .A.12 Resources available for your program?

2 . A. 13 The relationship between learning and
culture?

2 .A.14 The effect of le on future behavior?

2 . A.15 The effect of, heredity and environment
on student development?

2 .A.16

2.A.17

,2.A.18

The significance, relationship of your
subject area in the student's personal,
social, academic, and economic
development?

The needs, interests, and concerns of
students wl-dcb affect the learning
process?

Factors in individual differences
(sex, age, race, physical, intelligence,
and experiential background)?
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2.00 PLANNING

Please check Yes to each item that you used in p/anning the lesson just observed.Since one lesson usually demonstrates only a part of a teacher's activities, check
Column No. 2 if you use the item at other times. If the item is not ever part of
your activities, check Column No. 3.

2. B rguri ular Materials in your Subject Area. 1 2
Yes, forWhen selecting materials for this lesson, did you this Otherconsider: lesson times

2.B.l Resources available for your lesson?

2.8.2 Research on habits and tastes of the
learner?

2.8.3 Current research related to your lesson?

2.8.4 Aids in selecting materials appropriate
for use with students, such as review:
in professional journals, reviews in
popular magazines, reviews in
newspapers, and various bibliographies?

2.8.5 C mpaung and choosing from a general
body of knowledge, relevant facts and
ideas?

2.8.6 Causing students to compare and choose
from a general body of knowledge,
relevant facts and ideas?

2.8.7 Quantitative and qualitative judgments
about the extent to which material
and methods satisfy instructional
objectives?

This lesson as a part of a unit of work
incorporating instructional objective s,
content, media, materials, methods,
and evaluation?
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2.00 PLANNING (con't)

. B g_w_imilar Materials in our Sublect

When selecting materials for this lesson, did you
consider:

2 . B.9 Constructing and developing materials
to support instructional objectives?

2.B.10 Constructing curriculum adapted to the
needs, interests, and abilities of
the children?

2.8.11 Modifying existing materials and
media to special purposes?

2.8.12

2.B.13

2. B.14

2.B.15

Adapting, modifying and combining
various media to develop instructional
sequences?

Preparing teaching plans to provide
varied experiences so that children will
gain both enjoyment and knowledge?

Meaningful situations which aid the
child in thinking, feeling, speaking,
and writing precisely and sensitively?

Correlating and/or iirtegrating
content and skills of listening,
speaking, reading, and writing
with one another and with curriculum
materials?

2.3.16 Selecting equipment, teaching
facilities and instructional materials
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2.00

2.8

When
consider:

2.13.17

2.13.18

2.3.19

PLANNING (con't)

icuiar

materials for this lesson, did you

S ecting the most appropriate medium
or media to present a concept?

Techniques to execute lessons in
lit2nu1ated and clinical situations with
individuals and groups?

Setmting more than one medium as
input to account for individual
learning difference or styles?

0 The relationship between the child
development and the selectlon of
materials for your students ?
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2.00 PLANNING

Please check Yes to each item that you used in planning the lesson just observed.Since one lesson usually demonstrates only a part of a teacher's activities, check
Column No. 2 if you use the item at other times. If the item is not ever part of your
activities, check Column No. 3.

2.0 Learnin Proce s end Child Dev lo me

When planning this lesson, did you consider:

2.0.1 Theories of learning as they are related
to your objectives?

2.C. 2 Implications of child growth, development,
and learning to the classroom?

2.0.3 Psychomotor skills and their relationship
to your objectives?

2.0.4 Cognitive skills and their relationshipto your objectives?

2.C.5 The effect of leatning and behavior
and their relationship to your objectives?

2.C.6 Family influence and behavior and
their relationship to your objectives?

2.0.7 Peer influence and their behavior and
relationship to your objectives?

2.C.8 Genetic, expefiential, transactional,
and factorial elements in intellectual
development?

.9 Retention and/or transfer of training?
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2.00 PLANNING (con't)

C Learning Process and Child Developm-Int

When planning this lesson did you consid :

. C Social behaviors and acadenlic
echievement?

2. C .11 Relationship between learning and
cultural expectations?

2.C.12

2.0 .13

2.C.14

Physiological characteristics of the
child and their relationship to your
subject area?

Emotional behaviors and social
implications which evolve within the
peer group?

Significance of language in the child's
personal, social, academic, and
economic development?

2 .0 .15 Relationships between language
development and personal developmen ?

2.C.16 Relationships between your subject
area and individual development?

2.C.17 Any relationship existing between 013.114
development and your subject or skill?

2.C.18 Needs, interests, and concerns of pupils
which affect the learning process?

2.C.19 Individual differences in pupils?
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2.00 PLANIV7NG

Please check Yes to each item that you_used in planning the lesson just observed.
Since one lesson usually demonstrates only a part of a teacher's activities, check
Column No. 2 if you use the item at other times. If the item is not ever part of
your activities, check Column No. 3.

2.0 Innovative Procl rams and Practices.

When planning the innovative aspects of this lesson,
did you consider:

2.0.1 Historical background of your subject
area and its relationship to present
practices?

2 .0 2 Current research related to innovations
in your subject area?

2.0.3 Characteristics of contemporary
innovative programs in your subject
area?

2.0.4 The effect on overall program objectives?

2.0 5 The essentials for the school program
in your subject area?

2.0.6 Criteria for the selection of innovative
materials?

2.0 . 7 Quantitat ve and qualitative judgments
about the extent to which innovative
materials and methods satisfy
instructional objectives?

2.0.8 Writing evaluative criteria and instrucl-
tional objectives in accurate and
specific terms?

2.0,9. Innovative curriculum constructAon adapted
to the needs , interests , and abilLles of the
students?
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3.00 EVALUATION

Please check Yes to each item that you used or considered, or will use or consider
for the lesson just observed. Since one lesson usually demonstrates only a part
of a teacher's activities, check Column No. 2 if you use or consider the item at
other times. If the item is not part of your activities, check Column No

When making your evaluations1 did you use or
consider:

3.1 Instructions fc,r and administration
of tests?

3.2 Rating methods and construct
scales ?

3.3 Different types of items and teacher-
made tests?

3.4 Teacher-made inventories--
interests, values, halAts,
feelings?

3.5 Desirable test characteristics?

3.6 Sociograms, sociometric
techniques ?
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3.00 EVALUATION (cont'd)

When making your evaluations, did you use
or consider:

3.7 Techniques to determine the
extent that democratic princi-
ples are present in the behavior
of students ?

3.8 Techniques to evaluate individual
and group progress, using formal
and informal techniques ?

3.9 Techniques to evaluate the in-
structional sequence?

3 10 Techniques to identify and
evaluate instructional objectives ?

3.11 Techniques to evaluate reports
and other sources of information
on individual and group inquiry
activities ?

3.12 Assessment of developmental
change?

3.13 Methods for immediate reporting
progress to the student?

3.14 Techniques to help children
diagnose their own learning
problems ?
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3.00 EVALUATION (cont'd)

When making your evaluations, did you use
or consider:

3.15

3.16

3.17

3.18

3.19

3.20

3.21

School testing programs ?

Standardized intelligence tests ?

Special aptitude tests ?

Achievement batteries ?

Norms in ch d development ?

Methods for appraising growth ?

Assessment of student progress
toward maturing space and time
concepts ?

3.22 Interpretation of test scores ?

3.23 Interpretation of the results of
change?

3.24 Methods to evaluate innovative
projects in your subject area?

3.25 Methods of reporting the student's
progress to his parents7

3.26 Methods of reporting the student's
progress to the school?
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3.00 EVALUATION (cont'd)

When making your evaluations, did you use
or consider:

3.27 Efficient techniques for maintaining
cumulative records of individual
students ?

3.28 Observational techniques for
assessment of program effects,
achievement, and student behaivor ?

3.29 Diagnostic techniques for
individual and group problems in
individual and group situations ?

3.30 Characteristics of optimum
child health for detection of
deviations in appearance and
behavior ?

.31 Characteristics of optimum
child behavior for detection of
deviations in appearance and
behavior ?
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Source: TEPS Wrir -in Papers on Flexible Staffing Patterns, April ,1969. Reprmte wit. permission rom L e Sra7ronan. ssmi ion onTeacher Education and Professional Standards, National EducationAssociation , Washington, ID. C.

AN ANCHOR TO WINDWARD:

A Framework of State Certification To Accommodate
Current Developments in Differentiating Staff Roles

Alvin P. Lierheirner

In a sailboat race, an anchor to windward is used to halt the craft'sdrift away from the mark. The anchor is quickly recovered when waycan be made, even if only in light air, until it needs to be set again.

The various processes of state certification of teachers have moved
us far from the original goal of providing assurance to the public that atleast a minimal level of teaching competence is possessed by the holderof a certificate. A more contemporary interpretation of the practice of
certification could be an anchor to windward and could halt the aimlessdrift of the present that is taking us far from the original mark.
Inadequacies of Today's Scheme

The most basic shortcoming in a certification scheme built on coursesor program completion is that it relates solely to inputwhat has goneinto a teacher's preparation. It does not attest directly to output as one
might assumethe teacher's capacity to induce learning on the part ofstudents. Where certification is simply a statement that the holder has
completed selected college courses, the public has no assurance aboutthe quality of the courses offered, whether they are known to favorably
influence teacher behavior in face-to-face instructional situations withchildren, or even the level of the teacher's achievement in the courses.
Most state certification offices must accept a D grade for a course given
by a last-minute, part-time faculty appointee at the "unlibraried" ex-
tension center of a marginal, albeit accredited, institution of higher edu-cation.

In states where certification is granted on the basis of the prospective
teacher's completion of either a state-approved program of preparation
or a program approved by a volimtary accrediting association, the pub-
lic still has little assurance that the academic content and clinical ex-
perience are based on a long-term behavioral analysis of on-the-job
performance by recent graduates. Neither can the public have confidence
that the process of approval or accrediting, however good it seems on
paper, was carried out by objective, experienced, and technically com-petent reviewers.
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Further criticism must be aimed at the remoteness of the certifi-
cation process from the candidate. The issuance of a teaching creden-
tial is done without reference to the particular human being but is
primarily, if not exclusively, based on the college course record. Ap-
proved-program proponents will protest such criticism by alleging that
the candidates they recommend to the state certification office must
have personal qualifications deemed appropriate for teaching. But col-
lege records show that very few teaching candidates are screened out
in the beginning or counseled out in midstream except for those with the
most obvious personality disorders. And for the thousands of teachers
who achieve a life license to teach children by presenting the cold copy
of their college record, there is no place for a competent, candid, close
observer to say, "This guy may have the right courses, but he's just
not with it!"

These inadequacies are compelling enough in themselves to warrant
a change in the certification process, but there are movements develop-
ing that suggest a redistribution of certification responsibilities among
schools aiid colleges, state education departments, and professional or-
ganizations. Such redistribution compels the exploration of new tech-
niques for administering the responsibilities by whomever shared.

Developments That Compel Reexamination

One of the movements that should be taken into account when we talk
about who should serve in the education enterprise is that of differentia-
ting, far more explicitly than is done now, the tasks which school per-
sonnel perform. Today the typical school staff is differentiated as to
teachers, support personnel, and administrators. But sophisticated un-
derstandings in each of these categories have ballooned the jobs to
almost =manageable proportions. The teacher must keep up to date
aealemically at all times; stay on top of the latest technological tools,
books, aids; be a keen respondent to the emotional needs of the learner;
master new strategies for inculcating independence of thought and criti-
cal thinking; take on new curriculum areas that range from sex to the

.performing arts. The administrator's role is likewise broadening and
deepening as the public's expectation and abrasiveness increase. Can
one man, as administrator, demonstrate success as a model instructor
to his teachers, a perceptive social respondent to the community's
youth, a politically astute agent of government to the taxpayer?

The distinctions between the three major existing categories of teach-
ers, support personnel, and administrators are fading. Now, some acti-
vities in each category overlap. Some teachers are administratively
effective managers of classroom resources, both human and material.
Some auxiliary or support personnel demonstrate a type of motivational
interaction with students that changes the earlier, passive concept of
a teacher aide. Administrators who command admiration in a hostile
community are "teachers" in influencing 'both student and adult attitudes
toward education. The concept of a fully differentiated staff envisions
an analytical breakdown of the tasks necessary to accomplish the studied
and stated educational goals of the school.
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Many schools are reexamining the teacher's role and finding that thevariety of competencies and tasks expected in today's world are beyondthe grasp of a single person, certainly beyond the grasp of the beginningteacher. Children are aided in their learning when they work with ateacher whose responsibilities are realistically limited and where theteacher's assignment reflects recognition of his unique strengths, in-terests, and specialized preparation.

A number of models are appearing which separate teaching roles.Less appears on the subject of differentiating the roles of support per-sonnel and administrators. Titles and definitions vary, but experimen-tation with task and role analysis will continue because of the attractivelogic that a differentiated staff offers. As a school staff recognizes,defines, and fulfills differentiated roles, there are benefits to students,to the community, and to the teachers themselves.
Students profit if their learning is managed effectively by personsspecifically qualified for their particular needs, whether these becognitive, affective, or sensory. Students are quick to spot a teacherin over his head and they seldom come to his rescue. But a teachersucceeding in a role that fits his talents and interests radiates successto his pupils.

The community profits from differentiation of teaching roles becausenew sources of talent can become available, e. g., persons with special-ized talents but without full preparation for teaching. For the commun-ity there is the attraction, too, that financial support for staff salarieswill be divided more discriminatingly. No, not merit pay; pay accord-ing to the complexity and demands of new tasks.

School personnel themselves can gain from differentiation as eachbecomes what he is most capable of becoming and most intereste-1,becoming. Job satisfaction--an essential ingredient in retaining staff--is more likely to be realized when teachers and others perform at levelsand in roles in keeping with their desires and talents. Movement withinteaching ranks rather than from teaching to administration becomes pos-sible as well as profitable.

A corollary development on the educational scene is the assessmentor appraisal of teaching performance. Again, a variety of prototypesare in developmental stages. But if theoreticians and practitioners inthe new centers of educational research continue their activities, therewill be a greater number of useful observational records that permitthe making of a systematic and critical determination about teaching per-formance. For example, Robert C. Burkhart (Teacher Learning Center,State University of New York College at Buffalo) is developing a "pro-cess inquiry grid" as a framework for identifying mental functions interms of behavior. Donald M. Medley (Educational Testing Service,Princeton, New Jersey) is working on the "language of teacher behavior"
designed to help teachers develop an understanding of the teaching pro-cess.
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But more important than the appraisal devices themselves, the ap-
pearance of behavioral assessment techniques in a video-taped and
computerized world makes imperative some agreement on teaching
goals and objectives. What good is a measure of teaching performance
without objectively stated criteria which reflect the desired goals of
that performance? Less attention has been given to similar techniques
for evaluating administrative behavior or the performance of support
personnel such as guidance counselors, speech therapists, and social
workers. But many of the same techniques for assessing teaching be-
havior and relating it to training will be useful for the related educa-
tional fields.

It will be highly desirable to have the teaching task analyzed approp-
riately and the components assigned to personnel uniquely equipped hy
training, experience, and desire to handle them. Similarly, it will be
rewarding to have techniques for assessing the degree to which every
task is being carried out and the extent to which the educational objec-
tives are being met. But neither differentiating staff roles nor pro-
viding performance assessments in themselves expose the sweet ker-
nel of education--the interpersonal touch without which all else is a
lifeless shell. This elusive element breathes reality into every instruc-
tional task. The quality of the interpersonal relation makes the total
assessment more than the sum of its parts. Academic competence and
technological skill count for naught where teachers do not respond
with knowledgeable sensitivity to the emotional and psychological needs
of children. And how does one measure this ability? Does it not change
with the school setting, the personal vagaries of the teacher's emotion-
al and psychological makeup? Yet, we are beginning to learn from the
slum school testing ground for teaching that these ill-defined, highly
demanding teacher characteristics are a vital if not an overriding con-
comitant to academic content and pedagogy.

A more remote but no less real concern that stimulates a reexamin-
ation of certification theory and practice is the question of federal
financing. How long will it continue without increasing pressure to
accommodate local practices to federal bureaucratic decisions. The
nature of educational progress today is strongly influenced by federal
funds, that is, bow much money is available and for what purposes.
Proposals are quickly written for whatever purposes money is said to
he available. Conversely, worth proposals that do not fit the purposes
of available funds are quickly lost. The adage says that he who pays
the piper calls the tune. The piper is being paid, but how is his tune
chosen? It is a disagreeable prospect to anticipate federal action rela-
tive to teacher certification, especially since the states have not done
an outstanding job of controlling admission to practice in years past.
An even more remote and unwieldy bureaucracy can hardly be expected
to exhibit flexibility or creative support.

What, then, shall be our anchor to windward? How can these cur-
reilt developments and persistent ccncerns be reflected in a more viable
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arrangement for certifying to the public that practitioners are worthy
of their confidence and their support as well as their children? Need
we wait until the concepts of behavior assessment and staff differenti-
ation are thoroughly aired and tested before moving to accommodate
them? Can't we put out an anchor now while practice becomes estab-
lished and tested?

Redistribution of Responsibilities

At present, as mentioned before, certification requirements stip-
ulate completion of courses for formal permission from the state to
teach. There is no assurance that the courses are the most pertinent
for a particular teacher in a given setting and precious little other
than conventional wisdom that relates them to successful intellectual
growth by students. Yet, lifelong permission to teach is given on the
basis of courses determined by professional consensus but untested
as to their effectiveness in achieving stated, educational goals. Courses,
colleges, and candidates vary, but "the beat goes on's as teachers
wearily complain their way through the lackluster offerings of unfeeling
professors. Permission to teach might be gained through courses, but
it might also be earned through simulation workshops run by professional
organizations, seminars, and internships sponsored by groups of school
districts, apprentice service in social agencies, pertinent business ex-
perience, or other ways. But permission to teach should not be granted--
certainly not a life license--until teaching performance in a well-defined
role has been observed and, to the extent possible, assessed in terms
of the school's objectives.

What kind of a framework is needed to redistribute responsibilities
among the agencies involved in preparation, i. e., the state depart-
ment, the schools and colleges in concert, and the pro essional organ-
izations?

Because the state is legally responsible for education it has a basic
role in the establishment of criteria for teaching service, but this basic
role need not extend into suchrefinements as we find at present where
the precise number and nature of courses are identified, albeit one
and the same for the English teacher in Ocean Hill-Brownsville, Brook-
lyn, and in Painted Post, Stueben County, New York. Isn't it suffi-
ciently basic for the state to establish a few categorie of short-term
permits for entry-level positions?

A permit could be issued for service as an auxiliary, as a teacher,
or as an administrator, requiring perhaps high school graduation for the
first and a baccalaureate degree with appropriate specialization for the
second or third. Even a basic, entry-level, short-term state permit
would need to provide for exceptions in which equivalent preparation was
offered. If we agree there is no magic in particular courses, neither
is there automatic assurance in the completion of a series of courses
that culminate in a degree.
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This entry-level permit might require, within two years, verifica-
tion of performance ability in a specified role by persons who have ob-
served the candidate systematically and according to predetermined
standards. What does such a dramatic departure from present practice
mean? The burden of certification decision making is shifted from a
remote and impersonal state agency to a local, informed, and respon-
sive authority. But this is not simply a shift to the already strained
shoulders of the school's administrative officer. A responsible group
of professional personnel from schools and colleges would need to parti-
cipate in the establishment of criteria for the employment and assign-
ment of entry-level applicants in a given school district. If the state
requirements were reduced to a bare degree minimum, a school, through
the concerted efforts of professional staff and in cooperation with higher
education institutions, would screen applicants for their preparation,
experience, and fitness for teaching tasks that had been carefully de-
lineated. Few first-year employees would be given full responsibility
for a regular class. Probably most candidates wouls- present tradi-
tional collegiate backgrounds, but the flexibility would be available
for judgments to be made locally, using whatever screening and assess-
rnent techniques had been adopted for well-defined tasks in the school.

The differentiation of roles in teaching or in administration is es-
pecially appropriate for the transitional induction period, for example,
moving from college student of teaching to school teacher of students.
Differentiation can create a flexible structure that will permit entrants
to assume jobs scaled to their caplcity. Novices might move into more
complex and demanding roles as assessment determines their readiness
for the responsibility. A considerable number of the drowelings from the
sink-or-swim school of teacher preparation might thus be avoided.

The school-college combine--a longtime romance shotgunned into
marriage by the Education Professions Development Actwill be the
critical determiner of staff roles and performance standards. If the
professional organization at the local and other levels accurately repre-
sents the membership, not only will practicality prevail, but under-
standing and support will grow.

A casual arrangement between neighboring school and college will not
suffice to develop the behaviorally described roles for staff assignments
in the schools and the measures capable of revealing how well the de-
scribe d behaviors are exhibited. For some years yet the attempts in
this area will be crude; discouragement and mistakes will lead some to
urge a return to more simplistic teacher preparation, certification, and
assignment. But neither the world nor its problems become simpler
as knowledge increases. The professional associations, together with
strong state education departments and government-supported educational
laboratories, can provide help to the primary agent of change--the
school-college combine. As the body of experience expands, it needs
to be readily available to interested schools through consultants, visits
publications. Special financial help will be needed for the combine to
work up specifications and test out early models of differentiated staff
roles and ways of assessing their usefulness in the educational process.
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The beginning years of a restructured certification framework must
be used to gather experience. The change is from a known but inade-
quate scheme to a dimly seen but realistic promise. Experience must
be gained from places willing to try out new patterns and confident enough
so that temporary setbacks will spur improved trials rather than coun-
sel withdrawal. As experience is gained, clinical researchers will
analyze the elements of success and failure in order to establish new
roles and develop improved assessment techniques.

The State's Role

Several modifications in role become appropriate for the state agen-
cy. For purposes of mobility, the state's record-keeping system must
provide for the candidate and his future employers a uniform reporting
schedule that can reflect local decisions about a candidate's perform-
ance. Representative involvement of local districts, higher education
institutions, professional organizations, and data-processing design
personnel could produce a record-keeping system that would provide
uniform reporting of pertinent information even though job descrip-
tions and performance analyses differed among school districts. When
a candidate sought employment elsewhere, his permanent record, avail-
able from a central state office by phone-computer link, would tell
his prospective employer where and how well he performed in a speci-
fic type of job.

As a monitor of the educational scene in its own jurisdiction, the
state department of education could examine the range of trials at dif-
ferentiation and assessment as well as the nature and quality of the trials
themselves. Despite the encouragement of promised federal funds, for
instance, there may not be serious attention by the school-college com-
bine to the role of auxiliary personnel and the necessary training pro-
grams for such personnel. While collegiate training may or may not be
appropriate for auxiliary personnel, the combine must be interested in
the preparation and assignment of such personnel because they signifi-
cantly and integrally affect the character of the professional staff mem-
ber's role. Teacher trainers can no more forget about auxiliaries than
they can ignore workbooks; indeed, they should influence both.

The state department that is carrying out the overall supervisory
responsibility for teacher training will modify its traditional role of ap-
proving collegiate programs or evaluating the college transcripts of
prospective teachers. The state's concern with individual teachers will
be primarily one of record management. Its concern for programs
of preparation will be directed in a helping as well as an assessing man-
ner to the activities of the school-college combine in differentiating roles
preparing personnel for the roles, and asseSsing their success. The
state will use financial inducements as well as persuasive leadership
to help the combine carry out its responsibilities. In its assessment
role, the state will ask questions of the preparers and the experimenters
to elicit the sound rationale that .should underly their activities. Not,
"Are you offering the courses required for certification?" but, "How did
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you determine the course work and experience prescription?" Not,
"What percentage of full-time staff have professiorial rank?" but, "How
have you checked the validity of the assessment devices used with per-
sons preparing to teach?"

It is assumed that there will be state and federal support of efforts
by the school-college combine to develop more suitable roles for per-
sonnel to achieve maximum competence in promoting learning. This
teacher-training function by public and private colleges and by the pub-
lic schools cannot be supported without supplementary financial assis-
tance. But it appears increasingly likely that local support for educa-
tion will be displaced by virtually total state and federal subsidization.

Fears and Frailties

It is easy to dispel any dramatic departure from contemporary prac-
tice by inquiring for evidence in support of the new approach. The
course-counting approach was instituted almost before the time of think-
ing man; no one raised the question of evidence then, nor do they raise
it now except as a defense mechanism. "Don't give up what you've got
until there's something better that has been proved!" It reminds one
of the tycoon who wanted an imaginative breakthrough that had been
proved successful. Just by observation, our practice of certification
for a uniform teaching task is so absurd that a new approach built on
logic and susceptible to development and refinement ought to be pre-
ferred.

Other fears about differentiated staffing and the as essment of per-
formance are deeper and more puzzling as we consider local authority
in certification for differentiated roles. Many school staffs will be un-
willing to assume a judgmental role; many school administrators are
not capable of exercising an =biased judgment; local vocals vAll try
to substitute argumentation and favoritism for independent conclusions
based on established performance standards.

Teachers and administrators themselves may not warm to the idea
of certifying to the competence of colleagues even in fulfilling tasks
which they have helped to develop and which are to be assessed by h e-
grown measure of adequacy.

Professional resistance to relocating certification authority can be
expected if only because it t1 reatens the ego of persons who have come
through the unrealistic and simpleminded course-counting approach.
"I've done it; why shouldn't they?" Negativism can also be expected
because judgments about others can disturb interpersonal relationships
among teachers and between teachers and administrators. The use
of sophisticated obAervational tools will require learning--or accept-
ing--new insights about teaching styles and human character, especial-
ly one's own. An experienced teacher will learn, maybe unwillingly,
much about himself in the process of learning how to evaluate the per-
formance of others.
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The prospect for change from the current pattern of preparation
and certification is even more disheartening when one asks how a ghetto
community with high hopes for education but with meager staff re-
sources can manage local decisions about an individual's performance.
Probably it can't now. Experience has to build models to examine and
to adapt. But if the goal of improved teacher-learner relationships is
kept in mind, the practices of the present cannot continue to satisfy.

In summary, the certification to the public that a teacher can lead
students to learn and grow better than they would without such guid-
ance should reflect our best current understanding of the educational
process. Such an attestation must be made by an informed observer
of the candidate's teaching in a situation where the task and the objec-
tives have been defined and where the judgment is made by evaluating
performance in terms of predetermined goals.

The breadth and complexity of the instructional task exceed the
capacity of a single individual. As the jobs to be done are system-
atically differentiated and made more manageable, the possibility for
certifying an individual's competence to perform the task becomes more
manageable and more realistic.

To begin a reassignment of responsibility for certification now is
an anchor to windward until further refinements make possible progress
toward the mark--that anyone who can teach may teach.
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A. Implementation of Differentiated Staffing

Reprinted with permission from the National Commission on TeacherEducation and Professional Standards, National Education Association,
Washington, D. C.

ET TU, EDUCATOR, DIFFERENTIATED STAFFING?

Rationale and Model for a Differentiated Teaching Staff

Fenwick English

THEME: The rationale for a differentiated teaching staff is presented along
with a model which has been developed and will be implemented.

The notion that if "good things" happen to teachers, "good
things" happen to children is challenged and examined; 1. e.,
what is the relationship between any staffing pattern and
learning?

The present staffing pattern of public education and the
assumptions which support it are criticized as inadequate
for better student learning to occur, and a case is made for
differentiated staffing as a vehicle for better instruction.

Most educators suffer from a common ailment in considering any new

"innovation" - we tend to be solution-oriented or to prescribe before we

diagnose. Differentiat d staffing is an example of a magnificent solution

to a complex problem. But before discussing the aspects of a differentiated

teaching staff or describing a particular model, let us attempt to diagnose

the problem which the idea attempts to remedy.

Many discussions about educational personnel immediately zero in

on the teacher and begin describing problems of teacher shortage and

flight, credentialing difficulties, salary scales, militancy, negotiations, or

the utilization of paraprofessionals. These topics are solution-oriented

because the teacher is a means, not an end. Schools were not built for

teachers. The problem is to establish a relationship between an institu-

tion called "school" and something called "relevant learning. We

usually bypass this relationship, as u ing it is a given. We fail to ask,
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"Ts there a relationship between learning and the formal institu

of education?

This question may be likened to the story of Job querying the Lord,

who responded, "I am who I am." Educators don''t get very far because

there is no substantial research base which can unequivocally respond "Yes"

to our question. There exists some empirical evidence, but most of the

time we rest our case upon tradition and philosophical precedent.

The embarrassing and disturbing fact remains that we don't knr-a

or are unable to specify very well how relevant school is in the process

of education. Education is a non-performance institution. We have goals,

we have grand purposes, we have good intentions, but these have never been

defined in measurable terms. Hence, we are unable to specify the efficacy

of traditional school practices -- whether they are better than, worse

than, or as good as anything else. For example, on what basis do we

decide that differentiated staffing is better than traditional staffing?

How do we know that the present dominant method of deploying personnel

not the best way to organize a faculty or a school district? If there

were some known relationship, some quantifiable measure, some opera-

tional index or standards, we could make an intelligent comparison, Not

to know is indefensible. Professionally, it could be viewed as negligence

and malpractice.

Defining Goals

A need of the highest order is to begin to define institutional goals

in terms a expected student behaviors in order to assess the effective-

ness of profe sional practice. Our unwillingness or inability to say
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specifically what we are responsible for means continuing to observe

money being invested in education with few tangible results, continu-

ing to see the erosion of lay confidence in public education and the

gradual assumption of educational responsibilities by nonpublic educa-

nal institutions or agencies. It is no accident that the government

is establishing alternative educational enterprises which operate

outside the purview of the professional educator, the public school

system, and schools of education.

Reality is pressing us all the while. Who is to peiform the task

of defining goals? How shall consensus be achieved? Does this mean

national assessment or total conformity to goals by all learnei%., The

ic world is messy, partisan, political, and conspicuously in disunity

over the question of goals. Despite uncertainty, we cannot avoid

answering the quesL.In much longer. There is no safety in not knowing

what you don't know. Good intentions and vague generalities will no

longer suffice. If we do not soon stand up and say what we are responsible

for, we may find we have no responsibility.

The educator's task is to press for performance speCificity, for

professional consensus on acceptable evaluative criteria, and for al er-

natives to ascertain efficiency and effectiveness of current professional

practice in realizing the goals of education. We can begin by assessing

local needs, relating them to societal needs, and formulating our own

specifications for student performance. It is within this context that

we can institute and establish instructional alternatives as one viable

method of determining what is most relevant.
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In the absence of clear marks of identifiable student behavior,

we can use professional judgment. At least such judgment makes pos-

sible a comparison of two or more alternatives. If we don't have

some alternatives on which to reflect and assess the efficacy of current

practice in meeting instructional objectives, we must turn to tradition

for validation. If this is the case, the evidence is overwhelming that

current practice is an unacceptable alternative. At all levels we have

failed to educate a substantial portion of Americans in the most basic

rudiments of citizenship by not providing them the crudest means for

economic survival and the ability to enjoy the American way of life in

even the material sense, not to mention the realization of equality,

freedom, and the assumption of democrntic responsibilities. We have

learned bitterly that the schools can be a ladder to the good life or a

barrier which prevents some people from attaining it.

Schools become barriers by making operational assumptions about

how children learn and how teachers teach that negate the idea of the

school as the gateway to opportunity. The present school .,--urnes that

all children and teachers are equal by making no structural provisions

for the differences among either. Learners, regardless of motivation,

past environment, or family differences, are put through the same

hoops in the same size instructional groups for the same periods of

time. Who is different in the organization? An teachers, likewise, are
assumed to possess the same talents and responsibilities and therefore
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are utilized in exactly the same manner, whether they have taught

twenty years or two years, whether they possess a bachelor's or a

master s degree, whether or not they have been back to school re-

cently, whether or not their career ambitions or motivations are

different. On one hand we profess that advanced training and experi-

ence on the job make a better teacher, and so we pay teachers more

for this training and experience. On the other hand we fail to utilize

this same training and expertise in the school by differentiating teaching

responsibilities. Either we really don't believe that what we are

paying more for makes a bit of diffe ence in the organization, or we

are inefficient in our utilization and deployment of personnel resources.

