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CHAPTER 1V

VARIABLES AND ANALYTIC PROCEDURES

Definition of Variables

In order to conduct any kind of statistical analysis, some quanti-
fication of the problem under investigation must be obtained. The case studies
themselves do nct provide this; they serve only as the source of the data. At
one level, we have developed a series of 37 rating scales, deicribed in detail
elsewhere in this report. These scales represent a first attempt at providing
a quantitative description of the BEPD projects. However, they were written
to provide a fairly broad perspective of the sites and as such often are not
uniquely important. It is clear that some procedure was necassary tc
their dimensionality or > davelop new variables whic. provice more i: ‘ornation.

It should be cle:. wny the 37 scales cannot al be usad in the ar .lysis.
First of all, there are juczt oo many of them. If we v:re to make all ~f the
666 possible pairwise comperisons, we know tha: some correlatinns would i
significant, even I7 only by chance. As was in:icated earlier many of che va: -
iables ave rvally rot interesting in . 72ir swr right. Thoy we 2 includad amonc
‘he rati g fcal.: to provice acditicrel insight into other pot ntial compari-
sons or - are intended to be taken into account with other variables in analysis.-
Yet, even if all variables were of interest and we could disregard the statis-
tical problems, the results would not be cognitively manageable. At the very
least a conceptual reduction of the scope of the analysis is called for. As we
go on, it will become clear that we have not asked all the possible questions
there are to ask; it is not reasonable to du so. We have, as will be explicated
in a later section, developed a few general areas of interest and several testable
hypotheses for each area. Very often, these models required data not ex-
plicit;y contained in the individual rating scales. Given this need, &nd the
aforementioned cognitive/statistical reasons for reducing the number of
variables for consideration, wes proceed to select variables for analysis in the
following manner.

The variables to be used must come from the set of 37 scales, used
singly or .n combination with each other. An immediate technical prohlem was
selection of procedures for generating combinations, since the scales were
written with certain underlying dimeusions of interest in mind. For example,
several scales were written to tap the various aspects of "within project con-

sensus" because it was hypothesized at the outset of the study that such a

Iv-1
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dimension may be of use in interpreting the results of the study. It is
also evident that there is a good deal of intercorrelation among the various
scales. These two facts led us to consider the techniques of factor analysis
as an empirical procedure for deciding upon underlying dimensions and how
variables measuring them should be constructed.

However, there are certain mathematical difficulties associated with
use of factor analysis in the present case. Je -=re able to generate a

37 x 37 intercorrelation matrix sut he only 13 :ases on which to make our

zorputations. "his resulted in ~:deterr.inancy: . unique solution cannot be
fouwt under these conditions. - is no- possible :0 map a 37-dimensionzl
Spes ' into a 13-dimensional one. r solv: a set of 13 equations with 37 un-

Xnosns. However, there are com~ - ationa. procecures which will yield = solu-

tio. Altaough this solution _: : -t the only p: -z bl-. one that adequare_y fite
the - .2a, = may stil! have com reility. L osd =t - r of factorir-
o ‘ve to con? rm s . Gloemcnatal  ~tic oo which scales
Sl toge er™. But it wi.. pinvide some supportive, if nonconfirmatory,

evidence. This is analogous to the use of simple correlations in
investigating causality. If a correlation i;—observed, we have a
necessary but not sufficient situation for a causal relationship to exist.
But if there is no observed correlation, we can safely reject the hypothesis
that such a relationship exists.

We are still faced with tﬁe need for combining rating scales into
more complex variables for analysis. Judgemental procedures were, therefore,
hecessary. The results of the above factor analysis, along with knowledge
about the intended underlying structure of the scales and the expert judgement
of the Abt Associates senior project staff and consultants were combined to
produce the variables described below. The drawback of judgemental clustering
is that there is no hard evidence for the valiagty or internal consistency of
the constxucted variables. Consequently, a confirmatory factor analytic pro-
cedure was used to provide evidence that there was but one underlying factor
associated with the subset of scales that combrise a variable. The inter-~
correlation matrix of the scales in a variable was factored. The criterion for
accepting a scale as unidimensional and internally consistent was established
as being that only one derived factor would have an Eigenvalue meaningfully in

excess of unity. Small residual factors with eigenvalues of, for example, 1.03,

Iv=2
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1

woeuld not constitute evidence for rejecting a variable structure. The

results of these tests are presented along with the descriptions of the
variables. Tt should be mentioned that this technique is inappropriate in

the cases where the constructed variable is composed of only two scales. In
such a situatinn, as long - the correlation betw: - the two scales is nonzero,

tnere will be ne Eigenvals greater .an one and f necessity, on. less than

one. The Eigruvalue is de mined according to th'  lation tep =14,
where r is t!'  .orrelation ween the scales. (The - her resuli is X~ =1-r,
secause ;{ ?;l= 2.) In _:ch cases, the resu:fc - the factor analysis

ire not rcpoxl-d.

The f:..al techniza. :zr=nlam to solv = con: - the mei: - of
comziring the srales ire - - wlpg. o cress meltzi. o . »iiibie, the
ract scores w.ild hav . z::d an aturactive manner of deciding on the

weights for the individual scales. However, it has been demonstrated €§9
several authors that factor scores as derived by the standard computer
routines are not unique and that signed unit weighting is a highly adequate
substitute. Such a techniqﬁe was adopted. The sign of each scale was
determined by studying its direction of scoring and by observ1ng the sign
cf its factor loading in the internal consistency tests. 1In all cases,

the decisions were identical.

All positively weighted scales were simply added together. all
negatively weighted ones were transformed so that the scoring was in the
opposite direction and then added to the positive ones. The final total was
divided by the number of scales composing the variable to keep these variables
On a common metric with the original scales (a seven-point scale). Trans-
position of the negativelv weighted scales was accomplished by subtracting
the obtained scale score (on the original scale) from 8, the number of
points in the scale plus one. It can be reedily seen that a seven in the
original scoring becomes 1, 2 becomes 6, etc.

l The factors were computed from the following general form:

= - - - — 4
F—(8n+Pl+P2+...+Pm Nl N2 N__:),(m+n),

where there are m positive scales (Pi) and n negative scales (Nj). More

generally, the 8 can be replaced by the expression (k + 1) for any k=-point

scale,

™/



CODE LETTER

TABLE I

PROJECT IDENTIFICATION CODE

CODE NAME

A

Q1

Aurora University

Bayport, 01d Brunswick
Beecham University
Totunkz . vba
Hermosa state University

Edwardia State Department of
Education

Johnston, Van Buren
Mathis, AtJantica
West Kingsland University

University of Franklinia
Medical School

University of Riceville
Sussex, North Monroe

Ocmulgee State University
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PROGRAM

Early Childhood Training
of Teacher Trainers Program

Career Opportunities Program

Teacher Cor-: - .gram

Ec.cational Leadership Project

Special Education Program

Vocational Edhcation Program

Special Education Project

Training Teacher Trainers Project

Teacher Corps

Early Childhood Program

Training of Teacher Trainers
Career Opportunities Program

Pupil Personnel Services



INDIVIDUAL SCALES: DESCRIPTIONS AND DESCRIPTIVE STATISTICS

1. Source of Training Staff [outside-inside the project]

Each of the thirteen projects supplies some kind of professional
education training for its participants. An indicator of the degree to
whish the project is integrated into the institutional structure of the par-
ticipating IHE's is the extent to which it draws its traiuing staff from the
regular faculty. That is, we may ask if the individuals providing training
are faculty members or non-tenured project staff with no formal ties to
the IHE other than through the project.

Footnotes

References detailing functions of specialized personnel and- sources
of such personnel, including explanations of special contributions: C. K.
Ferguson, 1969; M. B. Miles, et al., 1966; R. Chin, K. D. Benne, 1967;
Argyris, 1961; Rogers, Shoemaker, 1871; N. Gross, J. B. Giacquinta, M. Bern-
stein, 1971; Lippitt, et al., 1967.

Anchor and Mid-scale Descriptions

1. All outside the project: There is no full time training staff,
all are brought in on a part time basis to work with trainees on specific
tasks as trainers. o

4, Equally outside and inside the project: Staff is mixed, some
regularly and fully employed by the project, some on tempurary assignment
and part time salary from other places (other departments, IHEs, LEAs,
consultants).

7. None outside the project: All training staff is fully employed
by the project, with no other commitments, and no other staff is involved in
training project trainees.

Results *

1, F

2. L, 1

3. B, C

4. K

5. J, G, H, E, A
6. D, M

7. -

*These results provide a rank ordering of the projects according to the scores
assigned by the appropriate field team members.

Iv-5



1. Source of Training Staff - cont'd

References to Case Studies#

Aurora - 2M, 5M, 3M, 12B
Bayport - 10B, 11, 12

Beecham_ - 5T, 6, 7TeM '
Cotunket - 1M, 24T

Danforth - -

Edwardia - 7T, 9M, 12B

Johnston - 12T, 12B, 13B

Mathis - -

Pardee - 11M

Petersburg - 19T, 31, 20, 18
Riceville - 1T, 3B, 4M, GT, 7M, 10M, 13B, 18T, 18M
Sussex - 10

Trerton - ———

*In order that the reader may check the rating of any project on any of the
37 scales, reference to the location in the case study report where the
data on which the rating was based is in cluded in this section.

**The designations "T", "M", and "B" indicate the general location on the

page (top, middle, bottom). 1If a page number has no letter designation,
the whole page contains the source of the rating.

o ' ' V-6
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2. Type of Decision Making [all central - none centrall

To a considerable extent the issue of decision making has received
intense attention in the examination and analysis of various social institu-
tions, e.g., the issue of centralization and decentralization in the sphere
of federal and state governmental relations. This scale attempts to deter-
mine the particular balance of decisicn making arrived at within the project.
Each project can therefore be located on a continuum of centralization, from
highly centralized (in which most decisions are made by a small leadership

group) to highly non-centralized (in which various project actors parthlpate
in the decision making process).

Footnotes

References treating the advantages and disputed advantages of the

- decision making process, e.g., who should make the decisions, what effects

the personnel of decision making has on thes results for innovation adoption,
and the effects of authority decisions include: R. Chin, K. D. Benne, 1967;
E. M. Rogers and F. F. Shoemaker, 1971; Lippitt, et al., 1967; G. N. MacKenzie,
1964; D. C. Flesche, N. A. Masters, T. H. Eliot, 1964.

Anchor and Mid-scale Descriptions

1. All centralized: All decisions are made by senior staff, with
no input or participation from trainees or intermediate staff.

4. Intermediate: Some decisions ar- made by senior staff; some:
with intermediate staff participation; some with trainee and/or staff par-
ticipation. .

7. None centralized: All decisions are subject to review, veto,
participation, contribution .by any of all participants, including trainees,
1ntermed1ate staff, and senior staff, who may also initiate decisions.

Results

P 0

-

fc i< Biw i wl

-

R W -

Iv-7



2. Type of Decision Making - cont'd

References to Case Studies

Aurora - 4M, 17M, 7B, 8T, 9M, 12T, 13B
Bayport - 12M, 13M
Beecham - 14M
Cotunket - ==
panforth - -
Edwardia - 10T, 20B, 21T, 28B
Johnston - 1llr
Mathis - 2M, 17M, 3M,1ST, 10B, 21, 13B, 27T, 15B
Pardee - 12M '
Petersburg - 26T, 28B
Riceville - 1B, 2T, 8M, 8B, 10T, 12M
Sussex - 15, 16, 11, 12,17, 18
Trenton - 2, 11M, 1loM-

Q iv-8
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3. Dependence on External Sources of Funds [total - not dependent]

This scale explicitly attempts to determine the program's funding
sources. Implicitly it serves as an indicator of the potential permanence
of the project. To a significant extent the temporariness or permanence of
projects of this nature depends on the extent to which the supporting and/or
sponsoring instituticns allocate from their own budgets a significant amount
of the project's operational funds. One may easily infer from the extent to
which an institution uses "hard money"” to supplement project funds, its
commitment to the project (and the goals it represents).

Footnotes

Important also is the question of when funds are available and for how
lorng a time, i.e., whether funds are available for the development of an idea
and its implementation, or only for its implementztion. References include:
W. Bessent, H. A. Moore, 1967; N. Gross, 1971.

Anchor and Mid-scale Descriptions

1. Totally Dependent: There is no hard position for the project,
no unfunded staff or trainee participant; it is ad hoc, and totally dependent
on federal support for its existence.

4. Intermediate: The project functions much like unfunded project,
but may not continue if funding stops.

7. Not dependent: The project serves as a supplement to existing
functions/operations of a well established agency (division, department, super-
intendent, etc.), and is staffed by personnel also supported by unfunded opera-
tions.

Results

1. G, M

2. H, E

3. -

4. B, L, C
5. J, D, A
6. F, K

7. I

O
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3. Dependence on External Sources of Funds - cont'd

References to Case Studies

Aurora - 9B, 17B
Bayport - 5B, 6T
Beecham - 23

Cotunket - -

Danforth - =

Edwardia - 13T, 14M
Johnston - -

Mathis - ———

Paxdee - 4M, 7T, 22M
Petersburg - 1B, 2T, 2M
Riceville -~ 5T, SM, 15M, 21B
Sussex -~ 11T :
Trenton - 17B

Iv-10




4, Legreec m* ‘itutionalization [not - all institutioualizedl
Zed] A

Like . wn p ous scales, this one also attempts to asceriain the
degree of perm: £ the project. Here, the significant indications of
institutionalization are the extent to which the project fits into the organ-
izational structure of either of the participating institutions and the extent
to which the project fulfills a regular function of one of these 'involved
institutions.

Footnotes
Of particular importance in any discussion of organizational tempor-

ariness is the work by Miles, 1%64; N. Gross, 1971; E. M. Rogers, F. F. Shoe-
maker, 1971 also are significant references.

Anchor and Mid-scale Descriptiggﬁ

1. Not institutionalized: The project does not fit into the
organizational structure of any participating institution, is completely ad
hoc for the term of the contract, and no Participant (staff or trainee) is
tenured in either institution.

4. Intermediate: Aspects of the project appear to be congruent
with regular operations of one or another participating institution; some
participants have established roles in Participating institutions.

7. Institutionalized: The project is carrying out a regular function
of a well-established agency, staffed largely by regular faculty, recruiting
and involving participants through established channels.

Results

1. —_—

2. B, G, M

3. H

4, L, E, D, A
5. F, J

6. K, C

7. I

O
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4. Degree of Institutionalization ~ cont'd

References to Case Studies

Aurora - 5, 6T, 6M :
Bayport - 4M, 10T, 15B, 16T, 28
Beecham - 6B, 7T

Cotunket - 24M

Danforth - ———

Edwardia - 9M, 14M

Johnston - 9B, 10T, 15B

Mathis - 6M, 6B, 7T, 15M&B
Pardee - 2B, 3T, 20-22

Petersburg -~ 4B

Riceville - 5M, 12M, 21B
Sussex - e

Trenton - 3M, 16B

o Iv-12




5, Size of Departure from Former Goals and Practices [large ~ none]

This scale 1llows us to determine the magnitude of change embodied in
the projects. ' .c degree to which the Eroject's goals differ significantly
from those of .he participating institutions gives us some indication of the
change potential of the project. The size of departure is relative. Any

particular practice could be "radical" at a traditional institution yet "reac-
tionary" at a liberal one.

Footnotes

References including discussion of necessity of compatibility of
values between project or innovation and existing organizational as well as
discussion of optimum size of departure for successful implementation included:
R. L. Peabody, R. E, Rourke, 1965; R. E. Chadwick, R. H. Anderson, 1967;

P. E. Marsh, 1964; E. M. Rogers, F. F. Shozmaker, 1971; N. Gross, 1971;
R. Lippitt, J. watson, B. Westley, 1958,

Anchor and Mid~-scale Descriptions

1. Large Departure: The project's goals are significantly different
from previous goals, operations, directions in participating institutions;
its ope ations differ in technique for instruction, organization, staffing,
fecruitment} etc.; there is a major discrepancy between the project and
traditional operations in participating institutions.

4, Intermediate: Some new goals are delivered along with some o01d
ones, or the goals are different from traditional goals but only mildly, as
seen by the project and host institutions.

7. No Departure: Regular service to traditional clients through
traditional means as seen by those clients and by participating institutions.

Results

~

[wlie o}
= =®

[
Q

-

.
~
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5. Size of Departure from Former Goals and Practices -~ cont'd

References to Case Studies

Aurora - 5T, 9M
Bayport - 11M, 21M
Beecham - - 10T, 31T
Cotunket ~ 25M
Danforth - -
Edwardia - 14B
Johnston = -
Mathis - 8M
Pardee - 57

Petersburg - 2M, 27-29

Riceville - 8M, 11B, 12B, 13M, 20T, 17T
sussex - 3, 4, 7, 28

Trenton = -

Iv-14
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6. Size of Controversy Attributed to Discrepancy between Current
and Former Goals and Practices [great - none]

This scale, then, attempts to ascertain the controversy generated by
the project and its associated operational procedures. Like the previous
scale, this one may be thought of as an indicator of the re’ative innova-
tiveness of the project.

Footnotes
References include: D. C. Flesche, N. A. Mz cters, T. H. Eliot,

1964; N. Gross, 1971; E. M. Rogers, F. F. Shoemaker, 1971.

aAnchor and Mid-scale Descriptions

1. Great Controversy: The project seems surrounded by antagonists
contesting its deviations from tradition, and the controversy is attributed
to its operations either by project participants or by non-participants.

4. Some Controversy: Some factions, either within the project or
outside the project, contest its deviations from tradition.

7. No Controversy: Neither participants nor non-participants
attribute controversy to the project's activities, either because the project
has been perceived as traditional or because deviations from tradition
were not, =zt the time of implementation, controversial.

Results

=
el

S o U DN Wk
P om0
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6. Size of Controversy Attributed to Discrepancy between Current
and Former Goals and Practices - cont'd

Reference= to Case Studies

Aurora - 6B
Bayport - 2M
Beecham - ——-
Cotunket - 25M
panforth - —ee
Edwardia - ———
Johnston - e
Mathis =~ 9T, 1iM&B, 12T, 27M
Pardee - -
Petersburg © L ———
Riceville - ———
Sussex - ——

Trenton - 12M

E l{l\C IV-16




7. Range of Expertise Required by Client System (wide - narrow)

Here we attempt to get some measure of the range of skills and techniques
which is called into play to operationalize the project's objectives. This scale
focuses on the particular set of expertise which the sponsoring institution
determined were necessary to effectuate their goals. This is related directly
to issues of the complexity of projects: is a project a narrow teacher-
training operation or is it multi-disciplinary, serving many types and levels
of professionals.

Footnotes

Recognition of the necessity of minimal appropriate skills by the
client system and discussion of the importance of the presence or absence
of such skills are part of the following references: N. Gross, 1971;

E. 4. Rogers, F. F. Shoemaker, 1971; R. E. Chadwick, R. H. Anderson, 1967;
F. E. Marsh, 1964; P. K. Piele, T..L. Eidell, S. C. Smith, 1970.

Anchor and Mid-scale Descriptions

1. Wide Range: The system which is client to the project, either
the LEA, the local school, or the "professional area," requires training in
many disciplines at different levels of skills.

4. Intermediate Range: The client system requires a range of skills
or discipline expertise extending beyond one department or specialized area,
or one professional category, but limited and specified.

7. Narrow Range: The client system requires a specific kind and

focus of training for upgrading or integrating personnel, which extends only
to one level of skill or one discipline area.

Bgﬁults

N U W N
=
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7. Range of Expertise Required by Client System - cont'd

References to Case Studies

Aurora - = 13-14

Bayport - 23-24, 29
‘Beecham - 97

Cotunket - 6M, 27T
Danforth - -

Edwardia ~ 2M, 3T
Johnston - ===

Mathis - =

Pardee - =—-

Petersbhurg - ==

Riceville - 2B, 3-4, 5T, 8T
Sussex - - :
Trenton - 10, 11, 14-15, 1M, eM

'El{lC 1v-18



8. Range of Expertise Required of Trainers (wide - narrow)

This scale relates to the type of individual needed to implement
a particular program of change. Just as a project may be wide ranging, it
may require a wide range of talents in its staff. Or, it may provide the
same wide range of services using a large number of specialists. The general
issue of project configuration is again addressed by this scale,

Footnotes
References include: R. E. Chadwick, R. H. Anderson, 1967; M. B. Miles,

et :1., 1969; E. M. Rogers, F. F. Shoemaker, 1971; N. Gross, 1971; R. Lippitt,
1969; R. Lippitt, J. Watson, B. Westley, 1958.

Anchor and Mid-scale Descriptions

1. Wide Range: The project provides trainers in several different
disciplines or skill areas and draws upon a wide varieyt of trainers and/or
staff members. .

4. Intermediate Range: The project is desigred to provide training
in scme skills'and disciplines, but clearly has limits and omits training
in other areas.

7. Narrow Range: The project requires trainers with only one kind
of skill or one subject area of expertise, providing training in a specified
content area using a specified format.

Results

1. K

2. M, &

3, L, C

4, L, C

5. B, J, M

6. F, G, I, E
7. ——

Iv-19
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8. Range of Expertise Required of Trainers - cont'd

Referenc:s to Case Studies

Aurora -~ mee

Bayport - 10-12, 21-22
Beecham - 7T, 10B, 11T
Cotunket - 27T
Danforth~ - m——

Edwardia - 2M, 3T
Johnston - m———

Mathis - ——-

Pardee - 1M
Petersburg =~ 19, 18B
Riceville -~ ==

Sussex - =——-

Trenton -~ me—

'EV IV-20




9. Centrality of Project Objectives to Local Education Agency (very - none)

The importance of the project in terms of the sponsoring institutions
overall objectives is the variable considered by this scale. The extent to
which the project's goals and objectives are similar to those of the insti-
tutional leadership provides some indication of the kind of internal support
that would be afforded to the project. There are two subscales for each pro-
ject; one for centrality to the LEA, and one for the IHE.

Footnotes
References include: M. B. Miles, 1964; H. M. Brickell, 1967; H. A.

Shepard, 1969; E. M. Rogers, F. F. Shoemaker, 1971; N. Gross, 1971.

Anchor and Mid-scale Descriptions

1.  Very Central: The project's goals and objectives are identical
to the goals and objectives of the institutional leadership (Dean, Chairman,
Superintendent) of the institution providing the base for the project; the
project plays a central role in the agency of which it is a part.

4. Intermediate: This is one of several important projects by which
the agency intends to accomplish its goals. The project contributes to the
overall objectives, but is not crucial. )

7. Not Central: The project is not planned as an intrinsic cperation

by the host institution. The goals and objectives of the project are not inte-
grated into the host institution, and the project appears peripheral.

Results
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9. -Centrality of Project Or" ~tives to Local Education Agency - cont'd

References to Case Studies

Aurora - 17B, 10, 4-6, 13
Baypo.t - 237, 29T, ™
Beecham - 26B, 29T
Cotunket - 5M, 6M

Danforth - -

Edwardia - 18, 23, 26
Johnston = ==

Mathis - 27M, 28M

Pardee -~ ———

Petersburg - ---

Riceville - 2M, 3M, M, 18B, 12M, 21B, 13B, 15M
Sussex - 37, ™™

Trenton - 8M, 13-15, 1B, 4M, 6M 6B, 7T
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10. Centrality of Project Objectives to Institutions of Higher
Education (very - none)

See Definition for number 9.

Footnotes

See Footnotes for number 9.

Anchor and Mid-scale Descriptions

See Anchor and Mid-scale Descriptions for number 9.

Results

AOwHEm
js ol o ) oF

y
N w N
.

References to Case Studies

; Aurora - 6M

E Bayport ~ 4M, 15M, 16M, 18B, 29M
Beecham - 7B, 8M, 31T

{ Cotunket - ———

{ Danforth - ———
Edwardia - 6B, 7T, 26M

{ Johnston - 9B, .10T

i Mathis ~ 19M

' Pardee ~ 4T

Petersburg ~ 16~17, 26, 28-29

| Riceville - 1T, 18T, 2M, 18M, 18B, 12M, 21B, 13B, 17B, 19T
Sussex ~- 97

Trenton - 16-17

|
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11. ' Centrality of Project Director to Local Education Agency (very - none)

This scale relates to the project director's position in the organiza~
tional structure of the participating institutions, a part of the change
literature suggests that innovations are facilitated by '"gatekeepers," those
individuals within the system that is to change who are supportive of the
change. oOne could also infer from this scale the extent to which the pro-
ject's goals are results of the goals of the institution. Again, there are
subscales for both the LEA and IHE.

