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CASE STUDIES

Introduction

This volume, consisting of case studies of thirteen projects funded
by the National Center for the Improvement of Educational Systems (NCIES), is
Chapter III of our evaluation report to the Office of Planning, Budgeting and
Evaluation, U. S. office of Bducation. It is intended to be read in the con-
text of the total report, where the rationale and methodology of our case study
approach are explained. However, a brief introduction to the case étudies seems
in order here.

The case study projects——all well established, located in various
regions of the country--represent eigh: NCIES programs. The programs arz:
Career Opportunities, Teacher Corps, Sciool Personnel Utilization, Early
Childhood, Special Educaticn, Educationel Leader.:nip,; Training Teacher
Trainers. The projects were not selectzd random: fcr thiz wac not a
statistical impact evaluation, but an at:zempt to ‘zther information =a:.
in planning new arproaches to educationa. personnel development. Our ai. was
to identify strategies supportive of institutional change, in diverse gnviron-
ments and under a variety of constrairts.

Site nominations, sixty-five in all, were solicited from NCIES program
managers and administrators. These were eventually screened to thirteen.

Each site was visited twice by an Abt Associates team, the purpose of the first
*“isit being orientation and the preparation of a site research plan. While

the training, site activities, and debriefing of site staff followed standard
nrocedures, staff were encouraged to analyze and document their site experiences
in whatever form they judged most appropriate. The orly general requirements
enforced were a descfiption or "snapshot" of project history and current opera-
tions, identification of change strategies, analysis of the dynamics of change,
perceptions of the impact cf the project, and observations on any unique and
memorable features of the project.

This deliberate stress on the individual expertise and judgment of

the field researchers accounts for the diversity in the format anéd content of

O
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the case studies. All of them, however, touch upon these strategy areas:

project goals; project organization and management; communication of skilis

and knowledge to trainees; trainee selectiorn, screeninq,_and recruitment;
establishment of relations with Local Education Agencies (LEAS); apd utilization of -
the resources of Institutions of Higher Education (IH#S). Surmaries of the projects
according to these categofies appear at the end of this volume, following the

case studies themselves.

The case study reports have been closely reviewed and edited, both
internally by project staff and by Abt Associates' research design group, and
eerrnally by the project directors themselves. In particular, pains hav
been taken to respond to cor =nts from the projects. 1In -heir final form,
the reports were anonymized »: cnanging the names of key p aces, instituticn:
and personnel.

Further, the case studiss have been notate? to facilitate using
them as references for judgements made on the ratinc gcales relatiig to eac:
project. The discussicn of each rating fozle (in Chapter IV) cont ins page
references fcr each use study, identifying ste—emzr-ts that suppor . the
r:ter's judccment. Marginal notations have been made to the case studies
indicating where these references lie. These are the numbers in the margins
of the réport, the number relating to the number of the rating scale.

As indicated, these case studies represent the conditions in the
project sites at the time of our staff visit (January - February, 1972).
Charges in the projects since that time have not been worked into the case
studies, although they have occasionally been acknowledged. For this reason
NCIES is referred to in the bodies of the reports by its previous designation:

the Bureau of Educational Personnel Development (BEED).

O
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A STUDY OF THE
EARLY CHILDHOOD TRAINING
OF TEACHER TRAINERS PROGRAM
AURORA UNIVERSITY
BEDFORD CITY, AURORA

Data Collection and First Draft of this Case Study by:
; Wendy Abt

Patricia Cook




AURORA UNIVERSITY EARLY CHILDHOOD TRAINING OF TEACHER TRAINERS PROGRE 1

Aurora University has 42,000 students, and its School of Education
5as always been a relatively large professional school. The School of
Education has 8,000 students, of whom 6,000 are graduate students, and
offers 900 courses through 200 programs. Traditionally, Aurora haé played
the role of a public university in Bedford City, and the School of Education
tried to admit as large and diverse a group as possible. Perhaps as A ~esult
of this policy, the Schknnl -~ Education is noted for impor*znt ¢ ~ ~.< in
education for -he . .oy o . I ctnnic minoritles.

However, in 1963, Bedford City's city colleges and universities
reorganized and experimented with what eventually evolved into an open
admissions poiicy in 1970. Enrollments at Aurora and its .thool of Education
fell dramatically. Aurora and the School retrenched by becoming more
selective in admissions, increasing tuition, and establishing verious research .
institutes. While these measures have helped, Aurora's financial position
remains desperate. This year Aurora sold its satellite campus to Bedford
City University to pay off a $15 million deficit, and there remains a freeze
on budget, tuition, hiring, and facilities. The School of Education manages
to be one of the few schools operating in the black only through severe
cost-cutting. For example, in the School's Division of Early Childhood and
Elementary Education, which sponsors the TTT project, two full-time staff
positions will become available by September, 1972; they will not be filled.

The Division emphasizes training and service rather than research.

In fact, the Division itself offers no courses in research methodology,

which is taught by the Division of 1interdisciplinary Studies. Although most
of the Division faculty view themselves primarily as trainers of professionals
in educadtional fields, research and evaluation projects are carried out by
staff members. Many are themselves graduates of the School of Education.

When asked about the strengths of the Division, faculty both within and
outside the Division meation particular curriculum specialities in elemen-
tary educetion, such as language and reading. Recently, grants have been

obtained iy the areas f mathematics and science curriculum.



In keeping with their commitment to service, Division faculty tend
not to advocate any particular theovetical orientation to child develop-
ment. Eclectically, they try to expose their students to a range of
approaches and their applications to real world educational problems.

The most important organizational develbpment ir the Division's
recent history, which in turn affected the design and operation of the T
project, was the acquisition of the Institute of Developmental Studies in
1966. 1IDS, directed by Dr. Blair Humboldt, had a national reputation for
applied research in early childhood education. Humboldt himself was promi-
nent in the field, due mainly to his studies in "cultural deprivation,"
which were among the first. Humboldt played an important role in concep-
tualizing and designing Head Start. It is a measure of the School of Educa-
tion's interest in becoming associated with IDS that they agreed to supply
space to IDS at considerable expense, rerovating and refurbishing a floor
in an older puilding. The School also agreed to hire IDS's senior profes-
sinnal staff as tenured faculty. To date, tenure has been given to Humboldt,
his wife, Dr. Francine Humboldt, and Dr. Hugh Kenner, who directs the TTT
project. At least four uther IDS staff are under serious consideration
for tenure line positions,

At present, IDS has about $500,000 worth of research and training
contracts--for example, technical assistance in early childhood education
to a nearby Mcdel Cities program and Follow-Through staff training in the
Caribbean and a midwestern location. However, IDS is having difficulty
securing new contracts and grants. According to the Associate Dean of ‘the
School of Education, Dr. Fodor, one of the School's priorities is to expand
and revitalize IDS. He expects increasing prestige and visibility for IDS
asg soon as some of their important early childhood longitudinal studies are
published in the professional literature.

IDS, like Aurora's other research institutes, has no authority to
grant degrees or to offer courses. Aurora tries to promote mutually profit-
able relationships betwegen institutes and divisions by encouraging all

.institute researchers to do some teaching, and by encouraging division faculty

to do some staff work on institute research projects. The first and certainly ore
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of the most sig¢gnificant ventures IDS and the Division of Early Childhood
and Elementary Education have undertaken together is the TTT project.

The predecessor of the Aurora TTT project was the Tri-University
Project in Flementary Education. The partners in the enterprise were Hamil-
tonia University, the University of Altamaha, and Aurora. Their major goal
was to develop riodels for teacher training in fhe sciences, language arts,
and in early childhood, based on interinstitutional cooperation in overlap-
ping or complementary skill areas. The language arts component was to be
based at Hamiltonia, sciences at Altamaha, and early childhood education at
Aurora.

Dr. Roger Coover, who teaches at Stratton University in the psjchol—
ogy department and in the Aurora TTT project, was one of the participants
in Tri-U and designer of TTT. He emphasizes that it is important to appre-
ciate the ambitious scope of Tri-U's plans at that time. The consortium
hoped to build a nationwide network of exemplary programs, drawing on profes-
sionals from fields beyond Schools of Education, to substantially improve the
state of the art and influence practitioners all over the country. For
Aurora's Division of Early Childhood and Elementary Education, then, Tri-U
represented an opportunity for national leadership in early childhood educa-
tion.

However, the Office of Education revised its priorities to favor
the emerging TTT program, and reduced its support for Tri-U. After several
meetings the Tri-U planners decided on three distinct TTT projects housed in
the three universities. Dr. KXenner from IDS and Dr. Morley Powell from the
Division, represented Aurora. They applied directly to BEPD--along with ten
other universities participating in this national consortium coordinated by
Hamiltonia University--for a four-year grant to o%erate a TTT ﬁroject,
beginning in the 1970-71 school year. For early childhood, at that time,
BEPD was interested specifically in developing programs which utilized many
of the concepts central to the Tri-U effort, with a view toward a more total
university faculty .participation as opposed to an insulated special project.
In the context of the national consortium, Aurora agreed to exchange students
with the TTT project at the University of Meeresville, one of the ten insti-

tutions submitting training proposals. One of the reasons for the exchange
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was environmental diversity: Aurora had access to inner city schocls,
Mooresville to rural and highly industrial locations. The psychoanalytic
orientation of the Mooresville faculty also contrasted with the Aurora
philosophy, which may be described as eclectic with a Piagetiai base. More-
over, the Director of the Mooresville TTT project, Dr. Jamar Schiff, housed
her project rot in the School of Education, but in the School of Medicine
and the new School of Health Related Professions.

What was Aurora's proposal? In addition to expressions of commit- 30
ment to producing "change agents" skilled in meeting the needs of "the minority
child,"” three features deserve special menticn. First, Aurora recommended
that students should assume much of the initiative .and responsibility for
acquiring the necessary professional and personal skills. Aurora intended
their students to participate in project planning and decision-making: admis-: 2
sions, course requirements, staffing, course content, etc.

Second, as a corollary proposal it was felt that students would ful-
fill their responsibilities most effectively if they were encouraged and
assisted in forming a supportive, constructively critical group. Such a
group would also promote the objective of developing leadership and change
agent skills. The project designers suggested that students® work include
group dynamics. In the first year, weekly assessment sessions were the focus
for this aspect of the program. Subsequent responsibilities for group dynamics

\was delegated to an outside agent.

Finally, the designers of the Aurora TTT project maintained that 31

leadership was one of the most im~~rtant characteristics of a "Trainer of

Teacher Trainers,” that the acquisition of leadership skills was more a
function of the instructional process than of its content, and that, there-
fore, no novel Teorganization of the Division's current curriculum in early
childhood education was necessary. It should be noted, however, that at

the time of the inception of the TIT project, early childhood curriculum

at the doctoral level was not well-formulated. New courses were therefore

instituted. -

In sum, the project designers viewed a TTT fundamentally as a specialist

31

in early childhood education who also possessed leadership abilities. Another

factor conditioning their point of view might have been a realistic apprecia-
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tion of the job market open to doctoral degree-holders in early childhood
education. They felt their graduates were as likely to find employment in
education publishing, in day care centers, ia community action programs, as
in universities.

From the ihception of the project, then, the views of the designers
made it unlikely that the structure and content cf the TTT program would
differ dramatically from other douctoral programs offered by the Division.
Perhaps one cause was that many of the TTT faculty had non-TTT teaching or
proiect responsibilities in IDS.. Eight gave more than 20% time to the project,
including Dr. Kenner; the Director. So courses evolved as they usually do,
according to tne interests, skills, and availability of the faculty ass< ziated
with the project. And going outside the Division and IDS for instrustors would
hzve reduced the Divisicn's capability to cover an occasional semester of’
faculty down-time.

Kenner and Powell had little difficulty winning approval for the TTT
project from the Committee on Selection and Recommendation of Doctoral and
Sixth Year Candidates, after federal funds had been secured. The Committee
had two criteria for accepting a rew program. First, the program must be
nonduplicative-~experimental. Second, if the program involved substituting
a new course for a course previously required, a case must be made that the
new course was of comparable quality to the old. The TTT project met both
tests rather easily. The project seemed legitimately experimental in that
it involved a faculty team working intensively with students committed to a
specific mission, and a high degree of student pqrticipation. A two-semester
"Child Development" sequence in lieu of required doctoral level Foundations
courses did not require Committee permission, since these courses utilized
existing course numkters. The new course requiring committee approval was
"Expressive Arts," which favorably impressed the Committee. The purpose of
the course was to further understanding of children's expressive abilities,
and to increase awareness of the arts as a medium for learning in the class-

{ room. The subject matter definitely did not overlap other ccurses offered
at the School, and seemed of more than comparable academic quality to the

; course which Kenner and Powell wanted to replace, an introductory course
required of all candidates, called "Contemporary Problems in Education."

5
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Cbntemporary Problems has been in the past heavily criticized by students,
and it had been revised at the time substitution approval was granted.

While the current Diractor of the Division, Dr. Theall, was not on
the faculty during the TTT approval process, he surmises that "the time was
right" for TTT and that significant opposition would have been surprising.
The Division had always been better known for its work in elementary educa-
tion than in early childhood education. The Division wanted to develop a
comparable strength in early childhood education, especially since the
demand in the labor market for early childhood specialists was beginning to
outstrip by far the demand'for elementary education specialists. To grow,
the Division needed financial support for new courses and faculty, which more
tuition-paying students would only partially supply. Thus, the financial
benefits of the TTT project immediately aroused the Division's interest. And
what swung the Division in the project's favor was that the project seemed
not to threaten any significant interests in the Division or in the School of
-Education at large. TTT appeared to be "a reasonable project, well thought
out," and the Division had confidence in Kenner's ability to manave the job.
In Dr. Theall's opinion, lodging the project entirely within IDS was the only
proposal at which the Division might have balked, which Kenner successfully
avoided by involving Division staff in TTT planning from the beginning.

That the School of Education faculty would by no means go to any
lengths to accommodate a new program was demonstrated by an admissions
debate during the TTT project's first year. In the course of assessing
their experiences and planning the next year, the students and staff decided
that the present entrance requirement of a minimum cumulative score of 1000
of the Graduate Record Exams was unduly restrictive. While the School of
Education, like most schools at Aurora, can admit up to about 10-15% of its
students with scores below 1000, the TTT participants and staff felt that
the requirement should be waived entirely for the TTT project. The TTT
staff argued the case to the Committee on Selection and Recommendation of
Doctoral and Sixth Yea Candidates, where they encountered unexpectedly
strong resistance--mostly from faculty who had little to do with the project.
Kenner and Powell were only partially successful. The requirement was waived
for the E4.D. degree, but not for the Ph.D.

6
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Following project approval, TTT staff discussed alternative recruit-
ment strategies. The idea proposed at the national directors' meeting in
Early Childhood Education, recruiting students centrally through Hamiltonia
Uriversity, was not feasible due to time constraints. Therefore, the Aurora
TTT staff, as well as the other nine TTT programs involved that year, had to
recruit independently. At Aurora, MA's from Aurora and from Stratfon were the
group primarily considered. KXenner and Powell contacted about 100 candidates
identified by teachers' organizations, the Bedford City Board of Education, and
colleagues in the School. From these, ten were selected, with the following

characteristics:

- 7 white, 3 Black

- 8 women, 2 men

- age range 23-45

- 9 with Masters's degrees

- 5 with GRE scores of 1000 or more

- 7 with backgrounds in early childhood, 2 in child
development, 1 in counseling.

The principal mechanism provided by TTT staff to orgarize student
participation was a weekly student-faculty meeting, regularly held and
well attended, to review course work and field work and to discuss changes
in the program. A number of significant changes were made. They are dis-
cussed on following pages in the context of students' course work and field
work, to suggest the process of ongoing evaluation which characterizes the
project.

To facilitate group processes among the TTT students, TTT staff

offered a weekly assessment session; l.adership for these sessions was dele-

gated to various staff members. First year students came to feel that a 32
professional group dynamics specialist from out ide the Division would be )
better suited for the role. During the first semester of the second year,
the course was led by a trainer from LISCOP, a non-profit community action
group. The LISCOP trainer found it difficult to help the TTT students 18

become a functional group. In his opinion, nearly all the students had
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strong personalities (" ‘'vbody wanted to be a leader") and had trouble
reconciling their r sonc .« political goals with an academic environment,
although all viewed «orate as essential to their careers. Dr. Grant 18
Hayes, an Arcana University psychiatrist, was hired to continue group

training for the second semester of the second vear; he served for two years

as a consultant on mental health as it related to schools and communities.

It is possible that the TTT participants, supported if not directed
by staff, may have carried their interest in group dynamics too far. Three
of the ten students in the first class dropped out--rather a large proportiorn.
TTT staff maintain that the dropouts, whose backgrounds were child develop- 39
ment and counseling, felt out of place academically in a doctoral program
with a strong emphasis on early childhood education. TTT participants dis-
count professional reasons, and maintain that the three dropped out because
of philosophical, political, and personal incompatibilities with the rest of
the group. It seems not unreasonable to suggest that perhaps the three felt
under considerable pressure to leave, although one left early in the year to
pursue quite different career objectives: sensitivity training and adult coun-
seling.

A group of candidates so strongly and equally committed to profes-
sional development and "consciousness raising" would be unusual in any doc-
toral program; the students themselves are certainly the most distinguishing
feature in the Aurora TTT project. And the project as a whole is very much an
in-house effort. Staff do make three or four visits a semester to observe
students in the field, and consult with them after reviewing videotapes of
their field experiences. Yet the Division is definitely the focus of the
project, and the student-faculty meetings are the forum in which issues are
resolved. Some index of the important role the first class has played in
defining and shaping the project can be obtained by comparing them with the
second class, who were recruited differently. As had been agreed among the
national directors in the special TTT program, for the academic year 1971-72
Hamiltonia University accepted applications for TTT projects at all ten
institutions. Aurora received sixty applications in this manner. Local appli-

cations were also considered.
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The students accepted by these procedures had different backgrounds
from those of the first vrar students. Among the new students were four
Puerto Ricar can Indian, ethnic groups not represented in the
first year c. . 81X were drawn from outside Bedford City proper, although
only three of them were totally unfamiliar with the area. Five did nct
have background in early childhood education, one did not have inner city
experience, and only one had previously been enrolled at Aurora.

Offered the same mechanisms which had been made available to the
first class, the new students respnnded differently--did not play a role in
managing the project, did not become or try to become a group. To this, the
first class reacted with disappointment and some seéaratism, staff with tol-
erance, on the theory that the new students were simply a "different breed
of cat." Quite so, but the Aurora TTT project has become so dzpendent on
the initiative and resourcefulness of its students tha’: a "different breed
of caf: could make all the difference. For example, the weekly student-
faculty meetings which played such an important role in the project's first
year are now held monthly. After a spirited first year, the project seems
to be drifting toward, as one student from the first class compiained,."just
another doctoral program.”

This drift, however, was partially explicable as a strateqgy for
maintaining the project after federal funds were no longer available, and
integrating.it into the Division. The largest portion of federal funds went
for scholarships and maintenance for the TIT students. The Division feels
they will be able to absorb the faculty time costs if the TTT courses are
opened up to non-scholarship students, with the unfortunate result of making
the TTT courses larger. Increased size of classes and no continuity of
students in the TIT courses might very well mean that the TTT courses will
simply be regular doctoral degree courses.

The foregoing observations about the role of group dynamics in the
TTT project should not obscure the fact that the TTT participants, and most
lefinitely the staff, see the major purpose of the project as the prepara-
tion of specialists in early childhood education, and thus attach great
importance to course work. The TTT project offers three course blocks—-

Child Development, Curriculum, and Expressive Arts--and a field practicum,

9
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which is not required in the School's.other doctoral programs. First-
year students take the course sequence below. Some feel constrained that

they are unable to take r~ _ain courses outside the sequence.

First Semester

Assessment of Program (monthly)

1. Child Development and the Program of Childhood Educaticn -~ 3 pts.
2. Analytical Study of Teaching - 3 pts.

3. Research Practicum in Field Settings - 3 pts.

4. Seminar: Teaching Reading in Childhood Education - 3 pts.

5. Expressive Arts and Children's Lives - 3 pts.

6.

7.

Group Dynamics (weekly)

Second Semester

1. Child Development and the Program of Childhood Education =~ 3 pts.
2. EBarly Childhood Seminar - 3 pts.

3. Me -1 Health Component - no credit

4. Expressive Arts and Children's Lives - 3 pts.

5. Assessment of Program (monthly)

6. Field Practicum -~ 3 pts.

7. Elective - 3 pts.

Second-year students are permitted greater flexibility in their
selection of courses. However, most second-year students follow the recom~
mended course sequence listed below. Especially noteworthy are the Indepen-
dent Study and Independent Group Research progrems, an effort by staff to
provide course credit for individualized work in the project. This is not
the recommended course sequence for doctoral programs in the School of

Education.

First Semester

1. Introduction to Research - 3 pts.

2. Statistics - 3 pts.

10




3. Independent Group Research - 3 pts.

4. Independent Study (Field Practicum) - 3 pts.

Second Semester

l. Descriptive Research - 3 pts,

2. Statistics - 3 pts.

3. Dissertation Seminar - 3 pts.

4. Independent Group Research - 3 pts.'

While Aurora requires that doctoral candidates accrue 42 points
minimally for the doctorate, most TTT students will have accumulated well
over 50 points upon éompletion of their course work. It is noteworthy that
all the second-year students elected to take the Dissertation Seminar during
second semester. The course is traditionally taken in the first semester
of the third year.

The Child Development Block includes a course on "Child Development

and the Program of Childhood Education," which covers a variety of child

development approaches with special emphasis this year on learning theory,

behavior modification, and the work of Heinz Werner. The professor planned 20
to study the Freudian interpretation of child development in depth when the
exchange students from the Mooresville TTT project arrived, hoping that they
would share their knowledge with the Aurora students. According to the
professor, the various theories covered in the course are being studied not 18

in the context of research, but as approaches to teaching young children in

the classroom. However, the students who had taken the course last year

objected to what they perceived as a theoretical emphasis, and to the lecture
format. They felt they were being looked down upon as "practitioners" who

did not meet staff's expectations as academicians. While they conceded that 31
in its present form the course had improved, they nevertheless felt that the
course was representative of an overly theoretical orientation in the TTT

program in general.

A secord semester course in the Curriculum Block, the "Early Child-

hood Seminar," in the spring of 1972 was taught jointly by the TTT Director,

11
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a field consultant and a faculty member. The purpose of the course is

to expose students to the state of current early childhocd educational

theory within the context of their practicum experiences with your, N,
The topic under discussion in cne course meeting was the "Dove

Counterbalance Intelligence Test," designed to illustrate "“social distance

either real of imagined between middle class whites and Negroes and Watts

lower class Negroes." The students had just taken the test and were review=

ing their answers, discussing language development in minority children.

The tone, as might be expected, was intensely experiential rather than

theoretical, although several students referred to Franz Heusinger's work

on "cognitive deficits" in criticizing the earlier notion that Black child~

ren's speech was inferior to white children's in style and efficacy.

The Expressive Arts Block offers a course on "Expressive Arts and

Children's Lives,"

analyzing the development of children's expressive abil-
ities and the role of the arts as a medium for learning. The students who 32
took the Expressive Arts course during the first.program year asked that it
be directed more intensively toward the urban child. As a result, this year
the format of the course involved many community guest lecturers, of minority
group backgrounds, active in art, drama, music, design, and related fields.
The purpose of the "Dissertation Seminar" is to prepare students to
write their dissertation outlines for submission to their dissertation
commi ttees; students select hypotheses, which are presented to and reviewed
by the Seminar class. Candidates for the Ph.D. are expected to design
hypotheses based on eérly ¢hildhood education or child development theory,
in keeping with the traditional view that the Ph.D. is a researcher's degree,
while the Ed.D. is a practitioner's degree. Many of the TTT students have
sociological research interests, suggesting descriptive rather than experi-
mental designs. Although precise information is not available, TTT staff
are inclined to think that the majority of doctoral candidates in the School
conduct descriptive rather than experimental research for their dissertations.
Of the five TTT students who have already selected their disserta-
tion topics, two have chosen to study language acquisition and use in pre-
school children. A third will be looking at the effects of indirect ques-

tioning by teachers. Another will use videotapes to analyze several affective
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behavioral observation systems. The fifth will attempt AR "eal
analysis of child rearing in Black cultures 1. the United States. Despite

a new Scrool ruling §ermittinq curriculum design as a dissertation topic,
provided evaluation is included, no TT”T students have yet expressed interest
ir. designing curriculum for th=ir dissertations.

Courses in Research are offer=d and staffed not by the Division of
Early Childhood and Elementary Education, but by the Division of Interdis-
ciplinary Studies. An IDS memizer does teach the one course that all TTT
students tate. The courses are of three sorts: a basic course in statistics;
an introduc:ion to and survey of resezrch metnodologies; a specialized
course in one of four types of methodologies. Dr. Rourke, who heads the
Division of Interdisciplinar, Studies, assesses the research intergsts and
capabilities of TTT students as "spottv"--guite compzrable, however, to
those of other doctoral candidat:5 in the School. On their part, TTT Students
seem to rega:d research courses =3 no rmore and no less than necessarxy steps
toward compl:-ion of their disserratioms. Since the courses were not Jdesigned
especially for TTT students, but are offered for other doctoral candidates in
the School as well, TTT students =t first were wary. However, they have since
come to accept the research courses because they feel that staff are able to
relate methodology to classroom probleas adequately.

The Eracticum component of the TTT program has been structured to
allow s+udents virtually complete inderendence. While both staff and
students feel this laissez-faire polic: has worked out satisfactorily, it has
not been entirelv without problems. Tc begin with, students are expected to
securs their own placements. Staff prcvided an updated source list, based
on prior contacts established with the listed agencies. Students in the
first class, from Aurora, had little difficulty finding suitable placements
for themselves, s-rce all had contacts in the city or at least knew where
or hcw to look. As might be expected, students in the second class, from
outside the city, h;a considerable difficulty rlacing themseives. One

resorted to the telephone bcok . While a2l found fielZ situations eventually,

severa C‘e.t themselves ill m- thed. <+tulents did he-'e the option to change
their -=:.:znments if <ihey felt .11 matched.
13
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'TTT staff feel their policy toward the practicum component is
appropriate because of the importance they attach to placing initiative
and responsibility in the hands of the students. Moreover, like most urban
universities, Aurora has encountered difficulties in working with school
systems in such a manner that mutual objectives can be established and
realized. While over the years the School of Education has maintained
relationships with the Bedford City Public Schools at all grade levels and
with private schools and community programs as well, these relationships
have not always worked out to the satisfaction of both parties. This was
confirmed by TTT students, who said they were careful not to jeopardize
their hard-won placements by casually inviting in other students or staff--
not just from Aurora, but from other institutions as well. Moreover,
several fellow are working in projects with self-conscious ideological or
political aZfiliations~-to Women's Liberation and Black Power, for example.
Whether they are as "radical" as some TTT students Seem to think they are
is debatable. That they are quite different from the Aurora environment is
unguestionable.

One such placement, for a first year student, is in a day care
center in a Puerto Rican neighborhood. The center operates on emergency
funds from the city and is located in a poorly heated, run-down building.
It serves Spanish-speaking families for the most part, ana'a few Black fam-
ilies. The staff consists of a Director, two head teachers, and two aides
who take care of forty-three children, ages three and four. The TTT
student works at the center about 1 1/2 days per week, as a teacher and
teacher trainer. Conditions are far from ideal--e:g., twenty-five five-
year-olds are assigned to a small and poorly equipped room. Under the
circumstances, the TTT student found it difficult to function both as
teacher to the children and as trainer to the teachers. Yet it was not
the intention of TTT staff to place students in optimal settings, since
such are not representative of conditions in inner-city neighborhoods.

Each student receives a minimum of three to four staff visits per
semester in the field, and group meetings are regularly scheduled on alter-

nate weeks. In addition, individual conferences are scheduled to review
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videotapes of students' field work. A sample of tapes viewed suggests the
varietv of TTT practicum experiences: movement classes with adult paraprofes~
sionals; reading and mathematics games with three-year-olds; indirect ques-
tioning of two boys involved in block play; the first verbalizations of a
previously non-verbal five-year-old boy. While both students and staff

attach great importance to integrating the practicum with course work, so

far ‘this appears to have been accomplished more successfully on an individual

basis than on a group basis. The broad range of practicum experiences no
doubt contributes to this, but also the highly personal view which most TTT
students have of their field work. Each seems to regard his practicum as
basically unique, and difficult to draw upon for generalizations or compar-
isons. Staff feel, however, that students have made intensive efforts tp
share their experiences with one another, both during and outside the .dis-
cussion periods specifically scheduled for that purpose.
Through field work, course work, and the structure of faculty-

student relations, TTT staff have been trying to develop in the students a

strong sense of leadership and of professionalism, which constituces the

staff's view of the qualities necessary to a "Trainer of Teacher Trainers."
That these goals have been achieved in some measure was demonstrated rather
dramatically by the exchange of students between Mooresville and Aurora
last year. The Mooresville project, as discussed at the beginning of this
report, has little in common with a School of Education. The project is
based in the University 6f Mooresville School of Medicine and in the new
School of Health Related Professions, and derives from the perspective of
psychiatric social work. The Director, Dr. Jamar Schiff, characterizes her
project's approach as psycho-dynamic or ego-psychological. While the
Aurora project focuses on teaching methods and curriculum, the Mooresville
project emphasizes child analysis. However, both projects admitted students
experienced in education, with personal and professional backgrounds not
entirely aissimilar. What was the outcome of the,eﬁgggﬁge?

The MooresQille students who went to“Aurora felt they benefitted by
the experience, pesceiving Aurora's approach as a welcome complement to

Mooresville's. Their major criticism was that the unexpected give and take
]
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between Aurora students and staff often put them in an awkward position,
uncertain whether to take sides and which side to take. Although this
generalization should be interpreted with caution, it appears that some of
the Aurora students who went to Mooresville reacted quite differently.

They felt that the Mooresville project was entirely too theoretical, that
the project and especially its laboratory school were being run for research
purposes rather than for the training of practitioners. Aurora students
also perceived the Mooresville project as tcc structured and faculty-centered,
treating them like pupils instead of professionals. In fact, the Aurora
students in retrospect feel that the Mooresville experience was what finally
united them as a group.

At what price? Dr. Schiff and her staff saw the Aurora students as 28
social crusaders with more than a slight tendency toward dogmatism (which
lessened in time), convinced that change in children resulted from exterior
factors, in contrast to the Mooresville view of change as an interior
phenomenon happening within the child. Upon entering a classroom, for example,
the Aurora students immediately focused on teacher behavior, rather than on 31
thé behaviurs being exhibited by the children. _This raises some interesting
guestions.

Through a TTT program targefing on "leadership" and "professional
competence, " Aurora staff seem to be succeeding in producing highly self-
confident specialists in early childhood education. Have they stressed
leadership too strongly and too narrowly, such that their students are
inflexible, incapable of working under various constraints and with profes-
sionals whose views do not correspond to their own? Aurora's management
of the practicum component may have something to do with any inflexibility
on the part of TTT students. For while both students and staff attached
great importance to the practicum, integration of field work and course work
was accomplished more successfully on an individual than on a group basis.
Aurora students most assuredly have the desire and the confidence to effect 27
change. But, at least in part, they may lack the practical and interpersonal
skills needed to achieve their goals in unfamiliar field situ;tions.

These aspects of Aurora's leadership training raise some questions

16
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about their appraoch to the TTT program's second objective, professional
competence. Is "change" in early childhood education basically a process

of bringing classroom practices up to established professional standards?

Is a training program focusing on professional competence sufficient prepar-
ation for "change agents?" This seems to be Aurora's view. For the most
part, the TTT project appears to be solidly based in accepted early childhood
education. theory and practice--although staff would certainly take issue with
this. In the design stages and especially in its evolution, the project
never really faced the issue of whether change might require new concepts of
professionalism, new sets of professional skills. That the Ayrora project

is so inward-looking, private, seems both cause and effect of this view of

change. Again, staff and possibly the TTT fellows themselves, might question

this assessment of the project. For the project has involved a number of

new interinstitutional and intrainstitutional arrangements and policies. First

of all, the project was jointly sponsored by the Division of Early Childhood
and Elementary Education and by the Institute of Developmental Studies, and
thus represented the first combined effort of these two units. The Aurora
project was part of a consortial arrangement with the University of Moores~
ville, which involved an annual exchange of students. Dr. Roger Coover, one
of the original designers of the project and a continuing member of the
stafﬁ, is on the faculty of Stratton University. Dr. Grant Hayes, an Arcana
University psychiatrist, has contributed to the project for two years. And
LISCOP, an independent agency, was responsible for group process sessions
dgring the past year.

In addition to these new staff, the first year students at their own
initiative invited guest speakers to the project, a feature which was contin-
uved during the subsequent year. For both program years, students were placed
in diverse practicum sites throughout the metropolitan area, and participated
in several national conferences. It should alsoc be noted that students took
courses in other parts of the university. And in selecting candidacy paper
sponsors and thesis éommittee members, students were encouraged by staff to
include faculty members not associated with the TTT project.

Yet these features are not sufficient to dispel our view that the
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Aurora project is basically "small world" in character, encapsulated in

the Division of Early Childhbod and Elementary Education. Whether the

training offered in a program so encapsulated is sufficient to meet needs

in the field cannnt be determined yet. However, the "small world" character

of the Aurora project very definitely raises the question of how successfully

the TTT students will be able to sustain their commitment and act on their

training after they leave Aurora. The first class of TTT students was of a 2
special sort-~self-contident, resourceful, able to accept responsibilities 32
for determining cdurse work and for applying course work in the field. 1In

large measure they are responsible for Aurora's success in meeting the objec- 23
tives of the TTT project. Without scholarship funds to attract students

who ¢could not normally afford graduate school, and without maintaining TTT 3
students as a self-conscious group, the Aurora TTT project might be institu-
tionalized as "Jjust another doctoral progrgm.“ The absence of dramatic insti- 35
tutional changes, strong ties to local school districts, and new curriculum 9
tend to reinforce the impression that without a special group of students

who see themselves as a group, the Aurora TTIT program may well become less
innovative or a less special experience than it certainly was during the

first year of the project.
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CAREER OPPORTUNITIESPROGRAM, BAYPORT, OLD BRUNSWICK

Introduction

The Career Opportunities Program (COP) of the Rureau of Educational
Personnel Development (BEPD) provides funds for local education agencies
(LEAs) to participate in teacher training iﬁ a unique new program. Parti-
cipants from disadvantaged backgrounds are employed by the LEA as teacher
aides in their schocls while concurrently studying for their degree in edu-
cation. This practicum experience as teacher aides should make them more
éensitive teachers (through more intensive contact with children in their
training) as well as provide an income while they study for their degrees,

The COP project discussed in this case study is funded through the
Joint County School System (JCSS) of Catharine, Melville, Buttrick and
Millard counties in 0ld Brunswick. Since the project is centered in Bayport,
we will refer to it as the Bayport COP Project, although about 29 towns in |
seven couties are actually involved. Due to this dispersion and the fact
that the grantee is an intermediate district rather than a city district,
we may study certain factors of the COP program that are not evident else-~

where.



Program Description

The Career Opportunities Program is directed toward the achievement
of two objectives: increasing employment opportunities for adults with
high~-risk or low-income backgrounds and improving the classroom experiences
of disadvantaged students.

Toward the first objective, COP seeks out and recruits its participants
from among ethnic minorities, low-income groups and other people who would
not generally enter careers in teaching. These participants are provided a
combination of practicum experience as teacher aides and college training
directed toward a bachelor's degree in education.

The practicum experience is intended to serve both of these goals.

The extended, intensive practicum is thought to prepare the participant for
a teaching career better than the typical teacher training program does by
introducing the participants to real classroom experiences much sooner and
with much more intensity than in more traditional student teaching. In {
addition, the introduction into disadvantaged schools of aides of the same

cultural background as students is believed to improve the educational

experience of the children in two ways. First, the aide's presence will
free the teacher to provide more individualized instruction. Second, an
aide from the same cultural and economic background as the studerts - hope-
fully a resident of the same neighborhood - can help the teacher be more
sensitive to the special needs »f children with backgrounds different from
his own. ‘

Like all BEPD programs, COP is also concerned with institutional
change, both in colleges and in the local schools. The early introduction
of a practicum provides a change from the traditional teacher training
sequence. In many local schools, the simple introduction of aides into
the classroom is itself an innovation. It is hoped that favorabls experi-
ences with COP aiaes will predispose schoul administrators to grant favor-
able consideration to the general question of open classrooms and the use

of paraprofessionals in them.
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Community Context

The region served by the Bayport C - Project is a diverse one.

