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ABSTRACT
In terms of training teachers, the Ford Training and

Placement Program is unique. It uses the cadre-model in the
internship and placement year of the training' program. The teacher
training is focused on an attempted immersion of the university-based
student into not only the grade level or subject-matter specialty in
which he seeks a degree, but into the entire social system of the
school and the.outside institutions which affect the school as it
operates. Thus, an understanding of the school and the milieu in
which the student is placed is necessary as well as an understanding
of the use of tools necessary to operate effectively. Focused
preparation includes training in working with the established faculty
of the school and becoming aware of the policy-making operations and
procedures of the Chicago Board of Education. Cross-role preparation
is provided whereby the MAT and MST students are joined by
experienced teachers who have worked in the schools and the
administrator of the school in which the intern is placed._ The,`
cross -role concept includes educational specialists, adult edudWto-rs,
social workers and social psychological workers. The entire
experiment is complex, but in its complexity many different
innovative ideas have emerged in almost all areas,dealing with urban
education. (Author/JM)
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A decade ago efforts to help education were focused on reducing
the teacher shortage. This stimulated creation of, the iAT and HST
programs which became a major effort to train qualified teachers.
Today these efforts are being replaced by other devices for helping
schools. The focus is changing from teacher training to other
programs designed more particularly to help urban schools. These
often stress new organizational models rather than teacher training.
Some examples are Head Start, Teacher Corps, and Community Schools,
all of which are getting large foundation and government support.

The Ford Training and. Placement Program represents a transi-
tional step in this connection. It is a teacher-training program,
but it is specifically designed to improve urban education. . .

(The HST and HAT) programs could not help the ghetto school be-
cause its product, while often being effective with ghetto children,
was often unable to cope with the social system. Thus, foundations,
seeking the solutions to ghetto education problems, turned from
teacher training (sic) other alternatives.

The Ford Training and Placement Program proposes to make
modifications in teacher training in two respects. It proposes
to give different training to those planning to teach in the inner-
city and it proposes to train those in the various fields as a group.
In this way it is hypothesized that the professional se trained
will be able to have some influence on the school social system
and thus be able to effect some change where individual teachers
have failed. It is this new focus which is seen by foundations
and government as a hopeful way to help urban education. This
focus is obviously directed toward education in the inner-city
and toward variations of the traditional teacher-training model.

1R. Jerrems, C. Spaulding, J. HcCampbell, S. Simeon, and
T. Griffin, "Progress Report: January, 1969," Ford Training and
Placement Program, University of Chicago, 1969. pp. 21-22. (Duplidated)
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PREFACE

This is an inquiry into what has happened in thu Ford Training

and Placement Program from the initial stages of its development

to the end of its 1969-1970 operational year. The sources used were

unpri ntod manuscripts, resource papers, staff reports and minutes,

committee reports and minutes, Ford Training and Placement Program

Hewsletters and documents from Res'earch and Evaluation. Records

based on my personal observations of staffAn-its policy-making

activities and in:Its relationships with other, components of the

program as well as"fitaff.member's personal observations of their

participation in other aspects of the program .have also been utilized.

as source Materials,

This will not be a minutely chronological report nor an in-depth

analysis or interpretation of the Ford Training and Placement

Program, but a record of the dominant factors that have characterized

the development of the program. Emphasis is also placed on the

inter-relationships of the various components of the Ford Training

and Placement. Program' from the Ford Traininp and Placement Program

Staff's point-of-view as well as from the point of view of the

developmental and operational activities cf an.expurimental Program

designed to improve education for black students in the urban community

through a cadre process of training and placing teachers.

Any historical inquiry based on' contemporary events lends

itself to the use of a wide variety of primary. resources; however,

experiences have shown that those sources are neither more reliable

or have more validity than'secondary sources, especially secondary

sources based on accounts 'by those people .1.4.ho are no longer directly

involved in the program or those people who have been non-participating

observers of the Program. The Ford Training and Placement Program

is a contemporary on-going project with most of the people who are or

were involved still available to give their interpretation of the

project as well as their interpretation of their participation in

the project. Utilisation of these resources. in this phase of the

hiStory will be in limited way only.



Throuohrut this ino.uiry constant referunce will be made to

the cadre approach to teacher training; however, a systematic analysis

of the development cf ,this phas of the prgram is being done by

Research and Evaluation which has been better able through greater

use cf the tools of the social sciences tc exPlain by direct

observation this segment of the Program. Through empirical observation

and by sampling; polling, weighing. and classifying, data in order

to find patt:::rns of similarities, Research and Evaluation can help

direct the development of the cadre model in teachertraining and

teacher placement.