This is tough to defend. It becomes almost an absurdity in the wake of

a national teacher shortage.

The fact is that, in the present educational st ucture, the variables

of teacher/student time and talent by which we can make the educational

organization more respons ve to the needs of both are not available to us

to use any differently even if we wanted to. The need is to create an

organization which has the capacity to be unequal in its treatment of

students and in its harnessing of the resources to do that job in order

to provide equality of educational opportunity.

The Alternative of Differentiated Staffing

Differentiated staffing is one promising solution and an alternative

wo th serious consideration. Professional educators, school board mem-

bers, teachers associations, teacher-training institutions and civic
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groups with an interest in education should weigh differentiated staffing

as a viable method of determining whether maintaining the status quo

represents the b st solution to the problem. Differentiated staffing

deals with the t acher as an individual and in an organizational context.

It assums that while the student is the one who is to learn, the teacher

is a most important person, the one who facilitates and monitors the

process. It further assi.unes that there are positive relationships among

teacher training, morale, involvement in technical decisions, joint

evaluation of colleagues, and the quantity and quality of what students

learn in school.
If these r lationships and assumptions are valid, how teachers are de-

ployed and the manner in which their talents and specialties are utilized in

the instructional program become important considerations for practicing

professionals and the public. Other vital concerns are how those talents are

to be kept relevant, how the institution reinforces those who excel at what they

do, and how the system of rewards functions to increase teacher productivity.

While the analogy which follows may not be exactly parallel, we may

gain some insight from examining it. Few business or industrial leaders would

advocate investing more money in their businesses without being sure that

what was ultimately produced as a result of the investment would be better or

that production or productivity would be more efficient or increased. Educators

have never had to struggle with those questions because we have had a virtual

monopoly of public funds. We have never had to compete with anybody or any other

organization for the resources to perform our jobs. Therefore, we have not had to

define very well what we do, or answer very many questions as to how efficiently

424

432



or effectively we do it. As individuals within an organization essentially non-

competitive, we have run for cover whenever qualitative question are asked of

us As the demands of the public increase but their support, in many instances,

decreases, we find ourselves struggling to discover a rationale that is convincing.

As long as we avoid defining the product of our efforts, qualititative questions

will remain unanswerable and embarrassing.

A cursory examination of the present educational organization would

reveal that it is indifferent to instructional equality. Salary and promotions have

nothing to do with maintaining excellent teachers as teachers The profession is

plagued by an exodus of talent to school administration or to the business world.

High teacher turnover and teacher shortages exist despite the fact that preparatory

institutions produce more teachers than any other professional personnel and in

the face of the record that so e state departments of education have more teaching

credentials on file than there are jobs to fill. The incentive system of public

education does not reinforce teaching as a career in education; it reinforces ad-

ministration. In addition, teachers lack professional autonomy and independence,

are unable to practice professional self-regulation or licensing, and are muted by

a system of decision making which needs technical expertise to solve complex

problems but which essentially is ope ated by administrators in the absence of

teacher expertise.

The educational institution's system of reward makes time the central

criterion for advancement, and the salary schedule assumes that all teachers grow

in exact annual equivalents or that expertise is an automatic concomitant of a

given lump of Carnegie units. There are no promotions in teaching. All promo-

tions lead away from the classroom. The single-salary schedule tends to reward

expertise but in actuality is deaf to it. It is the most Innocuous method of remuner-
425

4;33



ation available and fails to confront the whole issue of providing adequate incen-

tives for teachers to remain in the classroom. Teachers have advocated a oss-

the-board increases, and boards of education have countered with merit pay plans.

Both avoid the question of increased responsibilIties as a method of advancement

and continue to operate from the single-salary schedule. As long as time reigns

supreme as the basis of rewarding teaching competence in the educational organi-

zation, we will not have the flexibility to offer substantive institutional incentives

and promotions for teachers as teachers, nor be able to offer the public much more

than they are now receiving for their tax dollars.

Teachers are not only paid in the same manner, in most school systems

they art_ treated as interchangeable parts and all, regardless of talent or experience

are given the same instructional responsibilities. It is not unusual to find a

twelve-year teaching veteran with the same instructional duties for thirty third-

graders as he had the day he first walked into the classroom. Teachers are treated

in large city school systems in accordance with what industrial researchers call

the "machine model" of human behavior. This Paradigm is defined as one in which

employees are "primarily passive instruments", capable of performing work and

accepting directions, but not initiating action or exerting influence in any Bignif-

icant way. I

The desire of large systems for control and hence predictable employee

behavior has led to a highly structured work environment with elaborate sets of

rules and regulations. An unintended result of this practice has been the stultify-

ing effects upon teacher initiative and creativity, the paralysis of the educational

1 March, James G. and others. Organizations . A publication of the
Graduate School of Industrial Administration, Carnegie Institute of Technology.
New York: John Wiley and Sons, 1958. 262 pages.
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program in dealing with changing student and societal needs, and the administra-

tion of the program by formula and categorization rather than by discretion, judg-

ment, and vision. The clamor by parents for better education, the taxpayers'

revolt, recent student disconte -ins and riots, and teacher militancy further

ossify most educational systems as administrato s defend their actions by following

the procedure book even closer for fear of making the wrong decision.

What, then, is the promise of differentiated staffing as an alternative?

Inherent in a plan of differentipted staffing on the basis of responsibility is the

decentralization of decision making, the creation of new teacher roles which pro-

duces organizational inequality and increased flexibility, and the establishment

of pew career patterns for teachers. Concomitantly, in order to assess the effec-

tiVeness of a new staffing pattern, student performance obj ctives are formulated

which permit its measurement with the traditional method of staff deployment. Only

when the organization of education permits its personnel and students to structurally

have strengths and weaknesses, vast differences in training, motivation and

achievement can we successfully meet individual student and teacher needs to

reshape the instructional program. It may be argued that individualization of

instruction for students cannot be attained very well as long as we deal only with

the recipients of that instruction. Individualization of teacher talents is the other

concomitant responsibility in this regard.

Once we admit to the fallacy of teacher "equality" and create an organi-

zation which is unequal and which can capitalize upon the individual and collective

talents within it, we create technical gaps (based upon abilities to perform the

additional responsibilities) among teachers themselves (they already existed,
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but not th a formal role sense) and between teachers and the administrative

structure. Bennis has noted that bureaucracy thrives in an undifferentiated

environment with a pyramidal structure of authority and power concentrated in

the hands of the few. Differentiated staffing shifts decision making from an

individual context to a group context. The most logical rule to follow in the

decision-making process is that decisions should be made by the most competent

people within the organization, e. g., managerial decisions should be made by

managers. The current difficulty in school administration is that teachers are

not engaged in the decision-making process at all at the top levels. Generalist

administrators usually not only make the technical decisions but formulate rules

-which dictate how specialist teachers should perform. The more specialized

teachers become, the more they resent being evaluated solely by generalists.

Education also loses many of its most talented technical practitioners to

management because of the lack of a career pattern. Differentiated staffing

creates a new career pattern which offers a method of reinforcing teacher

productivity and establishes vertical mobility in the teaching faculty where

none exists now. There always have been qualitative breaks in the line/staff

model of decision making in education as in other fields. What differentiated

staffing makes possible is a formalized way of involving teachers in decision

making with administrators where their knowledge and skills are necessary to

produce competent decisions and engage in relevant organizational problem

solving.

2Bennis, Warren G. Changing Organizations: Essays on the Development
and Evolution of Human Organization. NeW York Me Grav"-Hill Book co., i9e6.
434 pp.
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Any model of differentiated staffing should, therefore, extend the

influence of the teacher in the decision-making process. Differentiated staffing
is far more than a salary plan; it is a method of re-organizing the resourceq of
the organization to do a better Job in diagnosing and prescribing and allocating
those resources to be more effective than is now possible. It should seek to
involve teachers in the evaluation of colleagues, since a specialist should
evaluate a specialist in the performance of his responsibilities. This certainly
is one of the touchstones of a profession--its willingness and its ability to
perform the regulating activities of its own membership. The exercise of
this function is central to the desire by teachers for greater professional
independence and autonomy and greater voice in admission to the profession
itself. The power to regulate is the power to control. As long as teachers
leave the regulation of their ranks to other persons or groups, they cannot
govern themselves If teachers fail to define the essence of good practice
through regulation, others less qualified and with motivation perhaps different
from the advancement of good practice are fr e to exercise theirs. The
privileges of professionalism are gained by assuming the responsibilities which

accompany them. This does not mean that the generalist or manager is excluded
from the evaluative process, only that the process should be augmented by the
best avail ble professional expertise end judgment. relative to the Job being
performed.
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The p °posed mod 1 of differentiated staffing has been described in two

previous publications .3 s4 Three basic areas of additional responsibilities are

part of the staff differentiation design. Basically, they pick up strands which

are evident in most systems today. For this reason, most educators will find

the model more easily adaptaJle than those which use a hierarchy of learning

as the basis 0 staff differentiation.6 The three areas are (a) instructional

management, which feature_ an advanced teacher as a learning engineer; (b)

curriculum construction, which adds to a teacher's responsibilities emerging

curricular theory and design by discipline structure;6 and (c) advanced skills

of the practical application of research for the improvement of instruction.

Positions beyond the staff teacher level relate to specific disciplines. At the

primary school level, these positions may be augmented by the introduction of

subject skill specialists.

3 Rand, M. John, and English, Fenwick, "Towards a Differentiated
Teaching Staff." Phi Delta Kappan, 49: 264-68; January, 1968.

4Allen, Dwight W. , "A Differentiated Staff: Putting Teaching Talent to
Work." 0 casional Paper No. 1. Washington, D.C., National Commission on
Teacher Education and Professional Standards, National Education Association,
December, 1968.

5 McKenna, Bernard H. School Staffing Patterns and Pupil_Interpersonal
Behavior: _Implications for Teacher_Education. Burlingame; California Teachers
Association, 1967.

6Scriven, Michael. "The Structure of the Social Studies." The_atructurt
of Knowledge_ and the Curriculum. (G. W. Ford and L. Pugno, editors.) Chicago:
Rand McNally & Co. , 1964, pp. 87-105.
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Figure I

THE TEMPLE CITY MODEL OF A DIFFERENTIATED TEACHING STAFF

NON-TENURE
SENIOR TEACHER
(Lsarning Engineer)

NON-TENURE
MASTER TEACHER
(curriculum and
Research specialisi

TENURE
STAFF TEACHER

TENURE
'ASSOCIATE TEACHER

100% classroom
Teaching

100% clas oom 50-60% classroom
Teachin Teachin.

3-0-40% classroor
Teachin

Entry points to the profession are expanded from a single point (staff teacher)

to multiple points (any of the positions described in the hierarchy). Contractual

periods would vary with the degree and complexity of instructional responsibilities.

For example, the senior teacher is employed for eleven months and the master

teacher is employed for twelve months. This arrangement, coupled with daily

schedule flexibility can take advantage of the fact that many housewives in the

community who have been teachers and still possess credentials can work part

time in some capacity in the school. Many qualified teachers can be drawn back

into the profession. These same people are rendered impotent to the educational

organization now because of its lack of flexibility in the utilization of teacher

time and lack of role flexibility. In addition, the creaticin of the teacher hierarchy

permits excellent teaching to function at all levels. The housewife-teacher is

not forced to work a longer year, but she does not hinder the career teacher from

professional advancement in the organization. One is not penalized at the ex-

pense of the other. Figure II presents an overview of the teacher responsibilities

in the sam'e differentiated staffing model in one discipline, the socIal sciences .
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For many reasons ,scheduling flexibility is an integral component of a differen-

tiated teaching staff. Without fiexibility in scheduling, the superimposing of

new roles will fall victim to rigidity and further stratification. Flexible schedu-

ling is the key to successful utilization of teacher talent and teacher time. The

combination of these two variables are the vehicles for a new school day. For

this reason, the concept of the self-contained classroom, regnant in most ele-

mentary schools today, is a barrier of the first class to differentiation of teacher

roles. It has come to be an accepted fact that no one teacher can be all things

to all children. The continuation of the s lf-contained classroom notion hinders

the effective deployment of personnel and hence hinders effective instruction.

Teacher claims that such flexibility is injurious to children cannot be substan-

tiated from achievement or research data. The statement, "I teach children,

not subject matter, " is a gross misapplication of an earlier educational philosophy.

Children do not learn in a vacuum. Problem-solving activities and conceptual

learning are only meaningful when they can be related to specific instances. In

the words of William James , "No one sees further into a gerneralization than his

knowledge of the facts applied. "

One question persistently raised in a discussion of differentiated

staffing concerns evaluation: Who will evaluate the teachers who are functioning

beyond the staff teacher level? This is an unmanageable responsibility for the

principal, since the advanced training and technical expertise of these teachers

are fax beyond this .7 The rationale for the creation of the position was that they

would improve the quality of the instructional program. They render services to

7English, Fenwick. "Is the
written for SPEIR, Title III ESEA PACE
Riverside , California , January, , 1968

School Principal Obsolete?" A paper
Center, Riverside-Imperial Counties ,
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the staff and associate teachers. Who is better qualified to evaluate the services

than those who receive them? Thus, staff and associate teachers evaluate the

services received by senior and master teachers ( ee Figure III). Senior and

master teacher, in turn, evaluate their colleagues. This is a model of dual

evaluation and places one of the responsibilities of professionalism on the hands

of the teachers . If evaluation is seen not from an inspection-oriented or punitive

vantage point as it has been traditionally conceived and practiced by superivsors

practicing professionals should receive great benefits from the suggestions,

criticisms , and judgments of one another. This two-way flow of ideas and service

monitoring is one of the crucial differences between evaluation as it is currently

conceptualized and the process of appraise) exchange in a differentiated teaching

staff. The assu ption made is that professional teachers are competent to render

valid observations concerning the improvement of their practice. An extension of

this logic would be student evaluation of teachers in some dimension. In the Wave

of recent student agitation and unrest and demands for educational refor , it does

not seem a matter of "if"; rather, it is a matter of "h fl and "when."

Advancement beyond the staff teacher level is not automatic but is

directly contingent upon successful evaluation by one's peers and colleagues . It

is important to note that all personnel in the model function as classroom teachers.

This is a necessity if teachers are to be promoted as teachers. Current definitions

of a teacher as anyone who teaches more than 50 percent of the school day will be

inadequate to describe a teacher's job in a differentiated teaching staff. New

conceptualizations of what a teacher is and does are no more apparent than here.

Since the model of staffing rests upon flexible scheduling, teachers will not be

with children all day long even though perhaps teaching 100 percent. Definitions
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of what teaching is, or what a teacher is should instead describe what happens
with students and in what situations requiring what kind of professional judgments .

Time-based criteria dominate many of our definitions and thinking and are locked into
many legal codes. They will have to be replaced as new conceptualizations of
education are implemented. The creation of the advanced role and the implementa-
tion of the dual evaluation means that teachers will be in a position to govern fully
the spectrum of technical work in which they are engaged from instruction to curric-
ulum writing to the application of research to improve practice.

Decision making in a differentiated teaching staff is decentralized.
Figure III attempts to illustrate the new organizational relationships between the
technical, managerial, and institutional subsystems of the educational institution.
These are based upon Parsonsi8 theory of the major subdivisions in an organization.
Within the managerial subsystem, consisting now primarily of only staff teachers,

is extended in both directions to include teachers as formal partners with admini-
strators in the decision-making pro ess. Decision-making contexts occur at the
school level in the academic senate and at the district level in the academic
coordinating council. It is in these new environments that the technical-managerial
subsystems are integrated in relevant organizational problem-solving activities.
Here, curriculum and instructional program priorities are resolved and related to
program dollars . The principal must involve his senior teachers in the construc-
tion of school policies within the framework of the institutional subsystem repre-
sented by the board of education and the legal code. The principal will become
much more of a group specialist and understand how to coordinate the activities of
his teaching staff at all levels . In case of disagreement between the principal and

9Persons, Talcott. Essays in Sociological Theory. Revised edition.Glencoe, Ill.: The Free Press, 1964. 459 pp
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FiguTe III

A MODEL OF EVALUATION AND DECISION IN/VIKING
IN A DIFFERENTIATED TEACHING STAFF

BOARD POLICY (INSTITUnONAL SUBSYSTEM)

7 INSTITUTIONAL SUBSYSTEM

<- TECHNICAL SUBSYSTEM (Evaluative and decision-making responsibilities)

MANAGERIAL SUBSYSTEM (Evaluative and decision-making responsibilitie5

I CORPORATE DECISION-MAKING SUBSYSTEMS (Technical/mangerial groups
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academic senate because the latter has real power, an appellate body--the

academic coordinating council composed of other principals and master teachers--

resolves the impasse. The linestaff responsibilities of the principal are not dis,-

solved but augmented and redesigned with parallel technical authority of teachers

functioning in the advanced roles.

The differentiated teaching staff places the professionalization of

teachers squarely on all members of the education profession. It asks school

administrators to form new relationships with teachers within the school and

school district as colleagues in the decision-making process. It asks of teachers

an acceptance of the challenge for additional training to serve in the new capacities

with increased sophistication and competence. The aura of what has been called

"credentialism, "9 i.e. , a defensive posture concerning nonprofessional functions,

must be replaced by new vistas of experimentation, redefinition, and change.

Those professional tasks which no longer require judgment and which have be9ome

routined must be delegated to auxiliary personnel or machines. Growing pro-

fessionals are never in the position of being replaced and thus will not hide behind

"credentialism" as an excuse not to differentiate role a signments. Discarding

"credentialism" allows the professional to use his judgment in other areas where

his competence is necessary.

Differentiated staffing offers to American education new organizational

flexibility and new conceptual structure. It offers to the teacher advanced levels

for promotion and participation in organizational decision making. It places

the teacher in the position of being maximally effective to learners through

scheduling flexibility and the deployment of talent in unequal amounts at varying

times and raises the quality of the instructional program in a substantive way by

taking optimal advantage of teacher technical expertise in shaping relevant and
len, Dwight W "Credentialism." Working paper. A:nherst: Universityof Massac usetts. May, 1§68. 437
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self-renewing curriculum. This is the alternative which is available. Not to

accept it isnot to knew what education might become. Not to implement some

model of it leaves us without a defense of present practice. If we cannot defend

what we are doing, perhaps we ought not to be doirig it.

Perhaps the greatest benefit of differentiated staffing is that it forces

educators to ask qualitative questions that will no doubt prove highly uncomfortaLe

such as: what is the relationship between differentiated staffing and increased

student learning? Will the implementation of differentiated staffing improve

human relations in the school? Will increased technical expertise of teachers

really produce relevant learning?

We will never be able to accurately assess the quality of learnirg until

the objectives of education .are stated in observable performance terms. Increas-

ing evidence and study indicate that while we may not be able to specify all the

affective counterparts to cognitive knowledge, we certainly can be more precise

about the educational product than we have been. As we develop performance

criteria, we may also test current practice against other alternatives that are

available.

Me time of maximum insecurity for educators will be when they begin

asking qualitative questions and find that they have to admit that many are

obsolete, with validity, and contrary to a good deal of logic and research already

available. Asking qualitative questions means shedding light on traditional

assumptions and demanding empirical evidence for their continued usage. This is

the skeleton in the professional closet which gets rattled in considering a reorgani-

zation of public education via a differentiated-teaching staff. When the product

is defined, the methods-means of producing it can be assessed or at least made
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quan atively approachable.

The relationship bi...tween learning and any staffing pattern rests upon

the assumption that the manner in which teachers are deployed with students and

the degree to which that relationship is meaningful and relevant are positively

correlated. Students are facilitated or hindered by significant adults, some of

whom are called teachers and are subjected to certain organizational and societal

rules concerning the purpose of this relationship in a special place called school.

We further a sume that if the professional teacher has greater ability

to manipulate his time and talent, he will know how to better diagnose and pre-

scribe unique experience which will facilitate student learning beyond the methods

currently available. If this is not true, we shall have laid our professional

souls bare, for many of our excuses will have been taken away. The validity of

our practice will be put to the test. This means challenging the nature of teacher/

administrator trair4ng, the nature of professional diagnosis, the nature of the

deployment of professional personnel in keeping with diagnosed student needs, and

the efficient utilization of our resources to accomplish specified lea ning tasks.

If diffe entiated staffing is accompanied by significant changes in the

decision making st ucture of education and the development of collegial relation-

ships between teachers , administrators, and students, the human relations of the

public school stand to gain immeasurably. If all concerned with the school and its

program are involved meaningfully in a real dialogue about its structure and content

and how activities can be tailored to the instructional program, it may be expected

that the potentiality of conflict will be increased but that the solutions available

to solve real problems will also be increased. Real participation of teachers in

organizational problem solving as peers in the democratIc process will mean
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adminlstzators will be more vulnerable than before and teachers will be vulnerable

for the first time in their new roles . The relevancy of the institution to the society

itself should be increased. Communication and commitment to the goals of the

school should also rise. Extraorganizational conflict may decrease, intra-organi-

zational conflict will be expanded. The "smooth ship" notion of good leadership

just may be all wet when an organization is characterized by broad participation

in the decision making process.

The danger in considering the implementation of a differentiated teaching

staff is that it may be seen as an end rather than as a means. Viewed as an end,

it could be completely irrelevant to improvement in student learning, even though

it may produce desired changes in the teaching profession. Viewed as an end, we

may simply refine the status quo. Correctly seen as a means toward greater utili-

zation of educational resources , it may provide a breath of fresh air for American

education. To have tried it and failed may in itself be a new dawn for the teaching

profession. Not to have tried it all may be to have failed at professionalism itself.
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B. Temple City

Reprinted with permission from Phi Delta Kappan, January, 1968

TG1'ARDS A DIFFERENTIATED TEACHING STAFF

By M. John Rand and Fenwick English

(The single salary schedule and the assumptions of homo-
geneous teacher roles which support it constitute a
school tradition carefully built over the past 30 or
40 years. Mr. Rand and Mr. English think it is time
to change this tradition.)

MR. RAND (1622, University of Southern California Chapter)
is superintendent of the Unified School District, Temple
City, California. MR. ENGLISH (3322, University of Sou-
thern California Chapter) is director of the Differentia-
ted Staffing Project for the same district).

The acute shortage of teachers arid the growing movement toward teacher

professionalization are placing unbearable strains upon the present org iza-

tional structure in education. The shortage is worst in the nation s largest

metropolitan areas, where organizational structures are most rigid and inner-

city children are in greatest need of good education. In suburban districts there

is growing constituent dissatisfaction. Taxpayers are balking at increasing

education costs without some proof that the pudding will be better.

Rising militancy and mass "resignations" last fall are signs that teachers

are diesatisfied with their roles as mere implementers of administrative decision.

Their demands are certainly more inclusive than simply a raise in pay. Teachers

are telling us something we should have known or predicted long ago. When a

group of people increase their technical competence close to that of the two

members of the hierarchy, lines of authority become blurred. The subordinate

position begins to rest more upon arbitrary and traditional distinctions than

upon competence to perform the job.

Teachers are demanding inclusion in the decision-making process in educa-

tion. A3 Corwin says,1 professionalism As associated positively with militancy.



Rather than arou2e hostility in administrators and lay boards, it should be

welcomed as one sign that the teaching profession is coming of age.

Increasing teacher specialization and competence mean that roles within

the present educational structure are in the process of change. Teachers are

recognizing that to break out of the ceilings imposed by the single salary

schedule they must reexamine the assumptions which support it. The increasing

need f r high specialization and advanced training means that some teachers

should be paid between $20,000 and $25,000 per year, as are specialists in other

fields. So long as me have the single salary schedule, however, no one will

get this amount. The money simply cannot be raised without a complete (and in

the short run completely impossible) overhaul of tax structures, school financ-

ing, and public value systems.

Hence the dissolution of the single salary schedule ie a must if the

teaching profession is to advance. Teachers will generally admit that not all

of them possess the same abilities or strengths. They reject the onus of "merit

pay," however, as "unprofessional" or otherwise undesirable. Merit pay plans

offer the advantage of dissolving the single salary schedule, but ordinarily make

no distinction in job responsibilities of teachers. Added pey is for "Merit,"

not for added responsibility. As long as teaching is considered an art, one

manta superior" teacher is another's "average" teacher. Judgment of teaching

"excellence' must be based on careful research just beginning to emerge at some

universities. We have a long wgy to go before we can specify on the basis of

empirical evidence what teaching excellence consists of. Hence we do not have

the foundation for merit pay.
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The Temple City plan approaches the problem from a different perspective.

Teachers are not treated the same. They may receive additional remuneration for

increased professional responsibilities, which means change in' their roles as

teachers. These new responsibilities imply increased training and time on the

job, and implicit in the concept of advancement is professional competence as a

teacher, however it is measured. Teachers are not chosen to be paid more simply

for continuing to perform their same functions; they are paid more for assuming

increased responsibilities in the instructional program. They are selected on

the basis of their experience and qualifications for the job by a professional

panel and are retained only as they are able to perform adequately in their

capacities. The Temple City Differentiated Staffing Plan, almost wholly designed

by teachers, offers a way for teachers to receive remuneration of $20 000 per

year by differentiating teaching roles and systematically enlarging their author-

ity and decision-making powers to shape the instructional program.

The Temple City plan is not a brand new idea. Aspects of the plan have

been espoused by Myron Lieberman,2 J. Lloyd Trymp,3 and Robert Bush and Dwight

Allen4 at Stanford University. Allen was instrumental in developing the Temple

City project, funded by the Charles F. Kettering Foundation of Denver Colorado,

for an 18-month study. The TEPS program of the NEA has also been active in pro-

posing differentiated roles for professional personnel. The strength of the

Temple City concept of differentiated staffing resides in a high degree of staff

participation in its development. Indeed, the process of development is every

bit as important as the product, i.e., an acceptable organizational design to

implement the ideas of the professional staff.

The origin. model of differentiated staffing was developed by Allen and

presented to the California State Board of Education in April of 1966 (see Fig-

ure 1). Later it was altered in the work done by Temple City teachers
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Figure 2). At the present, this model is undergoing further revision es a

result of financial studies and further staff feedback. A brief sketch of the

job descriptions follows:

The Teaching Research Associate (TRA) is the "self-renewal" unit of the

organization. His primary function is to introduce new concepts and ideas

into the schools. He is well-versed in research methodology and evaluation

of instruction. The TRA way conduct field studies, but his major purpose is

to translate research into instructional probes at the school level. The TRA

functions in the present structure EIS 8 classroom teacher, as do all of the

other personnel in the differentiated staffing plan, although in a limited

capacity. In this way he does not lose sight of the receivers of his efforts.

The TEA represents the apex of professtonal advancement for the aspiring teacher.

The Teaching Research Associate meets ell of Rogers,
5

criteria for initiat-

ing planned change in education. These are: (1) base the topics investigated

on felt needs of practitioners; 2) create an educational structure to facili-

tate change; (3) raise the practitioners' ability to utilize the research

results. Part of the TRA's responsibilities are implied in the third criterion

mentioned by Rogers. Much of his liaison work with staff end current research

will be to increase the sophistication level of teachers end help them use it

in practice and evaluate its effectiveness.

TeechilIg_Cu=lculum Associate

The Teaching Curriculum Associate (TCA) also _u t possess knowledge of

research methodology, except that his knowledge is more applicable to cur-

riculum theory, construction, _ _d evaluation. In addition, the TCA would be

adept at modifying national curriculum studies to meet local needs end local

teacher proclivities.
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The TCA also works at raising the level of teacher specialization in spe-

cific subject areas. He is more of a communications specialist than the TRA.

However, due to the overlap in some functions, and because it is difficult to

separate research from curriculum and instructional improvement studies, these

two functions will probably be combined into one position: the Teaching Research-

Curriculum Associate.

The Senior Teacher
_

The senior teacher is primarily responsible for the application of curric-

ulum and instructional innovations to the classroom. The senior teacher is an

acknowledged master practitioner, a learning engineer, a skilled diagnostician of

the learning process. He is the teacher's teacher.

The senior teacher as an instructional advisor heads a subject group and

represents this area on the school academic senate. He shares with the school

principal the selection, performance, and evaluation of his colleagues in that

subject specialty. In a team teaching situation, the senior teacher would func-

tion as a team leader. At least one-half of this teacher's day would be with

students.

TI&MASI.Teacher

In a sense, all teaghers in the differentiated staffing plan are staf

teachers. A full-time staff teacher spends his school hours with students.

performs the same professional functions as most teachers in typical school

districts. In a differentiated staffing plan the staff teacher is relieved of

semi-professional and clerical duties by employment of the following assistants:
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The Academic Assistant:

The academic assistant is a skilled paraprofessional, or a teacher intern

(associate teacher) from a nearby college or university. He works with stu

dents and may instruct in special or skilled areas. He may also maintidn p

ical materials, grade papers, and supervise resource center activities or

student study.

The Educational Technician:

The educational technician assumes many of the clerical and housekeeping

tasks that consume so much professional time in the present organization.

The technician keeps records, duplicates materials, type , supervises student

movement on campus, takes attendance, etc. The technician has little, if any,

instructional responsibilities.

The Adacemic Senate:

Teachers are formally involved in school decision maidrg through the

organization of an academic senate on each campus. One of the responsibilities

of senior teachers is to represent the staff in the establishment of school

policies relating to the educational program and its improvement.

The School Manager:

In addition, the principal's role is differentiated by establishing a

position called school manager. The school manager assumes responsibility for

most of the business functions of school operation and thus relieves the prin

cipal for attention to the instructional program. It is hoped that eventually

the principal will also refurbish his image as a teacher by assuming some
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direct teaching responsibilities with students. Most principals would find

this impossible now, since they too are overburdened with paperwork and admini-

strivia.

This combination of teacher specialists and administrator generalists would

provide the school with the best judgments of all the professionals occupied with

shaping a dynamic instructional program. School leadership is clearly enhanced

with teachers exercising judgment as to how the instructional program should be

improved. The principal's role iS strengthened, since he can count on the

specialized expertise of his senior teachers in the hiring and evaluation of the

instructional staff. Teachers are intimately involved in professionalizing and

discipling their own ranks through the academic senate. This is crucial for

full-fledged maturity; effective professional regulation can only occur when

teachers assume responsibility for each other s performance. Administrators

should welcome this desire for more responsibilities and assist their staffs in

learning how to develop and exercise the leadership concomitants to fulfill

this important professional role

A discussion of differentiated staffing would not be complete without men-

tioning sonm of the problems the district has encountered in studying this con-

cept. Differentiated staffing challenges a basic assumption inherent in the

organizational structure of education. The myth that all teachers are equal

exercises a powerful influence upon our thinking. The present organizational

structure which assumes that one teacher can be all things to all students is

a barrier of the first magnitude, especia4y at the elementary level.

One way of avoiding change and protecting oneself is for the teacher to

shut his door and isolate himself with his 30 children. The position of the
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teacher in his classroom fortress is easier and more secure without the scrutiny

of his colleagues. To differentiate teacher roles is contrary to the standard

organizational pattern of elementary education for the last 100 years. When

teachers perform different functions and assume new responsibilities they cannot

be with children all day long. They must have time during the school day to plan

with colleagues and conduct studies or meet with individual students. This im-

plies some type of flexible scheduling, plus dual use of instructional models and

resource facilities. This in turn means that teachers must delegate to para-

professionals many nonprofessional responsibilities that do not demand a high

degree of skill and training.

We have found a greater resistance at the elementary level to concepts of

differentiated staffing than at the secondary. Some teachers fear that tnam

teaching, use of paraprofessionals, resource centers and flexible scheduling will

permanently "damage" their children. They fail to recall that the present organ-

izational structure established in 1870 at the Quincy Grammar School was organ-

tized for administrative convenience and that critics pointed out even then that

it rather callously ignored the needs of continuous educational progress for each

individual student.