The Joint County School System, the gra . ece of this project, ‘-cludes four
counties: Catharine, Melville, Buttricii and Millérd. These - 1d three other
counties form Area Ten, the total constituency of the project. COP partici-
pants are placed in practicum sites throughout this 4000 square mile area.
This region includes the large cities of Bayport and Hawthorne as well as
many smaller towns and villages. Because of the variety of localities
served by the project, it is designated an "urban/rural” project.

The general population of the area served by the project is approx-
imately 1% Black. There are no other large discrete minorities in the area.
About 10% of the projact participants are Black, however, and the project
director himself is Black and a life long resident of Bayport.

Since the project is located in a fairly prosperous midwestern area
with few of the immediately evident clusters of poverty one would find in
large urban areas or depressed rural communities, it is often suggested
that there is no real justification for COP to be there. Al Collig, the
project director,* is careful to point out that the participants are
poverty cases and not, as he implies has been suggested, middle-class
kids taking a free ride through college. The case study staff did not
hear these charges made by anyone we interviewed and did not find any excep-
tions to Collig's statement.

The perceptions of the educational community involved in the project
may be suggested by the following séntences from the Fenton Community
College catalog:

"Merged Area Ten [the general area served by the
COP project] represents an emerging socio-politico-economic
unit. It is an area -in transition."

The Joint Country School System (JCSS), the project grantee, is
technically considered to be an LEA although it operates no schools. It
perceives its primary role as the delivery of specialized services to the
local school districts in the four counties it serves. This includes both

administrative and technical assistance services, as well as the administra-

*Since Abt Associates' visit to the project in February of 1972,
many major changes in project staffing have occurred. The case study
includes only events that were current in January. An addendum to
the case study will be concerned with these changes.

£
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tior of federal projects suclh as COP.

In the Spring of 1966, saven counties in the Bayport area created a
new rolitical unit, known as ierged Area kEducation) Ten. The hoard of
this new agency took office officially on July 1, 1966 and immediately
began operating programs. During the 1966-67 academic year, the board
received permission from the S:ate Department of Education to establish
a comprehensive community college, whose first students enrolled in
September, 1967. The Joint County School System was not formed until
July 1, 1968, and has no formal control over Fenton. However, there were
many informal linkages and overlappings of ‘personnel and facilities des-
cribed to the case study interviewers.

The third institution involved in the Bayport COP project is

St. Jade College, whose catalog describes it as a "co-educational Catholic

college with a liberal foundation." It was accredited as a four year degree-
granting institution in 1960. Like Fenton and JCSS it is a new and rapidly
growing institution in which traditions have not had time to become strongly
entrenched.

The local initiators of the'Bayport COP were centered at Fenton Com-
munity College. A Fenton staff member, Jack ﬁebris, was the first to
hear about COP in a June 23, 1969 letter from the 0l1d Brunswick Department
of Public Instruction. Fenton's initial interest in the program may well
have stemmed from their already established Teacher Associate training pro-
gram, in operation since the school opened. In its earliest phases, COP
itself was seen by some at Fenton as an aide training program, able to sup-
port and expand existing activities of the college. This perception of COP
as an aide training program rather than a teacher training program still
persists in some iﬁdividuals associated with the project and will prove to
have been the origin of much misunderstanding later on. As the details of
the COP objectives became clearer during a meeting in Hereford in August of
1969, it became evident that this was not a proper orientation. Some admin-~
istrators at Fenton also saw the project to be a legitimization of other
functions of the college, such as its Teaqher Associate Program.

Since only LEAs are eligible for COP grants under the program guidelines,
Fenton naturally turned to the JCSS as the LEA with whom it had its most
direct ties. The JCSS shared with Fenton an orientation toward serving
disadvantaged populations conspicuously absent from most other colleges and

LEAs in the Bayport area.

10
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Local Schools

The administrati -~ >f thz= ZCSS does express interest in supporting
organizational ané su-” —antiv: innovation in the LEAs under its aegis. 30
According to the sv== .:itendert, they are interested in placing aides in
classrooms 'in any capacity. HMany of the other JCSS activities are similarly
directed toward prcviding experimental and demonstrative innovations in
such diverse fields as computer-aided instruction and special education.

The JCSS was thus prepared to respond sympathétically to Fenton's
overtures, and agreed to assign one full-time-equivalent staff member to
work on drafting the COP grant proposal, “which was completed November 24,

1969. This proposal is notable for both the detail of its treatment of the
needs of low-income groups in the area, and the brevity of its discussion of
COP as a teacher-training program. We found the same balance repeated at all
levels of the project during our interviews in 1971 and 1972.

It is likely that the early phases of the project set the stage for
its later relationships with the IHEs and LEAs in the area. Early efforts
were made to determine the local LEAs interest in the use of paraprofessionals
and to document the availability of job slots. This data was incorporated
into the proposal. A survey of the use of aides in the local systems and
the desire of these systems to employ aides was conducted to see if imple-
menting a COP Project was at all feasible. Following this, Peter Moss (the
first acting project director and a principal author of the proposal) sent
letters to each of the local systems in Area Ten describing the COP Project
and explaining its need for practicum sites in which to place its partici-
pants. Several further rounds of letters and discussions with the local
superintendents were conducted, eventually reducing the original number of
schools to 13.

The later rounds of negotiations apparently centered on one critical
issue: the costz of =ides to the districts. Many schocl systems initially
indicated willingness: to have aides in their schools, tnder the impression

that the aides woulé cost them nothing. As the discussions progressed,



" the financial responsibilities of the local schools became evident ang
many districts lost interest. Eventually, it was decided that the local
schools would be reimbursed by the project for 35% of the aides' salariez
during the first year of operations. Negotiations for the second year (the
present one) resulted in a 15% subsidy.

Al Collig does not intend to provide the schools with a subsidy next
year (the 1972-72 academic year), although this decision may not yet be
final. Negotiations with the LEAs for next year had not begun at the time
of our visit and many administrators indicated that they would try to get
a subsidy again. The cop Program office had apparently indicated to Collig
that they may not allow him to include such subsidies on his budget. It is
not yet known if this decision is final, since similar requests for subsidy
had been approved over similar previous statements.

Finally, a letter of agreement was drafted for each willing LEA super-
intendent, several of which were appended to the proposal. The content of
the letters discussed agreement on and understanding of the following points:

1. Recruitment of participants for the program will be in accor=

dance with criteria set up in the proposal 'and with agreement
of the local district;

2. The local district agrees to pay the COP participants for ser-
vice provided to the local school. It is understood that the
cost of these services may be partially offset by a subsidy to
the district;

3. satisfactory performance of service and satisfactory accomplish-
ment Of training in accordance with career ladders will be recog-
nized for cop participants in determining the payment for ssrvices;

4, The school district will schedule the participant's work load so
that training may be provided by the project to the individual
at no cost to the local school district,

It should be pointed out that the special cheracteristics of the Bayport
site made all this effort necessary. The project grantee, the JCSS, does
not operate any schools, yet COP aides must be pPlaced in classrooms. The
arrangsment by which the Jcss operates gives it no administrative powers
over the LEAs it serves; it cannot direct Bayport to place aides in its
schools, it must (through the project staff) convince the superintendent of

the Bayport schools to place COP aides in his schools. Since the typical
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COP grantee is a local system with schools in which aides can be placed by
administrative order, this is one difficulty that is not often encountered
by COP projects.

The project was not completely successful in its efforts. Although
a significant number of LEAsS were convinced to provide employment for parti-
cipants, sufficient slots were not obtained to place all of the participants
in schools. Consequently, arrangements were made to place aides in agencies
other than local schools. Several of the positions are in the Headstart pre-
school in Hawthorne. The pre-school had employecl aides in the past, was in-
volved in the drafting of the proposal, was represented on the Advisory
Council, and this close relationship was maintained when the pre-school
agreed to place COP aides. Some of the women already employed as aides
entered the COP program and filled these slots in the pre-school. Aides
are also placed at the 0ld4 Brunswick Braille and Sight Saving School in
Nathaﬁ and in several departments at Fenton Community College.

Although placement of participants in positions not in classrooms is
somewhat inconsistgnt with national COP objectives, the new project direc-
tor Dr. Fred Martin, believes that this allows for greater linkage among
the many local educatidnal and community programs. A

An important question, given the expense inveolved, is, what are the

advantages of COP that would make an LEA want to participate in the program?

Several possible explanations were suggested in our talks with administrators.

These reasons are not mutually exclusive and, in fact, several of them may

be operating in any given case. They are:

1. Social benefit. The administrators perceived the COP project as

doing a good thing for the participants and wanted to help it along.

for example, in Hawthorne the employment of aidgs is left to the
discretion of the individual school principals. However, Mr. Alan
Prince, superintendent at the time, issued a directive stating

that principals who plan to hire aides should give COP participants
preference.

2. Staff benefit. COP aides can provide services needed in a school

where perhaps aides would not have been hired without the impetus
of COP. For example, the high school librarian in Eatonton needed

an assistant. Paraprofessionals were not even considered until

l\l
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the system was approached by COP. Since the need for an aide
existed, it was filled with a COP aide. The superintendent indi-
cated that no aide (COP or otherwise) would have been placed
without the need existing.

Financial benefit. Several systems and other agencies employed

aides before the advent of COP and saw the subsidy the project 25
would provide as a means of obtaining services it was already

committed to, but at reduced cost.

However, not all districts approached became involved with the project,

although many of these indicated, at least initially, an interest in employ=

ing aides in the classroom. This implies that there must exist some costs

to outweigh the benefits aides can provide to these sciools. Some of the

possible costs are discussed below. Once again, any or all of these reasons

can be true in a given school at a given time. They are:

1.

Expense. The expense of hiring an aide was cited most often as the
primary reason fcr a system not placing aides; the perceived bene-
fits of the aide did not outweigh the actual cost or there was
simply no extra money available. Many districﬁs indicated that

they were interested in aides, both on the survey and in the
initial round of letters from the project. When the cost to the
schools (65% of the aides" salaries) became clear, many reportedly
broke off discussions.

Lack of staff need. Some systems, especially small rural systems,

did not perceive any need for additional staff. TIn addition, some
systems already employed aides and did not have any further para-
professional needs. These districts could not be expected to dis~
miss non-COP aides already employed in order to hire COP aides.

Perceptions about aides. This is perhaps the most subtle reason.

Although rejections of aides were rarely directly attributed to it,
pPlacement difficulties for some individuals and operating difficul-
ties after placement can be traced . to perceptions gbout aides.

Many administrators perceive COP aides as being qualitatively dif-
ferent from the typical teacher, and in many cases this is true -
COP participants may be high school dropouts, parolees or welfare

mothers. Consequently, administrators are hesitant to allow

AS



"those people" to come in contact with their students, being
concerned about the type of adult model they would project to
the children. It is the consensus of administrators who have

tried COP that such fears are groundless.
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Project Staff and Organization

No project can every hope to be successful without a dedicated and
gualified staff, and the Bayport COP project is no exception. At the time
this data was collected, project staff consisted of the director, Al Collig;
the training coordinator, Ian Carruthers; and one full time counselor, Steve
CGuthrie. These three individuals are all paid primarily by project funds.
In addition, the COP coordinator at St. Jude College is Dr. Benjamin Thomas,
who is also chairman of the college's education department.

Al Collig is clearly the person most responsible for the relative suc-
cess has had. People who have had contact with him, participants, LEA super-
intendents, principals, IHE staff, etc., are unanimous in their praise for
him. When Howard Cruse, the second acting project director (and brincipal
author of the proposal), was to become Assistant Superintendent at Fenton,
the position of director became vacant. Collig, a lifetime resident of
Bayport, was involved in other community programs before applying for the
position.

Collig's knowledge of the community and experience in other social pro-
grams are clearly assets. In addition, Collig is Black. It is evident
that his selection was not tokenism, since the community is only 1% Black,
and the project is 10% Black. His only evident liability is a lack of aca-
demic credentials (i.e., academic degrees) or experience in public education
which may serve to reduce his credibility to educators who are concerned
with such things. |

Ian Carruthers, the training coordinator, obtained his position after
the previous coordinator, Rob Henrikson also advanced within the JCSS/Féenton
structure. Carruthers is, in a non-perjorative sense, an anomaly - anybody
with a pony tail and a beard in 0ld Brunswick can be considered somewhat

atypical. He had been, among other things, an English teacher in the Hough

district of Cleveland, Ohio and is well aware of the educational and emotional

difficulties of the poor.

His duties as training coordinator -are primarily concerned with fitting

10
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the aides into their practicum' positions (keeping tabs on what activities
they have -~ or don't have) and mediating conflicts between academic and job
demands. Larry Franks, a participant, pointed out a problem that many parti-
cipants are having: - "You either put all your time into your job or into
your classes or you do a half-assed job on both." With the time spent
on the job, in classes and in travel, participants work an average of 60-70
hours a week in the program. This kind of load would be overwhelming to
anyone, ignoring the fact that many COP participants are married and have
families.

Another duty of his position is observing participants at Fenton.

Due to the dispersion of aides, these observation visits seem to be made

‘only when there is a need to resolve some problem, rather than on a regular

basis. Ian dislikes this role as "fireman" because he is neglecting parti-
cipants who are not having problems. fThis difficﬁlty is clearly a result
of inadequate staffing due to lack of funds.

Steve Guthrie is the full-time COP counselor at Fenton. His duties
are, as would be expected, academic and personal counseling. Most of his
time is spent with problems of adjustment, dealing with difficulties as they
arise. He had been associate registrar and a counselor at Fenton before
becoming a member of the COP project staff, replacing a part-time counselor
when the load increased.

Dr. Benjamin Thomas is the COP coordinator at St. Jude College, in addi=~
tion to being chairman of its education department. He, like all present
staff members, except Collig, is new to hié position, which began in Septem-
ber. Dr. Thomas' COP duties include counseling of participants registered
at St. Jude conducting the COP seminar there, and observing the aides at
their practicum sites. He is a product of. the more contemporary modes of
teacher education (the first cycle of Teacher Corps), and brings this orien-
tation to a very traditional department. He has not yet succeeded in chang-
ing the teaching styles and attitudes-of certain members of his department,
but he keeps trying. Next year, it is planned that much of his counseling
and teaching duties in COP will be delegated to a new staff member, not

yvet hired.
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Dr. Thomas does not command the same degree of respect from many of
the participants as the other COP staff members. Many of the participants
we interviewed expressed misgivings about his competence and attitude. His
behavior in the COP seminar he conducts at St. Jude does not disconfirm this
perception. Observations of this seminar indicated a generally unrealistic
perception of the problems facing aides, and a wholly unsympathetic approach
to the aides' response to these problems.

Both Carruthers and Guthrie expéct to be without positions next year
when the two slots they fill are eliminated. This change is a direct result
of the fact that the project is being phased out at Fenton and there will no
longer be enough participants there to warrant a full-time staff. However,

a position will be established at St. Jude to reflect the increased number
of participants to be enrolled there, having finished their A.A. requirements
at Fenton.

Project staff located in IHEs (with Faculty or staff positions) are
hired by the IHE involved, often after consultation with the project director.
Project staff members at JCSS are hired by the JCSS, usually after candidates
have been reviewed by the advisory council or other staff members. In selec-
ting a director, for example, the council narrowed the field down to three
acceptable candidates; Gene Boggess, JCSS superintendent, made the final
selection. 1In other cases, Al Collig conducts interviews, meets with the
council and submits recommendations to Boggess, who has the final decision.

It is clear that the project is administratively responsible to the JCSS.
Although Al Collig has responsibilities for the internal activities of the
project, the JCSS administration has final veto power over all major - employ-
ment and financial matters. As examples, we have seen that the superinten-
dent had the last word in hiring the project director. also, all requisitions
for project expenditures must be approved by Jeremy Sloane, the JCSS director

of instructional services and Al Collig's immediate superior.

12
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Advisory Council

According to national COP program guidelines, each project must have 2n
agvisory council. The composition and duties of this council are not clearly
specified in the guidelines and vary from project to broject and from time
to time. In Bayport, the council was drawn from a broad range of meMberg of
the community and the educational establishment. Membership in the council
seems to have been determined primarily by interest and available time, It
now includes par:icipants, teachers, representatives of colleges in the area.
and of several community agencies. Conspicuous by their absence are repre~
sentatives from any of the local education agencies involved with COP,
although the superintendent of the Bayport schools was a member for @ time-

In the developmental stages of the project, the advisory council did
play a role in plznning, but its most important function (and the one most
frequently mentioned), seems to have been in the selection of participants.
The first year's students were admitted on the basis of ad homine criteria
from interviews by subcommittees of the advisory council. In 1971, Partiéi~
pant sele-tion was more formalized by the use of an interview guide and
rating scale developed by the project director in consultation with the
council. Since most of the operating procedures of the program are Now well
established and since there are no plans for future recruiting, inteXest in
: the advisory council is waning. At its last meeting, only six out of a pos~
sible 30 members were present. The lack of any further critical decisions
to be made and the geographic dispersion of the members are some of the
{ reasons often cited by members and staff alike for the lack of attendance
. and interest in the council.

i The most noticeable feaﬁures of the advisory council are negatiVe; it
seems not to have been used as a communications medium, nor as a way to

; enlist the support of groups (like IHEs and LEAs) whose cooperation Would
be required for the project's success. Although the council's membership

does include participants, some of the non-member students whom we inter-

BesT a4

viewed were unaware of this fact, and none could supply the names of a parti-

- cipant member of the advisory council. In addition, members reported that

lu
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there is still debate within the council over the question of whethexr COp
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should train its participants as aides or as teachers, a question of empha-
sis still not resolved within the project.

In an attempt to restore interest in the Council, Al Collig is making
plans for its reorganization on a regional basis. In this plan, the consti-
tuency of the project would be divided into six geographical regions, each
sending one representative to the full Advisory Council, now to be composed
of these siX regional rapresentatibes and representatives of the IHES and
project staff. The regional members would then return home and hold regicnal
meetings wh€re they would report on the activities of the council and soli-

cit the opinions of other interested parties.

14
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Participating Colleges

The training provided COP participants must be supplied by an accred-
ited institution of higher learning, since each participant is urged'to
obtain a degree and enter the teaching profession. The character of the
IHEs supplying the training will have much to do with the content of this
training and with the characteris*ics of teachers eventually produced. The
Bavport COP precijects involve two THEs, Fenton Community College and
St. Jude College. Fenton is a two-year, public institution granting the
A.A. degree. Participants spend their first two years in the project
enrolled as students here. The last years are spent at st. Jude, a four-
year Catholic college. Participants transfer in as juniors and receive their
Bachelor's degrees from St. Jude.

Each of these institutions, as one would expect, has different charac-
teristics. Fenton has maintainad a fairly high degree of fidelity to the
objectives of COP. It has experimented with a variety of strategies, such
as course development, for dealing with participants and has provided,
through the use of COP funds, intensive counseling services. Fenton admin-
istrators state the COP has had an impact on the institution, but are unable
to cite specific instances. Many changes are reported to be planned for
implementation next year, but few are in operation now.

St. Jude, on the other hand, entered COP with some reluctance on the
part of many of its faculty. This clearly relates to the perception of
COP participants as deviant from the typical teacher trainee. A suspicion
that the participants will be unable to compete academically with regular 10
St. Jude students is also voiced by faculiy members. There is clearly a
confusion on the part of some of the St. Jude faculty between deviance of
life style or cultural background and deviance of academic ability or atti-
tudes. It is far too easy to identify cultural differences and consider 33
them to be indicators of low ability, motivation or’potential. Much of this
can also be attributed to a negative attitude toward the academic caliber
of community colleges.in general. Ironically, the same faculty meeting
that agreed to accept COP students also agreed to accept as transfer stu-
dents with full junior standing any graduate of Fenton with the A.A. degree.

Thus, no exception was made for COP participants, since all who enroll at

15



St. Jude will have already received their A.A. from Fenton.

Since the faculty of St. Jude do not seem to be terribly sympathetic 4
to COP, how did it come to be accepted at St. Jude? The Academic Dean, Dr.
Louis Boxer, clearly had something to do with it. Although a firm believer 33
in the benefits of the traditional liberal. arts curriculum, he also believes
in the goals of COP. It is probably that his desire to become affiliated 4
with COP contributed to the affirmative action taken by his institution. 33

In addition, two other reasons are cited. One faculty member, a Sis*er
of St. Jude, and a member of the COP Advisory Council, credits her Order's
commitment to the poor and disadvanﬁaged with making many faculty members
sympathetic to at least the social goals of COP. A less noble motive is
suggested by St. Jude's expansion plans. According to the director of admis-
sions, the college hopes to increase its enrollment from its present 650
to 1000 by 1975. Consequently, any increase of students (with their tuition
paid) would be welcome.

Where Fenton seems willing to make administrative changes to accomodate
the special needs of COP participants, St. Jude is reluctant. Fenton, for
example, offers special evening sections of courses that are taken by COP
pafticipants, since a partici: int's work commitments prevent him from 33
attending most day classes. %ﬁen asked if St. Jude planned to mzke any 10
adjustments to the requirements of COP participants, Dr. Boxer stated that
none were made, none were planned, and, further, none were anticipated.

His position was supported by many other individuals to whom we spoke at

St. Jude. The rationale offered for this was that the present course sequence
‘was the best way to prepare teachers and that any deviation from it in order
to make it less stringent would cheapen the degree. When asked if large
numbers of participants would change his mind, the dean replied that they
would not because his position was based on a philosophy of education rather
than on administrative convenience. 1In fact, many slight, evolutionary
changes (such as offering evening sections of courses) have occurred, and

some others are expacted.

It should be mentioned that administrators at Fenton never referred
to the narticipants as "those people" (although a few faculty members did),

a major difference in perception from the faculty and administration of St.
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Jude. This differential perception can be explained by the histories of the
two institutions. St. Jude was originally a Catholic girls' school, training
mostly nurses. Only in the last ten years has the school become coeducational

and accredited as a four-year degree granting institution. This contrasts

to the relative heterogenity of Fenton's student body, a state-supported
community college serving a varied student body in a variety of programs.

It is clear that COP participants are relatively more deviant from the

typical student norms at St. Jude than they are frmm the typical student
at Fenton.’
One of the more significant aspects of COP/IHE interactions is the
| conspicuous absence of the University of 014 Brunswick from the program.
Fenton, a two-year institution, cannot provide the professional education
curriculum necessary for COP participants, and, of course, cannot grant the
Bachelor's degree required for teaching certification. It was clear from
the beginning that some other IHE would have to become affiliated with the
project to provide this training.
The year before the first group of 12 participants would receive their

A.A. from Fenton, negotiations were begun with severdl of the area IHEs,

including the University of 014 Brunswick in Hawthorne, Stephens College,
! , Blaisdell College, and St. Jude College (all in Bayport). Due to the high
tuition costs at the other schools, serious negotiations were instituted
only with the University of 0ld Brunswick and St. Jude.
Some of the reasons for the interest at St. Jude may explain the lack

of it at 0ld Brunswick, although the exact reasons for the breakdown in nego-

tiations may never be knewn. Literally everyone we asked told a slightly
different story and attributed the failure to quite different things. It is
likely that the diffurent factors all contributed to some extent,

In the initial discussions with the faculty of the College of Education,
5 it is possible that Al Collig gave the impression that a special program
would have to be instituted for the participants. Since only 12 were anti-

cipated in the first year, with a total of about 60, this hardly makes much

impact on a University with an enrcllment of about 20,000. The strategy of

having Collig make a presentation to the assembled department chairmen of

3
1
3
b

the college is considered a tactical error by the Superintendent of JCSS.
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Since Collig has no formal education credentials, academicians may tend to
ignore what he has to say, regardless of its value. Dr. Richard Early,

a faculty member of the University of Old Brunswick, attributed the failure
to other institutional factors The university will no longer accept all
applicants to the College of Education; adﬁigsion will now be competitive
and COP participants will be unlikely to gain admission. When asked if
they could be admitted in some special program, Dr. Early replied that
that sort of thing was under consideration in the Board of Regents but
would take some time. That Dr. Early himself had keen a member of the COP
advisory council since its formation was perhaps a factor. His perception
of the goals of the COP program is that it should be training participants
as aides, and not necessarily as teachers; those who are cumpetent wili go
on to become teachers, the rest will not. This perception is clearly not
in line with the thinking of the project staff. Since Early is a faculty
member and also associated with COP, the initial impressi -n of the goals

of the program that he would have given the other faculty presents COP in
an academically unfavorable light. Finally, some project staff attribute
the failure to personalities, claiming that the Cean of the College of Edu-
cation just did not want COP there.

If a goal of COP is to engender institutional change at the IHE by its
presence, the strategy of splitting participants amcng several IHEs is
questionable. Since the colleges are essential to t-.c existence of COP, but
not conversely, there is little incentive to change. Without a commitment 33
of the IHE to the goals of COP, change there due only to the presence of 10
participants is unlikely, given the small size cf most projects. In addi-
tion; education departments can provide the necessary training without
making a single change in their structure, course offering or course con-

tents, as is the case at St. Jude.
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Participants

There has been some change in participant selection policy between
the first and second years of the Bayport COP. In both cases, the decisions
seem to have béen made essentially by Al Collig, but last year they were
based on formally codified criteria established by the advisory council

(with Collig's help). There is probably a reason for the desire for

formalism, and it most likely can be traced to what seems to be perceived
as an overly liberal selection policy in the first year. 1In the initial

grant application, the project emphasized selecting some participants, who

| "...while failing to demonstrate in some cases the promises
i of high potential for success, would nonethless enhance the
public acceptance of the program should they succeed in pur=-

suing and/or completing training under the program."

These participants, referred to as "high-risk," are now often seen as detri-

mental to the project. It is the visible failures of a project that deter-

mine a great deal of others' perceptions of it. A significant number of

, local school teachers and administrators habitually characterize COP parti-
cipants as "those people," in raference to their perceived deviation. The
intentional inclz=sion of "high risk" participants reinforced this percep-

! tion. The valiw—=r of the perception was enhanced with each failure, while

| th : successes wan— unnoticed. Many of the high risk participants did in
fact justify thei= title by dropping out of the project to get married, to
go *to jail, to == Pt other empicyment or for a variety of pers—al reasons.

; As a consequent=, 2 advisory council and project staff have ttis year
scaght participzn—s with a great=r likelihood of success. For cxample, the

! term "high risk' is often replaced by "low-income" in discussing participants.

i It should be notez that this shift is entirely typical of COP; it occurs in
nearly all sites .zcluded in a national survey of the program being conducted

[ by Abt Associates concurrently with this case study.

' Colleges and schools involved with COP participants pérceive them as

} a vastly different population from the one they generally deal with. Many

of these actors are not at all happy with their perceptions:

"These kinds of people need to be taught, rather than to be
teaching."

“
i
]
3
-

- Chairman of Elementary Education,
St. Jude College




"The time has come in teacher education to concentrate on
quality, rather than guantity."

- an aide coordinator in a small rural school

It is our observation that the deviance of the participants is more
percéived than real. Despite the fact that most of the participants do
come from low—-income backgrounds, their orientation toward the teaching
profession and education in general is decidedly middle-class in nature.
This is probably a result of the fact that there are few clearly-defined
poverty areas surrounding Bayport, that the participants went to the same
schools and live in the same neighborhoods as everyone else. For example,
one participant was explicitly labeled by his principal and teachers as
being different, "not like you and me." However, the participant said that
he was interested in a teaching career, because, for one thing, it wozld
be a good job and would make him a respected member of the community, able
to support his family and stay off welfare. Perception of teaching as a
position for upward mobility does not imply a very deviant perception of
the profession.

Throughout the history of the project consistent efforts have been
made to establish linkages among COP, welfare agencies, employment agencies,
military placement offices and other potential sources of participants.
However, Local Education Agencies have continued to function as a prime
éource of trainees, many ci, whom come directly from existing aide programs.
No concerted effort has been made to recruit participants from groups out
of touch with LEAs, although good relations are maintained with the local
newspaper {(resulting in good press coverage) ind with several community
action aéencies.

COP participants are registered as regular part-time students at the
two IHEs involved in the project. At both schools, a participant takes about
one course less than a full load each gquarter, but makes up these courses
in the summer session, when they are not employed as aides, so participants
can finish the program in four years by taking summer courses. There is no
special program for the participants at Fenton; they take about the same .
courses as aﬁy other student although there are cccasionally sections of‘a

course thai meet at special times or with content slightly altered especially
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for the participants. COP participants have preference in registering in
these sections although other students are allowed.

At Fenton, each participant earns the Associates of Arts (A.A.) degree
in a program similar to the standard liberal arts college-parallel transfer
program. The requirements for participants are identiral to those of other

students in similar programs. The general requiremencs are:

™ Completion of a total of 90 credit hours of work;

® A minimum grade point average of 1.8;

e 8 hours gredit in English composition;

e 3 hours in speech;

° 8 hours each from each of three general groups of courses:

Humanities; Social Sciences, and Math or Science.

These constitute the typiczl program for the first two years of a liberal
arts program.

There is great flexibility in the actual courses zaken as long as
the above requirements ar~ satisfied. It should be noted that Kirkwood
also offers a program for teacher associates, indepenc=nt of the COP project.
Participants do not need to fulfill the degree requirements of this program,
which concentrates on more clerical skills. Course selection is done in
consultation with the COP counseling staff located on campus.

The situation at St. Jude is a bit different. Zere the participants
are in the professional =:ncentration years of a tezcher training program
rather than in a general iiberal arts program, so th= course progression
is more rigid. With certain exceptions, the participants follow the sequence
of every other education major in their junior and senior years, since their
A.A. from Fenton entitles them to full junior standing. The exceptions are
that a COP participant must register for the COP seminar and make up a
sophomore philosophy course not available .1t Fenton that is considered vital
to their preparation as teachers. This course has beep the source of
much friction‘between the participants and the college. First of all, this
seems to fly against the general decision to accept all Fenton A.A.'s with
full junior standing. Secondly, the course is apparently more of a religion
course than anything else, is not seen as necessary for teacher preparation,
and the manner in which it is taught provokes great hostility from the

participants.
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This program is a traditional teacher training curriculum, with the
standard variations for elementary and secondary education. Student teaching
is one requirement - both for this program and for state certification - that
will pose special problems for COP. It is planned that the practicum
experience will serve as student teéching, on the assimption that a partici-
pant will have at least as much responsibility in a classroom by his senior
year as a student teacher. Unfortunately, this progression of responsibility
does not always take place, although plz—: for the coming years call for more
supervision of the practicum situations to see that this need is met. An
additional problem is that of participants placed in non-teaching situations,
as library a:des, for example. These participants are concerned, and under-
standably so, that they may be required by the state to student teach in
addition to their aide employment, a situation which is logistically impos-
sible. The project staff is also concerned about this problem but as yet
not solutic- has been'reached. _

One otz=r option available to participants at St. Jude is the oppor-
tunity to major in social work instead of education. This program would
prepare participants for positions as welfare workers or, as is the plan of

one participant, parole officers. COP will provide support for participants

-choosing this option.

Both institutions offer a practicum seminar for COP participants. This
seminar generally consists of the.presentation of problems faced by partici-
pants in their job situations and a discussion of how others would have
approached them. The style and content of the seminar vary with the instructor.
Participants are generally enthusiastic about the seminar and participate
avidly in the discussions.

In addition to the instructional aspects of the seminar, it served to
reinforce the strong feelings of community that exist among the COP partici-
pants. On one occasion we witnessed, an instructor in a course attended by
many participants cancelled a class meeting on very short notice. Instead 23
of just going home, the class moved to a student lounge and continued with-
out the instructor by breaking up into small groups and working on previously
assigned class projects. Ian Carruthers believes that this community feeling
is one of the important by-products of the program. Since most of the parti-
cipants have a history of failure in academic settings, the comfort of a

group of people who are truly peers is very important to their adjustment.
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Practicum

A practicum experience for COP marticipants is central to the program,
yet the proposal for 1970 devotes Zewex than 100 words tc thiz: subject
(which is, significantly, referred to as "placement"). Tke only specific
description given is that the practicum should be "school-ori=nted." This
is surprising unless COP is being interpreted as a relatiwv=ly traditional
work-study program in which the work jast happens to be in = school.

On the whole, on-site observation of participants in IFAs supports
this view. Aides were found in the kasement writing repcrz cazds, working
in libraries, or sitting at the back =Z a classroom pr=paring ditto masters.
While we were not seeking statistical dJata on this pzint, It s probable
that many of the participants have __-ztle or no contact with children. Most
of those participants who are in contact with children spend their time in
individual tutorial work, only occasionally working with small groups. The
COP participants who has had some experience in teaching the entire class is

indeed a rarity. Nor are aides used in planning. None of the schools we

-observed made any reference to the possibility that the zide might be able

to contribute knowledge and skills not available to the r=omlar teacher.

The fault for the practicum's failure to meet its exp=ctations cannot
be attributed to either the project or the schools alone. COP aides are
generally used in working with children in systems that ar. more or less
open, and have had some experience with aides beforehand. In systems that
are still quite traditional, relatively isolated, or, quite often, small,
there seem to be the most problems putting an aide effectiv ly to work.

The responsibility for seeing that the schools know what they can do, with
respect to the law; and should do, with respect to the goals of COP, clearly
rests with the project staff. Only one general attempt to present this
information to all users of aides was made, a Saturday meetihg that was
poorly attended arnd even more poorly received. '

In those schools which were innovative before the advent of COP, the
more innovative features of the program have been seized upon, and aides
are treated as responsible teacher-trainees. They are allowed to partici-
pate in most of the regular activities of teaching and are in frequent con-

tact with children. In our sample of classroom observations there is a

significant correlation between consistency of use of aide with program objec-

tives (on the one hand) and general innovativeness (on the other). COP has
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been most successful precisely in those contexts where more innovation:
are likely to ke tried from any source.
Many of the LEAs were simply unaware of their options in the usz ~7

aides. An actual case history will illustrate:

Pat Smith was employed as an aide in a lower income rura]
school. Classes were overcrowded, so her principal selecte=.
fifteen third graders and sent them and Pat off to the caf:
teria for her to provide full-time instruction. There was
no teacher supervision, and the students were not taught bt
anyone but Pat. It happened that one child's mother foumd
out that her daughter was not being instructed by a certi~
fied teacher. These were no ordinary parents, and the cas=
rather quickly came to the attention of the state officiszis
who sternly reprimanded the principal. At this writing, =
one in the administration of Pat's school district is quins
sure what she may or may not do. Her primary responsibili-
ties are clerical, although she spends a small amount of mu—
time tutoring an EMR child.

This principal, and many others like him, expressed a need for techniz=
assistance (TA) from COP on the use of teacher Aldes. Such TA is sommro——s=s
provided by the COP councilor and COP coordinator, but only on an exsem=—m
basis, when the aide's complaints become so vigorous that no alterna—-
seems possible. Most schools are willing to use aides as COP intendec.

but do not know what to do, Lack of funds and staff prevents any gen=r: .
program.of implementation and assistance to schools, althouéh it is he=o

that funds for such functions can be provided next year.
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Counseling

In addition to the academic opportunities provided, COP supports
counseling services for participants. This is especially important
to them, since many have been out of school for years or are "high-
risk" people who have a history of academic adjustment problems.

As mentioned before, most of the counseling services are on a crisis
basis, coming into play when a problem becomes evident rather than being
preventive in nature. Givenbudget constraints, this is the only practical
approach. -

The counseling arrangement is very informal. Participants generally
go to see Steve Guthrie, whose office is on the Fenton campus, although
some see Ian Carruthers or other staff members or teachers when this is
more convenient or Steve is unavailable. One interesting thing is that
participants will call Al Collig directly if something is important. It
should be emphasized that going out of the structure is not a rejection of
it, but usually a matter of practicality. Students at St. Jude are directed
to Dr. Thomas, but an informal (and more effective) network is emerging
there also. ‘

The services provided are usually ad hoc solutions to specific pro-
blems, rather than generalized adjustment or guidance services. This stra-
tegy has been criticized as attacking the symptom rather than the disease;
many specific problems are only manifestations of deeper problems and
specific solutioné will not prevent a recurrence of similar difficulties.
The strategy was defended by Rob Henrikson, a former training coordinator
and counselor in the project. Since the participants can be expected to
have existing academic adjustment problems, a generalized counseling approaéh
would be hopeless; too little, too late. Since most participants have a
history of bad experiences with schools, problems that would be trivial
annoyances to a typical student are really serious to them. Since most of
these small problems aan be satisfactorily resolved directly, by speaking
to a teacher or principal, that is the most efficient way to deal with them.