Footnotes

Further details of the relation of the project director to both host
institutions and to project development, including manner of appointment of
the director, and other factors are to be found in the following references:
E. M. Rogers, F. F. Shoemaker, 1971; R. O. Carlson, 1965; C. E. Bidwell, 1965;
R. Lippitt, J. watson, B. Westley, 1958; N. Gross, 1971; R. E. Chadwick,

R. H. Anderson, 19%7; G. N. Mackenzie, 1964.

Anchor and Mid-scale Descriptions

i. Very Central: The project director is a key figure in the host
institution, has significant rank, has direct and easy contact with the in-
stitution's decision makers, and makes decisions which affect the overall
institutional framework.

4. Intermediate: The project director is an important figure in
the overall institutional framework, but either by position or by desire is
not a central decision maker, acts independently arid with infrequent contact.

7. Not Central: The project director's power is limited and even
then limited only to the project itself: his contact is rare or minimal with
the institutional leadership; and his role in the overall planning seems
minimal. ‘ :

Results

1. L, E

2, ~—

3. D, C

4. ——

5. B, I

6. F, H, E, M, K
7.. 3, G

N/A A
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11. ' Centrality of Project Director to Local Education 2gency - cont'd

References to Case Studies

Aurora - -
Bayport - 10M
Beecham - =
Cotunket - -
Danforth - ———
: Edwardia - 5T
: Johnston - 3T
Mathis - 26M
? Pardee - 11B
i Petersburg T— e
' Riceville - -
Sussex - 8T

i Trenton - -—=

|




12. Centrality of Project Director to Institutions of Higher Education
(very - none)

See Definitior for number 10.

Footnotes

See Footnotes for number 10.

Anchor and Mid-scale Descriptions

See Anchor and Mid-scale Descriptions for number 10.

Results

1. L, E

2. J, I, A, X C
3. F, H, D

4, —-—

5. -

6. B

7. G, M

References to Case Studies

Zurora - 6M

Bayport - =—-

Beecham - 57

Cotunket -~ 23B

Danforth - ===

Edwardia - 6B, 77

Johnspon - =-—— ’

Mathis -~ 4M, 12MsB, 13

Pardee - 4M

Petersburg - e--

Riceville - -

Sussex T m ee—-

Trenton - 3M

AY
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13. Congruer. of Per-:eption on the Magnitude and Desirability of

Educ: zic .. . Char-: between Director and Staff (congruent - not)

This er.-: of s==.es measures the internal agreement on the issue
of change in <dt ~ion. “ore specifically, how much emphasis the project
should be pla~i~. on inszitutional change rather than on its training/staff

development f.nczions. Eigh congruence indicates that the two actors spe-
cified are in high agreement; low congruence indicates great disparity.
Note that there could be high agreement that change is not necessary as
well as agree-ent that it is necessary.

There are four subscales in this section. The first deals with
agreement within the project staff, the agreement between the project di-
rector and his staff. The second deals with the agreement of the staff
(both director and other staff) and the project trainees. The third con-
cerns the agreement of the project director and the LEA decision makers.
Finally, the last measures the agreement between the project trainees and
the LEA staff (usually teachers) with whom they work in their practicum
experience.

Footnotes

References of particular interest include: E. M. Rogers, F. F.
Shoemaker, 1971; N. Gross, 1971; D. C. Flesche, N. A. Masters, T. H. Eliot,
1964; R. E. Chadwick, R. H. Anderson, 1967; G. N. Mackenzie, 1964; M. B.
Miles, et al., 1969.

Anchor and Mid-scale Descriptions

1. Congruent (All Agreed): Both sides fully agree that change
is needed in education, that change is needed in education, that change is
an important priority for the project.

4. Intermediate: Both sides have points of agreement and points
of less than agreement.

7. Not congruent: There is a real disparity between the two
sides on the question of change.

Results

1. , B, G, I, D, M

2. J, L, H, E, A, K, C
3. —_—

4. _—

5. ———

6. _—

7. _—
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13. Congrugnce of Perception on the Magnitude and Desirability of
Educational Change between Director and Staff -« cont'd

References to Case Studies

Aurora -~ ———
Bayport : - ———
Beecham - 33B
Cotunket - -
Danforth - ———
Edwardia - =
Johnston - ———
Mathis ~ 19B
Pardee - -
Petersburg - ==
Riceville ~ 10B, 11T
sussex - —-—
Trenton - ——

I v-28




i 14. Congruence of Perception on the Magnitude and Desirability of
Educational Change between Staff and Trainees (congruent - not)

. See Definition for number 13.

Footnotes

See Footnotes for number 13.

Anchor and Mid-scale Descriptions

See Anchor.and Mid-scale Descriptions for number 13

, Results
|
! 1. M
2. B, G, L, H
3. I, b, K
4. Jd, E, A, C
5. -—=
6. --
7. -——=
N/A F

References to Case Studies

5 Aurora - -
4 Bayport - -
Beecham - -
i Cotunket - 27M
! Danforth - ——
Edwardia - ——-
Johnston - ——
Mathis - 19B
Pardee - =-——
Petersburg - ———
Riceville - ™
{ Sussex - -—-
Trenton - =—-
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15. Congruence of Perception on the Magnitude and Desirability of
Educational Chanjye between Director and Local Education Agency
(congruent - not)

See Definition for number 13.

Footnotes

See Footnotes for numbexr 13.

Anchor and Mid-scale Descriptions

See Anchor and Mid-scale Descriptions for number 13.

Results

1. I

2. L, D

3. G, XK, C

4. E

5. H, M

6. F, B

7. —_——

N/A J, A i

References to Case Studies

Aurora - e

Bayport - -

Beecham - 277

Cotunket - - )
Danforth - -

Edwardia - 29B :
Johnston - ——— o
Mathis - 19B . v
Pardee - —— (
Petersburg - .- b
Riceville - M, 9B

Sussex - —-=

Trenton - 12, 13, 14-15

. —— o

O
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16. Congruence of Perception on the Magnitude and Desirability of
Educational Change between Trainees and Local Education Agency
Teachers (congruent - not)

See Definition for number 13.

Footnotes

See Footnotes for number 13.

Anchor and Mid-scale Descriptions

i See Anchor and Mid-scale Descriptions for number 13.

% Results
i
1 -
; 2 L
{ 3. G
4. I, b, M, A, C
5. E, K
6. B, H
7. _—
N/A F, J

References to Case Studies

Aurora - -
Bayport - ===
i Beecham - 26M
2 Cotunket = 12M
' Danforth - ——=
) Edwardia - -
! Johnston - 11T
f Mathis - -
Pardee - ===
{ Petersburg - ===
I Riceville ' - ==
_ Sussex - —-—=

Trenton -~ 8, 10, 15

PIREON
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17. “cngruence of Perception on the Appropriateness of the Project's
Goals, Strategies, and the Substance of Training between Director
and Staff (congruent - not)

The internal agreement on issues of what changes to implement and
how they should be implemented is the subject of this set of scales. Although,
as measured by the last scale, some actors could agree that change is desi-
rible, they could disagree over what changes should be made, where they
shoulsl be made, or how they should be made. Once again, as in the last
1t~y we have four subscales.

Footnotes

The £ollowing references are appropriate to discussions of whether,
and if so how, changes should be made: gG. H. MacKenzie, 1964; E. M. Rogers,
F. F. shoemaker, 1971; R. E. Chadwick, R. H. Anderson, 1967; D. Klein, 1969;
N. Gross, et al., 1971.

Anchor and Mid-scale Descriptions

1. Ccnaruent (All Agreed): Both sides fully agree that the pro-
ject is providing appropriate training service, through mutually agreed upon
strategies which are effective in bringing improved training and skill deve-
lopment to where that training is necessary and useful.

S Intermediate: Both sides have points of agreément and points
of less than agreement.

7. Not Congruent: There is a real disparity between the two sides
on the question of training and project strategies.

Results

1. F, G, D, M

2. B, J, L, I.E, K, C
3. H, A

4, ame

5. —--

6.  o—mm

7. e
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17. .- Congruence of Perception on the Appropriateness of the Project's
Goals, Strategies, and the Substance of Training between Director
and Staff - cont'd

References to Case Studies

Aurora - ——-
Bayport - -
. Beecham - 34B, 35
; Cotunket - ———
' Danforth - ——-
Edwardia - ——-
i Johnston - ——
! Mathis - 11M&B, 12Ts&M
Pardee - 11B, 12T
; Petersburg - 177
Riceville - 15B, 17T
: sussex - ——-
Trenton - -

Iv-33




18. Congruence of Perception on the Appropriateness of the Project's
Goals, Strateyies, and the Substance of Training between Staff and
Trainees (congruent - not)

See Definition for number 17.

Footnotes

See Footnotes for number 17.

Anchor and Mid-scale Descriptions

™mn

ece Anchor and Mid-scale Descriptions for number 17.

ggsults

. H, M

1

2

3. G, I, D, X, C
4. B, L, E
c :
6
7

References to Case Studies

Aurora - 8T, 9B, 11M, 13T&M

Bayport - 11B

Beecham - 8T, 26M

Cotunket - 11B, 12T

Danforth - -

Edwardia - ==

Johnston - 14B, 15T, 13T
Mathis - ——-

Pardee - 15-16

Petersburg ~ 10T, 26, 28T, 16M
Riceville ~ 15B

Sussex - 20T, 21T, 18T, 25M
Trnntcn - -—-

O
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19.

ERIC

Aruitoxt provided by Eic:

Congruence of Perception on the Appropriateness of the Project's
Goals, Strategies, and the Substance of Training between Director
and Local Education Agency (congruent - not)

See Definition for number 17.

g‘_c_)_otno tE

See Footnotes for number 17.

Anchor and Mid-scale Descriptions

See Anchor and Mid-scale Descriptions for number 17.

kesults

1. I

2. G, L, E

3. D

4. - H, M, K, C
5. F

6. B

7. _——

N/A J, A

References to Case Studies

Aurora - ———
Bayport - ==
Beerham - -—-
Cotunket - -
Danforth - =———
Edwardia - - 10M, .14M
Johnston - 7Ml 8Tl 11T
Mathis - 14M
Pardee - -—-
Petersburg - -—-
Riceville- - 15B
Sussex - 8B
Trenton - 16B

Iv-35



20. Congruence of pPerception on tlie Appropriateness of the Project's
Goals, Strategies, and the Substance of Training between Trainees
and Local Education Agency Teachers (congruent - not)

See Dc “inition for number 17.

Footnotes

Sra Footnotes for number 17.

Anchor and Mid-scale Descriptions

See Anchor and Mid-scale Descriptions for number 17.

N/A F, J

References to Case Studies

Aurora - 11M

- Bayport - -
Beecham - -
Cotunket - -
Danfor+h - ———
Edwardia - ——
Johnston - ———
Mathis’ - -
Pardee el
Petersburg - ———
Riceville - 15B
Sunsex - 26M, 13M
Tronton e e
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21. Commitment to Project Goals for Project Director (committed - not)

One indicator of the level of effort that would be directed toward
the attainment of the project's goals is the degree of commitment alloted
to them by .Lne key actors in the program's operation.. To what extent do
the various key actors deem some or all of the project's goals as meriting
significant personal investment; to what extent do they see the project in-
corporating a plan for educational improwement which propels them to levels
of effort beyond normal concern? The opposite end of the continuum has the
project perceived by various actors as being an extension of traditional
educational practice and, as such, not worth great efforts. Their asso-
ciation with the project is for some personal benefit (training, . employment,
etc.). There are four subscales for this variable, one each for the pro-
ject director, the remainder of the project staff, the project trainees and
the LEA staff.

Footnotes
References include: D. G. Arastine, 1971; R. Lippitt, 1967; E. M.
Rogers, F. F. Shoemaker, 1971; N. Gross, 1971; R. E. Chadwick, R. H. Ander-

son, 1967.

Anchor and Mid-scale Descriptions

1. Committed: The project is a means of committing oneself to
change, educational improvement, new methodologies, an agenda and plan of
action by which education, either locally or globally, can be a life giving
force for the society at large. There is a missionary zeal.

4, Intermediate: Some project goals are worth massive personal
investment, others seem trivial; alternately, there is a level of personal
investment which is less than total, yet more than passing.

7. Not Committed: The -roject is a vehicle for maintaining or
extending traditional concerns/procedures/instruction/departmental power,
etc., but has no major significance beyond what any training program

may have. The content or process of the project are not seen as parti-
cularly unique or dramatic.

Results

. ¥, B, J, H, E, C
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21. Commitment to Project Goals for Project Director - cont'd

Rzfcrences to Case Studies

Aurora - ==
bayport - m=-
Boecham - =—-
Cotunket - 1l2M
Danforth - ==
Edwardia - ===
Johnston - —=--
Mathis - 21

Pardee - 5-6
Petersburg - ---
Riceville - =--
Sussex - ---
Trenton - ===

Iv-38
O
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22. Commitment to Project Goals for Staff (committed - not)

See Definition for number.pj,

Footnotes

! See Footnotes for number 21.

} Anchor and Mid-scale Descriptions

See Anchor and Mid-scale Descriptions for number 21.

PR Bl i

References to Case Studies

PR

Aurora - ———
, Bayport - ———
; Beecham - 7B
) Cotunket - 12M
Danforth - ——
Edwardia - ===
Johnston - ——-
Mathis - ———
Pardee = =
Petersburg - 27B
Riceville - ——=
sussex - 20M
Trenton -~ ———

O
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23, Commitment for Trainees

See Definition for number 21.

FFootnotes

See Footnotes for number 21.

Anchor and Mid-scale Descriptions

See Anchor and Mid-scale Descriptions for number 21.

Results

1. H, M
2. A

3. L, K,
4, J, G,
5
6
7

@]

1
v}

References to Case Studies

Aurora -~ 1M .
Bayport - 22B, 24M
Beecham -  30M, 31T
Cotunket - 1l2M

Danforth - —-—

Edwardia - ==

Johnston - ==

Mathis - G&5M, 6T

Pardee - 10M

Prtersburg - &M, 6B, 10T, 27B
Riceville - ———-

Sussex - 21T, 23, 11M, 12M, 13M
Trenton - 8M

O
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24. Commitment for LEA Staff

See Definition for number 21.

Footnotes

See Footnotes for number 21.

Anchor and Mid-scale Descriptions

See Anchor and Mid-scale Descriptions for number 21.

et
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Refer=mces to Case Studies

Aur= -
Bay—oo~t
Beach=z,
Cotinket
Dani~-—th
Edwa. ‘.=
Jotms—=m
Mathi s
Pardee
Petersburg

‘Riceville

Sussex
Trenton

5-6, 17B
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25. Function of Practicum in LEA (support - non-support)

This scale deals with the project's rationale for the practicum. Does
it serve the needs of +he LEA directly (by providing it with extra staff) and
somehow make the practicum school a better place or is it merely an extension
¢ thn training process, a laboratory for training or experimentation with
ideas without any direct relevance to the LEA in which the practicum is located?

Footnotes

Related also to the above questions of centrality of project objectives
to hose institutions, and degree of institutionalization, as well as to the
subsequent assessment of the transferability of skills acquired, the references
used in this scale included, in addition to those references cited in the
related scales, the following: R. E. Chadwick, R. H. Anderson, 1967; G. N.
MacKenzie, 1964.

Anchor and Mid-scale Descriptions

1. Supported by LEA: All practicum sites are based in the "—eal
world" experience intrinsic to the LEA, and has the LEA'sS continued interest,
supervision, service in mind.

4. Intermediate: Some practicum sites, or some aspects of the
practice, have LEA uppermost, while others are concerned with other priorities.

7. Not Supported by LEA: All practicum sites are more laboratories
for experimenting with ideas than for LEA-oriented activity, and are largely
ignored, disregarded, or blocked by LEA leaders.

Results

1. L

2. ¥, I, A -

3. D

4. MM, C

5. 2!

(S8 J, G, H, E

7 =
3
.i

Q -
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25.

Function of Practicum in LEA - cont'd

References to

Case Studies

Aurora -
Bayport -
Beecham -
Cotunket -
Danforth -
Edwardia -
Johnstcn -
Mathis -
Pardee -
Petersburg -
Riceville -
Sussex -
Trentor -

13B, 14T
23, 8T, 29T, 24, 7B
108, 11T, 26B, 27T

5M, 13T
13M
29B, 30T

4M, 13T, 6B, 1léM, 7T, 7B, 8T

3M/ 9
1B, 4M, 7M, 15M

IV=-43 -
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26. Function of Practicum in IHE (intrinsic - extrinsic)

The subject of this scale is the extent to which the practicum is
an extension of the IHE training process. A goal of many of the BEPD programs
is to improve teacher training by getting the teacher trainers actively in-
volved in the fiold, working in classrooms with school children instead of
only with collrg. students. This sc~le concerns the level of IHE partici-
pation in the practicum and the degrz« to which the practicum experience is
an integral part of the participant's training, and of the training process
itself.

rootnotes
As this scale is similar to the scale above, so too are the references

somewhat overlapping, including the following additions: S. R. Wayland, 1964;
R. Lipoitt, 1969; H. A. Shepard, 1969.

Anchor and Mid-scale Descriptions

1. Intrinsic to IHE: The practicum is clearly an extension of other
parts of the training program, involves IHE faculty in the field, provides
information for class-based discussions and curriculum in.the IHE, and is
more or less central to the rest of the project.

4, Intermediate: Some staff, some trainees, or some aspects of
the project place the practicum as a central focus of training and a central
issue in the overall program, but many other classes/seminars/IHE-based
work projects have no relevance to the practicum.

7. Wot Intrinsic to IHE: The practicum is not considered in any
course, in any class, in any part of the IHE training.

Results

1 J, K

2. L, I, E, M C
3. G, D, A
4

5

. B

. ¥, H
6., —--
7. —_—
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26, Function of Practicum in IHE - cont'd

References to Case Studies

Aurora - 8B, 13M, 14M, 15T
Bayport - 23
Beecham _ — 8B,
Cotunket - 5M
Danforth - =
Edwardia - -
Johnston - —=-
Mathis - 29B, 3CT
Pardee - - 14B, 15T
Petersburg - 12-18
Riceville - leM
Sussex - =—-
Trenton - ===
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27. TransTerability of Skills Acquired (totally - not)

This scale attempts to measure the general utility of - sse skills
and expertise imparted during.the training sequence of the pro --ot. It pro-
vices an indirect measure of the "pay~off" incentive for the ==z nees and the
potential applicability of the trainee's acquired technical =:.z -ience upon
completion of his internship. It is also, in a sense, an i~ . _on of the
degree of specialization of the project.

"octnotes
References included: R. Lippitt, 1967; P. E. Marsh, " -+<: M. B. Miles,

1964; E. M. Rogers, F. F. Shoemaker, 1971.

Anchor and Mid-scale Descriptions

1. Totally Transferable: All skills built into ths ———ject are
transferable and useful, relevant and practical, in situaticrs ;- tside of
the project.

4. Irtermediate: Some skills may be used after the oowact’s
training, others may not.

7. Not Transferable: Skills are not viewed as uses~ : ~=atside of
the project, and trainees are involved for other reasons (crec: —ial, money,
etc.) .

E

O

RIC

Aruitoxt provided by Eic:

Results

1. —_—

2. L, M, K, C

3. 53, G, A

4. H, E, D

5. B

6. I

7. F

References to Case Studies
Aurora ~ 5T, 16M
Bayport - 21-22
Reecham - 15T
Cotunket - 30M
Danforth - ==
Edwardia - 6, 15-16
Tohnston - 12M, 13B
Mathis - ==
Pardee - 10
Petersburg - 10T
Riceville - 12M, 14T
Sussex - 7B, 10B
Trenton - 1loM
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28. Expressed Orientation to Applied Change Theory (positive -~ negative)

. The literature on change theory in general and the education field

i .specifically has provided rich theoretical and heuristic frameworks to analyze
i the change process. This literature often presents informative and relevant
data for the change agent. This scale, then, attempts to determine the extent
to which this literature, or similar analysis, explicitly influenced the

! operationalization and development of the projects.

Footnotes

References included: R. Lippitt, 1967; P. E. Marsh, 1964; M. B. Miles,
i 1964; E. M. Rogers, F. F. Shoemaker, 1971.

Anchor and Mid-scale Descriptions.

1. - Highly Positive: The project staff and trainees frequently
cite specific theories of educational and social change (e.g., Miles, Benne,
Bennis, Lippitt, etc.), and express an orientation to applying, developing,
or testing theoretical models in the course of their training.

4. Intermediate: Staff and trainees occasionally refer to the
literature on change, or to various theoretical models, but are just as
often guided by tactical, day to day considerations.

7. Highly Negative: The project staff and trainees dismiss
theoretical models and rely very heavily on ad hoc solutions, immediate
"reality based" decision making, tactical and local or idiosyncratic con-

i straints.

.

i Results

i

- . l. R

; 2. M, K

j 3. J

. 4, 'L, D, C
5. —~———

g 6, F, B, E, A

L 7. G, I, H
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28. Expressed Orientation to Applied Change Theory - cont'd

Refeorences to Case Studies

Aurora - 15B, 1l6B
Bayport - -
Beecham - -
Cotunket -~ 5M, 7B
Danforth - -—-
Edwardia - -
Johnston e
Mathis - 8M, 5M, 6T
Pardee - ==
Petersburg - -
Riceville - -—
Sussex - ---
Trenton - -

Qo , IV-48
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29.. Service Orientation of Senior Staff (service ~ not service)

Generally, the overall influence of the senior staff on a program's
development and operation is significant. Their philosophies are likely to
be influential given their position in the organizational structure of the
pProject. This status affords them the opportunity to set the particular
orientation which would characterize the project in some dimensions. This
Scale attempts to ascertain the particularities of the senior staff orienta-
tion in terms of their priority of service delivery as an objective. We are

Footnotes

References included: R. L. Peabody, F. E. Rourke, 1965; H. M. Brickell,
1967; s. R. Wayland, 1964; R. Lippitt, 1967; P. E. Marsh, 1964; M. B. Miles,
1964; H. A. Shepard, 1969; N. Gross, 1971; E. M. Rogers, F. F. Shoemaker, 1971

Anchor and Mid-scale Descriptions

1. Service Oriented: Staff is oriented to meeting needs, primarily
in the field, to delivering services which are not now being delivered and for
which the project serves as a vehicle. Generally this will mean that the IHE's

training capacity is viewed as a new service to schools, one which the schools
both need and can use.

4. Intermediate: Some resources, some staff, or some aspects of
the project are oriented to Serving the schools, but the project has other,
essentially not service-oriented, bPriorities as well.

7. Not Service Oriented: Staff does not intend to deliver a service
as much as to develop theory, or some other activity which clearly has a

priority over serving schools or meeting school-oriented needs, except for
the need to change.

Results

o

NOUD WD
TAROWLHH
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29.

Service Orientation of Senior Staff - cont'd

References to Case Studies

Aurora
Bayport
Beecham
Cotunket
Danforth
Edwardia
Johnston
Mathis
Pardee
Petersburg
Riceville
Sussex
Trenton

10B,
14M,
2M,
8M,
3M,
5M,
3B,
21M
10M,
™

11T, 18
16B, 20M

3T, 6M, 10M

14M

10M

4M, 18

27M, 4T, 28B, 19T,

28M .

Iv-50

25T



30. Change Orientation of Senior Staff {(change - no change)

Like the previous scale, this one attempts to identify the particular
oriertation of the senior staff in terms of institutional change. Here we
are interested irn the senior staff's commitment to changing education and their
perception of the project as a vehicle for such change.

i Footnotes
References included: R. G. Corwin, cited in Piele, 1970; N. Gross,

1971; M. B. Miles, 1964; S. R. Wayland, 1964; R. C. Williams, 1970; R. Lippitt,
1967.

Nt

Anchor and Mid-~scale Descriptions

1. Change Oriented: sStaff is oriented to changing education,
changing schools, and using the project as a vehicle for significant change
in_instruction/organization/management of school services to kids.

i 4. Intermediate: Some of the staff, or some of everyone's orienta-
tion, is toward change and toward establishing new institutional priorities,
but there are other trends in the project as well, which, on occasion, take

g priority over change. -

7. Not Change Oriented: Staff is oriented toward "doing a job"
: which is defined as other than changing either the university or the school
! systems. This may be a relatively traditional teaching or training job, or
it may have nothing to do with education per se.