Also we noted that a greater proportion of women than men object to teachers

assuming a professional disciplinary role with their colleagues. Thi pe-

cially true at the primary level, where a traditionally protective environment

shields both students and teachers from decision making and colleague interaction.

At the secondary level, the idea of differentiated staffing was received more

warmly. Here more teachers are men and the tradition of subject area speciali-

zation and leadership through department chairmen has been well established.



However, some teachers at the secondary level are just as immobilized in their

ix-period day, self-contained classrooms as their elementary counterparts.

Some administrators will be uncomfortable in sharing the decision-making

process with their staffs. Fear of losing status is an important consideration

when proposing new roles for teachers. One must remember that almost all other

roles in a school district hinge upon that of the teacher. If the teacher base

is expanded upward, a shift is required in functions all the way to the super-

intendent. This means that in the Temple City plan teachers (teaching rese-

arch associates) will sit with principals in an academic coordinating council

headed by the superintendent. This district-wide group plans and anticipates

district movement. Teachers (teaching curriculum associates) will also be a

part of the curriculum coordinating council headed by the assistant superintend-

ent. This group articulates curriculum development through the grades.

Teacher specialists form an integral part of the decision-making machinery

with the administrators of the district.

The Temple City plan of differentiated staffing offers a way to emanci-

pate the teacher. It changes and enlarges the roles of teachers, increases

their autonomy and decision-making powers, offers career advancement, and

places them in a position to assume a regulatory function of their own pro-

fession. From the point of the administrator it enhances the leadership poten-

tial of his staff and builds in some guarantee that the instructional program

will indeed remain vital and strong in all areas. A board of education and

community should be encouraged when their teachers are willing to assume a

corporate responsibility for the quality of education in their schools. The

fact that teachers are disciplining themselves, are constantly in the self-

renewal process and have the freedom to rise as teachers to the top of their
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abilities and willingness to work means that the collective human resources

which lie fallow in every organization are more fully tapped. In the short

time our project has been operative we have been amazed at the talent which

has emerged from our staff.

The most difficult barrier of all is not physical or financial but the

subtle limitations in our vision, attitudes, and expectations, conditioned by

one organizational structure for over 100 years. The validity of this structure

may have been eroded, but its form has been firmly implanted in crJr psyches.

The ability to rise above our own conditioning and previous expectancy levels is

the most difficult problem, for solutions cannot be devised until problems ar

accurately perceived. Perception in limited when assumptions cannot be ques-

tioned. Our inability to see that some of our frustrations stem from traditional

assumptions is a tragic dilemma. Differentiated staffing is a concept which

challenges a whole host of notions about how American education should be organ-

ised and operated. At the moment it may be heer

tice.

$ in a decade it may be prac-

1Ronald G. Corwin, Militant Professionalism, Initiative and Compliance in

PUblic Educatinn," Sociql2gy_ellamion, Vol. 380 pp. 310-31, Summer, 1965.

?Myron Lieberman, TheTaiire of_NWAsjkkalgian. Chicago: University of Chi-

cago Press, 1960.
3J. Lloyd Trump and Dorsey Baynham, 4LdetBetter Schoo1. , Chicago: Rand

McNally, 1961.
ioDwight Allen and Robert Bush, _rBz__2-jztL__j,._ANeDesi..foz$chocl-cat.on. New

York: McGraw..Hill, 1964.
5Everett M. Rogers, ',Developing a Strategy for Planned Change." paper presented

at a Symposium on the Application of System Analysis and Management Techni-

ques to Educational Planning in California, Orange, California, June, 1967.
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IV

Ix

FIGURE 1. THE PROPOSED HIERARCHY BASED
ON DIFFERENTIATED COMPENSATION AND RESPO rTIEs*

CURRICULUM ASSOCIATE
(12 positions)

twelve-month contract
014,000 - 018,000
4 steps

SENIOR TEACHER
(32 positions)

twelve-month contract
$12,000 - $14,000

4 steps

STAFF TEACHER
(51 positions)

ten-month contract
$8,000 - $10,000

5 steps

ASSOCIATE TEACHER
(80 positions)

ten-month contract
$6 000 - $8,000

10 steps

[PARiPROFESSIONAL PERSONNEL

Doctorate or
Equivalent
Typical

M.A. Typical

5th Year
Typical

A. B. Typical

Non-Certific d

Staff

*This model of a differentiated staffing plan was developed by Dwight Allen

and wee presented to the California State Board of Education in April 19.66.
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Reprinted with permission from the Temple City Differentiated Staffing

Project, Temple City, California

THE TEMPLE CITY STORY -- DIFFERENTIATED STAFFING FOR VITAL LEARNING

EDUCATION IN FERMENT

American education is in ferment.

Despite a surplus of trained personnel, there is a nationwide

shortage of approximately 175,000 teachers. That there should not be a

manpower problem is highlighted by surveys %hat indicate that more than

one million trained teachers are not in the classroom because they choose

to work elsewhere. MOreover, there would be no problem if the nation's

annual 200 000 graduates of teacher training institutions would enter and

r_emain. in. teaching. This shortage and the increased militency of teach-

ers throughout the nation arise because teaching is not yet completely

professionalized.

Teaching lacks career incentives; it is unable to exert holding

power end advance its members es their skills increase. It lacks profes-

sional autonomy and the power of self-regulation. When surveyed, teach-

ers say they resent the low status and pay they receive as compared with

other professions equivalent in training requisites.

Today's teacher is better trained and more aware of the realpolitick

than his semi-skilled precursor. Many states now require post-matricula-

tion study and still others demand that teacher training be adjoined

with a study major outside of education.

These better trained teachers are chafing under an educational
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bureaucracy encumbered with a feudal ordering of privileges that assumes

that all teachers ere alike in skills, that they cannot participate

competently end resonsibly in the decisionmaking process, end that they are

incapable of setting their own standards. The winds of chenge are also

fanned by reward system that is at odds with the goal of keeping the

best teachers in teaching. Traditionally, teachers are promoted only by

leaving teaching and entering school administration. The overwhelming

career ambition of men, at least in the elementary grades, is administra-

tion. Whet results from all of this is an imbalance of female instructors

in the formative grade levels and a scarcity of effective, male teachers.

The growing dissatisfaction of the A erican teecher is exacerbated

in more ction-directed forms of protest. Militantly impatient teachers

are attempting to negetiate directly directly with boards of educations

end state legislatures. In the shuffle Of power relations education's

bureaucracy loses its reason for being and the public is bewildered to

find teaching's new locus of accountability. As yet, there are no clear-

cut guidelines to define the proper rdle of education in the molding of

responsible and purposeful future citizens.

Merit Pay

Merit pay is one suggested method to keep good teachers in the class-

room. As it is generally applied, merit p y is given to teachers regarded

88 "superior." The concept has serious shortcomings. First,there is the

problem of criteria. What constitutes a superior teacher? Who should

select him. Will the "organization man" be rewarded instead of the

maverick inatructor who is equally effective? Even if applied nondiscrim-
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inatively, merit pay although supposedly recognizing superiority does not

alter job responsibilities. The superior teacher is paid more but is

not efficiently deployed. He is en excellent teacher, but is he also

en excellent clerk? If not, there is no justifiable reason for him

spending upwards of a quarter of his time on purely clerical atters--

as i s now the standard practice.
1

If not merit pay, what?

Dr. Dwight Allen of the University of Massachusetts end other

prominent educators propose various forms of a teacher hierarchy based

on differentiated compensation end responsibilities. Differentiated

staffing is patterned according to teacher abilities and is a means to

promote teachers as teachers end give them enletged powers to shape

the curriculum they must teach. It fuses together an instructional team

that cen use to the full advantage the excellent housewife teacher, yet

can take advantage of the energy and the initiative of the career teacher.

The Temple City Project

Dr. Allen was ivited to Temple City during December of 1965 to

explain his concepts. This initial presentation was followed by a com-

munity workshop that mapped out a project proposal that wee submitted

to the Charles F. Kettering Foundation of Dayton, Ohio, for funding.

From the outset, teachers were actively involved in the formulation of

IA survey of Temple City teachers by the Project's Teacher Job
Analysis Task Force reveeled that actuel classroom instruction averages
out at 45 percent of the total time allotted to teaching under current
staffing and organiZational plans. The Task Force recommends that the

figure be increased to 65 percent.
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of staffing policies.

One year later (December, 1966) the Kettering Foundation awarded

the School District a study grant of 041,840 to devise a rationale for

a differentiated teaching staff. This sum Wes augmented in 1566 by an

additional $15,000 grant. To administer the project, District Super-

intendent M. John Rand activated a project steering committee and em-

powered it to make recommendations through him to the Board of Education.

By virtue of its decisionmaking authority and representational

membership, the S eering Committee is an important instrument for the

administration of educational innovation.
2

The Differentiated Hierarchy

The Temple City model of differentiated staffing has at its core a

four-level teacher hierarchy and auxiliary personnel support system.
3

It creates the new career patterns so essential for evolving a true

profession of teaching. It refocuses teacher efforts to areas of

specialization. Salaries renglng to $25,000 are made possible thvough

a more efficient utilization of staff talents.

Multiple entry to teaching is encouraged since the District may

hire personnel for any level of the hierarchy and each level hes need

for a special type of person. Creation of an auxiliary personnel support

system facilitates the entry of minority group adults to the educational

establishment end it broadens their opportunities to advance up the

2 See section entitled Steering C _-ttee: Novel Dimension for Educe-

tio 1 change.
See,section entitled A New Structure for Teaching.
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career ladder to full-time teaching. Curriculum and research specialists

ere utilized throu employment at advanced positions on the hierarchy.

The backbone of differentiated staffing is the St ff Teacher, hose

qualifications are equivalent to those demended of teachers elsewhere

(viz., a B. A. degree plus the teaching credential). His role under

differentiated staffing, however, is qualitatively different. His

ancillary housekeeping and clerical duties are reduced to a minimum and

absorbed by instructional aides. Increased preparation time permits

the Staff Teacher to be more effective in his teaching.

He is more versatile than beginning and provisional teachers who

ale grouped under differentiated staffing as Associate Teachers. The

Staff Teacher is effective in small, medium and large group instruction,

while the Associate Teacher is usually inexperienced in all three.

Associate Teachers ere deployed wherever there is no need for advanced

expertise or experience in the subject area or skill level under instruc-

tion.

Senior Teachers are responsible for the application of curricular

innovations to the classroom. These innovations are first evaluated by

the Master Teachers, who hold the hierarchy's top position. They are

needed because must of what is generally taught in American schools is

not relevant to the lives of most students. The problem is basically

that the institution of education hes traditionally lacked the ability

to "renew" itself, to feed into teaching a steady stream of new ideas

in el systematic fashion.

All personnel must teach and ell teaching is organized on a flexible

schedule permitting increased student contact. Classroom teaching varies
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from 100 percent teaching for Associate and Staff Teacherm, to 50 percent

for Senior Teachers and 25 percent for Master Teachers. This common pro-

fessional experience in the classroom is designed to mitigate against

the establishment of a new elite for education. Breaking the bonds of

education's adolescence requires also flexibility of organization.4 If

teachers are to have increased time for preparation, if the curriculum

is to be constructed for the maximal effectiveness of its instruction,

if the advanced roles of differentiated staffing are to function efficient-

ly or et all, end if students ere to receive instruction based on their

needs, i terests and abilities, scheduling flexibility is a must.

Self-Regulation

The professionalization of teaching is evident et all levels of the

Temple City Model. Highly qualified teachers can now command top salaries

and all teachers can assume regulatory responsibilities for their profes-

sion end be actively involved in formulating academic policies.

Teacher evaluation is two wey: Associate and Staff Teachers evaluate

Senior and Master Teachers end in like fashion Senior and Master Teachers

rate the teaching performance of their classroom colleagues. Traditionally,

evaluation has been one way in form with school principals periodically in-

specting the in-class performance of staff members: No provisions are

made for teacher evaluation of the advanced leadership and other support

personnel (e. 6., curriculum coordinators). As a consequence, critical

evaluations are often viewed by teachers as emanating from administrative

arbitrariness and not from teacher incompetency.

4
See section entitled Flexible Scheduling for Efficient Study.
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Under differentiated staffing, the venced roles of Senior end

Mester Teachers are cegarded as existing ee e sovvice end leadership

function. Thus, the reason for two way evaluatio those receiving the

services ere in the best position to ascertain their relevancy. All

evaluations ere coordinated through the _hool's prime decislor.making

body--the Academic Senate--and through the Diatrict-level Acaclemic

Coordinating Council.

The Academic Senates at each school give teachers the major voice

in school aff irs. They are composed of Senior Teachers, by subject area;

school principals serve as chairmen. In the interim period until full

deployment of the advanced roles, Senate memberehip will also include

representatives selected by Staff Teachers.

Specific school policies are legisleted by each Senate. All

members including the chairmen (the school principal) have equal power.

The Senates elso prepare operating budgets for their schools thet are

submitted to the Superintendent of Schools and the District Business

biatioger for anelysie Upon sp novel, the budgets sre administered by the

respective Academic Senates.

People to fill the advanced roles of the differentiated hierarchy

ere screened for qualifications by the District Director of Personrel

who is assisted by a representative group of teachers in the subject

aree under consideration. Recommendations for employmen4- are routed to

the Board of Education from the Senates vIa the Superintendent.

Disegreements that may arise between Senate members ere referred

to the District's Academic Coordinating Council, composed of an equal

number of school principals end Mester Teachers. The Superintendent
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is its chairmen. Beyond the Council's appellate function, it is importan'

for future decentralization of District-level decisiormeking.

New Role for Princip3ls

The tr§ditional role of principal ("keeper of the Keys")

In its steed, persons possessing expertise in group dynamics,

and hum n engineering are hired to chair the Academic Senates

their executive officers. As such, the prototype principal i

is abolished.

Sensitivity

and to be

ore

social menager than petty administrator. Most state education codes re-

quire that he still beer legal accountability for the school; however,

his link to power will be as firm (or as weak) 8S his ability to maintain

the quality of professional relations within the social system of the

school.

Nonacademic duties of the differentiated principal are assigned

a new administrative position of School Manager, which is completely

subordinate to the instructional program.

Project Schedule

Present plans are for the movement into differentiated staffing to

proceed at two schools per year if outside funding remains sufficiently

high during the transition period. If successful, this will effect

full implementation in three years, by school year 1970-1971. Schools

are selected for entry into ditferentiated staffing according to staff

readiness es measured by several teacher 8 ttitude inventories, both

local and national. The phase-in process also is based on the availability

5
of support facilities.

5
The tentative proJect schedule is outlined in Diagram I.
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Diagram I. TENTATIVE PROJECT SCHEDULE

chooi Yeelr School adeg

1968 - 1970 Oak Avenue 7-8

Emperor 3-6

(Fartial Staff Differen i-
ation)

1970 - 1971 Cloverly 6

Emperor 3-6
(Possible K-2 Expansion

19 -1972 Temple City High
liongden

9-12
1-6

The Training Program

Differentiated staffing is en untested reorganization of the teaching

profession. Consequently, there ere no tr ining institutions that are

currently producing teacher candidates to fulfill Temple City's needs

for differentiated personnel. Teacher training must be "retooled" to

produce a new type of teacher product.

For the interim period, Temple City is part of a consortium composed

of the Claremont Graduate School and the University of Massachusetts.

Qualified personnel that emerge from the consortium's program are drafted

to train other staff members. The process, therefore, is regenerative

and will not require continued University support after a sufficient

number of differentiated educators is achieved. By that time, however,

it is expected that the Temple City Model will be adopted by other school

districts end that the resulting demand for differentiated personnel will
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spur other teacher training institutIons to follow the lead of Claremont

and Massachusetts.

The specific training intensity end sequence for each new role is

outlined in Diagram II. The progra 's training strands are separate in

nature, but are also arrangea to meet the needs of each staffing

classification and can occur simultaneously.

The key training strands are A, B, C, and F. The other strands

although important are of lesser priority and are supportive in function.

Strand A (Scholar-Teacher Arraned St dies) positions the trainee

in a consultative relaticn with field groups of 1-3 piofessors for the

major areas of the curriculum. Consultant services include school visits,

individual teacher conferences, directed study and occa-ional large group

presentations. The scholar-trainee ratio is approximately one to four.

Strand B (Instructional Management Studies) provides the trainee

with 8 wide repertoire of methods for monitoring classroom teaching.

This strand trains teachers to be skilled in the strategies for the

individualization of instruction and the development of inquiry and

cultural understanding. Tactical decisions in classroom teaching are

studied as to their influence on shaping effective leerning. These

_dies stress classroom simulation, field involvement end data collec-

tion.

Strand C (Behavioral Study of Organizations) builds within the treinee

the theoretical end experimental bases for a smooth transition to dif-

ferentiated staffing. Individual programs are designed for administrators

and the intern Senior and Master Teachers.
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Strands

Senior Teacher

Master Teacher

Adnunistr tor

DIAGRAM II
Staff Teachers are administered the three-month long Training Strand H
(Micro-Teaching). Senior Teachers progress in the training program in
the following fashion; Strand E (Model Building and Human Relations),
three months, Strand B (Instructional M nagement Studies), one year,
Strand A (Scholar-Teacher Arranged Studies), five months, and Strand
C (Behavioral Study of Organizations), five months. For Master Teichers,
the training sequence is Strand E (Model Building and Human Relations),
three months; Strand A (Scholar-Teacher Arranged Studies), one year
and five months, Strand B (Instructional Management Studies), f ive
months, and Strand C (Behavioral Study of Organisations), five months.
The administrative training program begins with Strand C (Behavioral
Study of Organizations) for one year and ten months, and proceeds to
Strand B (Instructional Management Studies) for five months, and ends
with Strand E (Model Building and Human Relations) also for five
months. The Auxiliary Personnel Training program is encompassed by
Strand F (Auxiliary Personnel Training) which runs for five and one-half
months.
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Strand F (Auxiliary Personnel Training ) is conducted by a resident

instructor who is sensitive Lo the problems of the minority groups from

which instructional aides are recruited. Training centers on the

achievement of basic clerical and housekeeping skills and their relation

to the educational system.

Strand E (Model Building and Human Relations) is a survey of

relevant innovations in education end an exercise in the construction

of substitute models of specific innovations. Strand H (Micro Teaching)

arms the candidates for Staff Teacher with an alternative method of

evaluating their colleagues.

Strand D (Evaluation)

Strand D's formal study program is supplemented by an ongping, on-

the-scene monitoring of the developing behavior, perspectives and prob-

lems of the emerging staffing roles. This monitoring revolves around an

intern l evaluation of the entire training program. All trainees take

part in the process.

An independent evaluation also is conducted by the Project Evalua-

tion Board, a representative group of specialists who give professional

advice and offer technical assistance where necessary to the project staff.

Objectives for the Staffing Project are based on learner, teacher,

and societal needs.6 The Projectis succeasfUl only if these needs are

6_Learner needS are Measured by the Temple Citv HiAb SChool_Flye-Yeer
Follow-uo_Studv, 1963. Teacher needs are reflected in the Report on
Teacher Supply and_Pemandj.965-l975 for the California State Board of
Education by the Arthur D Little Company and in Supply and Demand
111111e_ School _._1967, published by the National Education Association.
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satisfied at a lower cost than that feasible under the traditional

organization.

Interim evaluations of differentiated staffing et Oak Avenue Inter-

mediate School end flexible scheduling and partial staff differentiation

at Emperior Elementary School have been generally favorable. Teachers

report en increase in individualized instruction and point out that the

instructional pr gram is unequivocally superior to a traditional program.

Further, they indicate a great deal of personal satisfaction with what they

have designed, even though they are working visibly harder then before.

Not one teacher noted in extended interviews with the Project Director

that it was not worth the extra efforts to make differentiated st ffing

operational.

The Financial Plan

The advanced teaching positions of differentiated staffing can be

afforded only by a dispersement of a specific percentage of teachers

into Staff end Associate Teacher positions.

All new teachers hired by the District enter employment on a dif-

ferentiated salary schedule. Currently employed staff members have the

option of remaining on the traditional schedule as Staff Teachers or

converting over to the differentiated pay system.

Teachers that choose to convert will be advanced on the schedule

S cietal needs are measured by A Plan for_Evaluating the Educational

Frogxams in_Pennsvivania. It is expected that revisions will be Made

8S the staffing model is implemented. This will provide.constant analysis

of the relative adequacy end validity of the goals, operational defini-

tions and criteria for the goals of differentiated staffing.
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faster than they would normally over the short tenn The differentiated

schedule, however, has a lower salary ceiling. Proximity to retirement

and confidence of ability to be promoted to the higer teaching ranks

are two factors that teachers weigh when cor idering the short term

advantages of conversion and the long term implications of standi g pat.

It is anticipated that the 175-position tea ._ng staff will re-

main at its current staffing level at least until school yesr 1972-1973.

Staff members in the interim are expec ted to redistribute themselves

along these lines: Master Teacher, four positions; Senior Teacher, 20

positions; Staff Teacher, 85 positions; Associate Teacher 66 positions.

During the transitional peri d, differentiated staffing must be

partially supportel by outside fundin, under terms of the Education

Professions Development Act. This Federal statute offers prime assistance

in training District personnel to occupy t e new positions made possible

by differentiated staffing. The added financial resources are vital if

disruptive personnel displacements end associated deterioration of staff

morale are to be avoided. These increased costs are transitory in nature

d are distributed over a five-year period after which time offsetting

savings should equal the expense of the current teaching staff with

normal cost-of-living increments. Thereafter, any increased costs

woad be for instructional aides necess ry to carry out flexible schedul-

ing.

For Temple City, cost- will peak during school years 1 9-1970 and

1970-1971 when the largest propor ion of the teaching st ff will redi tribute

themselves onto the differentiated salary schedule.
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A NEW STRUCTURE FOR TEACHING (See Diagxem

Here's a breakdown of the various levels of the Temple City Model:

The Associate Teacher

The Associate Teacher is a beginner, the first year teacher. He

has a B. A. degree or is a teacher intern. He cen be protected by

tenure. He has full time teaching responsibilities. His teaching load,

however, is ligireer and less demanding than that of the Staff Teacher.

He is less sophisticated in methodology and in pupil diagnosis than

other staff members. His salary range is to650049000.

The Staff Teacher

The Staff Tea her is highly experienced in classroom teaching and

is an expert in at least one of the several learning modes (e. g., small

group instruction). He, too, has full-time teaching responsibilities.

His minimLim educational achievement is 8 B. A. degree and a valid

California teaching credential. He can diagnose in his students the

basic learning problems. His salary range is $7,500-$11,000.

He is protected by the tenure laws. Movement in the differentiated

hierarchy will not affect his tenure status; all Master and Senior

Teachers have tenure as Staff Teachers.

The Senior Teacher

The Senior Teacher is the teacher's teacher. He is the master

practitioner in his subject area. He is primarily responsible for the
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Doctorate Degree

$15,500 - $25,000

Non-Tenure

Four Positions

DIAGRAM III

SENIOR TEACHER

M. S. Degree

$14,500 - $17,500

4600
Students

Non-Tenure

Twenty Positions

B.A. Degree

$6,5130 - $9,000

Tenure

ixty-Six Positions

BA. Degree
Teaching Credential

$7,500 - $11,000

Tenure

Eighty-Five Positions

Bued on Staff
Redistribution Projected
for School Year 1972-73

DIFFERENTIATED HIERARCHY
Senior Teachers coordinate each school's Associate and Staff Teachers in their subjea or skill areas;
hence, a two-channel flow of service occurs beeween the position of Senior Teacher and the teaching
classifications of Staff and Associate Teacher. The magnitude of differentiation of responsibilities
is the greatest berween Staff and Senior Teachers. The added responsibilities of the upper echelons
of the hierarchy involve leadership of the curriculum establishment-of performance objectives and
introduction of research-proven innovations. All other differences existhig berween positions on the
hierarchy are in degree of responsibilities, not in kind of responsibilities.



applic tion of curricular innovations to the classroom. His teaching

_sponsibility varies between 25 and 50 percent of that of the Staff

Teacher.

He must have a valid teaching credential end a M. A. or M. S. degree

or equivalent in experience pertinent to his professional assignment.

His salary range of $14,500417,500. The length of his untenured con-

tract varies between 10 and 11 months according to a prearranged summer

work program.

The Master Teacher

The Master Teacher is en effective classroom teacher hut more

importantly he has a scholarly depth of knowledge in his assigned sub-

ject area. He must have a valid teacning credential and a Doctorate

degree or its equivalent. His teaching respo sibility is set at 25

percent of that of the Staff Teacher.

He establishes and maintains a continual program of research and

evaluation of his area of curriculum development. He has prior experience

in research and curriculum design and their application and measurement.

His salary range for 12 months of employment is $15,500425,000.

Auxiliary Support Personnel

Instructional Aides work with students and teachers in resource

centers, learning laboratories end libraries. Personnel to fill the

three categories of Instructional Aides are employed from eligibility

lists of job applicants. Persons employed es instructional Aide I are

given a qualifications test et the end of their first year of employment,

which if passed will automatically move them to the next auxiliary per-
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sonnel classificationInstructional Aide II.

The top auxiliary position is Instructional Aide III. There is

no automatic advancement ta this classification as advancement depends

upon an open position.

Duties for each position are differentiated according to the

expertise required for their performance.

Clerks are also pert of the auxiliary personnel system. They ere

employed exclusively to pr vide clerical support to teachers and have

no responsibilities for working with students.
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STEERING COMMITTEE: NOVEL DIMENSION FOR EDUCATIONAL CHANGE

Differentiated staffing in Temple City is the handicreft of meny

hours of hard work by members of the corr!nittees and task forces of the

Project Steerino Committee.

Established by Superintendent M. John Rand, the Committee represents

an important first step toward involving teachers in the ialdng of the

major decisions ai:ecting their profession.

The Temple City Model of Differentiated Staffing has come sbout

through teacher consensus and not by administrative edict. This is

ensured by having teachers make up the majority of Steering Cammittee

members and by establishing the policy that all members shell participate

with an equal voice.

Teacher representatives are elected by the six school st ffs end

ere apportioned so that there is one representative for every 500 pupils.

Temple City's major teacher groups--the Temple City Education

Association and the Temple City Federation of Teachers (AFL CIO)

entitled to full voting privileges.

The administration is represented by the Superintendent, who also

acts es the Chairman of the Steering Committee, the Assistant Superintendent

for Business Services, the Director of Projects, the Director of Person-

nel end Special Services, two of the District's six Principals, and

en additional member chosen by the remaining administrative staff.

Membership on the Steering Committee is rounded out by one member
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of the Board of Education appointed by the President of the Board.

All meetinsp are open to interested staff members and ere normally

scheduled to fall on Saturdays, school holidays, or eveninep. Committee

members ere usually compensated for their attendance.

Most of the FToject's research work is done in seven task forces

end three standing committees. Membership on these bodies must include

at least one person from elementary, intermediate, and hish school

levels of the teaching staff and administration.*

Steering Committee recommendations to the Board of Education may

contain a minority opinion at the request of any member of the Steering

Comm ttee.

* The existing Steering Committee groups are the Finance and
Communications and PUblic Relations Standing Committees, the Certificated
Personnel Advisory Committee, and the Legal Aspects, Personnel Evalua-
tion, Salary, Teacher Job Analysis, Project Evaluation, Linkage, and
Flexible Scheduling Task Forces.
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FLEXIBLE SCHEDULING FOR EFFICIENT STUDY

Variable Course Structu --Flexible scheduling permits teachers

to vary the length and frequency of their classes. At Oak Avenue

Intermediate School, the school day is divided into 24, 15-minute

modules witbythree-minute passing periods. The average class length is

two modules (33 minutes). Laboratory classes are three modules in

duration (51 minutes) to compensate for the time lost each class session

in equipment set-up. Classes may meet as infrequently as once a week

or as often as every school day.

Independent Study--On the average, 40 percent of the student's

school day is unstructured. Most pupils use this time for independent

study at their school's various learning centers. There are 16 of these

Oak ;venue. They range in emphasis from the Social Studies i.esource

Center, to the Mathematics Open Laboratory, to the Iibrary-Medis Center.

Students unwilling to responsibly plan their free time sre given a gp-

ments end thei attendance is required at specified learning centers

during their unstructured time.

Instructional Support System--The major cost of flexible scheduling

is for additional facilities and instructional materials that are used

by students for independent study. Each resource center and open

laboratory is stocked with books, audio-visual media and other specialized

equipment. Students may listen to tapes, watch a movie or a film strip,

read special material, develop a skill or complete an experi ent. At
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the learning centers throughout the school, teachers leave packets for

their st dents which det-,il what they may or must do during independent

study. Lo element is more important to a successful flexible scheduling

program than sufficient study materials. Investigations of schools

that have had ur_satisfactory results from fl -ible scheduling point out

an inadequate allication of fund to -ve students materials rel ted to

their work with teachers.

educational psi
OAK INTERMEMATE SCH. EC coordinates &maw , JOHNL_I
,K.....

PEN
blirKT.NIA

STARTING PERIQDS
SFCTION
1.14.1111 COURSE NAME

FI.P.Mi
MT. TEACHER NAM E...... TH ,BOOM

18A3 1 / 12 33SOCSTDIISG 4 GORMAN
3 15 108 32SOCSI I ESI 2 GORMAN 12
2 23 23 106 21SOCSTD8 1 BERRY 24LG
2 21 21,21 81 32ENG 8 III 3 HOFF 4A
2 20 86 33ENG LAB al 4 LIGHTCAP 19 R C

3 7 7 542 228SPECIAL PE 1 ANDERSON, C. GPE
2 3 3 246 33MATH I II L 11 PITTS 16RC
2 17 17 234 32MATH I II 11 ORDWAY 17A
2 16 223 31MATH I II 1 MYERS 24LG
2 4 281 32SCI 811 2 REINERTSEN 4A
4 7 285 33SCI8IILA13 3 REINERTSEN ALAS
2 13 13 563 22LAW/FAMLFE 6 STEVENS 21A
3 1 554 21 LAW/ FAMLFE 1 STEVENS 24LG
4 5 450 11FINE ART 8 7 COLLI PI BART
2 I 1 490 21 HOMESCON 8 5 STEVENS ,.I. 1

4 9 494 22HOMEECLABB 2 STEVENS, J. 1

2 15 415 33SPANI I !LAB 20 2
2 19 387 32SPAN III 20 MARTIN 39
2 23 363 31SPAN III 10 MARTIN 12
1 13 15 13 15 13 LUNCH
1 14 16 1 A 16 14 LUNCH
2 1 248 315CI 8 LG 9 REINERTSEN 23LG
2 21 AA 21ENG 8 LG 7 KEEFE 24ILG
3 6 1 540 21PE DRILL 5 ANDERSON GPE
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PRIORITY GOALS FOR EDUCATION

irl lat. the_ Pxototypa Pupil Will Be Like*

If valid, differentiated staffing should measurably improve the

learning end socialization processes.

The prototype edu ational syst m is evaluated by comparing actual

student performance with behavioral changes that are specified in ad-

vance. For example, Temple City's prototype graduate will be less

likely tl n other Los Angeles County high school graduates to commit a

cri e to be unemployed, to be supported by the public dole, to have,a

disabiliteting heart disorder, to be sued for divorce, to conceive BD

illegnl child birth or :to have n membersh!,p in a racist or prejudiced

group.

Compared to the county average:

He will be more inclined to enter a social service occupation or join

a group that is legally trying to reduce and eliminate prejudice and

bias toward others. He will be in better physical condition. He will

be more like/y to see a dentist end physician on a regular b is. He'll

have a lesser tendency to become obese or harmfully underweight.

He will be able to score at least et the county average for learning

of comparable ability on standardized and valid tests of mathematics,

vocabulary, reading comprehension, and oral communication. He will

excell on specialty tests in the areas of natural sciences, social

*These ere sample behavioral indicators drawn from "Ten Goals of
Education," of the PennsylvhAlla ideparDment of Instruction- Other indi-cators are being studied by Temple ui.ty umichers and citizens.
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s=4..nces, humanities and the arts.