The historical development of the cadre model of teacher training

will be the focus of another phase of this history when the

information from other components'of this collaborative program

is obtanud. So far there has been no attempt to collate, synthesize

and analyze documents from these sources which are the Department and

Graduate Schobl cf Education, Social Service Administration,- the-Chicago

Board of Education and the various public schools in which the program

has operated.

The further development of the history of the Ford Training. and

Placement Program will also make greater use of oral source's,

particularly from the vaiibus participants in the program in terms

of how they definA their role and how it developed as their

function in particular.role capacities. The complete history will be

an analysis _and interpretation of the Ford Training-and Placement Program

"from the pointcifvicw of twe separate but not mutually exclusive

areas. One area is the theoretical basis cf this program, as proposed

by '3!etzels and modified through the 'operation of thePEgram, and

the other is the defining, comparing, contrasting and analyzing of

the Ford Training and Placement Program in terms of its relation to

historic. and contemporary patterns of urban education, particularly

from a historical perspective and its experiMental nature..

Ti.e documents cf the Ford Training and Placement Program have

illustrated that in its conceptual as well -as-operational framowork,

it is a microcosm encompassing the basic ideals, theories and practices
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that haVe characterized American education. The'Ford Training and

Placement Program shows the .dichotomy that exists between teacher-

training thStitUtions and teaching in the public school institutions.

Ford Training and Placement Program participants like other educators

view the schools as a social institution, an anent for transmitting

culture. However, not all have agreed that the relatictship between

the schools and society should.be one continous interaction whereby

the schools develop curriculum materials and teaching techniques

thattanAMprove education to moot the needs of a changing satiety.

In the Ford Training and Placement Program the clients, who

are thestudents, schools -nd cormunitics, 1r...different in that

they are Black and have been outslde the area of concern in terms

of urban .educational programs geared specifically tomcetthe needs

of that community. Also the fact that the Ford Training and

Placement Program operates as an experimental program within the

context of contemporary urban education is not a unique venture.

Every major urban'school gystem hiis: Within its OperAion various groups

experimenting and seeking to provide tho answers as to how to_improve

the urban school or more specifically, to find out what to do about the

edUcation of black. students.

Thus,. in terms of the fact that the program is experimental

in nature, any historical analysis of its developmental activities

should not be interpreted in terms Of successes or failures, but

only in terms of what.nas happened, the ideals developed, the techniques

created and the insightt and solutions sugggtedprdemonstrated.as

one answer to providing a bettet.progrm of teachimWdUiaiiati.as

well- as a better method of providing quality odUcation for students

in urban schools.
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DTRODUCTIN

In terms of training teachers, the Ford Training and Placement

Program is unique. Its uniqueness lies not only in the use of

the cadre-model l In thu'internship and placement year of the training

program but also in that the teacher training is focused on an

attempted immersion of the university-based student into not only

just the grade level or subject-matter snecialty in which he seeks

a degreein the MST .and MAT program, butirito the entire social

system of the school and the outside institutions which affect the

school as it operates. Thus-, an understanding of the school and

the milieu in which the student is placed-is necessary as wall

as an understanding of the use cf tools necessary to operate effectively.

Focused Preparation also includes training in working with the

established .faculty cf the school and becoming aware of the policy-

making operations and procedures of the Chicago Board of Education.

However, instead of the if and MST .conceptUalizing what these relation-

ships will be and then putting theory intc practice, the Ford Training

and Placement Program provides Cross-role oreparation whereby the

HAT and MST students are .joined by experienced teachers who haVe

worked.in the schools and the administrator.of the school in which

the intern is placed.

The Cross-role conceot expands also to include educational

specialists, Adult Educators, Social Workers and Social Psychological

!!orkors. 'The specialized training of these cadre momberS enables,

the interns and the experienced teacher to understand and work more

effectively within the entire.school scial system.

The Cadre also includes staff members. A Groun Process Consultant

works with the cadre throughout its internship year in providing

the skills hic:1 help 'It as a prowl to Pperate more effectively in

solving a-school-related probler:!. The Cadre Liaison helps provide

resources froM both the University and the-schol in which the Cadre

is 2laced nd heIrps to resolve sources cf conflict b*tpeenthe Ford

SO21 .PPpendix - document A, "Some Kscrigtive Statements,".for
n brief definition ofthe c:dre model. For further elaboration see Chap. IV.
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Staff and the Cadre as it operates_within the constraints of the Ford

Training and Placement. pnilosophy. Curriculum Coordinator ih the various

-subject-matter disciplines also provides resources and guidance;

however, this person is not a regular cadre member although cadre

liaisons with skills in a particular discipline sometimes serve as

the curriculum coordinator or provide the same resources that a

University based curriculum coordinator would.

