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PREFACE

The Program for Educational Opportunity is a univer-
- sity-based institute designad.tc assist school districts
in the prqcessraf desegregatién. The Program, based at
the University of Michigan, ﬁas established by the U.S.
Office of Eduéatién pursuant to Title ivjaf the 1964
Civil Rights Act,

Besides Prgvidiné in-district seivices on request
and without charge to public-schgals in the six state
regién of Illinois, Indiéna; Michigan, Minnesota, Ohio
and Wisconsin, the PragfamAéﬂnually conducts a series
gf conferences. During the spring and summer cf 1972,
four conferences were héld»&t the University of Michigan
in Ann Arbor, covering topics of critical importance to
schéél board members, adminisfrat@rs, teachers, students

and community. These conferences were entitled:
Developments in School Desegregation and the Law

The Personnel Director in Ehevbesegrégatian
Process

Multi-Ethnic Curriculum and the Changing Role
of the Teacher

The Rolé of the Principal in the Desegregation
Process
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The Program has transeribed'cf received written copies
of the major presentaticns from each conference and is mak-
ing them available to anyone interested in the pursuit of
equal educational opportunities.

To the consultants from professional assa:iatians,_
governmental agencies, university communities, and précs

ticing educators and attorneys, the Program expresses its

tion to the proposition of equal e@ucati@nal opportunity.
Special appreciation is aué Dr. Wilbur Cohen, Dean of
the School of Education, for his é@ntinuing interest and
sﬁgpazt of the Program; and Henry Johnson, former Associate
' Directer of the Program and now University Vice-President
for Student Services, for his participation in the devel-
opment of the conference series. ‘
Finally, ccntﬁibutiané of the below listed individ-

ualsgrespaﬂsible_fcr the planning and coordinating of the

Dr. Charles D. Moody, Sr., Director
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Charles B. Vergon, Assistant Director
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INTRODUCTION

The Conference on the Role of the Principal in the
Desegregation Process, held August 9 and 10, 1972, was
designed to afford insight into the ways in which prin-
cipals can effestively deal with the problems of estab-
lishing programs =nd procedures that will provide for

quality education in deségregated schools.

The conference emphasized discussions on the effec-
tive recognition of the diverse backgrounds that stu-
dents bring to a desegregated situation, the effective
use of teachers and non-instruectional sﬁaff'iﬁ tﬁé edu~
cational program, the development of staff and the ne-
cessity of staff commitment to the goals of quality de-
segraéated education, the efficient .use of administrative

time, and the establishment of educational priorities.
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EFFICIENT USE OF ADMINISTRATIVE TIME
C. Van Voorhees

I'm going to start off by asking a couple- of queséi@ns;
First: how many of you have too much time, tiﬁe you don't
know what to do with? /Next: how many of you have too little
time to éc what you want to do? - You know, it's a funny
thing how people's ideas @fAhaw much time they have affect
what they dé! If you have ﬁég muck time, of é@urse, gen-
erally Parkinson's Law takes over and you fill the amount
of time you have with the job you have to do, which may
mean that it will take you two weeks to scrub the floor.

In the other :ése,.usually the Peter Principle takes over
and you don't accomplish those kinds of things that you
wish you could, simply because you think yéu don't have
enough time for them. USually when people tell mébthéy
don't have énaugh time to do the th;ngs they want to do -~
"There just isn't enough time in a day“ == usually, these

Peaplé are wast;ng Elme. _Fgr example, they're wasting

Dr. Van Voorhees is Chairman of the Department of Educa-
tional Adm;nlsfratlgn at the Unlver51ty Df Michigan. '




time sitting around telling me that they never have enough
time for anything. How many of you are guilty of that kind
of thing?

What. T'd like to do today is to have you try some
things and give you some information that may, in fact,
help you t@ decide hcw to spené your time better, accom-
plish all the things you'd like to accomplish, and still

have time left over to do some other things.

M

I'm going to make a rather blunt statement. That is
that most of you -~ most of us -- don't know how to effective-
ly plan and use our time, and that we, in\fact, have a lot
more time than we need to accomplish the things we're
planning t@téa_ We just don't know how to use it. And
because we don't know hgw-tc use it, we enter into the
hustle and @ﬁgtle synﬁréme; we scurry around looking very
busy, stackiﬁéfpape:s, doing a lot of things that aren't
accomplishing the ends that we dream about.

Those of you who say that you don't have sufficient
time are really aning something other than that to me.

You're saying that you really don't know how to make effect-
~ive use of time. I would guass that number one, yéu are

a minute waster. A second guess is that you don't have a
life plan. This is the aﬁly life you have to live; it's

all there is, as far aé we know. You may:believa iﬁ anoth-
er life, but the only thing that is'guarantggd is right

now -- this life that you have right now. And if you don't
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plan in order to use it effectively, one of these days you
are going to wake up and say, "Gee, it's almost gone. T
wish I had égné this." TIf there are things t@at you really
want to ﬂé; if you don't plan wavs to get them done right
now, someday it will be too late. Then you'll use ‘the fa-
miliar excuse, "Well, I would have done it, but a lot of
thiﬁgs got in the way."

One thing that I'm aésuming, then, is that you proba-
" bly don't make effective use of minutes. Most of us don't.
We waste minutes -- ané we may also waste a lifetime, simply
as the result of a lack of planning. We plan for the hours
and the days. We react to most situations in the present;
we give importance only to what is going on right now.

Here's something interesting: one of *the things we
have to admit right now is that we have wasted about 12
minutes, if, in fact, we are going to have an hour and a
half session today. We have wasted 12-15 minutes just
getting started. This is another example of how we just
don't give minutes the respect that is due them.

How ﬁany of you have missed 'an appointment by five
minutes within the last week? All of yéu have, except the
'very few who were in here at 25 minutes to one. How many
afry@u have missed another app@intﬁent by at least fiver
minutes? How many of you have missed aé appointment with
more than one person by at leastﬁfiVE'minutés? Not only -

did you waste ygur’time, but you wasted theirs, as well,
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Those were just minutes, but minﬁtés are important. Now,
if you missed an appointment by an hour, you'd be apologet-
ic.. "Gée"Iim sorry. Tt élipged'my mind." ‘Y@u pr@babiy
 'W§uld call ta say that ~you were going to be 1ate, and then
thé éther persan, ;f he knew hsw to, cculd have used that

_ hcur.  But ;f you I% BnLy going to be six or e;ght or ten

§ mlnutes late, you -don' t bother tg call, because tuat s
iny,mlnutes,'and m;ngtés aEEn‘trlmpartant-

1 Qaulﬂ maintain that more minutés are wasted in a

: dav than tlme is used effectlvely all together, because

,‘thcse mlnutes reallg begln to add up. -“Gee I've gét

-:lngs_" That's what we used to,th;nk'when we were in
school., The trouble is that we have carried that aépréach
right on through to our adult lives, "Well, I only have
10 minutés,’sc I'can‘t do aﬁything,with it." '

Yesterday I fcﬁnd nyself in an alrp@rt ﬂut-;n Pért—
land, Qregon, with a fllght Planned on an alrplaré that
-had an‘eng;ne being torn.apart{ That‘was my only way back
at that timgrwith@ut gcing,thrgugh San Francisco and ar-
_riving'here'abaut‘BSBO this méining. So I had to make a
f; decision: should I take a chance in waiting for the plane
to be répairea, or should I ﬁaké the other route? It was
1mp@rtant to make a 622151an qulckly because if I dldn't,
if I began tg vaclllate, my options began to disappear.

The plane that was going via Denver was just about to
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leave. VTha:'Was one.décisién I had to make quickly, and
I said,""No, I'm not going on that one. I don't like the
Denver flight béeauge_there azéﬁft-en@ugh options going
out of Denver." Another plane was léaﬁiﬁg étuB:DO for
San Francisco, from where T éauld_have'takéﬁ a mi&niéht,
flight and'afrifed in Chicagarat 6:30 oin the morning.’

I had about two hours until that left, so I could hold
off on that decision. I needed information, so i}wént

to the flight diregtér and said, "Give me a ércjecti@n;~
: Are you going to fly this plane'out'ﬁf here;tﬂday, or
afen'ﬁ_yau?’ I don't care what time -- but will it be
today?" HE said, “Yes, 1t will go. We don't know what
the trcuble is yet, but it w1ll go." Dkay,Sthat gave

ﬁé the ;nfgfmatlén that I neededi' F;nally I decided that
I wauld be g@lﬂU on that plane when it 1eft.