While attending school, he and his peers individually end collective-

ly will display behavior which will reduce by at least ten percent per

year the number of defacings of school properties and materials and

the number of unexcused absences.

Upon graduation, the learner will be able to list at least five

occupations in which he might be interested and further list the general

skill snd knowledge requirements for being able to seek and hold each

job. If one of the job alternatives is homemaking, he will be able when

given a sample year income to design 8 budget which will provide for

food, shelter, clothes, medical and dental requirements, transportation,

amusements and cherjty.

Within s year after graduation, the learner should be gainfully

employed, providing he does not elect to gp on to college.

Moreover, upon exit from the Temple City Unified School DistrIc

each leerner will acquire understanding and appreciaticm of persons be-

longing to sicla, cultural and ethnic groups different than his own.

If given e list of eny minority or majority group, he should be able to

list five chsracteristics in which these members are similar to himself.

He should also be able to list at least three ways in which they differ

from the way he or his group behaves end why they should be guaranteed

the right to do so.

The learner will also acquire the habits and attitudes associated

with responsible citizenship. He will be analytical in outlook; he'll

be able to identify the causes of current social issues end to set goals
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for their resolution.

He will be able to identify the various social philosophies for

group actiondemocratic, authoritarian and laissez-faire--and to give

at least one example of where each strategy might be the most effective.

Collectively, Temple City graduates will be listed in tabulations

of "achievers" (e. g., Who's Who) sighificantly more frequently than

the rest of Los Angeles County. They will have a greater than normal

share of patents and copyrights.
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Reprinted with permission fp= ..h_m,1m.Al_g2;12=Lyt April, 1969.

DIFFERERTIATED STAFFING AND SALARY PATTWN

UNDERWAY IN KANSAS CITY

Donald Heir
and Eugene Wolkey

Male teachers, especially married men, often shun elementary schools

because there is little opportunity to advance in status and salary.
High caliber teachers ere often as not attracted to central city schools

because opportunities are not available.

New teachers often become discouraged because they have to carrY

a full load of responsibility their first year of teaching and receive

little helpful supervision.

Reservoirs of talent go untapped because little or no use is made
of part-time persons, such as houaewivea, who may be fUlly certified to
teach but only want to work half days.

All schools, particularly those in large cities, need to consider

better uses of teacher talents.

To make better use of teacher talents and, more important, to give

children a better education, the Mary Hermon Weeks elementary school and
the Martin Luther Ring juidor high school in Lames City, began e dif-
ferentiated staffing and salary schedille payment plan last September.

Top flight teachers are the key to good education. Hopefully,
differentiated staffing is a way to attract these capable teachers and

give them an opportunity to function as professionals.

Basically, what happens in this plan is that teachers who have more
responsibility and make more decision* work longer hours and get paid

more. Differentiated staffing proposes new roles for teachers. Fbr
example, rather then assigning 34 teachers of equal statue to staff the

elementary school, four different classifications of certificated persons
have been assigned, plus university interne mad special teachers in
fields such as art, music and physical education.

The two schools, which accommodate about 1,000 pupils each and are
in central Kansas City, opened for the first time last September. The
exporimental program, approved by the board of education, will run for

two years, at which time it will be decided whether to alter, discontinue
or extend the program to other schools in the city. Evaluation, based on
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stated objectives for the project7 will be done by a team from outside
the district.

Objectives

All the program's objectives were designed to give boys and girls
in these two schools a better education. Specific objectives are as
follows:

1. Attract and hold teachers in central city schools through design
of staff utilisation and career patterns which enable the hiday com-
petent teacher to achieve professional status and salary according to
his abilities.

2. Bring superior teacher talent to bear on the difficult problems
of teaching the disadvantaged student.

3. Provide teachers with the opportunity for continuous self-
improvement through contact with other teachers and consultants, and
through immediate supervisory assistance at the school level.

4. Provide for professional staff a carefully prepared in-service
and on-the-job educational program.

5. Provide a realistic and productiv means for the orientation
and induction of beginning teachers.

Job Classification

In the past, all teachers were considered equal in the roles they
could play. Apparently, it was assumed a teacher's effectiveness could
be judged by his educational background and number of years of teaching.
This assumption is questionable.

One of the goals of this project has been to list specific functions
of teachers and to differentiate roles which can be accomplished by per-
sonnel of varying levels of competency. Specific items were categorised
with three essentials in mind: responsibilities of teachers do differ,
a nced exists for establishing career patterns for teachers, and salaries
should be differentiated in terms of responsibilities.

The breakdown of job classifications is an follows: coordinating
instructors, senior instructors, instructors, associate instructors,
interns, student teachers, para-professionals.

Specific descriptions of these classifications and their correspond-
ing salary schedules appear later.

Care woo taken to consider the following in defining job categories:
the task to be assigned (large group, smell group, individual instruction)
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responsibility for preparation of materials, special competencies re-quired, preparation and development stage of the individual employee,length of tbe work day or work year, creativeness, talent, attitude,
responsibility for diagnosis of learning problems, responsibility forprescribing materials and techniques of instruction.

The model of the next page shows the relationships among thevarious job classifications in the Kansas City plan.

Although such a program may seem costly, there was a cost increaseof only $19,987 in a $300,000 program rlompared with a traditional
elementary school of comparable size, end an increase of $17,678 in a$500,000 program compared with a traditional junior high school ofcompareble size.

Selection of Staff

Pescriptions of the classifications of roles were sent to allschools, colleges and universities in the Kansas City district: Anyinterested teacher was asked to apply for the position he felt bestdescribed his qualifications.

A committee reviewed applications and applicants were judged interms of the degree to which they fulfilled job specifications forpositions.

Summer Workshops

Persons selected took part in inservice workshops designed to pre-pare for a new ki4d of school operation.

The workshOps consisted of two weeks of intensive orientation todifferentiated staffing philosophy. Each person was briefed on hia orher role in the plan. Time was set aside for NOTEPS consultants, centraloffice staff ancilocal principals to participate in the workshops. Thestaff worked in small groups developing philosophies, objectives endprograms for the school In which they were to serve.

Continuing Inservice Education

The staffs of these schools.have organized their daily programsto include time for planning and evaluation of area needs. Outcomesof these daily sessions will determine agenda items for subsequent
sessions on specific topics.

Consultants from area caleges and universities, persons of nationalprominence, central office staff and community leaders are used todevelop awareness and extension of programs and roles es defined by theobjectives of this project. Travel tO workshops, conventions andschools with similar programs has been authorizes,
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DIFFERENTIATED STAFF

(KANSAS CITY, MO. MODEL)

Principal
Admin.
Co-ord.

Inst.

Cabinet

Co-ord.
Inst.

Co-ord.
Inst.

Senior Instructor Instructional Council Senior Instructor

Instructors

Associate Instructors Associate Instructors
Technology

Interns Interns

Resource
Center

Phys.
Ed.

Supportive Services
Instr.
Music

Vocal
Musk

Pupil
Service

Nurse

Non-Credentialed Support Staff

Clerk
Para-

Profes-
sionals

Student
Teachers

Resource
Persons Other

*Included as subject area spedalties in Junior High School Curriculum



Additional workshops for the total staff h ve been schedule- for
this summer.

Need for Teacher Involvement

Kansas City wee fortunate in being able to start fresh with two

new staffs that were interviewed with differentiated staffing in mind.
Teachers were involved with the program before it began.

If s traditional school which already has a staff w nts to try
differentiated staffing, generating teacher involvement is a must. Last

year, MOntgomery County, Md. teachers went on strike to get 8 raise in

base pay and do away with e staff differentiation program proposed by

administrators. The attitude "Why should I get less money when another
teacher gets fewer a udents and more preparation time end money?" was

apparent.

At Fountain Valley, Calif., on the other hand, teacher involvement

was stressed in a staff differentiation program end teachers seem to be

more optimistic.

The following descriptions of job classifications show the criteria
the two Kansas City schools used to try to get high teacher involvement
and to select the most suitable persons for the different positions.

Coordinating Instructor

Participates in the teaching process end teackws demonstration
classes; coordinates activities with a broad segment of the curriculum;
evaluates the total program from this segment of the curriculum and
suggests a course of action; supervises the ordering end distribution
of supplies, materials, and equipment; has responsibility in assessing

community needs, investigates end initiates curriculum innovation;

evaluates and selects new curricular materials; is responsible to
principal; makes decisions relative to the segment Of the instructions].

program.
Personal end PrOfeesional_QualifigaUouE: well versed in action

research techniques; knowledgeable in fiald of supervision end cur-
riculum development; skillful in human relations; committed to teaching

as a career; able in evaluating and implementing new_curricUla and
innovative practices in education; minimum of master's degree in

elementary or aecondary education, se appropriate; hes had successful
teaching experience; superior knowledge in a subject field-rdemonstrated
organizational ability.

Certification: Missouri state certificate in elementary education
or subject field.

Time: understands that leadership responsibilities will require
time beyond the usual work day (after school, evenings, weekends)

minimum day, 8 a. m. to 4:30 p. m.; works 44 weeks per year.
galaxy: see table.
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Area
Coordinating Instructors'

Salary Schedule

1968-1969

Master's
Degree

Doctor's
Degree

1 $11,066
2 11,495
3 11,935
4 12,375
5 12,815
6 13,244

$11,616
12,045
12,485
12,925
13,365
13,794

Proposed
Senior Instructers' Salary Schedule

1968-1969

iv

Master's or
Bachelor's Master's

Salary Bachelor's Plus 36 Plus 34 Doctor's
Level Degree Grad. Hrs. Grad. Hrs. Degree

1 $6,600.00 $6,930.00 $7,130.00 $7,43o.00
2 6,850.25 7,210.50 7,410.50 7,710.5o
3 7,100.50 7,491.00 7,691.00 7,991.00
4 7,392.00 7,884.25 8,084.25 8,384.25
5 7,683.50 8,222.50 8,422.50 8,722.50
6 7,975.00 8,560.75 8,760.75 9.060.75
7
8

8,266.50
8,563.50

8,899.00
9,237.25

9,099.00
9,437.25

9,399.00
9,737.25

9
10

8,860.50
9,157.50

9,575.50
9,944.00

9,775.50
10,144.00

lo,o75.50
10,141414.00

11 9,454.50 10,318.00 10,518.00 10,818.00
12 9,751.50 lo,692.00 10,892.00 11,192.00
13 11066.00 11,266.00 11,566.00
14 11,440.00 11,640.00 11,9140.00
15 11,814.00 12,014.00 12,314.00
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Senior Instructor

Serves es a teem leader; participates on the teem es a fUll-time
teacher; is a member of the instructionel council for the school: diag-
noses and prescribes for the needs of the individual children in his
team; supervises training of student teachers; exerts leadership in a

subject field (in junior high); plans end schedules daily and long renge
activities, is responsible to the coordinating instructor.

Personal and_Profespional Qualificetions: ability to lead members
of a team; interest in and willingness to share end try innovative experi-
ences; demonstrates a knowledge of the total school curriculum; major
preparation in a subject field (in junior high); ulnimum of a bachelor's
degree in education plus acceptable graduate work; demonstrated successful
classroom teaching faperience.

Certification: Missouri state certificate in elementary education or
subject area.

Time: work day, 8 a. m. to 4:30 p. m. works 40 weeka per year.
Salary: see table.

Ins ructor

Participates on team as a full-time teacher; works with individuals
and small groups in enrichment and developmental activities; responsible
for large group presentations in his field of specialization; takes
part in innovational activities; aids pupils in selecting adequate
materials; follows plans as scheduled; is responsible to the senior
instructor of his team.

parsons]. _and Professional QualificationaI willingness to participate
in a program of on-going inservice educational activities; minimum of
e bachelor's degree in elementary education or secondary education;
demonstrated successful teaching and/or student teaching experience;
interest in and willingness to try innovative experiences.

Certification: Missouri state certificate in elementary education
or aubject area.

Time: follows schedule or regular teaching day as defined in the
"Administrative Code"; minimum day, 8 a. m. to 3:30 p. m.; works 40

weeks per year.
Salary: see table.

Associate Instructor

Part-time teacher; participates in teaching es assigned by the

Senior Instructor: uses plena end schedUles developed by the team;

responsible to the senior instructor.
Personal end Professional Quelificetions: B. A. degree
Ce_rtification: Missouri-state certificate in elementary education

or secondary education.
nae: Five end one-helf hour school day; works 40 weeks per year.

Salary: see table.
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Instructors' Salary Schedule

1968-1969

II III Iv

Salary Bachelor's
Level Degree

Master's or
Bachelor's

Plus 36
Grad. Hrs.

Master's
Plus 34

Grad. Hrs.
Doctor's
Degree

1 $6,000.00 $6,300.00 $6 500.00 $6,800.002 6,227.50 6,555.00 6,755,00 7,055.003 6,455.00 6,810.00 7,010.00 71310.004 6,720.00 7,167.50 7,367.50 7,667.505 6,985.00 7,475.00 7,675.00 7 975.006 7,250.00 7,782.50 7,982.50 8282.507 7,515.00 8,090.00 8,290.00 8,590.008 7,785.00 8,397.50 8,597.50 8,897.509 8,055.00 8,705.00 8,905.00 9,205.0010 8,325.00 9,040.00 9,240.00 9,540.0011 8,595.00 9,380.00 9,580.00 9,880.0012 8,865.00 9,720.00 9,920.00 10,220.0013 10,060.00 10,260.00 10,560.0014 10,400.00 10,600.00 10,900.0015 10,740.00 10,940.00 11,240.00

Proposed

Associate Instructors' Salary Schedule

1968-1969

Salary
Level Bachelor's

Degree

Master or
Bachelor's
Plus 36

Grad. Hrs.

1
$3,800.00$3,600.00

2 3,700.00 3,900.003 3,800.00 4,000.004 3,900.00 4,100.005 4,000.00 4,200.00
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Student Teacher

Follows activities as determ ned by the college or aniversity
student teaching policy; participates in observing and teaching activities
as preacrabed by the senior instructor; is responsible to the assigned
senior instructor.

Batramail and _Professional_ gmallficationa; senior college or graduate
student participating it student teaching; be working toward a certificate
it teaching; willingness to participate in a program of inservice educa-
tional activities.

Certificallon: none.
Timel follows work-day schedule as prescribed by college or university

advisor.
not applicable for student teachers.

Intern

Is a fulltime intern for a semester; perticipates in teaching
activities as prescribed by the coordinating instructor; follows the
course of action as described by his university or college advisor;
contributes to the teaching team in a field or fields ot instruction; io
responsible to the coordinating instructor.

Personal and Prefessional_CUalifloations: graduate student intern;
be working toward a certificate in teaching; willingness to participate
in a program of on-gOingAnaervice educational activities.

Oertitipatipp: internship status with a college or university.
Salary: #2,000.per semester.
nme: tollows schedule of regular teaching day as defined in the

"Administrative Oode".

Paraprofessional (Teacher Aide)

Full-time or pert-time member of the staff; does clerical duties
as assigned by instructors; supervisea movement of children; takea daily
attendance; prepares instructional materiels; prepares orders for
instructional materials end Supplies; sets up and operates machines as
required; is presponsible to coordinating instructor, senior instructor,
end instructors ea /Designed; follows workdey time schedule which varies
according to need.

Aducatlensl_PeouirementiV high school diploma (some college work
desirable).

Zaragnal_Qualitioalkongo relates positively to children; willingness
to participate in a program of on-gping, inservice educational activities;
demonstrates acceptable oral speech patterns.

Certlf/catiOn: none.
Salary: placement on salary schedule for teacher aides (eOmplete

scheddle not available).
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Organization of the Kansas City Schools

The tables on the next pagg show how many teachers there are in eachclass in the two Kansas City schools. Also shown is the Martin LutherKing junior high school's differentiated staff organization.

Evaluation

The two-year experimental program of differentiated staffing willbe evaluated based on vie accomplishments of the specific objectivesstated earlier.

In addition to internal staff evaluation in daily planning sessions,an advisory ccAmittee composed of the superintendent of schools, repre-sentatives of the instructional division, personnel department, extendedservices, research department end the instructional council of thelocal school will evaluate the program in its relationship to the totalschool district's objectives.

An outside team will develop an evaluation plan, formulate proce-dures, prepare necessary instruments, implement the plan and preparepreliminary and final evaluation reports.

The key questions will relate to pupils. Are boys end girls inthis school getting a better education then they did before? Is at-tendance better? We will consider also whether we have been able toattract end hold superior teachers, whether the induction and orientationof new teachers hes been more effective, and whether teacher growth isgreater with this plan.

On the basis of this information, the future of this differentiatedstaffing project can be determined.

A Look Into the Future

This is only one plan for a new kind pf staffing pattern. Un-doubtedly, considerable modification will.be required during the imple-mentation. It is not easy to cast off old ideas about Staffing or theram teachers should assume in a building. Refinement'is'needed in thedifferentiation between the levels of job classification es defined. Itis hoped that the total staff of these two schools, in conjunction withthe central office staff, can discover new and more effective ways ofusing prOfessional talent to create a better education for our children.
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Reprinted with permission from The School DIstrict of Kanses City, Missouri.

A PLAN FOR DIFFERENTIATED STAFFING:

PUBLIC scHccaa, itANSAIS CITY, massoLix

(A,Caae_.Study)

Donald Hair and Eugene Wolkey

September 3, 19683a new pattern for staffing WAS implemented at Mary Harmon

Weeks Elementary School and Martin Luther King Junior High School in Kansas City,

Missouri. This plan is seen as a major thrust in providing a better program for

boys and girls in these schools. For example, rather than assigning 34 teachers

of equal status to staff the elementary building, four different classifications

of certificated persons have been assigned, plus university interns, plua special

teachers in fields such as art, music, and physical education.

This is the beginning of an experimental program designed to provide an

opportunity for teachers to remain in the teaching process and still advance in

status and in salary. Top-41ight teachers are the key to good education. Hopefully,

differentiated staffing is a way to attract these very capable teachers - and then

give them an opportunity to function as profesaionals.

How did this come abou

Perspective

A new junior high school and a new elementary school will open their doors

to Kansas City school children for the first time in September, 1968. Each will

accommodate approximately 1,000 pupils, and will be located in the central part

f the city.

The children in the community to be served by these schools have special

needs - reading achievement is low; arithmetic skills are not up to grade level;

considerable work is needed in speech. A real overhaul is in order. Ia an

effort to better meet these needs, several things have been planned - the buildings

will be open and adaptable to various uses; the curriculum will 'ae modified; the

organization wIll util.-:ze teams of teachers; the schedule will be flexiblta. A new

look at staffing is then, very appropriate. Because these are new schools and

new staffs must be created, an ideal opportunity exists for trying out a new

pattern.



On April 10, these items were discussed at a meeting of the Board of

Education and the Board approved the formation of an Advisory Committee to

consider the desirability of establishing a differentiated otaffing plan for

these rwo new schools. The Committee included the principal and vice-principal

from each of the new schools, teacher representatives from elementary and junior

high schools in the city, college and university personnel, community representa-

tives, and persons from the instructional division and tEe personnel department

of the school district. Dr. Roy Edelfelt, Executive Secretary, NCTEPS, served

as a consultant to this Committee at the first meeting and provided guidance

and assistance in the development of the plan which was finally endor..ad by

the Committee.

On May 2, the Board of Education approved the plan for a new kind of staffing

pattern for these two schools. This experimental program is to run for two years

at which time a decision will be made to alter the program, discontinue it, or

extend it to other schools in the city. Evaluation, based on the stated purposes

for the project, will be accomplished by a team from outside the school district.

Why Change?

Particularly in schools located in large.urban centers it is imperative

that better uses of teacher talents he considered. It is difficult to get men

teachers, especially married men, into the elementary schools because there is

little opportunity for advancement in status or in salary. High caliber teachers,

men or women, cannot be attracted to the central city schools unless career

opportunities are available. New teachers often become discouraged because they

are asked to carry a full load of responsibility the first year of teaching, and

during this difficult year they are provided with very little helpful supervision.

Too many promising teachers flee to the suburbs where the job appears less

difficult.

Reservoirs of talent go untapped because, in the instructional process,

little or no use is made of part-time persons. There might well be many housewives,

fully certificated to teach, who are not willing to work a full day. This talent

should bc utilized.

It is time to try some plans which will help to put more "professional

opportunity" into the teaching profession.
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ARIcific Objectives

To reiterate - the focus of all activity is to accomplish a better educationfor the boys and girls tn these two schools.
Differentiated ataffing is seen asa major effort to help us achieve this better program. All of the followingobjectives relate to one particular purpose - the improvement of services topupils.

The specific objectives are as fo 1 W8:
-Attract and hold talented teachers in central city schools through designof staff utilization and career patterns which enable the highly competentteacher to achieve

professional status and salary commensurate with hisabilities.

-Bring superior teacher talent to bear on the difficult problems of teachingthe disadvantaged student.

-Provide teachers with the opportunity for continuous self-improvement throughcontact with other teachers and consultants, and through immediate supervisoryassistance at the school level.

- Provide for professional
staff a carefully

prepared in-service and on-the-jobeducational program.

- Provide a realistic and productive means for the orienkation and inductionof beginning teachers.

kleanatiOn of Job Classifications
In the past, teachers have been assigned positions in schools without

consideration of the different kinds of roles they might assume. All teacherswere considered to be equal in all respects. Apparently, it was assumed thattheir effectiveness could be judged by their educational qualifications and thenumber of years of service. This assumption is questionable. One of the goalsin this particular project has been to list specific functions of teachers and todifferentiate roles which can be accomplished by personnel of varying levels ofcompetency. The specific items were categorized with these three essentials inmind: it W88 recognized
that responsibilities of teachers do differ; a need forthe establishment of career patterns for teachers

was perceived; it wasacknowledged that salaries should be differentiated in terms of responsibilities.
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The following job classifications were an attempt to differentiate roles

of the personnel in these two schools:

Coordinating Instructors

Senior Instructors

Instructors

Associate Instructors

Interns

Student Teachers

Paraprofessionals

Each of the classifications is described in the appendix and the number

of persons in each category for each school may be found there also.

Care was taken to consider the following in defining the job categories:

the task to be assigned (large group, small group, individual instruction

responsibility for preparation of materials

special competencies required

preparation and developmental stage of the individual employee

length of the work day or work year.

creativeness

talent

attitude

responsibility for diagnosis of learning problems

responsibility for prescribing materials and techniques of instruction

The model which appears on the following page shows in visual form the

relationships among the various job classifications in the Kansas City Plan.
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Selection of Staff

In early May, descriptions of the classifications of roles were distributed

to all schools in the Kansas City, Missouri District as well as to colleges and

universities in the area. Any interested teacher was asked to apply for the

position he felt best described his qualifications in the differentiated staffing

plan.

The applications of the individuale who applied were reviewed by a committee

consisting of the building principal, the director of elementary or secondary

education, subject area consultants, and a personnel department representative.

Each person was judged in terms of the degree to which he fulfilled the job

specifications for that position.

Summer Wbrkshops

The persons selected were involved in in-service workshops designed to prepare

for a new kind of school operation.

The workshops consisted of two weeks of intensive orientation to a

differentiated staffing philosophy. Each individual was briefed on his or her

role in the plan as adopted by the Kansas City, Missouri Diatrict. Time was aet

aside for participation in the workshop of conaultants from NCTEPS, the Central

Office staff and the local principals and ample time was provided for staff

discussion and decision making. The staff worked in small groups developing

philosophies, objectives, and programs of the school in which they were to serve.

Plans for Continuing In-Service Education

The staffs of these schoola have organized their daily programs to include

an hour for planning and evaluation of area needs. Outcomes of these daily

sessions will determine agenda item, for subsequent aessions on specific topics.

Consultants from area colleges and universities, persons of national prominence,

central office staff, and community leaders will be utilized in developing an

awareness of and an extension of programs and roles as defined by the objectives

of this project. Travel to workshops, conventions and schools with similar programs

has been authorized.

Additional workshops for the total staff have been scheduled for the

summer of 1969.
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The two-year .e.perimental program of differentiated staffing will be evaluatedbased on the accomplishments of the specific objectives stated earlier. Theobjectives will be continuously evaluated by the staff through daily planning
sessions which have been built into the organizational structure.

In addition to the internal staff evaluation, an advisory committee composedof the Superintendent of Schools, representatives of the Inatructional Division,
Personnel Department, Extended Services, Research Department, and the Instructional
Council of the local school will evaluate the program in its relationship to the
total school district's objectives.

An outside team will be engaged to develop an evaluat on plan; to formulate
procedures; to prepare necessary instruments; to implement the plan; and to prepare
preliminary and final evaluation reports. On the basis of this information, thefuture of this particular project on differentiated

staffing Call be determined.
The key questions will relate to pupils. Are the boys and girls in thisschool having a better educational experience than they did before? Is attendancebetter? Along with these questions, we will want to consider whether or not wehave been able to attract and hold superior teachers in these schools, has theinduction and orientation of new teachers been more effective, and whether or not

teacher growth is more observable with this new staffing pattern.
ok Into the Future

This is one plan for a new kind of staffing pattern. Undoubtedly, considerable
modification will be required during the implementation. It is not easy to castoff old ideas about staffing or the roles teachers should assume in s building.
Refinement is needed in the differentiation

between the levels of job classificationsas defined. It is hoped that the total staff of these two buildings - in conjunctionwith the central office staff - can discOver new and more effective ways of using
professional talent to create a better education for ourtboys and girls.
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PUBLIC SCHOOLS, KANSAS CITY, MISSOURI

COMPARATIVE ANALYSIS Bum= MAX HARMON VEERS ELEMENTARY SCHOOL
AND A TRADITIONAL ELEMENTARY SCH001. OP COMPARABLE SIZE

Administration

WEB= TRADITIONAL

Principal $15,400 $14,350

Adm. Coor 12 155 9 340
Total $27,555 $23,690

Staff

2 Coor. Inst. 249310

7 Sen. Inst. 64 449

11 Inst. 92,070 (31) 239,470

4 Asso. Inst. 15,600

4 Interns 16,000

8 Student Teachers

1 Voc. Music 8,370 (1/5) 1,674

1 P.E. 8,370 (2/5) 3,348

1 Art 8,370 (1/6) 1,395

1 Sp. & Rdg. 89370 (2/5) 3,348

Librarian 8,370 8,370

1 HSC-PSWC 8,370 (1/10) 837

1 Pro. Runic 8,370 5,022

1 Inst. Music 2,092 5,092

1 Ad. Sec. 4,000 4,000

1 At. Clerk 3,467 1,949

1 Lib. Clerk 3,353

8 Teachers° Aides 22 876 1 080

5/1/68

$306.807 J..1111211

334,362 315,275

Difference $19,087
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MARTIN LUTHER KING JUNIOR KWH SCHOOL

Coord. Instr. Senior Instr. Instr. Assoc. Instr. Intern

Lang. Arts 2 4
inc.

(For. Lang.) 2

Soc. Studies (1 2)* 1 5

Fine Arts 1 1**

2

2 1

Art 2

Voc, Music 2

Instr. " 1

Library 1

Science (1/2)* 1 2 1

(Health)

Math. 4 2

Frac. Arts

I.A. 2

H. Ec, 2 1

Bus. Ed. 1

P.E. 4 1

Spec. Ed. 2

2 7 3 3

* Preference for teaching specialty.
Half-time teaching.

** Fine arts should have 5 certificated persons (art-2, voc. music-1, instru.
music.-2). One of these vill be a senior instructor.



PUBLIC SCROOLS, KANqAS CITY MISSOURI

Com arative Analnis Between Martin_Luther Iln Junior Ri h Schooland a Traditional Junior Ri h School of Comparable !ice

Adminietration:
Dtfferntiated Sta Tradttional

Principal $ 15,400 $ 15.400
Vice Principal 13 475 13,475
Total

$ 28,875 $ 28,875
Instruction:

2 Coordinating Instr. $ 24,310
7 Senior Instructors 64,400
@ $9,200

31 Instructora 267,840 (48) $401,760(Incl. Librarian)

8 Alsoc. Instructors 31,200
2 Special Education
Instructors 16,740 16 740

Total
$404,470 $418,50t.

Certificated Serv.:

$ 12,000.003 Interns

8 Teacher Aides 22,874.00
2 Counselors 21,263.50 (2) $ 21,263.50
1 Nurse 8,370.00 8,370.60
1 Home Sch. Coordinator 8,370.00 (4/5) 6,696.00
2 Accompanists 4.845.00

4.845.00
Total

$77,722 0
$49,544.50

Non7Certificated:

'1 Library Clark $ 3,530
3 Secretaries 11,680 $ 11,680
1 Registrar 5,088 5,088
1 Textbook Cletk 3050 3 650
Total

$ 23.94$ 20.418
GRAND TOTAL

$535,015.56 $517,337.50Difference
$ 17,678.00

603.
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Appendix A

Coordinating Instructor

Job Description:

Participates in the teaching process and teaches.demonetration
classes

Coordinates the activities with a broad segment of the urriculum
Evaluates the total program from this segment of the curriculum

and suggests a course of action
Supervises the ordering and distribution of supplies, materials,

and equipment
Has responsibility in assessing community needs
Investigates and initiates curriculum innovations
Evaluates and selects new curricular materials
is responsible to principal
Makes decisions relative to the segment of the instructional

program

Personal and Professional Qualifications:

Well versed in action research techniques
Knowledgeable in the field of supervision and curriculum

development
Skillful in human relations
Committed to teaching as a career
Able in evaluating and implementing new curricula and

innovative practices in education
Minimum of Master's degree in elementary or secondary

education,'as appropriate
Has had successful teaching experience
Superior knowledge in a subject field
Demonstrated organizational ability

Ce tification:

Missouri state certificate in elementary education or
subject field

Salary:

Placement on the Coordinat ng Instructor's salary schedule

Time:

Understands that leadership responsibilities will require time
beyond the usual work day (after school, evenings, week-ends)

Minimum day 8:00 to 4:30
Wiork 44 weeks per year'
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Senior Instructor

Job Description:

Serves as a team leader
Participates on the team as a full-tips teacher
Is a member of the instructional council for the school
Diagnoses and prescribes for the needs of the individual

children in his team
Supervises training of student teachers

* Exerts leadership in a subject field
Plans and schedules daily and long range activities
Is responsible to the Coordinating Instructor

Personal and Professional Qualifications:

Ability to lead members of a team
Interest in and willingness to share and try innovative

experiences
Demonstrates a knowledge of the total school Curriculum

* Major preparation in a subject field
Minimum of a bachelor's degree in education plus acceptable

graduate work
Demonstrated successful classroom teaching experience

Certification:

Missouri state certificate in elementary education or
subject area

Salary:

Placement on the Senior Instructor's schedule

Time:

Work day is 8:00 eo 4:30
Works 40 weeks per year

*- Junior High School
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Instructoz

Job Description:

Participates on team as a full-time teacher
Wbrks with individuals and small groups 'in enrichment and

developmental activities
Responsible for large group preSentations in his field of

specialization
Takes part in innovational ctiVities
Aids pupils in selecting adeqUate materials
Follows plans as scheduled
Is responsible to the Senior Instructor of his team

Pere nal and Professional.Qualificetions:

Willingness to participate in a program of on-going
in-service educational activities

Waimum. of a bachelor's degree in elementary education
Demonstrated successful teaching and/or tudent teaching

experience
Interested in and willingness to try innovative experiences

Certification:

141ssouri state c r ificate in elementary.education or

subject area

Salary:

Placement on teachers'. salary schedule as determined by the

individuars present qualifications

Time:

Follows schedule of regular teaching day as defined it the

AdministratiVe Cbde. Minimum day 8:00 to 3:30
Wbrks.40 weeks per Year
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Associate Instructor

Job Description:

Part-time teacher
Participates in teaching as assigned by the Senior Instructor

Vses plans and schedules developed by the team
Responsible to the Senior Instructdr

Personal and Profeasional Qualifications:

B.A. Degree

Certificatian:

BIssouri state certificate in elementary education or
provisional certificate

S ry:

Placement on salary 'schedule of Associate Teacher

Time:

Five and one-half hour school day
Work 40 weeka per year



Student Teacher

Job Description:

Followe activities as determined by the college or university
student teaching policy

Participates in observing and teaching activities as prescribed
by the Senior Instructor

Is responsible to the assigned Senior Instructor

Personal and Professional Qualifications:

Senior college or graduate student participating in student
teaching

Be working toward a certificate in teaching
Willingness to participate in a program of in-service, educational

activities

Certification:

None

Salary:

Not applicable for student teachers

Time:

Follows wo k-day schedule as prescribed by college or university
advisor
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Intern

Job Description:

Is a full-time intern for a semester
Participates in teaching activities as prescribed by the

Coordinating Instructor
Follows the course of action as des ribed by his university

or college advisor
Contributes to the teaching team in a field or fields of

instruction
Is responsible to the Coordinating InstrUctor

Personal and Professional Qualifications:

Graduate student intern
Be working toward a certificate in teaching
Willingness to participate in a program of on-going in-service

educational activities

Certification:

Internship status

Salary:

$2,000 per semester

Time:

_h a college or univer y

Follows schedule of regular teaching day as defined in the
Administrative Code

5 07
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Paraprofessional (Teacher Aide)

Job Description:

Full-time or part-time member of the staff
Does clerical duties as assigned by Instructors
Supervises movement of children
Takes daily attendance
Prepares instructional materials
Prepares orders for instructional materials and suppliee
Sets up and operates machines as required
Is responsible to Coordinating Instructor, Senior Instructor,

and Instructors as assigned
Follows work-!day tine schedule which varies according to need

Educational Requir?rnents:

High school diploma (some college'work desirable)

Personal Qualifications:

Relates positively to children
Willingness to participate in a program of on-going, in-aervice

educational activities
Demonstrates acceptable oral speech patterns

Certification:

None

Salary:

Placement on salary schedule for teacher aides

OTHER MATERIALS OF INTEBEST

Florida Department of Education, Piffexentisted StaffingATeohnolOgV
in Education), tJnpublished,8 pp.'