Granted, it's a crutch, an aspirin, but it gets them through the program.
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Another criticism, made very often by local school teachers and
principals, is that the aides do not have reality-based aspirations.
Some participants okjectively will never become teachers, for some
reason or another,yet they have this aspiration reinforced by the
project staff. FPFor example, a participant in a seminar was told by the
leader that she would be an excellent teacher and had good employment
prospects when that very afternoon the principal of the school in
which she is employed stated that she just 4id not have what it takes
to teach. 1In this case, however, it appears that the coordinator was
uninformed rather than intentionally misrepresenting the situation.

The defense given for not being negative with the participants is
that they need the success experience. This philosophy carries into
some classes at fenton (but not St. Jude). The problem of when to stop
artificial success experiences and to begin reality-based counseling is a
‘difficulﬁ one and must be made on an individual basis. Competent teachers
and counselors should be expected to make the decisions as they become

necessary.
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Project Impact

Most changes in the project planned for next year are the direct re-
sults of the fact that the project is now phasing out. No new first year
participants will be added, although some new paople may fill vacated Slots
if they are able to enter at the same academic level as the dropout. This,
however, is the fate of‘all COP projects and does not reflect on the guality
of this project.

some of the more evident changes in the project have been hinted at
before, since they involved mainly staffing. The two full-time positiOns
at Fenton are to be replaced by several Fenton employees hired part-time
by the project. Fenton also intends to hire a staff member to work with
the 01d Brunswick Department of Public Instruction on matters relating
to teacher (and aide) certification. A new position has also been esta-
blished at St. Jude for a staff member to act as counselor and conduct the
seminar. In addition, St. Jude wants him to be qualified to teach eleMmen-
tary education part-time; the needs of both parties will be filled by Ohe

man, a Situaticn very typical of small colleges.




Strategies
D e

A single strategy dominates the approach of the Bayport COP to
institutional change, but this strateqgy manifests itself in a number of -
diverse ways because it is adapted to the various institutions which
are its targets. The only resource completely within the disposal of
the project is the participants, and if we examine the various conscious
and unconscious strategies applied t«& LEAs and IHEs, somewhere at the
bottom of each we find that the ultimate instrument of change is a parti-
cipant, |
The clearest examples of this strategy are to be found in the colleges,
Here the use of participants is a conscious strategy articulated by the
project director, the JCSS administration, the project staff and the parti-
cipants themselves. In the words of one St. Jude student, "Things are bad
here [at St. Jude] now, but just wait until they get sixty of us here."
Aside from the setting of obligatory contractual arrangements for staffing,
little has so far been done toward effecting institutional change at St.
Jude. The reason given on all sides is that to date there have been only 33
17 students in the COP program there. There is a clear hope that the
pressure of numbers next year will force further concessions and will
institutionalize some of the decisions which can now be made on an exception -
basis only, ' -
It will be remembered that a key factor in St. Jude's acceptance of
COP in the first placé was the desire to increase enrollment. There was
a Clear Perception on the part of the faculty and administration that the
source of additional funds (federal and other) lay in the direction of
larger student bodies, and that any increase in registration meant a con-
comitant increase in revenues. Thus, St. Jude's quid pro quo from the
start had been the mere physical presence of the additional students
supplied by CoOP.
Similar processes seem to have been at work in Fenton, although they
are not so blatant, since Fenton has shown greater philosophical agreement
with Cop, and has not so much needed to be approached by strategem.

As mere numbers and physical presence were the inducement for St, Jude,



so were they for many LEAs who have placed participants in the practica.

To overcome‘real or perceived resistance to the presence of aides, the pro-
ject was able to convince Washington that aides could not be placed without
a 35% subsidy. Principals are quick to admit that the chief appeal of COP
for then is the low-cost labor it supplies. They are also quick to add -
that should the cost of this labor increase, they might find themselves
unable to continue participation in the COP. The LEAs seem to have been
aware of the power-in~numbers sﬁrategy employed on the colleges, and they
seem to have consciously resisted its application to their own case. Des-
pite the fact &that COP guidelines recommend no fewer than six aides in

any school, most of the Bayport aides are in schools either by themselves
or with only one other participant. Scheol principals attribute this
strategy to the special problems presented by "those people." "If you get
too many of those people together, they'll start feeling sorry for them-
selves and try to change things around.” A less strategy-oriented explana-
tion for this is that most districts place only a few aides due to lack of
funds.

It is typical of non-project actors' approaches to conflicts posed by
the use of COP aides as the instruments of change that the pressures are
deflated by the perceived deviance of the aides. When the few COP aides
now at St. Jude began to object to a required philosophy course (which they
refer to 3s Catechism II), a faculty member dismissed the objection as
attributable to the inability of "those people to function on the level of
abstraction we're used to." Similarly, conflict engendered within the LEAs
is never considered a possible indication that the LEA may be at fault, but
rather that the COP participant was unable to adjust to the demands of the
real world. Such attitudes seem to have effectively prevented COP from
being used as a change mechanism within either the local schools or (to a

lesser degree) the colleges.

It should be noticed that this strategy does not call for any particular

actions on the part of the participants themselves; their simple presence is
seen as the tool for institutional change. For this reason, we consider the

participants to be the instruments, but not agents,of change.
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Conclusion
=Lnc. usion

In retrospect, the Bayport cop project, perhaps more than is desirable,
is dependent on its staff for its success. This success is due to more than'
their considerable capabilities and experience, however., The specific person-
alities involved are seen by many observers in Bayport at the IHEs, LEAs and
with? the JCSS) to be critical to the success of the project in spite of the
contextual difficulties irvolved. Coordination of a prcject with practicum
sites located in seven counties and with training provided by two IHEs is

truly a monumental task for the project director and his staff.
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Addendum

Since the visit of the case study interviewing team to the Bayport COP
project in February, 1972 we have been informed of several changes in project
staffing. Because this information is second hand (in the form of communica-
tions from the new project director), we have chosen not to incorporate it
into the body of the case study. It is inconsistent with the methodology
of this study to rely or a single unverified source for any data. However,
this information does bew. directly on serveral matters that were still
indefinite in February. For this reason, we have included the information
in this addendum. What follows is based only on w;itten correspondence with
Al Collig's replacement.

The most important change in staffing is the appointment of a new project
director, effective July 15, 1972. The new director was formerly Chaplain
at a college in the Bayport area not involved in the CCP project and had
extensive experience with student support services as a part of this role.
We are unable to determine Al Collig's reasons for leaving the project.

Also, the position of assistant project director has been created and
filled. This person will have responsibility for supervising participants
in their practicum sites as well as other planning and administrative res~
ponsibilities. Ian Carruthers, as we had expected, has left, but his posi=
tion was filled. This contradicts the reasonsvgiven for his dismissal (that
the slot was to be abolished). Steve Guthrie will not leave this year, as
he had expected, because his position also will be kept for another year.

At the end of the 1972-73 academic year, however, both of these staff posi-
tions at Fenton will be abolished with the phasing out of the COP program
there.

At St. Jude, Dr. Thomas will continue as chairman of the Education

Department, but will no longer have responsibilities to the COP project.
As tie number of COP students registered at St. Jude has increased, so has
the workload of the COP coordinator there, necessitiating the hiring of a
full-time staff member for this task. Also, Dean BoxXer apparently is not
longer at St. Jude. The reasons for this are unclear.

In a project of this type, heavily dependent on the personalities of

its staff members for is success, such major staffing changes must have
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major impact on the functioning of the project. Many changes in staffing
(new positions, etc.) are results of the changing nature of the project
and should contribute to its continued success. The impact of other changes

(specifically the loss of Al Collig and Dean Boxer) cannot be predicted at

this time.
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BEECHAM UNIVERSITY TEACHERS CORPS PROGRAM

Overview

The commitment to institutional change and the sense of mission
associated with the origins of the Teacher Corps Program at the national
level do not appear to have ever permeated to the Institution of Higher
Education (IHE) or to the Local Educational Agencies (LEA's) in this exem—
plary Teacher Corps site. The rhetoric is there. The appropriate "instru-
ments” for change have been supported or were created by the project. There
are new techniques for teaching reading and writing; new types of people
recruited to the teaching profession; open classrooms, portal schools, and
satellite schools. There is modular instruction, continuous education,
behavior modification, team teaching, and differentiated staffing. English
is treated as a second language for children who generally speak "Black
Enylish." A cadre of persons has been developed in each of the participating
educational institutions. In short, there is much to commend in Thomaston.
But, for the most part, the changes brought about by Teacher Corps at this
exemplary site appear to be cosmetic. The problems associated with racism,
educational bureaucracy, and teacher-centered classfoom instruction in
Thomaston have not been fundamentally altered by the Teacher Corps Program
per se.

It may be unfair to expect such change, yet the very success of the
Beecham-Thomaston project in introducing the appropriate 'instruments' for
change makes such an expectation more likely and, after all, the Teacher
Corps Program was instituted to address these kinds of problems.

The difficulty appears to be endemic to the programmatic approach
to educational change, because the market place approach to educational
innovation (e.g., the offer of federal financial aid through a "program" in
return for specific agreements to alter the status gquo) has éimply failed
to bring about basic, necessary institutional change at this exemplary
Teacher Corps site. This perception is held by a substantial number of the
Teacher Corps Interns in Thomaston and was reinforced by the on-site obser=-
vations of the two Abt Associates Inc. staff members who visited this site

for two different periods of time. However, these perceptions regarding



teacher-centered classrooms are not held by the Director of the Teacherxr

Corps Program from Beecham University.

Impact at Beecham University

Although the Teacher Corps project at Beecham University has accom~
pPlished all of the prescribed milestnnes for bringing about educational
change within the University's School of Education, its educational impact
has been modest as compared uo its support for the "growth" ambitions of the
University. The project has permitted the Universi‘y to establish working
relationships w' :h importiunt LEAS on terms that are favorable to the Univer-
Sity -- that is to Say, on terms that have Yerired only a modicum of change

On the part of tie University in terms of curriculum, staffing, and support

Lo
)

systems, and at almost no cost to the University. Likewise, the educational
Changes that have occurred in the School of Education's curriculum as a
result of the Teacher Corps project seem largely functional rather than
structural, temporary rather than permanent, For example, the course offerings
at Beecham include courses on "The School and the Disadvantaged Child,"
"Behavior Modification Techniques from Classroom Management,”" and "Practicim
for Teachers of the Urban-Rural Disadvantaged,"” but two of these three
courses are ostensibly open to nop- Teacher Corps participants and the thlrd --
"Behavior Modification Techniques" -~ ig likely to have emerged without
Teacher Corps support. Moreover, these and other changes seem to be
incremental and often the result of local and idiosyncratic circumstances,
Tesources or shortages of resburces.

On *he other hand, both the undergraduate and the graduate
curricula at Beecham reflect a reasonable number of the changes being
sought by those pressing for educational innovation. There are new céurses
in Beecham's School of Education. There are signs of burgeoning change in
curriculum emphasis. There is some evocative teaching and non-directed
learning taking place, albeit its infrequency according to some Teacher
Corps members. On balance, however, these changes have yet to become
systemie,

Furthermore, while the University has pevmltted some Teacher Lorps
members to enter the pProgram "on a probationary basis if they have been

strongly recommended by the selection panel," no basic changes have been



made that might attract members of minority groups to Beecham.,* The fact that
Beecham is a new University and some of the Teacher Corps program cbjectives
represented by it have been accepted by the education establishment, appears
to be the-causal factor for the innovations that have managed to penetraté

the regular MAT program at Beecham. 1In short, most of the long-term changes
that have occurred within the Beecham University School of Education cannot be
replicated elsewhere.

To an extent Dean Warren finds that the Teacher Corps innovations par- -
allel the views of Mr. Bradford, sState of N.. Plymouth Superintendent of Public
Education. Hence, Beecham's experience in M™~acher corps and with Competency
Basec Teacher lertification, puts it in the vanguard in the very types of inno-
vation winning favor with New Plymouth's chief school administrators. Yet, the
Teacher Corps program has not been without its disadvantages to Dean Warren.

A major criticism, apparently used by the ad hoc commlttee to question
the desirability of competency based teacher certification was apparently its
costs ($3800 per student year), which is two or three times greater than the
cost of traditional teacher training.

Dean Warren has also.discovered that participation in the Teacher Corps
program has directed important campus talent and resources away from the campus
toward local educational agencies (LEAs) - public schools in Thomaston and
Albers County in this case. Instead of spending time on intra-university con-
tacts, first line University staff spends time confronting the problems of
elementary school administration and teaching, helping with on-the-job train-
ing, and developing teaching units and curriculum for LEAs. By and large,
University staff hLas one foot in each camp. Finally, Dean Warren has discovered
that the IHE is often blamed for LEA problems and decisions over which the
University has only margihal influence. Yet the University is rarely credited
for positive influence on LEAs. Dean Warren's experience has shown him that
neither the general public nor the Teacher Corps interns are inclined to appre-
ciate the limitations under which the IHE musﬁ operate. In summary, while the
IHE's contact with LEAs has helped the University, it has also cost the Univer-
sity. |

* It shculd be noted that the senate of Beecham University has taken some steps
to attempt to remedy this problem.
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Beecham University

Beecham University is located ir. Beecham Countly, New Plymouth. It i
at the outer edge of the Metropolis suburban fringe. Thoma~*on, a ''uye - -
lar industrial city with a dving crmmerciaj . 1. 18 fiv~ ui.es west of the
Univars - Th. aste- has a populaition of approximately. 82,000. Rural Albers
county and the town of Didcot are located 30 miles east and north of Reecham.

Beecham is a relatively new institution of higher education (IHE). Tt
started operation in September 1959 as a colony from New Plymouth State Uni-
versity. In 1963 the Un’versity changed its name from New Plymouth State Uni-
versity Beecham to Beecham University. ts legal and administrative relation-
ship with New Plymouth State University, however, remained unchanged until
1970 when the State of New Plymouth, by legislative enactment, made Beecham
an autonomous and separate state supported institution of higher education
with its own appointive governing body.

Initiallv, Peccham wes housed in three buildings: the University now
has twenty-one major buildings. Beecham University's academic structure has
changed commensurately. At the present time, it has a College of Arts and
Sciences, a School of Economics and Management, a School of Education, a
School of Engineering, a School of Performing Arts, and a Faculty of the
Library. It also has three undergraduate, inner colleges - Reiner College,
Ives College, and Schippers College - each with its own version of general
education.

Candidates for Master'$ degrees were first admitted in the fall of
1965. Currently the College of Arts and Sciences and the School of Education
jointly offer programs of instruction leading to the degree of Master of Arts
in Teaching in the ficlds of English and mathematics, and the School of Educa~-
tion offers programs of instruction leading to the degree of Master of Arts in
Teaching in the fields of elementary education, reading instruction, and
special education. The School of Engineering offers a Master of Science degree
in systems engineering. Master of Arts degreés are also conferred in English,
ma*thematics, and psychology, and Master of Science degrees in chemistry and
prysics. Tvo nf the three divisions of the College of Arts and Sciences which

grant masters degrees participate in the Teachers Corps program.
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During the first five years of its operat on, the academic facultr =t
Beecham University had 1! “tle interest in the institucions and zommenity Iife
of nearby communities, dest te the -~-ilege's cag=r..:n.2 on those comminitics
for studerts and vari -1z .nd: of £ dort. 3y 1968, however, a number of
Beecham faculty, particularly in the School of Education, had taken a special
interest in the Thomaston Public School System. In the early stages of the
University's development its leadership had consciously avoidsd the rapic
growth of its School of Education b« ause it di¢ .- want Beeck.am &0 be idex=l -
fied by New Plymouth leg:slatcl:: s & segional teacher training center. By
1968, however, this objective had been accomplished, and the growth of the
University's School of Education was in danger of being retarded because it
had not established the associations with local school systems that would
furnish (a) student teacher training outlets, {(»' gZajuate student: in edwcr~
tion, and (c) counseliNg and tesear... arenas for faculty members.

Two experienced public school administrators, Francis Farne and:
Jennifer Ball, assumed the primary responsibility for establishing better re-
lationships with neighboring school districts and expanding territory or
"turf", for the School of Education. Both Doctors Farne and Ball received
their Ed.D.s from Jasper State University. Dr. Farne has bYeen assis..al ¥9

the Dean of the College of Education at Vrama -ate. In 1965 he jc ued the

Beecham faculty as <. Aiguci~i: Dean of the School of Education. In 1268 he
added the title of Associate Dean for Off Campus Programs. Dr. Ball was
brought to Beecham in 1968 %o manage a federally funded inservice trairirg
program operated by Beecham for Thomaston teachers. The. program concerz——ated
on the needs of disadvantaged youth, and was accompanied by an inservize train-
ing workshop held at Carver Elementary School in Thomaston. During the zourse
of this project, Dr. Ball built a strong pfofessional relationship with the
Thomaston Public School System.

Jennifer Ball is a skilled educational professional, a good adminis-
trator and an experienced school leader. In short, she is an excellent school
politician. Dr. Ball taught in the New Plymcuth public schools ten years before

becoming an elementary school principal in the Metropolis Public Schools in 1961,



where sme successfully administered schools in a variety of different kinds of
of neighborhoods before joining the faculty of the Beecham University School
of Education in the fall of 1968. Dr. Leo Warren, Dean of Beecham ‘
University's School of Education, has confidence in Dr. Ball. She has direct,
open accass to him and is generally granted her requests for expansion and
suppcret .

-~ the summer of 1969 Dr. Ball became the Associate Director of Project

REAL, a s:mmer training center for training Teacher Corps Personnel for a

- seven state region, and in the fall of 1969, Thomaston replaced Jasper State

University as the prime contractor for the Teacher Corps program and trans-
fer=al its Fifth Cycle Teacher Corps IHE affiliation from Jasper State Univer-
sity to Beecham University.

By the fall of 1971, the enrollment of Beecham University had grown to
7,069 students. Just over 1300 of these students were graduate students, of
whom 1154 were enrolled in the graduate division of the School of Education.
Indeed, there were nearly as many graduz*e students enrolled in the Master of
Arts in Teaching (MAT) rrogram as in the undergraduate division of the School
¢ TAucrtion in which 1595 students were enrolled.

Because of differential tuition costs, the vast majority of Beecham's
students are graduates of New Plymouth high schools. It currently costs twice
as much for out-of-state students to attend Beecham University as for New
Plymouth residents. By national standards,-tuition‘rates at Beecham are a little
higher than average. Tuition is $312 per semester for a 16 credit schedule for
New Plymouth residents and $744 per vemester for an out~of~state student carry-
ing the same academic load.

l Few of Beecham's students are Black, Chicano, or Puerto Rican. Tuition
rates; a traditional academic orientation, and the University's suburban loca=~
tion are contributing factors to this phenomenon. After three years, the
Teacher Corps program is still a primary source of Black and Chicano students
for the Graduate School of Education.

The Teacher Corps program is also the most important single source of
"soft money" for the School of Education's graduate division.

Jennifer Ball, Director of the Teacher Corps Project at Beecham, 1is 1
assisted in her Institution of Higher Education (IHE) administrative duties for
Teacher Corps by Dr. Nancy Heller, Dr. Colin Churchill, and Mr. Hugh Slaughter.

Dr. Churchill is the Associate Director of the Beecham University Teacher Corps

preject. Prior to joining the faculty of Beecham University, Colin Churchill _ e

6



taught elementary school social studies in the Metropolis Public Schools and
worked extensively with emotionally disturbed children as Director of Ritter
Laboratory in Metropolis. Along with Jennifer Ball, he sits, as University
Representative, on the Teacher Corps intern selection panel for Thomaston.
Dr. Churchill coordinates University resources for the Thomaston portion of
the Teacher Corps project and is in charge of the "Practicum for Teachers of
the Urban~Rural Disadvantaged" for Thomaston interns. This practicﬁm is
open only to Teacher Corps interns and is worth 8 credits toward an MAT. The
course progresses through four developmental phases - gaining higher levels
of competencies in the teaching strategist functions, teaching research fync-
tion, behavioral management functions, and school-community function.

Dr. Heller is the Associate Director of the Beecham University Teacher
Corps project. She and Jennifer Ball are the University's representatives on
the Teacher Corps intern selection panel for Didcot and Rivertown. She coordi- 1
nates Teacher Corps activities for Didcot and Rivertown and like Colin Churc¢hill,
is in charge of the "Practicum for Teachers of the Urban-Rural Disadvantaged"
for her area of coordination. She spends 60% of her time on the Teacher Corps
project, as does Jennifer Ball. Colin Churchill spends 40% of his time on
Teacher Corps.
E Hugh Slaughter has a half time appointment on the Teacher Corps project 4
: Staff as Program Development Specialist. The remaining half of Hugh Slaughter's
} time is spent in Teacher Corps on the Community Component and the Volunteer Corps.
He is also writing his dissertation for an Ed.D. at the University of Pacifica.
As a Program Management Specialist, he has two major responsibilities: the
development of modules in instructional areas and community involvement, and

the coordination of evaluation activities. He has eXperience as a teacher, pro-

gram administrator, and teacher trainer in the South and Southwest.

Several of Beecham University's senior faculty members have agreed to 1
| devote one-sixth of their teaching time to Teacher Corps interns. Professor
| Michael Barna, Chairman of the Department of Mathematics of the College pf Arts
! and Sciences, teaches Teacher Corps interns and has developed instructional 8
| modules for use in teaching elementary school children mathematics. Dr. Oren

O'Kelley, Professor of Education, assists Teacher Corps interns with classroom

[PORE

observations, supervision, and training in language arts for disadvantaged

youths, while Assistant Professors, Dr. Edward Rlake and Dr. Sarah Spivey help

L
!

interns design reading modules and develop expertise in Children's literature. 4




Dr. Douglas Oglesby, Chairman of the Guidance Education division of
the sSchool of Education, devotes a portion of his time to Teacher Corps in-
terns, as do Drs. Matthew Ahern, (Elementary Area, School of Education),

Robert Maurer, (Psychology, Department of Psychology), and Judson Jeréme
(Guidance and Counseling, School of Education).

Two members of ethnic minorities also play limited roles in the train-
ing of Teacher Corps interns. Jesse Root, a Black instructor who specializes
in the educational problems of emotionally disturbed children, and Ramon Uribe,

a Spanish speaking specialist in community service programs and elementary
school counseling, have minor roles in the training of Teacher Corps interns.

Most of the front lins faculty members apparently participate in the 22
teacher Corps training project because it gives them access to resources and
on-line experiences to which they might otherwise have difficulty gaining 10
access. The consequence for the School of Education is that talented faculty
members who might otherwise be undertaking basic research - the kind of re-
search for which a School of Education gets a favorable academic reputation
and for which professiqnal advancements are most often granted -- are engaged
in operational research and training activities. Obviously, from the point
of view of Dean Warren, the Teacher Corps project is a mixed blessing.

A second limitation associcted with the use of academic faculty in
the training of Teacher Corps interns is the teaching style of these faculty
members. Although they are quite capable of discussing the establishment of 36
teaching objectives in behavioral terms, these faculty members are still in
the process of acquiring this skill. According to Corpsmen, the University
faculty often find it difficult to be evocative. Moreover, as front 1line
academics in the University, they have a variety of duties other than teaching 18
Teacher Corps interns. Consequently, they appear to many interns to be pursuing
their Teacher Corps chores unevenly - at times spending a great deal of time
preparing lessons and supervising interns and at other times preoccﬁpied with "
scholarly chores. Teacher Corps faéulty is talented, bright, and prowvides
much more aid and tutorial supervision than student teachers are normally
given, although as noted below, many Teacher Corps interns are still dissatis-
fied. None of this is to say that Teacher Corps Training at Beecham is inade-

quate.
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The bulk of support activities for the training of Teacher Corps
interns is provided by the School of Edurstion. However, the activities
of at least two divisions of the College of Arts and Sciences provide some
training for interns. Professors Barna and Maurer provide academic support
in mathematics and psychology respectively.
All of the College credit courses required for the MAT are currently
available to interns at the site of their teaching practicim. Thus, despite
the guidelines for preparation and submission of 1972-74 Teacher Corps pro-
jects which state that "the Teacher Corps program should not be isolated from
the réegular staff or students."* Teacher Corps interns are effectively isola- 26
ted from all other MAT students at Beecham University. Moreover, since the
two training sites are located approximately 30 miles apart and have different
foci, different courses are offered at the two sites. Hence, Teacher Corps
interﬁs at the two sites are also effectively isolated fram one another de-
spite the fact that there are some planned activities that bring the two sets
of interns together and in the spring of the year teams trade sites for a
short period of time so that they can broaden their practicum experience.
Although there appears to be a high level of linkage among federal
programs in the Thomaston schools, the Teacher Corps program at Beecham Uni=-
versity per se has no links with other federally funded programs. This is
the case largely because there are only a small number of "soft money" projects
in the School of Education.
The Teacher Corps training program at Beecham emphasizes the teaching
of elementary and middle school mathematics and reading, areas in which good 35
teachers are still relatively short in supply. 27
Beecham University was also one of seven "fifth-cycle" Teacher Corps 37
Projects participating in a special research project funded by the Na;ional
Center for Education Research and Development. As a result of this partici-

pation, Beecham and its cooperating LEAs developed a series of instructional

" modules which attempt to personalize behaviorally oriented instructional com-

ponents in mathematics and children's literature which provide for varying
entry and exit points, and individual pacing for each child. These modules

are prepared packets covering basic concepts and overall discipline designs. °

* Office of Education, U.s. Department of Health, Education and Welfare,
Teacher Corps Guidelines: Information and Guidance for Preparation and
Submission of Proposals for 1972-74 Teacher Corps Projects and for Their
Administration and Evaluation (March 1971), p. 65.
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Unlike most Teacher Corps training projects for degreed participants,
the Beecham project permits an intern to earn a Master of Arts in Teaching
and a temporary teaching certificate in one academic year and two summers.
The Beecham project is somewhat unique in this reéard, as wost similar pro-

grams take two full academic years for completion.

The Preservice Program

The Beecham Teacher Corps project begins with a preservice program for
all Teacher Corpsmen, team leaders and interns alike. The first phase of
this preservice program is a workshop for LEA team leaders. 1In 1971-72 this
workshop was four weeks in length, but it was not held over four weeks of
continuous time. Instead, it started with a series of short sessions held in
the spring and ended with a full week of intensive training just prior to the
beginning of preservice training for the interns. The 1971~72 workshop for
team leaders was longer than normal. Its extra length was justified because
(a) Thomaston was preparing its first teams to be in the Human Resource Center,
a new elementary school building designed especially for team teaching, dif-
ferentiated staffing, and open classrooms, in effect,:a.portal school, and
(b) this was Didcot's first year in the Teacher Corps program and they had no
previous experience with team‘teaching.

In 1972-73 the preservice workshop for team leaders will be cut back
to two weeks of intensive training just prior to the preserQice training pro-
gram for interns.

The preservice workshop is an important prelude to preservice training
activities for interns. fTeam leaders and team teachers are oriented to
group processes. The LEAs and the IHE cocperatively define and descrike the
competéncies, attitudes, and knowledge which the interns and team leaders will
be expected to demonstrate before they will be accepted inté the in-service

training phase. Finally, a special leadership training session is conducted

- by the Gestalt Institute.

The regular preservice training program is designed to orient corpsmen,

8
project staff, schools, and community to the Teacher Corps model of teacher 25
education. During this period of time, all participants are enrolled in the 29

program on a provisional status. The preservice experience is to provide par-

ticipants with instructional and exploratory experiences which prepare them to:

1o



i " (1) communicate with children and parents of low-income families as

1 individuals and in groups;

. (2) perform specific basic teaching skills; °

g (3) work toward problem-solving in team groups;

, (4) moctivate children of low-income families; :

? (5) direct their own personal i1earning in light of their new 25
role requirements; and , : . 29

f (6) analyze alternate learning strategies appropriate for themselves.

By the end of the pres .ice training pericd interns are expected to
! demonstrate that thev can perform those six basic functions.
Team leaders are full-time participants in the preservice program.

They assume instructional roles as part of the University teaching team for

intern training. ‘They have adjunct staff responsibilities at instructional
sessions, they evaluate interns, and they direct teaching teams and team
planning sessions for the mini-school experience.

The mini-school concept was instituted by Beecham University in the
summer of 1971-72. It is a small, special summer school program sponsored by
the participating LEAs for children Who‘require special attention. The session
i is staffed by Teacher Corps participants. The children attending the mihi-sshool are
t not necessarily the same children who will be taught by the Teacher Corps during
! ' the regular year. Thus, the arrangement permits learning to take place through
role modeling and by doing. It enables Teacher Corps interns to "get their
: feet wet" and to make mistakes without creating situations that are prejudicial
to their practicum experience. The field based mini-schools operated for thra.
of the eight weeks of pre~service Teacher Corps training in 1971~72 and will
operate two of the six weeks of preservice training for 1972-73 interns.

The mini-school is a vehicle for a variety of learning experiences for
| corpsmembers. initially interns observe teaching teams - consisting of
: university faculty, team leaders, and team teachers ~- diagnostic and tui-~
torial techniques, behavior modification, and other instructional techniques.
Later, they participate as members of feams and have an opportunity to develop
i teaching strategies and demonstrate teaching methodologies for both individual
! children and groups of children. Beecham University staff records these experi-

ences on video tapes and uses them for shared non~evaluative feedback and for

i : individualized evaluations.
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* NUMBER OF TEACHER CORPS INTERNS TRAINED a7 THE
BEECHAM UNIVERSITY PROJECT SITES

School Year " Number of Interns Number of Schools

in which the prc:vam
operates
THOMASTON
* 1966-67 15 3
1967-68 20 4
1968-69 15 . 3
1969-70 ‘ 35 6
1970-71 35 . 5
1971-72 12 1
DIDCOT
1971-72 12 2
RIVERTOWN
1971-1972 6 | 1

% As part of the Jasper State University Corps project.
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In addition to orienting corpsmembers and representatives of participa—
ting agencies and groups to the Teachers Corps model of teachers education,
the preservice program also provides an opportunity for interns to deselect
and for LEAs and the IHE to identify problems and test their plans prior to
i actual inservice training. During this trial period, interns can choose .to
drop out of the program without prejudice. ﬁy the same token, interns whose
progress is unsatisfactory can be counselled by the team leader or the Uni-
versity instructor. If satisfactory progress is not noted after counselling,
the student can be reviewed by a Deselection Review Committee. For those
i who are counselled to deselect, the University Placement Service is made

available. 1In 1971~72, it was anticipated in the Beecham University grant
{ application that four interns .would either drop out of the program or be

encouraged to deselect.

[T
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Team Formation

The Teacher Corps Program is required by law to train future teachers
in team groups. Team teaching, for the purposes of Teacher Corps, is loosely
defined as a team of teachers, interns and paraprofeésionals which is. directly
rgsponsible for necessary instruction for a group of students larger than
conventional classroom Size.

In 1971 the formation of teaching teams for interns assigned to Thomaston
and Didcot took place during the preservice period of the Teacher Corps project.
During the first four weeks of the preservice éxperience, corpsmen for Thomaston,
and Didcot worked together without regard to their preliminary site assignments.
During this four week period, situation§ were scheduled that encouraged corps-
men to get acquainted with oné another.

At the end of the first four weeks of-preservice training, interns were 2
asked to submit to the Program Director their preference for team membpers and
grade level assignments. Tentative team assignments were then made for the
mini-school team teaching experiences. The teams contained a team leader, two to
four experienced teachers, two teacher aides, and four to six Teacher Corps

interns.

These ﬁeams were then field tested in the mini-school. During this field
experience, the trial or tentative teams were evaluated. At the close of the -
mini-school permanent team assignments were made on the basis of the field .
experience and evaluation. The design of teams for the regular program Year
were different than those used at the mini-school (see illustrations I and I1).
Two or three adjustments in team assignments were made during the regulér

prodram year.
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Inservice Training

The program of inservice training for Teacher Corpsmembers participa-
ting in the Beecham University Teacher Corps project is designed to train
and retrain teachers by means of flexible models of teacher education which
are competency-based, pefsonalized, and' field~centered. Veteran teachers
are given an opportunity to update their Xnowledge and develop new skills
through inservice training, while Teacher Corps interns are being afforded
an opportunity to obtain a personalized teacher education in which learning
is fitted to their specific needs and learning rates.

Twenty-four semester hours of credit are available over a two year period
to regular teachers through the project. All of these.credit hours

may bé applied toward an MAT degree and special education certification, or
guidance and counseling endorsement.

Approximately 30 teachers and other school personnel are inVOlvea in
such retraining activities.

The instructional program for Teacher Corps interns meets the require-
ments for New Plymouth elementary teaching certification as well as the require-
ments for the MAT in elementary education. Interns are awérded eight semester
credit hours for their work in conjunction with preservice training. These
credits are granted for courses titled "The School and the Disadvantaged
Child" and "Introduction to Special Education".

During the inservice phase of intern training, on-site demonstrations
'and seminars are conducted and credits are awarded for "Language Arts in
the Elementary School", "Development Psychology", "Tests and.Measurements",
and "Math in the Elementary School" (in Thomaston or "Social Studies in the
Eiementary School”" (in Didcot). Credit is also awarded for the practicum
eiperience.

This program of instruction is capped with a full "ummer of academic

work selected by the intern and his guidance committee.
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ILLUSTRATION I

DIDCOT TEAM TEACHING DESIGN

LEA Coordinator

|

Team Leader

Master Teacher

2 Interns

|
—_——— - . _.—T

Master Teacher

1

2 interns

.
'
I
¢
i

1

Master Teacher

I

2 Interns

Approximately 100 Children
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ILLUSTRATION
TEAM ORGANIZATION, HUMAN RESOURCES CENTER (THOMASTON)

.5 Team
Leader
f
Master Master
Teacher A Teacher
/..- \‘.
/
! .
120 :
‘ CHILDREN. K o
Beginning s ; j Beginning
Teacher 1& MULT I -AGE ’ e Teacher
1 \ ° MULT | ~LEVEL _
' \
/l : ."" '
Urban T~ -~ N Urban
Corps / ” Corps
Intern ! Intern
Teacher * Teacher. *
Assistant Assistant

(Paraprofessional)

(Paraprofessional)

Student *¥* Student **
Teacher Teacher
Volunteers - T.C.

*Teaching Assistants (Paraprofessionals) will be available
in the Human Resources Center for teams subject to the
funding of a Title Il Proposal

¥%Student teachers will be placed on teams at the discretion

of the Director of the Human Resources Center.
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Work in the Community

In order to improve educational opportunities for children of low~

income families, all Teacher Corps members must spend time each week in 29
activities which "encourage, support, and develop education activities 37
beyond the regular school program". Such activities are to be planned and

undertaken with the active participation of parents and other community
members.

This aspect of the Beecham Teacher Corps intern's training and service
begins during the preservice program with an orientation to the community
to which they will be assigned. The orientation includes instruction on
procedures for developing and/or supporting constructive community activities
as well as examples of concrete ways in which the interns can begin to know
and work with the community. Community representatives made presenta-
tions and act as liaison persons for the interns during the preservice and
inservice periods.

During the fall of 1971, the interns in Didcot & Thomaston were involved in

an abortive attempt to organize a youth center. Later they organized and helped to
operate a day care center for working mofhers. The interns in Thomaston, on the other
hand, helped to organize block clubs, design and distribute a newslettef, and

tutor students. 1Interns at both sites meet with groups of parents on a monthly

basis to keep them informed about the progress and problems of their children.

They also make home visits to talk with parents and to offer suggestions that

may increase the academic growth of their children.
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Thomaston

Over the past twenty-five years, the shopping patterns of the residents of

3 Beecham County, New Plymouth, have changed significantly. As a result, shop-

i ping in downtown Thomaston declined sharply and commercial blight set in. By
the mid-1960's Thomaston's central business district was economically depressed
and dying, and the city's tax base was eroding. The decline of downtown
business alsc redistributed and decentralized political power in Thomaston.