My Wlfé was planning té pick me up at 8:30 in Detroit.
I could have sat down and worried about her waiting for me,
but instead I pickeé up a phone and said, "There's some~ |
thing wrong. I dén't know when I'll be 1n, 80 stay hame.
I'lL call you whén I get to Chlcagé, and - you can pick me
up in Detroit." So that wasvtaken-care of.

Now, the question was, whatrweuld Ido? 1 had an
uncertain amount of time; I didn't knew how much time it
was going to be. It would depend on héw quickly they could
repair the plahe_ I could sit around, I could have a drink,

I could look at picture postcards; I could do many things.
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Nét me. I carfy some things with me é@;that when I have
spare minutes I can do something. I carry books that I
want to read. |

How many of you would like to read more than you do?
How many of you have a back with you today? Good. Some
cf'fau,-at least,ﬁhévé é'bé@k'with'yau; How many of you
used aﬁ least ten minﬁtés today duiing the lunch hour
" to read,tﬁat book?

The p@in£ is that some of you want to read more, and
you never know when j@u're.gaing té have sgmé time, so
it's a good idea to have a bgéﬁ.ﬁith,ygu to fill in thgsé
chunks of unexpécted f:aé minutes that turn up in every-
ané‘s'dayi D@n‘tréarry'a'stack of books. (You've seen
the paperaméniac‘s— the b@@k mapiaé who carries a whole.
stack of books and walks stooped over frgm,fhé'weight of
them. He never reads any books =-- he only carries them.)
You can @nly read one book at a time, so take only one.
If you really do want to read more, take a book with you
sc;that when ycu,have‘minutés yvou can read. VYcu don't neeﬁ,
three‘héufs-té sit down and read. It's nice if you can
plan thrée héurs, but you don't nééd‘that much time to
get some :eading done. |

One of the basic problems we havevin using time effect-
ively is:that we haveﬁ't effectiyelyrsét goals that we
want to accomplish. We don't know where we're headed. Now,

how can you use time effectively if you don't know what you
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want to do? As aéministratarsi we are guilty of this. We
aié guilty of two things: complaining about time, and com-
plaining about money, Whan,_in'facﬁ; if someone gave us one
year and a milli@n d@llars;iwe'd have to stop and think
what we wanted to do with it, simply because we wouldn't
have a plan.

What I'd like ﬁg have you éé now is to take a sheet
of paper and list on it five things that you would really
like to get done, bﬁt that yau'?e‘ﬂct getting done. Zhey
éanlba administrative, they can be personal, they can be
related to your family, they éaﬁ be religious =-- anything
you want., (If yau‘#e accomplishing everything you want
to, that's wéﬁdérful. I can't believe it, but it's won-
derful.)

/  Once you have the five, I want you ta-éliminate one
of them as less important than the others: if you had to
get rid of one of thése,-which'ane would it be? Néﬁ elis
minate another one. Work backwards through all of thasa
till you have only one thing'left that ygu?d réaily like
to accgmplish; something you're not getting done that you
would really iiké to get done. |

| Now, whén the group around you, four or five of you,
have éach caﬁeAup with one thing you want to get done, I
want y@ugﬁc swing yaur chairs ﬁcgéthér in groups c§ four
or five, and I want yau to convince the éther f@ug peaple

that you have a twe=stE§ outline that will get ygu on the

Ty e
N
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way to aca@mpl;shlng your goal : Take one minute eaéh to
convince the others in your group that you know hcw to get
that done, andAthatvycu're gging to start on it by next
week. .If you are going to acc@mplish'that é@al-in a reason-

" able amount of time, how are you going to do it?

;Thasé.aré several things you should think about in re-
lation to your goal(s). First, don't give us any piesinatheé
sky type of thing that daesn g mean anythlng. “ﬁake afmc:é-
meaningful curriculum;" meaningful for whém? For the tea-
chers? The studénts? Their parents? For me? 'th,is iﬁ
meaningful to, and what does meaningful mean? Communicate,
learn to use words to describg what yéu want to do in such
a way that you are communicating, to the people involved

and to yourself, what you want to accomplish.

Second, you should remember that a goal should be be-
lievable. What I mean by believabie is thaﬁ the people
involved in the gaél'shculﬂ have value systéms such that
the goal doesn't run cantrary to those value systems. If,
for example, a person has a vezy hlgh value of service to
_others, a middle value of hanesty, and a le value of per-
sonal wealth, he is a person y@u can ask ta be dlshanast
to help other people, but you can't ask him to be dlshén= :
est to help himself. (We run lnta a lot of the reverse
type; people who will be diSh@heét to help themselves,

but not to help others.) We sh@uld have to lcok at value
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systems and ask,“Is'ﬁhis gcal believablé_in ﬁerﬁs of the
value systems of the people iﬁvslvéd, Dr aré there going
to be values that come in so much conflict with what we
want to do that it will be impossible to accamplish anythingﬂ
Heré‘sra simple kind of example, If ygu, as princi-
pal of a school, are working on division of the grading sys-
tem af that schmal and if you believe that rEWafﬂ is a
better way of learning than punishment, then, for heaven' s
sake, don't go to a committee éf people who belleve just the
appgs;te. Your goal of maklng a curriculum that enhan:es
the students' learning agcardlng to your values is not géing
to be reallged ‘Make sure y@u pay attentlan to your values
and to those of the ather pecplé involved. Don't set up
goals that are outside your value system, because’ygﬁ won't

be able to achieve them.

The third th;ng to remember is to makﬁ yﬁur goal achlevs
able, and that means you hava to be able tc ég it with the
| strengths that you have and that are!;n supply- If, for ex-~
ampla, I said;.“l'm going to dig:a swimming pool right Qut'
here in this grass," and I have only a small shovel and T
say I'm going to dig it by this afternoon, then my goal is
not aehiévable, and I should know that. TIf there's someone
in the room who has. a bulldozer and can help me dig my
swimming pool, then it may become achievéble; ‘Don't set

up goals ygu can't accomplish. If you have the strengths

e I ey e
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or necessary abilities at your ﬂgmménd; then go ahead; but

if ycu haven't, you had either better go _gat-them, or you

had better give up on the goal.

Ih%'f,ﬁﬁth thing to keep in‘miﬁﬁ-ié;that you must have
some c@ntrél over thétpasgibility of achieving your goal.
Here ié one area wﬂereg,_r as leaders in education, most of us
fall down. We expect that because it's éur goal, it's als@
someone élgg's‘gcalg If the 0aly rope yau'have to haﬁg over
someone's head is that he'll be fired if tﬁé‘jab isn't done,
you may get it done, ‘but you'll get a job poorly done. If
I ésk for the involvement of others, if I set up a goal
that involves other people, I'd better make sure thaE they
~accept that goal, too. Otherwise, they're going to bé "help-
ing" all the way by ﬂragging their feet. They're ﬁgﬁ guiﬁé |
to go él@ng_with iﬁgl If I set up a.goal thatsyau den't be-
lieve in alth@ugﬁ you're involved iﬁ achieving the goal,
then I probably won't be able to control the éutcgme, be-
cause you're going to be hél?iné me fail. So make sure
that if you set a goal involving others, you ask them if
they are willing to be involved and accept that responsi-
bility and make sure that you feel that' they have agreed
in hénésty__ That's thé-béd'thiﬁg about having to assign
tasks to EEGPléAth don't want to do tﬁem; you get a pécr=
job done or no. job done at all. That includes tasks that

you set for yourself, by the way.
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Point number five is to maké your progress measurable -- set

deadlines for your goal(s). Measurable; now, that sounds

1ike a rasearch project, buﬁ it's really not. . I asked be-

fore haw many of you would like to read m@réérIf you get'

a goal to read more, you ééuld.have that same goal many years

from now. You. still wouldn't have read any’ﬁére; but you

would still have the same goal. The way to aVQld that 15

to set a date when you can measure Whéthéf in fact you have

or have not accomplished what you set out to do. B | é
_‘For example, if I—detefmine that I will read one book o

from the bestseller 1istvin a magazine.by a week from Fri=-

:day, on that day I can say that I 21ther did or did nct

do what I sa;d I wguld do. That's a measurablé goal. But .

| 1f I say that 1 am gglng to :ead one baék on the bastseller

b kot Pt b ST e T bt TS 3 E e ebie 400 e et AL S L

list by three years from now, I have the same end  achieve-

ment, but I can keep saying for years, "Well, I m working - é
on it." How many of you have set Vague goals l;ke that for §
yourselves? Then maybe ten years from now, you still won't é

have come thrcugh, becausé you diﬂn't set up a timeline ==

)a tlme when y@u could check yau:self ‘and ask, "Did I, or

- did I not accampllsh that goal?" Every year, you may keep
on gaying, "I'm gaing to get that currlculum revised thlS_
yearn' I'm really going to turn it around and we're going
te be dcin§ some new things." And "this year" will come
and go. Because, you see, you never saié definitely that

you were going to set up a date ¢ work on it by next ‘ : :

g i




~12-~

Tuesday, for example. By next Tuesday, you would at least
kxnow whether or not you had .gotten anything done. You
still wouldn't be at yauf iong-term goal, but at least

you would have made a start.