The entire experiment is complex, but in its comnlexity many

different innovative ideas have emerged in almost all areas dealing

with urban education. This has been true not only in teacher-training

but als,in educational research which is unique because instead of

fccusing,exClusively on the traditional subjects ef teacher-training

inputs, the achievement of the students involved, it focuses on the

teacher training program. Research and Evaluation in implementing

t..qo of the goals of the program, one being to study the procesS and

the effects of the program in order that the results may be disseminated,

has focused its evaluation on the cadre model as it operates. Wayne

Doyle, the Director of Research and Evaluation has stated that:

After greater clarity in the project has been achieved, it will
be in order to look directly at the teaching behavior of Ford:
Training and Placement Program personnel tc see how new knowledge
and skills are actually being used in the classroom. Ultimately
we must be concerned directly in how this program is improving
the learning of pupils. Only after.it has been established
clearly.how the pupils should be affected by the new knowledge
and skills which Ford Training and Placement Program teachers
bring to the-inner-city classroom can we begin to evaluate
thz.: impact of the experiment on oupils.J

The Chicago Board'of Education too is coming to grips in dealing

with teacher-training institutions in that since they utilize the

products of teacher-training institutions, they can also make valuable

inputs by being involved in helping training prospective faculty

members. By being involved directly in the training of teachers

it becomes aware of the on-going changes in teacher education and

becomes involved willingly or unwillingly in fostering changes.

IW. J.' Doyle, "Methodology: Crucial Issue For Research and
Evaluation in Experimental Programs, "FTPP, University of Chicagb, 1970,

p. 12.- (Duplicated)



Public school students ar :: als invclved in the Program. Some

participate in the Summer Programs, some particioate as full mumburs

of the cadres and then there are the students who are pupils of the --

teachers whc are in thu Cadres. The stuLnts recognize that they

arc involved in a teacher-training program. Sometimes they seem

to have a more realistic interpr-Aatio,n of the social system of the

schools as they operate than do some Cadre members.

The experimental program is different also in the sense, that

it recognizes that personalities arc: to a great extent responsible

for the success or failure of an educational program rather than the

operational structure being resPonsible for the failure of an educational

program. A great deal of effort has been expended to find people

who would really benefit by the cadre model of teacher-training. This

is a significant.factor,which must be taken into serious consideration

by any institution that wishes to use the Ford Training-and-Pliacement

Program as a model for teacher-training. Research and Evaluation

has already documented the effects and results of the cadre model

working successfully when the prtiCipants are committed, to this method

of teacher-training.

Thus, if the Ford Training and Placement Program makes no other

.contribution to Urban Education, it will show that teachers for

urban schncls must be highly selected individuals who are capable

cf teaching the whole child. The Bard-of Education must also

take cognizance of this fact in that current placement of teachers

have recognized only of the many criteria necessary for successful

teaching and that is mastery of the, subject-matter that is, taught.

There are other areas in addition to that of competence in the

subject-matter which also must bo considered.

poacther situati7n that develons as a result of experimental programs

is the.loss of the particin,mts invOved in that they do not usually

remain in the classy( on. Because there is such a shortage of .highly

trained teachers who hove been trained to work specifically in urban

areas, teachers who have rocelyed this type, of train_ ing arein high

demand. jany move up or cut of the -nUblic schools, ur into educational

administration positions or cut into teacher-training. This of course



has both Positive and negative connotations, positive in the;sense that

they are in a position toinfluence the wider use of the cadremodel

in the schools in which they are administrtors or,in the teacher

training institution in which they teach. The negative' astiPct is the

loss of this teacher in the urban schools. Eovertheloss, whereever

these people are they are more. recently° to new ideas in education and

not only do .they 61courage implementation of these ideas, they also con-

tinue to participate in the deyelonnont of them.

Sc the FTPP by collaboratinc with the entire structure involved in

thu training and placing rf teachers, the University, the Chicago Public

School System and the public schools and by invelvinn as many educational

professionals that cork within this. structure- -the pm,snective teachers,

the experienced teachers, the administrators, educational specialists,.

University teachers, principals and district sunerintendents--seeks to

provide complete training in the area rf urban education through the

cadre model.