] As an industrial, satellite city of Metropolis, Thomaston is basically a blue-

collar community. Its major source of employment are .Universal Aircraft

assembly plants and supporting industries. Twenty-five years ago a large
number of Universal Aircraft executives lived in Thomaston and took an
interest in local affairs. Over the course of the last twenty-five years,
however, the first generation of U.A. executives retired and/or died. They

have been replaced by a different generation :9f aircraft executives who do

ety

not have roots in Thomaston, do not live in Thomaston, and have only limited

interest in Thomaston's civic affairs. In short, they are "outsiders."

N

Like many industrial communities in the United States, Thomaston is ethnic-
ally heterogeneous. Approximately 26% of .Thomaston's population is Black, as

compared with 8% in 1950, and 17% in 1960. Racial and ethnic tensions are com-

mon in Thomaston. As a rule these tensions focus on schools and housing. For
i example, Thomaston Was recently the focus of racial disturbances which cen-
tered on busing to achieve racial integration in "Thomaston's public schools.
~ As in other American industrial cities, the Black population of.Thomaston
Z is clustered -- partly out of choice, but primarily as a result of limited
puréhasing power and a dual housing market that (a) restricts housing oppor-
Z tunities for Blacks and (b) confines éxpansion of the housing market for
Blacks largely to the edges of all Black neighborhoods. As elsewhere, the ~
| neighborhoods occupied by Blacks contain some of the oldest and most deterior-
ated housing in the city. About 20% of Thomaston's population lives in de~-
% ‘ teriorated and dilapidated housing. A large percentage of that population is
Black or Puerto Rican. |
: : Segregated housing patterns have resulted in the defacto segregation of
j Thomaston's public elemehtary schools. Since  Thomaston's oldest school build-

ings have been located in its oldest residential neighbnrhoods and these are
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the neighborhoods occupied by Blacks, the physical plants of the schools at-
tended by Blacks in Thomaston have been in serious need of upgrading. 2s

in other cities, racial insensitivity among Thomaston teachers together with
seniority fights and a shortage of Black teachers meant that until recently
the quality of education in all Black schools was inferior to that in all-
white schools. Furthermore, it favored middle-class, white values and modes
of communication over those of Blacks.

The Black porulation of Thomaston is more middle class and less militant
that of Metropolis, but has experienced increasing Black awareness and
visible Blacﬁ pride over the past decade. Despite aqrowing Black pride, Tho-
maston has not had the strong, visible, and vocal leadership found in many

Elack communities, at least until recent months.
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The School Setting in Thomaston

The School District of the City of Thomaston maintains 27 schools.
§ Nearly 24,000 students are enrolled in these schools. Approximately 30%
: are Black, 5% are Spanish speaking.

The Human Resource Center (HRC), where the Teacher Corps program is

TSN,

~ located, serves 1,500 elemeptary school children. Fifty-five percent of
these children are Black and 5% are either Mexican-American or Puerto Rican.
The school leadership in Thomaston is able and skilled. Hubert Matthews
has been Superintendent of the City of Thomaston's public schools for 19 years.
% He is the second highest paid school official in the State of New Plymouth. He
has a five year contract which is renewable annually.

Superintendent Matthews has also surrounded himself with talented and

skilled aides. In the community, . Victor Ayoub is perhaps the most

- visible of these aides. As School District Director of Community Action

Programs, he has been a prominent member of Superintendent Matthews' team

for the past eight years. During this period, he compiled an impressive

[

record as a "grantsman", community organizer, and program manager. As of
October 15, 1971, for example, he had already raised $4,121,397 of Federal

categorical aid for operations of the School District of the City of Thomaston

for fiscal year 1971-72 (see exhibit 1); still had the confidence of most of

l the city's Black community; and had developed and advanced a sizeable cadre

U

of followers within the Thomaston Public School System. Victor Ayoub's

cadre includes Gecrge Geiger (Director of the Human Resources Center), Walter

[,

Anderson and Hazel Sinclair (Principals at the HRC), and Shirley Wilson (the
former LEA Coordinator and now a direct employee of - Ayoub. In contrast,

* Mr. louis Filler, Assistant Superinténdent for Instruction and School Or_ganization,
and Mr. Peter Strawson, Director of Elementary Education, seem to be more

{ traditionally oriented school officials. Both are outside Ayoub's direct

| influence. They, not Victor Ayoub, seem to represent the dominant philosophy

! of the Thomaston Public Schools, although Ayoub appears to be making inroads.
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The Setting ‘and Strategy That Brought the Teacher Corps Project to Thomaston

By 1965 Thomaston's inner city elementary schools were showing serious
sings of physical decay. Like the buildings in the adjacent central business
district, these school houses were old and inadequate. Moorehouse School
was 69 years old, MacDowell, 67; and Pirelli, 75. All three schools were
overcrowded or in danger of being so. Furt rmore, Moorehouse and Pirelli
were predominantly Black and the Black community in Thomaston, as elsewhere,
was beginning to express its long felt concerns about the unequal education
it was receiving.

In the winter of 1965-66, the parents of Moorehouse Elementary School
students began to agitate for a new school. By early May, 1966, 256 residents
of the Moorehouse school district had signed a petition calling for a new
school. Armed with this tangible sign of support, the Parent and Teacher
Associations of Moorehouse and Pirelli schools initiated a meeting with the
School Board and the City Commission to press for new schools and better
education for the Black community.

The school crisis at Moorehouse had not been developing unnoticed by
Dr. Matthews. - In 1965 he had selected Victor Ayoub, principal of Moorehouse
Sschool, to direct the new department of Community Action Programs and Federal
Programs for the School City of Thomaston. In the fall of 1965, Ayoub's new
department initiated a "School Community Program," in the tradition of the
Claymore Fund's School Community Program in Ruckville, New Plymouth. Moorehouse
School was to be the first target for this program. While the parents of Moore-
house School responded favorably to the idea of a school community program,
they were more interested in a “new and larger school building and facilities"
for their neighborhood, and set about gathering signatures on petitions to make
their point.

Victor Ayoub of course, had deep roots in the Moorehouse neighborhood.

He knew the mood of the Moorehouse community and kept Dr. Matthews apprised
of that mood.

In the spring of 1965, Dr. Matthews and Mr. Charles Hudson, President of
Thomaston's Board of Education, flew to Midland, Catawba, together to the

annual meeting of the American Association of School Administrators.
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School District of the City of Thomaston
Office of Community Action Programs

CATEGORICAL PROGRAMS FUNDED FOR 1971-72 AS OF OCTOBER 15, 1971

. © TOTAL
% AMOUNT
! PROGRAM ' FUNDED
: 1. ESEA Title I
; Oral Language $396,290
' Community Services . 52,110
' Individualized- Instructional r~1194,300
! Program
Parochial 17,050 .
Evaluation & Administration 88‘778A . $748,528

} 2. Bilingual Education - ESEA Title VII 133,500
. 3. Exemplary Vocational Education 154,793
] .
4 4. Adult Basic Education 75,000
. Adult Education 210,000
|
i 5. Growth and Cady - Vocational Education 121,225
1 6. Career Opportunity Program - EPDA 247,000
: 7. Short Term Teacher Training Program (STBP) - EPDA 132,155
% 8. Urban Corps - EPDA ' 127,427

9. Head Start 203,339
! 10. Environmental Educatioan 9,700
i 11, Teen Mothers 37,155
} .
2 12, Other Vocational Education 173,672
E 13. Emergency School Assistance Program ' ] 276,703

14. Comprehensive Career Education Model 400,000
i ) . :
! 15. Section 3 of the State Aid Act 702,200
: 16, Vocational Education - Part C 369,000
}
- TQTAL AMOUNT ALL FUNDED PROGRAMS $4,121,357

RR/alk
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Aruitoxt provided by Eic:

En route, they discussed the condition of Thomaston's inner city schcols,
inciuding the rapid racial transition of several of them. During the course
of the conversation, they discussed the concept of an "educational park" for
these transient inner city school areas.

The "educational park" idea was r~ ar in the professional literature
of school administration at that time. .. seemed to both Mr. Hudson and
Dr. Matthewe that an attractive "educational park" might make Thomaston's
central city attractive enough to stabilize transient nei hborhoods. Con-
sequently, Mr. Hudson and Dr. Matthews decided to explore the concept as a
possible solution to the problems the Thomaston schools faced.

After returning to Thomaston, Mr. Hudson and Dr. Matthews talked to the
members of the Board of Education in executive session about the idea. This
executive session of the Board of Education led to meetings with officials of
the Claymore Fund and later with Institutes for School Research in New York
Jity. Finally( after a series of local meetings, Louis Filler, Assistant
Superintendent of Thomaston Schools, and Victor Ayoub met with the U.S. Office
of Education in November, 1966, to explore similar projecté and to discuss
possibilities for federal program support. Later, Ayoub spent two full days
in the U.S. Office of Education, reviewing educational park programs -upported
by Elementary and Secondary Education Act, Title III funds. Likewise, the
State of New Plymouth Depariment of Education was also contacted several times
during this period.

These meetings in the U.S. Office of Education ultimately resulted in
(1) an application from Thomaston for Teacher Corps funds, and (2) the incor-
poration of many of the educational innovations that are associated with Teacher
Corps into the physical plans for the proposed educational park. The Office of
Education and the Teacher Corps Program, however, were not the only forces that
helped to shape Thomaston's Human Resources Center (HRC). The evolution of
Hubert Matthews' concept of an educational park that would simultaneously re-
place the inadequate school buildings serving Thomaston's Black community and
stem the exodus of white families from Thomaston into the concept of a multi-
service center (built around a K-6 elementary school) offering several neigh-
borhoods a comprehensive package of social and economic services is a complex

story beyond the scope of this report. Suffice it to say that the HRD took five
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years to plan and finance and two years to build. Over that period of

time a host of local organizations and agencies, two large foundations,

and two Departments of the Federal government -- in addition to the archi-
tects and local school leaders -- helped to determine the final design of
the HRC.
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Team Teaching and Differentiated Staffing in Thomaston

The first cycle Teacher Corps project introduced team teaching to
Thomaston. Prior to 1966, the Themaston Public Schools had no formal experience
with team teachirg. The introduction of team teaching was seen as an effort
vo make urban education more relevant. It was seen as a start toward making
hoth individualized and droup instruction more meaningful to elementary
school children attending Moorehouse, Pirelli and MacDowell schools.

The early experience with team teaching was mixed. Thomaston was the
most remote outpast of the Jisper State University Teacher Corps project. Its 18
personnel were inexperienced in team teaching and no£ always readily available. 34
Moreover, there was significant resistance to educational innovation both
within the school administration and ~mong classroom teachers in Thomaston.

This natural resistance was reinforced and perhaps even exaggerated by
the substitution of Teacher Corps interns for certified teachers. Indeed,
the teaching teams have rarely been at full strength in Thomaston. Without 16
question, these policies have increased classroom teacher skepticism toward
the innovation and have fostered opposition to team teaching. Furthermore,
veteran teachers and estaplished school principals became especially resistant
to team teaching as the teacher shortage began to disappear.

The shift rof Thomaston Teacher Corps IHE support from Jasper State University
to Beacham University altered both the team teaching model and the tyr2 of
auxiliary Support available to the project. Initially, the shift from Jasper 25
State to Beecham was made so late in the summer of 1969 that the preservice
program was inadequate. The amount of classroom supervision and support pro-
vided to Teacher Corps interrs was also inadequate for many ccrpsmembers.
However, by the second year of Teacher Corps training most of these problems
were under control, and the Teacher Corps model became a much more cooperative
venture between Beecham University and the Thomaston Public Schools than it had
been between Jasper State and Thomaston.

The Beecham University team teaching model introduced differentiated
staffing, greater participation of Thomaston School "administrators in the
selection process, behavior modification, and a lessening of teacher centered

instructional models. Team tcaching became more evocative and less didactic:



more sensitive to individual differences; and more open-ended. However,
Teacher Corps resources ‘seemed spread too thin to have maximum impact. In
1969-70, Teacher Corps interns were serving in five Thomaston elementary
schools and one elementary school in Inkster, and in 1970-71, thev were
servina five Thomaston elementarv schoois.

In some of these elementary schools the program was isolated from the

rest of the school. The principal and the faculty alike resented the "experi-

ment". Often key parents shared the teacher's views. They resented having
their children used as "guinea pigs". 1In other schools, team teaching was
identified with "poor people" -~ most of whom were Black. In these schools,

the project was associated with integration and racial change.

If the innovations represented by team teaching had been quick to show
positive results, the resistance might have melted away. This, however, did
not happen to the extent some anticipated.

The opening of the Human Resources Center together with new Teacher Corps
quidelines that encouraged projects tg concentrate or focus their resources
permitted the Thomaston.site to concentrate all of its Teacher Corps interns at
the Human Resources Center.

The Human Resources Center was constructed for team teaching. Its open
space design and its learning centers (combined mini-libraries and audio-
visual centers) réquire coqperative teaching and differentiated staffing
throughout all but a small part of the building. The shift of young children
from three elementary schools to the HRC and the training of appropriate staff
would not have been possible without the supporting resources of Beecham Unji-
versity and the Teachers Corps program. Although the opening of the HRC was
complicated by Court-ordered integration ané consequent last minute changes in
plans, the HRC js operating at least as sat “actorily as any school in the

district.
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Didcot

The Didcot und Rivertown Community School Systems are located just beyond the
Metropolis urban fringe, and scem likely to experience an influx of commuters ovar

the course of the next decade. At the present time, the Didcot Community School

System maintains a K-12 educational program for 1,520 school-aged children
who live in the 135 gsquare milr district. Ten percent of these children live
in homes where English is the second language. Nearly all of this 10% are
Mexican-Americans who have recently settled out of the migrant stream. The
system operates three school buildings at two locations. The High School
(gradc: 9-12) and the Elementary School {(grades 5-8) and the bus garage s™are
the second site. Both sites are located adjacert to the main section of the
Town of Didcot (1,800). The sites are within easy walking distance or one
another, being only three blocks apart.

The Elementary School and the Middle School are currently involvéd in
the Teacher Corps Program for the first time. Two teams of interns are
operating i~ each of the tw¢ schools that are involved.

As in ' Thomaston, the school leadership in Didcot is able, skilled and ex-
perienced. Leonard Stew:rt has been Superintendent of Schools irn Didcot

for 8 years. He had been a teacher in Didcot for several yea~s before leavina

and then returning t- become Superintendent of pidcot Schools. Over the course
of the last 6 years, he has not denied a single request made of the Didcot

School Board.

Under the able direction of Mrs. genevieve Thrash, a former countv sunerin-
tendent of Schools in the pidcot area, Leonard Stewart has leé@ the Didcot

schools in an active search for Federal funds. Over the last 6 years they

have become polished grantsmen. Superintendent ciewart has also deveioped

his own cadre. Chief am: .is cadre is ders ¢ross, principal of the
Elementary school. Mr. Gross is =ctive in t - irot community and hias held
several offices in the local Kiwer:¢ Zlup, whish is the,community>organization
represented on the 1971-72 grant application of Teacher Corps funds. Neal Cas-
sidy is the !Middle School Principal. Fertha Lennon is the LEA Coordinator

and Joseph Ryder, a former Teacher Corps intern in Thomaston, is a key team leader
, in tre Didcot Teacher Corps Program.

ERIC

Aruitoxt provided by Eic:
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Schorl Setting in pidgot

Leonard Stewart has been working toward educational change in the Did- 9
cot Schools since being hired as Superintendent of Schools in 1964. 1In

1965, he attempted to move toward non-graded elementary education with *‘*e
assistance of ESSA, Title I funds. The use of.these funds, however, was re-
stricted to lowlincome families and the tracts that were involved in the 34
non-graded experience soon got a bad reputatioh in the Didcot Community. '
Parents demanded that their children be placed in traditional classroom
settings and ultimately the experiment was dropped. In 1968, he attempted

to bring abou. a total curriculum revision, but could not obtain the
necessary resuurces.

When the Teacher Corps project was introduced into Didcot, a great deal
of groundwork was laia and no special attempt was made to segregate low in-
come children from the other children in the choice of the classrooms selec-
ted for pérticipation in the Teacher Corps Jexperiment". Superintendent
Stewart persuaded some of the most respected teachers in the school system to
act as Master Teachers, and he gained the suppoft of Didecot's Kiwanis Club (the
most influential organi-ition in town) for the program. Conseilently, when
the Teacher Corps project was introduced, it enjoyed a degree of teacher and

community support it was never able to achiewe in Thomaston.

Subtle influences have also favored the Teacher Corps project in pidcot.
Beecham Staff appear to be less tense, more at ease, when dealing with Didcot staff,
interns, and parents thar when dealing with Thomaston staff, interns} and parerts.
The children in the Didcot schoo.s seem more like childAren with whom Beecham faculty
are fami.iar. They seem more trusting and respond more visibly to Beecham methods
than many of the children attending the Thomaston Human Resources Center. The value
systems of Dident students and their role models aré more in keeping with those of the
traditional classroom teacher. Finally, njdcot has smaller class sizes and a

more intimate envirormental setting than does Thomaston's HRC.

The classroom experiences in Didcot were better organized and less adult~-
oriented than those in Thomaston, but neither set of classroom experiences was
either non-directed or individualized, although theyv avpear to he movj_ng toward

these goals. Nor did the open space environment of Thomaston's Human. Resources



center lead to different results than Didcot's traditional classroom set=
tings. The major differences between the two sites were (a) the amount of order,

and (b) the amount of visible lesson preparation exhibited by Corps members.

In neither case were Teacher Corps interns mature enough or knowledge-
able enough to be catalysts or inf uential change agents. At both sites,
the interns were interested in what they were decirng and critical of tradi- 23
tional classroom teaching. But, they simply did not know enough about bu-
vaucratic organization; the people and the circumstances they were dealing

with; or pedagogy to bring about meaningful charnge.

The Teacher Corps project seems to have kept Superintendent ! Stewart's dreams of

curriculum revision and educational change alive. He has consciously

avoided the problems that grounded his previous efforts to improve the

quality of Didcot's education, but it is too early to determine if the Teacher
Corps project will help to bring about fundamental changes in schooling in

this rural community.



Inpact on the Local Education Agencies

The most significant problems tha£ face the LEAs seem almost untouched
by the. Beecham Teacher Corps project Thomaston, it would appear that the
unwillingness of the white population to live with Blacks is the fundamental
cause of problems in the schools. The effort to develop an educational park,
that would act as a magnet to hold families in a neighborhood, has not worked,
and it is doubtful that the late timing of the HRC was a2 sufficient cause of
this failure. This most basic problem of de facto segregation and racially
changing neighborhoods is ignored by the Teacher Corps program, and nei :her
the HRC nor Teacher Corps seem to be able to effect change at such a central
point.

Instead, both of these projects seemed to be used to "buy time" by defusing
dangerous situations. Yet, once purchased in this way, it is very unclear
what the time was used for. No immediate .institutional or social changes were
made; de facto segregation continued. When school boundaries were adjusted, due
to the imminent opening of the ﬁRC, integration in Thomaston was actually reduced 37
rather than increased. This practice was challenged in the courts by a

Teacher Corps intern, and the case was won. Yet according to the attornuys and

Plaintiffs this action was taken without the knowledge or approval of the Beecham

University Teacher Corps project management. Indeed, the Corps member, Mrs. Mary

Lee Dimmock, did not ent&r the teaching profession after leaving the proqram.3
The Teacn3r Corps program, of course, was not designed to bring about 13

changes in the social infrastructures of local communities or to address

specific issues like racial polarizatioﬁ. It was designed to "strengthen

the educational opportunities available to children in areas having

concentrations of low-income families, and to encourage colleges and

universities to broaden their programs of teacher preparation.”" The idea

was that new styles of classroom education and bette . qualified, better

prepared teachers would make classroom education more reievant for

"disadvantaged" children. As a corollary, more relevant education would

permit these children to succeed by the standards of the dominant culture.

The stated problem sas the educatio). pnor childien were receiving, not the

3. Johnny Jones, a minor, by his mother and next friend, Mrs. John Jones, et al.
vs. School District of the City of Thomaston, Inc., et al. ¢ Civil Action
No. 11111, vs. District Court, Eastern District of New Plymouth, Southern
Division., Filed April 1, 1970.



problems of the objectives of that education, or problems o: tle society
which established those objectives. The problem was not perceived to be
racial discrimination, dissatisfaction with the status quo on the part of the
community leadership, maldistribution of resources, or ineffective educational
bureaucracies.

Given *the problem addressed, the Beecham Teacher Corps project has
brought about the intended changes in the style and even the content of
schooling in the classrooms it serves in Thomaston, Rivertown, ar. ' Didcot.
Thomaston's classroom environment is open. Differentiated staffing and
teams of teachewrs provide both individualized and group instructicn., Con-~
tinuous progress is possible for the children assigned to the Human Resource
Center, and modular instruction is making inroads. Yet, the consequences of
such innovations do not appear to be systematic. However, it may take four
or five years before the results ot Teacher Corps innovations can be adequately
measured, and there remains a possibility that broader community impacts will
take place. At this point, however, new staffing patterns, curricula, and
concepts of instruction do not seem to deal with the primary problems faced

by young children of low-income families.

In bringing zbout what changes have occurred, the leadurship at the
*thfee cooperating educational institutions i volved in the Beecham
Teacher Corps pr.ject exhibit some similar characteristics. First,

there was a continuity of leadership prior to the introduction of

Teacher Corps, so that the project could serve established goals of respected 17
and responsible administrators. Second, these administrators all appear to be
highly skilled in dealing with school pclitics and school bureaucracies, able

23

to accommodate multipie goals and objectives and proemete the . .stroengest
characteristics of their institutions to the outside world. In other

words, they might be characterized as educational entrepen2urs. Finally,
the Teacner Corps project itself could serve as a vehicle for providing

out .de rewards for those within the system who stared a number of strategic
and organizational objectives: the project served as an incer.iiv 5 promote

pre-existing objectives for change.
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These charagteristics undoubtedly =znabled this projesct to meet the prescribed
milestones for the educational innovations supported by Teacher Corps. That
these characteristics existed before the Teacher Corps project, suggests that 17
Teacher Corps has supported the leadership in biringing about th: chaages intended,
and that the success of the projec’ iz a function of the congrisnce Letween leaders’
goals and Teacher Corps goals. Whether such sucéess has impact on communities, or
in fact, is a measure of educational change, remains ambiguous. The fact that
the Beecham Teacher Corps project has met its interim éoals and continues to 30

support the intended innovations at the participating institutions is relatively

clear.
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THE EDUCATIONAL LEADERSHIP PROJECT - COTUNKET

Introduction

The Educational Leadership project in Cotunket is characterized by
its leaders, participants and schmol coord: nators as a mutually satisfying
operation in linking the University of Catawba in Cotunket, and the
Cotunket Unified School District. Although a large number of tactical
decisions and activities went into such a relationship, and it continues
to develop and change, it is that two previously divorced, nccasionally
antagonistic, and traditionally separate and distinct institutions are now

locked together, which .substantially conditions #any comment on the project.

Background

The emergence of inter-institutional cooperation followed an indepen-
dent assessment of needs and resources irn each insfitution. UCC underwent
such an assessment with the appointment of Dean Joel Housman and of a large
number of new faculty three years ago. Dean Paul Temple and Professor David
Pierson were particularly concerned with urban education ard the extension
of the university into new training and service activities. Pierson had
been familiar with BEPD's leadership training branch two years prior to
submitting a proposal for the first year project. During his Bascomb
Fellowship, he had been a resource person at a meeting of the National
Advisory Panel., He had also made a presentation during the fellowship at
Westminster University on a training strategy for urban administrators in
which universities and the large urban school district of metropolitan
areas would work cooperatively. Finally, Pierson turned down an opportunity
to work at O.E. in the P™PD and returned to UCC.

A’ abnmut the same time of Housman’s* appointment to the deanship
at UCC, the schHool district appointed Klaus Ritterf* who assumed respon-

sibilitv for staff development and appointed a Staff Development Task Force.

*
Houcsman has beer: ::° UCC for more than a decade.

*x
Ritter just retired after four years in ti » Cotnket School District.
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<t Task Force developed a district-wide plan, which included the training
anc. upgrading of school administrators. The plan was then shelved due to
external pressureson the district - court ordered desegregation, a teachers'
strike, and subsequent decehtralization.

In 1969-70 the district split into four adminiotrative zones, and
in 1970-71 plans were made to break into twelve administrative Areas. One
of those Areas, Area K, came under the leadership of the Head of the Staff
Development Task Force, a former Asgistant Deputy Superintendent and UCC
graduate. Another member of the Staff Development Task Force was hired as
a program coordinator for staff development in Area X for the three year
project. They joined the new central office of the "decentralized" afea,
and, in cooperation with UCC project personnel, proceeded to initiate
an Area plan for staff development which could serve as the model for the
district. _ '

During the planning year of the three year program the problems of
initiating cooperation between a university and school system emerged.
Applying information gained through what was essentially trial and error,
the framework was formed for the second year's success. According to the
participants in that demonstrétion, including most of the current staff,:
mistakes made then yielded more informed and creative solutions.

During the 19¢3-70 academic year, the UCC Graduate School of
Education (GSE) was undergoing curricula change in nearly all of its
specializations (the GSE does not have a departmental organization, i.e.,
Dept. of Curriculum, Administration, etc.). Moreover, several new special-
izations were submitted as proposals to the GSE Educational Policy Committee.
One of these proposals was prepared by David Fierson, then Chairman of the
Administrative St specialization, and colleagues from administrative
studies énd other specializations within the school. The proposed
specialization dealt with the training of educational administrators

#xclusively. For urban schools, a departure from the more general

’

iencz»tion of administrative studies.

[

Shortly aft . the approval of the specialization in urban educational

4

(,_



i
H
H
i

policy and planning, Professor Pierson and Vice Chancellor Dr. Felix Ungar
(also a Professor of Education) developed a proposal to secure fellowships
for the new program. The BEPD guidelines for the 1970-71 academic year
stressed a variety of potential recruits for such programs, includin -
teachers, as well as non-teachers, candidates with no school experience

as well as experienced educators, young as well ad mid-career fellows

and multi-ethnic balance. The 1970-71 project differed greatly from the
city-university projects that followed. For it was during the 1970-71
academic year that the leadership training institute (the National Advisory
Panel) recommended new guidelines encompassing university-school district
cooperation, multi-year funding, a more targeted emphasis on areas within
large city school districts.

Thus a second proposal was prepared jointly with Cotunket school
officials during winter and spring 1970. Series of meetings were held with
the Deputy Superintendent, directors in charge of federal programs, the
Staff Development Task Force, zone superintendents and, ultimatély, the
Cotunket Director of Federal Programs and the UCC Preject Director met
with a Board of Education subcommitte¢e and the Board of Education at an
official meeting. The Board approved the¢ joint program which began fall
1971 for three years ending June, 1974.

This program was approved by the BEPD and constituted a new project,
as distinguished from the first year project. 1In fact, several similar
projects were discontinued across the nation to permit the concentration
of a large proportion of leadership development funds from BEPD in six
larde metropolitan areas,

The goals of the 1970-71 project wire largely institutional. 1In
recruitment tactics, curriculum building, and expression of an urban - and 30
local - briority, UCC was attempting to develop a strategy of plannea
change, both for the district and the Schobl of Education.

Working somewhat independently of the district and state education
agency, UCC's program recruited mincrities and recent college graduates

with or without experience in teaching. The state requires three years of



teaching experience to get a state administrator's certificate. The nature
of the 1970-71 guidelines resulted in some recruits who had no experience

in the public schools. Morecover, final approval from BEPD came in late

May and was followed dircectly thercafter by a teachers' strike. Yet,
Cotunket staff members attempted to notify its teachers th:ouqh its housc
crgan about the UCC project. Pecruits for the first year project

varied from a social worker from ur.: Department of Social Welfare, a teacher
of two year's experience in the Cotunket district, an Associatc Director

of the Asian American student center of the University, to a former prin-
cipal of an urban school, a former parole officer with six years of teaching
cxperience and a therapist from a hospital for the emotionally disturbed.

On the whole, this strategy seems to have been accidental. Although
the range was intended, some of the trainees expected to become principals,
and some were disappointed that state credential and Cotunket school district
personnel regulations would not permit it. This oversight does, however,
demonstrate the orientation of the University-based planners; they attempted
to recruit change agents from a variety of social service agencies and with
experience and skill in having impact on bureaucratic agencies from the in-
side. It also demonstrated that more contact was necessary with the school
district. 1In spite of their lack of familiarity with issue., personnel, or
politics of the Cotunket district, the University had planned elements of
a program to impact on that district. Clearly, other elewnents were nec-
éssary.

The first year also set a curriculum which, although changed in
part, remains the main University contribution. That curriculum is a
mixture of policy and planning, organized through an umbrella title: Urban
Education Policy and Planning. That special program remains separate from
the Specializaticn in Administrative Studies, and is designed as ar inter=-
disciplinary specialization, drawing from several schools and departmerts,
but primarily within the School of Education. Its major thrust is to
develop a range of services to inner-city schoouls which would focus a

variety of talents available in the University. Its efforts are channeled



through the areas of policy - which deals essentially with the politics, 28
environmental and bureaucratic, and has a tactical rather than theoretical
orientation - and planning which deals primarily with data analysis and
forecasting, (a closed systems approach) as well as with strategic planning
in uncertain organ.zational epvironnents (an open systems approach).
Recruits in the first year project were brought into the School
of Education as full-time graduate students, were involved in a full course
load of three courses per quarter, and were placed as administrative interns
for one-day-a-week in two quarters. The courses included new material in
policy and planning, as well as a number of electives from the existing
curriculum in several specializations and departments in and out of the
School of Education. Nevw courses were piloted _n that fi: year, to bhe
institutionalized in succeeding years. The internship itscir was a pilot,

and open to chinge.

In the first year the internship was project-oriented. 'fhat is, t% . 25
trainees worked in the central area offices and schoole within the schocl %6
district on a project designed to develop research skills and provide a

9

service to the school district. As a by-product, the project was also
designed to demonstrate the utility of awplis. :-. - h to t! ' school
district  "he priority given to academic approac:=s to projecis was
demonstrated in the schedule - which included one day a week with the
district - and the supervision - by university staff. In the first year
the internship was an extension of other curricular changes, and served
more to test academic skills in a real setting than to provide a service
to the school system. Trainees in the first year tended to build upon
their experience: those from the district worked on problems they had
noted in the schools - vandalism, discipline, cufriculum, bond campaigns -
and those not from the district worked on problems they had noted in
relating to the schools - the politics of special education, the links

with small minority communities in the city.



Development of the Current Program

Several lessons from the first year project were translated into
specific re~design decisions which are represented in the current design
of the project. 1n working with the Cotunket Unified School Pistrict,
project personnel became increasingly aware of tne issues, concerns, and
personnel constraints of ity client district. This awareness was translated
into a new design for the pre-snrvice internship, a more careful and planned
system of recruitment and placement upon graduation, and a more narrow
focus for pre-service candidates (mid-career candidates were involved in
a somewhat more varied experience) on one specific job category, that of
the vice-principal. Rather than a program in school administration, the
federal program and its local project became a city-university project.
The Director, staff, participants, and LEA respondents noted a number of
major shifts in the program's orientation, linked to the shift in weight

of the practicum experience:

) increased role ~° the practic.rgy ~r® - 9ale ir a5 rgorow
T talt and s opir-ipal

° T VL - 2w e ThEYEr toviae L L opp ing
i ne fo exte -ervice t. inner -it; princ .zls;

° ium..ssed autonomy :or trainees in operationalizing their

relationships with the school system and principals;
) increased emphasis of "policy" over “planning" in the overall
design of the program,
Eacnh of these changes, it would Seem, represent strategic decisions.
Those decisirns were not exclusively reserved to the University. They do
reflect, however, an attitude at the University which continues to pervade
the project; increased cooperation with the stricture of traditional
procedures, in order to place, recruit, and train personnel who will, in the
course of their training and thereafter, effect incremental changes in
Cotunket inner city schools. Whether this strateqy is strictly enforced

is another question {discussed in detail below) but, in any case, it was



expressed by virtually all respondents,.from all groups and constituencies.

Perhaps it is appropriate at fhis point to highlight another change
from the first year's project. The role of the community in that first
year was in planning and in selecting the trainee. A committee, consisting
of community and university personnel, was responsible for the initial
selection. - Those selected then were reviewed by university graduate
admissions and were admitted - none were provisional - see OE Report for
selection criteria -~ depending primafily on undergraduate grades. The
community committee continued to meet with overall policy groups through
the first year of the program. It has not met since. Staff and parti-
cipants express a need to involve the community in Area K, but that need
has not been fulfilled by the program as a whole, although individual
trainees are active in implementing a number of forms of community parti-
cipation. Any conclusion as to th: exact degr. : or range of community
input to the project would be prema-ure, yet zu this point, the community
has little, if any, input in any formal way.

The first year project was, .n essen: a speci:l gradu: =- - gram
for M.A. and Ed.D. candidates in urb:n educat .nzl admisistratic ‘ruite
came from a number of different sources; the curriculum was diff.ren;  than
traditional curricula primarily because it included new - but still primarily
academically oriented - courses; and the school-university tooperation was
limited to a two quarter, one-day-a-week internship.

The three year city-university project has three m1jor sub-programs:

1. Mid-Career Training Program: During the first year of the
thee year project, this sub-program is expressly for Area K
administrators (principals and vice-principals). The overall
aim of this effort is to provide these administrators with 28
additional skills in educational administration and in the
uses of applied research methodologies in management. The
program also provides an opportunity for these administrators
to interact with each other, within the framework of seminars
exchangiig experiences and ideas with regard to developing
theorics in education innovations. The last two years of
the project will recruit candidates from inner-city schnools
on a district-wide basis.




2.  Pre-Service Program: The majority of the program participants
are in this program. Most are M.A. candidates in educational
administration, and have been recruited from various areas in
the Cotunket system. The operational aspects of the program
include an internship of four days a week for two academic
quarters in elementary/secondary schools in Area K. 1In
addition, the students are expecter tc co through a curriculum
substantially different from the first year project. The
new curriculum contains a leadership training laboratory, a
course designed specifically for the inner-city urban admin-
istrator, as well as introductory work in policy, planning
and research.

3. In-Service Staff Development: This sub-program was designe:
and planned ‘jointly by a steering committ: = of principals
and vice-prir :ipals from Area K, central c:fice and area
personnel, UC professors, and project per:onnel. Second
year trainees ~f the project assisted in or-anizing and
administerina workshops. The workshops are attendesd by betuecn
90 and 100 admiiistrators in Area ¥. Two main themes are st. ‘f
relatiors and community relations (:°d the advent c* school-
community advisory councils).

The largest element cf this tri-nartit orranjemsrt is the staff development
crogram wioh S0-10  administrators; the second :rrgest is the pre-service
element wich ten fully funded trainees and the Mid-Career Fellows numbering
eight.

As described by Mr. Anthony Mayer, Coordinator of Federal Programs
for Cotunket, this split into three components allowzd each institution
to maintain its own "turf", while it also made avajlable the resources
of each institution to give credibility and authority to the mixture. The
University got a funded doctoral program, with recruits from the district;
the school system got a funded in-service staff development program, with
staff from the project; and the future administrators got visibility to the

district, training from the University, a degree, and state credential.

Interinstitutional Needsg

The Cotunket City Unified. School District is 710 square miles, with
an annual budget of over $800,000,000. A program which trains ten, or one

hundred, or one thousand staff members would lhave limited impact. The



University of Catawba a* Cotunket is in suburban-like Westwood, bordered by
wealthy residential areas. A program which wpuld recruit ten, or one
hundred, or one thousand part-time graduate students would have limited
impact. Yet the planners at both institutions articulate a need for
substantial change in their institutions. The Superintendent of Area K

stated the nea2ds clearly:

"The major problems in Cotunke  are tic same as :hey
are anywhere, and they are sor:-t1ing .. ke this:

1. We have not found a way t lose -ne gap beween the
effectiveness of educatic or poor and minc. ity people
and that of upper middle &-% suburban pecnle. And we
don't show any promise of .osing the gap. We're still

doiny what we were doinc . : - years ago.