Temple City Unified School District, System Flan for Development of
Piffarentiated Sts=as, Unpublished, January, 1968, 12 pp.
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Reprinted with permission.

PROPOSED UTAH STATE PLAN FOR
DIFFERENTIATED STAFFING

A PROPOSED FRAMEWORK FOR DEVELOPING
A NEW INSTRUCTIONAL SYSTEM

I. mg.zwa_mmay_AN T
RUp._.jdMMkikl,_2.§1111 O_ILFUEILIC EDUCATION

A. EDUCATION AS A sYsTpg

At a conference on prospective changes in society and their implica-
tions for education, held in Salt Lske City in October of 1966, Dr.R. L. Johns, Chairman of the Deparrment of Education, Universityof Florida, described social systems and educational organizationsin some detail. Since his paper presents this complex concept veryclearly it is quoted extensively below as en introduction to the dis-cussion that will follow.

"During the past fifteen years, behavioral scientists
have developed same theoretical concepts which are
quite helpful in assisting a state to evaluate its organi-
zational arrangements and operational procedures for
public education. One of the most useful of these con-cepts is general systems theory. Systems theory provides
an important linkage among all the sciences. General
systems theorists believe that it is possible to representall forma of animate and inanimate matter as systems;,
that in all forms from atomic particles through atoms,
molecules, crystals, viruses, cells, organs, individuals,
groups, societies, planets, solar systems, even the gal-axies, may be regarded as systems.

"The school system is a complex social system, comprised
of en aggregation of sub-systems and supra-systems inter-
acting with each other end also with numerous other social
systems in the total society. Our society can be describedas a complex of social systems in interaction. How can we
understand these complex inter-relationships and how shouldwe deal with them? Fortunately, Systems theory throws somelight on this problem.

"Every social system, if it survives, must come to terms
with its environment. That is, it must exchange matter, in-formation or service with the cOmponents of its environmentto the extent necessary to meet the needs both of the environ-
ment and of the system. That is, the socisl system must
meet the needs Of its environment if the environment supportsit. How does the social system know that it is meeting the
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needs of its environment? It gains that information through

what behavioral scientists call 'feedback.' Lonsdale defines

feedback as follows:

'As applied to organizations, feedback is the proc-

ess through which the organization learns: It is

the input fram the environment to the system telling

it haw it is doing as a result of its output to the

environment.

If a system fails to learn from its environment, it will even-

tually fail to survive or forces in the environment will make

changes in the system. On the other hand, the components
of the environment cannot provide the school system with in-

telligent feedback unless the output-input of the system in-

cludes an appropriate interchange of information.

"These are rapidly changing times and educational social
systems are receiving more feedback from the environment

than ever before. Local school systems, state departments

of education, and colleges and universities are receiving

numerous :urgent and valid signals from their environments

*

"How does a state department of education, or a higher insti.

tution of learning, or a local school system, react when it

receives criticism? Behavioral scientists have noted a numr

ber of reactions from social system that have been disturbed

by such feedback as a criticism. The social system may employ

a number of alternate strategies in order to restore its equi-

librium after a disturbance. Not infrequently a social system

reacts as follows when it receives criticism: first, it ig-

nores it; second, it denies it; and third, it attacks the

source of the criticism.

"Thua it is seen the oblem of establishing and maintaining
educational o aniz t ons that are funEtionaf is no a sim le

one. eaoc sys mus cangé àrer
environment. But the system cannot adjust to an unlimited
amount of change at one point in time. These times, which
require a rate of change greater than ever before, present an
unparalleled challenge to the educational administrator to pro-

vide leadership for making desirable innovations and at the

same time maintain a dynamic equilibrium."



CRITI UE OF THE INSTRUCTION SYSTEM

The foregoing discussion of systems theory by Johns should
lead to a critical look at the instructional system now in exietence
in our schools. If me can learn to look at the totality of our teach-
ing-learning effort through the eyes of systems theorists, perhapswe can design mo e so te f e 11Ed.M._21Arts la_mael. This, at least,is the theorem of this paper.

21.MSION_OF THE CURRENT INSTRUCTIONAL_SYSTEM

American public education hae devised an instructional systemthat is quite simple. It has been effective in meeting many of the
educational needs of our people for a number of decades. Changesand modifications have been made but the basic framework for useof the teaching staff, physical facilities, and instructional mate-
riels hes remained essentially the same.

The current instructional system is comprised of a physical plantcontaining classrooms with supporting laboratories, libraries,shops, and gymnasia. The design of the plant has been dictatedby the function. The function has been governed by the basic
instructional unit. The basic unit, in turn, has governed the systemdesign.

The instructional unit is currently comprised of a teacher (with
supporting personnel to be described later), a group of approxi-
mately thirty students, and a classroom of approximately 900
square feet (standard of 30 square feet per student) equipped with
chalkboard, textbooks and supplementary equipment and supplies.

This unit functions under the leadership of the teacher. The
strengths and limitations of the teacher and the physical facilitiesand instructional supplies govern, to a great extent, the efficiencyof each particular unit in the system. With these elements mak-ing up the basic unit, the quality of educational output varies fromone classroom to another.

The predominate instructional system places almost the entire re-
sponsibility for high quality, productive learning experiences uponthe individual teacher. The teacher is in charge of (and almost
totally responsible for) all of the essential factors that nurture
learning for thirty students for an entire school year. Students,
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then, must rely upon the good fortune (and the good management)
of the school district to provide unusual individual teaching capa-

bility. This unusual capability demands a wide variety of talents

in: (1) understanding the school curriculum, (2) mastery of teach-

ing methods, (3) using and adapting a multiplicity of complex in-
structional media to provide variety and differentiation to meet the

varying and different needs of students, (4) diagnosing learning
blocks and difficulties and adapting techniques to such needs, and
(5) teaching and tutoring small groups on an individual basis while

at the same time, using the time of all metbers of the unit as pro

ductively as possible.

Educators have doubted that any teacher can meet of the above
demands to a reaeonable level of efficiency. Even the acquisition
of knowledge of the subject matter on a level applicable to all

learners in the unit is a great challenge. To also efficiently pr
vide all the other outcomes of education above and beyond simple
knowledge acquisition if; a near impossibility for one teacher.

Subject matter specialization has led to secondary school and
college departmentalized teaching where each teacher teaches in
his field of strength and meets from five to seven groups of thirty

students each during a school day scheduled into time period seg-

ments of about 50 minutes each. The departmentalized system re-
sults in one teacher functioning in a claesroom unit. The difference
is that each teacher teaches a separate subject to from 140 to 200
students in a school day rather than teaching all subjects in the

curriculum in one classroom to thi4y students.

Departmentalized teaching is somewhat impersonal. With about 160
students being taught by each teacher in each school day it is diffi-

cult to learn of and adapt to the individual needs and varying prob-
lems of each learner. Also, the situation is still predicated upon
the need for a "super'? teacher who can be many things to each and

every student.

APPENDA HE SUPPLEMENTARY PROFESSIONAL STAFF

The claesroom unit system of teaching demande more then most
teadhers can produce. This is so in the departmentalized unit
where class groups change every finy minutes. It is also true in
the self-contained classroom situation typical in the elementary
school.

Because of these apparent demands for an unusually capable person
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in each unit in the system and because of the understandable 'Limi-
tations that many teachers have in measuring up to these demands,
the classroam unit system of teaching has been supplemented with
non-teaching professional personnel. These members of the school
system's instruct'_onal team have been employed to provide support
in plugging the more obvious gaps in the over-all efficiency in
the system.

Specialists in educational diagnosis and counseling attempt to
fill in for the "Impereonal-nessn of departmentalized instruction
of the masses. The school counselor keeps a record folder on
each student for use of teachers. Test results and the complete
educational history of each learner are kept in readiness for study
and appraisal. Students are scheduled into the instructional
system as a result of the expert knowledge the school counselor
ean bring to bear upon the study of individual needs. The counse-
lor tries to see students as individuals and meet their needs as
separate persons.

Remedial reading instruction is another example of supplemental
effort to support the regular classroom unit (system. The teaching
of reading, for example, has met the needs of great numbers in
past years. The exceptions stand out, however. We have non-
reader dropouts. We have significant nuMbers of poor readers not
equipped to move up the educational ladder. These are failures
of our present system where too much haa been demanded of the
limited capabilities of teachers to meet the individual needs of all
in a group teaching system in the basic classroom unit. We have
sought to correct the mistakes and weaknesses of the basic system
by establishing a sub-system of remedial teaching.

We also have employed specialists to teach the subjects requiring
special talents and insights. Music and art are subject area elle-
amples.

The supervisors, counselors, librarians, subject area specialists,
and principals all function in the present system; They have been
added to supplement the efforts of teachers functioning in the basic
classroom unit because of the inadequacies of the system me have
used for so many years. These non-teaching and supplementary teach-
ing personnel are expensive. They have evolved as sub-systens of
the basic system out of necessity and concern for meeting the needs of
all students.
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As teachers deal with the frustrations of the demands of working
in the basic classroom unit system, pressure emerges to modify
the size of the unit. We are told that quality education will
come when we reduce class size from thirty to fifteen. Teachers
must also have time to study, plan, and prepare for teaching. It

is a fact that many pnblic school teachers suffer from suffocation
of student nuMbers demanding attention every period of the school
day. It is hard to be a careful, thoughtful teacher when the weight
of numbers constantly frustrate creativity.

TEACHIM STRATEGY LN THE SYSTEM

Teaching on the secondary school and college level is comprised
mostly of lecturing on the part of the teacher and listening on
the part of the student. Class discussion, panels, and other
variations occur, but the lecture remains as the chief approach
to teaching in the current system. There is little time t-0 individ-
ualise and to adapt to varied needs during a fifty minute period.
This is emphatically true when a teacher deals with six or seven
coneecutive groups in a typical school day. For this reason lec-
tures are prepared and repeated to the various sections of the sane
subject taught by the teacher functioning in the departmentalized
system.

The school program clock begins and ends the lecture regardless
of the interest level and possible optimum teacting moment that
should be continued. The program clock, the lectnrei, and the
rigid classroam unit are administratively convenient* Management
problems are great even in this simple system. The complexity
of a large secondary school makes the rigidity of the system ad-
ministratively desirable. Tradition helps to maintain it*

Lectures are more effective if they have the added punch of cer-
tain means of illustrating key concepts. This would ideally require
intensive preparation of various kinds of audio-visual aide. Illus-

trated lectures have all the obvious qualities of a rich presenta-
tion that enlarges upon the llmi-tations of the teacher's voice, but
such are costly in terms of time and resources expended.

Under the present system we therefore find little time for the care-
telly prepared illustrated lecture. Time and the weight of nuMbers
work against us. We therefore lecture by voice with a minimum of
illustration. Students are often passive observers In the classroom
unit system. They sit as note taking spectators to the lecture
phenomenon that pervades the scene before them. Educators acknow-
ledge that there is too much passivity an the part of the learner. He



muet be active, and must be responding to the situation if he is

to learn.

PRESSURES FM CST-BENEFIT ApAasip 9F THE PRESENT RA IC INSTRUC-

TIONAL SYSTEM

The system described in the foregoing pages of this paper has

been at least defensibly effective over the years. It is the basic

structure for American public education today. It has been modi-
fied from time to time to meet the changing demands of great

numbers of students attending educational institutions for increaned
pertods of years.

The system demands added dollars as student numbers Increase.

As teachers justifiably demand increased salaries and decreased
teaching loads the costs of education multiply. Taxpayer loads
keep going up to meet quality and quantity demands. It is hard

to justigy decreased teacher loads because of increased costs
and questionable return in terms of improved quality. The re-

search fails to prove conclusively that achievement of students

increases with decreaeed pupil-teacher ratios. In fact, SOMB
research would tend to refute this thesis.

Many authorities believe that teaching strategy fails to change

when teachers accustomed to teaching thirty students are assigned

to classrooms with 15 to 18 students. This phenomenon has been
observed recently where Title I projects under ESEA have provided

lower ratios. Most teachers continue the long established group
teaching practice, and the results are therefore far from impressive.

As we increase teacher salaries under the present instructional
system framework, we have little hope of offering dramatic in-

creases in the outnut commensurate with the increases in the
dollar Anat. As a result of the success of cost benefit analysis
techniques used in business and industry, we face demands to

guarantee more output when we demand more dollar input. The
current instructional system cannot respond to this demand. It is

rigid and costly. It ties teachers to the classroom group tread-
mi,J. It does not lend itself to creative adaptation to feedback

calling for change. What is needed is a totally different basic
instructional system.

F. A RIG SYSTEM

In recent y Ne have heard and read much about innovation
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and experimentation in education. Instructional television has been
introduced into the present basic instructional system. The basic
instructional unit of the classroom system and the teacher has pre-
veiled with ETV as an appendage or supplement to the system.

Exciting new approaches to organizing subject around some basic
learning theory has resulted in the introduetion of programmed learn-ing and teaching machifiese A learning program is a body or unit of
subject matter organized in such a manner as to make it possible for
the subject matter to teach itself to the learner. The level of
sophistication in writing effective programmed learning units is graduallyincreasing. It appears that we have succeeded in organizing subject
matter so that it does have at least some limited value in success-
fully teaching itself to the learner. We have, however, introduced
programmed learning as another innovation tied to the basic classroomunit system.

Audio-visual aids such as audio tapes, small video tape units,
records, filmstrips, motion picture films and many other devices
and combinations of these devices have been invented and used in
schools. These devices are available to the classroom teacher in
the basic instructional unit system, but he cannot free himself fromthe daily pressure of student numbers and tite schedules to prepare
them for use in his teaching. He is tied to too much routine, too
many schedules, and endless groups of thirty students constantly
before him in his classroom situation.

The National Education Association has recognized this problem.
It is encouraging to see this organization call for a supportive staff
to serve under the direction of the teacher. Whether this should be
done in the traditional classroom setting is, however, subject to
question. (More attention to this appears elsewhere in this paper).

Computers are coming into the instructional picture. Information
about students, test scoring, pupil error analysis, student class
schedules, and manY Pupil personnel analysis and service functions
can be facilitated with the computer. Subject matter is being pro-
grammed for student-computer interaction. The use of computers in
the totality of education is almost limitless. As we look at the pres-ent basic classroom unit system we again bump into the circumstance
of the heavily burdened teacher in a rigid classroom unit teaching
situation. We must begin to wonder how the teacher can extend his
talents and capabilities to the use of the computer in his classroom
when he is already burdened beyond usual capacity.
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Knowledgeable persons acquainted with the potential of camputers
claim that these machines will extend and add to mania intellectual
power in a manner that may parallel the extension of man's muscle
power through the use of work producing machines. This has enor-
mous implication for education. Although we do not have the extenof computer involvement in education we can safely predict that
teachers in future years will be using computers extensively in theirday to day work.

Librariee supplement the textbooks in modern schools. Subjectmatter is expanding rapidly, and it requires endless effort to keepup with the growth in printed instructional materials. Educationalofferings are enriched considerably by the resources of printed
materials of all kinds found in the library. Library fUnctions arebeing expanded to include comprehensive media centers.

Libraries and computers present the potential of dial access infor-mation systems where lectures, books, and special units of inforrnation are available through electronic storage and retrieval. Throughuse of computer actuated information systems me will soon have talk-
ing books and illustrated lectures on electro-magnetic tapes, disco,and in data cells. The possibilities are great and the potential is
exciting. The rigid classroom unit system loons increasingly as
an obstacle to full fruition of this potential since the eystem was notdesigned to accommodate the complexities implied.

These are feedback signals that call for the system to change. AsJohns hes indicated, we have been ignoring the signals. In some
cases we have pretended to change but have not really done so. Inothers we have made adaptations to the present classroom unit systembut have not really changed the system.

What is needed, as ie think of the future demands and potential of
education, (in this era of technology applied to problems of teach-
ing and learning), is an entirely different instructional system. Itseems safe to conclude that the basic classroom unit system - good
ae it has been in the past - must give way to a more flexible and
sophisticated system of instrUction.

Following is a proposed model of a new instructional system. It is
a tentative proposal, but it is a beginning. The re-design of atotally new instructional system is an enormous task. We shouldnot, however, shrink from at least a modest beginning just because
the problems are complex. We don't have to change all of our
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schools at once, but we must respond to the ever increasing and
strongly compelling indications that educational technology has
outgrown our present instructional system. We should proceed with
the assurance that the probabilities seem fairly high that even a
crudely designed new system will surpass the one we have.

II. A NEW INSTRUCTIONAL SYSTEM FRAMEWORK

A. SCOPE OF TRE PROBLEM

A new system should provide a teaching capability that mill
utilize more effectively the potential of teachers, programmed
learning materials, modern textbooks and printed supple-
mentary materials, the computer, instructional television
(both broadcast and local unit video tape), films, tapes, rec-
ords, and other audiovisual aids. The variable learning
ability of students calls for utilization of instructional media
-with many components.

We need to re-deploy the funds expended for instructional per-
sonnel resources in education so that learning can be individual-.
ized to meet varied human needs and more optimally develop
varied student potential. in order to do this, the instructional
staff of a school must include a broader span of specialization
in media utilization and also in educational diagnosis than pres-
ently exists. The teaching staff personnel structure must in,-
clude more technicians, clerks, assistants and aides capable
of bringing the potential of educational media technology directly
in focus upon the individual learner. We should change the ratio
orcertificated teachers to students from 1 to 25 or 30 to 1 to 45
or ,O. Staff dollars should be re-deployed to employ assistants
to support the teacher in the new system.

The size of the student group must be flexible. The nature of the
learning activity should determine the nutber of students involved.
It may involve the use of a simple textbook or a sequence in a
carefully prescribed programmed learning unit. It may involve a
video taped lecture, in color, specially prepared to introduce
broad new concepts in a new unit of study.

The problem, therefore, extends itself to physical plant and equip-
ment capability. A key to this capability is an instructional media
center.
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The instructional media center will serve as the heart and nerve
center of the plant. The computer will store information about
each learner and maintain constant retrieval access to teachers.
It will also be available to store information about thousands
of types of learning units available on audio or video tape --
or in programmed learning form -- or in simple printed form.
As research extends itself further the computer will be used in
some direct learning interaction with the student as computer
based instruction becomes a reality in our schoole.

In establishing this system we should train instructional staff
personnel -- and especially professional teacher leaders --
to utilize the potential of various physical components of the
system. This will involve a change in staff structure and exper-
tise.

B. STAFF STRUCTURE

The propos:led new system will employ fewer professional teachers.
The professional tcacher-pupil ratio will be increased to possibly
45 to 50 students to one teacher. The staff salary monies will be
re-deployed to add the needed technicians, clerks, assistants,
tutors, and aides that will comprise the staff structure of the new
instructional system. School counselors psychologists, remedial
teaching specialists, supervisors and librarians will be utilized
in a different manner. Staff dollars in these areas will also be re-
deployed.

The school will have a staff for the instructional materials center
(which mill supplant the library by housing all of the materials
and equipment used irr teaching). The staff of the instructional
materials center mill supplant the present counselor, librarian,
remedial teacher, and supervisory personnel assigned to the school
under the traditional pattern. The school will also have instructional
unit staffs. These will replace the grade level teachers in the ele-
mentary school and the departmental staff in the secondary school.
They will perform their duties in teams, functioning in instructional
sub-centers clustered around the central instructional media center.
Their activities will draw upon support of the personnel housed in
the instructional media center. The total staff potential of the in-
structional units plus the school-wide staff potential of the instruc-
tional media center specialists will be brought to bear upon the learn-
ing process. This is the key to the proposed new system which holds
the promise of more flexibility.
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The potential of such a staff structure to provide a greatly en-
riched, multi-media program of instruction should greatly sur-
pass the potential of a single teacher functioning in a separate,
isolated classroom housing thirty children. The flexibility of
staff deployment and the capability to utilize all of the potential
of a more complex instructional materials and instructional machine
technology will also greatly surpass the capability of individual
teachers in the traditional setting. The new staff structure will
be trained to effectively use computers, video tapes, other elec-
tronic teaching aids, and programmed learning units. This should
truly individualize teaching and bring to greater fruition the abili-
ties of a total instructional staff of broadly varying talents.

To attain these complex aims of staff comprehensiveness in
utilizing highly sophisticated instructional media systems,
orientation and training will be essential. Persons willing to
part vith tradition and think in terms that depart from the egg-
crate classroems and corridors mill be essential in building the
new system. Pilot programs must establish the new staff structure
patterns. The new systems design can then be spread to additional
school units.

A SAMPLE SCHOOL STAFF STRUCTURE

To illustrate further the possible staff structure and personnel
dollar re-deployment, let us consider a middle grade school de-
signed to teach third, fourth, fifth, and sixth grade pupils. The
basic unit for instruction will be comprised of 90 students housed
in a large, open instructional area next to the media center. The
new instructional system would include four instructional staff
units (one for each grade or age level). It would also include an
instructional media center staff.

Duties of members of instructional unit staff:

Head Teacher - Leader and director of the work of
the unit...conducts meetings of the staff where
planning is done supervises all members of the
unit and coordinates their work -- will require a
very able person with organizational and leadership
ability...salary should be high enough to attract
ability and compensate for added responsibility.

b. ggmgamusilmeAt - This person would provide
professional teaching service to students under the
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direction of the master teacher. He would utilize the

services of tutorial assistants and aides in individual-

izing instruction. Assistants and aides mould perform
duties assigned to them by professional teachers. The

teachers mould free themselves of most routine work not

requiring skills and insights of a high professional level.

The lecture type of teaching in groups of 30 or more would

be very seldom done. Most learning would be in small
tutorial groups of three to eight students and as individual

students in self study or working with one adult staff mem-

ber.

c. TutorialAatants or Intern Teachers - These persons
should be para-professionals with at least two years of

college training. They should be interested in becoming

teachers. The positions may, in fact, be filled with

teacher interns or college students working toward a de-

gree in education. The positions may be filled with four

half-time students or two full-time para-professionals de-

pending upon availability of candidates.

These persons should provide a great amount of small

group subject matter practice and drill activity to inter-

mediate grade children working to master the rudiments

of the basic tool subjects. They should, under the di-
rection and assistance from the professional teachers,
provide individual help to children who frequently have

learning problems in group teaching situations.

d. The Volunteer Adaps - Will serve on the staff out of moti-

vation to contribute to their neighborhood school. Volun-

teer service to hospitals and neighborhood youth centers

has resulted in a great deal of assistance to the pUblic

good. Many mothers endowed with a love for children

and a desire to contribute to the cause of education of

youth may be recruited to fill these posts. Personality

characteristics that assure an attitude of service under the

guidance of professionals will be important in recruiting

these people. Some college background will be desirable,

but intellectual Ability to follow instructions and render

teaskork assistance will be important.

A modest compenaation for expenses in being away fram

home And in traveling to and from school should be provided.
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The intent should be to reimburse for out-of-p cket daily
costs and not to provide a salary.

The volunteer aides should correct papers, prepare teach-
ing naterials, respond to on-the-spot needs of youngsters,
supervise playgrounds, hallways, and school lunch, check
on children to lend assistance during study time, pass out
materials, and serve as a personal assistant to the pro-
fessional teachers. The services of these persons should
be a great value to the total unit, but this will be so only
if their potential is fully utilized by the teachers. Train-
ing and orientation will be crucial. They will need to
understand the limitations as well as the potential of
their work.

The school should honor and recognize publicly the per-
sons who support education through volunteer service as
aides to teachers. If this is properly done, reasonably
capable talent can be recruited and a reservoir of apll-
cants can be maintained. Orientation and training of vol-
unteers aides will also be necessary if they are to function
well in the system.

e. Clerk-PuilProl - This person will do
clerical work for the unit. She will do the detailed account-
ing necessary in a system where individualized instruction
encourages variable progress. She will also work with the
person in charge of the computer input-output terminal
located in the instructional materials center. The paper
work of the unit will be computer assisted, and she will
be the liaison person l'or the unit, updating progress data
of individual students and retrieving from the computer
system the information required by the professional staff.

D. COMMENTS ON STAFFING STRUCTURE FCR THE INSTRUCTIONAL UNIT

The number of professional teachers is reduced substantially from those
required in the traditional system. The profesv.ional teacher-pupil ratio
Is therefore increased from 27 to 1 to 45 or 50 to 1. However, the num-
ber of adult membere of the staff will be increased to provide the sup-
porting services from the instructional media center. Thus, the new
staffing structure will provide nore personnel, or varying levels of
ability, to make it possible to individualize the instruction for each
one of the pupils in the unit.
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The result should be the elimination of lectures and busy work for

students in group teaching situations. Students should be more

productively engaged in a personal involvement circumstance moat

of the time. The effort should be to keep the learner active - not

passive - during every hour of the school day. The responsibility

for learning should shift from the teacher (under the traditional

system) to the learner. He will be the one engaged in programmed

learning units, in small group discussion, and in tutorial type of

activities. His constant, active involvement in learning should

emerge from a more varied program of individualized teaching and

learning.

The variability of the staff and the enriched materials and media

environment should result in some release from the pressure of

30 students that constantly faces the teacher in today's system.

The variability of staff should cause more attention to be drawn to

learners with special needs. Extra tutoring can be provided either

by a professional teacher or under the supervision and prescription

of a professional teacher. Situations of non-response to learning

stimulus should be much less frequent. Teachers will not be com

pelled to permit non-learning situations to be unattended because

of the constant pressure of 30 students six hours each daY with

the total learning responsibility on one person's shoulders.

The new staffing structure is contingent upon effective volunteer

aides supporting the professional teachers and the availability of

effective tutorial assistants. Such assistance should be forth-

coming if care is exercised in selection and if proper orienta-

tion is given to the role of these persons.

The staffing structure dramatically reduces the number of pro-

fessional teachers. This should not concern members of the pro-

fession since demands for teachers are not being met at the present

time. The great length of time required to develop a new instruc-

tional system (and cause it to become operative in significant

numbers of schools) should provide further reassurance that this

proposed re-design of the system will not result in teacher

unemployment. When the teacher supply is greater increased prep-

aration and periods of internship can also be required of new

teachers entering the profession.

The taxpayer should welcome a new system that makes it possible

for teachers to earn for themselves a very significant salary in-

crease by being more effective in educational output without more
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total dollar input. If the system becomes increasingly effective
with continued experience, the flexibility in using technology and
staff should provide education with a potential to individualize
teaching for each student and meet the demands of increasing
student numbers. Teachers will be more productive in terms
of numbers of students served, and this should make substan-
tial salary increases possible.

Much experimental and pilot study evidence will be needed to
prove a theorem that educational productivity and dollar costs
can be simultaneously increased in the former and held constant
in the latter. Our hope lies in this and other system re-designs
and not in perpetuating the present rigid and costly system that
has difficulty adapting to demands or technology. Projections
of dollar costs alone should give great impetus to developing amore efficient system.

E. THE runnucrIONAL MATER AIS CENTER AND THE PHYSICAL PLANT

As previously stated, the proposed new instructional system is pred-
icrited on the availability of programmed learning units, video tape
films, audio tapes, books, printed enrichment materials, and the
coordination of the comPlexity of materials, staff time, and pupil
needs through use of computers located in a central place but with
remote terminals in the 1MC of each school. Effective use of in-
structional materials systems packages in the instructional unitswill be contingent upon the staff and logistical support of the IMO.The new instructional system will be housed in a school plant wherethe IMC iS the heart of the school and the instrustional units (re-
placing square classrooms with rigid walls) will be "wrapped', aroundthe IMO. Spaces mill have to be variable in size to accommodate
flexibility required by the system. Thus, students and staff will
flow from instructional units into the 14C and materials and machines
will flow from the IMC to the instructional units. The mission of theIMO is to provide materials equipment, and all the tools of learningto the instructionAl units :nd to provide computer assistance and backup to the units. (See sketch.for _WC - AmoTrucIionalunit apacere1ctionship).

It is anticipated that instructional systems packages designed on
the State and school district level will be placed in the 1MC of
each school. Training unit staff members in the development and
use of the systems packages will be part of the complex process of
establishing a new instructional eyetem. Video and audio tapes by
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thousands should eventually be developed ,for availability as part
of the total resources of the IMC sys em. Programmed learning
units varying in size and length from 50 to 5,000 frames should be
stored in readiness in the 10.

By bringing the instructional power of multi-media to teaching a
given unit or segment of subject matter we can hope to gain in
learning efficiency. (Teaching should be more effective, for
example, when audio tapes, short video tapes, several different
programmed learning sequences, and a number of printed illus-
trations are available to a teacher presenting concepts to students
on objective and nominative case in English grammar.) A wide
range of selection should be available through designing instruc-
tional eystems packages of this sort that add richness and variety
to the teaching strategy to be employed. This should be in sharp
contrast with textbook reading and lecturing in the traditional
setting.

The computer should extend the memory and intellectual capacity
of the staff. Information about each learner in the unit and data
about all the materials available for teaching on all levels and
in each sUbject area should be stored in the computer memory and
made available for instant retrieval. Test scoring and diagnostic
support should also be provided by computer. Future dial access
information systems and computer actuated learning programs should
add to the value of the computer as a vital part of the new inatruc-
tional system.

It is intended that dollars released from each instructional unit
and the re-deployment of librarians, counselors, school paycholo.
gists, subject matter supervisors, assistant principals, and
remedial teachers will provide the resources for a director and
staff for the 7MC. Expertise will need to be developed from exper-
ienee and feed-back from the units.

The INC will be a cotbination library, audio-visual laboratory,
computer center, film and tape library, and counseling center.
The center's mission will be to lend support to the unit staff and
to provide individual study spaces for student viewing and study-
ing.