—

Results
] 1. H, M
{ 2. —
3. D
Y 4. F, J, L, C
5. B, E, A
' 6. G, K
7. I

ERIC
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30. Change Oriantation of Senior Staff - cont'd

References to Case Studies

Aurora - 4M, 1leM, 16B, 17T
Bayport - 5T

Beecham - 34B, 35

Cotunket - 3B, 11T, 15M, 29M
Danforth - - ‘
Edwardia - &M

Johnston - 147

Mathis - 2T, 5M, 9M, 277
Pardee - 9B, 1loT

Petersburg - 25T, 22M, 27M, 28B
Riceville - 1T, 1lo0B, 11T, 16T, 20B, 18T, 18B
Sussex - =

Trenton - 5T, 6T
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31. Role Played by Senior Staff Value System (determines - not determines)

This scale is also concerned with the weight of the philosophies
excercised by the senior staff. oOur concern here, though, is not ascertain-
ing whether this philosophy can be interpreted as either service or change
oriented - but rather, the overall degree of influence this philosophy has
on the project's operation. Is there an "answer" to the questions of the
project which gquides its operation?

"ootnotes
References included: F. M. Rogers, F. F. Shoemaker, 1971; N. Gross,
197); A Etzioni, 1965; R. 0. Caxison, 1965; R. E. Chadwick, R. H. Anderson,

1967; R. Lippitt, J. Watson, B. Westley, 1958; P. E. Marsh, 1964; M. B. Miles,
1964.

Anchor and Mid-scale Descriptions

1.~ value system Determines: There is a model, a point of view,
a "solution" identified by the staff and this is intrinsic to the training
package; there is some core of "answer" to the problems/issues/questions
which arise in the course of the project and which remains relatively con-
stant. :

4. Intermediate: A point of view, or value system is present in
the project, but is not central to either the way the project is promoted .
in the practicum sites or the way in which cooperating LEAs perceive the
project.

7. Value System Does Not Determine: Services are not organized
under a particular theoretical orientation; the goal is to train those who
are untrained, to provide resources where and when those resources are demanded,
to "respond" to training and LEA needs rather than dictate those needs or
proyrams.

Rasults

1. H, M

2. J, D .
3. B, E, C

4. L, A

5_ ———

6. F, G, K

7. I
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31. Role Played by Senior Staff Value System - cont'd

Refeorences to Case Studies

durora
Bayport
Reacham
Cotunket
Danforth
Edwardia
Johnston
Mathis
Pardee
Petersburg
Riceville
Sussex
Trenton

4M&B, 16B, 11M, 16T, 15T

19T,
24B
11T

19B
9M
4M, 5M, 27B
1B, 9B, 16T, 18T
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32. Innovativeness of Role Sought by Trainees (innovative - not)

Although the three preceding scales focus on the potential influence
of *he senior staff of the projects, it is not to be assumed that the trainees
themselves merely react to stimuli from higher authority. In fact, in a num-
ber of cases, the particular determinism of the trainees - at times to the
woe of the senior staff has been felt throughout the sphere of the project's
operation. This scale attempts to determine if the trainees see themselves
as change agents for the schools or if they perceive the project as pro-
viding them with traditional directions.

Feootnotes

Paferences included: N. Gross, 1971; P. E. Marsh, 1964; R. Lippitt, 1967.

Anchor and Mid-scale Descriptions

1. Innovative Role: Trainees come into the project as a way of
preparing themselves as change agents able to bring about significant change
in local schools.

4, Intermediate: Trainees want to be in traditional job categories
25 % Wa, to influence schools, but not as leaders in educational change.

7. Non-innovative Role: Trainees are after points for advancement,
salary, promotion, tenure, or a more secure position in the educational systme.
Tvpically they or the project will describe this goal as professional upgrading.

"ngults

1. H, M
2. A, K
3. P, C
4. B, G
5, J, E
6 F, L
7. I
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32.

Innovativeness of Role Sought by Trainees - cont'd

References to Case Studies

Aurora
Bayport
Beecham
Cotunket
Danforth
Edwardia
Johnston
Mathis
Pardee
Petersburg
Riceville
Sussex
Trenton

17M, 7B, 8T, 8Mm. 9M, 11T
20T, 24M, 21B

11M, 27M
21
7T, 11B, 14B
6T
8M, 9T, 16B
22M
26B
6B, 8M
IV-56



33. Willinaness of IHE to Change (willing - unwilling)

One pvarticular focus of our research effort has been to identify
mtrhtedies cdevised by the project managers, in addition to the facilitating
nd zonstraining factors of change. The change potential of a project should
wrrelated with the willingness of the cooperating institutions to bring
it chanage within themselves and in other institutions. Again, there are
nukianlen for the LEA and IHE.

Footnotns

! Many o, .ie works on organizational change provide discussions of the
ways in which organizations achieve a willingness to accept change, and the
methnds by which the change is made to perform what is perceived by the man-
agement tS be necessary internal reconstruction within acceptable limits.

Amonr the references  applicable to this point are the following: C. E. Bidwell,
125 M. B. Miles, 1964, 1965, 1963; E. M. Rogers, F. F. Shoemaker, 1971;

; . Gress, 1971: R. E. Chadwick, R. H. Anderson, 1267; H. M. Brickell, 1967;

: D. Klein, 1969:; R. Chin, K. D. Benne, 1969; G. Watson, 1969; H. A. Shepard,

1969; R. Lippitt, 1967; J. v. Clark, 1969.

Anchor and Mid-scale Descriptions

1. Willing: The project is a means by which an institu®:ion can
brin about chanage within itself and with other institutions; change is
nssential to the director, staff, cooperating teachers, trainees, and. the
institutional leadership; graduates are placed in positions where they can
~rarcise their ability to bring about change.

o e

A

Tntcrmediate: Some aspects of the institution are to be changed

i ~hrough Lhc project, but other aspects are to be conserved, secured, and

: nade even more permanent. For example, a change in recruitment may be a
mrans of preserving curriculum, a change in relations with other institutions

mav 2 a meant o5f maintaining institutional leadership, etc.

. Unwilling: Participating institutions view the project as a
—rarn Al catisfring demands to maintain, but not to extend or expand, services;
“he rrsiest sunrliad trainees or sta®f not significantly different w1th other
perscrnel, with little discrepancy in either training or attitude,

PR

R

Ppgults

1t
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H, D, a, C
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Willingness of IHE to Change - cont'd

references to Case Studies

Aurora
Bayport
Beecham
Cotunket
Danforth
Edwardia
Johnston
Mathis
Pardee

Petershurqg

Riceville
Sussex
Trenton

77T
151, 18B, 15B, 28M, 16T, 16M
2, 32T

10T, 22M, 25M°

10T, 15M, 9B

an

10-11, 16-17, 25-29
1M, 18T, 19, 20B
10B, 18B

16M&B

Iv-58
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34.

Willingness of LEA to Change (willing - unwilling)

See Definition for number 33.

‘ooL..otes

See Footnotes for number 33.

Anchor and Mid-scale Descriptions

See Anchor and Mid-scale Descriptions for number 33.

Results

_'1_ . ———

2. D

3. F, I

i. -, C

5. B, M, K

6. J, G, H, E
7. ————

N/A A

References to Case Studies

Aurora - ---
Bayport - 24M, 297
Beechan - 26M, 29T
Cotunket - 12M, 21B
Danforth - ——
Edwardia - -
Johnston - ===
Mathis - 8B
Pardee - 7™
Petersburg - =——-
Riceville - 7B, 8T, 97, 15T
Sussex ) - 23M
Trenton - 12M, 157
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35. Irterrel -edness i=h _Other ¥ ojwec<y (very - not)

One¢ dimension of the scope of the project is the extent tu which it
interacts with other institutions to operationalize its objectives. This
scale attempts to measure the extent to which a project brings tog: ' ~r or
significantly interacts with other agencies or projects be they "= .CIES
proiects, other federal projects (such as v.-adstart, of € tate-surmort.
projects.

Forsnnt~n~

References included: M. B. Miles, 1964; R. Chin, K. D. Zemnn, 1969;

R. Lippitt, 19269; p. E. Marsh, 1964; M. B. Miles, e% al., 1969; - /. Shepard,
C1969; L BL Milos, 1965; N. Grossg, 1971 -
Am. %o and Mid-scale Descriptions
1. Very Interrelated: The project draws together several other

federal/state/local innovationn Projects, piggybacks funding, or trains
peocple who will or are at work on other projects (e.g., a TTT which trains
early childhood specialists for Headstart, as well as TitTe T paraprofessionals

for COP, principals for leadership, and special education cowmwltants).,

4, Intermediate: Tangen:. o relations between = e = 12t and
srveral ooy nyejaoe pPossi: " - rrong relations with one .other project,
which are ot e o the goals or functions of the project.being studied.

7. Yot Interrelated: The pProject is isolated, unreist=d to any
other project or rFrogram, isolated from other funds (i.e., BEEZ is the only

sourcn of "soft money™) training specific people for specific-jcbs which will
ol be hard monny jobs.

Results
1. —-—
2. F, O
3. J
4. A
5. E
6. B, G, L, D, K
s I T e
. P
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35. Interrelatedness with Other Projects - cont'd

Re ferences to Case Studies

Aurora
Bayport
Beacham
Cotunkat
Danforth
Edwardia
Johnston
Mathis
Pardee
Petersburg
Riceville
Sussex
Trenton

13B, 17T, 17B

7™, 9T
24B, 25T
4B
21
19B
4M, 23B, 1B, 2T, 2M, 24T, 3M
2M, 3M, 9M
3-7, 9
IV-61



36. Behavioristic Orientation (behavioral - non-behavioral)

This scale attempts to ascertain the degree to which the project has

laid out specific measurable behavioral objectives, and whether they have
specific products they wish to see accomplished. One measure of this is
the extent to which the project explains its goals and objectives in terms

of specific products or performance characteristics rather than in "humanistic"

terms.

rootnotes

References included: N. Gross, 1971; E. M. Rogers, F. F. Shoemaker,
1971; R. Chin, K. D. Benne, 1969; R. E. Chadwick, R. H. Anderson, 1967;
R. O. Carlson, 1955; M. B. Miles, 1964; P. E. Marsh, 1964.

Anchor and Mid-scale Descriptions

1.

Behavioral:
terms of specific behavioral outputs or performance characteristics; defends

The project explains its goals and objectives in

itself with behavioral measures or test scores; promotes itself as a means
of achieving specific goals for participants and target agencies.

4.

Intermediate:

The project has specified performance criteria

or behavioral measures applied at some times in some situations, but not
pervasively throughout the project, nor central to its expression of its
direction to outsiders.

7.

Results

R o) B ) R cRER U % I S

Non-behavioral: The project explains its goals and objectives
in terms of making schools more humane, just, "good," "warm," “happy," or
moral; or, alternatively, the project avoids stating objectives at all, pre-
ferring to explain its operations in terms of activities rather than goals
(we do such and such rather than we expect to have accomplished so and so).
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36. Behavioristic Orientation - cont'd

References to Case Studies

Aurcra
Bayport
Beecham
Cotunket
Danforth
Edwardia
Johnston
Mathis
Pardee
Petersburg
Ricevilje
Sussex
Trenton

7B, 8T
13M
28M, 32B

13M, 14, 15M
3B, 4T, 8M, 17M, 15M

4T
158
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37. Extent cf Support Provided for Other Innovations (much - none)

This scale refers to the degree of support the project has for
externally developed and managed innovations. Will the project assist a
local school that wants to try open classrooms? Are such innovations
2xpiicitly endorsed, benignly supported (if a trainee wants to do some-
thing divergent in his practicum, he is permitted to do so, but not
necessarily encruraged) , or activelv ignored or opposed?

Footnoter
References included: P. E. Marsh, 1964; M. B. Miles, 1964; R. Lippitt,

1967; E. M. Rogers, F. F. Shoemaker, 1971: R. E. Chadwick, R. H. Anderson,
1967.

Anchor and Mid-scale Descriptions

1. Much Support: The project supports, actively and with staff
resources, @ wide variety of local innovations which have oxiginated in
client systems (typically in local school systems) and makes a specific
attempt to send trainees and staff to work with local innovators in bringing
about planned changes such as open classrooms, differentiated staffing,
flexible scheduling, etc. (e.g., team teaching and open classrooms through
a special education project, handicapped and non-handicapped children in
clas=rcnms affiliated with TTT). : '

4, Intermediate: The project will not condemn, and may give mild
support to innovations developed by staff or trainees but has very limited
interest to externally developed innovative treatments; trainees have a
sense that they can "innovate" with the support of the project, but that they
cannct expect specific technical assistance from the project in bringing
about major change.

7. No Support: The project has no interest, implied or expressed,
in working with innovations developed outside of its context; will not
participate in innovations developed by its trainees in the field; and may
even cppose such field activities.

Results

@]

J, H, E, D, M

-
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|
|
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37. Extent of Support Provided for Other Innovations - cont'd

Feferences to Case Studies

Aurora - e
Bayport - ™
{ Beecham - 18, 27B, 33M
f Cotunket - =
Danforth - -
i Edwardia - =—-
| Johnston R
’ Mathis - 2M, 19B, 20TsM
\ » Pardee - 5B, 7T
o Petersburg - 2B, 4M, 22M, 23B, 24T
: Riceville - 2M, 5M, 9M, 20M
Sussex - 4-5

; Trenton - 8M

- ——
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Constructed Variables

The following section describes the ten -rariables constructed by
combining individual rating scalcs. Included in the descriptions are the
results of the factcr analysis testing and hypothesis that the scales are
internally consistant, unidimensional -- the result of a single underlying
factor, a listing of the scale items that constitute the variable and a
daescriction of the inte i meaning of the variable. Statistics describing
the scales (means ard standard deviations) are also included. Correlations
amcng the variables and their correlation with the original scales are

contained in Appendix A which contains all variable intercorrelations.

A. SERVICE ORIENTATION OF PROJECT

Polarity: High service orientation to Low service orientation
Scales: *07 (Range of expertise required by client)
*08 (Range of expertise required of trainers)

29 (Service orientation of staff)

Description of variable: This variable, as should be evident from its
composition, is concerned with the project's perception of itself as either a
service provider fcr LEAs or as something else (such as a Sforce for change in
either the LEA or IHE). Narrow range of skills involved in the project (as
indicated by the negative loadings of scales 07 and 08) point towards training of
participants in a specialized area.

Lt

Statistics: Eigenvalue (lambda)** = 2.10 % of variance

mean = 3.36 standard deviation = 1.42

69.8

*
An asterisk (*) before a scale indicates that it is negatively weighted in
composing the variable.

* % )

The maximum eigenvalue for any set of variables in a factor analysis is equal
tc the tctal number cf variables. The standard cutoff point for the existence
ol a factcr (as suggested by Kaiser) is an eigenvalue of one. Eigenvalues of
less than one indicate that the factor has negative internal consistency. In
all cases (except as noted), the eigenvalue presented was the only one in
Axcess of unity. "% of variance" refers to the percent of the total variance
ir the sat accounted for by the sincle factor.

-
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B. PROJECT TRAINTNG IN CHANGE

Polarity: Project supplies training in change to Project does not

Scales: *01 (source of training staff)

(Commitment of LEA staff)

N
29

N
~J

(Transferability of skills acquired)
31 (Role of senior staff value system)

32 (Innovativeness of trainee role)

Description: This variable relates to whether or not the project in-
tends to prowvide 1ts participants with practical training in the techniques of
change agentry. An alternative to this approach is to provide them with a more
or less conventional program of professional education, generally concentrating
on a particular specialty area (early childhood education, special education,
etc.]. The model of a project providing its partic’pants with training in
change contains several factors, as reflected by the scales selected to com-
prise this variable. The training is supplied by project staff, rather than
by IHE faculty wiho are nct staff members or by total outsiders; the project
senior staff has a strong set of values that it is translated into operation

ov means of the project and the LEA staff also has a commitment to the goals

of the project. The training itself has two general attributes; the skilils
taught are general and transferable, not addressed to a specific staffing need
an LEA may have; and the role for which the participants are being trained is
itself innovative. '

Statistics: Eigenvalue = 2.88 #+*- g of variance = 57.6
Mean = 4.00 . Standard deviation = 1.35
C. STAFF ORIENTATION TO CHANGE

Polaritz: Not change oriented to Highly change oriented
Scales: *21 (Project director's commitment to pfoject goals)
*22 (Staff commitment to project goals)
*30 (Change orientation of senior staff)
36 (Behavioristic orientation of project)
Description: Important aspects of any project are the attitudes and
valurn 3f the seniocr staff. 1In the present context, their commitment to
educatisnal change and to the goals of the project are the most relevant of the

staff's -ralues. The scale velating to the behavioristic orientation of the
project is weighted so that low behavioristics is associated with high change

* &
In this case; a sccond factor with an eigenvalue in excess of unity was obtained

(eigenvaluc = 1.02, % of variance = 20.4). Study of the factor structure led us
to believe that this factor was merely an artifact of the reversed polarity of
scale 0l. Also, a quick Scree test (as suggested by Cattell) indicates that
this factcr is nct important.
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orientation. It is observed that projects with a behavioristic emphasis
(use uf performance criteria, heavy emphasis on behavioral objectives, etc.)
tend to be more traditional, service oriented projects.

Statistics: Eigenvalue = 2.78 % cof variance = 69.4

Mean = 4.56 Standard Deviation = 1.45

D. INSTITUTTONALIZATION OF PROJECT WITHIN IHE -

Polarity: Not institutionalized to IHE to Very institutionaliz=d
Scales: 04 (Decree of institutionalization)
*10 (Centrality of project objectives to IHE)
*12 (Centrality of project director to IHE)
*35 (Interrelatedness with other projects)
Descripticn: The relationship of the project and its staff to the IHE
is expected to be a key factor in explaining how innovation was brought about
both within the IHE and in the LEA. We would expect that the project's

association with the IEE will be very important in defining its relationship
with the LEA.

Statistics: Eigenvalue = 2.66 % of variance = 66.4
Mean = 4.12 Standard deviation = 1.53 b
E. RELEVANCE OF PROJECT TO LEA

Polarity: Relevant to LEA to Not relevant
Scales: 09 (Centrality of project objectives to LEA)
- 11 (Centrality of project director to LEA)
25 (Function of practicum in LEA)} .

Description: As with the relationship to the IHE (variable D above),
the project's status with the LEA will be an important variable in investigating
the dynamics cf change (or resistance to change) at the LEA level and, to a
lesser extent, at the IHE. This variable, taken with the above one, will be
important in investigating the strategy of project iocation {at the IHE vs.
the LEA vs. somewhere else).

Statistics: Eigenvalue = 2.17 % of variance = 72.4

Mean = 4.89 Standard deviation = 1.47

O Iv-68

ERIC

Aruitoxt provided by Eic:



F. INNOVATIVENESS OF PROJECT

Polarity: Innovative to Not innovative

Scales: 05 (Size of departure from former goals and practiEes)

32 (Innovativeness of role sought by trainees)

et

37 {(Extent of support for other innovations)

i Descripticn: The focal point of this entire study is innovation--how
£ may be brought about and how it is resisted. This is a general variable

. alating to the inrovativeness of the project, its goals and operations. Wwe
} - have not chosen to measure directly the impact of the projects, their :
: success in bringing about change. This variable will serve as the "dependent"
variable in many analyses in which we wish to learn what other variables are
associated with innovativeness. The assumption is made that innovative pro-
jects are more likely to influence organizational change than non-innovative
ones. In constructing this scale, we chose to omit the scale relating to the
controversy attributed to the project (scale 06),. Although many authors have
suggested that innovativeness is always accompanied by controversy, we have
chosen to test that assumption rather than assume it to be true.

B

Statistics: Eigenvalue = 2.11 ‘ % of variance = 70.8
Mean = 3,54 Standard deviation = 1.31 -
| G. WITHIN PROJECT AGREEMENT

Polarity: High agreement to No agreement

} Scales: Type 1: 13 (Congruence of perceptions about change between
' project director and staff)

17 (Cbngruence of perceptions about project opera-
! tions between prcject director and staff)

Type 2: 14 (Congruence of perceptions about change betweén
staff and trainees) '

18 (Congruence of perceptions about project opera-
tions between staff and trainees)

Type 3: 13, 14, 17, 18.

DescriEEion: The concept "within project agreement" can be looked at in
several different ways. At one level, it is the agreement within the staff of the
! project on the goals and operations of the project. oOn another level, it can be
the agroement between the trainees and the entire staff on project geals and
’ operations. Or, as in Type 3, it can be the totality of both of the above. The
solidarity of the project can be expected to be an important variable in assess-
ing the effectiveness of the project in engendering organizational change.
There is still some ambiguity as to how it should be defined and measured. As a
result, all alternatives will be discussed and any differences in interpreta-
tion caused by using different variables can be studied further.

pm——
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Statistics: Type 1:* Mean = 1.69 Standard deviation = 0.56
o s
- Type 2:* Mean = 3.08 Standard deviation = 1.12
Type 3: Eigenvalue = 2.47 % of variance = 61.9
Mean = 2.42 Standard deviation = 0.73

H. RISKINESS OF PROJECT

Polarity: very risky to Not risky

Scales: 05 (Size of departure from former practice)
06 (Controversy)
*29 (Service orientation of senior staff)

32 (Innovativeness of trainee role)

Description: The variable that we have labeled "riskiness" is related
to the previously defined variables of innovation and change orientation.
Riskiness refers to the extent to which a project has taken a radical position:
not being service oriented, providing training in change, departing greatly from
former practices and, likely as a result of the degree of deviance, being the
center of some controversy. Consequently, this factor represents a kind of
total innovativeness. Although its structure is similar to the innovativenes
variable (F), it is not identical. :

Statistics: Eigenvalue = 2.86 . % of variance = 71.6
Mean = 4.44 Standard deviation = 1.61
I. ATTRACTIVENESS OF PROJECT TO TRAINEES

Polarity: Attractive to trainees to Not attractive
Scales: Part 1l: 06 (Controversy)
08 (Range or trainer expertise required)

Variable F (Innovation)

Part 2: *03 (Dependence on external funds)

' 04 (Degree of jinstitutionalization)
*10 (Centrality of project objectives to IHE)
*12 (Centrality of project director to IHE)

Part 3: 0l (Source of training staff)
*02 (Type of decision making)
30 (Change orientation of senior staff)
" 31 (Role of senior staff value system)

Total: fall of the above parts]

*No Eigenvalues are reported for variables composed of only two scales.

EMC Iv-70




Description: Although +h~ »Project staff and their character: = =s
i ' are generally important to any project, those projects which Propose “o
i train change agents must also have high quality participants. Tt was felt
' useful to have a variable that represented the potential attractiveness of a
project Lo a Change oriented trainee. we felt that this consisted of three
; attributes: that+ the pProject be broad, innovative and controversial (Part 1);
: that the prcject nct be tied to the IHE and not dependent on it for funding
(could it be that innovative trainees do not trust established Schools of
i Ecducation?); and that *he project be decentralized and have its training pro-
? vided by rroject staff members with a strong point of view. ’

<t can be observed that Part 1 is very similar to the risk variable
P ' {H) corstructed and that Part 2 is similar to the variable related to the
centrality of the project to the IHE (variable D). '

} From a research perspective, it may be useful to look individually
- at each cf the component parts of the attractiveness variable as well as at the
entire variable. This is especially true in view of the results of the factor

| analysis of the 11 variables that are combined to make up attractiveness.

} Three significant factors were derived from the 11 scales, with factor loadings
indicating a structure corresponding to the three components already mentioned.

. Each of these three variables was then factor analyzed, resulting in but one

| factor emerging from each set. '

Statistics: Total: Eigenvalues = 4.74; 2.63; 1.42
‘ % of variances = 43.1; 23.9; 12.9
' Mean = 4.21 Standard deviation = 0.80
i Part 1: Eigenvalue = 2.38 % of variance = 79.4
| Mean = 4.40 Standard deviation = 1.51
Part 2: Eigenvalue = 2.94 % of variance = 78.6
Mean = 4.40 Standard deviation = -.98
Part 3: Eigenvalue = 2.47 % of variance = 61.8
Mean = 4.04 Standard deviation = 0.95
j
f J. SIMITARITY OF TRAINEES TO LEA TEACHERS
{ Polarity: Similar to LEA teachers to Dissimilar
{ Sca.ies: 16 (Congruence of Perceptions about change between trainees

and LEA teachers)

? 20 (Congruence of perceptions about project Operations between
; trainees and LEA teachers) .