The sixth thlng tc remember is that ygur gaal must
be desirable. You must reeégnlze, iaa, that different éee—
Ple see éésire in ‘different ways_ You and I, fér examplé,
can pésﬁﬁgne our gratlflgaflan to some extent; little kids
can't. If you told yaur k;ﬂs,!“l'll g;VE you your allowance
at the end of thé year 1£ you're good," they cculdn't pos-—
sibly "be good" for a whéle year. ‘That's too long. ﬂWhy,-
they can hardly wait for éhri%tmas when it's two days away.
For them, the reward has to be very :¥Dse;t§ make it de- .
s;rable, You and I Gén'Wait a little longer than that.

Suppose that you were told, though, that you wauldn't
be paid until the end of the year. You would very likely
be pretty upset about it. Just moving from every other .
week to once a month is traumatic for some Ef usg, because
our reward isn't coming often enough. - So ﬂ251rab;11ty is, -
in a sense, related to reward. |

I heard 'some of you talking about having:the goal
of earning additional degrees. This mayrbe'yaur reason-
ing about that: "It is not particularly desirable to go
home and spend from eight to eleven o'clock at night writ-
ing a paper; that's not very desirable. I really don't

care whether or not I write the'ﬁumb paper; it's not very

ANttt ki o -l
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‘d251rable 51ther; "And I couldn't éara'less whether or néﬁ

I pass the Elass, and I really couldn't care less whether

@r-ngt I get the degree. However, I would like to make more
money. And in order to get that maney, I have to get the
degree; in order to get the degree, I have to pass thé_classg

in order to pass the Glasg,'I have to write the paper; and

in order to write the papar, I have to spend three hours = E
worklng on it." %
DEELIEbllltyf in this case, is four steps away, but %
“you can flnd it 1f yau look for it. TIf you cénit Einé de- :
:lfabillty -~ a rewarﬁ in tﬁe éystem somewhere that makes %
yaur goal desirable =-- then you Wén't'be able to get the x ;
job d@ne, because y@ﬁ won't réal;y want to do it. When gf
you're giving out assignmeﬁts, ielégatiné jobs, make sure é
that you are délégatinglt@ people whose value systems are §
in accgrd w;th th21r glven roles, and wha gay that théy §
would like . ta do ﬁhe jcb and who, in fact, do Want to do ér
it -~ or you're not gclng to get it done. Also, remember 5
Lo

to glve people dates far completion of all projects. Oth- . | éi
erwise, you might ask sumacne six mgnths from now, "How : | ;
are you coming on that Pf@jéGt?"E and hg 11 say, "Oh, I - g
forgot about it. I'il get busy on it." "Well, I want it l;

tomorrow." - "But that's a six month job!" "I gave you
six months." "But you didn't tell me T had six months, "
If you didn't tell him that he had six months to doé the

job, you had better get it to someone else and wait another

T — L A s
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six months, because he's not going to have it,

Ihe seventh palnt ;s.that YQu!must not foer yaurself
alternatlves. Most of us usually have a ccuple cf alternatlves-
for the evening. You may tell yaurself "I'm gmlng hmme
and I'm going to 31ther mow the lawn or claan the garage.

What w1ll pE531bly happen is that you w111 go hame -and

So then you'll start moving thingsrin the garage, but the
dumb lawnmower will be in tha'way.  The n%xt'thing you |
know, you will be watch;ﬁg TV and nat acccmpllsh;ng 21ﬁher
of your gaals, all because you set up alternatlv s. "I'm
either gg;ng t; mow the lawn,,gr“ -- a big teeter-totter
in thé‘w@rd "cr?-ﬁé “I‘m.g@iﬁg tc.clean the garagé!" .Speﬁd
your time on one g@al and then move: on to the other. Gnly

try to dé one thlng at a tlme.

The eighth and last point, I think is a rather obvious
one: gréug facilitatiﬁgg} That means that your doal should

not be injurious to you or to the others involved.

;Settiﬁg goals takes practice, and setting goals that
are aceamplishaﬁle takes even more Praétice. Don't take
planning iightly;iif it is to succeed, it must be done
th@uéhtfully and with care. |

How many of you are pfincipals? Let's admit that tea-
chers have a'battersplanﬁéd system "than we do, in the sense

that we, as administrators, have something set up fct,them,
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while there is no one who can set anyﬁhing up for us. We
set up time-blocking for the teachers: "You will teach a
written paper, from this time to ﬁgis timg," or, "You will
teach Geometry II." No matter what they do in a certain
time block, we é; least know that they'll b; there physi-
cally. So we have set up a kind of a-schedule for them.
However, we arélﬁespaﬁsible for élanning our éﬁﬁ'timé;
and it is up to us to make_sure‘that-we don't waste our lives
deéling with trivia. .How many of yéu, as aaministratérs;
have those picky little thinés you héve,ta do every &ay?
One if thoseé things that we should do, buﬁ,ténd not to do,
is to thiﬁk,@f those things and list them all. Théﬁ go
back over the list and figuzé'éut ﬁhich jobs could be dele-
gated to someone else; First of all, you have to get over
the thing of thinking Ehat you are inﬂispeﬁsable. Let's

face it; every one of your trivial jobs could be done by

of éaiﬁg the daily trivia,_then_ygﬁuhavé problems, and you
need to start wcrkiﬁg, That is probably why you never have
time to do things you want to do. So sit down, take a look

at that list} and ask yourself, "To whom could I delegate

that other person to do. Now take a look at whatever you

are left with after ygu-gut that list, andrfigure out how
;} ’ -much time the things you're left with would take t@-éc. My

guess is that tﬁertrivia of the daily operation -- trivia

that doesn't take much talent to handle, just time, but has
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to be aéne régularly‘—s by the time you put-it all together,
would take less than an hour- to cémplétéi |

:Néw,gyau can do one of a couple of things. ?éu know that
you need an hour to get rid of trivia so that the rést of
.the day can be wcfthwhile, so Whefe can you best find ﬁhat
haﬁr? All right, Gnévway would be tc telluyaur sgcfetarg
;that you will be busy ftoﬁ}niné‘té'tEﬁ'ﬁaﬁdling the trivia .
of the day. .Ycukcaﬁ‘tell'herp "Unless it's an'emargenéyr——
and you had better know héwvt@ judge an_ém::gencyjﬁi,i-dsn't -
want to be bothered. I have an open door policy, except
from nine to ten, which is when I Will;héﬂdiéstﬁé,hénSEnSEg 
I'm getting it done then so that-I :anvhanile théi@Pén a®Qr
policy the rest of the time." If you're é@ing it this Qéy;
give‘ycﬁrself'a fair chance of accomplishing it so it's
out of your way and you d@nﬁt‘have,ta:feel'gui;ty about. it
- all day and keep tfying tc;wa:k it in here and there between
other things. ' | . , |

The second a?pcrt@nity_is to say,'“There are minutes
here; here, here, and here, and I can do these certain things
durin§ spéréuminuteéi »i ﬁiii carry tﬁis';né Qith'megﬁ;
When you have three minutes between thiﬁgs scmetimé, that's
when you can do it. So another way to get the trivia out
of your way is to use those minutes.