TENTATIVE IDEAS CO HRING TEACHING STEGI ES

HA;IC PURPOSE

It is almost universally accepted by educators that the ideal situation in
education is to have.complete individualization of instruction. That has,
of course, been prohibitive in the past because of the costs involved. That
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is why the traditional school situation assigns from twenty-five to thirty
children to a separate classroom to receive instruction from one teacher.
The staffing pattern and the availability of educational technology housed
in a school plant that breaks with traditional classroom teaching design
all make it possible for an instructional system to be developed that will
facilitate more individualized teaching. The instruction, to be sure, will
not be totally individualized but it will be infinitely more personal and
more carefully gew'ed to individual differences than has been so in the past.

Let us examine a possible teaching strategy uUlizing the staff pattern sug-
gested in this paper. This proposal would also use the basic instructional
unit previously suggested. It would be housed in a large instructional suite
immediatelY adjacent to an effectively functioning instructional media center.

STUDENT LEARNING ACTIVITIES

It is suggested that this new instructional system might begin through experi-
mentation with three basic types of learning activities for students. These
are: (1) tutoring, (2) lecturing, explaining and demonstrating, (3) and indi-
vidual study. It is intended that practicelly none of the instruction will be
offered students in gs,ups of traditional classroom size. The instructional
sub-group should usually vary in size from three to ten students.

Much concern is being erpressed today about problems of student identity
and de-pereonalization. The teaching strategy suggested would tend to draw
the instructional staff closer to students as individuals. Tutorial'groups
of from three to ten learners would make this possible. Staff teamwork in
directing individual study activities and in utilizing audio-visual technol-
ogy in individualized and group information presentation will make it possi-
ble to more productively use the time of students while they are not partic-
ipating in tutorial cessions.

The most important learning activity would take plate in small groups of
three to ten students receiving pereonalized tutoring from a professionally
trained teacher. By lfiriting the size of the group to not more than ten,
the contact with each learner will be quite personal so that the teacher can
in fact adapt to individual needs as they are diagnosed from the close range
of instruction on this intimate basis,. This tutoring activity is the kind of
instruction that has yielded dividends for years in the priMary grade class-
room. It has been the practice in primary grades in the past to establish
small reading circle groups where the interaction between the teacher and
the learner is very intimate and individualized. It is intended that most of
the professional teacher's time in the new instructional system will be de-
voted to this type of tutoring activity.'
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The great advantage in this proposed system will be that manpower and educational
technology will be available under the new system to keep the learning activities
of students (not involved in tutoring sessions with professional teachers) more
productively directed toward followup activity assigned by the professional
teacher as an outgrowth of continuous daily interaction between the teacher and
the learner.

The teaching activity will shift to individualized tutoring in small groups rather
than lecturing and group teaching in the classroom. It is suggested that the
professional teachers would be assisted by tutorial assistants. The tutorial
assistant would be a para-professional or a teacher trainee-intern completing
requirements for full teaching certification. The tutoring done by the tutorial
assistants would be structured and supervised by the professional teacher.
Theirs would be follow-up activities to smart groups in providing added sesist-
anee preparatory to individualized study. This will nrovide the professional
teacher with supporting follow-up activity without using valuable professional
staff time for this type of sub-professional teaching activity.

INDIVIDUALIZED STUDY

It is anticipated that the new instructional system will provide mere time for
aupervieed individualized study and independent individualized study. Students
will_receive an assignment from the teacher that grows out of the tutoring
sessions. MeMbers of the instructional team will supervise groups of students
as they work on these assignments in supervised study sessions. The students
will also be provided an opportunity to do some studying on their own in the
instructional media center.

The supervised study mill provide opportunities for some structuring and for
some assistance as children work on assignments. This will, of course, re-
quire coordination between the team metber assigned to supervise the study
activities that are to grow out of the tutoring sessions.

The independent study that will take place in the instructional materials center
will provide opportunities for students to pursue special areas of interest on an
enrichment and supplementary basis. The materials available to the staff in this
center will focus attention on learning activities related to the age group and
the specific instruction taking place in the various instruction units of the
school. The amount of independent study time prescribed will vary with student
sub-groups according to needs and capabilities to study independently.

Through the independent study and the supervised study activities students will
be gaining mere independence and responsibility for much of their educational
growth and development. This should result in sound study habits and in self-
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reliance. Such activities, constantly followed up by tutoring sessions, should
be highly productive if the right types of enrichment materials are made avail-
able.

RMZgi_a;Ng...t___..M_WDDEMCNSTRT G

The current state of educational technology makes it possible for us to develop
hundreds of small video tape clips, motion picture films, audio tapes, records,
and other types of information conveying materials. By accumulating and devel-
oping a rich and varied array of these materials and by providing the technolo-
gical means of making them almost immediately accessible to small groups of
students, the viewing and listening activities can take the place of most of the
teacher lectures that have been so prevalent in American education. The new
staff pattern will make availability and immediate use possible. This will take
place in listening and viewing centers with earnhone sound control. (See sketch

of proposed physical layout.)

Great caTe should be taken to have carefully prepared video tapas or 8 mm
single concept films, for example, that mill relate specifically to certain sub,:-
unite of instruction related to baeic subject matter covered in the small group
tutoring situations. If these are prepared with care they can be utilized bun-
dreds of times as part of the total instructional system. With continued ex-
perience, the coordinated use of these and other means of communicating ideas
and information should become increasingly effective.

Instead of using the teacher's voice before a traditional size group to intro-
duce new units of learning activity (and to stimulate interest through orienta-
tion to sub-units of subject matter) it is anticipated that electronic projectors
and video tape units will convey this information from pre-packaged systems.
Their use will need to be carefully identified and limited to the total instruc-
tional plan. If they are well done they will exceed the capability of a teacher
who lectures on a day to day basis in the traditional classroom. Each unit will

have voice, music, and ac Lon capability that should attract and hold attention.

This type of learning activity has its
to view and listen for endless periods
value in the total learning situation,
individualized study work that will be
OBS.
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limitations since the learner mill not want
of time. Such activity, with its limited
will be subordinated to the tutoring and
going on in the total instructional proc-

F iDOUAL TUDY

Programmed learning =its would also be provided from the instructional media
center as part of the orientation end information acquisition activity. The use
of programmed learning could also be classified under independent study activity.
These units will convey information &nd can also provide goal directed practice



and drill in an independent study situation. Programmed learning should
have a place in the total instructional system and should be a vital part
of the instructional materials system package. Through limited and wise
use the advantages of programmed learning can be gained for the benefit of
students. Only through recognition of limitations, however, will these
advantages be gained without also bringing some disadvantages into the
total learning picture. Like audio-visual learning activities endless use

of programmed learnin- units will result in loss of interest and waste of
student time if use as a means of instruction is not varied with other
activities.

Single concept films and materials for individualized study and inquiry
should be made a part of the new systems approach to teaching. Study time

will be more productive if a multimedia4 independent study system is
planned, equipped and staffed.

SUMMARY
The instructional staffsAand especially the professional teacher-leader,
will need to be thoroughly familiar with the content of all the multi-
media instructional sub-systems packages that will be conveyed electron-
ic4lly by programmed learning and by conventional media to the students.
The media specialists, the teacher aidesA and the clerical personnel can
carry out the work done in individualized study0 in orientation and in

information acquisition activities if such is done under the immediate
surveillance and supervisicin of professional teachers. This will require
careful coordination. Efficiency should increase with experience and with
continued practice.

The total instructional strategy will be based upon cooperative activity
where tutoring, individualized stUdY, and information acquisition from pre-
packaged lectures are facilitated by the staff through use of multi-
media and through use of team methods that are geared to small student
groups in tutoring and discussion situations.

Student grouping will be flexible to accomodate continuous progress and
to promote maximum learning tO the unique and varied Inotenti-1 of each
individual. The grouping structure should provide for frequent review of
student progress. Re-grouping should therefore occur as often as
individual educational needs may prescribe. Computer science schould
assist the professional staff in this task.

The time of professional teachers mill be directed toward the most highly
productive part of the teaching and learning activity. This is, of

course, the inter-action that goes on between the learner and a highly

skilled teacher in a close personal learning situation. This will be
facilitated in this type of instruction system to a much greater degree
than has ever been possible in the traditional teaching situation.
Achievement gains should be superior to what We have had in the past.
Student failure and need for remedial work
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should be decreased dramatically. This may not occur until the new system
is developed wiLh all of the related materials having been carefully pre-
pared and with the staff having sufficient experience and practice in a
new situation to learn to master the techniques and strategies and to gain
confidence and enthusiasm for them.

Schedules and routines would need to be established and many varied
approaches to developing the new system would undoubtedly be tried and
rejected for more promising activities. Only through continued and
sustained effort over a period of time sufficient to develop staff expertise
will the proposed new instructional system receive a fair trial. This may
require a year of preliminary Preparation and three to five years of trial
use with ample opportunity for revisionschanges,,and re-development of
new results. The actual teaeiing strategy would have to be based on feed-
back gained from experience. The problem is to avoid denunciation of the
new system before it has had Vole to become rooted into solid educational
practice. At this point, a very careful and intensly analytical appraisal
of the Progress of students should be taken by impartial evaluation experts.

III. 6ONOLUSION5

This paper has attempted to discuss the current instructional system and de-
scribe the reasons why it will become increasingly obsolete because of avail-
able technology and the failure of the present system to adapt to its effec-
tive use. By looking at the need for change from the perspective of systems
theoryit is suggested that the entire teaching and learning program can be
viewed more in its totality and less as single classroom components.

The specifics presented in this paper (as to staff4\school plant, and media)
were stated as a means of cumannicating a somewhat complex alternative to
the present system. These specifics may not be the best,Aand modification
in the proposed model would surely come after the benefits to more intensive
study of other alternatives were attained. The writer does not claim the
proposed new instructional system as his invention nor as even the
theoretical best fitted for trial use. It was his intent., rather,,to
contrast the potential of a more open and flexible system with what we now
have. Thoughtftl criticism will surely add and delete to these proposals.

The chief consideration should be that our public school system - on both
the public school and higher education level - should begin to more
aggressively experiment with some drastic departures from the egg-crate
classroom building and the rigid one teacher (or nrofessor) and thirty
student arrangement.

A theorem is a statement that is to be proven to be true. The writer's
theorem is that our present instructional system is obsolete and that we
can design a better one.
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Reprinted with permission from Beave_ ori School Diatrict #48, Beaverfrên,

Oregon,

PROPOSAL: INSTITUTE FOR NEW STAFF ORGANIZATION AND UTILIZATION

Needs

The proposal to be submitted by Beaverton School District #48 will be

for a second year of funding to continue development of differentiated staffing

started under the 1969-70 E.P.D.A. grant. The needs stated in the original

proposal were:

To utilize educational personnel to perform tasks commensurate

with their ability and interest.

2. To train personnel to perform taPks of varying degrees of difficulty

commensurate with their ability and interest.

3. For prospective teachers to participate in clinical field experience

early in preservice education.

4. To utilize a variety of educational personnel to improve communication

with disadvantaged youth.

5. To train and utilize personnel from all available sources to serve

in a var. ty of ways in the process of education.

. 6. To increase the variety of modes and points of entry into the

teaching process.

7. To improve the development and retention of competent educational

personnel by creating career patterns in teaching.

8. For a number of agencies to cooperatively develop preservice and

inservice training programs for educational personnel.

Objectives

The objectives to be accomplished were:

1. Identify appropriate behavioral objectives for students,

2. Identify specific tasks which should be performed by educational

per onnel to help students meet the behavioral objectives.
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3. Define teaching tasks as they relate to:

a. teaching skills, knowledge and attitudes.

b. utilizing procedural and organizational techniques for teaching.

c. providing managerial leadership in allocating resources for

teaching.

4. Correlate specific tasks with the competencies and interests of

educational personnel.

5. Develop criteria and programs for the training and retraining of

education personnel.

6. Develop criteria and programs for evaluating the results of

differentiated staffing.

Summary of Current Project

A district-wide Differentiated Staffing Committee was formed to establish

policy and guidelines. It is composed of twenty five members who were selected

to represent various disciplines, grade levels, and attendance areas of the

district. This committee will contin,.a to function until the project has

been implemented and evaluated.

The district-wide committee and the staff of the first pilot school held

a series of work sessions prior to the close of the 1968-69 school year and

are now involved in a five-week workshop. An additional two weeks of work

are planned prior to January 1, 1970. In preparation for accomplishing the

objectives, we held a one-week inter-personal relations and organizational

development workshop directed by Dr. Fred Fosmire from the psychology department

of the University of Oregon and a two-day exploration of peer and cross-age

teaching directed by Dr. Herbert Thelen of the University of Chicago.

Utilizing the following procedures, we have completed the first step.

1. A questionnaire developed by the Oregon State Department of Education
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was administered to all of the first pilot school students and

staff, a random sample of students in other schools in the district,

and a random sample of parents in the attendance area served by

the first pilot school.

2. Personal interviews were held with a sampling of current students

at a variety of grade levels; with drop-outs, terminal graduates,

and graduates who went on to higher education; and with businessmen,

business leaders, job foremen, and professional people.

3. Two half-day seminars with local and state-wide opinion leaders

in industry, business, and state and federal government were held

to address the question of what youth today and twenty years from

now will need.

In addition to the needs assessment, we have also completed step two,

the preparation of school-wide or global educational objectives. We have

attempted to write these objectives to a first approximation of behavioral

objectives. These objectives will be stated in more precise behavioral terms

as they are implemented at the cour e level, but the first approximation is

necessary to give direction to the over,-all curriculum development. These

behavioral objectives have been prepared in the cognitive, affective and

psycho-motor domains wherever possible. They cover basic tool skills, learning

process skills and personal-social skills.

1. We are presently designing an instructional organization involving

diffeent levels and types of responsibility which will best satisfy

the needs and accomplish the objectives. This organization may be

the traditional department grade level organization, or an entirely

new kind of instructional organization utilizing merged disciplines

with some instructional focus other than the traditional.
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2. We are completing an inven ory of the human resources and skills

necessary to augment the staffing patte n which results from the

above.

We will use the time remaining until January 1, 1970, to write job

descriptions based on the inventory of human resources. These job

descriptions will than be used to design training programs for the current

staff and recruit new staff for 791ementation of the first differentiated

staffing model for the fall of 1970.

The second and third pilot schools have been identified and some preliminary

training ace mplished.

The second pilot school, Cooper Mountain School, occupied its new

building in the fell of 1968. Students in grades 1 through 6 numbered 398

and the staff consisted of nineteen members.

In August of 1968, a one week workshop in interpersonal relations was

held under the direction of Dr. Allen Spanjer. During that fall, a course

in the use of Taba Strategies in teaching social studies was offe ed for

the entire staff. Two members of the staff were appointed to the District

Differentiated Staffing Committee.

Among the practices used during the 1968-69 year were: 1) peer

teaching, (2) cross grade teaching, (3) cross grade grouping, (4) use of

high school students, (5) team teaching, (6) individualized instruCtion,

and 7) clinical supervision.

During the 1969-70 school year, plans call for organizing the staff

around three teaching teams involving 450 students and 22 teachers. Each

team will have a designated leader. Practices listed above will be continued

with maximum effort toward improving their effectiveness. A workshop will

be organized for training in writing objectives in behavioral terms. An

536

5-13



:ncreased use of student teachers while expanding their experience will

be explored. One teacher has been assigned to work half-time in the Oregon

Elementary School English Project under the direction of Dr. Albert Kitzhaber

at the University of Oregon.

These plans for 1969-70 will be carried out to prenare the Cooper

Mountain staff for the planning year 1970-71 as a Differentiated Staffing

pilot school.

The third pilot school, Mountain View Junior High School, is a new

school opening in the fall of 1969, which will begin with grades 7 and 8

and a student body of 400. This school is a feeder school for the Aloha

High School.

In anticipation of this school's role in the overall plan for differentiated

staffing, an in-service program directed toward interpersonal relations

will be held the last week in August, 1969. One objective of this workshop

will be directed toward viewing the task which lies ahead for this faculty

regarding differentiated staffing. Two members of the faculty have been

serving on the District Differentiated Staffing Committee for the past several

months, and it will be part of their responsibil ty to present what has

been accomplished in the differentiation of the Aloha High School staff and

its ramifications.

Two days have been set aside for curriculum implementation. At this

time, the needs assessment survey which was given during the summer of 1969

will be aviewed. This assessment will be used as a tool to evaluate present

teaching practices. It will also be used to indicate how differentiated

staffing can help us more effe'etively meet the educational needs of our

community.

As the year progresses, the interviews conducted, speakers used, and

objectives arrived at during the su mer workshop with the Aloha High School



faculty will be reviewed and incorporated in the design of the curriculum

in the new school.

When models of differentiated staffing have been tested, we plan to

implement them throughout our district. This assumes a measurable degree

of success in our project.

The philosophy of differentiated staffing indicates to us that no

staffing model will be permanent, that individualized learning and individualized

instruction are vital, and that "the classroom" will have as little geographic

limitation as possible. For example, in an educational park setting in

the newly developed area of Rock Creek and McKay Creek where elements of

community college, recreation district, county fair grounds and school district

could become the "classroom." Personnel from all walks and activities of

human affairs will be used in instruction.

Program Design for 1970-71

In order to implement the first pilot model for Aloha High School and

plan the pilot models for Cooper Mountain and Mountain View, the following

planning and training programs are necessary:

1. Interpersonal relations and theory of organizational structure.

2. Design and direction of independent study.

3. Diagnostic and rerv.dial techniques.

L. Counselling theory and techniques.

5. Preparation and implemenation of Instructional programs (both

content and process).

6. Teaching strategies.

Analysis of teaching and learning.

Writing and use of specific behavioral objectives for course

development and evaluation.
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9. Teaching systems.

10. Staff organizat on for improved instruction.

U. Curriculum designs.

12. Theories and techniques of team teaching and flexible scheduling.

13. Theory and utilization of peer and cross-age teaching.

The program will be designed to meet a wide variety of training needs.

About thirty participants will be people recruited into teaching through

early entry programs and from sources other than traditional training

institutions. Some of these participants will be students involved in cross-

age and peer teaching. About thil'ty of the participants will have one year's

experience in the theory and planning of differentiated staffing. These

people will receive advance training and will serve as trainers for new

personnel. The remaining ninety participants will consist of experienced

and inexperienced teachers who have completed traditional teacher training

programs.

Staff Resources Needed

The anticipated training staff will include authorities such as:

1. Dr. Fred Fosmire, psychology department, University of Oregon, who

has worked with the first pilot school staff for the past year in

the areas of inter-personal skill development and organizational

development.

2. Authorities in the preparation of course materials based on behavioral

objectives.

Dr. Alan Spanjer, education cepartment, Portland State University.

Dr. Spanjer is director ofatudent teaching and intern program and

is an authority in the areas of teaching strategies and evaluation

of instruction. He has worked with District #48 personnel for the
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past five years in the development of teacher induction programs

and supervision of instruction.

4. Dr. James Wallace, MAT program,Reed College. Dr. Wallace has worked

to develop early entry programs and to develop recruiting and

training programs for personnel from areas other than tl'aditional

teacher training institutions.

5. Wes Tolliver, clinical professor on joint appointment with School

of Education, Portland State University and School District #48.

Mr. Tolliver w rks in the area of analysis of teaching and developing

teaching strategies. He is coordinating the early entry program

and student teaching programs of Portland State UniversIty with

School District #48.

6. Other consultants and authorities from the community as required

by the training group.

Evaluation

An instructipnal program based on behavioral objectives is self-evaluative.

However, we are concerned about measuring the success of the program as

related to student attitude and commitment in addition to those specified

in the behavioral objectives. We will use an environmental description

survey to assess these factors. The results can be compared to base line

data which have already been collected for the 1068-89 school year and will

be collected for the 1959-70 school year.

We will use NEA TEPS Evaluation to assess the attitudes of teacher-

student-community members relative to the way the model was generated. Agencies
such as Teaching Research from Oregon College of Education and Northwest

Regional Laboratory will be contracted to evaluate_the student product.
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PROPOSED TRAINING PROGRAM

Differentiated Staffing Project 1970-71
Beaverton Schools

1. Weeks of training program - 7 weeks each school:

Aloha
Mt. View
Cooper Mt.

7

7

7

2. Number of participants includes traineIs and trainees):

Total 150

3. Experienced and inexperienced participants:

Aloha
Mt. View
Cooper Mt.

Exp.
50
35
20

Inexp.
30
10
5

Trainers
30

OTHER MATERIALS OF INTEREM

Beaverton School District #48, la_ Pro-o
Beaverton, Oregpn, 1968, 17 pp.

Fitzgerald, Ronald J. and Frizzle, Donald B.,
Staffing, Amherst, Massachusetts, 1968,

Shaker Heighte City School District, A Staff
Shaker Heights, Ohio, 1969, 5 pp.
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Reprinted with permission from the Educational and CulturalCenter, Syracuse, New York and the Genesee Valley SchoolDevelopment Association, Rochester, N.Y.

DIFFERENVTIATED STAFFING CONFERENCE
Geneva, New York February 26-28, 1969
I. THE CONFERENCE ON STAFF ORGANIZATION

A conference on new staffing patterns in elementary and

secondary schools was held February 26-28, 1969, at the
La Fayette Inn, Geneva, New York. The participants who represent

school districts and organizations in central and western New York

met with Fenwick English, Project Director of the Temple City

(California) Differentiated Staffing Plan, to discuss procedures

in building and operating new models of staff organization.

The conference was sponsored by the Educational and

Cultural Center of Onondaga and Oswego C'3unties, Syracuse,
New York, and the Genesee Valley School Development Association

of Roche ter, New York. ECCO and GVSDA, two of the sixteen

Regional Supplementary Educational Centers of New York State,'

are studying school staffing patterns that identify and use the
varying competencies and talents of teachers to make the

instructional program responsive to the needs of individual students
and accountable to the community.
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II. THE NEED FOR DIFFERENTIATED STAFFING

Advocates of differentiated staffing fe 1 that the traditional

school organization, the teacher isolated in a classroom with

thirty children for forty-five minutes per day per subject, is

not flexible enough to prepare children to handle the continually

changing conditions they find when they leave school.

English pointed out that this traditional organization

happened almost by accident and was not based on any research

that validated it as the best way to teach children. One hundred

fifty years ago the Boston Graded School had to group its children.

They did it by age, anc; textbooks followed the pattern.

School organization continues to be based upon the

as umption that all children of the same age perform on the same

level. The teacher knows that this is not true, but there are few

resources or expertise to help her do anything about the individual

differences in her classroom. All she can do is start at the begin-

ning of the book in September and continue till- ugh it until the end

of the year.

If teachers in the traditional school structure were to give

pre- and post- tests, the outcomes would have little influence on

the instructional program, The org nization prevents modificati n

of instruction to meet individual needs.

Two things are needed to change the school to make

instruction begin at individual performance levels:
542



Flexibility to identify and use talent.

2. Flexibility in the use of teacher and student time.

Time and talent are the essence of differentiated staffing.

The Temple City Model is an example of a scho I organization

that has both types of flexibility.
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III. THE TEMPLE CITY MODEL

In 1965, the Temple City School District and Dwight Allen,

then at Stanford University, and now at the University of Massa-

chusetts, developed a proposal for the Kettering Foundation. The

next year, the Foundation awarded the District $ 41,840 to devise

a rationale for a differentiated teaching staff, and District Superin-

tendent John Rand activa a project steering committee to make

recommendations through him to the Board of Education. In 1968,

Kettering augmented the grant with $15,000.

After four years of study and planning, Temple City now

has a staffing hierarchy and an auxiliary personnel support system.

Salaries up to $25,000 are possible through an efficient use of

staff talent.

The District encouragen multiple entry to teaching by

hiring personnel for any level of the hierarchy. Minority group

adults who have had little preparation can enter the auxiliary

support system and go up the career ladder to full-time teaching.

Curriculum and research specialists are employed at advanced

positions.

The Temple City hierarchy for professionals begins with

the Associate Teacher who may be a first-year teacher with a

degree or a teacnci. intern. He has full-time teaching

responsibilities.
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The next level, the backbone of differentiated staffing,

is the Staff Teacher. His qualificati ns are equivalent to those

demanded of teachers in the usual system, but his role is different.

Housekeeping and clerical duties are assigned to aides, and the

teacher has more preparation time to make his teaching effective.

He must be able to diagnose student difficulties, deal with a

variety of student populations and be a specialist in at least one

mode of instruction, large group, small group instruction, or

independent study. The Staff Teacher is responsible for the

application of curricular innovations which have first been evaluated

by the Master Teacher.

The Senior Teacher must have leadership qual ties and

demonstrate that he can get things done through other people

without being autocratic. Unlike the Associate and Staff Teacher

the Senior Teacher has sophisticated skills in diagnosis and in

all three modes of instruction. He works with his teachers to

utilize their strengths and eliminate their weaknesses.

The Master Tea her makes professional decisions on

functions and outcomes, decides which materials and personnel

to use and plans the operation of his own system but does not

administer it.
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Temple City Hierarchy

Teacher-Classroom
Status Responsibilities

% of time
Tenure Salary

Master Teacher
Doctorate Degree

12 month,
22 days
vacation

25% no $15,500-
$25,000

Senior Teacher
M.S. Degree 10 month

35%-
50%

no $14,500-
$17,500

Staff Teacher
B.A. Degree 10 month 100%

yes $ 7,500
$11,000

Associate Teacher
B . A . Degree 10 month 100%

yes $ 5,500-
$S,000

Auxiliary Support
Personnel 10 month

no

All personnel, including the superintendent, the principal,

and the school nurse, teach; all teaching is organized on a flexible

schedule to permit increased contact with students.

At Temple City, professionalism is evident at all levels.

All teachers can be a tively involved in formulating academic

policies and all are responsible for regulating their profession.

Teacher evaluation is two-way. Senior and Master Teachers

evaluate the performance of Associate and Staff Teachers. In turn,

the advanced role of the Senior and Master Teachers are regarded

as service and leadership functions to the Associate and Staff

Teachers who evaluate the relevancy of the functions. These

546

5 4



evaluations are coordinated through the school's prime decis ion-

making bodiesthe Academic Senate and the District-Level

Academic Coordinating Council.

The Academic Senate at each school, composed of Senior

Teachers with the principal serving as chairman, legislates specific

school policies. All members have equal power. It has a standing

Committee to deal with faculty separation between subject areas,

ambiguity of roles, absence of consensus as to staff expectancies,

etc. Each Senate prepares an operating budget for its school and

submits it to the Superintendent of Schools and the District

Business Manager for analysis. Upon approval, the budgets are

administered by the Senate.

The District Director of Personnel is assisted in screening

applicants by representatives of teachers in the subJect area

under consideration. Recommendations are sent to the Board of

Education from the Senate through the Superintendent.

Disagreements between Senate members go to the District

Academic Coordinating Council which is made up of principals

and Master Teachers with the District Superintendent serving as

Chairman. In addition to this appellate function, the Council is

important in decentralizing district level decision-making.

Under this kind of organization, the principal's role

changes. He no longer acts as a non-academic administrator.

At Temple City, he gives over the details of running the school,
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supplies, equipment, etc., to the School Manager, a graduate

of a school of Business Administration. As the chairman of the

Academic Senate, the principal becomes expert in group dynami s,

sensitivity and human engineering.

Since the differentiated staffing needs specified pre-

service and in-service trainin , Temple City has become part of

a consortium composed of the Claremont Graduate School and the

University of Massachusetts. Qualified personnel coming out of

this program train other staff members.

The traini, g program includes sequences for consultation

with field groups in the major curriculum areas, classroom methods,

behavioral studies of organization, auxiliary personnel training,

relevant innovations in education and model building, micro-

teaching methods of evaluating colleagues, and evaluation of

the program.

Objectives for the staffing plan are based on st tements

of specific needs of learners, the teacher, the society and the

community the graduate will enter. Temple City conducted a

fi e-year follow-up study comparing the schools' goals and the

actual accomplishments and behaviors of graduates. There was

little cor elation.

Teachers now being hired by the district will enter the

differentiated salary schedule. Current employees have the

option of remaining on the traditional salary schedule or converting
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to the differentiated pay system. Those changing to the latter

will advance faster than they normally would over the short term,

but the differentiated staffing schedule has a lower salary ceiling.

When transferring, no one takes a loss in pay. See Section O.

The factors that teachers weigh when they make the decision

are their pro imity to retirement and confidence in their own

ability.

When describing the differentiated staffing plan, English

emphasized that Temple City had spent four years in developing

their educational plan. Although the plan appears revolutionary,

it did not take form quickly or easily. It was built by involving

the professional staff at all levels and having them go through

many difficult and sometimes frustrating steps in designing and

organizing the model.

Further details of the Temple City organization and financial

plan are described in Section V, in the Appendices, in the booklet,

"New Careers in TeachingDifferentiated Staffing, the Temple

City Story," and other articles listed in the Bibliography.



IV. ASSUMPTIONS CONCERNING DIFFERENTIATED STAFFING

The Conference made certain assumptions when considering

staffing.

A. There rna be little relation hi between school nd

lep.rning and between teaching and learning.

Without pre-testing to find out where the child is at the

start of a sequence of instruction and post-testing when the

sequence ends, there can be no assurance that there has been

learning. Abilities should be identified on performance levels.

Under the usual school structure, there is little the teacher can

do about individual differences even if she knows what they are.

Much of the present school activity for learning has

little relevance to life outside of the school. Coleman* indicates

that two-thirds of a child's learning takes place outside school.

A necessary assumption in planning staffing patterns is

that the teacher is the most important component of the teaching-

learning process, and by using her more effectively, the school

will have better instruction.

B. Differentiated staffin can br n about a structure o

teaching based on outcomes.

*Coleman, James S. and others. Equality of Educational
Opportunity. Washington, D. C. : U.S. Gov' t.Print, 1966.
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Teacher tasks are numerous and demand vary ng degrees of

competency. A flexible internal school structure based on learner

needs can identify and allocate staff talent, place teachers on

the staff hierarchy according to their performance and not for

length of service or u its of study completed.

The responsive organization modifies itself and its staff

to make teaching relevant to the needs of students and the

changing talents of teachers.

Cu Research supports differentiated staff ng.

Support for the differentiated staff comes from the social

and behavioral sciences, human relations and group dynamics.

Doctoral dissertations on organizational analysis and current

books from management and from schools, such as the University

of Chicago, Carnegie Institute of Technology, and the Massachu-

setts Ins tititute of Technology,report on the responsivc, crganization

that moves from the authoritatian to the democratic by involving

its members in decision-making.
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V. REQUISITES FOR DITFERENTIATED STAFFING

The Conference identified certain requisites for differentiated

staffing.

A. The oals and ex.ectations of students the communiV_Anci

the school must be stated in performance terms.

If graduates of the school are not achieving stated goals,

a committee of representatives of the com unity, the school, and

the students on the high school level should examine the goals

and the school's methods.

In order to assess the graduates'preparat on for family life,

vocation, handling issues etc., the committee should set up

performance indices. For example,"good citizenship"could be

stated in terms of frequency of voting, joining groups, participating

in civic affairs, obeying the law, etc. If the indices set up by

the committee are not acceptable to critics or dissenters, they

should b,e asked for alternatIves, variables or possible solutions.

followup, such as Temple City's five-year study, should be made

to discover whether there is any correlation between stated goals

and the graduates' achievements and performance.

When stating goals and performance indIces, a sumptions

cannot be made about the future. Since the future can be only

hypothetical, the school program should emphasize cognitive skills

which enable students to think through probl s For example,

teaching a child to analyze and think through controversial issues
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aids in teaching the cognitive process as well as making school

relevant.

The study of the total school program or system may focus

on differentiated staffing with its inherent instructional flexibility

as a method to achieve the school's goals. Or the study may

result in choosing some other means.

Indeve1opnqand Lementinq S taffinQpterns,

teachers and staff must be involved ir4 policy-makirls

curriculum, evaluation, screening of a_pplicants,

definirtg of roles, appointment and subsequent

assessment of leaders and coUeague.