2. d4e hzve a large bureaucrz:.z struc=urs wi 1i- wacoh it
-s d.fficult to Srinc =ho:t :ffectiv edu.. o~ -~- all
stud--nts.  That . ends ol to amaitr chtsialnt to
1mpr: 'ing urban oduce . . ..long with this we have always

had - 11s enormous constriction of finances - at the State
level ~ categovrical level - which still has not served the
purpose for which it was intended, and local taxpayers,
not willing to pay for education."

These needs in the district parailel those in the University. The
Vice Chancellor of Academiz Programs at UCC, Dr. Felix Ungar, who is 2lso

an instructor in the Urban Educational Policy and Planning Program, stated

those needs with equal clarity:

"I think it is a necessary program to bring injtial changes in the
University - particularly in the way it serves the community.

When I look at all the special programs for minority kids - they
have always been done as an appendage to the University, not
attached to the mainstream, tying in professors and other resources,
which would al’ow for change within the University. I see this pro-
gram as a step in that direction.

We should be very realistic of where we want to go and how we are
going to get there. I see this program as having impact in several

places:
1. In designing a new relationship with the school system.
2, In forcing the School of Education to examine its own

priorities, to make room for programs addressed to the problems
of local schools.



3. In forcing the School of Education to see the educational: needs

of the community as a concern of the entire university.

These needs demonstrate where the program came from and where its
planners hope it will impact. The university has its cwn needs for inter-
nal change, and thcu needs requi * links with institutic-s outside, inde-
pendent, and respons. '@ to other ‘sues. TL schcol sys ™ also has a set
of needs, and to aci on those neec: the system must seek ‘trong links with

cther instituticns.

“he ways the pr-ject is respc-iing to these needs iz .zst 1llustrated
- a :oscription of vhe substance -nd nature o its thiee ciwconent sub-
5gr s,

=vice rogram

In Pound Elementary School (83% black, 13% Spanish-speaking), in
Richland Hills and a feedér school to Richland Hills High School, Carol
Kiparsky, a pre-service intern working as assistant to the principal for
three weeks, initiated a series of electives in the upper elementary
grades. In Ramsay Street School (85% Chicamo and black), also in the
Richland Hills comﬁlex, Gertrude Leinen, another pre-service intern,
has completed an inventory of compensatory education materials and
discovered rost materials in an unused closet. In Glover Boulevard
Elenentary School (73% Chicano), Rose Dumont, in the course of preparing
publicity about the school, has reviewed the activities of all the
teachers and helped them prepare statements about their most creative
or successful projects. ‘

The strategies used by these pre-service interns reflect their
prev1ous experience, before joining the project. Carol Kiparsky was a
curriculum coordinator, with seven years of teaching experience; Gertrude
Leinen was a teacher for seven years, two of which were spent in another
school in the Richland Hills complex; and Rose Dumont, a teacher for
nine years, had also worked in public relations and social work. This

reflects a design of the project: select for strategists, those who
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have proven ability to work in schools independently and creatively. 30
As & deliberate policy, the Pre-Service Program Head (J. B. Johnson) 31

and his staff chose the pre-service interns to achieve credibility within

the system. He explained his deciéion as a strategic move to prbmote

cooperation with the principals and, ultimately, the district, as well

as a way to ensure the cooperation, or at least avoid confrontation, with

the principals' associations. Yet the policy, as the program head and

some participants readily note, runs the risk of selecting particir nt:

who would, over time *ma . . .. a spec’. rrogrxam move into i:he same

slots which this program is designed to open. Yet this risk is well

known - tothe Program Head, to the University, to the-district, as well as

to the interns themselves. Perhaps it is because of this knowledge that

the interns are effective in making incremental changes, slight but

significant impacts on their schools, although they operate well within

the rules and prccedures est hlished as district and Area policy. And 32

perhaps this is the reason that the mission, or energy, or change strategy,

is most apparent in their daily operations.

This remains a major contention within the project: how close to
acceptable by regqular channels can the project become, yet maintain its
innovativeness or its goals for changing the schools. Several of the
Staff Associates, participants in the first year's project, argue strongly
that the three year project represents a retreat, a withdrawl from any con-
frontation with the school district before that confrontation becomeé apparent.
Such a direction is also reflected in the three year project's withdrawal from
community organizing, or supporting the organized community in Area X.

To return to an earlier example, one intern noted a teacher of a special 18
class who, although with a 90% Spanish-speaking group of students, does

not speak Spanish; another noted that she is the only Black administrator

or semi-administrator, in a predbminantly Black school, and a third,

assigned to opening the mail and distributing publicity, is well aware of

the superficial triviality of her assigrments. Yet none have confronted

the major issues in their schools, head on.

11



In each of these examples, the interns chmse to accept conditions
which are opposite to their knbwledge of what their role is supposed to
be. They explain such an acceptance in terms of "practicality", "pragmatism”,’
or "survival". Yet the disrarity'between expectations and reality, between
the designed role for administrative intern and, on occasion, assistant
secrctay; tc an overworked principal, has generated a tension within the 18
project. Some participants argue that such acceptance is what the project
is designed to attack. Others claim that the projeci is designed to
defuse opposition beforc problems arise.

In express;ng such a polarity the complexity of each person's
position gets lost. In fact, the staff, participants, director and

assistants, and those in the school system each approach this polarity

with slightly different agendas. The Director is cormitted to, among 33
other goals, a goal of cooperating with the district. His staff has gi
a similar commitment. Because of a similar orientation in the leadership 22
of the Area, this goal is possible. Yet the Area's goals must be gg
distinguished from the goals of the interns for the difference is very 16
significant.

The Area leadership is new, appointed only in the spriﬁg of 1971.
Lloyd Tutt acknowledged that to a significant extent decentralization has
not yet become visible to local schools, principals, and parents. It
seems imperative that the leadership of Area K must, just as the
university must, develop the confidence of that local leadership. There-
fore, although the university and the Area leadership may cooperate
effectively - to develop this and other programs, to place and supervise
interns, and to select, train, and provide assistance to a variety of
trainees - neither ¢rour has been working for very long in the schools
in this particular area,1 and both are particularly eager to establish

their visibility, credibility, and responsiveness.

lsome indjviduals, for example, Fred Perrette, in fact were brought up in the
neighborhoods now in Area K, and have long familiarity with the community,
issues, and some of the personnel. Yet, in general, neither the Area K
administrative staff nor the university have been involved in that partic-
ular area of the city for more than a year.

12




Interns, placed as trainees but in fact working as linking agents
for those joint goals of the project's.planners, have not the leverage to
act directly on those goals. Pre-service interns particularly recognize
that the potential opposition tc those goals could bar them from the
very administrative positions for which they are in training. Such a
"Catch-22" situation - work for change, but if you change anything you
won't work - requires the kind of strategies they exhibit.

Besides cooperation with the district, the stated goal of the
project is to work within the district's system cf promotion, occubational
job categories, and ongoing staff development planning. In discussing the
placement of the pre-service program's graduates this is amply illustrated.
Project literature, its staff and director at UCC, and its coordinators
in the district are all very careful in explicitly denying that this is
a "special program with any special advantage in placement of school ad-
ministrators". They attribute their care to the politics surrounding
"3046" appointments. |

The emergence of minorities in school politics - through deseg-
regaticn suits, demonstrations for student rights and parent participation,
and the establishment of the minority commissions (discussed later in this
report) - resulted in the School Board's creation of alternative routes
to school administration. In July, 1971, the Board published "An Analysis

¢ the Administrative Promotional Procedure: Board Rule 3045." That

~eport noted "areas of growing discontent" which were "easily identifiable,"

and recommended significant change in the traditional promotion procedure.
At the same time, the Board establishad yet another promotional procedure,
namely of promoting "specially qualified" candidates, out of order, to
fill particular principal slots. This procedure, Rule 3046, has been used
to promote minority principals for inner city schools.

Despite these precautions graduates would seem to have, in fact, a
real advanfage. The Head of the Pre-Service Program recognizes this
potential loop: if there are no special arrangements to-place graduates,

the program will not be fulfilling its mission, and will be but another
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trainina orogram duplicating, with some additional elaborations, existing
training proarams. If, on the other hand, special appointments are the
deliberate goal of the program it will not have the credibility in the
University to become institutionalized after funding, and not have
credibiiity in the district to assure its graduates of full authority

and respect. 1In order to scriehow find a balance, the program is designed

to give special advantages to its graduates through following to the letter

the rules established by the district.

The current rulc on promotion into vice~principalships - Rule 3045 -

requires candidates to (1) meet state standards and have a state admin-
istrator's certificate; (2) pass a written test; (3) pass an oral test

before a Board of Examiners; and @) present written evaluation of their

potential by all the principals under whom they have served in the Cotunket

district.

To cach of these existing criteria, *he project has a specific
response. Completion of course work at UCC, in additior to the required
three years' teaching experience, will assure graduates of meeting the
first requirement. The written test is under review; and, according to
one prominent principal and Mayer, Coordinator of Federal Programs in the
LEA, may well be dropped in the next few months. The oral test is im-
portant, difficult, but is very dependent on the members of the Board
of Examiners, who are largely experienced principals. They base their
examination on their experience and on other principals' recommendations.
Thus, the recommendation. of current principals in the system become all-
important. The pre-service participants recognize this, and noted it
several times; the district coordinators also recognize it, as does the
University. Most important, the supervising principals, under whom the
pre-service participants are now interning, recognize their role in
recommending the ultimate placement of the interns.

Although the other components of the overall program were not,
according to the Director, designed'to provide specific support for the

placement of the pre-service candidates, those other components do provide

14
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such support. With an in-service prodram for current principals and vice-
principals, working in the Area in which the interns are working, often
with the principals under whom they are working, those interns are more

or less assured that their orientation, their goals, and their strategies
for change will at least be known if not actively supported by their
supervisor. And that supervisor's recommendation is critical. WwWith the
staff development program also in that Area, actively supported by the
District, the credibility of the degree and UCIC input will be assured with
the Board of Examiners, who have personal friendships with many of the
principals participating in that particular program.

The three elements of thé program work together and work to bring
the goals of each participating institution and most participating
trainees into aligmment. In bringing those goals togethei the program

.does not assure any of its cooperating insti*utions or individuals that
that cooperation means a significant wearening of any of their authority
or autonamy. Such a strategy illustrates the overall direction of the
project: development of congruent goalé rather than confrontatioh between
contending goals. It also highlights why and how cooperation has been
achieved, and the limits to that cooperation.

It is in the way the pre-service interns are helped in dealing
with the general question of placement, and in the specific context of
Area K, which best focuses on the political-academic reality of the project.

Another school in Area K, with 91.6% Black students and 6.1% Chicano
students, is led by a new principal, white, and an experienced vice-
principal, also white. The most significant issue in that school is
whether or not corporal punishment will be continued. The principal,
unsure of his reasons, feels that physical discipline i3 no longer
appropriate  The vice-principal, with the overconfidence born of limited
knowledge and extensive experience, feels that physical discipline is
necessary. In making his case, the vice-principal cites "community
pressure" in favor of corperal punishment. He notes that parents want

"him to treat their children as they themselves treat them, and that
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punistment, with paddles, 15, *o zarsnts in the comrunity, a means of

communicating ciscipline and a wav ¢ achieve evertua socral mobality,
This debate hatween zrinzipal and wise-principal leaves the rew
principal, with nc strena tien to pavents oY cemmunity crganizations,
unable to cite either research or more reflective community members,
without a means cf enforcing or even raking a firs decision. The deba®e
is occurring in the context cf a district-.ide movement to abolish
ccrperal purnishment, which has alrmost won Zzhonl Eeard sunpert and is

-
H

expected to pass in the near future. Also in the context is Area f's
leaders, who strorgly disaprrove of corporal puristment in general but
are unakle tc enfcrze such a gositien. Firally, the context alsc is
shadowed by the 1nter-racial terns:ion, and the ness
tension may Giva way Lo actinn.

The new principal, as edurasional leadey, 1o v Somys of Chpne
cerntexts. It must b hic detisicn, suppurted by tne disirice, the parents,
the ccmmunity, ard, if possikhle, the teachers, te akolish cerporal
punishment. If he were Black or Chicano his leaderahip role might be
easier; if he were trained in school district policy and planning, he might
document and shore up that role; if he had lipvs to the cemmunity, links
to a university, or links to cther principals, he might be more daring.
Without such links, acting in what he perceives as a vacuum, alone and
withcut data or politics t< surpert him, he cannot make a decision,

One of the principal goals of the Education leadership Program in

Cotunket 15 to provide people whe can make cuch decin.ons. “he problems
with the program are in neqctiating how such peorle w111, can, or may
eventually it into the system, The Richland :1ls complex, where ali
intern placements take jlace, Las at least three former presidents of
the Blomentary Prancipals’ Aseociation and, besides fepresenting a

diversity of minoritics in s student Lody, 1t alao represents significane
political power with at lear! one association. 7This sand of pcelitical

power 1s important to lneoapterns, atd to the nreg

™

am's qoeal of

institutional change,
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in-Scrvice Staff Development Program

In developing an Area X pian for staff development, and supporting

thit plan with funds from the program and assistance from staff and
trainees, the project is cooperating w~ith local administrator associations
in areas wicre that cooperation will not threaten the change-orientation
of the project. Stated another way, this form of cooperation is another
example of the overall strategy: seeking points at which essentially

i fferent jnstitutional perspectives have much in common.

In discussions with two principals in the Area, both former
presidents of the Elementary School Administrators' Association, both
supervising pre-service irterns, and both on the steering comittee of
the in-serice component of the program, the similarities between program
doalsoans ausocation goals stood out.  Both groups want to give added
power 0 local school administrators, enable them to relate more
cffectively with city-wide agencies and community groups, to deal more
humancly with teachers and students, and to transcend racism in such a
mannér Llat it will be gsubstantiated by their relationships with
Comrunity qroups.

Differences hetwaen local administrators association and the
proje: t remain, however, even if they are not openly discussed by the
princ.oals. The preiect seeks to move more individuals whose professional
experiences and/or life styles are akin to the inner-city in principal-
ships in inner-city schools, To a certain éxtent this threatens the
existing principals, particularly when minority candidates may diasplace
a principal's favorite white candidates. The project, albeit ohliyuely,
seeks to make the promation system in the district more responsive to
community needs in terms of race, ethnicity, and community development
skills. It seeks to change the kind of instruction which goes on in
schools, through making teachers more responsive to community pressures
and providing a form and level of advocacy not previous'y considerc.

4 funceran of 4 school adminiserarcr,  The fact that these differences

are Khown Lo hoth groups does not, however, roquire a confrentation,
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There appear to hree, possibly four, d:istinct staff development
cfforts going on o -me¢ in Area K. Tre Leadership program iz
LIONnANYing one Lass ¢ "rtleering committee, " which will deal
tramarily with in-ser—:zn training releted to or resulting from the
administrator training offorts now operating,

This task force in made o ac appointed members from the Area,
primarily prominent principals in and out of the Richland Hills complex.
~taff ©o the task force consists of a nunber cf the sStaff Associates,
or second year participants, as well as the Program Coordinator in the
frea, Frod o perretets, TRyt task fcrze alse brought in a consultant, to
iosiecify what Xinds cf needs agpeared from a oreliminary needs assess-
Tent o wniZh was the Sirst activity of the groug.

Soncurrently, the wishland Hillg complex Is planning a staff
developrmens yrojone . Th somplex coensists of the elementary and intermediate
thnoo o which more or o less feed inen Richland Hills High Schoel, ard is
manayr-d through a steering committee of the principals of the schools. The
cromittee has planned 4 fow in-service workshops, using staff from Richland
Hills High School to direct more specific activities for other staff
menkers.  The organization of the complex into such a committee, its
movement into staff development, and the kinds cf problems addressed have
all occurred concurrertly with program efforts. The program may or may not
hSVﬂ caused such a mevement, hbut it certainly parallels and supports the
direction and orientation sponsored by the program,

In addition to the stafr development, efforts of the program, and
the complex, the central offices of the district are planning staff develop-
fent programs, as are the varicus Administrator Associations, both the
local chapters and thear national and state-wide analoques, Mr, Mayer,
Coordinartoy of FPederal fronvam, for examule, noted that the first cut
fres the cyvyewide budeot were the supervisory staff, who had neither
administrative ner teacning responsibilities,  Cotunket had, in the
RASt, an extersive ia-service proaram, as well as an extensive staff of
subiyest area Srexyalise s available to teachers,  ‘Jaw neither exists, and

honendn for bothibas e ome g atated iriorsty, for which no funds are



presently available. Leading principals of the elementary association stated
the same need, but ‘rated that the associatins' local chapters were
develop )ps to meet that need. Such workshops had, in fact,
been held in the recent past, dcaling with budgeting, management of tasks,
evaluation, and other intra-schcol administrative issues.

Intriguingly, there is a progression in the kinds of in-service
and staff development activities planned by these different groups. The
staff development sponsored by the Leadership Program identified the dual
"needs" of improved community relations and improved teacher relations as
their priorities, and have planned weekend workshops and onsite experiences
for principals of Area K to discuss the first issue. Plans include the
possibility, pending the success of the initial workshop of sponsoring a
second meeting to deal with teacher-principal problems.

The needs were assessed by the principals themselves, and they
were assisted but not directed by staff from UCC, the interns, and the
Staff Associates. The Area K leadership is concerned with staff develop-~
ment of teachers and para-professionals and is attempting to fit the program's
staff development of administrators into a larger framework. These Area K
priorities seem to stem from the background of the administrators involved,
their work on the District's Staff Development Task Force, and their
interest in having broader impact on the newly constituted Area.

The complex's staff development project deais primarily with student
and parent relations, analogous but more focused than the program's
orientation. The district's project is still unformed, but clearly is
awaiting information from funding sources as to which direction it might
move. And the Associations' project deals exclusively with management
issues, regardless of the problems of individual schools or principals.

It would be wrong to expect that staff development activities
sponsored by the Leadership Program are more concerned with community
relations because of a program orientation, yet that concern is there
expressed. Most probably community relatiors have priority because of
the kinds of problems encountered by the steering committee's members:

white principals in Chicano and Black schools; minority administrators
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over white principals and vice versa; active cr '‘munity pressure for
increased control; and the advent of school-community advisory councils

for every school in Cotunket.

»id-Career Program (geicrally referred to as Experienced Administrator

Frogram)

Designed originally to complement the pre-service program and
place interns under principals who were also participating in the UCC
training, this aspect of the mid-career program has lost much of its
initial intent. Mid-career participants werz recruited initially from
Area K to attend UCC cne day a week, receive graduate (general doctoral)
credit for their attendance, and translate that training to on-the-job
situations.

The first problem which became apparent was that the training
remained future-oriented. In other words, planning did not relate to
the day to day operation of any single school, and participants felt that
the curriculum was "irrelevant” - scholarly, but not useful. In the
context of the oli.; part of the curriculum, they continued to wrangle
about what might be in fact most useful. This may be attributable to
the contextual nature - the socio-political environment; pressures on
schools to reform; and the uncertainty of a rapidly .l.anging urban society.

Their differences were results of the differences in the schools
in which they were working, and the newness of Area K. That is, they
were recruited from an "area" which, in fact, did not exist a year prior
to their recruitments. Rather than from one complex, one neighborhood,
one ethnic or racial group, or one issue-oriented group, they came from a
variety of schools, with different protlems and different clients. By
rocruiting only from Area K, and recruiting only principals and vice-
principals, the "pool" from which those admitted were drawn was only
tw.ce the size of the size of the eventual number or recruits - eleven
recruits from about twenty-five applicants. Furthermore, the orientation
of the program to urban education had limited relevance to a proportion

of this pool: of 11 fellows, 9 were white, and several came from schools
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wnich, in other districts, would be considered suburban.

The dual issues of recruitment and curriculum relevance have kent
the mid-career program from developing much identity. Attacked by the
Staff Associates as a cheap doctorate, and by the interns as an unselective
opening to conservative staff members, the program has remained a part-time
fellowship.2 When the district settled on the Richland Hills complex as
the central target, the point of the mid=-career program - to provide a
concentrated support for the pre-service trainees in bringing about change
in the course of their internships - was lost. That point had been
stressed as one of the seiling points in recruiting participants to the

mid-career program, and they felt alienated.

Context: Richland Hills complex and Area K

Area K includes a very wide range of schools and communities, from
poor and minority to wealthy, suburban, and Anglo. The complexes '
represent distorted versions of the same mix with different balances in
each complex. The Richland Hills complex is skewed, significantly, by a
heavy proportion of Chicano and Black students, but still includes large
numbers of Anglo students, and a heavy preponderance of Anglo teachers
and administrators. All of Area K lies within the topographical limits
of Richland'Hills.

Most of the schools in the complex are relatively new - built
within the past fifteen years ~ and serve recent extensions of Cotunket.
Change has been an orientation under which the schools were constructed
and the staff and administration of those schools have remained substantial
maintainers of continuity in a context rapidly changing, demographically,
racially, economically, and socially from suburb to inner city. The
transition from urban to inner city is incomplete, yet it is vell along,
given the degree of difference perceived by older teachers and administrators.

For example, the principal of the Glover Boulevard School was the first

—

2Selection from Area K exclusively the lst year (of the 3 year project) and
from inner city schools on a district-wide basis for the 2nd and 3rd years
was part of a strategy to build a binding relationship with Area K. This
recommendation was made by Cotunket officials.
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administratorvof that school - fifteen years ago - and even has one.of the
buildings on the campus named for her. When that school began, it was in
the suburbs. It loocks the same as it did then, but the studente
different. It now has 52% of its students classed as "transient," /5% as
minority, with a 36th percentile rating in its first grade reading program.
It is participating in the Richland Hills State College TTT project, the
Leadership Project, Title I, and several other local projects. With a
principal near retirement, a vice-principal more concerned with discipline
than curriculum or community relations, it typified the target school

of this, and most other federal projects, and is near the extreme of the
target schools within the complex.

The principal of the Richland Hills High School, Mr. Ricardo
Echevarria, is also a member of BEPD advisory committees, former executivé
secretary of the Mexican-American Commission of the Cotunket schools, and
is now a "3046" special appointment principal. The coordinator of the
project, Mr. Perrette, was brought up in -the area, attended that high
school, and is a leading participant in the area planning meetings. Of

all complexes in the Area, the Richland Hills Complex has been most subject

to minority pressures. Although the guidelines would have been fulfilled with the

specification of Area K, it is a logical extension for that Area to
designate a more focused target.

The effects of the district's strategy in choosing the Richland
Hills ccmplex are manifold. Although the program, as a program, has
maintained a low visibility in most of the Area. in working with a specific
cluster it has superimposed a network of intra-program communications -
amony iLue iNterns - over an emerging communications network of the
principals in the complex. Thus it may have accelerated the kind of inter-
school communication deliberately planned by the district as a result of
decentralization. Prior to the development of the twelve Areas, tne
district had done little to develop such communication networks. It
would seem that this pattern is being encouraged in Area K, and that the
Richland Hills complex is the prototype, and, finally, the project is

complementing and accelerating that strategy.
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The strategy itself is not hiera‘ hica’ ~ords, it is
not the high school which pulls the schools together into a complex. The
Complex Committee of Principals is chaired by Arch Stoner, principal of
Robards Elementary School, and former oresident of the Elementary School
Principals' Association 'n Cot;nket.3 It would éeem that credibility,
ability to work EEEL." the pol:zical structure of school middle management,
and incremental but str. ~tural change in that management are the goals of

the cistrict.

Context: UCC

As noted ahove. the Vice Chancellor, Dr. Felix Unger, is interested
in the project €- what changes it might bring in the University internally.
Tc those ends, Zirst it would seem that those changes are slight. New
course- are being offerec. and nsw recruits are being admitted, but such
change comesto any institu-ion. The presznce of federal funds does not
seem t. have made chances sabstzntially "innovative" in an institution
where the rationale and assumptions underlying "new courses," "new
sequenzes," "new materials and media," "new practicum," "new recruitment
and selection strategies," "new attempts at on-going evaluation," seem
substantially creative and certzinly do not seem inevitable.

The reasons for an apparent gradualism are complex. Dr. Pierson's
uuties have grown in the course :..f the project: his membetr'ship on 12
tenure committees, on admissions committees, on doctoral committees, in
policy meetings, as well as on s:veral national committees, continue to
drain his time and energy from his priority tasks. This drain is noted by
nis staff and the participants -n the program, as well as by Pierson
himself. And, because of these demands, the additional energy required
for the program, his active direction of the mid-career component, and his
wisibility and responsibility tc the school district must come out of a

passion and commitment. While suct a varicty of tasks do give the :rogram

R e ¢ ———

has wince left this : 100l (precominantly ack) and a Black admwinistrator
‘ne Program LAas replaces him.
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credibility, visibility, and a sense of urgency, the fact that leverage _omes
with such an Over—extension.tends to reduce the kind of input he would like
to make into the very substance of what he is giving leverage to.

Dean Temple, as Program Coordinator for the pre-service program, is
also split in a number of directions: his duties as Assistant Dean during
the first year of the 3 year project has taken up much of his time. He
resianed from that position in June, 1972. The pre-service program takes
additiona’ time in the field as well as in class. Dean Temple was
assisted by a Cotunket vice principal who has been hired as a full-time
adjunct prcfessor in monitoring the internship and in teaching and monitoring,
and whose doctoral dissertation involved an indepth evaluation of the
internship rrogram. Mrs. Annabel Percy, as the other Associate Director,
is a doctoral candidate and instructor. She has the rank of Acting
Assistant Professcr., To supplement this leadership, three staff members
are attached to the project on a part time basis. Vice Chancellor Unger
certainly adds some university-wide visibility, and with a background in
business administration adds the credibility of an interdisciplinary
approach. Dr. Solero, as coordinator of Iexican affairs and a tenured
faculty member of the Schoal of Education also adds credibility and
visibilty. And Dr. Joseph Griffin has more than sufficient theoretical
background and publications to support the intellectual claims of a
program with heavy practicum. Finally, the program does have the active
support of Dean Housman and of the Associate Dean acting while Housman is
on leave. Such support will assure that the program will continue, but will
not assure it of broader impact.

The limits on this impact appear to be external to the program
itself. As has the district, the program in the university has recruited
"powers” of the university feudal system. vyet the limitations of that
strategy appear to be stronger within the university than they are within
the school system.

The most visible impact on the university which could be readily
attributed to the project is within the specialization in administrative

studies of which Pierson was for a time Chairman. This specialization seems
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most to feel the competition of the UEPP specialization. rhe role of the
administrative studies specialization and of the UEPP specialization, in
the School of Education is roughly parallel. fhe administrative studies
specialization has, as in the past, offered a graduate program in
administration for full and part-time students which yielded a degree in
partial fulfillment of the state requirements for an administrative
credential. However, it serves a broader constituency than the UEPP
specialization and may be distinguished from UEPP by its functional, rather
than process, orientation. '

The School of Education is under a university sponsored school wide
evaluation this year. A recommendation to consolidate departments,
programs, and special efforts were made by a committee. There seems to be
a mbve to consolidate these gains and to reconstitute the organization
of the school. In this move, the Specialization in Administrative Studies
has playéd a unique role vis-a-vis this special program, the Specialization
in Urban Educational Policy and Planning.

At first those in the UEPP project felt attacked as a "Pblitical
Science" specializaticn with little relevance to the "how to do it" emphasis
in educational administration. Whether or not this attack was actually
framed in those terms and formally presented is irrelevant: the participants,
staff, Director, and associate directors perceived this attack as a
significant response in the school. 1In turn, they responded by re-phrasing
their direction, highlighting the UEPP project's academic substance, its
new courses and readings, defining its emphasis on minorities within the
context of a heterogeneouS student body concerned with inner~city schools,
and stressing its orientation to urban problems in general.. They also
promoted its national significance, the role of Pierson in several national
associations, and its credibility to a larger qulic than UCC. 1In short,
they recast their program's description to use the same terms they perceived
from the regular department. ‘

This recasting had two effects. First, it formulated an internal
posture which was inconsistent with the goals of the project - by casting

its concern with minorities in lower profile and restating that concern in
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terms of urban problems the project merely obscured the point it was trying
to make. Although no decisions were reached on this basis, such tactics
contributed to curricular confusion of objectives among some participants
and yielded some of the tensions reported elsewhere in this report.

The second effect was to accommodate the opposition, to mitigate
and de~fuse confrontation. Rather than maintain its initial direction of
bringing in new leadership to the school system, primarily minority
member leadership, in developing a second project, for a three year scope,
the staff expanded the academic framework adding targets and groups -~
with staff development planning and inservice training - and exposing
participants to a wider range of scholarly resources. The specialization
broadened its role in the course of the internship; moved from a doctorate
to a master's degree, and from a curriculum with a single discipline -~
education - to a program involving a number of selected university depart-
ments. These changes, while they may have been results of a number of
different forces operating in the planning of the second year, managed
to provide effective autonomy within the School of Fducation. Some of the
administrative staff and some participants in the three year proiect then .
sensed that that project might be absorbed by the Specialization in
Administrative Studies. ' That specialization still describes the two
programs as very similar:' both with a large number of part-time degree
éandidates, an orientation to experienced teachers, a prime employer in
Cotunket, and an overwhelming emphasis on policy and planning. Faced
wifh this orientation, the program stressed its "urban" emphasis: its
focus on large systems in terms of policy, and on urban and changing
systems in terms of planning. Great differences exist or the school
would not have approved the specialization; also the UCC Academic Senate
would have ordered a consolidation during its revieﬁ. UEPP and Administrative
Studies are two distinct cpecializations with different emphases in

curricula, recruitment and selection, and practicum experiences.

The program also maintained its identity through its relationship
to the Cotunket schools - both the schools and the university had to ’ ‘
1 3

submit the proposal jointly, with joint sign-off on any proposal changes.
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Because the traditional specialization (Administrative Studies) had dif-
ferent links to the District, and for other reasons which are not
immediately apparent, the program's identity was maintained. Since several
central office staff were former students in administrative studies, the
basis of weakness seems to be twofold: 1. lack of activity on the part

of the faculty, and 2. a commitment broader than an urban emphasis.

Occupational Roles and Job Fecus of the Pre-Service Progfam

The pre-service program has a specific focus on one job level within-

the school system - the vice principal ~ and one set of skillg necessary
to fulfill that job - urban educational administration within the confines
of the Cotunket system. The pre-service program has no contact with
teacher education; little relationship with other schools within the
university; slight interest in other positions in Cotunket, and only
nascent links with systems outside of Cotunket.

This focus is a part of the polarity described earlier in terms
of the trainees. That polarity appeared primarily ‘among the staff
Associates, who entered under the first year project which was markedly
different than the federal guidelines and proposal for the subsequent
three year project. Among the Master's candidates - those currently who
are interns - the discrepancy is slightly skewed. Whether the program
is training participants to change schools, or tb get jobs in schools where
change is necessary is one phrasing of the question. Some interns question
the wisdom of job training as a means of institutional change; others
question the wisdom of institutional change as a means of jok training.

The focus on the role of vice-principal has emerged from the
internships and the preliminary negotiations with the school district.
Promotion into full principal power occurs only after the service as vice-
principal, or under the special "3046" appointments. Because the program
specifically chose not to confront this pattern, and to avoid publicly
training "3046" appointees, it was inevitable that the jobs for which its
trainees would aspire would be vice-principal.

This job orientation is in sharp contrast to the prototype of the
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first year of the progran. By deciding not to confront the promotion
system, and to avoid the alternative "3046" appointment system, and
finally, to follow the state rules on certification requiring three years
of teaching experience, the pre-service project focused its efforts on a
few job levels - principal and vice-principal, and associated staff
positions at the same level - and recruited pre~-service trainees who,
among an array of leadership qualifications could, with a certificate, fill
those jobs. Most Important, in recruiting trainees who could fil; those
jobs, the project recruited trainees who were willing to or wanted to fill
those jobs. It is on this point which the Staff Associates, recruited
essentially for a different purpose, argue with the plans. All staff
Associates with prior school experience are seeking, or have already
écquired, positions as vice-principals in Cotunket.

Their argument, phrased by many if not all Staff Associates, is
based on the irplicit irrelevance of training fo; those who could, in time,
be rlaced without special training. Vice-principalships in inner city
schools dn not attract massive numbers of applicants. The job has
traditionally been thét of disciplinarian, with little or no respoﬁsibilities
other than those delegated b; individual principals. With the increasing
influence of the teachers' union, even the role of disciplinarian is seen,
by actors in the field as well as by the Staff Associates, as increasingly
irrelevant. Such a role is so circumscribed that it allows candidates
limited hope for changing schools directly, and only a rather long ap-
prenticeship, after which thev may or may not actually manage a school.

On the other hand, it seemed to be the role most open to tiainees
with no administrative experience. (Several of last year'; studenty, however,
were placed as Directors or other staff positions on special central office
programs dealing with inner-city schools. )

The optimism of the first semester's course work at UCC, dealing
with such issues as long term planning and student mobility, the culture
of schools and organizational development training, and urban politics and
bureaucratic organizations, seems a long way from Pound Street Elementary

School with a high percentage of welfare families, or Ashdown Street
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Elementary School with the central concern of Corporal punishment filling
the time and eneryy of the principal .-\ - ce-principal. The dissonance
has struck the interns, and the pr :;vir .o perhaps more split on this
issue than un any other.

In the Area K office, Dean Temple me: with his weekly seminar of
pre-service interns. The seminar regularly met at ycc, but, because
speakers were due to talk about teacher grievance procedures and the role
of principals and vice—principals, and about how to get a principal's
recommendation for the Cotunket vice-principal's examination, the meeting
was moved to the Area. Because of these speakers the issue was not resolved.
Because of the issue, the seminar had, in the opinion of Temple, and a number
of the interns, moved to a new level.

The strateqy of non-confrontation had been deliberately designed
to provide a setting within the curriculum - sheliered from the politics
of cooperation and the strategies for institutional change - wherein
confrontation could take place. Although the staff describes such a
decision as deliberate, the interns and some of the mid-career participants
express a different feeling. They fear that the job orientation has
become dominant, in the minds of the staff, of the district, and, in part,
of their peers, and that the strategies for change which they are inventing
and attempting do not have the full suport of their teachers. This may be
the insecurity of learning, or it may be a message intended by the staff,

but in any case it increases the tension within the project.

Curriculum

At a number of points the line between style and strategy breaks
down. The project has, as has been documented, a number of implicit
and explicit strategic considerations but the instructors also have a
number of stylistic traits which complement the overall strategy. These
traits are best demonstrated in a description of the kind of curriculum
and the process of instruction which forms a large part of the university's
contribution to the cooperative project.

One example of the kind of direction of curriculum development is
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the course taught by Do Josepn Graflin.  The course iy designed for mid-
carecr and pre-service participants, as well as for those students who

are engaged in the UEPE specialization as deqree candidates, but not on
“ellowships in the Leadership Development Project. 1t deals with planning
issues as distinct from policy analysis., Griffin 14 a conmltant in
operations research and the course covers the range of applied statistics
and operations research which could conceivably apply to school administra-
tion. Possibly because of resources provided by the project, and becaunse
the course is open to non-project students, he has been able to develop

a comprehensive backloy of materials which complement the substance of

the classes. For example, for cach class he has a slide-tape presentation
which, after discussion and review with the group, he then deposits on
reserve in the university library, These presentations then represent
references to be used in the course of preparing term papers, using real
data from activities in the project schools,

Such a desiyn signifies Loth the strength and weakness of the
curriculum. It is clearly intended to apply to activities ongoing in the
schools, and this is strongly appreciated by the more academically orientued
pre-service interns. VYet the mid-career trainees, uaused to dealing
with data in mapagcable formats, caught by tradition in ad hoc managerial
duties, and either by their perception or by the expectations of the school
system isolated from long range planning tasks and responsibilities, find
the course onerous, only occasionally relevant, and "too much work." When
some trainees do encounter significant information, and do manage the
formatting and analysis, they find that their position is not strong enough ~
or high enough - to make the data persuasive. For example, one conclvded,
based on demographic data from the Arca office, that a specific number of
minority administrators would be necessary to maintain district guidelines
by 1975. He did not ferl comfortable presenting the data directly, and made
a weak presentation to his superintendent. He did not feel comfortable,
or welcomed by Griffin in rodesigning the format to make the data more
persuasive, and has yet to make his case.

bart of this difficulty 1s in the approach taken in such courses -
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ostensibly academic, scholarly, and value-free. Part may be the craditicns
ot the gsystem., Griffin's approach, more aggressively student-oriented

than most, includes an openness to students in small or individual gsessions.
Yot that is not sufficient. fThe university is stlll viewed as "value-free

expertise,” with only a few soft spots open to the more value-laden
questions of equal education, minority rights, and humane schools.