Another thing. to reméﬁber is t@laa‘tha things yéu need
to.do weekly. Thefe,are some things in your schedule that

need to be done once a week. Block them out and categorize
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them. Say, "Here aié: the ones I can get rid of that will

be handled. Here éré thé ones I still have to do. This

is one that I w;ll éc thls mgrnlng, this one Ihursday aft-

ernoon. Here's one that will b% dcne on th;s day -t aﬂdr'

put it on your caléndar. D@n't try tc rememher all the

things you have to d@.A That's the worst thing to do; ycu‘~'

spand more. tlme trylng tD remembér what yau are- g@lng t@

‘do, than doi ng it. Ifcarry a list all the time sg that R

always knsw what thlngs I have tc da,,and 1 am GOﬁVlnGEﬁ
that is one cf the bast ways Qf keeping hraak af what has'
'ta be done. ‘

The methcd I use féf getting £fi§ia;ities out of the
way is to take time in theﬂmérning! ,Firsﬁ',I maf stop at’

the secrétarg s desk and say,r"I want ygu tc put calls

thrcugh ts these flVE pegple rlght ngw."' That means that -

I won't have to wg::y_abgut 1t_: She'll call, she'li’ﬁakE»

‘mast of it fo my back the dlallng f the phon%, the lls—'

'tenlng, the flnd;ng out that someone wan't be in t;ll ten,
and.SQ on. I may get iny twa Df th@se calls accgmplished
but at least all of them will have been placed. I have
made contact with two of" them. - Of the others, 1t may turn
out that one Qf them w;ll be in later, another tcmérrgw,
and the third one ls_gn~vacat;on,- So I have'thé_SEE:étary
call the:first person later that aay;‘I jot down a note
to have her place a call to the aecﬂnd one first thlng the

next day, and I make some decision abcut the man who is on
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vacation. If I know he's going to be back in two weeks and
I don't need him until then, I turn two weeks ahead in my
‘appointment book and put down a note. Then I don't have to
remember it any more, but I will come upon it as I go for-
ward in the book.

There are those other things you do once or twice per
year or per semester. You need to plan those in, too. But
most imp@rtant,langé you've learned to handle the fact that
you have all kinds of trivia to take care of and you have
taken care of it, either by delegating it or by putting it
=in a time block and getting it done early, Sudﬂénly you're
going to find that you are dispensable. "There's no rea-
son for my existence." Now is the time to decide what those
things are that you're really hired f@r,‘ather than trivia.
What are the changes that need to be made in this educa-
tional system? How can you best involve students and par-
ents in what is going @ﬁ, and what will be your first step?
Set those long-range goals up, and now block some time and
say, for example, "Okay, Tuesday afterncon from one to four
is the time that I have open. One of the big é@mélaiﬁts
going around is that there has been very little contact
between school and community. T will spend the time be-
tween one aﬁd four making contact with local people in their
homes." You are going to go out and say, “l'quth Smith,
the principal of blank school, and I'm trying to get out

to get to know people and find out what they think about

R el B0
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our school and the school system in general." There's the
time you have been looking for. You can finally deal with

an issue that you have been complaining you didn't have

time to think about, simply because you got some of the triv=

ialities out of the way.

Of course, crisis situations can come along and ruin
your schedule, but many things that we classify. as crises
are not. You are thé one who is supposedly trained to
make those decisions.' Is it a crisis, or do yvou just like
to make it sound like a crisis, so that yQu cén be needed
and wanted? When a teacher comes in screaming, "Johnny's
done it again," is your immediate reaction, "I have to
deal With this crisis"? Or is it ycurlréaéti@n to ask,
"What has Johnny done again? Tell me what it is and let's
talk about it, and then I can decide whether or not I'm
needed."

Things like fire alarms you do have to respond to,
and they can throw your plans off. But if you have things
down in systematic form, if you have your trivia reduced
to its smallest element, you have time to take care of it.
If you have éctten rid of or planned-out your weekly. trivia
and tasks, ycu!are reaiy to hegiﬁ to work on the develop-
ment of things you really would like to accomplish in this
:system you're working in, those things that are usually
pie-in-the-sky things, because we say we don't have time

to do them,

T it g b i



=20-

My guess is that all of ué, regardless of how well-org-
anized we are; still have time that we can make better use
of once we learn to take some time to plaﬁi I have already_.
told you how I walk in in the morning and leave the names
of people to be called with my secretary. What I do then
is to go into my office and ask myself what I can do while
I am awaiting the results of the phone -calls! One of the
things I can do is to spend a few minutes dictating a nec-
essary business 1étté§, "I can do that in three minutes,
and that's a minute usage that will help me accomplish the
things I must do that day. Anyone can do things like this;
it's not difficult.

. If you have trouble with this sfétemi the first thing
to check is whether or not you actually understand your @ﬁn
values and priorities. I spent the night before 1ést, from
about eight PM to midnighi, talking to a center director
who wasn't looking clearly at his own priorities. He came
to this workshop with his two boys because he hadn't seen
them for long enough in the last year to say hello to them.
He brought them along saying, "I have only an hour-long
speech to give in these two and a half days; so I'll spend
some time with my boys." ©Now, where do you think he spent
his time? Not with his boys. He spent his time saying,

-Dr, "I'll rap with you now about that problem you're having."

I said, "Friend, stop and think. Where are you getting
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y@ﬁr ;ewa:ds? What does your value system say about this?"
It waé very obvious to me that achievement was important
t@.him and recognition was important to him, and he was
apparently getting it from others. Because I don't care
what you tell me is impa:ﬁant to,you, I don't care what
you tell me your value system is, but if you map out a day
and tell me what you do, then I will know what is import-
ant to you. |

If you say that your family is very important to you,
and yet you don't spend anf time with them, I'll say that
they are not very important to you. Thef are -only important
when you feel guilty about neglecting them. They aré not
important otherwise, because you never spend any ﬁimé with
them. If you tell me that ysu;sincarély believe that we
ought to visit classrooms in order to help teachers bocome
better at their jobs, and yet you never vigit a cléss:ggm
in a day's time, I will tell you that you don't really be-

lieve what you said. If you did, you'd make time to do it;

if you don't it's not that important to you.

So take a look at what you do with.ycﬁr daf first.
Take a 1cak at what you are doing that you really have to
do. Get rid of that which you don't have to do, either by
eliminating it entirely, or by delegating the job., Cut
the list down, and then start trying to work iun some of
those things you've been saying are iﬁpartant to you, like

having more time with your family.
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I met a superintendent once who said to me, "Any prin-
cipal I have who can't do his job from nine to five isa't
efficient and isn't effective, and I don't want him," What
he was really saying to me is that if you organize well,
you can accomplish twice as much and spend more time on the
things that are really @f_valué. You just need to stop
and think first about what you really want to accomplish.
You don't need to work 24 hours a day. Show me the guy %hg
works 18 hours a day, and ;'11 show you a guy who wastes
a lot of time and géts rewards out of working all the time.

One of the rewards some people get out of working
all the time is the "poor soul complex." .If I play a game
of "I'm better than you;" you may play a game back called,
"You don't know my troubles." These are games that people
often play. What I do is to get up and try to impress
you with the fact that I'm organized and you're not. That
is my game of "I'm better than you." Really, of course,
I'm not. I just hope that you are picking up a few tips
on how you can be better organized --and every time I do
this, I pick up another one, too. But the game you may

:u play back to me is, "The troubles I have, nobody should
have. You have bever been in my school." These are games
we play with each other all the time.

 Stop it, for a little while, at ieasti Plan some
time t@'plani Take a look at what you are doing, and take a

-look at what you think you would like to do. Test each




thing out sometime. List all the things you want to do
that are important in education, and then put down whether
"or not it is saméthing'that you think you should do, wheth-
er or not it is something that you would like to do, and
whether or not it is something that you will do. We all
have a lot of guilt hang-ups about things that we think
we should do but aren't doing, either because we don't
like to éa them, or because we get our rewards in other
places. |

If you can organize your scheiulé, keep in ﬁind that
it will also affect the people around you. The media is
the message, just as what the teachers says is not heariy
as important és what the teacher does in the classroom. Sim-
ilarlf, what the prinéiéal is, is much more important than
what he says. If he says, "I sincerely believe that we
ought to have a lot of input from studénté," but he never
talks to a student because he "doesn't have time," the mes-
sage really is that he doesn't care about students. You,
as an administrator, must illustrate effective use of time
to teaching staff and to students, and you must illustrate
the kinds @f'thingé you were talking about earlier today;
at. least sgmelsympathy, and hopefully some empathy for
people and their situations.