The "success" of the'progrm will perhaps not be seen by the students

immediately because it is very difficult to measure all areas in

which there has been a change in behavior duo to new experiences. Now

by focusing attention on the necessity for training teachers not

only in their educational speciality but also through P. focused. and

coordinated training program, the FTPP can have an impaCt on Urban Education.

The "success" of the. program can be measured in terms of how success-

fully a cadre operates within the social system of the school which it

works. FTPP views itself as having a .self - correcting mochanism..'-Some

participants have difficulty sometimes adjustihg to a program which allows

one to "back up" and begin. again if something fails. This attempt at

pragmatically approaching educational problems.is however not new in theory,

but the practical application of it has been somewhat difficult within the

urban school structure.

Some participants accept the theory of a self-correcting mechanism in

the FTPP, but fool restrained., in pursuing activities which theyjoel are

not within the constraints imposed by the FTPP and the other components

operating in this program. Exceptional cadres for example such as the



puSable, Horace dem and.Forrestville cadres have operated differently in

the sense that they have utilized the resources of the.FTPP and have

developed educational programs that have or can contribute to a more mean-

ingful learning experience for the students they teach.

17,ny cadre member that operates within an established social system

has to view the system realistically. Naivete on the part of participants

who fail to view the school system realistically and who fool that

changes are to be made they Must be drastic and immediate and that the

entire social system of the seheel. Must be changed before any successful

and meaningful learning experiences can take place, will certainly find

themselves hindered in Implementing.their educational programs.. The Beard

of Education must also be viewed realistically. It does not operate in

isolation and any program that comes into the established social system

of the prevailing school structure must contendwith this structure. The

FM, operates within this structure; however, through the cadre method of

teaclier-training and placement, it helps tc develop the processes by which

the social syStemof an urban school can be better able to provide quality

education for students in an urban school.
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THE DEVELONIENTAL AHD COHCEPTUAL Fil;,;1EARK OF THE FTPP

Ford Trainingand Placement Program began in January, 1968. Its

development can be attributed :CO two interrelated factors. 'One was that

in January, 1966, the Ferd Foundation had expressed an interest in the de-

velopment of a teacher-training program which would give specific attention

to the problems of teaching in the inner-city. Its specific concern was a

program concentrating'on pre-service and in-service training for inner

city teachers; research in teacher education, and improvement of the qual-

ity of undergraduate instruction as they related to the problems cf

teaching in the inner-city.1 The Department of Education and the Graduate

School of Education of the University of Chicago had developed through its

teacher-training programs, educational specialists programs oriented to

urban public education. Their trainees in these specialists programs have

most of their nracticum experiences in inner-city school districts of

the Chicago Public Schools.2

In response to Ford's interest in inner-city education, the University's

DepartMent and Graduate School of Education had by July, 1966, organized th6

Inner-City Specialist Committee. The chairman was Frederick Lighthall whose

participation in the'FTPP to a great extent reflects the development of

the FTPP. Its goal was the develenment of a new perspective in the train-

ing, placement and support of educational. specialists. The membership of-

the committee consisted at first of a cross segment of educatorS from the

various specialists training programs in the School of EdUCation and then

later, public school representatives. The program is it was conceived would

.concentrate on cress-role training of educational specialists. These spe-

cialists. would include prospective teachers, administrators, psychological.

1n
Ra0 Chronology of Ford Training and Placement," FTPP, University of

Chicago, February 4, 1969, p. 1. (Duplicated)

2fl
III.' Development of Ideas for Collaboration," FTPP, University of

Chicago, June 4, 1967, p. 1. (Mimeographed) See also, Inner-City Specialists
Committee,."A Program of Training and Placement of Professional Groups for
Inner-City Public Schools," FTPP, University of Chicago, (no date),
pp. 6 and 7. (Mimeographed)

-6-



sgecilists, curriculum sgecialists, adult education specialists and

educational researchers.

The major focus rf this grr gram was to combat the prevailing practice

1",f teacher-isolation and the negative consequences of defeatism that has

characterized tor.; many inner-city sch'ols. The program was to be a col-

laborative effort of both the University cf Chicago and the Chicago Beard

of Education. The goal of the training would be to establish a network

of relationships which would include the educational professional, the

students and the adults of the urban school community) As a result of

the various activities of this committee, a prram was developed to imple-

ment the rrognsed goals of the Inner-City Specialists Committee. The pro,.