It would scem that those who have long and intimate contact with
the school system, in a variety of roles - consultant, administrator,
teacher, trainer of teachers, subject specialist - have a sense that the
unjversity is useful for mobility upward, but that the expertise available
there is relatively superficial, unrelated to the "real job," and
isolated from "front linc experience." Along these lines many participants
are discouraged that the program has not made any real efforts to tap
their experiences and operational expertise to fill this gap. In a meeting
held by Annabel Percy to elicit suggestions for curriculum development,
thiy issuc was poignantly re.ised by mid-career students. As one student
remarked:

"1 don't sce any program.,.as...we expected...coming out of
here which addresses itself specifically to Area K. I feel
the University would be glad if we just remained quiet. We
thought we would be instrumental in bridging the gap between
practioners and theoreticians, but there is no real plan to
use Area K, for example, as a laboratocy to help them develop
more relevant educational methods. I get the feeling that
UCC doesn't need us; it wa~ only lip servijce."

It also seems that, no matter what the staff of the project in fact
do, particularly among mid-career participants, this perception may be

pervasive.

Conclusion

The increasing emphasis on policy ard on pragmatism suggest that
the students' message is getting through. This does not mean that the
project's academic input is any weaker, but rather that the balance is
pressing toward a more intensive experience in both fields. The kind of

support for interns in the schools - ranging from visits, to classes in
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the district office to increased parvticipation of the unfunded principals
in the context of the in-service compont of the project - suggest thec
the pragmatic approach t5 growing in sco and intensity. The cademic
approach is structural:v intrinsic to th - unversity base, cann . be
weakened without destroying the credibilizy the project has with other
departments, and, therefore, is also becoming more intense.

| The cooperation which characterizes the program's top level, and
which facilitates a variety of activities for both institutions, includes
a mutual awareness of the same problems. Dean Temple explains that the
kind of skills necessary for the interns' survival and eventual impact
could only be gained through confronting real problems, and that the
setting - the program itself - is intended to encourage such a reality
test. Dr. Lloyd Tutt, at the superintendent's level, is also aware of
this approach, of the intent to present problems in a context where future
administrators may deal with them with some safety, and of the kinds of
intrayersonal skills required to so deal. Yet the fact that the problem
of academic vs. pragmatic change strategies was anticipated does not
mitigate its impact on the trainees, on the staff, and on the schools
in which it is apparent.

In the Ramsay Street School, the principal, Mr. Andrew Matheson,
described the goals he has for the school and the kinds of programs he
would like to offer. More "openness," some open classrooms, full parent
and community participation, students developing their own curriculum,
teachers working with parents and other teachers in-teams, all were
raised in conversation. His intern, having just reviewed the unused
equipment, the subjugation of Spanish-speaking students, the isolation
of independent classrooms, the lack of communication with other teachers,
and an advisory committee which consisted exclusively of paid para-
orofessionals, was astonished.

it nrthing else, the p-oject seems designed to open eyes, to deal
with such astonishment, and to provide se€ttings in which new administrators
will have tried to work out some problems before they become responsible

for new ones. In such a way the project is designed les:s to change schools
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directly, than to accredit those who will change schools hereafter. If
charje occurs in the course of such an accreditation process, the district
and che university will eagerly capitalize on it; if little change occurs
until after the interns are r.aced, the institutions will move more
directly. In essence, the prciect s having an impact on che District -
together with other efforts such as Title I, decentralization, community
advisory boards, personnel changes and assignments. There seens to be a

"new" air of change. It may not be a hurricane, but it is more than a

breeze.

33



A STUDY OF THE
) ’ EDWARDIA STATE DEPARTMENT
: OF EDUCATION VOCATIONAL EDUCATION PROGRAM

; Data Collection and First Draft of this Case Study by:

John Doucette

Linda Hailey

{
|
/
(.




EDWARDIA STATE DEPARTMENT OF EDUCATION VOCATIONAL EDU_ATION PROGRAM

Introduction

The Vocational Branch of the Bureau of Educational Personnel Develop-
ment administers two discrete programé, funded under separate sections of the
EPDA. This study is limited to activities supported by Section 553, which
are funded to State Education Agencies (SEAs) to implement state plans for
manpower and staff development in vocational education.

The Edwardia SEA uses these EPDA funds, together with other state and
federal funds, to support a coordinated strategy for institutional
change in Local Education Agencies (LEAs). 1In Edwardia the EPDA State Grants
program supports ten subprojects. These projects reflect what the SEA
managers call their "triangle plan" for causing change in local schools.
Briefly, according to this plan the SEA supports curriculum implementation at
the local school and requires the staff of the school involved in the  project
to attend institutes (funded by EPDA) at various Institutions of Higher Ed-
ucation (IHEs) throughout the state. A computerized project fiscal control
system has been developed to keep track of the operations of these ten pro-
jects, as well as others supported by other funds.

The focus of this case study will be on the grantee's (the SEA's)
change strategy and its implications for current and future programs. The
individual subprojects, interesting and important in their own right, pro-
vide a context for examining the overall SEA and EEPD strategies for planned

change.

The State Plan

The sub-projects funded by the State Grant to Edwardia must be seen
in the context of the State Plan for Vocational Educational Personnel Develop-
ment, (VEPD), a part of the total state plan for Vocational Education. A
"Leadership Services Unit" was explicitly charged by this plan with the plan-
ning and administratizn of VEPD. The following paragraphs from the plan

present the functions and responsibilities of the Unit:

The Vocational Education Professional Development
program will be administered by the Leadership Services Unit
within the Vocational Education Division of the Bdwardia De-~
partment of Education. This unit will provide leadership in
the development. of plans, projections and specifications for
personnel needed in the state and for the development of a
system of ordering priorities for personnel needs.



It will also initiate cooperative training programs to

meet identified needs and monitor these to insure that the
provisions of these agreements are being carried out. Through
the Leadership Services Unit the state agency will arrange cO-
operative agreements with institutions of higher learning,
local educational agencies or private non-profit agencies.

The responsibilities of the Leadership Services Unit in pro-
fessional staff development include:

determining needs;

developing plans to meet needs;

arranging cooperative agreements;

monitoring to see that agreements are followed;
evaluating outcome.

Ul S wh

The operations of Leadership Services Unit are directed toward

the twelve objectives of the VEPD program. The remainder of this case

study will describe some of the techniques and projects utilized by the

Unit in meeting these objectives. The objectives, as listed in the 1972

State Plan,
1.
2.
3.
4.
5.
6.
O
ERIC

are:

Establish @ system to manage vocational education professional
development.

provide means through which agencies, institutions and or-
ganizations can participate in the planning, development, co-
ordination and evaluation of the vncational education pro-
fessional development program.

Provide a continuous means for assessing present and future
vocational education professional development needs both as
to quantitative and qualitative aspects and coordinate the
capabilities of institutions to reconcile differences through

.a planned program.

Determine annually which needs can be met through established
programs and which will require the development of new train-
ing programs.

Determine a priority listing of training needs and revise it
annually to update. the total system.

Invite the submittal of detailed plans from public or non-
profit private institutions or agencies for meeting designated
professional needs as set forth in a "Guideline Prospectus”
prepared by the Vocational Education Division.

29
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7. Negotiate cooperative agreements with non-profit private
or public institutions or agencies for specific vocational
professional development activities including exchange
programs, in-service education and short-term institutes.

8. Monitor the execution of cooperative agreements through re-
quired quarterly progress reports and other appropriate
means.

9. Evaluate the cxtent to which the cooperative agreement
accomplished designated professional development objectives.

10. Evaluate the system of educational professional development
to determine the effectiveness and eff1c1ency of the total
program.

11l. Review and evaluate annually all personnel qualification
standards and determine needed modifications.

12. Use professional development funds to the extent possible
to bring about redirection in vocational education through
vocational teacher education for. adequately meeting the
vocational education needs of secondary, post-secondary,
adult, disadvantaged and handicapped individuals in the
state.

Coordinated state level management of personnel deveélopment requires
the cooperation of other institutions besides the SEA. Specifically, LEAs
Must support a program and provide the teachers or other educational person-
nel. TIHEs must provide them with the necessary training. This training
is designed to meet the needs of the new local level programs that are being
implemented throughout the state, usually with state funding (and control).
Since all such projects are channelled through the same management at the
state level, it is possible to use the "triangle plan" in securing this co~
operation. Although the plan and its implications will be discussed in
more detail later, a brief explanation seems in order here. The SEA makes
a decisioﬁ to support some kind of vocational education program in the local
schools (with their students as the target group). Trained teachers and
administrators are required to implement a new program, so the SEA solicits
proposals from the IHEs in‘the state to provide the necessary training. The
individual project descriptions which follow will make this relationship
clearer. ‘

The LEAs are chosen to participate in the projects by a variety of
criteria. However, these issues are not the focus of this case study, and

we will not dwell on them except as necessary. The IHEs which provide
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training are selected according to the fcllowing criteria, from the state

plan:

1. They have the personnel or the potential for attracting the
personnel competent to perform the task.

7. They have the facilities for supporting resources to draw
upon inter-disciplinary staff.

; 3. They can attract the trainees.

4. They have the willingness to make this activity a continuous
part of the teacher education program.

The state has identified six criteria to determine the priority

of a particular program in vocational education personnel development. The

ten subprojects funded by EPDA Section 553 funds are described according to
these criteria in the preceding table, adapted from the State Plan. When
a development need is identified, the appropriate IHE to prbvide the train-
ing is contacted, presented with a prospectus and asked to write a proposai
to the state to provide training.

EPDA funds are restricted to personnel development purposes and
cannot be uéed to underwrite any other types of projects that are a part
of the State Plan. They can, howevep, be used to provide training for
5 teachers and administrators in a variety of areas. By coordinating all
funds .to be used for vocational education development in the state, the

SEA can have maximal effect on a school district.

As mentioned previously, the central administrative structure of
the Edwardia State Plan, with respect to Section 553, is the Leadership

Services Unit. The major function of this unit is to coordinate all cur-

LR

riculum and staff activities supported by the EPDA grant. This includes

awardinq'and administering grants to LEAs and IHEs throughout the state. Dr.
Mario Price directs the unit, and he, in turn, is responsible to Dr. Victor

Hanson, the director of the Division of Vocational Education (DVE). Dr. Price

received his Ph.D from the University of Edwardia and has devoted his entire
3 career to vocational education.in the state. He is more than a

i careful administrator, and takes an active interest‘in the projects funded
through his office. He is deeply involved in the planning of the substantive

operations of the Unit.

|
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To facilitate management of a diverse set of projects, the Leadership
Services Unit established a computerized management control system that enables

state-level management to maintain day-by-day monitoring of a project's expend-~

itures. This system is directed by Mr. James Golden who is, therefore, in direct

and daily contact with the operational aspects of all participating projects
and serves as liaison with sub-project level staff.

The Edwardia EPDA State Grant is quite different from the other projects
in this series of case studies, in that the "project" itself is actually a
management agency for ten distinct sub-projects. This is, of course, a result
of the Vocational Education Section 553 grant mechanism. Each sub~project has
a different staff, different goals and tactics. They are united by the common
theme of meeting state manpower and staff development needs in vocational
education. For example, some of the training goals of the sub-projects include:

° Providing administrators with an overview of new developments
in vocational education;

e Teaching teachers to use new curriculum materials;

° Providing teachers with skills needed to assume new roles in
the vocational education system; and

® Enabling new, inexperienced teachers to obtain a Bachelor's
degree.

Many of the curriculum oriented projects deeply involve the teachers who will
eventually implement the materials developed by the same projects. It should
be clear that the emphasis is not on bringing new actors into vocational educa-
tion although this objective figures in a few sub-projects. Upgrading the |
skills of existing actors, or providing them with new roles, or both, is the
primary concern.

A few remarks on the organization of the projects at the IHE level
may be helpful. Eight of the projects are physically located at the University
of Edwardia, in that staff are housed there, training sessions are conducted
there. Dr. Richard Cooper, Chairman of the Department of Vocational Education

of the College of Education, coordinates all projects operating on the Hicks-

ville campus. State funds pay for a full-time bookkeeper located in Dr. Cooper's

29
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offices whose responsibility is project fiscal record~keeping for input into
the general computer system. In addition, Dxr. Cooper is listed as the project 12
director for two of the sub-projects, although his deputies have most of the
day-to-day responsibilities.

As a result of this involvement, Dr. Cooper can comment on the general
trends of the projects. He is quite aware of the roie of the University in

the state plan for vocational education, and agrees with it .totally.

Dr. Cooper maintains it is the duty of a state university to provide 10
assistance to local communities in the areas in which the university
possesses expertise. Some educators believe that a university should only
provide services in the form of course work taken for deqree credit. How-
ever, Dr. Cooper believes that direct technical assistance to local ' 12
schools and non-credit training institutes are justified because they pro-
vide necessary and important services that course work is not always able
to provide. _

During Dr. Cooper's tenure as chairman, several changes have 1
occurred in the depaftment of Vocational Education. For example, three
professionals who were hired last year as project staff have been added to
the regular faculty, although. they retain their affiliation with the pro-
jects. One of last year's most successful institutes is now offered as a
regular summer-session course, supported by department funds.

Many projects focus on the teaching of disadvantaged and handicapped
children. The state's definition of "disadvantaged" creates some problems.
A student 1s defined as disadvantaged if his scores on a standardized test
are more than two years below his age/grade level. Consequéntly, students
cannot be recognized as disadvantaged until the third grade. This situation is
judged by many project staff, including Dr. Cooper, as absurd. To define
disadvantaged as low achievement is seen by some in Edwardia as describing a
symptom of being disadvantaged rather than "disadvantagement" itself. Pro-
ject staff, as well as local school teachers and administrators, also
question the advisability of labeling a child as disadvantaged, especially

on the basis of a test score. They fear this labeling may harm his future



chances for achievement. Unfortunately, state and federal aid to scheels foy many of
the projects associated with the projects funded by the 553 grant is haged
on the number of "D&H" students enrolled. So, despite the staff's reservatiops,
the students must nevertheless be identified and counted.
The following pages describe briefly the origins, content and jnternal
characteristics of the sub-projects funded through the Edwardia State pvE
with EPDA funds. Each sub-project stands alone as a separate-entity, serving
its own taryet population with its own goals and strategies. However, each
also serves another broader function: providing the training services re-

quired to implement the state plan for vocational education. These projécts

were solicited by the state, they were not funded at the request of Project
staff. Each serves a specific need of the state planners, namely supply

of a particular type of professional to LEAs (and other agencies).

L. D
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5UBPROJECT DESCRIPTIONS
concentrated Pre-Service and In-ServiCe rr2ining for First-Year Trade,
In Edwardia, as jp Most Other States, a Vocational teacher is not
required to have a Bachelor's degree to pegin teaching. Since the state
i5 concerNed about the qualifications of all jts vocational educators, this
projéct wag desicned to jmprove the t€aching gkills of a group of individ-
uals about to begin their first year Of teachjng. This sub-project provides
andergraduate training towards the BaChejor's deSree. It also has a strong
reSearch Component, similar to that of the copsortjum Sub-Project which will be
dgiscyssed later.
The original director of the SW-project: the late Dr. John Somerset, was
succeeded by Dr. Cary Fields, project staff member and Chairman of the
rrade and Industrial Education Departhmept. py. Field's cOordinator,
7oblas Wade, has the actual operational resPonsibility for the project. M.
wade was hired as a sub~project staff memper, put ywill join the department
faCulty mext year. This is cited by botp the 5ub~project Staff and Dr. Cooper
as an impact of the sub=project, althOugy the prOposal did state that the sub-project
coordinatOr should be at faculty level. Therg are also twO other staff 1
neMbers at the assistant 1evel, one of whom is 2 graduate Student. They
share the responsibility for follow-up fjeld yisits to sub-pProject participants.
TrainCes are enrojled in the Unjyersity for the summer session pre=
ceding their first year of teaching. Their brogfam includes three professional
education courses: Principles and practjce of Teaching Industrial Subjects,
curticuluM planning for Trade and Techhjcal Equéation, and Educational
psYCholodY. The last is a Special seCtion develOped by the Educational
psyCholodY Department especially for Stugents jin this program - an indication
£nat the University (or at least the Sthool of Education ) is re-
sponding to the needs of yocational edUcation, With this eXception, the
other couXses are regular departmental offerings of the Vocational Education
pepartment. During the following year, the participants S€rve an intern_A
snip, monitored by project staff, in thejr Tegular teaching positions. That
suMMmer, they take a course entitled, "Teaching the pisadvantaged Agult." It
snould be remembered that the particiPants do not have Bachelor's degrees.
The degre€ credits granteg by the prodray are jntended to Serve as an incen-
tive for their continuing towards the Qegree, as Well as tO improve their

te2Ching Skills,
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The sub-project proposal stipulated that the eighty participants should
be starting their first year of teaching in vocational education (having
come from industry). However, the average teacher participating in the jpsti=~
tute had eleven years of experience. Selection of pParticipants was made by the
SEA without input from the project staff. This caused some resentment among
staff, and is perceived as representative of state level controls in othey areas.
Such control (or lack of control) problems will be seen in gther projects as
well. Hewever, the state personnel needs must be kept in mind.

The research component of the sub-project called for a control group
of 50 teachers also beginnirg their first year in the clascroom and with-
out a Bachelor's degree, matched to members of the txperinental group on
"relevant variables." The present staff reports that, in Dr. Somerset's
original concep*i~n, the training provided was almost incidental to the
research possibilities. However, their present orientation i much rore
toward providing training services.

The sub-project has heen very well received by the LLAS involved., The
director proudly displayed a letter from one principal exclaiming how myuch
better a sub-project-trained teacher was than another new teacher in his
school who did not have the benefits of such training., This progran will
be rontinued under departmental funds in the future: the course:s cffered
(and modified) especially for the sub-project will become a reqular part of thp
University catalogue. However, the institute will be reduced from a 9-week sSeasinn
to a 6-week one, like the regular summer session. There is also a possibility
that the internship phase, including the follow-up visits by IHFE ataff,
will be ecliminated due to a shortage of funds. Nevertheless, there reMains
an opportunity for new vocational teackers without the Bachelor's degree vo
obtain some professional education before they start teaching, a great

benefit for them and for their student-.

.
—
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Concentrated In-Service Prograr for State Staff

This sub-project consisted of a series of three-day management seminars
conducted during the summer. The sub-project wes organized into three institutes,
each consisting of two three~day sessions, for each of three levels of
vocatjional education staff.

The principal sub-project staff members were Dr. Stephen Brook, the
director, and Mr. Donald Pertz, both associated with the Institute for
Government at the University of pdwardia, It is interesting to note how un-
related thic particular project is to che rest. Dr. Cooper, who acts as
cocrdinator of all state funded projects at the university, was a participant
ir one of the institutes. when asked for some details, he remarked that
he did not know 5t was an EFDA sub-project. (This i4 a modest oversight. since the
projece’'s budget from EFDA funds was only $6000 out of over $200,000 chan-
nelled through Cooper's office).

Each of the three series of seminars enrolled a different type of
participant. Cne institute was for Edwardia SEA executives and supervisory
staff in vocational education; another for lowor level stare vocational

education staff; and the hird was for LEA administrators of vocational education

programs. The uni  ing factor was that all participants had positions

relating directly to the management and implementation of the state nlan.
The actual training provided was a fairly conventional six-day

sequence of management training, including such topics as “the nature of
management,”  Srganjzational dynamics,” and "manaqement by objectives.”

Mr, Pertz nas considerable experience in offering such courses to

groups vf industrial management personnel, and the present project resembled
instatutes he has conducted i1n the past,

Such mapagemont training is a reqular service of the Institute for
Governwent, Thus, the purchase of these services by the state DVE does not
represent an innovation, except insofar as DVE and LRA staff are now apply-
it modern management techniques te the operation of their programs. Since
virtually all the vocational education administrators in the state were
involved 1n the sub-praject, there is little need or likelihood for its being

offered again in the near futwu 1,




O

ERIC

Aruitoxt provided by Eic:

A Consortium Trade and Technical Education Baccalarueate Degree Program
Continuation - Martinsburg State College and the University of Edwardia

The history of the consortium project is unique as compared to the
other Edwardia EPDA projects offered by the Leadership Sérvices Unit, for a
college~approached the State Department of Education for a service, rather
than vice versa. In this case, Martinsburg State College, a land grant in-
stitution and the only Black college receiving a grant from EPDA Section 553
funds in the state of Edwardia, believed strongly that its vocational ed-
ucation division should receive some of these federal/state funds. Martins-
burg State College thought they qualified for such funds because: 1) since
the college's establishment, it has been serving "disadvantaged" peoples -

a major thrust of EPDA funds; 2) there was in operation a program in voca-
tional education with a variety of resources and facilities availakle; 3)
Black people comprise a significant portion of Edwardia's population and
therefore should not be excluded from federal funds. The Chairman of the
Division of Technical Sciences at the Institution made these reasons known
to administrators at the State Department of Education. An agreement was
reached to form a consortium with the University of Edwardia.

There are five primary sub-project staff. The director, Dr. Richard
Cooper, is the Chairman of the Vocational Education Department of Edwardia.
It is interes;ing that, although the initiative for the sub~project came from
Martinsburg State College, a director was chosen from the University of Ed-
wardia. The role of the director is somewhat peripheral to the sub-project's
actual operations. His central responsibilities appear to lie in the areas
of program planning, administrative decision r.aking, and serving as liaison
to the sState Department of Education. This is the position he serves with
respect to all other sub-projects at Hicksville.

At each of the two sub-projects sites, there is an institutional
direector and a project coordinator. The director's responsibility is to man-
age the project component at his respective institution, in addition to his
regular teaching duties within and outside the sub~project. The coordinator
at each site is responsible for recruitment, screening and selection of
project applicants in addition to teaching. These four individuals are full-

time faculty members at their institutions. However, prior to this year,

12



. Martinsburg State College's coordinator has been totally supported by EPDA
funds. He will replace a retiring faculty member when they are term-
inated.
The Leadership Services Unit requested that participants be re-
E cruited exclusively from graduates of state-supported area vocational-
technical schools. One institutional director agrees that this pOpulatioh
; is certainly an appropriate one to recruit from, but would like to see the
: program expanded to include other populations. Both sub~-project coordi-
nators visit these schools (of which there are twenty-seven in the state) to
: acquaint the students with the program and to recruit. One sub~-project
coordinator, on odcasion, has not been received well by school administra-
tors, and he suspects that racial prejudice is an overriding reason. In
general, however, teachers and administrators are receptive to the recruitors
and the program.
Selection criteria for applicants are flexible, but a few guidelines
i have been established. Since participants register as regular students,
: they must meet the general entrance requirements, including a "C" average

in previous academic work and submission of SAT scores. Some students are

admitted on a provisional basis. Participants mus* maintain a 2.2 grade
point average to remain in the program (as must all education students) .

The sub-project provides no direct financial assistance to the partici-
pants. sStudents may receive financial aid through +the reqular channels, |
such as general state scholarships. Competition :zr these is keen and
qualification requirements are fairly strict. The -*udent must achieve
.a "B" average to win a scholarship, and must mainta:n at least a 2.8 grade
point average to continue receiving aid.

; Despite these requirements, there are approximately 60 participants
in the program; most are registered at the University of Edwardia. Interest-
ingly, participants may elect to'fulfill some of their course requirements

at an affiliated junior or community college within the state university
system. Courses must be in the liberal arts, and a maximum of twenty

! quarter hours are transferable. In general, the sub-project participants
prefer to complete these requirements at the junior or community college

because tuition tends to be less than at either Martinsburg State College

Lt e E

or the University of Edwardia. Also, students usually find a college near

l their home, comnute, and save money.

o 13

/o B



O

ERIC

Aruitoxt provided by Eic:

The course of study for the baccalaureate degree in vocational
education is a traditional one. It is comparable at both institutions with
one exception. Martinsburg State College provides for a one-year work ex-
perience, whereas the University of Edwardia does not. This work experience
is a prerequisite for teacher certification in Vvocational education in the
State of Edwardia. Consequently, it is the responsibility of each student
at the University of Edwardia to secure his own work experience. However,
many of the participants had the required experience before entering the pro-
gram, so this is not as severe a problem as it would seem.

The consortium has no formal ties with any LEA other than the typical
student teaching placement arrangements. The sub~-project impacts on LEAs
throughout the state by supplying them with better trained teachers. This is
seen as the goal of the project and, most importantly, substantiated by ad-
ministrators of the LEAs. Dr. Cooper has many reports from school principals
who have employed participants. The principals claim that sub-project-trained
teachers are much better than the typical (untrained) vocational teacher.

Two significant changes in the IHEs have occured as a result of the
sub-proiact Fire+, the sub-prois~t served to re-activate a program at Mart-
insburg State Collage, which had not been active for many years. The trade
and technical educ=—=n prodgram had not been in operation because of a lack
of f-nds and studsnzsz. It is hoped that the sub-project will serve as a
vehicle for re-estailishing and maintaining this program. But at this time,
it is uncertain #c- oor it has coztributed enough money and provisisd enough
mome—tum to allows or=rations to continue when EPDA funds are term-nated.

The seconi nange resultinc from this sub-project was an cpportunity
for a predominant: - white uneversity to work jointly with a predominantly
Black college. Friz= to this sub-project, such joint arrangements had been
virtually non-existent. Where they did exest, the Bléck college often was

assigned a "back seat" position. Now, one finds the two institutions bring-~

ing together resources for a common goal, each on equal grounds with the other.
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An In-Service Training Program on Job Placement Procedures

In the spring of 1971 the Leadership Services Unit invited the

Department of Counseling and Educational Psychology of Edwardia State Univers-

ity to submit a proposal to conduct this sub-project. In most other instances,

the sub-projects are assigned to institutions uniquely qualified toprovide

; the training services required. The LSU did not indicate why this particular
department and IHE would be especially qualified for the task. However, the

f directors of the sub-project believe that the metropolitan setting of Edwardia

State (downtown Capitol City) was the reason. Because the institution serves

a metropolitan area, it is easily accessible. More importantly, urban school

personnel are in greater need of this sort of training.
1 The sub-project was staffed by two members of the department, Dr.
! Samuel Ratcliff and Dr. William Boyle. Both had previously conducted train-
ing sessions similar to the one called for. One professor was particularly
knowledgeable about the problems of serving the aisadvantaged and handicapped
student in the public school system. '
| The participants were sixty-eight public school counselors s=lected
by school district representatives and by a representative from the Leader-
f ship Services Unit. Neither of the sub~procject's directors knew what selec-
tion criteria were used nor was this information available from the Leader-
ship. Services Unit. An interviewed participant said, however, that he was
{ not aware of any specific criterion other than that of being a counselor in
an Edwardia public school.
{ The sub-project's activities are organized zround three objectives.
Participants should:
i ) Develop an understanding o the need for a job placement
: program;

i ® Acquire skills in initiating a job placement program;

L) Develop techniques for opera#ing and maintaining a job
{ placement program,
!

As a context for the training sessions sponsored by the sub-project, the

directors wrote a handbook for job placement, intended as a "cookbook" which

bttt

local school staff could easily use. This document was revised

ERIC e

/ R



O

ERIC

Aruitoxt provided by Eic:

on the basis of feedback obtained in the two training sessions.l The
guide has been given fairly wide distribution among Edwardia school
districts. |

The training component was a one-day comprehensive workshop
for counselors. Lectures. demonstrations, panel discessions and
group sessions were used to communicate skills. Giver the limited
duration of these sessions, one can concludie that a major benefit
derived from them was feedback on the job placement handbook.

An Institute for Implementing an Instructional Program for Data
Processing Personnel in State and Area Vocational-Technical Schools

The intent of this institute was to provide training in data
processing for teachers !'. vocational schools who had no previous
experience with computers. Armed with this experience, the participants
would then be able to teazh data processing skills in <heir schools.

The state approacr=d Mr,. Gabriel Gersten, a faculty member of
the business education ur < of the Vocational Education Department
at the University of Edwardia, with a prospectus for —his sub-project.
On short notice, Mr. Gersten wrote a proposal for the institute
and received a grant to c¢-nduct it. Mr. Gersten was assisted in
the course by several consultants, employees of varicus data
processing equipment manuficturers.

There is a need . -r teachers of data processzng in the
vocational schools in Eivardia, reflecting the incre=sed imployment
npportunities for graduztes in this field and resultant increased
demand for training. To alleviate this shortage, the state
funded the retraining of 21 teachers of other subjects in data
processing skills. This institute did not provide instruction in
the methods of teaching the subject matter, only actual data
processing skills. An institute was planned for the following year
in which the techniques of teaching data processing would be presented.
But this was recently eliminated in favor of another retraining
institute, since all the hardware already in the schools will be
replaced by a new system produced by a different manufacturer, requir-

ing a whole new set of skills.
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The sub-project training component consisted of bésic computer skills,
including operation of hardware and programming in COBOL and assembler language.
The classes were conducted at a vocational school with computing facilities.
Participants received a full course credit for their work.

This sub-project ties in with the implementation of data processing
programs at the various post-secondary vocational schools. The institute
aided rapid implementation,of such programs by supplying teachers for them.

No permanent changes were made at the wx versity, nor are there plans to
offer this institute or another one like it in the future.

An Institute toPrepare Coordinators for Programs for Educational and
Career Exploration

The program for Educational and Career Exploration, commonly referred
to as PECE, is perhaps the best example of Edwardia's triangle plan.  The
Edwardia State Department of Education strongly believes that educational
and caree- exploration must be an integral part of the public school curric-
ulum. It therefore provides funds to selected LEAs to establish such a pro-
gram. In order to establish this program, however, qualified coordinators at
the local level were essential. Consequently, the State Department of Educa-
tion requested that the Uneverstiy of Edwardia train these coordinators. The
Guidance and Counseling Department of the University assumed the task because
Dr. Ruby Hughes, a faculty member witin the department, had long been interest-
ed in such a program. .

The sub-project staff includes eight individuals. Dr. Hughes is the
director with responsibilities to administer and manage the project and to teach
two of the Institute's courses. Other staff members are group discussion lead-
ers and one instructor in vocational education.

To qualify as participants, individuals must be eligible for admission
to the University's graduate school and have previous study or experience re-
lated to the duties of PECE coordinator. With such broad quidelines, it was
possible to draw upon experienéed educators from a variety of disciplines and
from different grade levels(limited, however, to grades 4-12). Public school

~officials (principals and/or superintendents) were asked to select applicants.

17
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They in turnm applied directly to the University for admission. The final
screening nrocess was handled by Universizy officials and State Department
of Educaticrx representatives.

The PECE sub-project was designed zs a 9-~week summer wcz::shop,
carrying 15 gquarter hours credit, followed by an internship durizgy
the academic year for 5 quarter hours credit. The summer insti=te
included two formal courses: Introduction to Guidance and Intermship
in Guidance, both taught by the project director. 1In addition. =her:
were group discussions, lectures and pane’ discussions to z-quz—nt the
prospecztive PECE coordinator with his funcrions.

Essentially, the part-time intern:zuzip during the academic year
included three seminars to discuss the prowram's operations at the
local level, problems encountered by coordinators there, and how they
may be solved. At this time, the PECE coordinators review and
evaluate the project. They assist sub-project staff and a Stzte Department
of Education représentative to formulate plans for the future.

As indicated previously, this sub-project has a direct r=lationship
with selected Local Education Agencies. It provides the LEA wzz=h a
trained professional in the area of educational and career exploration
who has been given the responsibility of coordinating and teac. .ng a
miew course within the school or school svstem. Currently there are 80
PECE projects in schooi districts throughout the state, and this
number is expected to increase so that each district will have at least
one coordinator.

The sub-project has also had a direct impact on the SEA. with the
sub-project’'s inception, the State Department of Education created a new
professional certification in educational and career exploration. To
qualify for this certification, an individual must have completed the

requirements of the training program.

18
O

ERIC

Aruitoxt provided by Eic:



[N

§ Sianasmim 3o

g

§ o

Institute to Prepare Industrial Arts Teachers to Implement Newly
Developed Materials and Techniques Which Integrate Career Development=
and And Understanding of Industry in the Industrial Arts Program

This sub-project was a direct outgrowth of two other institus=ss . :nded

throughEPDAhéld during the summers of 1969 and 1960 at Central Edwa==-.: -ol-

lege. The 1969 institute was designed for teachers and counselors w:

major focus on the development of curriculum materials appropriate f-r course
in manufacturing the middle grades. The 1970 institute, also desigm=s. *>r
teachers and counselors, focused on testing, revising and making th=s z:r-ic-
ulum ready for classroom use. The institute of interest, conducted &.:_.= the
summer of 1971 by the Industrial Arts Education Department of Centrzl Tdw=dia
College, provided training for teachers who were to implement the cuz~ -.ium
materials in their classrooms the following ‘September.

The institute was planned and directed by Dr. Lorne Bogan, & “&mrTiity
member of the department who alsodirected the first two institutes. ==: -=s
aided by a laboratory assistant and two visiting consultants from irmois——
who made illustrated lecture presentations.

Twenty-one vocational education teachers in grades 4-12 were s:-.a—ted
to attend the institute. The sub-project director, school district =« =sen-
tatives were all involved in the screening process. The director mad= e
final selection. According to Dr. Bogan, recruitment of participantsvesdif-
ficult because of late approval by the State Department of Education and the
unattractive stipend offered to participants for their attendance ($50).

Initially, selection criteria focused on recruiting participants who
had worked directly with the handicapped and/or the disadvantaged. There were
additional criteria, including: (1) possession of a baccalaureate degres in
industrial arts education, and (2) one year of experience in teaching indus-
trial arts.

The three-week institute utilized seminars, lectures and laboratory
experiences to instruct participants how to use the new curriculum. The
content of the curriculum itself encompassed the entire spectrum of

industrial activity, including the formation of a manufacturing enterpri=e,
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designing and producing a product, marketing, financing and external
relations.

One aspect of the participant selection process’provided a
direct relationship with the LEA. The school or school system sending
a teacher to the institute must commit itself to provide: "facilities
and scheduling for a course in 'manufacturing'."” The school or system
is reimbursed $1500 from the State Department of Education for costs
incurred in establishing such a program. This money is to be used
for the purchasing of equipment and supplies needed to incorporate the
course into the school's or system's program. This commitment has only
been partially met by the LEAs. Seemingly, there is no mechanism for
tﬁe university or the State Department of Education to bind an LEA to
this commitment.

Preparing and Assisting Pre-Vocational Teachers in the Implementation
of Career Development Programs

This sub-p?oject is highly coordinated with a state grant program
to local schools for implementation of a new pre-vocatiohal curriculum,
popularly called "mini-courses". Local schools are eligible for grants
of about $40,000 for the implementation of such’ a program in a junior
high or middle school. One of the terms of the grant, however, is
that participating schools will send staff who will be teaching in
the program the following year to this institute. Clearly the impetus
for the gyp-project came directly from the state in order to provide staff
development in an area that required it.

The sub-project director is Dr. Joshua Pallman, a faculty member in

the Vocational Education Department at the University of Edwardia. Dr.
pallman is primarily a curriculum development specialist in vocational
education and has been involved in state funded projects in the past.
In fact, he was hired as a staff member on a project the prev1ous year
and was appointed to the ﬁaculty this year. The other staff member is
Howard Robinson, a Ph.D. candidate in vocational education. 1In addition
faculty members from other departments in the Division of Vocational
Education were involved in the institute.

The participants selected by the state were teachers from schools

planning to implement this career exploration curriculum. Staff were
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annoyed that they had no say in the selection of participants whose
quality, they felt, varied greatly. A school which sent four participants
to the institute provides an excellent illustration of this point.

One teacher in home economics was highly enthusiastic about the project,
the curriculum and teaching in general. She photographs class activities
at various stages in the curriculum sequence and saves the pictures in

a scrapbook, one very effective method of gaining student involvement.
Another teacher at the same school was beginning her first year of
teaching and claimed to be very insecure. She regretted that she

could not have participated more in the planning activities at the
institute, but she had never taught before and had no experience to

draw upon.