But to illustrate it is not enough. }Ygu have to give

people some model to follow that will show them how to modi-

fy theiz-behavi@f. How many of ?éu have read‘;‘m:ggézi;$gu';e

it g s el et
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Okay ? 1If you haven't, I hope that you will, because it
talks ab@utgsame really important things. I'll give you
a quick intraduétian!t@ some of the concepts in that book
now, so that you cah question who is really controlling you.

f

There are thfee'@%@ple!in all of us: the child, the
parent and the adult. The child is formed very early. Atx
least at birth, or maybe before .that, he begins to form
his feelings about things. "That hurts; I don't like you;
You made me mad; I'm going to cry" -~ basic, simple kinds
of feelings. | | |

The parent is formed by the input from our parents
and from our significaﬁﬁ other édults_saying things like
"All policemen are bad; You must go to school; Schools
are good places; Schools are bad placés;; Those absolutes
that we are taught become a part of us. We really can't
trace them back to their actual origins, but they become
a'part of our thinking. It is only when, at a relatively
early age, the adult ability begins to come in; that we can
sort them out.

The other night, very late, I was talking to an airline
stewardess on a plane about this, and she said, “Illustrate
that to me." I said, "Take the 31tuatlon tgday W1th the
plane that was ga:ng to be late in tak;ng cff. I cculd have
treated that situation from the V;éWPDlnt Df an aault, a par-
ent, or a child. If I haa tréatéd it as a parent waulﬂ have,

I would have started hassling the f%ll@ws at the ticket

Sl i it
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- office. TIf, when I asked, 'When is the plane going up',

_ they had answered that they didn't know, I would have
turned to the guy beside me énd said, 'These guys never
know anything about plane schedules. Planes are always
late anyway. Why don't they just tell us that? This air-
line is never on time, they don't keep their planes upg‘:

T would start with a set of absolutes and work from there,
very dogmatically.

"If T had treated the situation as a child would have,
when they had told me that the plane was»gcing ﬁ@ be de-
layed for some indefinite period of time, I would have
cried or hit the ticket seller right on the nose ==1
would have gotten mad. My feelings would have ruled me,
and I would have felt only turmoil inside. |

"If, however, 1 were to éreat the situatiGﬁ as an
adult, I would say, 'Firstly, things do happen to planes.
Secondly, I'd much rather ride on one that was fixed than
on one that wasn't, especially when it's a DC-10 and it
weighs so much thatvI couldn't pcssibiy hold it up.' I
would deal with the problem as an adult and figure éu£ how
to use the extra time I had gained, too. So any situation
can be approached in one of three ways: from the viewpoint
of an adult, a parent, or é child.“.

It is very difficult in some situations to respond
as an adult rather than as a parent. But stop and ask your-

self who is talking. When you say that you "simply don't



-26=

‘have enough time," is that the parent talking -- the parent
who says that principals always have more than they can do?
Or when you're uptight and you're really féaiiﬂgbpféssed
and you Saf, "I was just threatened," is it-thé child talk-
ing -- the child who is responding because somebody hés
made him mad by'questi@ning-him? That's childish behavior.
The‘three aspects are always  there. If you have some-
thing you want to accomplish, though, you must learn to
deal with the adult, because the child is pleasure-oriented,
while the parent, although he is tea;hingagriented, can
never get down to work. He has all the absolutes, so he
doesn't need té. The adult is the only one of the three
that can really take a constructive approach and deal with

‘things in a realistic manner.

Well, we have just hustled through 83 years of time
planning in one very short session. Now it is up to you,

individually, to decide where you go from here.
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DISCIPLINE ?27?
Fred C. Leonard
After fifteen years in teaching, the whole concept of discipline is some-
what obscured by practice or the changing times. What it means to one teacher
or community may'vast1y differ under different circumstances?
One must continuously ask the question over and over, "Discipline! What
is it?"
a) frustration?
b) oppression?
c¢) learning or training?
d) pressure?
According to the American College Dictionary the word discipline can be
defined as meaning one or all of the following: '
1) Training to act in accordance with rules; drill,
2) Instruction and exercise designed to train to éraper conduct or action.
*3) Punishment infiicﬁed by way of correction and training.
4) The training effect of experience, adversity, etc.
§) Subjection to rules of conduct or behavior; a state of order
maintained by training and control.
6) A set or.system of rules and requlations.
7) Eccles. the system of government requlating the practice of a
church as distinguished from its doctrine.
8) ' A branch of instruction
9) To train by instruction and exercise,
1D) To bring to a state of ardér and obedience by training and control,

*11)_To subject to d15c1D11ne or punishment correct; chastise.
* The most ccmmsnly azcegted defiﬁltlcn in practice.

]fRJ(j Frea C. Lecnard is Prlnclpal at Farsythe Jr. High, Ann Arbér, Miﬂh.
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In the book Discipline and Classroom Management by Bellon, Jones, Poirier

and Sommerville, discipline means:

"1. In this sense we mean by 'discipline' the degree of order we
have established in a group. Tnhus we say: 'Miss X doesn't
seem to have much discipline in her seventh grade....' By the
'discipline we have' we usually refer to the deqree of organiza-
. tion we have achieved in a group. The question of just how we
' have obtained this organized functioning of a group is left
open.

"2. In this sense we mean by '‘discipline' not the order we have, but
' the trick by which we have established order. For instance,
'Say, Miss Jones, what discipline do you use in your grade?' or
" 'She has a good homeroom, but I don't quite Tike the discipline
she uses...' By the 'discipline we use' we mean: anything we
do to establish, maintain, or repair order in our groups...

"3. In this sense people often use the word--the verb especially--
as a euphemism for punishment. 'I am sorry there wasn't anything
I could do with him...' In these cases we do not talk about
order, but about a special way of enforcing it. And among the
dozens of ways of encouraging the growth of order, we mean simply
one, as though it were the only one, namely, punishment."

~ Meaning #3 above and the single * from the Amefi;an,CD11§ggiQig;ianahy

definitions seem to be the most commonly accepted illustrations or definitions.

stick concept? The student of today is not the’student of twenty years ago
when we were "disciplined" to accept any and everything an adult told us.
Students of tnday are beginning to think, a "discipline" once reserved for
adults, 6n1y.

If as we say"a student is a discipline problem," we are saying that he

- is not responding to training as set up by us (the educational community). If

this is the case, then Tet us take a long, serious TQbk at our discipline
poiicies and weigh them against what we feel would be good, sound, humane

practices.




What, then, are the educational implications to discipline training? Lets
explore very briefly just one aspect of the problem, the enforcement of a tardy

policy:

1. Student Feelings -- anxiety, frustration, oppression

When bells ring to indicate that you are either late or on time, there
are certain inherent,prob1ems related to it:
a) The anxiety that builds as a student realizes he is going to be
late. Yhat will happen? |
b) Thé anticipated teacher rejectiaﬁ and peer ridicule that follows
the teacher reactions.
¢) Why do they even ring the "iiiiih bells? They will call my mother.

2. Teacher Feelings -- anxiety, pressure

I must do or say something to _ when he is late. This

will re-enforce its importance to all, and especially

But...he will probably say "...." and what will I have to say to main-
tain class control and also make him realize what he did was wrong?

3. Class Feelings -- anxiety, potential guilt

Why do we have to respond to bells? Can't we be trusted to get some
place on time? we;areﬁ‘t little kfds_ Can't we be treated with more |
respect? I hope I'm nevef late because they always embarrass you in
front of the kids.
‘A day can be ruined for a student, teacher, and class because someone was
late to first period in the morning.

Why? ?
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THE PRINCIPAL'S ROLE IN DISCIPLINE AND DESEGREGATION
Joseph F. Pollack

!

In a 1972 publication by the National School Public

Relations Ass@clatlon entitled Student nghts and Respon-

slb;lltlés, that document enumerated recent court decisions
which have literally forcéa schools away from the déctfiﬁé
of "in loco parentis". In a U.S. Supreme Court decision

in 1969 in Tinker vs. Des Moines Independent School Dis-

trict and by other court decisions, the nation's schools
are increasingly recognizing that youth and class and
color are no bars to a student's PDSSESELng and exercising
his rights. The Tinker decision said, in effect, that
students do not "shed their constitutional rights to
freedom of speech or expression at the schoolhouse gate",
~according to fdrmer,Assaﬁiaté Justice Eartas_ ‘And so Ehe

doctrine of "in loco parentis" ~- the notion taat schools -

and teachers can exercise total control over their charges

Mr. Pallock is Principal of Pioneer High School in Ann
Arhor, Mlchigan. :




as parent-substitutes -- has met'its demise.