Cescription: A variable that occured in several of our notions had to
do with the extent to which pProject trainees were similar or dissimilar to the
LEA teachers with whom they must work in their practicum. Alternatively, this
variable may be seen as distinguishing those projects whose trainees are, in’

i fact, LEA teachers (or staff members) from those projects which recruit quali-
! tatively different types of actors.

Statistics: Mean = 4.09 Standard deviation = 1.22
O I\'-7l
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General Analytic Procedures

Now that we have developed a large mass of quantitative data, in the
form of either original rating scales or constructed variables, we can begin
to conduct some form of empirical investigation into the nature of the pro-
jects funded by NCIES. There are several general approaches that may be
followed in these analyses, each more complex than the preceding. However,
certain aspects of the present study present technical problems which will
constrain our choice of procedures.

Although complex multivariate analyses (multiple regres;ion analysis,
causal modeling) are both interesting and powerful research tools, we are
severely limited &s to the number of variables we may deal with in any single
application. A common rule of thumb in multiple regression is *that there
should be approximately ten cases for each independent variable. More
precisely, at least four more cases fhan independent variables are required
if the mean square error of the regression is to be less than infinity. Since
we have but 13 cases at our disposal here, it will be necessary to restrict
multivariate analyses to problems involving no more than four or five
variables.

Also, the fact that the thirteen sites were most certainly Egg.selected
at random limits the extent of statistical generalization we may make from
our analyses, regardless of the sample size problems. However, as we have
said in previous sections, it is hoped that sufficient background information
about the thirteen sites is contained in the case studies and rating scales
to allow a reader who wishes to make a judgemental generalization of the
findings.to do so with at least some indication of the relevance of the

present study to his concerns.

Descriptive Statistics

The most basic level of statistic is the descriptive statistic; the
mean or standard deviation of a sample. Since we knbw something about the
metric of the ratings (they are all seven~point scales), we can make .
judgements about the level of average level of the projects on some scale or
study the variability of the individual project scores. For example, we can
say that., according to the rating scale, the average level of trainee commitment
is 3.62, somewhat slightly more committed than not, but still evidencing only

a moderate amount of commitment. Further, the trainees in Project X are given
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commitment ratings of 1, but the trainees in Project Y are rated 7. It is
then possible to comment on this difference, given the knowledge : out the
projects contained in the case studies. Such information is presented in the
rating scale writeups contained in Chapter IV. Similar remarks can be made
concerning projects ratings on the constructed variables. Alsc “he
variability of projects on a particular scale can be considered. Some scales
have projects clustered in one place on the scale, others have a wide

distribution of scores.

Pairwise Comparisons

We may make simple bivariate comparisons of two rating scales, two
constructed variables or a scale and a variable. Since the variables were
constructed so as to remain on the same seven point scale as the originals,
direct comparisons are possible. These comparisons can be in two forms:
correlations and scatterplots.’ Although the correlation gives a very precise
determination of the strength of an apparent relationship, and allows for
significance testing, the scatterplot, with each point identified, contains
much additional information. If a low correlation is computed, it may be the
result of only one or two outlying projects whose deviance can be rationaliy
explained, since they are identifieg by their anonymiéed name. Since a
large number of pairs will be studied, all the indicated scatterplots will
not be made or presented in this report. However, where it appears likely
that the additional information contained in such a plot could add to our under-
standing of the relationship of two variables, such a plot will be made and
included in the results section.

As was indicated earlier, all possible pairwise comparisons of the
37 scales would result in 666 Pairs. Adding a minimum of 10 additional
constructed variables, this number rises to 108l. .Finding useful information
for educational planning or innovation theoty among this is like searching for
the proverbial needle in the proverbial haystack. Hundreds of these pairs
are urninteresting and many more represent spurious relationships. Since we
have but a firite amount of time and space in which to present our analyses,
we haveé restricted our attentions to a small portion of these possible
questions. However, the full matrix of intercorrelations is included in

Appendix A .
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Multivariate Analyses

For reasons discussed above, we will be using the term "multivariate"
in a very limited sense here. It includes, for our purposes, such'pro-
cedures as partial correlation, multiple regression and causal analysis.
Although these relationships often prove to be the most substantively in-
tereéting, they always prove most difficult to intexrpret.

Partial correlational procedures willtallow us to examine the
relationship of two variables with a third held constant. Although higher
order partials are possible to compute, we have avoided them for the reasons
discussed above. A partial correlation may make a large observed correla-
tion small (if the relationship was spurious—~the correlation of the two

variables was the result of both varying with a third variable) or make a

‘'small observed correlation large (if the variable partialled out was a

source of "noise" in the relationship). We anticipate example of both
situations in our results.

Multiple regression is similar to ordinary bivariate correlation
except that several independent variables are used to predict the dependent
variable. The computaticral procedure yields a weighted combination of the
independent variables that best predicts the dependent variable. Both the
total predictive power of the entire set of independent variables (expressed
as the multiple correlation) or the independent contribution of a single
variable or subset of variables can be examined. The independent contri-

butions will be assessed by examining the increment in the squared multiple

correlation resulting from the addition of the variable(s) of interest. Such
a procedure has been shown to be far superior to simply examining the

regression (beta) weights of the variables contained in the prediction equation.

An example of the application of multiple regression to the present i
study would be to see how much prediction of the Innovation variable could be
improved by adding Commitment of Trainees to the prediction made by knowing the g
Commitment of the Staff. The increase in the (squared) multiple correlation
may be tested for significance by standard prccedures. It is alsec possible to g
study the relativelimportance of several independent variables in predicting the
dependent variable by similar procedur:s. However, this type of gquestion is : E

more appropriately addressed by causal analysis (path analysis).
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The final tyﬁe of multivariate procedure we anticipate using in the
analysis of the rating scales and variables is causal analysis. In this
technique, a causal model relating several variables is drawn up beforehand
and the observed intercorrelations are entered into the model to see how
well the model "fits the data." Path coefficients linking the various
variables in the causal model are computed by a procedure identical to “he
derivation of rearession (beta) weights in multiple rearession., It is this
case in which the regression weights (acting as path coefficients) can be
meaningfully interpreted. The relative causal importance of the variables
can be inferred from the path coefficients.

In addition to the above procedures, factor analysis was used
extensively in the construction of variables from rating scales. This
procedure has already been described. Since we do not plan to use factor

analysis for any analytic purposes beyond those mentioned, it is not

"included in this discussion.
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CHAPTER V

STUDY FINDINGS

Introduction

It is appropriate to recapitulate briefly the questions we would
like to examine. Our major concern is the consideration of the several
strategies used by NCIES projects in accomplishing their goals. Since there
is no clear criterion on which to assess the ultimate value of any strategy,
we have deoided to look at some of the consequences of different approaches
to goal acquisition. Although we are very much aware that a case study
format, and particularly one which includes no more than 13 non-randomly
selected cases, does not yield casual conclusions with ease, we are

nevertheless interested in associating styles of goal acquisition with their

potential impact on the Schools of Education and the local agencies with which

the projects interact. It is hoped that the way to such impact may be more
clearly defined as a result of this study.

We have identified five major areas of strategies within which the
37 rating scales were developed. The areas include:

e The relationship of the project to the IHE (e.g., is the

project widely based in the School of Education or is it
external to the School);

° The organizational c¢haracteristics of the project (e.g., is
the decision-making process centralized or decentralized);

® the project’s training curriculum and practicum (e.g., is
the curriculum change-oriented; are the training procedures
statéd in behavioral terms);

® the relations of the trainees to the project (e.g., are the
trainees oriented toward change); and

° the relations of the project to the LEA (e.g., are the LEAs

willing to accept the work of the project).

A variety of rating scales were written fo allow the strategies of
the projects to be described in quantitative'terms by the members of the Abt
Associates field team. The selection of the items on which each project is
rated determines, of course, the range of possible questions which car be

asked. This is particularly true if we reassert our unwillingness to place
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a great deal of faith in the comparison of ratings item-by-item. We are,
however, confident that the ratings provided by the two members of each team
are very reliable. Nevertheless, a single item constitutes a very small
sample of the complexities of any single strategy, and can, under these
circumstances, be used meaningfully .nly to support general notions. The
alternative is to cluster the items described above, both to broaden their
meaning and to improve their reliability. This means that the questions which
can be asked are limited to the sets of items we have generated. This is as
it should be to protect us from falling into the trap of enchantment by
chance. The increasing number of comparisons available to us as we increase
the item-by-item analyses increases the possibility of chance positivé results,

which, to the unwary or unprepared, is a very misleading situation. We

‘would rather reduce the number of issues *o look at, and to state them with

whatever precision we can in advance, which is one of the few pProtections
we have from the vagaries of chance.

What questions can we ask? We must, by definition, be very general
here. We are not testing hypotheses; rather we are attempting to identify some
models which might be used to guide policy. The models must emerge from the
data, and the notions about these models which guide the search for them are,
as the literature discussion indicates, rather sparse. We would expect that, as
we examine some of the general issues, the data generated in the present study
will suggest lines of investigation to follow and that the questions will
become refined as we explore the models. We shall start with a very general
statement of some of the issues to he examined and develop these notions as the
data are examined.

° Relations of the Project to the IHE.

The central issue here is an exploration of the consequences of
the status of the project within the IHE. The projects may be very
peripheral to the 1nterests of the faculty or administration, or they
may be an integral part of these interests. That is, the prOJect
may represent an opportunity to the staff of the school to put into
operation a set of plans which havé been present for some time. The
project may be of ipterest, on the éther hand, to a very limited
group within the‘university and may, therefore, attract little support

from other segments. Finally, the project may be administrativély
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located outside the formal structure of the university and may be
related only to it by virtue of some ad hoc consultantive services or

course work. We want to know the consequences of this variation in

association with the IHE on the IHE itself. How do projects fare
in these different contexts and what implications does this have
for their continued existence and support, and for the possibility

of change within the IHE itself.

® Organizational Characteristics of the Project

Here wé want to know what aspects of the projects' relations to
the IHE and the LEA, curriculum, or trainee behavior which might be
related to the internal structure of the project. Most organiia-
tional theory suggests that there should be some relationships,
that the decision making procedures within the project should
constrain the processes by which the project reaches out to other
institutions and ‘the way by which the project deals with institutional
response to its overtures. Further, organizational structure speaks
directly to the issue of individual participation in decision making,
which should bear on individual satisfaction, morale, and commitment

to project goals for both project staff and trainees.

' The Project's Training Curriculum and Practicum.
o)

The focal issue here is whether the‘curricﬁlum of these change-
oriented project:i considers the Possibility of providing training
and practice in change for their trainees. An alternative strategy
for a project is to concentrate on providing conventional, in-service
profescional education. 'We want to know how projects fare when they
utilize a program designed to stimulate chahge in either of the
institutions with which they ‘interact, and how they differ from those
projects which are designed not to change, but to service these
institutions. We also have an interest in the effect of behaviorial

objectives used in teacher training.

° The Relations of the Trainees to the Project.

Here we want to explore the factors which might be associated with
attracting and supporting change-oriented trainees, as well as those

factors which do not command the commitment of such trainees. what
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kinds of trainees might be recruited to facilitate the develop-
ment of a cadre of change agents, and what are the characteristics

of projects that seem to attract such trainees?

® The Relation of the Project to the LEA.

What kinds of :cts relate well to LEAs and which remain
isolated from the real world of public schools? We want to know
how LEAs respond to the overtures of the projects and how the pro-
jects deal with LEAs in the context of variables such as the

nature of the change orientation of the project.

These, then} are some of the first broad issues we used in examining
our data. As we moved more deeply into analysis, models of inter-institutional
relations emerged and related issues were examined. We shall deal with these

as the results of our explorations are presented.

Significance Levels

In this section, we present the detailed results of our investiga-
tions of the broad models presented in the previous section. These general
areas for examination were made more specific, appropriate variables were
selected that addressed the issues, and the empirical evidence supporting
(or not supporting) our notions was collected. Each of the five areas will
be discussed in turn.

In the following discussions, correlations will be referred to as
being significantly different from zero or as not being significantly different.
Throughout, the cutoff points for the correlations will be .46 for the .05 level
of significance and .65 for the .0l level, each assuming N = 13, Reported
correlations will not be explicitly designated as significant at a given level.
Of course, there is some question as to whether we really want to speak in
terms of statistical significance, given the fact that ithe sampling procedures
used in selecting the sites violate the principal assumptions of the
significance test. To appease both sides of this controversy, the statistical
significance of correlations will be acknowledged, but non-significant

correlations may still be discussed.
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STUDY FINDINGS

Relationship of the Project to the IHE

The central issue here is the degree to which a NCIES project is
acceptable to the IHE with which it is involved. The most abvious measure
of this is the constructed variable called "Centrality of project to IHE,"
Variable D*, which is composed of the rating scales relating to the centrality
of the project's goals to the IHE (Scale 10) , the centrality of the project
director to the IHE (Scale 12), the general institutionalization of the
broject within the structure of the IHE (Scale 04) and the interrelatedness
of the project with other projects within or withocut the IHE (Scale 35) .

The statement that the broadness of the project is related to its "centrality"
to the IHE is a definitional statement. The correlational of this scale (35)
with the other componants of the "Centrality" Variable are guite high, pro-
viding empirical confirmation of the expected relationship.

This suggests the first property of projects that are accepted by
the IHE: they‘are broadly based. A reasonable explanation for this is that
broad projects represent a wide range of interests ar?, therefore, a broa:l
power base. ‘

Those individuals within the IHE who effectively determine whether a
project will be institut.»nalized and receive their sanction (Deans, Department
Chairman, etc.) are more likely to recognize the concerns of a project that
is merely the special agenda of a small faction or an individual. It is,
however, possible that the broadness referred to here is not related to the
range of activities taking place Qithin the project. The first constructed
variable (Service Orientation) also includes scales re.ating to the range of
skills and functions within the project. The correlation between this variable

and the IHE institutionalization variable is 0.23, not significantly different

from zero. This indicates that broad, institutionalized projects may

or may not have a wide range of topics and skills within its program,

Since we have found that projects that are intrinsic to the IHE have
multiple inputs (as a result of its broadness involving many diverse actors),

it is reasonable to suppose that this would lead to confusion within the

*For specific content of each variable and scale, the reader is referred to
the precedlng sections: "Individual. Scales: Description," and "Constructed
Variables.". Lists of both the Scales and Constructed Variables are con-
tained in Tables 1 and 2, respectively.



SUMMARY OF RATING SCALE

TABLE 1

DESCRIPTIONS

SCALE TITLE DIRECTION
1 Source of training staff Outgide~-inside project
2 'Type of decision making Hierarchical-~democratic
3 Dependence on external fundsg Total~~none
4 Degree of institutionalization (anywhere) Not--all institutionalizeg
5 Size of departure from former goals Great—--none -
6 Cor troversy attributed to above discrepancy Great=--none
7 Range of expertise required by client Wide-~narrow
8 Range of expertise required of trainers Wide-=-narrow
9 Centrality of objectives to LEA Very central--not
10 Centrality of objectives to IHE Very central--not
11 Centrality of project director to LEA Very central--not .
12 Centrality of project director to THE Very central-~not
Congruence of perceptions about change:
13 between director and staff High congruence--none
14 between staff and t -ainees High congruence~-none
15 between director and LEA High congruence--none
16 between trainees and LEA teachers High congruence~-none
Congruence of perceptions about Project:
17 between director and staff High congruence--none
18 between staff and trainees High congruenceé~-none
19 between direct.: and LEA High congruence--none
20 between trainees and LEA teachers High congruenceé--none
Commitment to project goals for:
21 project director Committed--not committed
22 project staff Committed-~not committed
23 project trainees Committed--rat committed
24 LEA staff Committed~-r% committed
25 Function of practicum in LEA Support of Lkia-~not
2€ Function of practicum in IHE Intrinsic--extrinsic
27 Transportability of training Total--none
28 Orientation to applied change theory Positive to change--not
29 Service orientation of staff Service--not service
30 Change orientation of gtaff Change~~not change
31 Role of senior staff value system Important--not
32 Inncvativeness of trainee role Innovative-~traditional
33 Willingness of IHE to change Willing--unwilling
34 Willingress of LEA to change Willing“-unwilling
35 Interrelatedness with other projects Very-~not
36 Behavioral orientation Beliavioral--not
37 Support for other innovations Supportive--not
Note: All scale are scoreu from 1 to 7, left to right. For examr e, for

Q :ale 1, an outside source of training would be sco

EI{L(Luld be scored 7.
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VARIABLE

TIZLE 2

SUMMARY OF CONSTRUCTED VARIABLE DESCRIPTIONS

TITLE

DIRECTION

Service orientation'of project
Presence of change training in project
Staff orientation to change
Institutionalization of project in IHE
Relevance of project to LEA
Innovativeness of broject

Within project agreement

Gl: Agreement about change

G2: Agreement about project operations

e S,

Service--not gervice
Training present-~abgent
Negative~-positive

Not institutional-~very
Relevant-=-not relevant
Innovative--not innovative

High agreement--none

G3: Agreement about both change and operations

Riskiness of project
Attractiveness of project to trainees

Innovativeness of project

: Independence of project
Staff openness/innovativer s
All of above

B W N

Similarity of trainees to LEA *machers

Very risky--not risky

Attractive--~not attractive

. very-=-not

independent--not
very--not
attractive--not attractive

similar~-diasimilar



project about its goals. Such confusion will most likely be manifested in the
relationship between the staff and the project trainees. Rating scales 14 and
18 measwure the congruence of perceptions between these two groups concerning
project goals and project operations respectively. The correlations between
the THE variable and these two scales separately and individually (acting as
constructed variable G2) should provide a test of this hypothesis. The
correlations betweer scale 14, scale 18 and their composite are .89, .55 and
.76; each statistically significant. Taking into account the directions of

the scales, these correlations indicate that projects that are institutionalized

within the TIE have less congruence between staff and trainees. Table 4

illustrates this relationship.

We may also consider the relationship of Scale 35, efrw:.tively the
extent of linkages with other projects, with these agreement indicators.
These correlations, in the same order as above, are -.77, -.57 and -.72. The

change in sign is due to the fact that Scale 35 was negatively weighted with

respect .to the other scales on the IHE Variable. These significant correlations

may be interpreted as meaning that many linkages are associated with less

congruence of perceptions. This finding is consistent with the notion that

broadly based nrojects involve multiple inputs and agenda which result in
inconsistencies in the perceptions of the staff and the trainees.

Proadly basod projects (containing such inconsistencies) hae a variety
of possible attributes. Projects may have rigid, hierarchical decision making
structures, in =hich all major decisions are made by the few top staff members,
or may be more democratically organized and involve all levels of project ’
staff and trainees in the decision making process. Indeed, the correlation
between Variable D (the extesnt to which the project is intrinsic to the IHE)
and Scale 02 (the type of internal deci‘.ion making) is only -.29. Although
this correle ‘+ not statisti¢?iv significant, the negative sign indicates

that increasiny Lngfitutionalizav .. ight be related to increasing centrali-

zation of decisicn ...: . This is not entirely consistent with the notion of

a broad project with many kinds of individuals associated with it, but this
might, in fact, be the way in which university-based projects tend to operate.
In order to look ai this issue, consider the correlation between the "IHE

Variable" and the controversy rating scale (Scale 06). Again, the correlation
O
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CODE

TABLE 3: PROJECT IDENTIFIZATION COLE FOR FOLLOWING TABLES

LETTER

CODE NAME

Aurora Universitv

Bayport, 01d Brunswick
Beeciiam University
Cotustket, Catawba
Hermosa State University

Edwardia State Departmant of
Educsiin

Johnston, Van Buren
Mathis, Atlantica
West Kingsland University

University of Franklinia
Medical School

University of Riceville
Sussex, North Monroe

Ocmulgee State University

PROGRAM

Early Childhood Training
of Teacher Trainers Program

Carcax Opportunities Program

Teacher Corps Program

Educational Leadership Project

Special Education Program

Vocational Education Program

Special Education Project

Training Teacher Trainers Project

Teacher Corgs

Early Childhood Program '

Training of Teacher Trainers
Career Opportunities Program

Pupil Personnel Services



TABLE 4 IHE CENTRALITY (Variable D) vs.
STAFF/TRAINEE CONGRUENCE (S-ale 14)

low
7Fongruence
r = .89 <4
LoV 4 ; b high
centrality centrality
b K I
G B H T L
M 11 high

congruence

Projects A .nd F received "not appropriate"

ratings on scale 14



is not significant (.36), although the direction suggests that less controversy
may be associated with greater instituticnalization of the project within the
IHE. This is consistent with the possibility that projects which are institu-
tionalized tend to be hierarchical in their decision making. This relationship
is consistent with the finding tﬁat projects with such organizations are less
likely to be controversial. These are hichly tentative suggestions to be
sure, but they represent a part of the picture which is emerging about the
operation of projects which are deeply imbedded in the IHEs.

The above interest in the project's relationship to the IHE pre-

sures that there will be some relationship between this and the.innovativeneés
of the project and, it i$ further assumed, its eventual impact on educational
organizations. There are two competing expectations here, each suggesting
correlations with opposite signs. Cne holds that institutionalized projects

are inherently conservative and have been "co-opted" by the 1IHE: the re~
lationship between i:anovativeness and institutionalization will be negative.
The other holds the view that, since we have observed that institutionalized
projects are broadly based, they will tend to, by their very nature, attract
innovation. Hence the relationship should be positive.

The evident test of the two hypotheses is contained in inspecting the

correlaticn between the Variable measuring the degree of the relationship of
the prtuject with the IHE and the innovation Variable (Variable F). .This

'"\\cogﬁelation is .23; there is effectively no relationship batween project cen-

\ ‘/‘ . 0 .
tr¥ality and innovatlggness. Table 5 portrays this relationship. It is

reasonable to expect that this correlation has been affected by the influence
of other variables. Consequently, it will be useful to partial the effects
of several suspect variables out ~f this correlation. '

One factor that may be attenuating the relationship is the extent to
which the project is service oriented (as measured by Variable A). Institution-
alized projects which are delivering highly specific, service-oriented, problem-
hased training to LEAs may be uninnovative by definition. But there is still
the possibility that a project which is institutionalized but delivering wide-
ranging, change-oriented training may be innovative. If we statistically hcld
constant the service orientation of the projects (by computing a partial
correlation), we will observe that the correlation between the IHE relationship
and innovation, holding service orientation constant, is .44. This coefficient

N . .
fE [(: is not quite significant, but indicates a strong negative trend: projects
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TABLE 5 THE CENTRALITY (Variable D) vs.
INNOVATIVENESS (Variable F)

highly
innovative
1
G -+~ I
L E F
low A
centrality high
— t t : I ) gentrality
l 14
B
L o)
D C
M 1‘ r = .23
H K
L
not

innovative
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which are closcly related to the IHH (intrinsic or institutionalized within

the IHE) tend not to be innovative when their service orientaticii is accounted

for.
The nature of an institutionalized pro]Pct may be related to its

curriculum or its staff's orientutior to change. The constructed variables
relatlng to these factors, Variables B and C, may be controlled for is
studying the relationship of institutionglization and innovation. These
partial correlations are both lower than the original simple correlation of
.23 (.08 and .14 respectively), suggesting that the relationship observed in
the above zero order correlation is to Some extent the spurious result of

both 1ntr1n51cness and innovation varying with the value system and carriculum
of the project. The second order partial, controlling for both Variable A
(service orientation’ and, ‘for example, Variable B, (change oriented curriculum)
should provide a test of this. This partial is .30, a bit smaller than the
partial removing only Variable A, and is essentially the same as the original

simple correlation. It would appear from these correlations that the orienta-

tlon of the project (service, change or whatever) is_really the varlable most

strongly associated with innovation. This will be explored in a later part of

the results section.

These results need to be considered in the light of the fact that both
democratic decision making procedures and controversy are highly correlated

with innovation (.70 and .88 respectively - sa2e Table 6). This means that

projects which are democratic and those which are controversial are likely to

utilize innovative practices. At the same time, projects vhich achieved a

RIC

strong relationship with the IHE show nothing like this kind of innovation.

They alsc are not likely to support other innovations and have little bearing
on the IHE's willincness to change. The correlations between institutionali-
zation within the IFE (Variable D) and the scales for support of other innova-
tions (Scale 37) and IHE willingness to change (Scale 33) are -,32 and -.28,
rospecitvely. This latter finding suggests a new variable which may be
partialled »ut of the correlation between institutionalization and innovatjive-
ness: Scale 33, the willingness of the IHE to change. This partial correlation
is .36, indicating that the willingness of the IHE to change does mediate this

correlation. This suggests that those innovative projects that become institu-

tionalized do so within an THE that is willing to change.