posal uas'eresented to the Chi can,) 2oard of Education in January, 1967, 2

and was approVed (Resolution 67-1271-3, dated December 27, 2967).
3

Thus, the FTPP developed as a response to the demand for improved

education for inner-city schools through the training and placement of

'educational professionals who would be specifically trained for work in

urban schools. The conceptual framework of the program is based on Jacob

Getzels' article, "Education for the'Innur- City. "4 Conceiving the-school

as a social system where roles never function in isolation but always in

complementary relationships to other roles, led Getzels to suggest that under

the present traditional structure of inner -city schools the teacher is

forced into isolation which lends to consequences that are pervasive and

dmaqir. He added that professionals are forced to sense problems from

.a single and insufficiently comprehensive perspective, and.that individual

attempts to create change are rarely supported, and that meeting failure

the.indiyidual professional is given several disheartening -alternatives:

accept with resignation the status qug, move from the inner-city school, or

leave the profession entirely. He attributes the responsibility for

1

"III. Development of Ideas for Collaboration," on.cit. pp. 1-3.

2"Rau Chronology," op.cit.

3.
Fact Sheet: A Program cf Training and Placement of Professional

Groups for the Inner-City Schools," FTPP, The University of Chicago, 1968,

r. 1. (Duplicated) See Arecndix document A.

4
J. U. Getzels, "Education in the Inner City: A Practical Proposal

by an Impractical Theorist," The School Review Vel. 75, 1:o. 3, Autumn, 1967.
pp. 283-299.

r.
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perpetuating this isolation not only to the public school system but also

to the university's oresent procedures of training education personnel.

His concluS1on was that if the school is to function properly, there

must be communication between those who train the educational personnel,

those who utilize the personnel,.and those who are served by the personnel

so that there will be at least some degree of interaction between the school,

the.community, and the university. The four-point Proposal that Getzels

suggested is geared to facilitate communication among all groups involved

in urban education. It is based on focused prenaration of school nersonnel,

co-ordinate preparation of school nersonnel, the formation and placement

of cadres, and the establishment of demonstration and induction schools.
1

The cnorational framework of the nrogram that Ford developed is a two

year sequential training and Placement program incornorating the Getzels

Theory. It has been modified to some degree to meet the educational prob-

lems that had not been anticipated at the time the proposal was written in

1967. The internship year incorporates both the focused-and co-ordinate

preparation of the Getzel Theory. Focused preparation is when the educa-

tional professionals are trained in their speciality in their respective

academic courses and seminars with the focus being on utilizing the training

in an urban school. At this time there are six different training programs

for educational specialists: the secondary teacher training program (4N),

the elementary teacher training nrogram (ST), psychological specialist

nrogram, school social worker program, the adult educational specialist

program, and the school administrator program.
2

Coordinated preparation,

or cross-role training, enables each professional group to gain insight into

the other specialist programs.

The students in these nroanams are working ordinarily to receive

degrees at the master's level. Those who are in training to become class-

room teachers at the secondary level are being trained in the Haster of Arts

in Teaching (MAT) nrcgram which is a two year Program for students who have

a liberal arts Bachelor's degree. Those who are preparing-to become elemen-

tary teachers are enrolled in the :aster of Science in Teaching (MST) program

1
Getzels, op. cit.

2
See'Appendix document B for information on the specialist programs.'



which is a four-quarter program for training teachers at the elementary

level. The students who are nreparing to become social wor,:..;,'s are re-

ceiving their training in the L.liversity's School of Social Service

Administration. The roles of the psychological specialist and adult

educator are relatively new. These students are being trained in newly

developed programs in the Department of Education.
1

Emphasis is placed

on training teachers and specialists who will work in the urban school.

This training takes place in both the university and the public schools.

The other objectives
2

of this Program as it now operates, along with

that cf placing a professional group or cadre within a school, are:

to develop and evaluate programs which can he disseminated for the train-

ing and placement of teachers-and other professionals in urban3 (emphasis

mine) schools; to assist the school staff in developing a sense of shared

1Raymond Jerrems, "The Ford Training and Placement Program: A Program
of Training and Placement of Professional, Groups for Inner City Schools,"
sponsored jointly by the Chicago Board'of Education and The University of
Chicago, FTPP, The University of Chicago, Spring, 1968,-p. 5. (Duplicated)

2
Henrietta Schwartz, "A Program of Training and Placement of Professional

Grouns for Urban Schools," FTPP, University of Chicago, 1969, p. 3.
(Duplicated) These objectives were stated also in the program description
issued to the public in November, 1968, by the first director of the pro-
gram, Raymond Jerrems. He stated that four separate statements of the goals
for the FTPP had been issued and that, "The goals given in all. ,the statements
may be faulted for ambiguity; however, they are cofierent, quite consistent
through the four stages of development, and if read for implicit meaning
rather than for explicit prescrintion, the goals are clear." Raymond Jerrems,
"What Are the Goals of the Ford Training and Placement Program?", FTPP,
University of Chicago,.1968, p. 1. (Duplicated) The difference is that the
term "urban schools" is used in the Schwartz statement whereas "inner"-city
schools" had been used in previous goal statements.