What, then, is the connection between this decisian
(and others like it) and the desegregation thrﬁsﬁ? To
begin with, the theory of "in loco parentis" has always
contained weaknesses. C. Michael Abb@tticfrthe Detroit
Neigﬁbérhaaeréqal Services Centers in an article in The

School Review, says that the absurdity of the doctrine

‘was most evident in the relationship bétwéég,rsay, a white
'7 miaa1eéc1éss teacher and an urbanihiack child where, in
‘mcstrcasés, the relaﬁlanshlp cauld hardly be described
as‘famiiiali One authority on schcal law traces the ori- .
:gin of this theory back to the\Ccde of Hammurabi in the
18th Centruy B.C., and suggests that if it wafkéﬂnter
ever wcrkei),ritiprébably invaivédrsiﬁuatiané where tea-

chers were true E:narerﬂ:—sur,1:;'c::nt:.ja‘l::eE,F or in'days pagt where

";fthe schacl was the true "second h@me" gf the childp The

task then, fer the mcdern schcal and teacher, especlally

in thé desegregated sett;ng,lls tc pravide for each child's
 max1mum expasure_tg edusatianal appgrtunlties, exger;enees,
and'altéinatives;'aﬁa, tg Paraphrase Ehé aa,'“ﬁaké (educa~

tianal)‘pragfass ;ﬁr mést impartaﬁt préauct". It is not

and to attempt ta justify tham on the-bas;s cf some warmed-
'Dver 19th:CEntﬁry pédagégical morality scheme.
: Just any students' rights and resgans;billties

Etatement w111 nct Eatlsz taday's yauth Sust‘witnass
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the radical change in the Ann Arbor Discipline Policy

of the past year_wheré tLe major emphasis is on due
process in’ais;ipline procedures, especially rEQardihg
suspension. Farcing a student out of school and then
denying him the privilege @f making;up work (a cieafﬁéut
example of double jé@?ardy)‘Wasvarmajér'fgcus of atten-

tion in the Policyi But most imgertant was the emphasis

in carrying out dec;51éns under that policy. The.pallgy,
of course, still stands as an imperfect doctrine, since
the pr;nc;gal or his des;gneé serves'as judge, jury, ani
chlef head—chapgér ln all cases, ‘even if the crime was
cammlttad agalnst the cff;clatlng adm;nlstratar_ On-
the bright side of this Pgl;cg is the anluslgn of a
mandatgry‘hearing at whieh the student may designate
" an advocate (eveﬁ éﬁ attorney, if he chooses).
| In all ﬂisguééiaﬁéigf the role of discipline,'hGWE-
evér, ﬁangs the key>téfm “;eﬁsiéteﬁcy" Earants, studants,
~community, and espec;ally the caurts, are maré cancernea
about fairness (substltute the word cans;stency) than they
are about any single 1tgm a disc;pl;ne code may contain.
In a recant'study of the resulté of a desegrégaticn
(bussing) project in Rivé:siaé; California, the major
"concern of Black and thcanarparants was that their '
‘children would be judged by a difféfent standard than o §

their white counterparts (in this one-~way bussing program) .

S
T



And they were justified in their fears. As Jesse Wall,

a former Riverside teacher ani.administratar now with

the Pasadena Scﬁé@l District said;‘ﬁlnrmast déseg;ega—_
tion efforts, tﬁe attitude of téacﬁéfs‘teward their new
arrivals is 'to wait for those kiés to turﬂ.white'; and,
as we well know, black and brown and red kids are;ﬁat

. '"turning white'." .Preﬂictably, with little or no tea-
cher in;sérvi;e training preceding this desegregation
academic standards. In an early study made by Jane
Mercer, a pr@féssgr ét ﬁhe Uni&eréity éf Galifarnia,
Rive;side, %he asked teachers to evaluate their students
én léS Eritéfiaritéﬁg of “gégd" or “]{:nf:ui;i behavi@r ané |
 "quiet" and "naiéy"! The behavior profile of each child
was then compared with his academic étaniing- The pro-
file and grades were identical; and tEérbﬁséed kids got
the worst of both. Ironically, many of the teachers

took little pain-to atteﬁpt to médify studeﬁts"behaviéfs
which we:é,‘in ﬁany cases, self~destructive. Much of the
teacher behavior, as was later pointed out to them, was
based on fears: fear of newcomers with different outward
behavior and fear of being accused of discriminatian‘(ana
so, ﬁhefefére, doing nothing). With subsequent studies
and intens;va in—servisarpragramSF iﬁcluding réstructﬁring

of school practices, such as ability grouping, changes



-35-

.have begun to take place. The greatest lesson learned
by the Riverside staff vas that a double standard of
béhévi@r expectation produces ariaublé staniard,in stu-
éEﬁt behavior. Teacher éxgectatian'brinq about student

elaborations; and ggﬁsistangyr(substitute the word fair-

ness) is the key.
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INVOLVEMENT
by

Fred C. Leonard

Robert Kennedy said in 1964:

"The young are going ahead in their own way and in their own time....

Across the globe they are a force of whirlwind proportions, and the

world of -tomorrow will hear the imprint of their ideals and their

goals.  For this reason, we must be concerned about them."

 To be a part of the American scene today is to berinva1vedi‘ As adu1ts-

we readily identgfy.our lévé1 of involvement or the degree to which we are
involved.  But what about our young people of school age that want to become
a part of this involved sét? What educational steps have we taken to insure
meaningful iﬁVoTvement? Are‘thgy prepared and_ara'we prepared? |

Most young people reach a level of involvement that is acceptable to
most parents and teachers, i.e. athletics, cTQbs,,é1eeted,student goVernméﬁt, ,
however is th%s the level the hc?e “infufmed“ students,desi%e? |

What about the "radicals?" What about the minority student or the

‘activist antagonist type students? Uhat has been done to prepare this seg-

ment of the student population for their perceptions of involvement? This

is the Tevel of student involvement thaf'fhreaFens parents, teachers, and"

" communities. U.C. Berkeley, Kent U., U.C. Santa Barbara, Chicago 5, San

Francisco 7 -- were these involved people expressing some feelings that we
vere not ready to dea1 with or weré they juét'traub1e mﬁkers? This area oﬁ
level of involvement is one that most frustrates the adult community.

~ The educational %nst%tﬁtions at‘a11‘1eveiss=eiementary, secondary and

higher must become actiVEIy involved in a program that will he1p_eaéh student

Mr. Fred C. Lecnafd is principal of Forsythe Junior High School, Ann Arbor,

- Michigan.
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reach his level o.: degree of involvement. The range is wide ffom meaningful
classes to active political Enﬁefest! Students must be preﬁared and then
g%ven the opportunity to practice their skills withcuf the threat of ridicu]é
or physical harm, | |
How do we approach total inva1yément on the part of the students of the .
oublic educational institution? |
.Here_aré some kéy ideas:
1. Coﬁsisteﬁcysgin order to be respcnsibie one must have contact with
someone who 1s dependabie, (Your behavior muét be consistent with
~ your demands.) Consistency in the realistic demagnd,s (kind) remains
constant, but changes with the degree of involvement necessary.
2. Physical contact may be necessary for involvement. We communicate
in moré_than one modality. Auditory cDmmuﬁiéaticn is 6n1y one mode,
3. Exampie {srthe bést way to broadcast involvement.: The teacher can
provide the example with thé hope it will Ee picked up and trans-
mitted. This may have implication in selecting small peer groups.
4. The teacher stresses the present, the future, and only the past
which_re1atés,direct1y té present irresponsibility. We can't treat

the past, We are interested in present conscious behavior. A great

concern for most teachers is "1ifting the rock" and not being able
to work with what crawls out. |

5. Do not censor a child's activities so often that he has an oppor-

et R R A BB L wCE T e
N

tunity to do praiseworthy things.
6. Be dlert to other than verbal expressions of distress or attitude.
7. A child may react and he may think. He may just react. B ' B

8. It is important to establish set boundaries with a child as a basis

for distinguishing’between respgnsible and irresponsible behavior.

A
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-9, - For be}av1ﬂr that is unacceptab1e you dan t excuse it, but you
don't “pun1sh" it either. You remain tough, sen51t1ve, honest,
wiT]ing'tcw1isten; and as often as possible to say, "yes". You

show weakness by indifference.