One othe consequence of achieving a stable position within the IHE
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TABLE 6

TYPE OF DECISION MAKING (Scale 2) vs.
INNGVATIVENESS (Variable F)
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o2
r = ~,70
G T1
F L
AJE
all decentral
N | 1 _*
central F 3 gT - ﬁl v 7
l ~
B
L . ]
CD
T M
H
K

7= highly innovative



might be the wi;lingness of the project to take risks in trving new notions.

The risk variable, described elsewhere, is similar to but not quite the same

as innovation, and shows the same correlation with the institutionalization
variable as does the innovation factor (r = .31). Once again, there seem

Lo be no simple relationships which emerge from the institutionalization measure.
Some projects do get deeply embedded in their IHE and others do not, but this
does not appear to be related to the nature of the project.

Finally, there appears to be no relationship between the degree of

institutionalizatioa of the project and the attititude of the LEA toward the

project. The LER commitment variable (Variable E) and institutionalization

are essentially uncorrelated (r = ~.26).
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Summary of Findirngs

The central issue here is the acceptability of a NCIES project to
its IHE, sometimes referred to as institutionalized or intrinsic. We find,
first, that projects which.are Cmceptable to their IHEsS are broadly based,

representing a wide iange of issues and people.  Such broadness is not

necessarily related to the actual activities taking place within a project;

a broadly based project may or may not have a wide range of curriculum

topics. Also, broadly based projects which are central to their IHEs evidence
less congruence between staff and trainees, most likely as a result of
multiple inputs to project goals and practices.

Are broadly based project characterized by centralized or decentralized
decision making? At first glance these findings are perhaps not what might be
expected of broadly based projects involving a variety or people and issues,
but this might actually be the way university-based projects tend to operate,

What of innovativeness? The findings above suggest two competing
hypotheses: 1) an institutionalized project, being centralized and non-
controversial, is inherently conservative; 2) the broad base of an insti-
tutionalized project must encourage innovation. Neither hypothesis is
strongly supported by the data, but we do find a slight negative trend. If
the service orientation of the project is held constant, more intrinsic ore-
jects are found to be less innovative.

More important, democratic decision making procedures and contrcversy
are both highly correiated with innovafion. That is, projects which are
democratic or controversiul are associated with innovative practices. . Projects
central to ‘< '~ TIHES are not nearly as likely to be innovative, nor are their
IHEs willi; > change . Thus it would seem that innovative projects which.

becore institutionalized do so within an IHE which is willing to éhange.

From these findings a model begins to emerge. Projects charzcterized

vy THE acceptance, a broad base, and lack of controversy tend not to he

innovative. I novative projects are decentralized and more controversial,

less likely to be accepted by the IHE.




The Organizational Characteristics of the Project

The major organizational property to be examined here is the decision
making procedure within the project. We are interested in the extent “o
which the procedure includes a range of participants at several project levels.
It is clear from the description of the relevant rating scale that the dis-
tributicn of scores on Scale 2 (type of decision making) is very wide, leading
s to expéct that a variety of project operations would be associated with
this variable. This is not surprising since the organizational literature
associates this kind of a variable with many organizational'factors such as.
the morale of participants, the attractiveness of the project to the partici-
pants, communicaticn patterns within the project, and other critical dimensions.
The first important issue involving Scale 2 is its relationship to

Variable F, Xnnovation. The correlation between these two is -.70, (see Table 6),

which indicates that the more hierarchical a project, the less likely it is

to be innovative; decentralized projects are more likely to be inncvative.

It is necessary to establ’sh the basis for this associaiion, since this
organizational property is central to so many dynamics. There is a possibility
that a change-oriented value system within the project may be associated with
the style of decision making and that this is the source of its association,
since this organizational property'is central to so many dynamics. There is
a possibility.that a change-oriented value system within the project may be
associated with the stYle of decision making and that this is the source of its
associatién with innovation. The correlation between Scale 2 and
our measure of change oriented theory (Variable C) is onl:’ .23, not significantly
different from zero.

In order to further check this point, the effect of Variable C was
controlled for in the correlation between Scale 2 and Innovation. The resultant
partial correlation is =-.62, which does not represent a significant drop from

the zero order correlation. The organizational structure of the project

seems to be significantly relatec to innovation independent of the value system

present in the project. Causally speaking, it is clear that the value

system has little effect on either the decision making patterns or the

innovativeness of the project. We cannot, however, be so certain about the
causal relation between inncvation and decision making. The decision .
making structure may facilitate innovation, innovative projects may requiref

&) L ' '
E l(jsuCh an organizatlon or there may be some reciprocal relationship.-
T



On the other hand, it is apparant that hierarchically organized projects
are not likely to provide change training for their participants. The correlation
between decision making style (Scale 2 and Variable C) (the presence of change
traininé) is -.44. Further, if we control for Variable B (value of change
in the project) in the relationship between decision making and innovation,
the resulting partial corre’ation between decision making and innovation is
-.6l, little changed from their zero order correlation. We infer from this

that, regardless of the value placed on change by the project staff or the

presence of change training in the project curriculum, the organizational

structure of the project is very closely related to innovation. Projects with

more democratic decision making patterns are mare likely to be innovative.
There are several aspects of hierarchical projects which should be

noted. They tend to be isolated rather than interrelated with other projects,
as indicated by the correlation of .55 between Scale 2 (decision making) and
Scale 35 (interrelatedness). However, LEAs are likely to consider them relevant
to their interest: the correlation between Scale 2 and the LEA variable is _49.
At the same time, there is a slight, nonsignificant tendency for centralized
Projects to be considered "behavioral”, as the correlation of type of decision
making and behaviorism (Scale 36) is .38. (See Table 7) Our data is
beginning to indicate that behavioral objectives and their associated structures
(performance criteria, for example) may be inapprépriate methods for teacier
training, especially if the training is in the methods of implementing
organizational change. This may be a result of the fact that the objectives
in use are not well wiritten, because it is difficult to specify the behaviors
of a good teacher, but it still is clear that projects which do provide change
training do not use behavioral approaches to the training of their participants.
Perhaps this is because a performance based approach allows trainers to "cop
out" and avoid the issues of teacher training by placing the buruzn on the
f objectives, but an equally appealing alternative is the fact that behavioral
: approaches produce people with a standard set of skills vyet a change agent must
; be flexible and able to deal with situations in the real world that no one could

predict. The implications of this finding will be discussed at length in a

; ‘ later section.
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TABLE 7

SERVICE ORIENTATION {Variable A) vs.

BEHAVIORISTIC ORIENTATION (Scale 36)

A nonbehavioral
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There is contained in these relationships an emerging model statin
p g

that projects with rigid decision making structures and a lack of innovative-

ness tend not to be associated with other projects, tend to apply behavioral

objectives and are considered relevant by the LEAs. This is a picture of a

project which is closely related to an LEA and oriented to safe, non-dis-
ruptive supportive activities. We expect to find little change training in
their curriculum, and this is supported by the correlation of scale 2 and

the change training variable (Variable B) of -.44. Projects with hierarchi-
cal decision making procedures are service oriented: The correla.ior be-
tween Scale 2 and Variable A (service orientation) is .62. Most importantly,

these hierarchical Projects tend to have trainees who are not committed to

the project. This is borne out by a correlation of -.48 between commitment

(Scale 23) and type of decision making. Finally, the correlation between
centralization of decision making and our "risk" variable is -.83, indicating

that hierarchi:al projects are not about to he venturesora to upse the

status—gu:.
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Summary of Findings

The nature of project decision making is the major organizational
issue; the wide distribution of scores on this scale suggests that a variety
of project characteristics might be associated with the variable, a result
which is consistent with the literature. To begin with, we find that
democratic decision making patterns are associated with innovativeness.
Innovativeness appears to have little to do with staff values towards chénge
or the change orientation of the staff and training program. Regardless of
the content of the program, therefore, the decision making structure of the
project is very significantly related to innovation.

Hierarchical projects tend to be isolated rather than interrelated
with other projects, to be associated with LEAs which consider tham relevant,
and to be behavioristicallv oriented. "hey also tend to have little change
training in their curricula. to have tr:.nees wro are not ~ommitted, and t>

avoid taking risks.

These findings strenc-hen our =:=rzing r-del. De—er .lizaticn of
decision making is indeed strongly as . -iated w:th innov .- more =o then
the content of the project's training program. 1In addit... . being broadly

based and non-controversial, hierarchical projects are isolated from other
projects, closely related to their LEAs, and oriented to specific supportive

service activities which do not inspire trainee commitment.



TABLE 8 TRAINING FOR CHANGE (Variable B) vs.

INNOVATION (Variable F)

not innovative
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TABLE 9 TRAINING FOR CHANGE (Variable B) vs.
TRAINEE COMMITTMENT (Scale 23)
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The Trairing Curriculum and Practicum

We have several variables that are directly related to the issue of

curriculum (which :ctually inc ‘des the practicum). ¢ structed variable B
refers to the pre:-:nce of chanc - training .n the curr: “: um. Rating scales
25 and 26 measur. ihe extent to which the practicum is s -n as contral to the
op -utions of the EA and IiE - ectively. Finally, cca = 36 rolates to the
dre 2 o which +b - project bas: = its operations on -»=ha -oral grounds.
Cur first rnjor finding s “hat inncvation i like " “5 occur when
th . ie change t:.ining in <he -co—ieglum, s inc -ztec | CLTIL on
“een Veriable B ochange f i - und Ve o sle nnerTs ot .50
Tal: €). How -or, th . .. xm--e a statement uf the construct validity

¢i the change training variable than a finding of significance, but it helps
to clarify tne nature of change training. If Scale 32 {Innovativeness of
traines role) is removed from the innovation variable and correlated by

itself with variable B, the coefficient is .85. Clearly, change training

means training in new functions for the trainees. The consequence of this for

the attitudes of the trainees toward the projects ought to be very positive.
The correlation between Variable B and Scale 23 (Committment of trainees to
the project) is .91, indicating that this is, in fact, the case (See Table 9).

That is, trainees are found to be committed to projects which provide training

in the methods of change, implying that the trainees are being prepared for

new roles in the educational system. However, the nature of change training

can be further explored.

It is reasonable ta expect that change training might occur in a
project that is interrelated with many other projects. The correlationéﬁ%
Variable B (change training) with Scale 35 (interrelatedness) is only .10,
indicatina that theare is no systematic input from a variety of contacts (the
cosmopolitanism of the project, as it were) which contributes to its change

orientation. Further, the extent of change oriented training is not related

to the extent to which the project is institutionalized witnin the IHE, as

indicated by the correlation of .28 between Variable B and variable D
{institutionalization of pProject within IHE). However, if Scale 35 (inter-
relatedness) is controlled for in this relationship, the partial correlation

of IHE relation and change training increases to .48. This indicates that

O
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projects which are solidly based in the University, independent of the extent

to which they are interrelated with other projects, do have the resources to

try new methods of trainina. This is confirmed by the correlation between

Variable B and the Risk Variable (Variable H), which is .61. Even though

projects which are institutionalized are not necessarily innovative projects,
they do tend to have a change orientation to their training programs, and also
tend to have a willingness to be vVenturesome in their procedures

The change oriented training program should be -=lat . wasure of
the ext-nt ¢ - ~rhasis : ° _nznge theory is present in the project.
The correl.tion between Variable B (change training) and Variable C (values)
would test this notion, and the correlation of ~.50 between them (when taking
the direction of the loadings on these variables into v "count) indicates that
this is, indeed, the case. Further, if scale 30 (Change orientations of the
senior staff) is related to Variable B, the correlation is increased to .60.

This indicates that t' - theoretical values of the senior staff is the central

dimension in associating with the nature of the training program. Further,

if we turn the issue around, it is clear that in those projects in which there

is a strong committment of the senior staff to change theory, there is also a

strong tendency for the training to be transportable to the real world. This

relationship is suggested by a correlation of .72 between transbortability

(as measured by Scale 27) and the change orientation of the Senior staff. On
the other hand, projects in which the senior staff has a strong service orien-
tation do not necessarily provide their trainees with transportable skills.

The correlation between service orientation and transportability is -.17. This
suggests that service oriented Frojects do not necessarily translate their
intentions for providing Specific skills for particular real world problems
into appropriate training programs. Some of these projects do and some do not,

but there is & much greater tendency for projects which are change oriented

. rather than service oriented to be associated with transferable skill training.

We were interested in trying to determine if the lack of transferability of
skill training in service oriented projects was a function of the interest of
the service oriented projects in change theor?. That is, we wanted to know if
service oriented projects which also have a change theory component might
produce more transferable skill training than service oriented Projects without

a change theory interest. Since change orientation and service orientation

V=25
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correlate but .0l, indicating that the two dimensions are independent, such
a situation is possible. Partial correlations with several variables con-
trolled for did not alter the above relationships, and we are left at this

point with the most interpretable result being the low relationship between

service orientation and transferability of skill training. One final aspect

of the change training nature of a project ought to be examined here. The

response of the trainees to the project is a critical matter. Hexe it is

apparent that trainees who are in projects which are strongly oriented toward

change training are highly committed to the project (r = .91).

We turn now to the consideration of the content of the curricul'm in
behavioral terms. Scale 36 measures the extent to which the goals and
procedures of the project are stated with behavioral criteria attached to
them. This scale loads ne~€tively on the change theory variable (Variable c),
indicating that projects w ich are interested in change theory tend not to .
assign great weight to the task of @stablishing performance criteria in -
specific terms. Oi. the contrary, their ihterests are global and not easily

stated in behavioral terms. Projects with behaviorist orientations have a

slight but nonsignificant tendency not to be innovative, as shown by the

correlation of -.3! between innovation (Variable F) and behaviorism (Scale 36).

rurther, such behaviorist projects are characterized by staff who do not have

strong change orientations (shown by a correlation of ~.53 with Scale 30),

——

who arc instead strongly service oriented (a correlation of .52 with Scale 29),

hut@§@osc value systems do not play an important role in the operation of the

’_“Vo—-v'

project (a correlation of -.52 with Scale 31). Behavioral criteria also seem
to be present where the project director is in close agreement with the LEA
about the nature of the goals and strategies of the project, as indicated by
a correlation of .70 between behaviorism and Scale 19. This is also true in
cases where the project director and the trainees both have perceptions about
the magnitud: of change required in education that are congruent with those

of the LEA. This is indicated by correlations of behaviorism and Scale 15 and

|
i
b

16 of .73 and .69 respectively. There is no relationship between trainee

commitment and behavioristic orientation of the projects (r= =.24). This

contrasts with the previously reported tendency of commicment of the trainees




to change training projects (r= .91). Finally, there is a tendency for

behaviorally oriented projects to tend to be conservative in their approaches

as measured by the Risk Variable (r= -.43).

We turn now to the practicum, a central aspect of all NCIES projects.
We nave looked at this in two ways: whether the practicum is related to the
interests of the LEA and supported by it (Scale 25), and whether the practicum
is an integral part of the THE training program or an ad hoc exercise added
to the program (Scale 26). We find somewhat different patterns of relation-
ships between the practicum and other aspects of the projects depending upon

which scale is used. Thus, if the practicum is supported by the LEA, it

tends not to be innovative (r = -.45), but if it is intrinsic to the IHE, it

can be associated with either innovative or non-innovative practices (r = .06 .

Conservative LEAS will accept conventional practica. The degree to which the
practicum is intrinsic to the IHE appears not to be associated with any ofv
the measures which were originally thought to be its correlates. Thus,

Scale 26 is unrelated to the innovativeness of the role sought by the
trainees (Scale 32, r = -.09) even though trainees seeking innovative roles
might be expected to be seeking out closely related practica. On the other
hand, a practicum closely related to the LEA's interests is unlikely to be
preparing trainees for innovative roles (r = -.39). Projects which deviate
from traditional practices (Scale 5) might be expected‘to generate carefully
thought through practicg, but the correlation between Scale 5 and Scale 26
(IHE support) is .05. Practica which are supported by the LEA, on the other
hand, tend not to be found in projects which are deviant (r = -.32). Trainee

committment to the projects (Scale 23) is not related to the degree to which

the practicum is intrinsic to the IHE (r = .05), whereas there is a slightly

negative, albeit not significant, tendency for trainees to have less

committment in projects whose wracticum is supported by the LEA (r = -.24).

The relationship between the practicum and the extent to which the

project uses behavioral criteria in the tralnlng prodram is an important

issue. Do LEas tend to support practica which are the work of projects
using behavioral criteria? The correlation between these two measures
(Scales 25 and 36) is .07, indicating that the practica are supported by

the LEA for reasons unrelated to this style of project operation. However,



projects which have practica intrinsically related to the work done at the IHE
(Scale 26) also appear to utilize behavioral criteria (r= .51). (Table 10)
This last is interesting since we expected that clnsely integrated practica

would not necessarily be found with a single style of project. Conseguently,

we controlled for Variable A (service orientation) from the correlation of
Scale 26 with Scale 36, but the resulting partial correlation was not
different from the zero order correlation. Our results indicate that Projects

which tend to have practica closely related to the IHE are also those which

tend tc utilize behavioral criteria, regardless of the service orientation

of the project.




TABLE 10

FUNCTION OF PRACTICUM IN IHE (Scale 26) vs.
BEHAVIORISTIC ORIENTATION (Scale 36)
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Summary of Findings

Change training in the curriculum is associated with a good deal of
innovation. As might be expected, attitudes of trerinees towards change-
oriented projects are also quite positive when there is change training.
What are the sources ct curricula oriented towards change?

First, change training programs are not clearly interrelated with
other projects. The extent to which a project is institutionalized is more
important. Apparently projects which are solidly based in their IAEs, re-
gardless of interrelatedness, have the résources to try new training methods -
and the willingness to be venturesome - although they are not necessarily
innovative.

Change oriented training programs are resitively related to the
extent to which projects are characterized by an cmphasis on change theory,
especially as indicated by the theoretical values of senior staff. Staff
values are also related to transferability of skills. In projects where
senior staff are strongly committed to applied change theory, training tends

to be transferable to the real world. A high service orientation among senior

staff, on the other hand, is not associated with transferability.

As for the content of the curriculum in behavioral terms, we find
that behavioral Projects tend not to be innovative and not to be interested
in c@ange theory. Behavioral projects also demonstrate agreement between
the project director and the LEA about the goals and strategies of the project,
and congruence of perception about the desirability and magnitude of change
between the.LEA, on the one hand, and the project director and trainees on
the other,

Let us now consider the Practicum, a key feature of all NCIES projects.
Apparently the relationships between the practicum and other aspects of a
project are complex. If the Practicum is supported by the LEA, it tends not to
be innovative. But if it is intrinsic to the THE, it can be associated with
either innovative or non-innovative practices. Similarly, there is no strong
relationship between LEA support for the practicum and the extent to which the
Practicum uses behavioral Criteria. However, we find that Projects whose
practica are intrinsically related to the work done at the IHE do tend to

utilize behavioral criteria.



To our model based on a project's relationship to the IHE, and its
>rganizational characteristics, we may ﬁow add that change training in the
curriculum is associated with both innovation and trainee commitment. Senior
staff values are a likely soufce of such change training. Innovative, ~hange-
oriented training programs tend to be non-behavioral and to teach transportable
skills. -The relationship of project structure and training program content

to the practicum - which is outside the IHE - is considerably more complicated.
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It will be suggested in the section of fhe results dealing with the
project/LEA relationship that the nature of the project trainees is a critical
factor in defining this relationship. It is also reasonable to consider the
possibility that the commitment of the trainees to the goals and procedures
of the porjects may have an impact on the overall Success of the project in
meeting its goals.

The most obvious measure of trainee quality is the rating scale
of trainee commitment to project goals (Scale 23). we éhould like to exploxe
the possible characterictics of projects that might be associated with committed
trainees with the hope that these qualities could be used by other projects
in recruiting or planning the project to make it more attractive to such
people. A [irst look at the scales and variables we have available to us
indicates that they could be placed in two large classes: those prope;ties
of the project which can be manipulated (organi;ational Structure, content
of training) and those that cannot (commitment of Project director, role of
staff value system). .

Among the non-manipulable attributes of the project, the most in-
teresting relationship is that between trainee commitment and the innovative-

ness of the project. Commitment and innovation (measured by Variable F)

correlate .63. The "riskiness" of the project (Variable H) correlates .71

with trainee commitment. (See Table 11.) But perhaps even more powerful,

are the associations between the attributes of the staff and the commitment
of the trainees: the role of the senior staff value system (Scale 31) correlates
-65 with commitment and the senior staff's value of change (Variable C)

correlates .91. This Suggests that the trainees commitment may be at least

in part a result of the commitment of the staff which they project to the

trainees and others.

Aside from the obvious benefits of having a committed, dedicated
staff in a highly innovative Project, what sorts of pProject variables that

could be maniputated are associated with trainee commitment? The variable

relating to the project providing change training (Variable B) is also cor-

related .91 with comnitment: committed trainees are in change oriented

projects that provide some useful training for change, Interesting things



TABLE 11 RISK (Variable H) vs.
TRAINEE COMMITMENT (Scale 23)
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happe: when the range of the project is examined. The correlation between
commitment and the range of expertise required of trainers (Scale 8) is .é6l:

a wide range of trainer expertise is associated with commitment. But the

correlation between the range of expertise required by the client system (Scale 7)

and commitment ° only .08; there is no relationship between the range of

expertise required by the client system and commitment. However, the project's

dependence on external funds (Scale 3) correlates .58 with commitment, indicating

that projects that are dependent on external {(non-IHE and noh—LEA) funds have

trainees who are more committed than those in other projects. sStated another

way, those projects which are financially independent of the systems the- they
seek to change are more likely to have committed trainees.

The service orientation of the project (Scale 29) is negatively
related to commitment (r = -.46), as is the type of decision making within

the project (r = -.48). The more service oriented, hierarchical projects

{and these two have already been shown to be related) tend to have lower

levels of trainee commitment. The institutionalization within the IHE of the

projects also tends to be associated with less commitment. Scale 10, the

intrinsicness of the project to the IHE is correlated -.44 with commitment,

indicati s that projects more central to the IHE are likely to have lower

levels of trainee commitment. However, the simple correlation between commitment
and centrality of the project to fhe LEA (Scale 9) is -.01, indicating no
relationship. That is, there may be committed trainees in projects that

are central to LEAs as well as noncommitted ones, It seems likely

that there is some other variable that would explain the lack of an expected
(negative) relationship. We previously found that commitment of LEA

staff was a critical variable‘ip these issues. Consequently, Scale 24, the
commitment of the LEA staff, was partialled out of the correlation between

trainee commitment and LEA centrality. When this was done, the partial cor-

relation rose to -.70, indicating that the commitment of the LEA staff is indeed

important here. oOnce again, the "boundary people" are found to be important

to the change process,

The above results led us to develop a model of what makes a pro-
ject attractive to committed trainees, or to those trainees who are likely
to become strongly committed to the goals of the projects. We see essentially

a three part model. Attractive projects are broad, innovative and controversial;

they are not tied to IHEs and are dependent on external funding; they might be

V-34



associated with an LEA if the LEA staff is also committed to the project; they

have a democratic structure and are staffed by insiders with a strong, change

variable I (attractiveness) was constructed in order to provide a single measure
of this factor. However, factor analysis of the 11 scales and variables that
were combined tc make the attractiveness measure indicatéd that a more internally
consistent measure would be obtained by measuring the three component parts
separately. {Se¢e pp. IV-70, 71.)

The three subparts of Variable I, representing innovativeness,
(lack of) institutionalization within the IHE, and project structure correlate
with trainec commitment (Scale 23) .67, .17, and .61 respectively. The fall
eleven scale variable correlates .68 with commitment. This suggests that some
weighting as derived from a multiple regression procedure, may yield an even
higher correlation than unit weighting. The low correlation associated with
the second componet is difficult to interpret. It could be the result of the
effects of some exfernal variable that is attenuating the true correlation,
as has been the case in other relationships we have presented. However, the
characteristics of this variable make it appear unlikely. We know, from
the formula for the partial correlation, that this other variable would
have to correlate negatively with commitment but positively with the
attraction variable (or the reverse). We would have to identify something
that makes a person more committed, but causes the project to be less
attractive, or something that attracts participants but then makes them
less -committed. This analysis leads us to believe that'the IHE institution-
alization part of the attractiveness variable is, in fact, less strongly

related to commitment than the other parts.