The staff's reaction to such participants demonstrates their lack
of understanding for the overall state plan. DVE administrators
intended to supply training for teachers who would be involved in a
certain type of curriculum proéram. The project was not an entity unto
itself, but existed solely to serve this need. For that reason, the sub-
project had to accept some participants marginally qualified for a
curriculum planning project (which is how staff perceived the sub-project),
because these people would be using the curriculum the following fall
and needed some training in its implementation.

In the summer institute itself, participants were introduced to
the concept of career exploration by means of a series of "mini-courses"
which provided students with a taste of what work in various occupational
categories is really like. Some class activities were field trips to ‘
factories, discussions of these trips, and simulations of the work
conditions and tasks in the school. The participants developed lesson
plahs for the first six weeks of the fall quarter, with the intention of
actually carrying them out. The final product of the sub-project will be
a compendium of the collective curriculﬁﬁ plans (with individual
variations). The participants received 5 quarter hours credit for
the summer institute and 5 more for their year-long internship.
Occasional project meetings are held, and the staff makes visits

to the teachers in the field in the course of the internship.
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The staff believes that the project will be repeated next year, neceg~
sarily paid for with departmental funds. However, whether the project will
be offered again has not yet been settled.

A Training Program for Teachers and Other School personnel Working
With Disadvantaged and Handicapped Youth in Special Projects

This sub-project consisted of 5 short summer institute for teachers
and administrators and a year-long follow-up by sub—projeCt staff. The sub~
project's primary emphasis was on the technical assistance provided by the
staff visits during the SChéol year. This sub-project is also highly yelated
to the Coordinated Voéa;ional and Academic Education (CVAE) program that is
being instituted in many school districts throughout Edwardia.

The sub-project director is Dr. Cooper oncc again, but field"work that
constitutes the primary thrust of the sub-project is performed by the project
coordinator, Dr. Milton Pdrter. Dr. Porter is not a faculty member; his full
salary is paid from profect funds. He has no assistants (and no secretary)
and must visit approximately 25 school districts, scattered all over the staté
on a fairly regular basis by himself.

The participants in the summer institute were teachers and adpinistyra~
tors from schools which had received grants from the state to implement the
CVAE program. Attendance at the institute was a requirement of the terms Of
the CVAE grant to the local district. 1In all, three one-week institytes
were held, involving a total of 225 participants. The institutes seryed to
introduce the participants to the working and rationale of the CVAE program
and to help schools write objectives and criteria by which they coulg assessg
their progress toward meeting the needs of the disadvantaged studentg servegq
by the program. Although the participants were not selected by the sup-pro-
ject, this is viewed by Dr. Porter as necessary to the role of the syp-pro-
ject with respect to the overall state plan.

Briefly, CVAE is a program in which students who are disadvanptaged

by the Edwardia definition receive instruction in skills that wil]
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improve their chanceskof employment When they leave school. One

featur® of the program is that the Vog,tion,] ang academic instruction

3fe coofdinated. For example, a mathematics proplem could be illustrated

PY an eXample taken from a class in Machifing. In addition, work release

time iS provided for the Students, Thjs Sepyes two purpOSes: It

PTovideS them with work eXperiences in.much the game senSe as the other

Career €xploration programs, Second, it 1s geen as an incentive to keep

the students in school~-they can york and get their diplomas at the

Same time,‘ Consequently, One Measur® of SucceSs ysed by the state

in gvaluating these Projects is the drOPOUt rate of the school.

The major functjon of the subxproject is the technical assistance

(TA) it Provides. Dr. Porter sees 4 9Xeat Need for such support services

for the local schools and reports that VirtUaliy everyone at the LEA

lével wahts these serviceS. This can i, ConfirMed by visits to schools

with CVAR programs. Once the LEA Péreeives th€ TA persol as a resource

2Md pot 4an evaluator, which usually happens ,fter the first visit, they

clamor for his services since he jg no 1oNGey @ threat.

There is, however, some disagreement with SgA policY. Both the
1o¢@l sch90ls and the project staff peligye the State's definition of
vdisagvantaged" is woefully iﬁadequate And May gerve to harMm the student
ratPer thah help him, Angther source Of tensjon is the fact that the
state will not commit much of its conSiqeyable reSources to direct con~
sulting aSSistance to local Schools, Preferring to fund courses and in-
stitutes. Further, pr. Porter does pot like the "restrictive" project
controls N® pust work under and the detajjed pro€edures he Must follow
to 9et thihgs done.

This is one sub-project that is not Sxpefted to continue after the
prefent fUNding expires. plthough the Sepviceg it provides are seen as
needeq by the LEAs and by the sub-project stagg, incilpding Dr. cooper .
the UniversSity is Unwilling to support a Project deyoted primarily to
tecPNical @ssistance rathey than instrUCtjon. NO non~EPDA State funds
appear avalilable.
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Two Institutes for School Administrators to Assist in Planning,
Developing and Implementing a Plan_of Vocational Education

This sub-nroject consisted of two institutes; one for superintendents
and one for local school principals,concerned with providing these
administrators with information about the content of new vocational
education programs and actual experience in planning the implementation
of such programs. The institute for superintendents lasted three days
and was conducted first.. The one for prineipale lasted a week. An
interesting feature of the institutes was the manner of information
dissemination. Transcripts of the many lectures and symposin - nducted
for the participants were collected in book form as a permanent record
of the proceedings. Copies were provided for the participants and are
also available to other administrators to whom such information could
be useful. Dr. vates Eldredage, the institute director, reports many
requests for copies: from particip.ants who want additional ones, {rom
other administrators in the state who did not attend, und from education
departments at other universities.

Dr. Eldredgce was approached by the state CVE and déked to conduct
these institutes, since he has had considerable experience with this
sort of planning exercise and had in fact conducted similar institutes
before, funded by foundations. Dr. Eldredge wrote a very brief proposal,
the content of which was determined totally by the prospectus supplied
by the state, and the sub~project was funded. It should be noted that
this is one of the few sub-projects not located in the Vocational Education
Department at the University of Edwardia, for Dr. Eldredge is a faculty
member of the Educational Planning Department. It is, however, coordinated
by Dr. Cooper.

The only sub-project staff members were Dr. Eldredge and his ass-
istant, Clyde Purcell. Their primary responsibilities were the planning
and administration of the institutes (including recruitment o! partici-
pants) and the preparation of the written final product. The actual train-
ing at the institutes was provided by various outside speakers who had ex-
pertise to contribute to the project. They ranged from the State Super-
intendent of Schools, to Univerczity of Fdwardia faculty members, to lo-

cal school principals and superintendents, to outside consultants.

O
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The partizipants were, as indicated, 30 superintendents of local
districets with disadvantaged and handicapped students in their schools,
and JO principals cof high, junior high and middle schools with such
students. There was some coordination of principals and superintendents
intend.d4 for the institutes, and the success of the first one helped this
goal .onsiderably. A large number of applications for the principals'
institute were received immediately after superintendents from their
districts had aitended. Dr. Eldredge believes that superintendents who
though*t their institute was useful told principals in their districts
to attend.

Recruitment and selection of the participants was done by
prrnject staff, which is usually not the case. No academic credit was
granted. Tae only inducement for participants was the promise that
the institutes would provide them with useful skills and information.
Tzavel and living expenses were reimbursed, however.

The training phase of the institutes typically cbnsisted of
4 presentation in the morning and workshops in planning and implementation
problems in the afternoon. In these workshops, small groups of participants
worked with a rotating series of consultants who led exercises in
planning for the implementation of innovative vocational education
programs, based on recal or hypothetical situations.

An evaluation questionnaire was administered to the participants,
the results of which are reproduced in the published reports. The
participants indicated quite favorable reactions to the ins*‘tutes.

There are no plans tec offer such an iustitute agai «~ith state
funds, although Dr. Eldredge indicated other sources are possitle.

As a private consultant, he anticipates need for such services in other
states. Although Edwardia may not support another institute, similar

ones may be conducted in other places with other funds.
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Summary

These sub-projects differ markedly in their substantive contents, in-
structional mecthods, target populations, and other aspects. However, they
are all linked by their common goal of serving the personnel development needs
in vocational education for the state of Edwardia. Each serves a specific
training need for a specific purpose. Sub-projects such as these are impor-
tant componenets of the overall State Plan: the “"triangle plan" which uses
IHEs and LEAs in the sta . coordinated and supported by the SEA, to meet
state personnel needs.

Local level programs are directed toward perceived state needs for
trained workers. Tn addition, the state will manage the Career Education
programs to be implemented in iiwardia schools with the same techniques (and
implicit philosophy) now sracticed.  Consequently, unique local needs seem to
be subsumed under general state needs. A local district has extreme difficul-
ty in getting an idiosyncratic program supported by the state. In at least
One case a district was told that a locally developed program to meet a par-
ticular student need would not be funded} but that the state's program for the
Same purpose could be supported. Needless to say, funds for the state devel-
oped program were solicited by the district and granted by the state. How-
ever, it is unrealistic to expect each local district to develop a viable plan
for meeting a particular need and unpractical for the state to fund and mon-
itor such a mixed bag. ' |

The IHE serves as a supplier of training services to the LEA and SEA.
This role is seen as an appropriate one by many, including Dr. Cooper. Facul-
ty members are used primarily as teachers and not researchers; their special
professional interests will not be supported by state funds unless they coin-
cide with state needs. However, EPDA funds are explicitly to be used for per-
sonnel developmént, not research. Separate funding categqories exist for this
purpose,

The overall strategy used by the SEA and the Leadership Services Unit
headed by Dr. Price has two primary components: (1) a tight management/fiscal
control system, and (2) coordination of funds from various sources (all types
of Federal vocational education funds as well as state money) to effect some
change in both the IHF and LEA. The following discussion addresses thesc

techniques in operation and the successes (and problems) associated with them.
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The innovation most highly regarded by the DVE staff is a
computerized project control system used to keep records of all fiscal
activities of every project funded through the state Leadership Services
Unit, including but not limited to the 10 EFDA funded projects. The
actﬁal impetus for this system, in fact, was provided by an EPDA grant
which funded the development of a generalized project reporting
p;ocedure for EPDA projects. The author of this plan, Mr. Golden,
adapted the form he previously developed to make it totally general and
usable by all projects funded by the state.

The input to this system is a monthly {(or quarterly) reimbursement
form which every project must submit in order to receive its funds.
Since every project was required to submit a detailed line-item budget
before it was approved, the line-item expenditures on this report can be
compared with the amounts budgeted and inconsistencies noted. An
"exception report" is prepared by the data processing division on a
regular basis, listing all projects which are over- or under-spending
a line item by more than 25%. These exceptions can then be investigated
to ascertain the reason for the variance.

Mr. Golden 1is in the proc s of expanding the system into a full
management information system. When this management information system
is fully operational, the state management will know not only the fiscal
condition of the various projects, but also their status in achieving
stated objectives (milestones). This monitoring of substantive activities

is not now possible and represents an important new scurce of information

for decision making.

ot

The philosophy behind this type of management was explained by

r Mr.Golden. The goal of the management system is to insure that the many

sub-projects funded through the state are adequately managed. Dr. Golden
feels, as do his superiors, that too often project direc;ors concerned
with the substantive aspects of the project will neglect management ard
fiscal aspects. Requiring and enforcing a line-item budget serves tn

make them pay more attention to the management problems tF ' must deal

§ rmeesnd

with. "Remember, a poorly managed project is not likely to meet its

objectives," commented Mr. Golden.

?....;...
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This viewpoint is not very popular amohg the sub-project directors who
must contend with the tasks of line-item planning and filling out detailed
reports. Several project directors objected violently to this method of man-~
agement. It is contended by them that a restrictive budget and tight controls
on all project operations inhibit a creative project staff, and foster medioc-
rity. Mr. Golden disagrees, maintaining that the effort required on the part
of the project staff is not excessive and, in fact, most of the clerical work
is done by a bookkeeper in Dr. Cooper's office who is employed full-time ex-
pressly for that purpose. Second, according to Mr. Golden, the line items are
strictly planning information. If a projecﬁ director hag a valid reason for
changing a line, to shift $§OO from travel to buy a typewriter, for example, -
such a budget modification can be made easily. Of course, such changes must
be fully approvéd by the entire bureaucracy that controls expenditures before
the money can be sperit. This occasionally will result in delays, as was the
case in a project discussed earlier, but only in cases of dubious changes.

In fact, the most severe reaction to this style of management results
more from what the style impl.es iather than from what practical difficulties
and delays it causes. FExplicit in the argument for tight controls presented.
by 5o0lden (and supported by Dr. Price) is the assumption that academicians
~often have not adequately managed projects. Too, a viewpoint common in DVE
is that LEA administrators are even less inclined toward effective management.
In this case, the perceived reason is not lack of interest in managerial de-
tail but rather a tendency to use the funds for purposes other than those
intended by the state.

Sor : of the actual problems associated with this style of management,
as perceived by IFE and LEA staff, include a resentment of the attitude of the 2 .
SEA toward other institutuions. We have indicated that the SEA management
does not cons:jer the IHE or LEA staff qualified to make important managerial
decisions, and such atiitudes are evident to these staffs. Another policy of )
the SEA which IHE project staff cbject to is that the state makes final deci-~ _
sions in the selection of participants. Project managers believe they should
have this right and cite cases in which the state's selections were not appro-
priate to their perceived goals of the project. However, it must be remarked
that the selections were highly congruent with the state's perceptions of these
goals and problems afose only when sub-project staff did not fully comprehend

the DVE's pruposes in funding the sub-project.
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However well-grounded such resentment is, it does exist and
will affect the operations of present and future projects. One project
director said, "I will never work fof the state again" on a grant from
the Leadership Services Unit. But he is in a position of considerable
strength (an excellent personal reputation and connections outside the
vocational education field), and does not have to depend on such grants.

However, most other project staffers are vocational education specialists

and the bulk of the qrant money spent at the universitv in vocational
education projects is managed through the LSU. Since these funds are

the major source of support for the department and much of its staff,

other staff members, especially new ones, will be obliged to run future

projects.

'This proiect control system must be seen in perspective. It is a tool
used to manage a general strategy of carefully planned institutional change
and staff development being employed by the Leadership Services Unit.

Dr. Price calls it the "triangle plan”. Since large amounts of
discretionary funds are administered through his office, Dr. Price
coordinates the funding of projecus in both IHES and LEAs to achieve
maximum impact. In the paradigm for the plan, the SEA funds an LEA
to implement a curriculum program, writing into the terms of the grant
the requirement that personnel involved in the program must attend
summer iﬁstitutes to be offered by an IHE, at which skills useful for
the implementation of the prograﬁ will be taught. At the same time,
the SEA funds a project at an IHE to conduct this institute. The IHE
then functions as a training resource center in the overall plan.

Projects are initiated'by prospectus. Local schools are asked to
participate in a curriculum program, the details of which are worked 15
out in advance by DVE. The THEs are asked to provide training for a
program that they may not believe in. All initiative in these grants
comes from the state. As indicated, in at least one case a locally-
developed vocational education plan was not funded and had to ke re-

placed by CVAE before the district could receive money. The county co-

ordinator of vocational education summed up this entire process by stat-

ing that, "They wrote the proposal and we signed it.”
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Let us further illustrate. One program the state supports in
the local schools is the Program cf Education and Career Exploration (PECE).
This program provides students with the cpportunity to explore various
occupations through field trips and discussions. Each school with a
PECE grant must employ a full-time PECE coordinator whose duties are
the administration of the program at the school and the conducting of
the trips and discussions. Clearly, there are no personnel already
trained in this program. Few teachers or administrators had any idea
of what the program was supposed to do. So, if the program wer .o
have any chance for success, it had to be coordinated by
someone traii.cd in the various aspects of the program. That is where
one sub-project at the ™ ‘versity of [dwardia enters the picture. Thus,

Dr. Hughes of the University of Edwardia was approached to direct the sub-
project which trains PECE coordinators, linked directly to the personnel
in the SZA who administer PECE at that level and to the local school s
that implement it.

Essential for the success of the triangle plan is the cooperation
of both the LEAs and IHEs. Were either group to stop participating in
the projects offered by the state, the plan would break down. However,
there is little chance of that occurring in Edwardia at the present time.

First of all, local schools are reluctant to refuse money. mhe typ-~
ical grant given for a curriculum project like PECE or CVAE is around $40,000
~-enough to pay for three extra teachers and all the actual expenses (books,
shop equipment, etc.) that the new program would necessitate. Since the ex-
tra faculty members will lighten the load of the other teachers by absorbing
Students into their classes, the grant serves two purposes. It meets a need
in the area of vocational education by providing new or improved instruction
for students. 1In addition, it supplies a more generalized benefit to the
schools as a supplemental source of operating revenue.

A further, less obvious benefit was described by a local school prin-
cipal involved in several of these projects. The very act of bringing such
a grant to his school makes him a more respected and powerful person. It was
hinted that this kind of grantsmanship may be used to pave the way for pro-

motion within the LEA.
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Also critical for the success of the triangle plan is the
cooperation of the IHEs. Vi:tually all of the grants given to IHEs
from the LSU are initiated by prospectus. The SEA decides on

the basis of its overall plan what services the IHE staff can

provide that are needed to implement the plan and assigns a prospectus

for each one. In ovder to receive a grant, the proposal nust be completely
responsive to the terms of the prospectus. Many faculty members have
expressed dissatisfaction with this procedure; some projects are seen

as academically tiivial and unexciting. Why then do the IHEs continue

to accept such work?

Dr. Cooper responded that his faculty accepts projects that
they do not really want to operate because the money is useful to the
department. Project funds pay the salary of many project staff and
faculty members and allow an increase in the effective size of the
department with no extra cost to the university. In addition, successful
projects (ones which provide sarvices to programs that attain wide
implementation) provide him with leverage to increase the size of the
department with University funds. This is done by demonstrating a con-
tinuing. need for the sevices a proiject has provided ard pointing out that EPDA
funds will not last much lenger. Since Dr. Ccoper is'chairman of
the Vocational Education Department, of wﬁich virtually all project
staff are members, he can exert a great deal of leverage
to ensure that unpopular projects are implemented and that any project
at the university is operated well.

There has been some criticism directed at the SEA for placing
so many of its projects at the University of Edwardia. Much of this
criticism, understandably, comes from other IHES»in the state that
feel they are not receiving their fair share of state money. Two
responses to this are generally made by SEA staff. The University of

“dwardia is the largest IHE in the state and the only one where all
phases of vocatioril education are taught. Since all state colleges
and universities are a part of the state university system and under
its Board of>Regents,'much of this concentration was intentional,

designed to provide the necessary vocational education services at the
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IHE level in the most efficient manner possible. As a consequence, only the
university has the expertise in many specizlized areas (data processing ed-
ucation, for example) that are required to carry out certain projects.

There is'an indication that the SEA my “~ arn<itive to the ITHE:
criticis The  abl.  proy:am wii. he recionac.zee next year, with region-

~ally base IHEs roviding the services. The university will be one of three
regional centers, receiving a reduced proportion of the total project expen-
ditures.

Suppose the dissatisfied parties in the IHEs and LEAs were to under-
stand the rationale for the nature of the sub-project management and how it
relates to an overall, organized plan for state level change. That is, suppose
the IHE staff would understand that their role as faculty or employees of a
state university is, at least in part, to provide educational services to the
citizens of the state. Suppose the LEA administrators realized that program-
matic change of the sort used irn Edwardiz is seen .. be the most efficient
way of achiev.ug large scale institutional change. With everything operating
smoothly at the implementation level, how could the system break down? Since
the burden of the responsibility for policy and operating decisions are lo-
cated within the DVE/LSU, one would 1og;ca11y look there for flaws.

According to SEA staff and his own perceptions, Dr. Mario Price is
in complete administrative and substantive control of the LSU. As Qith any
form of management in whcih fina: decisi:ius are made by one man, the sSuccess
of the system depends in great nmeasure on the quality of those decisions. To
date, Dr. Price has followed the lead of the TISOE in selecting programs to
implement. As long as OE provides well-conceived programs, and funds for them,
the Edwardia SEA will carrv them out. In addition, Dr. Price has a national
reputation as a curriculum specialist in vocational education and maintains
a staff qualified to develop and implement their own programs more suited to
specific needs.

Unfortunately, many people in the state are uncomfortable with the
decision making in vocational education personnel so centralized. Séme of
this reactioﬁ is translated into personal criticism of Dr. Price. Anyone who

uses a position of relative power to accomplish change anywhere will anger
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some people. Ferhags it is to .S credit %th: ~1is programs heve encender
rez-=ion, for s ma . wiiur 1. .= scale programs are received with total

apathy because they are ineffectual. It is conceivable that a person with ab-

solute power of the sort Dr. Price has could misuse it and become a force re-

sisting change rather than a change agent. The nationally recognizes 5 ca-
tiveness now present in the s“ate could be .cwt and traditiomzlism cop 22 giize
again take over vocsztionc. :xics zion.

This is, of course, speculation. There is no solid evidence to war-
rant arprehension other than the perceptions and opinions of individuals who
work under him and who may have personal axes to grind. But there i ~n un-
dercurrent of resentment about much of the operation of the ;:an, at both THE
and LEA levels. Thig i ssati.raction stems from basic differences in percep-
tion between the SEA and the IHE/LEA actors as to the goals of State Plan for
personnel development. It is usually manifested by hostility directed toward
the management structure and its -mpementation. This is more likely to do
violence to the State Plan than any problems inherent in the management struc-

ture.
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EARLY CHILDHOOD PROGRAM, UNIVERSITY OF FRANKLINIA MEDICAL SCHOOL, PETERSBURG

Introduction
———Locuction

The Walt Whitman Child Development Center was established in 1964 as
an interdisciplinary evaluation and treatment center for mentally retarded
and multiply handicapped children. As one of several university-affiliated -
centers throughout the United States, the Whitman Center was a rasponse to
the unique problems of the increasing numbers of children identified as retarded
or otherwise handicapped in growth and development. Understanding and planning
services for these children was thought to require an interdisciplinary and
longitudinal orientation to diagnosis and treatment. Besides attempting to
meet rapidly incréasing demands for these services, the goal of the Center is
to establish an interdisciplinary approach to exceptional children. In addition
to training medical professionalsl therefore, the Center also trains professionals
and paraprofessionals in the behavioral, social and educational disciplines
involved with =hild developmental deviations. These disciplines include:
Audiology; Early Childhood Education; Nutrition; Nursing; Dentistry; Psychiatry;
Physical Therapy; Speech Pathology; Psychology; Occupational Therapy; Special
Education; Social Work; and others. Training is the primary responsibility
of t e Center; clinical services and research activities are important adjuncts
to the training program. Capitalizing on the resources of the medical school,
the Center offers profes§ionals opportunities to study normal and exceptional
children in controlled clinical settings, and to observe a variety of ther-
apeutic appreaches. '

Since the Center's inception in 1965, it has grown steadily and with
increasing organizational clarity. Wheﬁ the Center was established, there was
some controversy as to whether it should be located within one department of
the Medical School, or cut across all approprlate departments. The sgchool~-
wide approach was adopted and the Whitman Center was established as an organi-
zational entity responsible to the Vice President for Medical Affairs. Under-
standably, however, the Department of Pediatrics and, to a lesser extent, the
Department of Psychiatry, have been more involved in the Center's activities

than any of the other Medical School departments. The Center is also affiliated



with several other universities and junior colleges in the area, where Center
staff members hold faculty appointments.

Total funding for the Whitman Center is approximately $1,221,000. The
principal funding sources are the Maternal and Child Health Administration
(MCH) , Social Rehabilitation Services Administration (SRS) , and the Burensu of
Fducation Personnel Development (BEPD). Funding for the Center is primarily
"soft money." Only the Director is tenured, although about twenty members of
the more than seventy professional staff have faculty appointments either at
the Medical School or at affiliated universities and colleges. The Center's
facilities were provided under the Mental Retardation Facilities and Mental
Heaith Centers Construction Act of 1963 (PL 88-164), recently amended by the
Developmental Disabilities Act of 1971 (PL 91-517).

Soon after the Center was established, the original director resigned
to accept an appointment at another university. For approximately one year,
the Center was without a director and was run by & committee representing
the varicus departments having an interest in the Center (including some
departments outside the Medical Scheol). The Committee also carried out an
extensive search for a new director. In 1966 Dr. Ted Ross, a child psycholo-
gist with extensive research and development experience, wWas appointed
Director. Prior to coming to the Whitman Center, Dr. POss had developed a
video-tape micro training course for early childhood educators.at East Frank-
linia State University. The funds for this project came primarily from the
Office. of Economic Opportunity, for the development of a curriculum and
training process for Head Start and other early childhood educators. Other
aspects of the project including several experiﬁental pre-school programs,
were supported by the Ford and Boettcher foundations. Dr. Ross left East
Franklinia State Univefsity for the Bluebell Educational Foundation to further
develop his videotape micro-training program as applied to elementary teachers
dealing with individual learning disabilities. Funding for the Bluebell
effort was provided under Title IV of the Flementary and Secondary Education
Act (ESEA). The current EPDA grants to the Whitman Center for the develop-
ﬁent of the remote micro-training curriculum in early chlldhood education

were essentially an outgrowth of the Title IV program, but also represented an
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attempt to incorporate the best features of the other programs as well. EPDA
funding of the Remote Micro-Training Curriculum occurred soon after Ross was
made director of the Whitman Center. It was Ross' involvement in Head Start
and with disadvantaged children which ultimately broadened the Whitman Center's
notion of exceptional children. Ross contributed to  the Center an interest

in socially-based learning disabilities along with the already established
interest in physically and emotionally handicapped children. It is this
amalgamation of interests which represents the nPDA projects brought to the
Center by Dr. Ross.

Development of a Remote Micro~Training Currlculum in Special Education
is one of three programs sponsored by EPDA at the Whitman Center. The other
two PPDA projects are a Special Education Demonstration Pre-School and a
Training of Teacher Trainers Program in consort with the University of Collina.
The Remote Micro-Training project and the Special Edurcation Demonstration
Pre-School are referred to below by fictitious contract numbers of 8375 ang
4166, respectively.

Organization of the 8375 project is characterized by a few full-time
staff, and several remote early childhood programg located throughout the
United States. Staff for the project consists of a coordinator, an instructional
technology assistant, and one curriculim writer. Other Center and Medical
School personnel assist occasionally in such activities as workshops held for 1
the staff of participating sites. The annual funding for the 8375 pro;ect in
in flscal year 1971-72 is approximately $110, 000, allocated primarily to staff
salaries, trainee stipends, and curriculum development and dissemination.

The Training of.Teacher Trainers (TTT) Project is a consortium effort
with the University of Collina. Las Brumas State College was involved in the
first year. The project selects a number of students enrolled in the TTT
program at the Univer;ity of Collina who .are interested in early childhood 35
and special education to spend 6 weeks at the Whitman Center as participants
in the Early Childhood Laboratory program. Dr, Phyllis Waxman is the coordina-
tor. The funding level for this project is approximately $21,000.

The Special Education Demonstration Pre-School project (4166), the

subject of this report, offers classroom and practlcum activities at the Whitman
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Center, and currently enrolls 13 students. Staff for the 4166 project consist
of a coordinator, an assistant coordinator, four head teachers for aistinct
pre-school classes, and 4 part-time psychometrists. Also supporting project
activities are several bus drivers whc assist in the classvoom, and 2 adminis-
trative personnel. Dr. Ross is the director of the 4166 projoct. Operating
responsibilities are assigned to Ms. Belle Forrester, cocrdinator, ard Ms. Anna
Teigh, ~ssistant coordinator. Further staff assistance is provided to the 410¢€

project by Dr. Phyllis Waxman, the coordinator for the TTT project.

Goals of the Project

Throughout its two~vyear history project 4166 has emphasized training.
For the professional and paraprofessional teachers of clementary ard preschool

school children who participate as fellows in the project, the project's train-

ing goals -- synthesized from the Lehavioral goal statements actuaally uscd by
staff -~ are the folliowing.
e to increase sensitivity to the growth needs of pre-school
children;
' to develep skills in dealing with these needs;
° to foster awareness of the special needs of children who are

not developing normally;

e to deve ' op familiarity with the range of techniques and

services available for these special children.

One major rategory of non~normal or deviant growth patterns includes
the learning disabiliticc of children trom low income families. Another nnrmorn
category includes physical and emotional handicaps. These classificaticis
encompass an extremcly broad range o! typeo of children, To serve these
children requires a similarly hroad range of diagnostic, therapeutic, ané
educational skills, many or whicn are not yet fully developed, Thus the aim of
the project 4166 staff is to explore, together with the fellows, the current

state of the field; to examine 1n vivo some of the exXtant appraaches; and o

provide the fellows with an oppoartunity to evolve their own approdaches yelevant
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to the needs of their schools and systems. Two elements comprise the setting
for working tcward these goals: a child development center of a School of 55
Medicine, the Whitman Center, in which a variety of diagnostic and therapeuti.
skills are concentrated; and a laboratory nursery schuol, in vhich a variety of
early childhood educaticnal programs can be operationalized and tested,

Specifically, the designers of project 4166 - Ross, Forrester, Leigh -
propesed "to set up four preschool classes cach of whica utilize a different
instructional approac. .or the educational enrichment of the preschool child
in general and the exceptional child in particular.” Their intent was to 31
"enable the tralnees to get a simultancous view of the four models from which
they can drcaw in designing their own programs.,”

The four-model plan in part reflected growing local and national demand
for information on the new early childnood curriculum models conceived in the
'60's, such as the New Nursery School and the Engleman~-Becker Model. Project
leadership felt that an innovative approach to supplying information about these
programs to the educational community would be to establish four "live" demonstra~
tions of four new approaches. This would also enable the project's fellows to
acquire an in-depth understanding of the procedures and skills inv:lved in cach
model, The id-a met with the approval of the Taormina Confideration, a consor~
tium of early childhood educators assisting in the development of the Center's
proposal and design at the request of OE.

The four models chosen for the Center's lahoratory nursery school were;
New Nursery Model; FEngleman-Becker); Cren Classroom; and Behavior Modifi..tion.
These reflect & broad spectrum of programs now in operatios in many of the ex-
perimental settings across the country. They also reflect the general interests
of project staff,

A majoy innovation determined early in the planning of Projert 4166 way to
inteqrate oxceptional ehildren with normal ehildren in the model classroomn,
Frinr to project 4166, there were two Separate nursery classes at the Center -- one
for retarded children, and one for normally developing children. These two classes
we.  kept separate to provide trainees from various departments with opportunities
10 curpare and contrast the develoyment of retarded children and normal children,
However, pralect 41cu statf were corvinoed that while this arrangement might

Serve Lraining purpcses, it was definitely not the hest educaticnal o./ironment
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for the children. They felt that exceptio
a great deal to learn from each other, and
these resources. In the first of several
goals, project staff chose to integrate th
As orig.nally conceived, the staff
and the project fellows is highly clinical

fully orchestrated. Each child and fellow

nal children and normal children have
that segregation would fail to use

clashes between training and service

e children in their four model classes.
's basic approach to both the children
, intense, individualized, and care-

is examined with a variety of ! ch-

niques, a strategy for enhancing growth in each is developed, and staff collec-

tively watch and discuss the growth patter

n of each in the context of the

strategy. While staff's strategies for enhancing growth are quite flexible, they

are limited in the extent to which they ca

perties of the children and the fellows.

n deal with a variety of personal pro-

Thus, severely retarued children or

children with extreme behavior problems, were excluded. As it happened, sO were

certain types of potential fellcws -- although project staff and the Director of

the Conter feel that project fellows are a

of background, training, ethnicity, intere

n unusually diverse group, in terms

sts, and personality. Yet ic does seem

that the screening procedures adopted by staff were designed to accept fellows

who could fit into and profit most from the project's approach. The observations

on screening and other subjects which foll

ow are intended to illustrate this

approach in action, to highlight some of the problems which arose, and to document

how the approach has been modified in response to these problems.

ggpruitment and Selection

There were a nu.ber of problems with recruitment for the project's first

year, 1970-71, not the least of which was
Fraject staff claim they had relatively li

to recrutt and sereen applizanta. Mont of

that funds arrived very late in the year.
ttle time to disseminate information and

their applicants, they felt, were poorly

qualified persons who had Leen rejected by other EFDA projects and were still

looking for placements,

The Tantmina Cenfederation ~oordinated dissemination and recruitment On

4 pational basis for many (rayping programs in early childhood educaticn, Project

23

staff feel thavt the othey tratning nroqrams of fered throsugh the Confederation,
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more well known and well developed, tended to overshadow their own. For whatever
reasons, in the view of project staff, many personé applied with little informa-

tion about the project's Ggoals and approach. staff also felt that certain fellows 23
applied in order to escape personal problems, to seek a change in life.

During a hurried screening process, staff selected two categories of train-
ees: full-time fellows, many of them teachers in early chiidhood education pro-
grams; part-time fellows, unable or disinclined to participate in the full trainp-
ing program. Staff also hoped to enroll some administrators in these part-time
slots, from those school districts sending full-time trainees to the project.

Staff felt that change in programs and school systems might come aboqt more
easily if administrative change agents as well as teachers were exposed to new
ideas and techniques in ECE.

However, the plan of matching administrators with teachers did not work
out. Staff found it difficult to recruit administrators from districts sending
teachers, and vice versa. Perhaps it was too great a strain on programs to lose
both teachers and administrators at the same time. In those few cases where the
two types of trainees were matched, there was no gUuarantee that the full-time
trainees would return to their original jobs after training. In fact, some
trainees did move on to other jobs in and outside the education field. (In the
opinion of the project staff, this illustrates the lack of commitment they found 23
common among the first year trainees.) Moreover, the pProject had little contin-
uity for the part-time fellows. They arrived at different times and seemed only

to pick up pieces of the full~time trainee's program.

Second Year Policies

Several changes were made during the second year, 1971-1972, in order to
alleviate some of the recruitment; screening, and selection problems of the
previous year. The recruitment process started earlier, so that project staff
might have time to he more selective. The Taormina Confederation placed advance
advertising in professional journals, and brochures about the project were sent
to relevant organizations and agencies. Approximately 100 persons applied for 8

full-time and quarter-time positions.
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The screening process involved the use of ratings. First members of
the Taormina Confederation from different programs across the nation reviewed
the vitae of applicants, rated applicants by serial rank order, and sent this
information on to project staff. Each member of an in-house project committee,
which included cnrrent fellows, then rated all applicants on the following
basis: definitely accept, definitely reject, questionable. After eaéh individual
committee member made his ratings, the committee read across their results
together to detexrmine where there was consensus. The committee was able to screen
the 100 applicants down to 22 persons whom they "all felt pretty good about,"”
according to the project coordinator. .

These 22 applicants then came to the Center for personal interviews.,
(Personal interviews were not part of the screening process during the first
year.) The applicants were asked to spend a day at the Center. During that time?
the individual was interviewed for about an hour by the project coordinator, Belle
Forrester; associate coordinator, Anna Leigh; and educational consultant, Phyllis
Waxman. It was also hoped that the individuals would have the chance during the
day to speak to other project and Center staff members, and to trainees. The
interviews were intended to familiarize the applicants more thoroughly with the
project, to give staff an idea of what interests the applicants had and at what
levels, so that the project might be planned around them.

Screening criteria were never formalized or made explicit., Project staff
assert, however, that the following criteria were applied.

° Knowledge and experience of ECE and Child Development -

minimally, 2 years experience in a job context involving
children aged 3-8

° experience indicating commitment, and leadership qualities;

] B.A. degrec (required by Taormina confederation (will not be
a requirement for '72-'73);

° intention to remain in their present jobs or at least in the
ECE field after the completion of the program. (This was
included in the first year because many trainees were not sure
if they would continue in this field after training.)

. commitment to stay in the program for the full nine months. This
criterion was part of the original plan, bhut has gradually been
modificd in favor of longer term students, at the request of the
fellows,
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Another criterion was used during the screening process, one not as easily

defined as the others. In the second year, project staff sought out people whom

they thought would fit their concept of the model learner —- mature, self-directed,

self-disciplined, motivated, internally controlled, etc. As Ted Ross, Director of
the Whitman Center, stated, "We want people who want our type of program.” The
intricate screening and interviewing prccess was intended to help staff identify
people whom they felt they could train effectively, and to screen out those
applicants who might have difficulty functioning in the project, or who might not
take advantage of the enriched and responsive learning enviroﬁment offered by the
project.