10. Interaction should be short and often. Tend to tune you out when
ygu lecture. The more contacts made with the child the less
isolated he feels (strengthens your 1nvn]vement)

11. We have a tendenqy to continue with scmeth1nq that is going we11

and th1s is our vehicle for worthwhileness, Give é child a reward
for a good job and give him new experiences to demonstrate his

worth,

12. If one chifd‘misbehéves in thé group, during the group task, 3
crit%cize;the gréup to maintain thé §rgup standards. Don't éingle 37
out individuals in an unsuccessful manner. %

13. Prepare the child for yaur classragm Te1] the Eh11d my standards %

" are d1Fferent--use the. persanaT ‘approach, The impersonal role §
doesn't mean anything to a child, Teach the child to love you and
the class. You can 't educate for sac1ety in genera1 The world
has d1FFerent standards. The school can 't offer the same behavior

~ standards that are a&ceptabTe at home. - You can 't educate sac1ety |
in general, but you can educate for adaptab111ty ”S o | §

i4g Have no myster165r=13y ‘the cards on the table W1th the ch11d--say 5
it, "Am I gett1ng close to him, or he]p1ng him get close to others?" ,§ ’
Don't resort to vindictiveness or sarcasm g

Many of the above relate more to the classroom but can be emaigyed in g

lon-academic ?ett1ngs | | _i

Adm1n1strators shcu]d keep the Fg1low1nq in m1nd when initiating

Q ictivity and instructional programs of student involvement:

=
it
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Instructional

1. Cocurricular activities should furnish a rich source of motivation

for class instruction. | : | : §
2. C1assraom'in5£ruéti@n should furnish a rich source of motivation : E
for cocurricular activities. é
3. Cocurricular activities must be considered as an integral part nf ‘ %
the total 1nstruct1ana] prngram rather than as extra or as an in- é,
dependent program. ' ‘%
Activity - a , | {

1. The administration must demonstrate a favorable attitude toward

this phase of the school's program,

2. Whenever possible, activities should be scheduled on school time.

3. Provfsfan shéqu be made for the abjéctive eva1uatian of the ?
activities program. _ ?
4; CDmmun1ty suppurt not dom1nat1nn shouid be EﬂEDU?aqed é
5. It must ba clearly understood by a11 that the pr1nc1pa1 is the re- é
spun51b1e head of the school. é

Staff Leadersh1p Gu1de11nes

T. The degree of success of the program depends, to a Targe extent,

upon the intelligent and whole-hearted leadership from faculty

‘advisors. | , E o L i
2. The teacher must reﬁember that he is primari1y‘aﬁ'advisarrand t :

Acaunée1ér o | , |
3. The adV1SDr must be held accauntab]e for the results ach1eved by gVJ

4, EansuTtants may be used as needed when ava1lab1e but respons1- 7
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5, Even though. teachers should accept their full share of the responsi-
bility for the whole. program, they must not be exploited.
Let's get back into the business of educatiﬁg our young peop1ég. HeTp;

don't hinder their progress.

Gk AR G i
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THE STUDENT: WHAT HE OR SHE BRINGS TO A DESEGREGATED SETTING
John 8. Favors

- This preséntati@ﬁ will concern itself WiEh the acti- . E

vities af three Bay Area schcal districts as they move in

the dlrectian of schgcl desegregatlgn or lntegratlan. It

is hoped tha; you undg;gtgﬁd thé baslc dlffé:éhce between
déségregatian and'intégratian. I define dasegregatlén as

a phys;cal m;xing of bﬂdles.r I deflne 1ntegzat1@n as a

type of Eplritual tagetherness, the klnd of téqetherness
there bgys and girls académ;cally Prgf;t from being to-

gether. lt must be understagd hcwever, that the pxcflt

, mﬁst_éﬁt bé at the axpense of the Puglls' cultura; dlfférencas.

'Twé cenﬂltlsns are very clear as ‘we dlscuss deségre=

gatlen in the Unlted Etates Df Amezlca. They are as fellaws=
: 1} 'Raclsm is the number one Pr@blem Gf Dur Natlcn.
- The tentacles‘af ras;sm.have %fféctivaly influ-
enceﬂ what evezy pup;l brlngs to hls classraam,r

1nclu&1ng his teachers and: admlnlstratars.

DrirEavcrs 15 P:anlpal af Clawsan and Ralgh Bunche Sch@als,r
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2) = The major confrontation péint in désegregatiaﬁ

blacks and wﬁltesi

Thé literature is réplete with facts relative to
the failuree of pupils who live in the ghettos Qf éﬁI
nation. Numerous writers, raseérchérs, and public speak~
ers canstantly call attention to~the many dlfflaultles
experienced by these ahlldren and those who wark with
them. The plight of the ghetta pupll is clearly stated
_by D%utsch, as he WIltES, "ngever, as is brought out

in many stud*es, dlsadvantaged chlldren fall pragr2351vely

sge;d:mare years lDVSQhDQl. (The Dlsadvantaged ;ﬂllﬂ
Basic Books, Ine.} N.Y., 1967.)

Ta cgmment on but a few, Kenneth Clark in “Alter—
nat;ve SDlutIDHS ta Education", Frank R;essman in The

——

Culturall De prlved Child, a. Harry Passow in Educatlan

in DéPrEssiﬂ_ reas, Pr;ze Cobb and Willlam Greer in Black

Rage, and Whltnay réungr JI., in hlS Publlcatlan TD Be

gggg%, all suppart the théughts gf Deutsgh HSWEV%I, théy

equaté digadvantageﬂ anﬂ blaeknéss as b21ng one and the

same. Ta say the least the black pupll in our culture

is faced w1th an add;tlgnal prablem ln a raclst %ac;ety -

thé prablem of h;s Sk;n c@lar as viewed by the magcrity.
| The actlcn af édugatars relatlve to the fallures‘,

of ghetto children was ably summarigéd'by Marcus Foster,
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Super;ntendent of the Oakland Public Schécls, as hé com-
mented in a sgeech to ‘parents and educatcrs, "our schacls
are marked with. fa;luras and nabcdy knows how to change
these cand;t;gns- If they knew, they would change them."
Schaalraistficts across the nation have long sought"

solutions to 1ncreas;ng ach;evement 1evels of black ghettg—

dwelllng puplls. Much has been dane across thé nation to
1mpravé the achlevement gains of pupils wha find th51r
:cots anch@red in poverty, but there are few major results
that lndlcate progress toward sclv1ng th% educational prob-
=lems of the poor. = . L . ' : ]
The: 1nter—§epemdency of man-in hls ablllty te llVE !
both hasman;ausly and p:aductlvely is directly related ta
his academic ability and part;cularly in his ability to

develop the skllls necessary to SuerVé and prcduce as

requ;:ed ‘in both the affaetlve and ccgn;tlva dama;ns. It,

i e B 5 e

therefare, becames nacessary for educatcrs ‘to axplﬁre all
pcsslb;lltles that appear ta hcld sclutlcns to the- Educa—
tlanal pfohlems of. ‘our culture. .

Cans;derlng the camglexltles Df sgflety and the nature

of man, it shguld be reaally reccgnized that there canna%

be a 51mple answer ta such a cemplex edueatlcnal problem.

4
i
-
£

Yet, the very existence of our scclety depends on the abLllty
of aﬂucat@rs and researche:s ta engage 1n techn;ques cf
systematlc searsh;ng fer salut;gnsi

T - Cuf:ent technlques Qf search have evalveé into a o
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variety of programs and méﬁelsg Iﬁtégfatlan, cDmp%n a-
tory education, and community control of schools repre-
sent but a few of the m@dels; éurr;nt'vcgabulary'aSSQ%
ciated with iﬁtegrati@h, compensatory eduéétian, agd Eéﬁ—
munity control of education asrrélated'té urban problems
is as E@llawss pgwer, éspiraﬁi@n; self-image, éémmitment,
dedication, teacher expectations, human relat;cns, .accoun=-
tabllity, and, ‘more réﬂéntly, efflcacy, Each term repre-~
sents a possible area in need of LntEﬂSlVE lnvestlgatlcn.
A look at a- schaal district attemptlng ta 1ncérparate

the vocabulary synonymous with urban pr@blems into actual
operation of all three moaels'at.thé saﬁg time should
provide us with a program that-seeﬁs destined to accom~
plish its écals!