In general, then, we have found that an innovative, democratic

change oriented project that is both organizationally and financially inde-

pendent from the institutions it seeks to change tends to have more committed

trainees than other types of projects. A good example of this from the case

studies is the TTT project at Mathis, Atlantica, notated as project "H" in
the various tables. The opposite extreme could be represenfed by the Voc-.

ational Education grant to the Edwardia SEA, projact g



1
i
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The causal directions of the relationships discussed above are

not clear; do these projects attract those people who are crmmitted or

. does it take "typical" trainees and make them committed. cher .

self-selection phenomenon: innovative projects attract innovative trainees who
are, almost by definition, committed to ~hange and, since the goal of

this type of project is change, to the goals of the projects. There are

aspects of the projects that would support either view: training in change
could be a cause of commitment, but change oriented projects could simply

be attractive to change oriented trainees. The experimental design required

to investigate this is guite beyond the scope of this study.



Summary >Sf Findings

The nature of the project trainees appears to be associated with the
project/LEA relaticnshiz. and with the overall success of the project in
meeting its goal: The most obvious measure of trainee quality is their
commitment to prciect goals, i.e., the imblementation of innovation. The
project characteristics which might be related to trainee commitment basically
fall into two classes: those which can be minipulated, and those which cannot.

Among the non-manipulable project variables, the most interesting
relationship is the high correlation between innovativeness and trainge
commitment: trainees are committed to Frojects which are innovative, which
are willing to take -isks. Perhaps trainee commitment stems in part from
staff commitment, fcr the -ole of t-e senior staff valve system and the value

¢ change are bcth highly correlated with trainee commitmert.

As for manipulable project characteristics, the presence of change
training proves to be strongly associated with commitment. Commitment is
also related to the range of expertise in the project from the IHES perépective
but not from the LEA's., Projects which reguire a wide range of trainer
sxpertise tend to have committed trainees. There is no apparent relationship
between commitment and the range of expertise required by the client systém.
The service orientation oi a project is negatively related to commitment,
as are hierarchical decisi-n making and institutionalization within either
the THE or the LEA.

In sum, projectsbwhich are attractive to trainees are innovative and
controversial. They are not tied to IHES or LEAs, unless LEA staff are also
comuizted, and - as discussed in previous sections - they are democratic
and staffed by trainers with a change orientation, which is manifested in the

curriculum,



Project Relations with the TEA

This section will deal with project characteristics that may be
related to the nature of the relationship that exists between the project
and the LEA that it serves. There is an important difference here, however,
The IHEs are seen by NCIES as service providers; the LEAs are seen as service
“eceivers who will change as a result of the services the project and the IHE
(as agent for the project) provide. It is in this spirit that we will refer
tc Variable E as being related to the "relevance of the project to the LEA."
This variable is the primary demendent variable we will be dealing with here,
although we will also attempt to relate it to other dependent variables, suéh
as innovativeness.

The aspect of the project with which the LEAs are most likely to
have day-to-day contanct is the trainee population. We know that most NCIES
Projects are administratively located somewhere other than at the local level
fat an IHE, SEA or intermediate district level). It seems likely that the
trainees would shape the nature of the project/LEA relationship more than any
other single force. To investigate this, we correlated the LEA variable
(variable E) with scale 16, the congruence of perceptions about educational
change between the trainees and the LEA teachers with whom they come into
contact in their practicum. This correlation was .62, indicating‘that pro-

jects whose trainees perceptions are similar to those of the LEA teachers

tend to have better relationships with the LEAs. This is especially important

in view of the fact that many NCIES projects have as participants these very
people, while others are committed to bringing new actors into the educational
profession.

However, we observe that the correlation between LEA relevance and
the committment of the trainees is only -.15. This is somewhat contradictory
to the previous finding, since we would expect that committed trainees are
not very much like the LEA teachers. But this is not the case, as this cor-
relation is -.05. There are two possible éxplanations for such results:
there exist many trainees who are similar to LEA teachers who are committed

to projects as we .l as those who are not committed, or that there is some



other variable whose effects have caused these low correlations. If we
compute the partial correlation between trainee committment and LEA relevance,
controlling for the committment of the LEA staff, we find “he simple correla-

tion of ~.15 increases to -.69! That is, if we hold the supportive context

provided by the LEA staff constant, there emerges a strong negative relation-

ship between the committment of trainees and the relevance of the project to

the LEA. This indicates that LEA staff, sometimes called boundary persons,

who are supportive of a project, can help provide the sanction of the LEA

that might otherwise be lacking and perhaps facilitate innovation.

The notion that the trainees are important in influencing the LEA's
perceptions is reinforced when we study the effect of project staff charac-
teristics. The correlations between the LEA variable and the change training
orientation of the project (variable B), the project director's value of
change (variable C), and the role of the senior staff value systéms (scale
31), are -.13, .20 and -.05 respectively. If we combine the first two in
a multiple regression equation, the multiple correlation does not increase
at all over the highest simple €orrelation (R = 4.0).

Organizational ?roperties of the project fare little better. The
behavioral orientation of the project (Scale 36) and its relevance to the LEA
correlate only .36. This is not quite significant, but indicétes a trend

toward behaviorally oriented projects being more relevant to the LEAs.

Also, the service orientation of the staff (and, hence, the project) is cor-

related .48 with LEA relevance. This indicates that service oriented pro-

jects are more relevant to the LEA. Since such projects are dedicated to

metting the staffing needs of local districts, we can see how this rela-
tionship might come to exist. The risk variable correlates -~.33 with the LEA

variable, indicating that more venturesome projects tend not to be relevant

to the LEAs, although this correlatior is not quite large enough to be sta-
tistically significant.

' This last relationship of LEA relevance with the riskiness of the
project suggests that similar findings may be had if we look at the rela-

tionship of the project and the LEA if the project is innovative, as measured




by variable F. The ccrrelation between these two variables is only -.22.

Some projects that are innovative may be relevant to the IHE, others may not.
This implies that a third factor is functioni.ig that would explain why some
innovative projects receive LEA support and others do not. If we control for
the commitment of the LEA étaff to the project, the correlation is increased
to -.48. But if we control for the LEA's willingness to change (scale 34), we
find the partial correlation virtually identical to the simple correlation

(-.20 vs. ~-.22). Again, these results suggest that the LEA staff and their

commitment to the goals of the project are important factors in explaining

how a project receives LEA support, and somewhat more important than the LEA's

willingness to change in this regard.

There is, however, a direct relationship between the relevance of

the project and the willingness of the LEA to change. The correlation here

is .72. Table 12 indicates that the relationship is even stronger than the
correlation suggests, because there are three projects which are totally
irrelevant to the needs of LEAs, although their LEAs vary in willingness to

change.



TABLE 12 PROJECT RELEVANCE TO LEA (Variable E) vs.
LEA WILLINGNESS TO CHANGE (Scale 34)

7 T LEA unwilling

relevant

. . not
‘1— - s — 4-9—.7 relevant

1] LEA willing

Project A received a "not appropriate" rating on Scale 34
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Summary of Findings

What project characteristics affect the quality of relationships
with LEAs? We might suppose that the trainees are important, for they
are in day-to-day contact with LEA staff. This proves to be the case as
far as congruence of perceptions about educational change is concerned.
Projects whose traineas' perceptions are similar to those of LEA teachers
tend to havé better relationships with LEAs. Traiﬁee commitment, interest-
ingly, correlates negativelz with relevance to the LEA if the commitment
of LEA staff is held comstant. This suggests the key role of LEA staff in
+ostering project relevance to LEA concerns.

Project staff characteristics - the director's value of change;
the role of the senior gtaff value system, the project's change training
orientation - tend to | » less important than trainee characteristics. However,
the service orientation of senior staff does correlate significantly with
relevance to the LEA. Service oriented projects, not surprisingly, are more
relevant. Apparently neither the riskiness nor the innovativeness of a project
are associated with relevance. 1In contrast, there is a direct relationship
between relewance and the willingness of the LEA to change.

Thus, relevance is much more closely tied to LEA attitudes and char-
acteristics of project trainees than to the characteristics of the project
and its staff. The main implication of these findings for the model we have
been constructing would seem to be this. The internal and institutional
forces shaping a project towards innovation and change in the IHE and ih the
LEA can be determned, if imperfectly. But the impact of Li» project on the
LEA seems to be less a matter of what project actors intend than of the

artitudes and behaviors of LEA staff.
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APPENDIX A

INTERCORELATION MATRIX, ALL SCALES AND VARIABLES
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Chapter VI

Summary of Findings and Policy Recommendations

The findings from the case studies are summarized here, specifically
with regard to areas out of which policy recommendations can come. There
are results reported in Chapter V which will not be included here either
because they are too specific and unique to a given project or program, or
because they do not appear at this time to be policy relevant. It must be
kept clear that, becauée of the limitations inherent in this study, both
the findings and the recommendations are subject to common sense appraisal
as well as further empirical validation. The findings do, however, have
credibility beyond that which may be derived from typical survey research.
The difficulties with questionnaire-based studies have been documented in
the research literature. The unigue contribution of this study is the use
of case study materials gathered by trained, objective observers which in
turn could be coded and translated into quantitative measures via rating
scales so that these narrative reports could, in fact, yield analyzable
information.

The findings will be reported in summary form in respect to:
relationships of projecﬁ, and LEA with IHE; project organization; curriculum
development; trainee characteristics; and relationships of LEA to préject and
IHE. Finally, policy recommendations which relate directly to these findings

will be outlined.

A. Relationship of IHE to Project: Summary of Findings

Projects which have a broad base in the IHE, which call upon the
resources of a number of departments, disciplines, and staff at different levels
in the organizational structure, and which have multiple .linkages with other
projects, appear to acquire more institutional support. The IHE administration
sees as more substantial projects which involve the inputs of factlty from
several departmeonts, community agencies, and other federal projects on the
campus. The breadth of organizational resources used does not refer here .
to the range of activies taking place within the project, the range of curriculum

or the ranage of trainee characteristics.

VIi-1



"Projects which were traditional in the sense of being degree or
certification oriented tended to be heirarchically organized, with a strong
centralized decision-making procedure. These projects tended to call upon a
variety of consultants and outside faculty who made relatively short term
substantive contributions to the projects via individual courses or workshops.
This kind of relationship required the major decision-making to remain in the
hands of the project directors. This, in turn was related to the relatively
strong degree of disatisfaction 'with which trainees preceived the projects.

Service oriented projects were valued by IHE. These programs perform
the sort of professional education function that Schools of Education have
traditionally performed. IHE in this case resembled an educational supermarket
from which the project director could select units of training for participants.
On the other hand, non-traditional programs tended to be less broad in the
utilization of IHE resources and were less apt to have centralized decision-
making, therefore more apt to include inputs from other actors in the program

.in the determination of operations, planning and philosophy.

Projects which used a variety of resources of the IHE, and had hierarchical
decision-making structures also tended not to be innovative. The emphasis in
these instances was on a strictly traditional -service function. The exception
to this generalization seems to be where the IHE itself was oriented towards
innovation, so that the evolution of service programs was flavored by a
general institutional support for the non-traditional. ‘

The key factor determining a project's degree of innovativeness appears
to be the extent to which the project sees itself primarily as a service program.
In these cases, the projects tended to become part of the ongoing structure
of thn IHE. Where innovative projects became a reqgular component of the IHFE
structure, it appeared that a heavy emphasis on servicing the IEA was present,
although in this case the service represented a means of entre, or a quid pro
quo with the LEA. Service as a reward appeared to be associated with innovative
projects whorecas projects which aimed primarily at servicing the LEA were

very traditional. Innovative programs become a part of regular IHE operations

only when the IHE already supports innovation.

When projects were an extension of the regular IHE degree or certification

prodram, or part of such programs, they tended not to be innovative. When practica

Q . VI-2
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were located in a LEA and the trainees were already employed by (or prospective
employees of) the  LEA, the projects became increasingly more conventional over
time. The institutional constraints of the IHE may have served to reduce the
amount of innovation in a project closely related to established, traditional
programs, or it may have been that the LEAS were unwilling to provide practicum
positions kor employment) for persons trained in unconventional ways outside

of recongnized draree or credential pPrograms, thereby acting agdinst innovation.
Degree reqguirements resided primarily within the prerogative of the IHE, and

the evidence appeared to be that such requirements were not modified by projects.
Certification requirements were ultimately administered by state departments

of cducation, and again there was little evidence of modifications in such
requirements as the result of any program. Degree and certification requirements
in themselves tended to be traditional and therefore imposed constraints upon

innovative programs.

Projects with innovative features tended to be in separate institutes
or special administrative units outside the regqular administrative structure
j of the IHE. In these instances, there appeared to be a tendency to hire
‘ non-tenured staff, to have less adequéte facilities, and to be regarded as
: academically inferior. The survival of innovative projects under such condi-

tions is problematical.

! . : Policy Recommendations: Project /IHE rRelations

A new, NCIES-supported teacher training (or inservice education)

project which perceives its brimary mission as the supply of such training
(service orientation)is much more easily assimilated into the existing
organizational structure of the IHE than a project which seeks to cause

change and train educational "shock troops". Further, this service orien~
tation is more easily supported by conservative institutions (such as IHEs and
and LEAs), because it is seen as an extension of traditional educational
practice. This suggests that projects which are explicitly change oriented
should not be expacted to achieve a secure position within the IHE. Grant

i award procedures could favor proposals which indicate the project will be
located somewhere outside the traditional organization of the IHE. This

could be accomplished by assigning the grant (and the administration of the

{ msmriiascat
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project) to an Institute within the IHE or to some other agency: LEA, SEA,
or intermediate district. Other parts of this reéort will deal with the
problems associated with some of these alternatives.

Tt seems clear that the most viable strategy for producing a power base
for a project within the IHE is to have it establish and maintain a variety of
linkages with several kinds of change oriented projects. Guidelines which
require funding scveral projects simultaneously at any one institution will
likely reach the critical value of seeding to expect that change-crientation

will vake rcot -thereby.

B. Relation of Projects to the LEA: Summary of Findings

Despite the stated purpose of a number of the projects to produce
some change in the LEA, there was little evidence that this happened. This
finding has been documented throughout the educational literature. The
data here supported what has previously been reported anecdotally or in
single instances: LEA's are very difficult to change.

Projects which tended to be significant service adjuncts to the opera-
tion of the LEA had trainees whose educational outlook was similar to that
of c+her teachers in that system; In fact, in a number of instaﬁces the
trainees were themselves these teachers, recruited directly from the LEA
into the programs rather than being drawn from a national pool. Where these
trainees were prospective teachers, they were recruited from among local
residerts or already enrolled education students who tended to share basically
the same value system as teachers already in the LEA. Such projects were
apt to be tied closely to servicing the immediate and specific needs of the
local systems. These projects tended to be strongly traditional in their
training programs and tc have few innovative approaches or practiceé.
The services desired may have had a high priority for the LE&, but little poten-
tial for change 'in the .organizational structure of the LEA. These projects
@id, haw~wvrer, provide personnel trained to provide new or better services
desired by the LEA.

The relationship of trainee commitment to the goals of the project
was a complex one. Where LEA staff supported the project goals, trainees

reflected this view. E£ven if the service to be delivered by project was one
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of high priority to the LEA, staff may not have been committed to the stated goals
of the project, and trainees may have been expected to show low committment to
likewise project goals. These trainees tended to view the project as a means
of professional upgrading, as a means of accumulating credit for salary
increase and/or tenure, reflecting a view shared by LEA staff.
Where projects were innovative and change oriented, trainees who tended
to have a high commitment to the goals of the project were individuals
who were not enrolled in the program primarily for personal professional
rewards, and these were projects which were éenerally tangential to the’ organi-
zation or operation of the LEA. The more dedicated a project was to the
specific needs of LEA; the more likely it was to recruit and attract traditional,
system-mobile persons rather than change oriented persohs.
The role of the project director in the IHE and his staff appeared to
have little influence in this situtation in the LEA. Even in situations where
the project director had a strong commitment to change, there was no indi-
cation that such a viewpoint influenced the LEA personnel, nor was the
pProject likely to beceme closely associated LEAs. Trainees with high
interegt in-change were attracted to projects whose director enunciates such
an orientation, but such projects were almost always peripheral to the func-
tioning of the LEA. Staff commitment to the goals of the projects, with a
change orientaticn and interest in innovative Practices, also had little effect
on the LEA's orientation.
i In other words, there was little in the structure or operation of

the projects themselves which suggested means by which innovative projects
{ may be able to influence their LEA's. The organizational models of the
Present projects did not seem to possess the resources or utilize the strategies
hNecessary to produce the kind of leverage necessary to influence an LEA
to change its operations,

Local school systems had more interest in and propensity for

seriously being involved with projects which were hierarchically organized;
where decision-making rested with a senior staff or director, rather than

| projects in which decision-making was shared across several levels of staff

EIKTC VI-5
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and trainees. Projects in which decision~making was not shared tended to be
projects with a traditional orientation and a focus on service delivery.
Tightly organized, centrally managed projects appeared to be able to establish
relationships wich LEAs that were non-threatening because they were consistent
with the ongoing activities of the LEA and were service oriented. LEAs appeared
to resist involvement with innovative projects, where decision-making was
a shared responsibility, and where the service orientation was subordinate to
a change orientation.

The practica organized by projects exemplified this dichotomy: we
found close support of the projects' practica by the LEA in those instances
in which such training components were consistent with the Currént operational
procedures of the LEA. Practica which were orientated toward systemic change,
phasing new kinds of personnel into the system (particularly minority group
personnel), or incorporating new kinds of activities in which the trainees were
skilled (such as change agents) tended to be isolated, with 1little potential
for enduring impact on the LEA.

When high level personnel from the LEA served as liaison between the
project and the LEA, there was evidence of close working relationship in the
search for innovative practices. Where such boundary personnel from the
LEA were actively involved in the project, where they were interested in the
substantive approach of the project, and where they were initiators of some
of the notions of theproject, we found a greater tendency for the project
to have effective.entry into the system. There were, however, few instances

in which administrators systematically explored the implications of the

innovations inherent in the projects. We saw few attempts to make administrators

sensitive to the barriers faced by the trained teachers to carrying out their
new notions, or to make the administrators interested in giving support to
teachers who had an interest in but very little power to eftect the

changes about which they learned in the course of their training. This was
understandable, of course, since little attention was paid by any of the

projects to the tactics and strategy of change, and certainly very little

attempt was apparent to involve the LEA administrators in these considerations.
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The findings made clear that in any training project the relationships
among the LEA's and IHE's and their respective staffs was complex. The focus
of the project, the kinds of trainees recruited, local legislation affecting
the LEA and special organizational features of the IHE were variables which
influence the potential for innovation and change to be an inherent and

enduring aspect of a Program.

Policy Recommendations: Project/LEA Relations

There are clear cut implications for pblicy decisions in the pre-
vious findings. Unless projects plan their strategy for change carefully,
unless that planning includes the systematic involvement of administrative
staff of the LEA, unless a system for monitoring and supporting teachers who.
are placed in the LEA by the project with the explicit charge of applying
the notions and skills acquired during their training, and unless the LEA
administrators are at a level of power sufficient for the task of supporting
the teachers (or other personnel) in their quest for change; then the project
is likely to remain on the periphery of the LEA and its change orientation
is likely to be diluted into traditional delivery systems. In other words,
an advocate for the project, trained in the ways of clange and committed
to the substantive changes propogated by the project, must be present in the
administration of LEA as a necessary (although not sufficient) condition
for the sympathetic incorporation of the goals of the project into the system
of the LEA. Projects may actively séek to involve already sympathetic LEA
boundary persons, or they may provide activities directed at "conversion"
of those persons in boundary positions who could be made sympathetic.
However, there must be coordination of activities directed at securing the
cooperation of the LEA administration with the activities directed at
training classroom teachers to implement innovations. Both groups must be
involved if the Project is to take root at the LEA. And it must take
root if the LEA is to be permanently changed.

vVI-7
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c. Training Practicum and Curriculum: Summary of Findings

The most important finding reléted to curriculum was that the
presence of change training in the curriculum of a project was very strongly
associated with the innovativeness of the project and with the committment of
the project trainees to the goals of the project. Such change training
generally included study. of the literature of organizational dynamics or
practicum experiences with direct and explicit orientations toward practice
in the methods of causing change in local schools. This was contrasted with
the type of training offered in other projects: traditional professional edu-
cation courses at varying levels of specialization. This implied another
aspect of the project that provided change training: the roles for which
the trainees were being prepared were new roles (implicitly that of "chanage
agent") and not those of "early childhood specialist" or "special education
teacher".

Few strong relationships between practicum characteristics and other
characteristics * .re discovered. This highlights a key problem: the practicum
tended to evolve more haphazardly and under more constraints than the IHE
training component, for the role of LEA staff was a curious one. They were
not indispensable ~ although certainly helpful - in the development of an
innovative approach to the practicum, but thev are guite. capable of ohstruc-
ting or modifying a practicum which they perceived as not relevant to their
interests or incongruent with their perceptions about educational change.
However, it was observed that the project tended to be more trad.tional when
it was supported by the LEA. This most likely is a result of the fact that
LEAs supported those projects (and their practica) that provided them with
needed services, such as special training for their teachers, or needed
personnel, such as the supply of paraprofessionals with subsidized salaries
provided by the COP practicum. Consistent with this was the finding that
projects with behavioral criteria in their training compbnent had practica
that were likely to be supported by the LEA, regardless of the service
orientation of the project. Yet we found that the degree to which the
practicum was an important part of the IHE's operations was unrelated to

the innovativeness of the project.
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Concerning curriculum, we found that non-behavioral approaches to

training of participants were more likely to foster innovation. Change ori-
ented faculty appeared to éddress the broad goals of change through flexible,
humanistic curricula. Traditional and/or service oriented faculty (and pro-
jects) tended to ally themseives with requests for narrowly defined services
from the local schools, which were more easily addressed through behavioral
objectives and performance Criteria than the broader, more diffuse goals

of change. In practice, however, there was very little strict adherence to
behaviorism. A case may be made that behavioral curricula had a constraining
effect on the willingness of both the staff and trainees to innovate, to

try alternatives. Certainly behavioristic curricula were well suited to
maintaining the status quo in schools.

Humanistic curricula, on the other hand, appeared to have interesting
advantages. Broad goals offered a means to achieve rapport between project
personnel and LEA personnel, for the more specific the obfectives the less
likely they were to agree. A policy of flexibility allowed project staff and
trainees to pursue promising strategies, and to abandon alternatives which
seemed ineffective or which were strongly opposed by LEA personnel., This
approach characterized several of the more successful projects we observed.
It should be noted that all projects changed their operations over time in
response to pressures from the systems with thch they came in contact.

This trend was generally toward the more conventional and away from the
innovative. However, awareness of this evolution could heip projects
adjust to it. Projects based on strict, predeterminéd objectives cannot
do this. We therefore conclude that federal programmers might do well to
discourage rigidly defined training programs, and to encourége the develop-

ment of non-behavioral curricula.

Policy Recommendations: Curriculum and Practicum

How can a curriculum based on change be encouraged? What elements
in the process are more important or more manipulable: the people who teach

it or the structural conditions in and around the project? The critical

VI-9
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factor appears to be people - specifically, the senior staff of the project, .
whose theoretical values tend to establish an emphasis on applied change
throughout the project. The obvious policy implication of this finding is
the importance of staffing. Our investigations suggest the following model
of the project director who will be successful in establishing a change
oriented training program. He or she mus% be professionally and personally
credible to. both the IHE and the LEA, a strong leader and administrator,
skilled at steadily furthering project objectives while avoiding conflict,
and possess more than a fair measure of charisma. Senior staff are less -
constrained and less conspicuous, although apparently just as vital to the
development of an innovative program. Project guidelines, therefore,might ..
emphasize the need for assembling a project staff that is not only qualified,
but demonstrably experienced as trainers and committed to change.

Such staff characteristics have also been shown to be associated
with projects that provide transportable skills, tfaining (in the methods
of change) that may be used in any school system and are not specific to
the LEAs which are associated with the project znd which cooperate in the
practicum. It should be noted that projects with explicitly service orien-
tations may or may not provide transportable skills. Many do supply general
professional education, but sc.e are explicitl: providing training services
designed to meet specific, immediate needs of p.rticular school districts
or credential requirements.