Teachers do not want to be administrators, but they do

want to function as instructional professionals. When they are

involved in decision-making, their decisions reflect the expertise

of the specialist and result in better instruction. If involving

teachers in the system and creating a career leader makes teaching

attractive and keeps good teachers, instruction will improve.

Involvement will increase differentiated staffing's validity
for the teachers who define and evaluate roles and performances.

For example, the Master Teacher makes professional decisions

concerning materials and the operation of his system. He and
the Senior Teacher are responsible for assisting the Staff and

Associate Teachers who evaluate the services and the assistance

they receive.
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There must be an organization to provide these services

and functions and a structure to allow all to be heard. This is

accomplished at Temple City through the Steering Committee

meetings which all staff teachers may attend; the Academic

Senate, composed of the principal and senior teache elected

by their olleagues; and the Academic Coordinating Council,

mposed of the District Superintendent, Master Teachers and

principals. These groups deal with policy-making, curriculum,

screening, evaluation, hiring, firing and other details.

- __Teachers-and staff must define roles and outcomes,

assume res onsibil _or self-re ation asse

performan e and be accountable for outcomes.

Participation in the definition and evaluation of professional

tasks and regulation of performance builds in accountability.

Professional regulations, performed by and for teachers, is

the crux of the growth of the teaching profession.

Teachers who take on responsibility and are willing to be

accountable like differentiated staffing. They can make decisions

and do not fear losing seniority or tenure.

Teachers who do not like differentiated staffing have high

security needs and expect more guidance and leadership than

others. On the differentiated staff they are forced into unfamiliar

situations where they must live with involvement, participation,

group consensus and group dynamics while always having to press
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for performance and competence.

Evaluation of colleagues and their services must be done

on the expectancy-'relevancy level of the job description, not on

the basis of popularity. The Temple City evaluation sheet is

mostly cognitive. (Appendix B.) The Associate and Staff Teachers

make up the job descriptions and define the set-vices of the

Senior and Master Teachers who do not have tenure and can be

removed.

Staff and Associate Teachers' roles are also defined by

a committee. Every ne must be responsible and accountable.

The evaluation sheets listing required performances and re-

sponsibilities are available to anybody in the school and comniuni

If teachers are to def ne criteria, responsibilities, and

qualifications, they must select colleagues to serve on the team

to write criteria. The team may have a consultant from the subject

area.

D. The ofessional as sects of teachin must be defined and

reserved for the orofess lonals with sem1rofess ionals

forming a support team.

Diagnosis of student learning problems, prescription and

judgment must be left to the profes ional teacher.

The Temple City teachers stated early in the planning of

their pr gram certain principles must not be v;olated or they could

not support differentiated staffing, irrespective of the model.
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1. Teaching must be the prime function of the professional,
and there must be no quasi-administrative functions,
such as consultant, supervisor, etc. , to take teachers
away from the classroom.

2. Advancement must be concommitant with expansion
of the decision-making role.

Teachers must assume self-regulation of their profes-
sion--the assessment of the performance.

4. The school schedule must be flexible.

There must be an organizational structure which allows
the appellate process.

For additional principles and "untouchables," see Florida

Schools," Sept.-Oct., 1968. A Spedial issue on Differentiated Staffing.

E. The differentiated staffin model must be based on

flexible scheduling.

Differentiated staffing is only one part of an educational

program which must include flexible scheduling, independent

study modules and individualized instruction.

Although curriculum can be set up on traditional depart-

mental lines, this may be a weakness.

The curriculum could be set up on a subject matter approach

accordin9 to the goals relevant to larger groups or clusters, such

as mathematics and science. Behavioral indicators should call

for different subject area grouping than that of the present curriculum.

Study materials should be present in study modules which

state performance criteria and allow the student to complete them
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at his own rate.

F. Procedures for ex lainin and sellin new staffing _patterns

must be developed along with the model.

Therewill be criticism and resistance to new staffing

patterns and flexible scheduling. The best communications,

regardless of the size of the district, is face to face. For example,

at Temple City, the president of the Teachers' Union asked that the

Project Director be removed. When the two met face to fa e, they

found their objectives were much the same.

A conference should be set up at the school with each parent

and child about his new schedule. Temple City initiated the program

at the junior high level. High school students were bused to the

schools which had the new program, and the principal talked with

the Student Council. The principal should involve the students

and meet in open periods with them. The kindergarten and secondary

teachers should meet and learn about each other's problems in

teaching children at various ages and performance levels.

A good initial step is to have people of the school district

examine other models, then define their own needs and build a

model to meet them. When meeting, they must get the hidden

agenda on the table by providing an atmosphere for the mutual

exploration of ideas, and a climate with an absence of fear and an

opportunity for continuing even after failure. The promoters of the

new staffing plan cannot ride roughshod over people, but they
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should ask critics for alternatives that can be tr ed in at least

one school.

The t achers of a district should not be permitted to tell

any school it can not try differentiated staffingif the principal

and teachers in that schools have done their homework and have

come to a consensus. If 51% of the school's teachers want to

try, they should not be stopped by the 49%. As professionals,

the minority should agree to try or go elsewhere.

Experience shows that in setting up the differentiated

staffing pyramid, school board members are easiest to talk with,

the next easiest are teachers. The most difficult are administrators,

especially principals. The latter are usually anxious and do not

know how they can function in a new organization stnictured upon

levels of competence.

Although a profession should never be governed by popular

vote if there is to be progress implementation of new staffing

organization requires commitment by the staff, the principal, the

superintendent and the Board of Education. If the superintendent

has a different value orientation than that of the Board, the

superintendent should resign or get a new Board.

An idea may fail because it was not a good idea. A good

idea can fail because it was handled or implemented incorrectly.

Differentiated staffing is muffed by administrators more than by

anyone else because they know so little about human behavior.
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n or.antzational structure to erovide chan e strategies

and tactics must be dests ned and built into the m del.

With the introduction of any new system there will be

frustrations and a change in interpersonal relationships. There

must be a committee such as Temple City's Academic Senate to

deal with doubts, ambiguity of roles, the absence of consensus

as to staff expectancies, etc.

Since the principal will have to change his whole mode of

operation, he will usually feel more frustrated than the teacher.

It will not be easy for either the principal or the superintendent,

if they are dynamic administrators, to consult and work with

committees to solve problems.

When initiating differentiated staffing, the district should

choose a school which has stated that it wants to be a pilot

school. The principal should work with those on his staff who

are most interested and least resistant and have them set down

criteria in broad terms and think through flexible scheduling as

a requirement for differentiated staffing. The district should

ask them to submit a proposal describing specifics, a budg t

and the resources needed to make the plan work.

Administrators may have to accept tenure to implement

the program. This problem and others, such as curriculum, can

be tackled later.
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When building the new model, the designe s should build

in opposition in order to know how to meet it. Criticism or

resistance may not occur at the rational level. If the response

is emotional or illogical, it should be treated as being sincere

until opposition comes back to the rational. If criticism and

resistance is turned off, it will go underground where the adminis-

trators cannot deal with it. At Temple City, the Steering Committee

served as a place where all teachers could express themselves.

(Appendtx C.)

There are other procedures which can be built into the

model. Matthew Miles in Innovation in Education points out

that an administrator cannot change a whole system at once

because the energies of the system perpetrate it. To bring about

changes, he should take people out of the system and create a

little microcosm, the "we happy few syndrome, " representing all

levels of the organization to work on problems, get a consensus,

and then take on the linkage problems.

At Temple City, the Steering Committee formed a Linkage

Task Force (see Appendix C) to anticipate problems. They were

paid to brainstorm every type of problem and type of resistance

and were successful in answering questions and working with

teachers. As a result, the greatest doubters are now the grea test

supporters. The problems occurred where they had not expected

them--with administrators. The Task Force had not prepared the
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administrators for their non-voting role in meetings with teachers.

There were occasions when the Project Director and the Superin-

tendent had to deal with principals in the old autocratic way.

It was the only system they could understand.

Another procedure for effecting change is alleviating what

Miles calls the "input overload." People who work on special

projects while holding down their regular job need a safety valve,

such as Temple City's Steering Committee where gripes are aired.

H. Pro edures for develooin. and im new staffir_Ig

plan must take a problem7solving stance and avoid

neg_otiations and restrictive leg slation.

There is no problem-solving in negot ations as the pa tic-

ipants wear labels, administrator or union, and are apt to take

up positions which they cannot abandon.

It is preferable to send a model based on basic principles

to the teacher organizations and unions asking if they can agree

on the principles. It should be made clear that the idea is not

being presented for a popularity vote. After getting some consensus

and feedback, a meeting can be arranged. When opposing sides

meet, they often find they have the same objectives, and they do

not let the labels of administrator and union speak for them.

Any law which mandates a teacher-student ratio will

prevent efficient use of staff. For example, the Californ a Teachers

Association had a law passed that aides cannot replace teachers,
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and the thirty students to one teacher ratio must be maintained to

receive state aid. The bill limits flexibility by requiring that 60%

of salary funds be used in instructional salaries. This tends to

protect ineffective performances.

Diff xentiated teachin brin n fican chan es

in teacher training.

There must be emphasis on human relations, sensitivity,

gr up dynamics and human behavior training. There is a brief

description of Temple City training programs at the University

of Massachusetts in Section III.

Inserviee training can go beyond content skills to include

sensitivity training, consultants in preparing learning packets, or

modules such as Unipaks, and field trips to other schools to see

programs. A teacher that goes on a field trip has more impact on

his school than does the administrator who may be already

fatigued with the continuous demand for change.

Smaller colleges may be able to adopt their teacher training

programs to specific needs more easily than can large ones. For

example, Temple City asked Claremont to build courses around

the job descriptions in its Differentiated Staffing Plan.

Temple City teachers receive sensitivity training on a

voluntary basis, and attend group dynamics workshops. This is

especially important for principals as they must learn to work in

a collegial manner. They can no longer dominate or be autocratic.
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All orofess s on the staff Includin. t r_nci 1 an

superintendent should have direct puoil contact.

As the teacher goes up the hierarchy, he spends a smaller

percentage of his time with students, but the quality of his contact

should increase. The Master Teacher who spends only 20% of his

time teaching, may actually see more students in large group

instruction, perhaps three hundred per session, than the staff

teacher who sees thirty students in each of five periods in a day.

Differentiated staffing keeps the Master Teacher as a teacher

while giving him expanded influence over the total instructional

program in his area of competence.

Temple City has Increased 1s teaching staff by requiring

that all professionals, including the principal, the superintendent,

the school nurse, do some teaching on a regular basis.

By using the total staff in counseling, it is possible for

a professional on the staff to know each child intimately as an

advisor. Information on the child is available to other teachers.

Temple City assigns 17 students to each staff member, including

the nurse. There are two guidance counselors for 650 students.

K. Students must have both free time and counselin available

to them.

Under flexible scheduling, students must have free time,

an opportunity to make choices, and a place where he can go to
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study or talk to other students without being under the direct

supervision of a teacher. This may be unsettling to some teachers,

but it is a needed safety valve for a child who is under pressure

and needs more time than the average to complete his study

modules.

For the child who continually makes bad choices, wastes

time, and does not get his work done, there must be helpful

guidance and a place where he can go for special work and

assistance, and Temple City has resources centers for the various

subject areas. The staff insists that during independent study

time, the child in a particular resources center must spend his

time on the instructional objectives defined in the modules or

learning achievement packages. He has a choice on how or what

he studies, but he must work toward the objectives.

One of the problems with flexible scheduling and independent

study is to keep ahead of students. During the summer, Temple

City mathematics teachers wrote modules to keep the fastest

students busy for three months. Twenty students went through

them in three weeks. These students go on to higher studies

in the same area.

L. The differentiated ffin model must rovide for

siectalization new roles and new ositions on both

lon and short-term basis.
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The staffing model should include a position for the

specialist, the means for abolishing the position when the need

is past, and the c eating of another special position when a new

need arises. For example, if a computer specialist is needed to

establish a special program, a term contract can be made with

him . When he has completed his task, a contract can be made

with another specialist for a particular need such as specialized

inservice training.

The model should create new pos tions to utilize special

talents of the staff or to relieve them of tasks not related to

teaching. If the principal is burdened with paperwork and the

running of the school, he can hire a school manager for taking

care of supplies, equipment, bus service, custodial problems,

arrangements for meetings, etc. This relieves the principal to

work with the instmctional program and assume professional

leadership.

M. The differentia ed staffin. model mus rovide for innovative

pro_grams

By building a system of self-renewal, the system can

keep up to date and relevant to the times. The Master Teacher

has this responsibility, and he should continually press for hard
data to validate assumptions cone rning the program and curriculum.

Questioning school and community goals and the g aduates'

achievements should be a continuing process. The staff should
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rewrite job descriptions each year to accommodate changing

functions and needs.

N. Differentiated staffin re uires ade uate resources--

materials, equipment, facilities and clerical assistance.

Assistance must be concrete. Modules and materials

packets should be prepared prior to the beginning of the school

year, and they should be provided in adequate quantities. At

Temple City, requests for materials tripled. During the first

two weeks of the school year, 500 students burned out nine

prints of a filmstrip.

Students should have the opportunity to do most of their

work in school where they have adequate, professional help.

Resources centers for each curriculum area should have media--

films, slides, tapes, which are teacher controlled. Uniform

procedures should be worked out for borrowing in order to avoid

confusion among students and teachers.

The general library should not be under the control of

teachers or any particular curriculum area, but should contain

general materials under the supervision of a professional librarian.

If the subject area and the resources center tend to become

departmental islands, steps should be taken for more interdisci-

plinary communication. The organizational structure of the school

should include committees, such as an academic senate, which

can deal with this situation.
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Teachers must have office space where they can plan,

work with other teachers and meet with students. The individual

teacher under flexible scheduling will no longer have his own

classroom. Instruction areas are designed to work for large-group

instruction. Temple City provides a teacher a 6' x 8' open space,

a file, a desk and two chairs, laid out in the center of a large room.

0. The financial structure must he cost-effective with functions

defined nd outcomes assessed.

In the beginning, the differentiated salary schedule will

cost more, but costs will not escalate. Most school salary

schedules now include payment of increments based on length

of service or units acquired, even though they may have little

to do with performance.

The differentiated schedule ties salary to function, although

the salary should be negotiable based on demonstrated talent,

competency, cost of living, etc. The teachers themselves write

Job descriptions, define functions and evaluate performances. Any

increments giv n are based on performance outcomes. Teachers

should be paid an adequate salary as professionals, and should

not receive any extra amounts at special rates for special jobs.

When introducing the differentiated schedule, it should

be made clear to teachers that no one will take a loss in pay.
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At Temple City, a teacher now making more than the Staff Teacher

(up to $11,000), would transfer to Senior Teacher. If that is

not possible, he would go on the differentiated schedule as an

"intern Senior Teacher," with a salary increment.

If teachers are given a choice of salary schedules and a

year to decide, there will be less anxiety. Teachers in Temple

City have a year to decide whether to go on the new schedule

and to return to the old schedule if they wish, but at the end of

the year, they lose this option.

All teachers coming into the system should be hired under

the differentiated schedule, and the regular salary schedule will

dwindle. Under the differentiated salary schedule, some teachers

may be overpaid and some underpaid for a time, but this problem

will eventually disappear as teachers retire or resign. Temple

City, with an expected growth of 2% per year, expects their

differentiated plan to become self-supporting after four years.

Otherwise the School Board would not have accepted the plan.

Currently, in Project Year 1, the cost per pupil is $632.00,

lower than the average in California.

Temple City is now hiring associate tea hers to replace

staff teachers who have left. The difference in salaries provides

money to add auxiliary personnel and to pay the higher salaries

of specialists. Nevertheless, a school district should not

attempt to hire everyone coming into the system at the Associate
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level. As long as there is a shortage of specialists , it should

be prepared to pay them top salaries. Those who have demon-

strated outstanding performance as specialists will always

require higher salaries than generalists. Temple City's first

Master Teacher was brought in at a salary higher than that of

the Superintendent, who had to convince the Board of Education

that it should be done.

Degrees and cou ses completed should not influence

salary, except in perhaps the initial payment.

P. Procedures fc

the model.

Parents and students can be given attitude inventories.

Questionnaires asking specific questions and asking for opinions

and comments will give teacher and staff reactions. (Appendix E.)

Student performance and graduate achievement of the school's

goals will be the definitive test. Temple City believes that

three years will be adequate for assessing their goals and their

program.

assessing the program mu t be built into



VI. SUMMARY

Before attempting to differentiate staff, a srlhool must

study its own needs and operations. The community and the

school must decide what it wants its grEaduates to be and state

these broad principles as goals.

With goals translated into performance terms, the school

can plan a structure to help students meet the goals. If the goals

are not met, the school must change its organization to meet the

objectives. By describing the school s product (the achievement

of its graduates) in measurable terms, the school becomes

accountable to the community.

Before designing a staffing model, the responsible

persons should research the literature, study the field, and plan

what they want to do. At each step they must ask if the planned

organiz tion will help the graduates of the system reach the

stated goals. By studying objectives and defining the present

and the new system being considered, the school may find their

present one is best and is functioning well. They should never

assume that anything different is better than what they now do.

But there must be criteria for deciding if the system is

functioning well. Well for whom? All students? All staff? How

about the child in the ghetto? The dropout? The status quo may

not be the best.
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By identifying teachers' talents to meet specific needs

of individuals, the school can offer instruction in a variety of

modes. By providing a career ladder to make teaching attractive,

more good teachers will stay in the profession, and good teachers

improve instruction. Differentiated staffing is a process for

making the school responsive to the students, the teachers, and

the community.



APPENDIX A: CONSIDERATIONS FOR DIFFERENTIATED STAFFING

General Ouestions

1. What is the problem?
2. What are all the solutions available?
3. Why this solution over all others available?
4. How will we know when we have solved the problem?

Specific Items for Consideration

1. Differentiated staffing is a solution; it is a means, not an end.
2. Differentiated staffing may not be differentiated salaries; one is

a strategy and the other is a tactic.
All staffing patterns rest on certain assumptions about the function
of school, its social validity, relationship to learning, etc. What
have we assumed?
A needs assessment should accompany and be part of any proposed
model of staff differentiation. Three suggested foci for assessment
input:

a. nature and needs of the learner
b. nature and needs of society/world
c. needs of the profession

Model variations may include:

a. curricular models
b. learning models
e. teaching models
d. organizational models (structural)
e. process models

6. The creation of new personnel roles is dependent upon what assump-
tions the innovators include in their rationale; problem identification
and validity and focus of change efforts.

7. Consideration of change strategies and variables:

a. community - analysis of/relation to success in change
b. staff - analysis of values, attitudes, other major variables

which affect change readiness
c. Board - structure, membership, confl ct rate over major issues



d. Administration - special problems
e. Teacher Associations - incorporating the association viewpoint

8. The fallacy of the "all or nothing" approach.

9. The "piecemeal" vs . multiple front approach

10. The "refinement of the status quo" approach.

11. The "negotiating" approach; choosing up sides in advance

12. Consideration of the "temporary sub-system" change strategy.

a. related problems - "linkage"
b. the "we happy few" syndrome
c. input overload

13. Other related aspects to consider - flexible scheduling, team teaching,
curriculm, role changes, facilities, financing, funding, training,
recruitment, decision-making, evaluation, in-service, student
involvement, materials/media, related institutions (SDE, USOE).

14. The "hidden" agenda.
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APPENDDC B

Enclosure: 3
Agenda: 6
Feburary 24, 1969

TEMPLE CITY UNIFIED SCHOOL DISTRICT

Progress Report
Differentiated Staffing

To: M. John Rand
Superintendent

From: Fenwick W. English
Project Director

Re: Collegial Evaluation at Oak Avenue

Background

One of the keys to differentiated staffing and the creation of
advanced teacher roles was the idea of two-way or collegial
evaluation. In the past, teacher evaluation was decidedly one-
way. Teachers were evaluated by principals, supervisors, and
consultants. Often these personnel were generalists, knowing
little about the subject or skill area for which they were passing
judgment on the teacher specialist.

Teachers working on the differentiated staffing project accepted
that much of evaluation is subjective. The question is not
whether it is subjective or objective, but since evaluation is the
key to growth who is to perform the task? Who is most qualified?
Teachers designing the differentiated staffing project felt that
since the advanced roles were created as service functions to
staff teachers, the services would be best judged by those
receiving them. Thus, the Senior and Master Teacher's job
descriptions were written by staff teachers. The feelings and
perceptions of staff teachers must be considered because they
evaluate those occupying the advanced positions. The relevancy
of these roles is therefore controlled to the largest extent by the
staff.

Collegial Evaluation

The Project Director worked four months with Senior Teachers in

developing performance job indicators for their roles. In turn,
574
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the Senior Teachers met with their staff teachers along the way
to obtain a working consensus on role definition and performance
indicators. These were then compiled into an evaluation instru-
ment which is currently being piloted at Oak Avenue. Both the
procedures and the instrument are considered tentative and will
be refined over the next few months by staff feedback of both
process and content (see staff evaluation sheet).

Tentative Procedures

Instructions to Staff Teachers:

I. Complete the evaluation of your Senior Teacher; checking
the appropriate blank which indicates your judgment of his
work thus far.

2. If "unsatisfactory" or some other term is checked to indicate
dissatisfaction with the area you are obliged indicate what
the problem is, in your opinion, and what could be done for
improvement to occur. Naturally, the more specific you
are, the greater the value of the evaluation.

4

The function of evaluation is to promote growth, not to
engage in a punitive exercise which, unfortunately, has
been traditional practice to date. Teachers have a real
opportunity to show how it should really be done.

- Evaluation should be signed.

The Senior Teacher must collate the evaluations of his staff
teachers into a summary document with his own commentS
to the Academic Senate within two weeks following comple-
tion of the evaluation process. The Academic Senate, in
turn, also may comment and advise the Senior Teacher on
the basis of his staff evaluation. Discrepancies in judgment
are reconciled by the Academic Senate.

6. A final report of the evaluation will be in writing and released
to the staff showing all comments and suggestions from each
involved party. At this time, minority reports may be sub-
mitted in person or in writing to the Academic Senate for
their consideration.

The Academic Senate may, at any time, refer the evaluation
to authorities elsewhere in the District, or outside the
District, for referral and comments. All such reports must
be made available to the staff.
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The evaluations will become part of the Senior Teacher's file.

9. Procedures and instruments used in the evaluation are con-
sidered tentative. Teachers will be asked to render Judgments
as to the appropriateness, clarity, and fairness of both
procedures and instruments (see last sheet in evaluation
packet).
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TEMPLE CITY UNIFIED SCHOOL DISTRICT

Staff Evaluation of Senior Teacher

RES P ON S IB ILITY

I. Is a functional teacher on a
regular basis 2

A. Classroom teaching occupies
at least 60% of a regular
teaching load.

Comments

(Check appropriate
quarter)
First
Seco id
Third
Fourth
PERFORMANCE

Not
S a tisfactory Unsatisfactory* Applicable

Is an effective leader of a teaching
team of teacher specialists?

A. Holds individual teacher and team
teacher conferences to discuss
and/or demonstrate the following
(at least 4 times per semester).

I. New roles and teaching tech-
niques in the 3 basic instruc-
tional modes: large group;
small group; individual-pupil
teacher.

Comments

moil=mS

2. Strategies for enrichment for
the rapid learner.

Comments

RMMMII.

*This rating automat cally demands comment
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RESP

Techniques of working with
slow learners.

Comments

PERFORMANCE
Not

Satisfactory Unsatisfactory*Applica_ble

.1.mrl=win al.iomma

4. New curriculum concepts.

Comments

ammo,

5. Different teaching strategies
than those presented in
classes.

Comments

Development of performance
learner objectives.

Comments

=MMEME=l. mimim,

B. Conducts periodic consultations
(not less than twice a semester)
with each teacher of the team to
include the following:

1. Assessment of professional
growth as determined by both
parties.

Comments

!11..

*This rating automatically demands comment.
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RESPONSIBILITY PERFORMANCE
Not

Satisfactory Unsatisfactory* Applicable

2. Survey of pupil progress
determined by group testing at
the end of each grading period.

Comments

=a1gI=Glir

Determines individual teacher
satisfaction with the program.

Cornments

go=1.11t.

. Visits each teacher in the class-
room (at least 1 visitation for
each teacher) at least every six
weeks followed by a conference for
the following purposes:

I. To assess instructional
appropriateness of the content
and accompanying strategies
to the objectives of the total
social science program and/or
lesson objectives.

Comments

111=1EL

2. To asseei appropriateness of
stauent response to learning
objectives.

Comments

*This rating automatically demands comment.
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RESPONSIBILITY PERFORMANCE
Not

Satisfactory Unsatisfactory* Applicable

D. Meets with the staff at least once
a semester to discuss the job
functions of the resource, staff,
and Senior Teacher. Such job
functions are based upon the
changing perceptions of the
team of the job to be done
and are acceptable to the follow-
ing people and/or groups of people.

1. staff teachers in area
2. resource teachers
3. Academic Senate

Comments

geN

E. Meets with each staff member and/
or team to discuss the approaches
to objectives of each unit or
study and the degree to which they
are relevant to the program using
cognitive skill objectives as the
rating criteria.

Comments

alemmilmt

IiE.Guides, leads, and coordinates the
subject area team.

A. Conducts weekly staff meetings to
discuss curriculum, Senate, and
departmental matters.

Comment

*This rating au o atically demands comment.
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RESPONSIBILITY PERFORMANCE
Not

Satisfactory L nsatisfactory* Applicable

B. Coordinates and resolves program
objectives, priorities, pupil
grouping, teacher talent and in-
terest in scheduling to the satis-
faction of at least 70% of the
staff teachers.

Comments

Communicates effectively to the
Senate and to the staff the feel-
ings, opinions, and ideas of the
staff. (He is not bound to agree,
nor committed to the viewpoint of
the majority necessarily but
does communicate all views).

Comments

i=M=Nlal.M=Iffia&

D. At least 10% of the total cogni-
tive skill areas per year will be
operationalized in measurable stu-
dents outcomes.

Comments

=ir=

E. The Senior Teacher will present to
the staff not less than once a
year an assessment of the program
by (a) an outside specialist from
private industry or the University,
and (b) the Oak Avenue Academic
Senate. The assessment must in-
clude the following:

*This rating automatically demands comment.
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RESPONSIBILITY PERFORMANCE
Not

Satisfactory Unsatisfactoiy*Applicable

1. Relevancy of the program based
upon specified and validated
learner objectives.

Comments

gg

Appropriateness of program
dollar and resource priorities
in realizing the objectives in
#1.

Comments

IMEINI=EST

3. Assessment of the degree of
colleague satisfaction and
harmony with the program and
each other, including the
Senior Teacher.

Comments

.N.

4. Plans for the utilization of
personnel in varying capacities
in keeping with their academic
backgrounds , their responsive-
ness to the program at
Oak, and their instructional
effectiveness as determined by
the Senior Teacher and the Oak
Academic Senate.

Comments

*This rating automatically demands comment.
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RESPONSIBILITY PERFORMANCE
Not

Satisfactory Tinsa _c_t_c* Applicable

IV.Supervises effective operation of the
English Resource Center.

A. Assesses materials in the resource
center based upon:

1. Reclord of student usage and
student opinion.

2. Teacher critiques a d
suggestions.
Critique by auxiliary personnel
in the program.

Comments

l.liCIENIMMF

B. Communicates possible uses of
resource materials for the staff
teacher in written papers to the
staff, at meetings and in confer-
ences with the individual teacher
or team.

Comments

m.

Comments of a gen ral nature s ggestions):

Signature of Staff Teacher
*This rating automatically demands comment.
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TEMPLE CITY UNIFIED SCHOOL DISTRICT

Staff Survey - Collegial Evaluation

Please respond to the following que tionnaire:

Question

Cent

I. The evaluation content accurately described the
responsibilities of the Senior Teacher.

Comments

Yes

2. The evaluation content "fairly" described the activities
of the Senior Teacher.

Comments

The evaluation content only part ally described a
Senior Teacher's functions.

Comments

Process

4. The process of the evaluation seems to be a
fair way of assessing the Senior Teacher.

Comments

5. I am generally satisfied with the evaluation process.

Comments
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Ques tion

Overall

7. My overall reaction to the evalua

a.
b.
C.

Enthusiastic
Satisfied
Neutral*(ambivalent)

*Please indicate recommendations fol'
improvement.
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n is: (check only one)

d. Less than satisfied*
e. Dissatisfied*

Na e
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APPENDIX C: TEMPLE CITY PLAN - ORGANIZATION AND OPERATION

The guiding agency of the Temple City Project is the Steering

Committee, composed of administrators and teachers, the latter elected

by their colleagues. The Coi_ ittee meets once or twice a month and

all the staff are invited to attend meetings to express their viewpoints.

The provision for expression of minority opinion has been a part of the

project throughout its development and operation.

When the Steering Committee realized that it was too large to be

effective, it broke itself into task forces. The Teacher's Analysis Task

Force asked all teachers to keep two-week frequency logs of work

activiti-s to show time spent on clerical duties professional diagnosis,
etc. They were asked how they would like to spend their time. The

Committee sed this data in designing the model.

After the staffing model was developed, a "Shredding Committee"

of paid critIcs from the district worked during the summer. They revised

the model and presented it in September to the total staff in an inservice

meeting. Small groups went over the plan and used instruments the

Committee had developed for assessing it. Students were included in

the meetings. A two-day workshop for responding to the model in luded

gripe sessions.

The Task Force classified each gripe by type, number and force.

For example, the staff did not want Senior Teachers delineated along
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subject areas. They did not understand their selection, the screening

process, and whether or not the Senior Teachers were to be administrative

"patsies." As a result, the Collegial Evaluation was done over.

The Linkage Task Force met with each individual staff member,

teacher to teacher. The teachers' elected representatives had defined

criteria, responsibilities and qualifications and had done the model

planning. Presidents of unions, teachers organizations, and teachers

from various levels had participated. It was the teacher's plan - their

model.

Inaddition to it's planning functions, the Steering Committee at

Temple City provides a place where hostilities and pressures from the

rest of the staff can be aired and discussed. It acts as a safety valve

for the members, and meetings sometimes become gripe sessions. Teachers

not on the Committee who feel the elected members are not representing

their interests can come to the meetings and see administrators voted

down. For example, at one meeting they saw the Superintende t of the

Distri t leave in frustration after being voted down three times.

At first the Steering Committee made the classic mistake. The

Superintendent called the meeting, invited the entire administrative

council and one te cher for every 500 students to be elected by the

staff. When the meeting convened, the teachers asked the Superintendent

if he were serious about teacher involvement, and, if so, why teachers

were elected on a representative basis while administrators were not.

It was obvious to teachers that the vote would be uneven. The administrators
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went outside and chose their own representatives.

Under this org nization, if things came to a formal vote and the

split were teachers against the administration, teachers would have it.

But it has never happened that way. Issues have never divided the

Committee along these lines. On each side there have always been

administrators, teachers and unions.

It took the representative arrangement to convince teachers that

they were to be included in decision-making. The school board, the

school administration, the unions and teachers have members on the

Steering Committee which represents the entire school organization.

The Committee allows participants to examine issues as they are,

abandon fixed positions, and engage in problem-solving anJ creative

brainstorming. Such activity is not, and cannot, be done in a negotiating

context.

The Steering Committee represents the "we happy few" syndrome.

The Project Director works with the Committee in the collegial situation

and then has to go back to making authoritarian decisions in the old

system. When teachers complain that he makes decisions without

consulting them, he has to explain that in order to move some people

in an autocratic system, he has to make autocratic decisions.