Perhaps the most ngtablé example'af‘an eﬂuéationali
inStitutién taklng 9951t1v2 steps in 1ncargcrat1ng all
models ;nté one is fcund in the Berkelay, Cal;fornla,
rUn;fleﬂ Schgcl Distrlct : Althgugh_Berkeley s pcpulat;an
'numbars anly a 11ttle over 100 000 the C;ty has mcst of
the magér 1ngredlénts Df a large urban area. It appeafs
that all of the*initialVécmpcnents‘far,a‘Successfﬁlrpras,
gram are insludedfin;theiBerkeley-Plan.:‘Thé ideél solu-
tan to our urban educat;enal crlslg, accafdlng ta many
aduaatsrs, shauld ‘be’ found in a program of. 1nteg:at1cn
with all cher succassful madeis -as scmggnents of the

tegrat;an plan. Be:keley has attempted ta 1ncarpgrat3i
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its prégramraréund thg elimination of de fact@ Segregaiv'

tion bylraciallyvmixing the pupils in its school dis- = ,f,_"f

trict aé &eﬁerminéd by a,grécancéived formula to accom- |

plish a Ealaneeﬂ'éthnicrstud%ﬁﬁ pégulaﬁi@nvané a high

quality human E§S€ém! | .
After four years @f.atﬁémgtiﬂg to iﬁtegraﬁé;rthe-

Distrigt:repgrts that they'aré successful. They measure

their success gﬁ the’fglléwiﬁgé |

l) LThélr pup;ls are tgge her.

2) Standard;zéd ach;évement test results ;ndlcate>
that their pupils score b;ghér since 1ntegrat;an

(all ethnlc grgups)

3) There has been no . s;gnlflcant change in ‘the
white pggulatlgn ef Berkeléy.

The éthnlc,ccmPDSLtisn af the school student pcpulaa'
“tion ih'Bazkeley, the att;tudez of the cgmmunltyp mem=
bers Df the Board gf Educat;on and the admlnlstratlve

staff, l%nd themselves tg an active: pregram of ;ntegratlﬁn!

HGWEVEr, the elaments Wthh exist in Berkeley may

~not exlst in Gthéf sch@cl dlEtfthE-’ just a year aga,‘:

thé Unlfléd School Dlstfiét,af-Saﬂ Franclscc.féund 1tsélf'
in grave trauble over . an 1ntegratlon prggram The . Supér—
1ntendént of Schaals was nevar glvan‘ chance ts 1ead hlS

schc@ls in a théthéfDéSS pr@gram Almcst frgm-"day cne“,

as well as many teachers and Parants,»

.During the summer af'lg?é,iframljgne 28th until
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August 6th, the Stanford University School of Education,
in cooperation with the Oakland Unified School District,
operated a summer school enrichment program for 160 girls
and boys in the upper elementary and junior high school
-age fange. |

Although other ethnic groups took part in the sch@gl:
it was the prime intent to create a learning environment
in which black and white youngsters could work. together
on cooperative tasks, sharing equally the many roles re-
quired Ey the tasks.

Two impértant events occurred to hel§ achieve the
equal sha;ing of participation among black and white
students, First, there was a two week intervention period
in which ail of the stuienfs learned some new skills, built
their own projects, aeménstratea to each ctﬁer the new
skills learned;‘r

7 Second, there was a four week classroom seséi@n in
EWhieh thg'blaek and white yéungstérs wgfked tagether in
small groups and participated in active ércblem-selving
:Prag;ams- | |
‘This prggram representeﬂyén attempﬁ to anSWEr'quésE
thcns that educatars are trylng tc Sclve ln an affﬂrt tg
grQVLde a quallty 1earn1ng env;:gnment far 1ntegrated

- classraams and schaals.A Erevlaus wgrk and experlénce

e §

suggest that desegregatea schcols dc not. always prav;dé

Ve BT BIAR Dy
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a learning climate in which black and white students can
work together on equal terms. Establishing the conditions
that lead to observable change in behavior in terms of

equality of educational opportunity was the major thrust

of the project.

9
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STAFF DEVELOPMENT: A TOOL FOR IMPROVING
INSTRUCTIONAL PROGRAMS IN A DESEGREGATED SETTING
Harriett L. Pearson
RATIONALE: An explératian of the'éffective uée of non-
instructional staff in the educational program; hecessiﬁy;
of théir involvement and commitment to its goals; their

interaction with students.
Training and job.assistance for non-instructional staff.

I. Problem:

School can be a bad expérienge independent of the
quality of facilities and the instructional program.

Johnny's Conflicts

(1) A disagreement with his mother c@ncernlng appro-
prlate schccl apparel -- Qutcome: upset with mother.

(2) Angry with mother, did not walt at d351gnatéd spot
: for schaal bus -- Qutcome: feprlmanded by bus dflver.

Ms. Péarsan, a farmez teachérs' aide, is now an elemen-
“tary teacher in Ann Arbor, Mlchlgan. : :
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(3) Stumbled onto the bus and accidently pushed a peer --
Outcome: reprimanded by bus aide.

i
i

- (4) Arrived at school early -- chilly day, he decided to
wait in the building to keep warm -- Qutcome: repri-
manded by custodian. I —

(5) Completely distraught by the events of the morning,
he strikes out at a peer -- OQutcome: the classroom ,
teacher sends him to the office.

(6) Because the Principal is not available and the Crisis
Teacher has not arrived, he must wait in the office
for 15 minutes -- Qutcome: reprimanded by office
staff for not sitting down and making excessive noise.

(7) He does not like his lunch, refuses to sit down ~-

(8) . Because he has arrived outside early he is distur-

bing the playground supervisor's cigarette --
Outcome: upon being reprimanded for the eighth time

in 4 1/2 hours, Johnny "blows" and is sent home for
the day.
How do non-instructional staff members really

affect children?

What do we expect from non-instructional staff
members, other thanla,yearly T.B. test and that they
come to work on time? What effect do théy have on the

children they encounter?

II.

- It is the principal's responsibility to produce a
‘school atmosphere that is positive and conducive
to work -~ everybody is involved in producing it

-éf'aéstfﬁ?iﬁg“it;w»v

b —————
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III. §§¢§mménd§§i§gz

and 1mplément j@b ﬂessrlptién Suppléménts and
check-lists that specify the nature of adult/

student interactions. .

1. Options for Training Technique:

EXAMPLES: (1) Workshops on child growth and
_ ' development, behavior, lan-
guage, etc.

(2) Sensitivity sessions (dynamics
of group work) using adult/adult
and aﬂult/studant relationships.

(3) Role playing, adult/adult and
" adult/student -- presentation
of problems encountered and
cultural differences.

2. Options for Maintenance System: |

(1) Behavior modification techniques
" (accent on reinforcement of good
‘performance) .

(2) Check list of behavior (for super-
vision by objectives).

EXAMPLES: a) Greet students in respectful
and friendly way. Ten each
day. ,

(Specify rate.)

b) Give studEﬁts'@chrtunity to
help (assume they are respon-
sible and want to be valued

: : members of the community) . é
' o (Specify rate.) !
c) Respond to misbehaviorin ]

‘deliberate” and prafesslcnal : T
ways. : v o b

== no violence, physical or - I

-~ verbal | : : 5
~= remind child of alterna- - ;
‘ tives and consequences
- reward lmpravement

WAL BRI i O F
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IV. Evaluation:

Negative Approach ‘ Positive Approach

1. Keep a tally of com- 1. Informal observation;
plaints made by stu- note change in school
dents and/or co-wor- atmosphere.
kers.

2. Note change in student

2. Set up a staff eval- behavior.
uation committee.

3. Self-evaluation.
Do we as educators/administrators really understand

the behavior of the children coming to our schools?

Are we too quick to label them disruptive, slow

learners, underprivileged or disadvantaged?

Perhaps they are educati@nally separated due to a
cultural difference that is misunderstood or deliberately
ignored in our teachings, YEt is indeed apparent in our

attitudes and behavior toward them.

HUMANNESS IN EDUCATION

Tell me dear teacher, tell me the difference. Why
is Charles Scott Bane important and my Jamie isn't?
Why are answers expected of Charlie =-- and my boy Jamie

can, during instruction time, crawl on the floor?

Studin == 'bout Greece, insects and such, seem exciting
to Charlie but to Jamie == 'not much...

‘When writin stories, gld’Chariié_ccmes through and you
tell my little Jamie -- "stop saying, 'he do.'"

AU At s




|4y
[ %]
|

Please tell me dear teacher, 'cause I need to know
why you care -- 'bout Charlie and you teach Jamie =- "so-so."

What plans do you have for teaching my son?
Is it that he's not smart?
‘cause he looks different?
'cause he's bussed? :
Don't label me over anxious, I'm not, you see _
I love James Edward Jones 'cause he belongs to me.

I want him to learn just as much as he can.

Cause one day -- you'll see, he'll be a great man!