AS for IHE relations, we found t + some degree of institutionalization
seems to be a necessary, if not sufficier concition for the growth of a
change oriented training program. An innovative project is not a separate
laboratory. It cannot develop or survive in isolation, denied IHE resources,
opportunities, or support. We found that approaches to institutionalizatiog
ranged from campaigns for general university recognition, to the active
involvement of faculty from other disciplines. Interdisciplinarity seems
to be ore sound strategy, since it serves the dual function of enriching
the curriculum and creating linkages within IHE. Linkages alone, however,

cannot be relied upon to direct a project towards innovative goals and
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a nroject towards innovative goals and practices. We found that the extent
of z project's connections with other special projects has little bearing

on the character of the training curriculum, although it does have a bearing
on the extent to which the project is institutionalized within the IHE.

The values and skills of senior staff are much more influential in the area of

curriculum development.

D. Trainee Characteristics: Summary of Findings

The personal and professional characteristics of the trainees in
NCIES projects were critical to the production of system chanqe These
were the individuals upon whom the final burden will fall; they must go out
into school sy;tems and make change happen. The character and quality of the
training they réceive, as well as their personal attributes, will be
perhaps the most important factors in determining if the project (through
its trainees) can succeed in being a catalyst for change. With this
orientation, it seems reasonable to investigate trainee characteristics
which are associated with innovation as well as project characteristics
which se=m to be assoc:azed with the project's having innovative trainees.

"= most striking result of our study was that trainees who were

committsZ 3 project goals were found in projects considered to be 1nnovat1Vc

The dire—tion of causality here was not clear and coul:z not be established
from oxr Adata. Nothlng In the case studies however, =:1d us whether change
orientsz. z: :inees were, in fact, able to act as catalys:: for change on the
Job. <ach data were clearly needed before any definitive statements could be
made atsut the project's design for change.

-== highly desirable project feature that was both attractive to
committe” zrainees and useful in the furthering of change in its own right
was the inclusion of change training in the project's curriculum. Simply
offering traditional professional development course work was not enough.
Committed trainees wanted and needed skills directed at making it possible~
for them to translate their commitment into action to have some real effect on
schools. This included instruction in such areas as organizational theory
and group dynamics as well as a practicum experience directly related to the

"how to" of instituting educational innovations. Project senior staff
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characteristics were also quite important. The commitment and values of the

senior staff were as strongly related to trainee commitment as were any other

innovation variables.

Policy Recommendations: Trainees

The obvious implication of this for policy makers is that both
actively recruiting and selecting committed trainees and mandating that
projects be innovative will increase the probability of a desireble
outcome. Of course, it is easier to say that a project be innovative
(or attractive to committed trainees) than it is to get projects fo
operate in that way. Some listing of project attributes associated with
the presence of committed trainees is called for.

Projects that seek committed trainees should not be intrinsic to the
IHE, unless the IHE itself is innovative. If the project is seen as being
a part of the "establishment" (i.e. school of education), it is'likely that
the trainees will distrust it. Again, this is a part of the system that
committed trainees hope to change. In a similar manner, projects that are
close to the LEA are also -not likely to have many committed trainees. In
this case, there is also the possibility that the traine=s were selected by
the LEA, so they may have been picked with some criteria other than commitment
in mind. Of course, if either the IHE or LEA (and their respective staffs)
are already themselves receptive to change and this is recognized by the
trainees, then projects may have close relationships with either agency
and still have trainees who are committed. The importance of "boundary
personnel” in the organization in which change is intended has often been
cited in the literature. This finding is supportive of this notion.

We may construct a model of a project that will be maximally
attractive to a committed trainee and/or will provide an environment most
conducive to creating such commitment. Such a project will be innovative,
risk taking and controversial. It will not be intrinsic to the IHE or LEA
(unless they are already established innovators) and will be dependent on
external (generally Federal) funds for its existence. It will have a diffuse

decision making structure and will be staffed by THE insiders (rather than
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outside consultants) with deep commitments to change. This commitment
will be manifested in the curriculum of the project, which will offer
training in change agentry, and such trzining will be transportable.
In general, we can say that trainee commitment is a necessary
conditién for a project to succeed in diffusing organizational change
within schools. If we are to produce as many change agents as
possible, it is desirable that the project actively recruit committed
trainees, be innovative and risky in its operations and organization,
supply training in change for its participants and be relatively

independent both financially and orgznizationally of the institutions

that it see:is to change (IHE and LEA).

There is an independent contribution to trainee commitment
made by proiect staff; their commitment and dedication is imparted to
the trainees. Conversely, staff who are not committed to the goals of
the project and/or to change will also iImpart their values to the trainees.
It has been demonstrated elsewhere that staff values and the presence
of change training are closely associated, so it is logical to
recommend tnat, when establishing such z training program, appropriate
staff membexrs be locéted to operate it..

Surh a program is contradictorw to the rationale of the "service"
projects, wno meet the personnel train®ng and development needs of local
schools. As a result, few committed trainees are found in service-
oriented projects. While such manpower projects are definitely necessary,
they are not the way to cause educational institutions to change. Teachers
along traditional lines improve schools,.of might improve schools, but
will not change them.

Projects which offer a wide range of expertise for their partici-
pants' training tend to have many trainees committed to the goals of
the project. This is likely a result of innovation requiring many
inputs and the fact that effective training in the methodology of change
also requires input from a multiplicity of sources. Projects with
hierarchical or centralized organizations tend not to have many committed

trainees. Evidently, such an organization is found distasteful by
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trainees who are committed to educational innovation. This is, after
all, the very sort of organizational characteristic that they seek to

cﬁange in the local schools.

E. Organization Characteristics of Projects: Summary of Findings

1here was, verv likelv, no propety of an organization more
extensively examined in the literature than its decision making
prccesses. The magnitude of participation in making decisions at each
of the levels of status in the organization was consistently
found to relate to the commitment of the members of the orgahization
to its goals and procedures. This was an obvious extension of the notion
t=at those who participated in the decision were those who had to support
az=i further it. Further, shared and hierarchial modes of group
organization were observed to have strikingly different impacts
on the morale of group members, the clarity of the communication
prccess, and the level of skill deﬁonstrated by the members. Shared
procedures tended to be associated with greater morale, better communication,
and higher level of skill. On the other hand, it was also true that
such shared procedures were slower and sometimes more frustrating to the
need for incisive action. It was unlikely that the slowness of this
process and its tendency to inaction was a great price to pay for the
advantages of strong commitment which one seeked in altraining program for
professional adults. This is particularly true where the trainee was
asked to acquire a new role with new skills, and to enter into new
professional relationships involving new professional standards.
Acquiring confidence in a new role required a great deal of personal
commitment to that role and a good deal of Preparation for dealing with
the unknowns to be faced in new professional situations.

It was not surprising to find, as we did in the present study
that projects which were organized along hierarchial lines and involved
little sharing of the decision making process were able to secure

very little commitment from the trainees. The trainees in these projects
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did not exhibit a strong sense of attachmen= t- the goals or procedures
of the project. ©n the contrary, ther tended to view the project
as a means of pickinc up some personal credizs for professional
advancement and tended to see the project a= a temporary vehicle for
that purpose. This perception was underst=dable since these projects
tended to be highly service oriented and noz innovative. This, too,
was not sursprising since it would be diff -ult indeed to ask the
trainees to become ccmmwitted to new rol=s wZthout involving them in
a carefu’ examination «f the processes ard gczls to which they would
be expectad to devots themselves. Projects which involved few persons
in their decision mak_zg processes did not give issues of change
visibility in their training program or practicum. The project directors
in these pfojects tended not to be interested in ways of influencing
any aspect of the system other than through ‘supplying training résources
specifically needed by the LEAs. Suéh zn approach of necéssity avoided
the conflict potential of system change and =1lowed for a gearing of
the training program to the specific needs of the LEAs. LEAs tended
to find this approach compatible with their interests and found little
difliculty in phasing such a training program into the ongoing activities
of the local schools. At the same time, the high degree of specificity
of project goals and procedures produced a self-contained project which
had little need to become involved with other projects. Linkages
with other projects were absent from these projects, which increased
the LEA's ability to deal with them indiVidually. The consequence of
this relationship was that the LEA.acquires leverage over the project,
rather than the other way around, and the possibility of the project
becoming a force for change in the school system was accordingly reduced
There were no instances of a LEA interested in experimenting with new
instructional forms making contact with a narrowly based project
characterized by little shared decision making.

Under any conditions, broadening the base of decision making
produced a project which had a greater intrinsic attractiveness to
trainees who were themselves change oriented, and that must be a major

goal of any project devoted to improving educational systems.
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Policy Recommendations: Organizational Structure

It is not clear from the case study and rating scale dat: that
a project would automatically become innovative if it wer= dir= - 4 to
organize itself to allow for sharing of decision-making. Howee it is

clear that if such organizational properties were required cr = =

project, the possibility that a broader range of inputs fror =—=.inees
and lower staff would generate a broadervconsensus for op==.1cz=al as
well as goal oriented decisions is likely. Obviously, the ivesz- = can
say for this approach is that a necessary but not sufficierz == d-zion
for a change-oriented project is satisfied. However, if sewe:. <I the
other project p;operties suggested elsewhere in this report ===z =_50

built into the project, we expect that there would be a signi= =t
increase in the probability that projects would acquire an i-=i:zsrZ=ial
status in the educational community. For example, we do not =wxo==

that the emphasis on behavioral criteria for successful perfzrmazmm=

ig intrinsically related to service-oriented projects. Raths— _z= seems
more likely that projects which do not wish to get involved ir =2novative
projects will tend to use a heavy emphasis on behavioral crit=x' . as a
means of focusing on a purely service approach. If this apprc==h were
embedded in a project interested in examining the way in whi..h an LEA
deals with an outside agent, and if the project were organized to maximize
the participation of all staff and trainees in directing the course of
the project, then it seems likely that performance criteria woul: be

seen as a means of dealing with the LEA and of phasing the trains=s into
the school system. Trainees would likely become interested in the
behavioral standards since those standards would be the strategy for
approaching the LEA.

F. Summary Policy Recommendations

In reading the pievious five sections, summaries of resuits in
various areas of concerrn, it may have been noticed that there was

some repetition. Findings expressed in one section were ofte~ echoed in
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another. This is due to the fact that a change oriented training project
is a complex entity requiring the coordinaticn of various project aspects.
This secticn will present in brief form the findings and recommendations
presented in the previous sections. Detailed explanations of the
justification for these recommendations may be found in the preceeding
sections. Statistical evidence (based on the rating scales) will be
found primarily in Chapter V. More substantive Adiscussions will be

found throughout Chapterg V and VI.

In this summary of recommendations, we make the assumption that
the primary goal of the project is educational change: change ia the
structure, functioning and goal orientation of the LEA, the IHE or boﬁh.
Our recommendations, therefore, have as their basis a desire to maximize
the possibility that project trainees will leave the confines of the
training institution (either during their practicum or after graduation
from the program in regular professional positions) and bring about
institutional change in their schools or school systems. We have
designated various aspects of project organization, 6perations or staffing
as desirable or undesirable as a result of the relationship obsérved
between that factor and either project innovativeness or trainee commit-
ment. It goes without saying that projects should be innovative and
that their trainees should be committed to the projects. The recommend-
ations we make are directed at facilitating the acquisiton of these goals.

The project must have a strong poéitive orientation to change.
Training in the theory and practice of ocrganizational change must be
included in the program. More conventional professional education courses,
and their accompanying service orientation, are not incompatible with a
change orientation and the professional credibility such expertise could
provide for the trajnee may be valuable. However, change rather than
new or improved service must be the primary orientation of the project.
Although provision of services to LEAs may be an effective strategy for
change in some situations, the goal of the p;oject must sgecifz change
as well as the new services, so that service related activities are

perceived as intermediate steps leading to another goal, change.
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The practicum experience should have a change focus. However,
the training in change should not be bound to the specifics of the
practicum setting. Rather, the training should be transportable. The
roles for which the trainees are being prepared should be new roles
rather than modifications of existing ones. The roles for which the
trainees are being prepared should be new roles rather than modifications
of existing ones. Strict adherence to behavioral objectives or performance
criteria in the training of project participants should be avoided and
more humanistic, flexible training procedures used in the project. Too
great a reliance on behavioral objectives tends to draw the project's
attentions away from the search for change and toward adjustment to more
traditional models of teacher functioning. Finally, support and
monitoring should be provided for the trainees, both during their
practicum experience and after their graduation from the projéct. The
resistance to change in the real world is often too great to leave
project trainees unsupported in their professional roles.

The project should have an organizational structure that
requires shared decision making: everyone involved in the project should
have some input to the planning and decision making process. This
includes not only all levels of project staff and trainees but also
representatives of the IHE and LEA that are to be changed or which are
involved in the project operations.

The project director and senior staff should be strongly
committed to the goals of the project: educational innovation and
change. If possible, they should be on the faculty of the IHE that
supplies training, either as faculty members before the inception of
the project or as new additions as a result of the project. Their
commitment and dedication should be evident, especially to the trainees
Although it is difficult to specify in project guidelines, a little
charisma goes a long way.

One criteria for trainee sélection should be their commitment
to change, not simply their availability within a wvarticipating LEA.

This suggests widespread, possibly nationwide, recruitment may be

VI-18



[ U

i
!

advisable, especially if the participating LEA is not sympathetic to the
project. However, if the LEA and its critical boundary personnel do

support the project, then selection of trainees from within the LEA may

ke preferable, if these boundary personnel are themselves involved in

the project and its operations. Trainees who are already part of the
system may be more effective, since they are experienced with the
operation of the system and as insiders are less threatening.

Projects should consider training middle level administrators
(assistant superintendents, building principals, etc.). This'may be
either in place of training classroom teachers or in addition to-it.
However, it appears that both groups should be involved to some extent
since the desires of one can easily be resisted by the other.

The project should not be deeply imbedded in the organizational
structure of the IHE, except in those cases in which the THE is already
known to be innovative. However, some reasonable amount - £ linkage with
other change-oriented projects is desirable. The involvement of this
range of projects and faculty within the IHE would provide the power
base necessary to permit the existence of an innovative project in the
normally convervative institution that the TIHE tends to be. The project
should be financially independent of the IHE, at least in its early stages,
to provide the flexibility required of an innovative project.

Finally, the project should be independent, both organizationally
and financially, from the LEA, except in the case of a highly innovative
LEA. Care should be taken to involve boundary personnel of the LEA

in the project and to convince them of the walue of its intentions.
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G. Revised Mapping Sentence

In an earlier section of this report, we presented a faceted
description of the possible configurations that may be assumed by a NCIES
(or NCIES-like) educational personnel development project. This
original "mapping sentence"” and discussions of the procedures involved
in reading such a mapping sentence and of the more general technique of
facet analysis are contained in Chapter I, Volume I, pp. I-31 to I-59.

This earlier mapping sentence was developed before the data
collection and analysis phase of the project. Consequently, it contains
some facets that have not been found to be important to policy making
and omits some that now seem relevant. Some of these omissions are
facets that could not be investigated empirically due to the exigencies
of the study design. For example, there are obviously no NCIES-supported
projects that do not receive federal funds. A wider ranging research
design is required to investigate such variables.

We may think of this revised mapping sentence as a general
model from which broader discussions of recommended project structures
and program guidelines may be based. The sentence suggests models of
projects that have not yet been tried and the implications of which
carnot be adequately predicted. For example, what would be the impact of
a project with a strong change orientation supported by local funds?
If our recommendations are to be truly useful to Office of Education
planners (or to anyone else interested in organizational change), they
cannot be artifically restricted by the scope of the study design. They
must instead be responsiye to the nature of the real woxld and to the
forces which assist and resist innovation. This model, renresented by
the mapping sentence, may serve as a transition between discussions of
findings and recommendations based rather strictly on the data (Chapters V

and VI) and discussions of the more general, total issues (Chapter VII).
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REVISED MAPPING SENTENCE

. . new
NCIES projects representing a <;3§dj> program structure;

strong

. . ' change . .
with g orientations;
. service

weak

local
supported by {outside (federal)} funds;
(‘positive

independent of IHE.\ .
that are {jlnctltutlonallzed 1n {TLEA + glven the

negative

attitudes toward the project of the institution's boundary perscnnel;

no
but have . linkages within the institution;
many
strong
which have senior staffs with . commitments to the project;
weak
very democratic
and make decisions in a . fashion;

very hierarchical

which train <:Old j> personnel for {:Oldj> positions;

heavy [_
with training methods that have . emphasis on change training
. \\behav1oral objectives
L no
much
, , ) . in their practicum
and which provide . support for participants {;fter they leave the progra;>
no '
*
great temporary
change in the educational {syst?m } of the{ IHE}
. . services LEA
no permanent
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Some further remarks about the preceeding mapping sentence are
ip order. First, it chould be noted that there are two areas in which
a project may have impact: it may change educational services or it
may change educational systems. Further, such impact may take pPlace
within either the IFE or LEA. Any project may conceivably alter both
aspect of both institutions. Note also that we have ndt considered a
projept's impact on any other institution, such as the SEA. Aan example
of change in the services of an LEA would be the implementation of driver
education, something new and presumebly an improvement of the quality
and quantity of the services provided by the LEA to its students, but
hardly a change in the ofganizaéional structure of the school. Similarly,
use o1 ~ompetency based teacher education in the NCIES project at an
IHE improves the services of the IHE to its students, but may or may not
causeé any changes in the IHE system. Examples of systemic change include
the introduction of open classrcoms and team teaching in a LEA or
inclusion of students Oon an IHE board of trustees. Such changes may
also positively affect the services provided by the institution, but
this is the ultimate goal of change: institutionalize new structures thaf
will insure the continued improvement of services; make education»better.

Second, many of the facets have beeﬁ shown to be correlated.
That is, values of certain facets are likely to appear in conjunction
with particular values of another facet. For example, the presence of
change training and commitment of the senior staff have been shown to
corrélated. Therefore, a project whose senior staff is known to be
committed to the yoals of the project is likely to also provide training
in the methods of change. This implies that certain combinations of
facets may be unlikely to occur, so there are fewer possible project
configurations than it would appear from the structure cof the mapping
sentence.

It is possible to consider =ach of the possible combinations of
facets and predict the impact of a project having such a configuration,
However, thers are far too many possible combinations for this to be

done systematically. Further, many of these models are referred to in
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the text of the report at various places, with predictions as to the
likelihood of such a project being innovative. Many of these implicit
hypotheses cannot be tested from the present data, suggesting that a
catalog of such hypotheses may be the basis of some extensive research
! in organizational change.

n the final chapter of this volume, we shall combine, in the
§ context ot the project models, the empirical results of the present
study with our knowledge 6f the research literature in organizational

innovation and our collective experience and insight into education and

eaucational systems. From this, some specific recommendations for

; pProject operating procedures, organization and training content will be
presented, along with suggestions for program operating and grant
award guidelines. We have intended thase models to be "reality based”,
not strictly dependent on the data. We shall also raise some policy

" relevant issues that must be considered in making decisions but about

; which we are reluctant to make recommendations. Such considerations

include matters for which there is no unambiguous data of. for which
i value judgments are required. These points are raised because we
believe that they should be considered in policy planning and decision

making.

et e
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CHAPTER VII

Going Beyond the Data: Implications for Educational Innovation

This concluding chapter represents our efforts to present a
comprehensive discussion of the issues that must be considered concerning
the implementation in innovation in educational-institutions, and to
develop a set of recommendations for program and project guidelines
and operating procedures that can serve to assist the planning and
management of change. 1In order to present this comprehensive, complete
discussion, it is necessary to go beyond the data, to combine our
empirical findings (both gquantitative and qualitative) from the present
study with the literature of organizational change and the_collected
experience of the project staff and consultants. We must acknowledge
that many of our recommendations are conjecture; there is not as yet a
solid empirical research foundation on which these recommendations can .
be made. However, they represent our "best gquess" as to the nature of
the world, a creative interpretation of the trends apparent in our results.
These recommendations must eventually face empirical test, either in
car=ful experimentation or in actual field implementation. Such tests
are necessary if we are to make the schools more effective and more

humane places.
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a. The ourpose of federally funded projects

We have noted tha* NCIES projects place a great emphasis on
"innovation" and "chanas', and this is ccmmendable. Unfortunately, such
~2n ~mphasis often causes prodrams to promise more than can reasonably be
achieved by current strategies. The case studies and our review of the
lit~rature indicate that chance is extremely difficult to secure in any
-~ ifurational system, be it the. LEA or IHE. The process of innovation is
v3ic cven more difficult when thn financial support for change is orratic,
on a year-by-year basis, ana ..ot sufficiently large to involve more than
A maniful of individuals as trainers, trainees or administrators at any
cne iocation. The limited success in cffecting change that was had by the
projects studied must not be taken as a condemnation of the projects;
tk~ir task, as it was defined may well be impossible.

It is important that a distinction be made between change and
iiprovement. Previously we have made a definitional distinction between
~pance and innovation. On the basis of this distinction (see 1I-10 to I-15,
chanter I, Volume I), the case studies are almost all at the level of change
rather than innovation. After completing the case studies and analysis,
it is'now clear that the literature, as well as in the on-site reports of
“he specific cases, refers as much fo the need for improvement of school
practices as it does to the need for systemic change. In some instances,
any imrrovement will be seen as a drastic change and., in many cases, change
is required before improvements can exist. - There is still the possibility

improvement without organizational chanae. More and better special
education teachers can be trained, ard this will improve services to some
oxtent, bu“ this improvement can occur without any systemic adjustment.
0Ff conrs~, the Special Education program within NCIES would maintain that
nee of sprrrzial education teachers in their traditional setting (the rescurce
rarm Far sp~zial children) is not enough, that special children should be
integrataed into the regular classroom. This is the situation for which most
Special Education trainees are prepared and it does require some change in
the oraanizational structure of the LEA.

it is zlear, howevnr, that very few school systems or IHE's are
intarmsted in or able to commit personnel or resources to change (much less

innovation). PRut improving what the scheools provide a given community,
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whether it be the local school's curriculum or the training and employment

of Ph.D.'s able to staff child development centers or counseling programs,

is an acceptable and desired goal. It is possible to obtain some consensus
regarding weaknesses in current educational programs and to obtain fairly
reliable commitments to rectifying these deficiencies. No one wants to
graduate students who lack basic skills; no one approves of high drop-out
rates or the lack of practical skill training. We are all, in fact, against
evil. On this basis, there is great utility in devising programs and funding
projects that do appear to have promise for better educational service. The
service to be improved can be specified and the measure of attainment of

goals can be described. For example, a school system may state as a
fundamental goal that all students upon graduation (unless clinically diagnosed
as untrainable) will be able to read, write and perform arithﬁetic computation
at a level deemed necessary for survival as an adult. Given this goal, what
systemic changes are required for the implementation of a program designed

to attain it? Then, when we discuss change, it is more clear what is being
considered.

If there is a genuine intent to promote school change, then it is
possible that Fedefal money could be more wisely allotted to persons or
systems or programs which already have good "track resords". That is, funds could
support projects in which one can already observe a good program in action,
with personnel and resources already fairly well mobilized towards more
effective education, of whatever sort. Rather than underwrite program
operations, this additional outside funding can then be used to (1) support
research as to why the program was particularly effective, for whom and for
how long; (2) evaluate the possibility of disseminating what has been learned
from this research, the "key" elements of the effective program; and (3) support
whatever training or other activities are necessary to make the program and
its kKey features transportable to other situations. In other words, rather
than trying to promote some new and untried educational activity, Federal .
funds could be used more efficiently to 1ocate} support and disseminate an
existing, operational program that has demonstrated that it has something to
offer that is better than the conventional solutions to recurring educational

problems. It is clear that where there are good programs there must be
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personnel able to introduce and maintain effective programs, resources
available to support such programs, and system and/or communtiylattitudes
which pormit such a program %o succeead and to last. Federal funds could
then be used for research to identify the crucial aspects responsible for the
success of this indigenous program. Once these elements have been isolated,
additional affar+ will he rr--muired to determine what modifications will
be nﬂr~°"1fy t~ —ake them them fransportable to other syst~ms that desirc
the sam~ improvemens.