Henrietta Schwartz, "A Program of Training and Placement of Professional
Groups for Urban Schools," op. cit., p. 3. Henrietta Schwartz said that, "The
term 'Urban' also needs to be defined. The major elements of the program--
training at the scene of employment and training in a cross-role- group--would
be valuable additions to any educational nrogram for any target schools.
However, since the focus of this program is urban education, the program will
search for schools that exhibit the characteristics of the inner-city that
are interested in cooperating with the program."
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responsibility for the entire educational program within that school; to

help the cadres analyze existing programs, curricular texts ark teaching,

materials; and to work to modify them orolo develop new ones which will

be more responsive to the needs of the students.

The program has been in operation since 1963 and will continue until

1973. Currently, there have been six cadres that have participated in this

program.
1

Th training program begins in the summer consisting of a six

weeks training session. The program has four components: -a cross-role

seminar, practice of new teaching methods, a study of The Learner and

Society" and a curriculum seminar. Focus is also placed_on the study of

Afro-American history and culture. The goals of the summer program are to

organize the cadres and to help the teachers and the educational specialists

in the cadre prepare for the internship year which begins in September.
2

I
See Appendix document C, "Chronological Chart of FTPP in Operation."

2
Schwartz, op. cit., p. 5.
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POLICY ;Al<mr, AND ORWIZATIONAL OPERATIONS1
The organizational structure of the FTPP is based on a committee

system which determines policies for the oneration of the program and,

the university Ford staff which develops, coordinates and implements

committee policies. There are four major committees. They are the

Executive Committee, the Cross-Roles Committee, the Curriculum Commit-

tee and the Coordinating Committee. Sub-committees and ad hoc committees

are developed and in oneration as the need arises. One important sub-

committee is the Planning Committee which focuses on cross-cadre activities.

The Executive Committee is responsible for broad policy planning in

relation to cadre operations, thc selection of public schools involved in

the program and the budget. The Coordinating Committee is responsible

for the formulation, revision or arnroval of major operating plans that

involve the direct operations of the cadres as they operate in .the schools.

The Cross-Role Committee is responsible for cadre training programs. The

Curriculum Committee is responsible for the development of subject and inter-

discinlinary curriculum training.

These four committees, as exemplified by their membershir and respon-

sibilities, are a reflection and an extension Of the conceptual and col-

laborative basis of the FTPP. The Cross-Roles, Curriculum and Coordinating

Committees reflect through their operations the focus and coordinate pre-

paration goals of the program. Its members are all university-based people

including faculty members involved in training cadre members and various

members of the Ford staff as they relate to the implementation of these

policies. The Executive Committee reflects through its membership both

the collaborative nature of the program as well as the teacher-training and

placement goal of the program. Its members are from all three components

of the program--the Chicago 3oard of Education, the University of Chicago,

and the Ford staff.

One element that is lacking in the-policy-making structure of the FTPP

in terms of its role as defined in the conceptual structure of the nrogram

is the community component. Getzels said that:

. . . the conception of the school as a social system suggests
that if the,school is to function.nronerly there must be commu-
nication between those who train the educational nersonnel, those
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who utilize the personnel, and those who are served by the per-
sonnel. That is, there must be at least a modicum oflinturaction.
betweeneen the school, the ccmunity and the University.

Efforts have been made from the very beginning of the FTPP to utilize

community resources- but so far as the prograni has developed, community

involvement has been on a limited basis, and it has been virtually at the

school level only in the cadre as it has operated within the school, Sc

in the on-going operation of the FTPP from its inceptions to the present

one obServation of community involvement has been that in terms of policy

making:

Planning and decision making procedures have left the school people
on the periphery and community people over the horizon. On occasion,
school people are consulted and sometime weight is given to what
community poonle might want, but the actual nlanninn is done at
the University and decisions are made by prouns which are dominated
by University faculty.

Thus, although policy making appears diffused in that the operational

policies and guidelines of these four committees and staff are clearly

defined in terms of distribution of duties (in that the Executive Com-

mittee establishes operational policies, the Cross-Role Committee and

Curriculum Committee suggests training nolicies and the uses of resources,

the Coordinating Committee develons policies for implementing the program

and the Ford staff directs the program), it is nevertheless concentrated.