To this end, in the second vear staff began to administer to trainees a
battery of attitudinal tests on a pre- and post-test basis. The tests included
Rokeach's Dogmatism Scale, Form 'E; the Minneéota Teacher Attitude Inventory; the
California Psychological Inventory; and the Study of Values. Such testing is
intended to serve three purposes in the training program:

1. To help staff assess individual training needs, and to build
a program based on those neads.

2. To evaluate change in trainees over time, by comparing
Pre- and post-test data.

3. To refine selection policies. The tests are used to help
Project staff identify which types of trainees seem to get
most out of their training experience. Through the use of
the Rokeach Dogmatism Scale, for instance, staff hope to
discover whether successful trainees tend to be more flexible,
less dogmatic than less successful trainees. They could then
seek out applicants in the future with "successful" character-
istics.

In sum, among the several efforts made by staff to change the project in
response to a rather disappointing first year, two of the most important were to
revise the criteria for acceptable fellows and to elaborate the screening pro-
cess. Although the criteria were never made completely explicit, such terms as
"flexible", "open", and "responsive" were used by staff in this regard. It
might be useful to examine the backgrounds and experiences of the present

trainees to see which trainees are most satisfied and fit most easily in the
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training program. In terms of background, the trainees are generally of three

types:

1) Early Childhood Education teachers; 2) Elementary Education teachers;

3) Community-oriented and parent-oriented trainees.

1.

Early Childhood Education Teachers: These persons tend to be
teachers in Head Start programs, nursery schools, and other
pre-school settings. They generally are interested in this

program because they hope to acquire more effective skills

in individualizing instruction for pre-school children, identifying
children with special needs, and planning individual remediation
programs for them.

Elementary Education Teachers: These persons tend to be older than
the early childhood education teachers. Many of them have a
great deal of experience in teaching on the elementary school
level. They have concerns similar to those of the early child~
hood teachers, but they must apply the techniques they learn

in this pre-school laboratory setting to the primary grades

in a public school. Generally they must return to schools

with fewer staff and resources than the early childhood people,
such as teachers from nursery schools. Many of these elementary
education teachers are interested in moving into the field of
early childhood education, but do not yet have jobs in the field.
For instance, the Petersburg public school system has 3 or 4
pre~school ~lasses, but they are presently filled up and there
are no openings for new staff, such as Petersburg public school
trainees coming from the 4166 project.

Community-oriented Trainees: While not exclusive of the other two,
there seems to be a core group of people who have come into

the ECE field by way of community organization work and work
with paren .. Typical experiences of these trainees are or-
ganizing anu directing parent-child centers and working with
Community Action Agencies and VISTA programs. These persons

are interested in the role of parents and communities in the
education of children. They tend to view education from a

more social and political perspective than the other two groups.
They are interested in learning how classrooms are operated and
managed, and the variety of teaching techniques available,

while some intend to serve as teachers when they return, most

are interested in working as organizers, advocates,
directors, and administrators of early childhood programs.

Of these three groups of trainees, the Early Childhood Education

teacher. appear to function most effectively and comfortably in the training
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- program. Their backgrounds tend to be similar to the experiences

offered to them in the Project: clinically oriented nursery school

classes. The Elementary Education teachers appear to have more difficulties

27

with the training program because they perceive discrepancies betweszn

what they learn-in the training program and the settings in which they must

apply these techniques: primary grades in public schools, short of staff, 18
resources, and administrative gupport. Community~oriented trainees

also have difficulty utilizing the training program. Their '

background experiences have led them to view education from a more social

and political orientation than:that of project staff. They generally find 23

the training program too clinically oriented, and too removed from the
problems of poverty, racism, etc. While interested in the clinical aspects
of child development, they seem more interested in community and parent
involvement in early childhood education, aspects which they do not feel

are stressed enough by project staff.

Future Plans

For the third year of the program (72-73), staff intend to revise
their policies again. One likely change will be the acceptance of two

types of trainees: those primarily interested in classroom experience; those
primarily interested in clinical experiences. According to current plans -

and dependent on career objectives as stated by trainees - during the
academic year '72-'73 eight trainees will participate in a program emphasiz-
ing the classroom practicum, four in a program with a clinic emphasis.
Staff maintain that the present system, involving all trainees equally in
both the clinic and the classroom, attempts to cover too much territory.
They feel that it is difficult, if not impossible, to give a thorough
orientation to both classroom and clinical experience in 9 months. More-
over, many of the fellows have shown more interest in one .omponent of the
project - clinic or classroom - than in the other.
Another criterion now being considered for the third year of the projest

8 acceptance of applicants only from the:Petersburg or Franklinia area.

11



Staff feel that if their contacts were limited to a single geographic arna
they would have more opportunities to follow-up on graduates and to establish
lasting relationships with communities and school systems. Under the present
system in which trainees are recruited nation-wide, it is difficult to keep in
touch, let alone assist the trainees when they return to their respective

communities. Selection of trainees only from the immediate area would e'=0

help to solve another problem: the d*- of trainees from their
families. Staff have found that tvainc ;:ated from their famjilies
experience great difficulty in ad- ing 1 \é program. They never seem
to be "all there," are constantl ‘ned about family issues at home,
and tend to travel back and fort. eir families freguently.

Selection of Children

In the first year of the project, 48 children participated in the
classrooms, 12 in each of the four models. 1In each classroom, 6 of the
children were normally developing, 2 mildly retarded, 2'emotionally and/or-
perceptually handicapped, and 2 were classified as disadvantaged. In the
second year of the program, the number of children per classroom increased
to 15. The breakdown in each classroom was as follows: 6 normally developing
children, 2 mildly retarded, 3 emotionally and/or perceptually handicapped, 4
disadvantaged. This particular ratio of "normal" to exceptional children was
decided upon by the project director and coordinators, on the basis of their
experience in integrating normally developing children with children with
special needs. Care was taken in both years of the project to ensure an
adequate number of "normal" children. It was felt that if there were
too many children with special problems, then it would be difficult for positive
peer role modeling and peer tutoring to take place. In both years, however,
staff found that some of their so-called normal children had emotional and
learning problems. For example, one of the classruoms now has a significantly
higher proportion of children with emotional problems than the other
three.

Project staff have thus come to consider the screening process
for children veyy important. Laura Darwell, the Community Coordinator,
is responsible for intake. Normally developing children are recruited

from the local community. Many families have heard about the project

12
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from last year's participants, and the Center receives many requests
for information about the classrooms zfd enrollment in the program. Children
with special problems are referred from Neighborhood Health Centers, Head
Starts, the Whitman Child Development Center, Children's Hospital, and the Uni-
versity of Petersburg Evaluation Center.

Laura Darwr"1 meets with the parents and the child during the
screening process to find out about the child and his needs. She and
project staff accept children @nto the program with an eye to insuring a
"proper blend" of children -- both normal and exceptional. Emphasis is
placed on accepting children from minority groups. At least forty percent of the
entire student population represent minority groups -- either Chicano or
Black. Staff make sure that minority children accepted into the progzam
do not comprise only the special and disadvantaged population of the
classroom. That is, an effort is made to recruit minority children to
fill the "normal" slots as well as the exceptional. In order to assess
the growth and development of children in the laboratory school, several
tests are used - W.P.P.S.I., Frostig, Boehm Test of Basic Concepts, Pictorial

Self-Concept Inventory (Anthony Bole), Beery, ITPA, and others as indicated.

' The Four Models

In the first year of 4166's operation, staff took pains to establish
the four models as distinct, separate entities. They planned to rotate
the trainees through the classrooms to familiarize them with the assumptions
and procedures involved in each model. In addition to training functions,
staff also hoped that tentative hypotheses might be developed regarding
the effectiveness of the four models for all the children and for the
exceptional children in particular. One of the underlying questions
of great interest to staff was which classroom models seem to work best
with which kinds of children. It was not the intention of the project to
undertake a.controlled research.project to test these hypotheses, but it
was hoped that judgments might be made by staff and fellows concerning
which models seemed to be effectiQe with which children. To answer this
question, staff thought it important that the models remain separate for
comparison purposes.

Within the first few months of operation, however, it became

13
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apparent that the four classrooms could not continue to function as ‘ -
separate entities, distinct models. The head teachers, unable to share : -~
ideas, materials, and techniques with one another, felt constrained: |
Such constraints, moreover, seemed to them not in the interests of the
children involved. Perhaps because the models were "written down"

and treated as such, the programs seemed to be becoming frozen and rigid.
For instance, if a speech therapist wanted to work on a one~to=~one

basis in t o classroom with a particular child, the head teacher had to

ask, "Can I allow this within my ﬁodel?" Teachers wanted to adhere to

the project's design by keeping their models "pure", yet at the same

time they felt that the separate models were not meetiné all the needs of
the children in their classrooms. The teacher in the Engelman-Becker

model perceived situations where a particular child might be helped by 2a
more open structure; the teacher of the open-classroom model noticed
Occasions where a child seemed to need more structure.

The models began to blend together somthat, as a result of
interactions between the head teachers and the trainees rotating. through
the four classrooms. Re-evaluating their approach, staff and teachers
finally concluded that this interaction was a necessary and natural
evolution, and should be permitted, if not acﬁively encouraged. The
teacher of the Engelman-Becker model decided, in conjunction with Belle
Forrester and'Anna Leigh, that she would reduce the amount of Distar
materials she was using in the classroom. During part of the day, she
incorporated some of the materials and open structure approaches of the
other classrooms. In the open classroom model, the teacher began to
provide more sﬁructured situations for particular children, and to borrow
some behavior modification techniques for particular children.

The heart of the project's four model approach to training is the
rotational system. There are two classrooms in the Whitman Center which are
used by 4166. The models are operated in two sessions: two in the morning
from 9:00 - 11:30, and two in the afternoon from 1:30 - 4:00. Each trainee
is assigned to one classroom model for two mornings or afternoons per
week for a period of eight weeks, where she serves as assistant teacher.

In addition to the head teacher and the trainee, a bus driver aide

assists in the classroom. In some classrooms, student teachers from local
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colleges participate on a regular basis as well. In the fifst year of the
program, in addition to the head teacher, fellow, and bus driver aide,
a full-time assistant teacher was assigned to each model. These
assistant teacher positions were discontinued in 71-72, because of high
costs and because the trainees felt they had no meaningful role to play
in a classroom for 12 children already staffed by a head teacher, assistant
teacher, and aide. Thus in the interes’s of training goals, assistant
teacher responsibilities were delegated to the fellows.

The lack of assistant teachers this year, however, has presented

some new problems in terms of service goals. Although trainees now assume

the role of assistant teacher, each trainee is only in the classroom #two days out

of four per week. A head teacher has two different trainee-assistant teachers
weekly (one on Mondays and Tuesdays, one on Wednesdays and Thursdays.)

This has proved difficult for the head teachers to manage. What happens

on Mondays and Tuesdays must be communicated to the Wednesday~Thursday
teacher and vice versa. Many of these communication problems are dealt

with at a Friday classroom planning meeting where all staff for the week
meet. But head teachers still perceive a lack of continuity. This

is aggravated every eight weeks when trainees are assigned to new classroom
models. Then the head teacher must Orient two new trainees to the particular

approach of the classroom, and to her expectations of them,

The replacement of full-time assistant teachers by trainees has
given the fellows more responsible roles to play in the classrbom, and
this is considered a benefit by all. But on the other hand, the arrangement
places some constréints on the fellows. A particular trainee may be more
interested in the clinical aspects of the program than in the classroom
practicum, in which she may have had Years of experience. However, the head
teacher depends on that trainee to serve as assistant teacher. No other
person is available in the classfoom to £ill that role. Frequently a trainee
wants to attend a lecture or case.conference on the day she is normally
assigned to the classroom. Classroom'obligations invariably take

precedence, to the trainee's dissatisfaction.
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In the first year of the program, all fellows were rotated thrcugh
the four models for periods of nine weeks each. This year, somewhat
greater flexibility prevails. One fellow requested and was granted per-
mission to concentrate only on the clinical aspects of the program, and
to forego participation in the four mc'~1ls entirely. Two other trainees,
after spending their assigned quarter in the open classroom model, asked and
were allowed to remain there. They had established close one-to-one
relationships with some of the emotionally disturbed children in the
classroom, and felt that pulling out of the classroom at this stage would
be harmful to the children. In additiqn to their concerns about the
effects of the rotation on these children, the fellows also believed that
it was in their own educational interests to stay with the same model.
They felt they were just beginning to understand the style of this
particular approach and teacher, and they wanted more time to orgmnize
their perceptions and experiences. '

Aside from these “hree exceptions, all trainees are rotated through
the four models., Some trainees feel that nine weeks is not enough time to
spend in a single model, az do the head teachers to some extent. Especially
in the EnglemanjBecker model, where specific Distar training techniques.
must be learned in order to carry out the program, the teacher felt that
nine weeks tends to be inadequate. No sooner had she taught the fellows
the techniques and they had begun to use them, when the nine weeks were
over and she had to start orienting a new team of fellows. To alleviate
this problem, two head teachers hold a weekly training session for all
trainees on the specific techniques (Distar and behavior modification approaches)
involved in their programs, in order to prepare fellows in advance for
their work-in those models.

As for the effects of the rotational system on children, the
teachers believe that the fellows' rotation, although initially disruptive,
has no serious effect on the children. Most cf the children, fhey believe,
are able to adjust to these changes quickly. But for some of the
children with emotional problems, the process of adjustment tends to be
more difficult. Particularly in the open classroom model, where there
seems to be a higher proportion of children with emotional problems than

in the other classrooms, the head teacher felt that rctation of trainees had
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negative effects on some of the children. Thus two fellows have remained
for a second quarter in the open classroom ﬁodel, as discussed previously,
It should be noted, too, that the head teachers themselves were by
no means entirely at ease about their responsiblities for running the four ' 17
models and training the fellows.
In selecting head teachers for the first year of the project, staff

sought teachers with training and experience in the four models. Belle Forrester

and Anna Leigh traveled to study classrooms and recruit teachers from sites noted

for use of the models - e.g. University of Petropolis for the Engelman-Becker

model and open classroom model, University of Sinoa for the behavior modifica~
tion rmodel, East.Franklinia for the New Nursery Model. However, .these models
were recently developed., Few peop#e trained in these particular techniques had
extensive experience applying them in the field. 1In.fact, several of the
teachers hired by the project came directly from the training programs, with
little classroom experience. It was difficult for these teachers to cope
with responsibility notlonly for a ciassroqm of children, but also for a
group of fellows. Thus there were adjustment problems for both the head
teachers, who were expected to serve as teacher-trainers, and for the 18
fellows who were asked to assume the "student" role under a teacher who, in
some cases, had no more years of classroom experience than they.

In sum, the four model system has not yet worked out entirely
to the satisfaction of staff, fellows, and head teachers,

One problem is a conflict between two sets of goals which the
project hopes to fulfill. On the one hand, the purpose of the project is
to train fellows in several educational approaches -- by rotating them
through four different classroom models. On the other hand, the project
intends to provide services to the 60 children enrolled in these classrooms.
In several respects, the practice of rotating fellows through classrooms
has created problems for the head teachers, for the children, and for the
overall functioning of the classroom. If the project is primarily a
training program then these disruptions and problems of adjustment may be
necessary and justified. However, if the pProject is to be a service

program as well, then the four-model strategy may be dysfunctional toward
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that goal. For that matter, the four model plan has not been entirely
successful as a training strategy either. In' some cases head

teachers and fellows feel that a half-time (:wo days out of four)
schedule for nine we.'s does not provide sufficient oppoftunities to
become familiar with a model. Moreo~ r, the rotational system requires
all trainees to divide their time the four mcdels, and between

the classrooms and the clinic, in the same manner; this is insensitive to
the variety of individual backgrounds, skills, and interests of the
fellows.

In response to these problems, project staff have come to consider
the four classrooms not as four separate models, but rather as examples
of two broad approaches to teaching:

1. the behavioral approach (Engelman-Becker; behavior modification);

2. the psy<hodynamic approach (New Nursery; Open Classroom) .

That is, to different degrees the classrooms follow the principles of
behaviorists or the theories of psychodynamics. Another way of viewing the
models is in terms of a teacher-directed--child-centered cortinuum. The

two behaviorist approaches appear more teacher-directed, whilebthe two
psychodynamic approaches are more child-centered. Ms. Leigh, the

project Coordii itor, maintains that all fo-r clagsrooms have the same
curricular goals in common and that they differ in their approaches or styles in
reaching these goals, Because project staff have come to view the four
models as examples of two general approaches, they are considering assigning
trainees next year to only two internship classrooms - one behaviorist, one
psychodynamic - instead of rotating them through all four classrooms. This
change would allow a fellow to spend eighteen weeks in each of two class=~
rooms, and would nopefully have less disruptive effects for all.

T+ is difficult to assess how these two approaches, formerly four
modals, will evolve in the future. The project bopes that ultimately a
comprehensive model of quality education will emerge which matches
distinct teaching styles to the individual needs of children. Ideally, a
teacher could employ a variety of styles to meet the diverse needs of
children. As stated by staff in a recent memo to Vivian Vance, Early

Childhood Education Project Officer,
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“As trainees move from one classroom to another they take
what they know and what they have recently learned about pre-school
education with them. ¥rom our vantage point, at this stage of our
development, it appears to us that all models have something to
offer teachers and children; no medel can encompass the needs of
all chiidren; i.e., some children in an open, experimental setting
could work more effectively if the teacher were free to use some
behavioral techniques. Indeed, as Lee Kendahl [from Rollins
Institute and one of our speakers] observed, “You don't learn
to drive a car by identification.'

Therefore, in the third year of our project we would like to
move away from four separate models, or four modified models, to
one integrated model where the teacher would be free to use an
eclectic approach, in which she could draw upon things learned from
all the models in an attempt to meet the varying requirements of all
chijldren.

Trul* individualized programs can now be offered to children
of varying developmental levels, in an integrated setting, by allowing
teachers to share their knowledge. We feel this would be growtn-
producing and a fit climax of a three-year effort to demonstrate
new techniques in Early Childhood Education and to train our par=
ticipants to carry them back to their own centers,"

Clinical Teams

Practicum experience in the four model classrooms is one major

component of project 4166's training program for f2llows. The others
are course work in the form of seninars, to be discussed, and
experience on clinica. 'eams. Tie lo:ter is one of the most interesting
features of tlie project, since ir theory, the clinical teams represent
an opportunity to bring a powerful interdisciplinary, multi-institutional
approach to bear on a broad range of children's needs, including educational
ones. The Whitman Center, as discussed in the Introduction to this report,
had been established to explore and test an interdisc plinary approach to
diagnosis and treatment of exceptional children, To this end, the Center
orjanized two interdisciplinary clinical teams in house to handle all
cases referred to the Center, and one Community OQutreach Team. The following
discipline specialists are represented on the clinical teams.

Psychologist

Social Worker

Public Health Nurse

Developmental Pediatrician

Speech Pathologist

Occupational Therapist

Physical Therapist

Educational Consultant

Nutritionist

Psychiatrist
" Dentdct



The purposes of the Clinical Teams are threefold:

1.

They evaluate a child's physical health status and his ability
to function cognitively, affectively and motorically in respect
to himself, his family and his enviromnment.

They prescribe remed.ation.

They help the family make contact with the local community
helping agencies.

Anna Leigh ard Phyllis Waxman serve as the Educational Consultants

on the two clinical teams. In designing project 4166, they proposed that

the fellows participate on the clinical teams as ohservers and aides.

Such involvement was intended to allow the fellows:

1.

4,

5.

to watch individual assessments and to discuss with the
examiner what he did, what information he got, what factors
must be considered in arriving at a final evaluation within
the discipline;

to see the child from many different perspectives;
to understand what the different disciplines do and subsequently
to make use of these diBciplines either through referral or as a

consultant;

to add educationzl input and see how it tempers, alters or
expands a case; and

to become acquainted with community rescurces.

In practice, most of the fellows' clinical team tine is devoted to the

following activities:

1.

Give educational tests;

Visit schools observing and evaluating settings intrinsically
as well as for a particular child;

See many different teachers and teaching styles;
Design remedial programs and help teachers to implement them;

Tutor exceptional children, hopefully serving as a model for
teachers.

Participation on :he clinical teams, while considerad important

by project'staff and the fellows, appears to be an adjunct to the training

program rather than an integral ccmponent. Two reasons are likely.

The role of the Educational Cons ltauts - and by association, of the
O
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project fellows - on fhe clinical teams has not be well defined. The other
members of the teams, accustomed to working within the traditional diagnostic
and therapeutic disciplines represented in a Medical School. who are inexper-
ienced and perhaps less interested in working with educators, tend to look to
the Educational Consultants to determine and justify their role. The Educational
Consultants, also uncertain of their :.le, tend to act mor~ as observers and
commentators than as participants in the clinical team process ~f diagnosis and
treatment. Under these circumstances, project fellows are neither expected nor
encouraged to learn how to function in an interdisciplinary environment. It
should be noted, however, that project staff and the project director maintain
that the Educational Consultants function as equals on the clinical teams, and
are regarded as such in ~very case involving children in preschool or school
programs, ‘

This relationship between education and other disciplines represented in
the Whitman Center is reinforced by the priorities of project staff. Their fun-
damental crientation is and has been toward the classroom. They devote most of
their time and attenton to the four models, and expect the project fellows to
do the same. The clinical teams have a lower priority in project 4166 than
the lakoratory school. |
Seminars

The third component of project 4166's training pwngram, the course
work, consists of three seminars which are held week'y and taught by project
staff,

1. Early Childhood Education Seminar - led by Belle Forrester,
Anna Leigh

2. Education Clinic Seminar - led by Phyllis Waxman

3. Learning Disabilities Seminar - 'ed by Ted Ross

The ECE Seminar

The ECE Seminar is planned around the needs of the fellows as
projected by staff in the beginning of the year, plus emergent ne 43 of
the participants as the year progresses. The following topical areas

have been covered in this year's ECE Seminar:

1. Examination of the educational settings and experiences of the
fellows. :
2. Historical cverview of early.chi'dhood education.

Y



10.

nxploration of the ideas upo. - ~h present early childhood
programs appear to be constructacd.

Developmental Theory of Piaget.
riksonian Theory.
Sears, Bijou, Baer, Wolfe, as exponents of behavioral theory.

The four classrocms at the Walt Whitman Center:

Focus: From what world-view do they emanate;
rrom wihich theory of child development do they base
their curriculum?

These sessions were co-chaired by the seminar leader and
one of the nursery .:chool teachers. It allowed for
general discussior of the "model" and discussion of

the model as it existe in the Center. It also a' .wed
for the examination of the Head Teacher's philosophy

of child development.

The Retrrded Child.

These seminars were programmed to coincide with Phyllis
Waxman's Seminar on the same subject. The Seminars
focused on children in the four classrooms and were
handled as case stufies, The instructors used the

test protocnls of tihe children and observational

d.ta of the fellows, and tried to correlate them

with actual progi mming as seen by phiilosouphic or
theoretical content of the model. Special readings
were also assigned.

Emergent needs .of fellows around language devalopment and
peychomoto: functioning determined the next series of seminars.

a. Theories of language develcpment.

b. Testing procedures, remedial procedures, augmenting
programs in the classrocoms.

c. ~homotor develcment . om infancy to 5 years of age.
The child v th & cerral ne: .15zem disorder.

Als» arsdl .o to match with Phyllic Waxman's seminars on
same subject. Same focus as for mentally retarded,

only now the fellows cculd also ad” input from

languaga and nsychomotor development. Affective needs
of these child-en also became a focus of attention ~
individualizing both for cognitive and psychomotor

needs with the additional consideration of apparent
learning style of the child.
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11. EmotionAally Disturbed Child.

a. Video-tape of a child in the classroom and in a
series of play therapy situations with therapist
from the Center. This therapist chaired the session.

b. Emergent needs

Fellows demonstrated feelings of resistance and
threat. So the next session dealt with the
whys of the techniques used with child as well
as what is meant to a therapist or a teacher

in terms of hiunself.

In the ECE Seminar, the plan for the rest of this year includes:

a8.  d.scussions of the disadvantaged child based on the Center
pcpulation, obse.vations of community, schools, and readings.

b. Parent-teacher-child.
€. Curriculum planning.
d. The teacher as change agent:
1. Models
2. Plmining proposals for change on the individual basis

for “cllows returning to their community b ses.

The format for the previous year's seminar followed the same topics.
The order of preseniation was slightly different because of the needs of
the group. There was less emphasis on language development anﬁ more
on child development, since many of the first yvear fellows lacked a

current background of informatior on the subject,

The Educe“ion Clinic Seminar

The Education Clinic Seminar, under the direction of Phyllis waxman,
meets weekly, covering those topics or areas which are related to the
clinical practicum of the fellows. Discussions center on techniques of psycho-
educational diagnosis. remediation, and school consultatiohs. Clinic cases

and clinic team functioning serve as a laboratory for training purposes.
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The Inc.vidual Learning Disabilities Seminar

Although the title of this seminar implies a course on clinical
issues related to learning disabilities, the topics covered go beyond
this general area. Led by Ted Ross, the seminar often covers more
global issues such as national legislation relating to children with
special needs, federal trends in day care, Or new programs in early
childhood education. Ross attempts to bring to the seminar information
on programs and resources nation-wide. The fellows are involve = in
selecting outside speakers to address the seminar. The mcre clinicai
issues relating to disabilities tend to be covered in the Education
Clinic Seminar.

During the tirst year of the project, 1970-71, the Learning
Disabilities Seminar and the Education Clinic Seminar were combined, co-
directed by both Waxman and Ross. Staff came to feel, however, that this
joinﬁ seminar was too fragmented and lacking in continuity.

In addition to three regularly scheduled seminars, the trainee is
free to attend any other seminars, lectures, rounds, or classes in other
departments of th: Medical Scheel =-- nursing, pedimtrics, psychology, psychiatry,
. etc. In the first year of the program, all seminars and lectures in other de-
partments were open to 4166 trainees. While many are now closed, they have
been videotaped for the use of trainees. According to Phyllis Waxman, in 1970-71
some faculty and students from other departments felt that the presence and
p.rticipation of 4166 feoilows "lowered" the level of the courses. This was
perceived as a problem particularly in some psychology seminars. The psychology
students felt that the 4166 trainees did not have enough background in psychology
to contribute to their seminars. Moreover, the orientation of the psychology
students was ‘heoretical. while the 4166 trainees tended toward a very
applied approach.

Other project-related activities which some trainees have
participate’ outside the Whitman Center include:

1. Consultai i 1nd assistance to Head Starts and Day Care Centerw, 35
on a daily or weekly basis.

2. Workshops at Summit Center in nearby Carville, attended by all
head teachers and most fellows.

37 .
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3, Visite to Ceuters for trainable retarded children, learning ' 35
disability centers, Parent-Child Centers. 37

Seminar Plans for the Future

As plans now stand, next year trainees will concentrate on either
a preschool classroum emphasis or on a clinic emphasis. Seminars will be
organized as follows. Preschool Emphasis Trainees will take the Early
Childhood Education Seminar; Clinic Emphasis Trainees will take the
Education Clinic Seminar. All trainees will take the Learning Disabilitiés
Seminar, and the Professional Issues Seminar. Froject staff have decided
that a Professional Issues Seminar would be a useful addition to the
current offerings of training seminars. Althoggh the details of this
seminar have not yet been mapped out, it was des~ribed as follows in a
memo to Dr. Ted Ross from Dr. Phyllis Waxman:

A time will be scheduled weekly for all Fellows and staff to
routinely meet to deal with a variety of issues that have arisen
both last year and this year that might be conceptualized as falling
under the broad heading cf Professional Growth and Development. The
degree of individualized programming that has existed has made it
virtually impossible to find a weekly hour or two that all perscas
have free in common. Accordingly, such concerns have previously been
managed to date via individual Fellow/Staff member conferences. While
the latter type of conferences have proven highly waluable for a num-
ber of concerns, many issues now being handled in this fashion pertain
to averyone and, at times, related to group dynamics. Thus, individual
con’.erences will continue but a weekly group meeting will also be for-
mally scheduled.

Anothe: new seminar, offered cuuperatively witn the Pstexrsburg Community
College and the Carville Campus of the University of Franklinia, will address
learning and developmental disabilities of childfen from birth through ten

years of age; all trainees will be invited to participate.

The Staffing Strategy

One of the majcr strategies used by the project staff is the
technique of staff.ng. As a clinical concept. staffing involves assessing
an individual's needs, outlining objectives and methods to meet those

needs, and assigning personnel from the relevant disciplines to carry them
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out, Underlying this concept is the belief that any progr::~ whether

a classroom for pre-school'children or a training program for education
fellows) must be responsive to the individual peeds of the participants
involved. One method of responding is to bring together a group of
persons concerned with the particular individual (sometimes including the
individual himself) in order to mutline the individual's reeds and ways to

meet them. This staffing proces: takes rlace on two different levels in
the:project: the staffing of children, and the staffing of fell’ ’s.
The proiect has articulated the following educational goals

for its relationship to children:

1. To help a :child develop a positive self-image - by helping
him express and handle his strong feelings appropriately; by
helping him grow in independence, in self-direction and
in self-control.

2. To help A child develep social skills - by helping him to under-
gtand the feelings and behaviors of others; by helping him to
interact in socialily acceptable ways.

3. 1. help a child develpp his intellectual abjlities = by helping
- him to improve his communication skills, his sensory and per-
ceptual acuity, his concept formation ability, and his problem
solving skills.

4, To help a child develop his pt rceptual motor skills - by helping
him improve in coordination, bLalance, speed, grace, and vigor.

The head teacher, fellows, and bus driver aide meet weekly for a two-hour
planning meeting. At these meetings they discuss individual children in
terms of these educational objectives, and decide on ways to . clp the
child develop further. Staffing of children also occurs in hourly meetings
which the head teacher holds weekly with each of the fellows working in
her classroom. At these meetings, the teacher and fellow may discuss a
- particular child with whom the fellow has been working, and teaching
strategies the fellow might utilize with the child. Teachers often
b~1lp the fellows design individual remediation programs. Som:2 of the
fellows' seminar sessiors also deal with remediation programs for children.
The fellows are staffed in the project as well. The st. .ing
process is carried out by head teachars and project staff in many

different meetings. A fellow mezts weekly with her head teacher to discuss
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what she can and should derive from her classroom experience. The head
teacher meets weekly with projsct staff, to report ¢n the feliow's
participation in the classroom. At these meetings the fellow's progress
is assessed, further training needs are identified, and a training
program for the fellow is set. Finally, project staff meet weekly with

the fellows, to analyze their performance and prescribe new activities
and orientations. It is noteworthy that regularly scheduled meetings

among all the actors in the staffing process - fellows, project staff,
and head teachers - do not occur.

For this reason there appears to be some dissatisfaction and unrest
among trainees. Specifically, trainees resist the notion that they should
be staffed, tested, and taught, in a manner which they feel is similar to
the teaching of ¢ ..ildren ir. the four pre-school classrooms. Some trainecs
feel that the project relies so heavily on a nursery school model of teaching
in the four classrooms that the principles of the model carry over to
the teaching of the trainees. .

From the staff's point of view, trainees .re experiencing difficulties

in adjusting to the change in status from teacher to student. Some trainees,
however, feel that this role transition should not be necessary in a gdod
training program, that the teacher-student roles should not be as exclusive

as they are currently perceived by project staff. (The project director does
not consider this valid criticism.) Traineec want to be viewed in a dual role:
enrolled in 4166 in nrder to learn new skills; and also enrolled to teach-
others, to share che information and skills they bring o the program with
other trainees, teachers, and project staff. They feel that they are currently

denied this opportunity and respect., Some maintuain that testing and staffing

"meetings reflect a patronizing attitude on the part of project staff, who re-

gard the fellows as children or clinical casas, rather than as professional
colleagues in a training program. The fellows who appear most dissatisfied are
those who do not come from clinical and nursery school backgrounds, the Elemen-
tary Education trainees and those whom we have been calling "Community-Orianted"
Trainees. They tend to find it very difficult to adjust to the clinical
approach applied to trainees in the project. Project staff are concerned with
these "role identity crises" in trainees, and strategies for managing them. In

a memo to Ted Ross from Phyllis Waxman, the problem was described as follows:
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This year and last, a number of Fellows seem to have considerable
difficulty shifting to the role of a learner after having been in
a position of teacher/relative authority before coming here. This
reluctance on the part of many seems *0 become a means of remaining
somewhat distanced from training experiences as if being a neutral
observer with the effect being that particular experiences may be
viewed as interesting but are not internalized in ways that might
promote positive changes. A few Fellows (and these tend to be the
same persons who are more self-motivated and aggressive about learn-
ing) seem to have no difficulty assuming the role of a learner.
While project staff feel they have not yet sufficiently addressed
these role problems, they have utilized several techniques to come to
grips with the issue. The major strategy thus far has been the weekly
individual meetings between trainee and pr ‘ect staff, and trainee and
head teacher. Staff, however, feel that these individual conferences have
not been adequate. It is hoped that the weekly Professional Issues
Seminar for all staff and trainees which will be instituted next year will

clarify some of the group dynamics issurs involved in the area of pro-

fessional growth and development.

This response demonstrates cuce again that project 4166 is.fundamentally
committed to the labcratory school approach, and oriented toward a rather narrow,
albeit important, range of iﬁpacts. Project stafi are not primarily intert.cied 30
6r engaged in changing institutions, at either the "EA or IHE level, although 29

change is an expressed concern. They are engaged in providing a very intense,

graduate level, practicum-oriented training eXperience in nursery school 22
practice, to experienced teachers. To achieve this goal, the project
director and his coordinators have assembled: a small and extremely
competen? group of early childhood educators as trainers and head
teachers; a group of highly motivated and experienced professionals as
fellows; and the resources to administer four model nursery school classes 23
in a close-to-ideal interdisciplinary child development center.

Because of the interests of project staff and the resources of the
Center, the children enrolled ir. the nursery classes ¢pan a wider range of 31
socio-economic backgrounds and developmental problems than would be

f.- d in either a typical Head Start class or a university-based

laboratory school. ‘et in responding to this broad range of needs, the
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project has utilized the resources of the Center rather unevenly, On the
one hand, project staff have vorrowed heavily from the clinical strategy
of staffing as practiced by the Centér, to diagnose and respond to the educa-
tional needs of the chiidren, and or the fellows. StaZfing has been a more
successful approach with the children than with the fellows, a few of whom
have expressed no little resentment at being "treated like kids".
On the >ther hand, he properly academic resources of the Center -
represented in the clinical teams, and in courses offered by other
departments‘in the Medical School - have been emphasized and used
to the fullest extent. The focus of the project is very much on the four
models in the laboratory school. This classroom emghasis has constrained ) 18
the training opportunities available to those fellows primarily interested
in clinical training and experiences. It also resulted in conflicts with
service goals, since head teachers and fellows alike came to feel that
rotation through four classrooms was not in the educational interests
of the children - and in some cases, not in the interests of the fellows
either. ' |
In response to these problems with the staffing strategy and with
-he structure of the training program, staff have modified the project in
several ways. The four models have been collapsed into two general
approaches, behuviorist and psychodynamic, simplifying the rotational
system. Next year's trainees will be permitted and encouraged to choose
either a classroom emphasis or a clinic emphasis. An attempt will be
made to recruit applicants largeiy from the Petersburg area, to minimize
dislocation problems Zor the fellows and to provide follaw-up support
for them after completion of the training program.
Interestingly, however, thcse modifications and plans do not
fundamentally alter the character of the project as originally conceived
by the director and his coordinators. Despite pressure from community- 29
oriented trainees, staff remain committed to classroom , ractice -~ not tc 30
broader educational change. Despite pressure from thé fellows as a whole
for a more participatory role in the training program, project staff
continue to practice the staffing strategy. Finally, to date staff's response
tu the interest of som: .ellows in emphasizing clinical training has been

to allov them to do so, but not to rethink or revise ° nature of the
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fellows' participation in the clinical teams or in course work offered
elsewhere in the Medical Schoc®. The focus of the project remains the
laboratory school, and the carefully orchestrated training of pre-school
teachers. The program revisions planned for 1972-73, however, indicate

that the focus may soon change.
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