“F an outsiandé.ng program .epends on the charm and charisma (or
~nrscnal connections) of a very eneraetic leader, then it is relatively
N .less t. try to export this program to other places. However, even in
thies instanc~, funds may be helpful in analyzing the program so as to shift
o a process whereby the founding father is made dispensable. The tendency

of institutions and organizations to revert to the status quo ante should

be recognized. The instructive history of the Eight Year Study shows how

minimal innovative changes are when the energizing elements of leadership and
supportive money disappear. Taking a lesson from the many incidents of
innovations that lasted only as long as a given individual or source of
fﬁnds lasted, projects should be designed to have the seeds of their own
renewal and continuation. It is useless to point out to the grantee that after
two, three, or five years the entire burden for the support of the program
will be shifted from Federal to local sources. Typically when this
~ventual shift occurs, the program Jjust collapues, despite assurances by the
grant applizants that there is great local support for the program. It
would be instructive *o return to the site of a major Federal investment
a frw years after funding has been terminated to see what has been
supported by local monies. Our quess is that there will be 1litile Ioft
+hat resembles the original program, having heen absorbed by existing other
actiwvitins, if there is indeed anything left at all.

such decay will occur both at the training site (typically the IHE)
and at the "target" of the change efforts (typically the LEA). If permanent
change has bheen established at the LEA, sé there is no further need for the
training services of the project, tho projmct §§gglg_be terminated rather than be
permitted to become an institution soon to be in need of external change

itself. This is rarely the casa. More generally, local schools receive
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some newly trained personnel and, for a time, practice the change. oOver
time, the system will likely act to Stifle the change and resist the
activities of these externally trained change agents. A technique that
could deal with the problem of institutional decay is the continued monitoring
and support of p-oject trainees, both during their practicum experience-and
after their sraduaticn f£rom the program. Tt is after graduation when thei:
chanaz skills wili be most cnverly tested and tiey will require the most
sar: t. Our _uo-- studies have shown us that almost cveryone involved

in the projerts is receptive to the ide: o3 idditional field technical
assistance for the graduate trainee. The reason that such services have
not. been provided is simply that there are not.funds available. A useful

apylication of a part of a grant award would be the funding of support

activities for project trainees or graduates in “he schools.

Another possible direction for func.~g is the support of multiple

innovative activities at the same site, be it the same IHE or LEA. A

system that has been receptive to one change, as indicated by internal
support and initiative in developing ané impiementing it, could be assisted

by assigning several additional grants to the same system. 1If, for

example, an ILiii. has an innovative and effective Teacher Corps project, it

is more likely that an innovative TTT would be successful there than at

some other institution without such a history. Further, there is some

evidence contained in the case studies that multiple innovations can support
cach other and create a pbwer base for iancvation in an institution. Clearly,
once a precedent has been set and a pattern of successful ihnovation established
at an inst’tution, each successive innovation attémpt there is more likely

ta sucéeod. ‘

Tinally, there is one politircal ! ?thical issne raised by the
approach advocated above, the support oJ existing innovation. - Granted that
this funding strategy will result in a much higher success rate than is
presently achievtd. Is it defensable tc support with Federal money only
those institutions that are already innovative? Has not, to some extent,
the FPederal grant become = technicue o svhvorfing IHEs and LEAs? Should
a "compensatory" grant award proaedure i:: fnllowed: provide the most support
for those ihstitutiOns that are most recistant to change, for the othars can
take care of themselves. Dc the students ir uninnovative schools deserve

the at least temporary improvement of services that results from the infusion
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of Federal grant money? What would the political consequences of such a
funding strategy be; would Congress approve? These guestions cannot be

answered adequately from existiry data; many are, quite simply, valu:

judgements. However, it is wise to consider the poasible d "fic fies Lhat

this "innovative" fundiry “wroaci «oTounter,
{
i
s 5
"y
.g'.
s
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8. TrZjert T or-ormned

|
4

s Goeat deal or Federally suovported effort has been devoted to the

training of tcachers and, more recently, other types of classroom personnel

(such as paraprofassiorals). Few programs have been devoted x . vely to
the training of adminis*rative per: - ° buildinc privzipals oo~y or
system admir- (tra- - . the 77+ -ziic intent of hel;:. g the~ - - ister
innovat: ©ooefte sz school proarams. There is a widespread belief that,

through ~he training of teachers (and teachers alone), we can influence
education. It is obvious that the teacher is the single most :m:.~rtant
individaal tc the oducation of the st Aert. But Inevs is lit: .o evidence

to show that anv speci’ ° “rainiry proo.ess is more enduring than any other.
A teack'. vy awpear to be more effective as the result of some specific
training, but then be placed in a school setting very different from the one
for which e was trained, anrd the training effect is then completely washed

out. Thn rvstem administrators may actively resist permitting the teacher

to exercise his skills. Few efforts have'been-directed =~ nlacing groups
of teachers in a particular school in order ~cLli ot better -sducation.

Mort ofvrn, i gt ~ache: *ro:ned and placed in a sc-xz.1 alone.

Bu' e . .. Lsus' groups could be placed in a single school, the mebility

of teachers would make this approach unrealistic (unless ircettives were
provided to keep the teams together).

The individual teacher is a frail reed upon which "o pin expectations
of change. A new tcacher is obviously the most vulnerable person in the
system. Particularly a new teacher without previous experisnce. Few systems
ever have a maijority of new teachers entering, so that the impact cf any
new tea-~her iz dil:ted bv_the overwhelming numbers of untrained, older,
exverienced toachers. Althcugh both school critics and school administrators.
zontinually tlame teachers for being unable to teach effectively, there is
ikundant ~vidence that the system into which the new teacher is placed makes
it difficult f-r a new teacher to remain deviant from the accepted local
practices for lcng and survive. In a participant-observer study of a small

town elementar:: school, it was concluded -that:

VIIi-7



O

ERIC

Aruitoxt provided by Eic:

"Innovations in teaching come and go; some of
these touch Adams [the school being studied].
The teachers do try new things, although
restraints on innovation are the same now as
=1 years ago. More innovations will come as
ouzsiders move into the school and older
teachers leave. With professionalization or
greater administrative control, the teacher at
Adams may experience some relief from tensions
and frustrations. However, such changes may
bring new problems...I believe that the factors
“hat produce anxiety, anger, and a sense of
nelplessness in teachers are so basic that
they remain constant despite superficial
changes." 1

The failure of outside funding to produce massive and enduring
educational change was admitted in a report on the Ford Foundation's
educational efforts. 1In a 1.- vspaper summary of the report,2 it is stated
that the "lighthouse" schcol concept has failed. Change, when it occurred,
was in ind .vidual schools ¢r classes, which had no impact on other schools
in a system. Although money was spent in publicizing innovative pfograms,
“"changes in nearby school systems did not seem to occur, nor was there a
willingness on the part of th  projects' neighbors to acknowledge its light-
giving nature," the report stated. The Key to success of any project,
however, was found to be the director, but when this person left the project
suffered. Universities were found to be completely incapable of being a
force for educational improvement in the elementary or secondary schools.
The Ford report stated that the most effective moment to give a grant for
school improvement was EfEEf.a Crisis, rather than during the height of
controvers§. Innovations suéh as new technology, flexible scheduling
disappeared or were redirected when the grant money stopped. Innovations
which produced more freedom on the part of students to question existing
social conditions were preceived as threatening by teachers, parents and

community alike, and were related in the minds of observers to the innovaticns

1 Gertrude H. McPherson, Small Town Teacher, Harvard Univ. Press,
1972. p. xii.

2 Washington Post , 30 November, 1972. "Ford Foundation Sees School
Project a Flop."
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in course content and school organization. The conclusion that & foundation
Spokesman came to was that they underestimated the importance of "minority
communities and suburban uptights...We did not have encugh of the parties
involved irn the strategy." 3
The Ford Foundation's findings coincide with those that have been

darived from the present study. Changes in educational systems cannot be
achicvad by supps:st of tangentiél programs which depend primarily on teacher
imnlamentztion and which depend on outside funds for survival. Ford's
conclucicn, that the communlty must be involved in school change, cannot

be addressed within the scope of the present study. What little ev1dence
we do have of community advisory boards that actually function (the Bayport
COP project, for example) sLggests that thls Strategy may not be as effective
as the Ford spokesman has indicated.

It is becoming evident that programs that are designed to achieve

more effective educational programs and/or educational change must involve

Personnel wh» have appropriate positions and decision making powers within

the institution. The characteristics of such persons must be determined

in relation to the positions they hold in the hierarchy and to the way in
which that position is defined by superiors. 1In a pPerceptive and sensitive
analysis cf the dynamics of educational change, Sarason 4 underscores the
critical importance of such boundary personnel. He particularly noted the
importance of the building principal to innovation at the local schosl level.

He found that. if the principal favored the intervention program with which

. he (Sarason) was associated, then the classroom teachers were accessable to

the program. When the principals were suspicious of the program, urinterested
in it or actively hostile and resistant, then there was no way in which the
schocl zeuwld ke successfully entered. Some very elaborate strategies were

required o win the trust of school pPrincipals in these cases.

A pnssikle cxplanation for the principals' general reluctance to
imolemant ar support innovation may be the fact that their tenure as
Frincivals #~pends on Support by a superintendent, school board, or both

Thus, a principal must be sure that the climate of the system will permit

-
4

Ikid.

4 Soymour Sarason, et. al., Psychologv in fommunity Settings. See

also his The Culture of Schools and the Problem of Change.
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an innovation before he dares to act. This climate depends in part upon

the superintendent and finally upon the school board. Intensive orientation
to school affairs of school board members is rarely, if ever, accomplished.
These perscns are typically perceived as transitory and often peripheral

to the day-to-day operation of the school. 1In fact, of course, most board
members are not involved in most school decisions, but when it comes to areas
of community controversy, the board is very directly involved. To the extent

that any innovation is likely to touch off community interest - and rejection -

the school board must be actively involved. Furthermore, the role of the

board in promoting school change has traditionally been underplaYed. Professional
educators often resent and resist suggestions for professional direction
made by a lay board. Yet a reason often cited by administrators for their
failure to innovate is that the boards would not permit it.

The role of the superintendent in educating the school board to
change and innovation has been adhered to in theory but not necessarily
in practice, especially in the area of the allocation of local funds to
support innovation. Can a superintendent, for example, receive from a NCIES
project an intensive training program in the assessment of school needs and in
possible system-wide solutions? Could he also be trained in techniques of
educating school board members and, through them the community, to support
educational change? One possible strategy would be to assign a consulting
S~honl Study Group to the superintendent's office. Such group: would be
composed of school sociologists and experienced school managers and
administrators who would serve in an advisory capacity to the superintendent
as he moves to counter possible political pressures resisting innovation.
The group would attend to public relations and relations with the board as
well as relations between the superintendent and other educational personnel:
principals, supervisors and teachers. Further, the credentials of a group
of outside experts may have some weight in influencing board members:
if an outside "expert" makes the suggestion, it may have some weight with

the board.
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We tave alluded to the need for downward communication of
innovations. Just as the will of a teacher may be circumvented by an
administrator, it is possible for a teacher to evade administrative
pressures (and even directives) to change. Gertrude McPherson provides
an exceilent illustration of how classroom teacher:s can sabotage admin-
istrative directives. An instance is reported in which teachers directly
violated a state law, but the peer norms (among the school's teachers)

suppnrted such action.® It seems evident that all actors in the system

must be involved in the innovation process. Neither administrators alone

nor teachers alone can be successful. AaAnd the support of certain lay
groups (school boards and the community) is also important.
Herein lies one clear implication for program guidelines: system-

wide change must be incorporated into the project. If innovation

(requiring systemic change) is desired, all levels of personnel in a school
district must be involved, either as recipients of training or as active
participants in the operation of the project. Project training activities

i could be directed to both teachers and administrators. Of course, the
project activity cculd be "education" rather than training. Administrators

' could attend workshops or conferences at which the merits of the particular
innovation (or of innovation in general) wére presented.. Such workshops
were used in the Edwardia Vocational Education project and met with some

} success in winning over skeptical administrators. In ' his case, meetings
were held (separately) for both principals and superintendents describing
'a particular innovative program. Concurrently, teachers from the lncal

schools were being trained in methods of implementation of the program.

Although it will be argued by some that the substance of the program

(career exploration)'is not really innovative, that is irrelevant; the

{ technique appears to work.

i In a similar manner, "change teams" composed of personnel from
various le&els of the school: principals, special teachers, master teachers,
regular teachers and paraprofessionals: could be employed to implement

change. In Edwardia, project trainees were not change agents; the changes

5 McPherson, Op. Cit. pp. 176-179

|
i
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wer~ more or less directed from the upber levels of the administration. 1In
other situations(with a less ambitious scope), there may well Be the need
for change agents. A team such as the one described above may be an answer.
3uch 2 plan was followed in the West Kingsland University Teacher Corps
project, and, although it was less than successful for other reasons,

Armonstrates that such an approach is feasible. Again, this kind of structure

pattorn if they are to be eligible for Federal funds.

We are convinced that the success of any strategy based on change
aanntry, either from individuals or teams, can succead only if the training
the acent receives is adequate. A likely reason for the relative lack of
success observed in the case studies was that the project trainees did not
receive sufficient training in appropriate areas: the methods and theory of
orqanizéfional change. Once again, our recommendation follows rather directly:

rhange oriented projects must provide training in the theory and methods of

change. 1In recent years, the discipline of Educational Psychology has become
important to the trairing of teachers. We see a need for the involvement of
mducational Sociologists, persons with an expertise in the social factors

rnlated to instruction as well ac to the social forces relating to the operation

" 0of educational systems and the change process. If the Office of Education is

committed to disseminating innovation, it must recognize the importance of
soziology o education.

The role of the change agent has often been likened to that of
the aagricultural extension agent. The extension agent who provides
axportise and demonstrates new techniques of farming will sometimes be
sucrassfizl in qetting farmers to adopt these new techniques. The
"demonstration farm" (analogous to the "lighthouse school") operates in a
similar fashion: new and more effective techniques are presented in operation
f~r +ho farmer. However, this analogy must fail; we know this technique has
not bren successful in the dissemination of educational innovation. The
farmer has incentives to change: a more effective farming technigue means
hrtter crops and more profit. The effectiveness of a new method can be

claarly proven by research. Most importantly, farming practices do not have

»~
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§ the same emotional connotations that educational practices do. If we
were to have an extension agent who not only disseminated new and effective
procedures but also provided a financial incentive for the farmer to try
them, the analogy would be more appropriate to educational situations. Such
is the strategy adopted by the Edwardia SEA: support the local schools )
when thay implemer*~ =an innovation. '

Suppose that we could identify persons of influence, who are in
jositions to make’system wide decisions or to make decisions relating to
the deployment of personnel and resources within an IHE. What use could be

madre of them? Renjamin DeMott © has suggested that a communications network

of individuals who are aware uf the need for new programs and trained in

appropriate methods of change will facilitate innovative efforts. DeMott

says: "an attempt to draw these people closer so that they can discover the

powers lying in their connectedness may well be no trivial undertaking.”" He

maintains that this effort will give rise to the sought after mass movement
towards educational imérovement: "The penple who've mastered it [how real
change happens in the schools] are now in a position to freshen their own

lives and,‘just conceivably, the lives of a dozen million kids in the bargain."

This is an interesting and provocative position, but the assumptions

underlying it deserve critical examination.

i DeMott's position is well taken; no one wants to f- ' that the millions
of decllars in Federal funds spent on teacher training have been wast-.d. The
question remains, however, as to whether these individuals who have "seen

the light" are in a position to effect change or to influence those who are.
DeMott assumes that these people can now call upon their colleacues and lead

a mass movement toward real educational changé. The reality of cducational
life does not support this assumption. Most of the individuals DeMott

j discusses in his article as potential missionaries, personnel in "interface"
rnesitions, arc but small, isolated parts of a great bureaucracy. DeMott

lists some examples of "interface" positions: a professor of education at
P P

IR

Harvard, an cxperimental school director, a founder of an urban communtiy

GBenjamin DeMott, "When the money stops: what lies beyond for the Office
cf Bducation?", Saturday Review, 9 December, 1972, pp. 50-61.

Q
VII-13



O

ERIC

Aruitoxt provided by Eic:

school, and a board of education aide. This, we fear, is simply a reversion
to new kinds of ivory towers, and a retreat from the political and operational
realities of education. Individuals such as those mentioned do not have the
power to mobilize resources or to challenge the existing educational power
structures by themselves. If individuals with real power: the Commissioner
of Education, the President of the American Feaeration of Teachers, the
Executive Secretary of the NEA, the President of Harvard, some state
Commissioners of Education and a few United States Senators got together
and decided oh a direction for education, one would expect that the entire
system would take heed.

Although the likelihood of such individuals agreeing on anything,
much less a single direction for the American schools, is remote, it may
be worth a few moments of speculation. Such a convergence of prestige and
influence could be produced by the total collapse of the bankrupt and
demoralized school systems of our major cities. Should the schools explode,
a coalition of the individuals named could well occur and the influence that
is inherent in them could redirect education. The pProfessional educational
world will be ready--instantly--with models for the swift implementation of
new educational services. Further, we would expect the influence and
resources of £he major Foundations, Ford, Carnegie, as well as NIE would

be applied to the proklems. If all these efforts were to be directed at the

same strategies, there might, indeed, be a significant impact. But lacking

such a crisis, a call for educational missionaries to share their visions
together will surely not produce legions of converts. Educators are neither
martyrs nor lemmings.

The potentially most effective strategy seems, therefore, to call for
the commitment of signit.cant national leaders, diversion of mass funding
into specific, identifiable targets, and. deployment of change teams to
facilitate innovation. To be effective, these teams will need system-wide
information, as well as tne support of state and local school systems. The
latter can be acquired because the flow of funds can be made dependent on
such coordinated agreements. The heirarchical nature of school systems will

be the channel through which the administration of the change will pass.
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Administrative directives will specify what changes will take place, and

the central
training of
changes are
addition to
functioning

rAucational

organization of the school systems will coordinate the necessary
teachers and reallocation of personnel and- resources. Whatever
desired will require school board approval and understanding, in
the support of the community, perhaps structured into formal,

advisory bodies. The role of the teachers and their unions and

associations is wvital; negotiations of contracts must include

trachnr safeguards, but also agreements regarding administrative prerogatives

to shift individuals and allocate resources on the basis of advice of the

changé teams, with the consent of the school board and citizen advisory groups.

Finally, attention must be given to the possibility of having parent aides

(volunteers or paraprofessionals, but strictly local residents)attached to every

classroom and every service unit. The parent input will provide the community

with reassurance that the change is in the best interest of the students.
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~+ Role of the IHE

Our case studies have shown the IHE to be extremely resistant to
change. Most of the projects were peripheral to the ongoing structure of
the institution, isolated in Institutes or other types of special struc-
tures, or simply appended to the existing departmental structure. In a
few instances, such as the TTT at the University of Riceville, where the
entire department was innovative, the project became entrenched in the
organizational structurc of the IHE. More generally, the future of the
projects was dependent on the continued existence of Federal funds and
the presence of the original initiator of the project. After the funds
stop, twn things may happen: (1) the program will be adapted by the IHE
to make it more congruent with existing training programs and then ab-
sorbed by them while the innovative aspect of the project generally dis-
appears, or (2) the program will be completely dropped without being in-
corporatéd into existing programs at all.  This systemic reaction to in-
novation is to be expected on the basis of the 1iteraturé.

The literature on change in higher education is vast, yet it adds
up to remarkably little. We do not know very much more about how an in-
novation becomes adopted or resisted. Although student disturbances and
uﬁrest during recent years have collected many headlines, there have been
very few structural changes in higher education. Some modest gains have
been recorded: more liberal course selection and degree requirements and
the relaxation of the physical education requirement, but there has been
precious little alteration in the general degree structure or in the tra-
ditional lecture/examination instructional process. (We suspect that
students do not really want major changes in higher education; rather,
they would simply like the present operations improved.) There is little
in the literature concerning institutional change in the schools of edu-

cation, although the Journal of Teacher FEducation reports new programs.

There is a continual request -- from local schools and teacher trainees
alike -- for more effective teacher education, yet it is difficult to lo-

cate any research that demonstrates that there is any lasting improvement

in instructional quality as a result of teacher education or that radically

different programs have any different results than the more convaintional.
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Rarely is "adminstrator education" mentioned other than in some vague
calls for change and reports of doctoral studies of administrative beha-
vior. .

The symbiotic relationship between the schools of education and
the LEAs to which they send their students for their student teaching
(Ppracticum) experiences appears to be a major inhibitor of change in the
IHE. The LEAs are necessary to the IHE's teacher training program; some
schools are needed for the practicum. However, although the training in-
stitutions are necessary to the LEAs, the relationship is not symmetric.
The IHEs require training locations in relatively close proximity to the
campus, so they must remain in favor with the surrounding school districts.
The LEAs need a source of trained teachers but they can (and do) hire
teachers trained all over the .country. Consequently, the IHE cannot risk
offending its cooperating schools but the LEA is not so closely tied to
specific IHEs. This fact permits local schoolsvto refuse to allow IHEs

to implement innovative pPracticum with the simple excuse that the traineces

-are inexperienced and should not be allowed to perform the innovative

teaching. Consequently, innovative practicum are likely only when the

LEA is innovative. If an innovative practicum is integral to the project's

~training program, and it will likely be if the trainees are to become

change agents, then a grant should be awarded only to projects that can

document that their cooperating LEAs will permit and actively support the

innovation, at least during the course of the project

A more pPromising approach toward change that the IHEs may apply
is the training of the "change teams" previously referred to, utilizing

the exrertise of the psychology, sociology and education departments in

o

S .
Sl

ir how the team should best be prepared for helping local schools

Lo chande. This service could be institutionalized into a center within
the IHE devoted to Providing consultative assistance to LEAs in the area
of the implementation of innovation. Such centers alread] exist in the
area of desegregation and have been rather successful. Many local schools
are presently éccustomed to receiving technical assistance (usually in
curriculum materials or specialized educational matters) from intermediate
districts, so the outside expert is no longer quite so threatening.
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There is a pervasive need to bring together the practices of
both teacher and administrator training programs and ascertain what po-
tential for change there exists, with particular attention to the role
of the IHE in this change. Every program must provide some incentive
for its participants. The degree conferred by many projects represents
a credential allowing the graduate trainee to secure new employment,
promotion, or at least a raise in salary (also associated with the simple
accumulation of graduate credit hours without a degree). Further, this
degree is often a prerequisite for certification, which is a prerequisite
for employment. Programs which do not provide such rewards are unlikely
to attract many trainees, unless they are made compulsory by the LEA or
SEA. That approach, of course, will meet with great resistance from the
teachers involved. It would be reasonable for a program duideline to

require that the IHE's training program provide some of these incentives.
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bD. The Possible Role of the SEA

Only one case study (the Edwardia Vocational Education Project)
ccnecerncd the direct involvement of the SEA in supporting innovation. It
is clear from this case that some state departments have tremendous cen-
tralized power. The chief officer in a division, given control: over
rudget and approval of local school programs, can plant a pProgram in al-
most arny school system in the state by offering funds to support it or
oy requiring it for funding eligibility. The educational power centralized
in this administrative unit has been the object of much local suépicion
and resistence. The day of the weak state department of education appears
to be about over, however, since Federal money has bolstered these depart-

ments with new personnel and -~ more importantly -- new funds. It would

ba very important for new Federal programs to consider the utility of

developing new ties with state departments of education.

The impact of the National Assessment of Educational Progress,
supported by the Education Commission of the States, should be evaluated.
The fear that preceded National Assessment seems to have aissipated. The
findings, while very important, appear to be lost as far as impact on
national and local programs. Or is there a spread of impact that we are
not aware of? 1In any event, there might be considerably more impact on
local school programs resulting from a deliberate and organized effort to
work with state departments of education and aid these groups in supporting
more effective educational practices. Without state department support,
mome local programs may evolve; with state departmént support many programs

can be developed and sustained.
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E. The Role of Research

The present study is direéted at developing a research base upon
which to make policy decisions. There are probably thousands of r=lated
studies from individual projects and from doctoral dissertations which
have addressed themselves to a similar task. It is extremely wasteful
to disregard the accumulated findings. The next step in imple-. .ing the
findings and conclusions from this study would be to assemble a’ collection
of all related studies to corroborate, amplify or modify our findings.
Individuals who have been involved in theoretical or field analysis of
educational problems and the problems of change should be mobilized.

The state of the art appears to be such that we are, perhaps for the
first time, in a p051tlon to take a national view of education and pre-=
scribe the most promising strategies for changing the educational system
toward the goals established by the body politic.

If the training of change agents is to be successful, there mﬁst
be knowledge as to what behaviors are required of change agents and what
techniqueg are effective for implementing change in the field. This study
is only a beginning. Our research design has been limited but there are
some explicit directions for future empirical investigation. This inves-
tigation 1is critical if we are to make policy and operate prograis on a
rational basis and, eventually, improve the educational experiences of

our students.
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