44

!lith the exception of the Executive Committee, therels a cross membership

in the other university-operating committees as well as the Ford staff,

with the Executive Director being a member of all five. By being a member

of the four committees as well as the director of the staff, the Executive

Diredor must operate in a liaison capacity to facilitate the joint opera-

tions of this program by helping to focus attention on the development of

policies which are neared to realistic conditions and to problems that de-
,

velop in the training and nlacinq of a cadre in an established social system.

The university Ford staff members have as their general resnonsibilities the-

1
Jacob Getzels, on. cit., p. 288.

2,
'Development of Ideas for Collaboration," on. cit., p.. 2.

3 "Progress Report . . . January, 1969," on. cit., p. 21.
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tasks of administering FTPP nolicies as they relate to their roles which

have been conceptually crlistructej but Jefine an..: structured through

operation. The staff as it operates today consists of an 'assistant Director,

Director of Research and Evaluation, Research Assistants, Cadre Liaisons,

School Liaison, Community Liaison, Coordinator of Dissemination and Demon-

stration, Group Process Consultants rand Historian.

Administrative problems which have_characterized.nolicy making in the

FTPP have not changed, although various efforts have been made to develop

procedures which will facilitate the implementation of policies. The con-

dition described here is still tvnical of decision making in the FTPP as it

has operated.

Decisions have usually been made by agreement among the persons
responsible for the program operation. nom there have been dis-
agreements'they have usually'been'resolved by compromise. These
compromises have resulted irCeVerburdening the intern and the
budget, but not in redUCing the conflict.

Planning has resulted in conflict because it has been-diffi-
cult to establish collaborative procedures. Each person or com-
mittee has planned separately and then assumed that the Director
or Executive Committee would make a coherent whole out of the
pieces . . . Another disturbing result is that interns and pub-
lic school people have been.subjectedto too each duplicated
efforts and conflicting directions as various committees and
groups dealt yith them directly and without coordination with .

other groups.

The organizational structure of the FTPP grew out of the policy-

making procedures established by the Inner-City Specialists Committee'

which later became the Cross-Roles Committee in the FTPP. The Inner-

City Specialists Committee was the group which organized the ETPP and

developed the cross-role training process which is the basis of the cadre

organization.
2

This committee dealt with policy issues that were later

delegated to the other four committees as they developed.

For example, in :iarch, 1967, before the FTPP was organized, Kenwood

High School and several schools in :loodlawn were suggested as being schools

in which the program would send a cadre.
3

Thit fUnction of selecting

1
"Pronress Report . . . January, 1969," op. cit., p. 20.

2
To review the role of the Inner-City Specialists. Committee in

developing the program see sunra, p. 6.

317 Ra Chronology," on. cit. p. 3.
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schools was later taken over by the staff with the Executive Committee

making the final decision on the school to be selected. This committee

also drew up a budget proposal, a function later taken over by staff and

submitted to the Executive Committee for approval./

The Inner-City .Specialist Committee had also concerned itself with

the length of time the cadre would be trained and placed under the ,program.

A four-year training program had been considered at first but this Was

later red:Aced to three years.. An examination of the area of training-which

would have constituted this 'Fourth year has not been made; however, it is

interesting to note that tNo of the first cadres--DuSable and Kenwood--

which began operations in the 1968-1969 training year, with the interns

being in training in the 1967-1968 school year have proposed plans which

would still involve them with the FTPP in its 1970-1971 operational year.

This is also an indication that the cadre model can-continue even after

the training and-placement years. No specific guidelines have been anti-

cipated for the extension of FTPP involvement in a fourth-year training

program. The DuSable involvement was initiated at the school level and

the FTPP was approached for resources to support a proposal that the DuSable

cadre had conceived.
2

By September, 1967, the Inner-City Specialists Committee had become ...

the Cross-Roles Committee
3

and had begun to deal primarily with the problem

of cross-role training which would eventually be the specific area in which

they would function in the FTPP once the program began. Some of the real

problems they identified in terms of putting the prOgram into operation were:

That would be the specific inputs of the Chicago Public School system?

Would the MAT coordinators participate in the cross-role prOgram.and at

what level?
4

This issue was vitally. important because cooperation among

the university specialists training programs was-essential to cross-role-

training. The issue also related to the possibility of allowing students,

to modify the number of courses usually taken in their subject field in

lu
Raw Chronology," op. cit., p. 4.

2
Henrietta Schwartz, Nemorandum to DuSable Cadre, -FTPP, University of

Chicago, February 2, 1970. (Duplicated)

3,,
Raw Chronology," op. cit., p. 4.