There are continuing linkage problems. One ad inistrator, a

principal, was angry because he was not allowed a vote in the Steering

Committee and was represented by an elected representative. When he

was asked to attend a meeting, he informed the Project Director that
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when "I attend a meeting, I either have a vote 07 receive a consultant

fee of $250 per day. This principal had to be persuaded in the old

autocratic way. The Superintendent ordered him to be at the meeting,

and he was. The principal understood that way of doing things--he was

still operating in the old autocratic system.
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APPENDIX D

TEACHER RESPONSES ON THE TEMPLE CITY PLAN

At the request of the Academic Senate, the Project Director

interviewed each staff teacher and asked:

1. What major aspects are considerable improvements over
the traditional program?

2. What aspects are weaknesses of this program?

What is your most immediate concern regarding the program?

4. What things have you learned during implementation that
would help other schools contemplating a similar change?

S. If you had to do it over again, would it be worth it?

6. Have your relationships with students changed? If so, how?

This was merely a short-term attitudinal survey of the staff. The

teachers' responses included the following:

1. Major strengths:

Greater student enthusiasm for school, more movement in
study modules, hence, few discipline problems due to
boredom.

Absence of pressureresulting in greater friendliness between
students and teachers, more relaxed, collegial atmosphere.

Students have opportunity to explore and achieve at their
own rate.

Increased materials and equipment for students, resources
centers.

Small group instruction provides opporbinity to interact with
students, know them better.
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2 Weaknesses:

Some students will not accept responsibility for their own work.

Lack of adequate clerical help. (The latter criticism resulted from
incorrect use of an increased amount of clerical help. Teachers
failed to discriminate between types of auxiliary personnel
functions. They were asking resources center aides to do
clerical work rather than have the general teacher aides do it.
The resources center aides assist teachers and students in
the center and do not have time to do typing, mimeographing,
etc.)

More paperwork, record-keeping, more work generally.

Harder, "like first year all over again.

Intrastaff communication more difficult.

Lack of continuity of program.

Large-group instruction needed improvement.

School day too long (The teachers had increased the school day
voluntarily without increase in pay. This was to allow
students to do their work in school where resources were
available to help them).

The favorable responses and feelings outnumbered the unfavorable,

and the aspects prompting the latter can be remedied. Specific information

on surveys should be obtained from Fenwick English, the Project Director,

Temple City Different ated Staffing Plan, Unified School District, Temple

City, California.

A Temple City Master Teacher describes the major strength of the

Temple City plan as being an open program, conducive to its own recon-

struction, capable of making adjustments on an ongoing basis, with

flexibility of time and tal nt to give immediate response to student problems.
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APPENDIX E

QUESTIONS FROM CONFERENCE PARTICIPANTS TO FENWICK ENGLISH

What caused the school district to come to this (differentiated sta ing)
conclusion?

A myriad of things. Unhappiness over perennial teacher
problems, specifically, an open hearing over a teacher
dismissal. The incompetence of the administrator was
clearly demonstrated before the public and the staff.

Who at Temple City identified the educational problems?

Nobody. We did it in the classical way. We had the
grand solution first. But then, step by step, we changedroles, including administrators, and began to realize a
Master Teacher is better qualified to make certain judgments
than the administrator-principal.

What do you call the program?

Temple City Educational Program--of which differentiated
staffing is a means to an end.

'Did you find something else generating while going through differentiatedstaffing ? What wOuld you call it?

Temple City Educational Program

What was your hypothesis of model - the relatIonship between school andlearning?

The relationship between something we call school and
something we call learning? I am not convinced they arethe same. I am not convinced there is a relationship
between "teaching" and "learning." Without pre- and post-testing, we cannot assume there is learning because there
is teaching.

592



We must assume the teacher is the most important com-
ponent and that by using the teacher more effectively
and efficiently, we will have better instruction. But
we cannot assume that anything different we do is
better than what we do now.

In terms of the teaching-learning process, what do you see as the mostsignificant contribution of differentiated staffing?

A vehicle whereby identified teacher talent can meet the
specified needs of the individual students in a varietyof modes. Differentiated staffing as a vehicle is relatedto relevant objectives which must be specified, with
specific outcomes.

In terms of the educational product, what do you foresee as the mostsignificant contribution of differentiated staffing?

No one specific outcome, rather a vehicle which permitsgreater effectiveness in reaching a host of teacher-studentoutcomes. Staff differentiation is a process for the realiza-tion of a more responsive organization to the student and tothe teacher.

In terms of building teacher commitment and involvement, what do you seeas the most significant contribution of differentiated staffing?
Participation in the definition of professional tasks and theregulation of performance tasks. This builds accountabilityinto the staffing pattern of the teacher.

Was modular scheduling the product of differentiated staffing or vice versa?
Like the chicken and the egg, you need both together. Thelearning model is popular but a difficult place to start. The
curricular model is another place to start, and both differen-tiated staffing and modular scheduling is necessary to makethe model effective.

The superintendent of the seventh largest school district inthe -United States wanted Temple City's model withoutflexible scheduling. He wanted a salary schedule - a tactic.
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Do your teachers now have responsibility?

Yes.

Have your teachers reached stage of accountabilit

Senior Teachers have more, because they execute. Not
all teachers get responsibility and accountability or
decision-making. Teachers that like differentiated
staffing do not mind losing seniority and tenure being
put aside.

The superintendent and principal formerly had to learn
how to do everything from obtaining supplies to stating
criteria for alloting budget. Now they talk of priorities,
the product. Now, departments are striving for change
in order to deserve the budget.

How many good teachers did you have for differentiated staffing.

We used the MTAI (Minnesota Teachers Attitude Index),
which is supposed to discriminate between authoritarian
and democratic. There was no correlation on this and
the desire for differentiated staffing. But MTAI could
prevent elementary and secondary teachers from making
accusations about each other.

How many teachers do you have?

Temple City, now in Project Year I. We have 1 Master
Teacher; 3 Senior Teachers; 193 Staff Teachers; 3 Associates
at present. Staff in the district have first shot. At the end
of the training position, all positions are open and they may
compete with people from outside. The union backed it.
They wanted more pay for additional responsibility.

Where do Associate Teachers come from?

The normal attrition rate of the district - 25 new per year,
$6,500-$9,000. Why do they go to Temple City as Assistant
Teachers? They could get more elsewhere, but the salary
goes up to $9,000 three or four years earlier than elsewhere
on a normal schedule. Most teachers when leaving are
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Class II, Step 2, B.A. plus 17 units, mostly women
leaving due to pregnancies or husband transferring.
They usually have teaching as a second job.

Who was most frustrated, new principal or new teacher?

Principal.

What was one over tension towards change?

Not much. The pressure on teachers to improve is from
teachers and students, not administrators. They are
beginning to see specific needs. Nobody wanted more
supervisors, and Temple City describes its Senior and
Master Teachers as being of service to teachers not
to supervise. The teachers can refuse the services.
They know a Senior Teacher must do her job - she has
no tenure. Administrators have their services described,
and the staff expectancy rievancy level part of the
job description is rated by the teachers. Not on
popularity. Every teacher selected by staff is not a
leader.

Innovative programs may call for new staff differentiation. How canyou provide for this?

By building in a system of self-renewal to insure continued
-hange. This is the function of Master Teachers. By con-
tinually pressing for hard data to validate assumptions, by
rewriting job descriptions each year based upon changing
perceptions of hierarchial functions, by the staff. Should
be the best way of keeping the model up to date and relevant,
assuming our assumptions on which the model is based do
not change radically or school is in constant process of
validating those assumptions.

Is three years enough for assessing your goals?

Yes. We can do it in a shorter time if we know what
we are about.
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Have you any comments on differentiated staffing in conjunction with
"a school within a school" set up?

A natural.

what did you get from professional organizations?

We were endorsed by the California Teacher's Association,and
The American Federation of Teachers. We did not use a
negotiating council because the A.F. of T. would have bombed
them. In the middle of competition between the Union and
NEA, Temple City teachers chose the Steering Committee
route, which had a representative from each on the Steering
Committee and paid by the Steering Committee.

What other districts are innovating with differentiated staffing?

Kansas City, Missouri; two inner city schools.

Beaverton, Oregon; partial implementation at one new
high school.

Te ple City. California; one comp ete model school;
one on partial differentiation.

Sarasota, Flo ida; intensive study and staff improvement;
plans for implementation.

What universities lead in studying the concept?

I. University of Massachusetts, Amherst

2. Florida State University, Tallahassee

Claremont Graduate School, Claremont Univers ty,
Claremont, California

4. SUNY at Buffalo, School of Education (Inner City, Buffalo)
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We wanted a strategy. He wanted to apply a model
developed in a six-school environment to a huge system
Doing such a thing could create a monster that would
devour you.

If put in elementary school rather than middle school, would you put
into departmental basis?

Net departmental for the upper grades. I would call in a
more subject-matter curriculum organization than the
whole-child approach.

We could do this by asking what are minimum expectations
of students when they graduate from Temple City, agree
upon performance indices of these goals, and then see
what subject areas they fall into rather than saying to
math teachers, "How are our goals - which ones come
in math, or science, etc." We should say which goals
are relevant to larger groups of curricular areas. We
are having Temple City citizens look at behavioral
indicators of minimum goals we have developed.

Are your teams set up in teams of curriculum or do they cut across
curriculum areas?

They exist along traditional subject matter areas of the
curriculum--one of the model's weaknesses. It assumes
the validity of the present curriculum.

For example, math may not be a subject for all time. I
have little faith in the way the curriculum pie is now
cut. Perhap-s we should have teachers of communications
rather than English, of art, etc.

What do you call professional?

Pxofess tonal responsibilities of the teacher are:

(1) diagnosis
(2) prescription
(3) judgment

Future schools should probably have one-third professional,
two-thirds paraprofessional.
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APPENDIX F: HOW NOT TO DO IT
Report by

Eric Smith, President, Teachers' Association
Greece, (N.Y.) Central School District

The principals proposed differentiated staffing to teachers at

a series of district meetings. The only groundwork laid or information

given was Dwight Allen's article on the Temple City Plan, in the

January, 1968, "Phi Delta Kappan", which teachers received the

morning of the meeting.

The teachers felt they should consider the idea, but they asked

icr weeks of study for this type of far-reaching reorganization and

recommended more discussion between administration, teachers, and

organizations. The teachers welcomed the philosophy that they be

involved in all stages of the design and organizing process and the

professional decisions concerning it. But they felt they could not make

recommendations without more information.

There were many letters and meetings - none of which went

anywhere. There was agreement only that.Differentiated Teaching

Staff (DTS) should be discussed.

Teachers resented the pressure on them to make quick decisions

and the administrations effort to get them to accept a philosophy without

understanding or investigation. As a result, a questionnaire produced

an overwhelming " against imp1erentatIon at this time, but the

teachers stated they were willing to study it. DTS was withdrawn
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from negotiation.

The DTS Committee recommended: (1) a committee of teachers,

administrators, and Board members study DTS, (2) job descriptions be

writte (3) all available literature on differentiated staffing be obtained.

The President of the Teachers' Association and the Superintendent met

and decided to form a research committee. Each teacher received a

copy of the committee's report . The superintendent said only that he

would be willing to talk about it.

The Teachers' Association president concluded that DTS should

involve many people at all levels, and not be part of negotiation.
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FILMS AND VIDEOTAPES

FILM

"Differentiated Teaching Staff," a 28 minute color film narrated by
Dwight Allen, Dean of the School of Education at University of
Massachusetts and Chief Consultant of the Educational Professions
Development Act, United States Office of Education.

Film discusses a new approach to teaching.

The present concept of a teacher

Retaining outstanding teachers

Changing concepts of teacher assistance

Identifying differential teaching responsibilities

Using unique teacher talents

Use of "outstanding" teachers

Part-time staff

A model for differentiation
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DIFFERENTIATED STAFFING

VIDEO TAPES

"Insights and Implications for Statewide
Implementation of Differentiated Staffing."

by Marshall L. Frinks

"The End of the Knowledge Monopoly."
by Dwight W. Allen, Dean
School of Education
University of Massachusetts

"An Overview of Differentiated Staffing
Nationwide."

by Donald Sharpes

"Differentiated Staffing, Cabbages,
Kings, and Other Things."

by Ronald J. Fitzgerald

'Going to the Moon is Getting Closer tothe Home."
by Dwight W. Allen

(1)

(2)

"Strategies for Iniplementing Differentiated
Staffing."

by M. John Rand
Questions to Mr. Frinks 6( Dr. Rand

"Temple City, California: A Case Study."
by M. John Rand, Superintendent
Temple City Unified School District

"The Implementations of Differenti ted
Staffing on Certification."

by William C. Gaige
Responses by

Sayre, Uhler and Lloyd Kline
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This tape concerns itself with:
Strategies tor statewide consideration
for differentiated staffing.

This tape concerns itself with:
Development of new kinds of programs
to end the knowledge monopoly -
Illustrates the changing role of the
teacher.

This tape concerns itself with:
Description of facts on national
statistics level. Research projects
of N.E.A., state and national level.
Differentiated Staffing not separate
entity. Related to many aspects
within a school. This tape related
to individualized instruction.

This tape concerns itself with:
Using the widest possible range
of alternatives for differential
s taffing .

This tape concerns itself with:
Some important ingredients of change.

This tape concerns itself with:
A description of Temple City Model

This tape concerns itself with:
Social Theory, Sociology of change
in education.



"The Implications of Differentiated Staffing
for Teacher Education."

by Kevin A. Ryan
Reactions and Responses by

Arthur W. Eve, James Cooper and
Kevin Ryan

Questions and Reactions to "Temple City,
California: A Case Study."

by M. John Rand, Superintendent
Temple City Unified School District

"Alternative Models for Differentiated
Staffing,"

by Peter Wagschal

"Developing Career Ladders for Para-
Professionals .

by Aaron Gentry
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1.2EFIERMS
- Experimentation in Instruction

This refers to an open spirit of inquiry concerning better ways of improving
instruction. It implies a willingness to examine alternatives, including
organizational arrangements and new materials. It is an attitudinal set
concerning change in general.

2. Concept Centere4 Curriculum

The "knowledge explosion" has rendered the idea of a stable pool of "best"
knowledge obsolete in curriculum development. Curriculum developers are
organizing curriculum around themes, er theories and concepts rather than
isolated factual data. This term reflects this trend and implies a change in
teaching emphasis.

Small Group Study

Eight to ten students working in groups on joint endeavors become a chief
mode of instruction in flexible-scheduled schools. Although not new to
education (committee work) small group study implies teacher participation
as an active concomitant to in-depth learning.

4 . pifferentia ted_ Staffing

The clustering of certain responsibilities associated with teaching around
specific types of teaching roles. For example, a teacher who has responsi-
bility for the development of curriculum and the translation of educational
research into practice would be called a Teaching Curriculum Research
Associate. This teachcr along with instructing children in the classroom
would assume leadership responsibilities for the development of curriculum.

Behaviora l_Oblectives

Cbjectives which are stated in observalie student responses are called
"behavioral". Observable student responses are said to be indicative of
learning, since learning cannot be directly seen. The utilization of objec-
tives of this type provide direct clues for evaluation of the instructional
program, and clarify teaching procedures to the extent that they can affect
those objectives.

continuous Progress Curriculum

This term refers to a student advancement by progress rather than by time
served. It connotes a breakdown of artificial barriers witch block educational
progress and thus hamper learner motivation. The curriculum is therefore
seen in a series of "behavioral levels:ovhich can be measured, rather than
simply the division of arbitrary time units or grades.
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7. Flexible Scheduling

The arrangement . of a student's day or week Into different combinationa of
periods is called modules. The flexibility of this type of schedule means
that each student can receive a unique combination of modules based upon
his needs, interests, and abilities. With large numbers of students, s ched-

puling of this type is usually done by computer.

Student Independent Study

Students can learn by themselves without the direct supervision of a teacher.
It may be said that the only real learning is self-learning. Independent study
implies that students can be taught to learn how to learn, and that self-learn-
ing is the most lasting and produces the most changes in behavior. This
concept is in harmony with child growth and development to the extent that
each student grows and benefits from his independence. This requires steady
teacher participation and judgement as to when and how much children can
accept and learn from this instructional mode.

This refers to a "pooling" of teacher talents to increase the depth of know-
ledge pertaining to subject matter content in instruction. Implicit in the
term is an understanding of a more sophisticated an integrated approach to
cUssroom instruction through a delineation of instmctional responsibilities.
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Arizona Teacher, January, 1971. Permission to reprint granted by the
author.

DIFFERENTIATED STAFFING:
THE SECOND GEWEATION

Peter B. Mann

Differentiated staffing, like happiness, means different things to
different people, and the controversy over it seems deStined to intensi-
fy before it is resolved

While echool boards, administrators, and teachers ecross the
nation continue to debate just what differentiated staffing IA, it is
being turned into something else agsin in the Mesa public schools.

Fenwick English, director of the Mesa, Arizona, project which is
financed by the U. S. Office of Education, calls it "second generation"
differentiated staffing. He also calls it a potential answer to de-
mands for "accountability" in education, end a sort of in-profession
"performance contracting" aimed at raising individual student achieve-
ment.

Whatever it is called, he says, Mesa's version of differentiated
staffingif it works--will be a model for fundamental reform in the
public schools.

To understand the second generation, English says, it is essential
to understand the first. He is as well qualified as anyone to explain
differentiated staffing. Before taking the reins,of-the Mese project
in the summer of 1970, he spent five years directing the much heralded,
pioneering effort at staff differentiation in the Temple City, Calif.,
schools.

In the simplest terms, he says, differentiated staffing is the
specialization of teaching functions, a division of labor which allows
each teacher to do what he or she does best in helping students to
learn. But differentiated staffing is much more than that.

One thing it is not, English ssys, is a disguised version of that
old teacher nemesis, merit pay. He concedes that some school boards and
superintendents have tried to use it that way, reinforcing teacher
animosity and undermining the cOncept's promise, but the two simply do
not equate.

Merit pay rewards teachers adjudged,-in some ill-defined manner,
to be superior to their colleagues, even though they perform the same
duties and have equivalent training and years of service Differenti-
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ated staffing, on the other hand, provides additional pay only for
teachers assuming special responsibilities; it does not discriminate
between equals.

"A merit pay plan," English says, "doesn't alter the structure of
the school. It leaves it intact...But differentiated staffing does
change the structure. It changes the roles and responsibilities of
teachers, and it pays them more for the assumption of additional duties.

gaml_Structure

The key to understanding differentiated staffing is to analyze--
and see the need for changingthe structure of the school, which hes
roots extending deep into the history of American public education.

Essentially, the public school of today replicates a structure
begun in 1848 when the first graded school was established in Quincy,
Mass., English says. That school was founded on the assumptions that 8
single teacher could teach all subjects, that a student's mental age
matched his chronological age, end that all students shared the seme
learning needs.

The three basic c _ponents of a school, he says, ere content,
process, and structure. In the Quincy-style school, these components
have been more or less constant. Now, because of all that has been
learned about learning since 1848, they must be treated es variables.

Educators have recognized this need to some degree English says,
and many changes have been made in content and process. These changes,
however, have been insufficient. While they have accommodated man's
expanded knowledge and incorporated the use of new media, they have not
affected the basic school structure.

"In most schools," he says, "now as over one hundred years ago,
teachers do most vf the talking and kids do most of the listening.
Teachers teach, but children don't necessarily learn. Despite all the
talk to the contrary, schools are still teacher-centered end teacher-
dominated."

When he speaks of school strUctUre, English means the way time,
space, and staff are used. Historically the use of each haS been
characterized by uniformity: classrooms of the same size accommodating
the same numbers of children; like periods of time being assigned for
different tasks: teachers trying to "be all things to all pupils."

"The graded school," English says, "was a pre-scientific invention.
Our educational fathers advocated it before the adVent of IQ testing,
before we really knew much about the vast differences in mental ability
between students.. Our efforts have gone into making teachers aware
of pupil differences, bat forcing them to maintain their roles in a
structure whiCh was organized on the principle that such differences
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do not exist between children....

Even in secondary schools, where the need for subjec -area special-
ization by teachers has been recognized, English says that the
specialization "has been organized ancillary to the mein role of the
classroom teacher as the person who can be all things to all pupils."

In other words, the school's structure--its allocation of time,
division of space, assignment of staff--continues to focus on the edu-
cation of students as groups_ rather than as individuals,

"Our instructional programs are dominated by teaching to groups,"
English says. "We have much literature on individualized instruction,
end the need for it, but it is primarily at the theoretical level...."

While the theories are widely accepted, rarely have they been
translated into successful practice. Most attempts to individualize
instruction, in fact, have focused on reducing the size of the student
group.

But smaller class size is not the answer, English says. It merely
refines, rather than chenging, a structure in which "teachers are too
burdened with the shift of a group or groups to have much reel time to
individualize whet they do with children."

Once it is recognized that children learn in different ways and
at varying rates, it is only logical to adjust the school to these dif-
ferences, using time and space flexibility and applying each teacher's
special abilities where they will produce the maximum results in learn-
ing.

In practical terms, this means setting learning goals, determining
what specific learning (and teaching) tasks are involved in resching
them, diagnosing each student's status and needs in relation to the
goals, grouping students in constantly shifting arrangements (from
independent study to large lectures) according to their needs, assign-
ing teachers to teams which lntoto ere equipped to help students accom-
plish the desiguated learning tasks.

Differentiet6d staffing then, is a division of teacher labor to
fit student requirements; a restructuring of school time, space, and
staffing patterns so that the focus is no longer on leaching but on
learnina, no longer on the teacher but on the atudept, no longer on
the gm= but on the ind,ivi4ual.

012ring---Ca2=2=

Specialization is not entirely new to public education. School
administrators traditionally have been assigned differing roles ar-
ranged in a hierarchy. Teacher specialization, however, hes been al-
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most exclusively on a horizontal plane, with all teachers playing es-

sentially the same role but On varying grade levels or in different
subjects.

Under differentiated staffing, according to English, teschers
perform different tasks within grade levels and subject areas. For
example, a team of primary teachers might include one who excels at

diagnosing pupil difficulties in reading or arithmetic, another who

excels at teaching the required skills, and others who can transmit

concepts end influence attitudes toward learning.

When the Temple City experiment began five years agp the basic

approach was to reorganize teacher staffing by creating a "career

ladder" to permit hierarchical staffing without freezing faculty in

positions that would limit growth, fix rewards, and destroy morale.

The career ladder allowed the use of teachers end paraprofes-

sionals in teams so organized that their numbers provided different

services to students, with roles determined by the learning task at

hand and the students' needs for mastering that task.

"The question then," English says, "was, 'Can it be done?'--

not 'should it?' but 'can it?' " He believes the Temple City program
has proven not only that differentiated staffing can be done, but that

it shoul4 be done. Among several reasons, he calls particular attention

to these:

Teacher specialization improved learner achievement. "The greeter

the degree of specialization in the teaching of skills and

disciplik.:s, even in the elementary grades, the higher the achieve-

ment of the pupils."

Changing teachers and groupings on a flexible time schedule did

not damage the students' sense of security, as some feared. "We

found teachers pretty insecore on many occasions, but not very

many kidS. In fact, sometimes teachers hid behind the kids. They

would say, 'That's not good for the kids,' when what they meant

was, 'I don't like it.' "

There was "considerable success" in changing boys' attitudes toward

school, largely because flexible grouping and scheduling made the

program "more activity-based, with greater variety, more movement,

increased stimulation."

The program began in one school and now hes spread to Temple City's

other five, because it has been evaluated es highly effective, a

major improvement.

With that record, why isn't Temple City's version of differentiated
teffing simply accepted as a model for other school districts? Why is
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the second generation necessary?

Because, English says, the first generation was developed to spot-
light teachers' strengths and buttress their weaknesses. "Now, we're
looking for a pupil solution, trying to build a bridge between the
teacher's functions and the pupil's needs."

Mille the career ladder provided a means of assigning different
tasks to different teachers, it tended to result in a "rigid hierarchy"
which assumed that certain teacher functions are always of greater
importance than others, English says. Student needs, However, shift
constantly, and the most effective teaching te m would be one which could
change accordingly.

In other words, the most important member of the team should be the
one whose talents are most appropriate for the immediate task, and the
hierarchy should be fluid, not fixed.

IttL§mmaa_pg=litiarl

The point of the Mese project is to establish realistic student
learning objectives and to devise a fluid arrangement of teacher roles
to insure that the objectives are met. Although the project is one in
a nationwide network funded by the U. S. Office of Education to develop
workable methods of staff differentiation, it is unique in the approaches
it will employ.

With an initial fifteen-month grant for 03.52,0olo from USOE, the
project began modestly enough. Three schoolsFremont Junior High,
Holmes and Lincoln elementaries--were selected as the early testing
grounds, because faculty members there voted overwhelmingly in favor
of giving it a try.

Willing the faculties was only one of several steps considered es-
sential to launching the project. Other essentials were the support of
the district school board, Superintendent George Smith and his staff,
end, perhaps most important, the cooperation of the Mesa Education As-
sociation.

If the project shows promise in the early stages, English says,
USOE funding is expected to be extended to three years and the project
is intended to encompass the entire Mese school system (twenty-five
schools, more than twenty thousand students) by the end of that period.
Without the backing of the district power structure, and particularly
the tsachers, the chances of demonstrating promise would be nil.

An impressive array of outside resources has been aligned to help
Mesa. Aside from USOE, English end his staff have access to guidance
from the Center for Differentiated Staffing at the Claremont (California)
Graduate School end the Southwestern Cooperative Educational Laboratory
(SW-CEL) in Albuquerque, N. M. Arizona State University's college of
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education ha
contracts wi
tion,

donated office space to the project staff, which sub-
h ASU for materials, services, and professional consults-

At present, each pilot school is developing end refining its own
version of the "fluid hierarchy" of teacher roles. Within each school,
in fact, different teams use different techniques, adepting to the
particular needs of the students end the special talents of the teachers
and their aides.

For differentiated staffing to approach its potential for improving
instruction, English believes, this variation from team to team, and
from school toschool, is necessary. Just es individual students heve
characteristics of their own, so do groups of students, teams of teachers,
and school communities. The use of time, space, and staff, as well 8S
the development of learning objectives end teaching techniques,- must be
adaptable to the special characteristics of both individuals and groups.

Variations make it impossible to capsulize what is happening in
Mesa's pilot schools. English offers this generalization: A "universal
process" (differentiated staffing) is being applied to all three schools,
but each school's faculty is developing its own organizational plan, and
each team is devising its own operational plans.

The significance of the Mese project, however, may lie not so much
in what is underway as in what is ahead: weekly monitoring of student
progress by computer, and performance contracting by teachers.

Even with the most flexible use of time, space, and staff, English
says, it is difficult to track, and respond to, the quick and constant
changes that occur in the attitudes and achievements of the individual
stndent. The project staff believes that a computer program could be
developed to monitor these changes, trunslate them into needs, match the
needs with teaching resources, and feed the team the information neces-
sary to regroup and reassign on a weekly basis.

Preliminary discussions have, been held with electronic data
processing specialists at the JeOltopulsion Laboratory in Pasadena,
California, and they are interested in developing such a program, English
says.

Formidable as this challenge is, it pales beside that of introducing
performance contracting by teachers. Performance contracting already,
has Stirred a storm of controversy among educators, primarily because
several school boards around the nation have contracted with private
firms to guarantee that students reach specified achievement levels
within given periods. (If the firms fail to deliver, the boards don't

PaY.
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Contracting with consultant firms outside the established frame-
work of education carries obvious implications which have placed teachersand their professional organizations on the alert. They question notonly the revolutionary effects on the profession should such practicebecome widespread, but the wisdom of linking learning inextricably withthe profit motive. Heat has been generated, too, by charges that
reading achievement successes under a performance contract in Texarkana
resulted not from greater teaching knowhow bat from test directed teach-ing. Now educators' eyes are staring (if not glaring) at Gary, Indiana,
where for the first time the management of 8D entire public school hesbeen turned over, on contract, to a private firm.

In Mess, this threat to the organized profession will not exist,English says. There, performance contracting will enter through the
front door, with the full knowledge and cooperation of the Mesa Educa-
tion Association and the district's teachers. Working in teams, teachers
will submit bids to the school board, competing with colleagues for
contracts to.accomplish specified teaching tasks with results measurablein terms of student achievement.

Neas-Stvle Contracting

As English Outlines it, the c_ntracting process will start withthe setting of an educational goal by the district school board, em-
ploying the expertise of district personnel or outside consultants to
diagnose the status of the student group involved and to set reasonable
objectives for a stated period of time. For example, achievement testingmight reveal that fourth grade students in a particular school ere readingat the third grade level, on the average; and attitude testing might re-veal that some of the students dislike school, others come from deprived
backgrounds, still others have language difficulties, and thase are thema,jor causes of their,lagging achievement.

From this information, specifications would be drawn for raisingachievement to grade level or higher for all these students within, say,a single school year. These specifications then would be set forth bythe board in a "request for proposals" (RFP) issued by the board to dis-trict teaching personnel. Proposals submitted by teaching teams, Englishsays, would summarize approaches to be taken; detail the staffing,materials, and supplies, facilities and supporting services required; andinclude a total cost figure. The board would award the contract on thebasis of economy and the apparent soundness of the plan.

Once the contract was awarded, the teaching team would be incomplete charge of the program, determining how to use its members'
individual talents, how to spend the funds, how to divide the share setaside for teacher salaries, how to shift leadership roles, how to monitor
progress, how to assess and meet the needs of the individual student.

Beyond this brief outline, the RFP approach to differentiated staffing
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has not been spelled out. It is so new, so experimental that English
frankly admits that many formidable obstacles must be overcome end in-

numerable questions must be answered. As it was five years ago in
Temple City, he says, the prtme question today i5 not should it, but can

it be done

UmLff_zUgLIIIml

To find out, English and his staff ere working with the Mese Educa-

tion Association and the faculties of the three pilot schools to develop

procedures for implementing in-house performance contracting. For the
first test, English end James g. Zaharis, assistant project director, have
developed an RFP for submission to the Holmes, Lincoln and Fremont faculties.

In turn, each faculty is preparing a proposal or bid to fulfill the RFP

specifications. The three schools will be competing for a maximum of

$20,000 in project funds. The dollars for the schools will be allotted

on the basis of how well the schools have fulfilled the specifications
end how well they argue their cases during the scheduled negotiations.

This trial rut will be strictly a project affair, with the project staff

and one of the pilot schools es the contracting parties. English entici-

pates awarding the contract by the end of this January. Based on what is

learned in the process, the Mese school board will undertake a trial run

of its own this spring, probably in inerch, English says. This effort, in

which Mese Education Association negptiators will participate to insure

equal treatment of each bidding team of teachers, will be "a dry run using

Monopoly money," he seys.

If the RPF approach works, English sees it as a major step toward

"building bridges between teacher functions and student needs," toward

perfecting the differentiated staffing process. He also sees it as a means

of accomplishing these related goals: transforming the teacher into a
full professional with the necessary support to serve his client well, and
insuring that schools are accountable for the progress students make and

the money boards spend. If RFP doesn't work, it is likely to be because

of the profound questions, not yet answered, which it raises regarding the
economice, the politics, and the power structure of public education.

Some samples:
. What happens to a teacher's annual contrect if his salary depends on
belonging to a team which submits a winning bid?

. What happens to professional negptietions on behalf of all district
teachers by their orgenization?

. Whet role does the principal play when his school is being run by a

series of semi-autonomous contractors?
. What happens to school financin6 when dollars are allocated on the basis

of particular tasks rather then average daily attendance?

. What happens to teacher training and certification programs when

specialists replace generalists?
. What happens to state-prescribed curriculums, textbook adoptions and

tenure laws?
English readily concedes the answers to these questions--and many

more--are unknown. But he believes answers can be found if the results of

performance contracting are striking enough to make the search worthwhile.
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Evc,n if RFF proves unworkable, he is convinced that some way
willmustbe found to individualize instruction in mass education, end
differentiated staffing offers the best hobe of finding that way.

"It's not a panacea," he says, "not a cureail. It is 8 process,
end any process can be refined. Our experience shows that differentiated
staffing is an improvement over the traditional process. Whatever form
it ultimately assumes, the second generation should be even better."
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