4
Ibid.
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order co oilou 6Lle or F:r..)essonoi trai u i n7 id.the

schools during the internship.'

In :lovunber, 1967, Cross-Roles had relinquished over-all planning to

the newly organized Executive Committee. Initially the Cross-Role Commit-

tee acted as an advisory body to the Executive Committee, as it began

establishing operating procedures not only for the program but also in

circumscribing the area in which it would operate within the program. By

January, 1968, the Cross-Rples Committee was planning the cross-role train-

ing program for the Summer Program.
2

By February, 1968, the Executive

Committee had become the focal point of formulating policies for the total

operational procedures of the FTPP and Cross-Roles began to deal specifi-

cally with developing policies concerning the training of the educational

specialist who would work as a cadre in the school.

The Executive ComMittee has reflected through its mode of operation and

membership the traditional inaccessibility to policy making that charac-

terized large institutions.' for example, cadre members in the first year

of the program viewed the three major components of the program-the Chicago

Board of Education, the University of Chicago and the Ford staff -- negatively

in that they said the FTPP was making what they considered unnecessary pol-

icies which they viewed as being poorly 'planned or dreamed up at the last

minute by people who knew little if anything about the realities of an

inner-city school.
3

Their anger and frustration was directed at the Executive

Committee since it is responsible for making the policies which guide the

operation of the FTPP. "The, lack of visible structure and plarr.to cadre m

members may be attributed to the Executive Committee of the FTPP. "4

1
For the development of the Cross -Role: Training Program and how it com-

pares to the University of Chicago's AT Program see Appendix,
document F, "Cohflicts."

"Raw Chronology," op. cit., D. 6.

3Hemorandum from Edwin 3ridges of the Research and Evaluation Committee
to the Executive Committee, FTPP, University of Chicago, January 31, 1969,
p. 3. (Duplicated) (The Research and Evaluation Committee has been disbanded.
Research continues under a Director of Research and Evaluation and his staff.)

4
Ibid.
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The lack of communication and coordination of the program policies

have been one of the operational problems of this program.
1

In an exper-

imental program communication must include not only the request for the

action desired but also the rationale for the response which is requested.

Otherwise, the implementation of the action requested will be met with

resistance as have many requests made by staff in carrying out the policies

which the Executive Committee has made. In most cases the. requests which

have met with resistance are those in which the request conflicted with

established procedures; thus, there is a greater need for collaboration

of policies so that the cadre as it operates in the schools will not be.

pulled in'several directions at one time while attempting to carry out the

policies of the Executive Committees.

By January, 1969, the Executive Committee was developing ad hoc. It

was suggested that membership be redetermined on the basis of expertise

with the FTPP goals.
2

The membership of the Executive Committee has always

been characterized by p2ople who have demanding responsibilities in many

other areas in their high-level. positions in the University of Chicago or

the Chicago Board of Education.

Between January and. June, 1965, the Cross-Role Committee which at one

time was concerned with the functioning of the entire Ford program became

more involved in the planning and implementation of cross-role activities

for each cadre. Cross-roles is designed to build within the cadre a group

which has a thorOugh knowledge of all aspects of the school program and .the

relation of each professional person'to that program. The cadre is ex-

pected to become familiar with the duties and responsibilities of each

member and to develop skills. and interrelatioriships so that individuals can

cooperate effectively and efficiently in dealing with school problems. The

cadre by working together also attempts to extend these new relatiohships

to the entire school faculty.

Cross-Role ComMittee plans are based on the committee's assessment of

the cadre needs. Attempts are made toplan activities which meet the needs

of all the cadres as they operate in the program in their training and

1

The problems with coordination and communication have already been
emphasized. (See supra p. 13 and Appendix, "Chart on the Organizational
Implementation of the Conceptional Goals of the FTPP.")

2"Progress Report . . . January, 1969," op. cit., p. 1.
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placement year. Since the program operates cadres that are in different

sti.lgeS of training, the needs of each at any given point in time are not

necessarily congruent with each other. Planning a particular set of activ-

ities-for all cadres would lead to activities that are not relevant to each

cadre's concern at that moment.
1

By June, 1969, the development of the cadre in terms of cross-role

training showed that " . . . cross-role activities are seen increasingly

as an integral part of the development of a cadre and not separate from

'curriculum,' and the planning for and implementation of Cadre activities,

is
u2

being undertaken by the Committee on Instructicn . . . It was suggestel

that if the Cross-Role Committee is to deal effectively with providing
. )

specific training that meets the need of the.c'ross-role concepts of the

program, then.it would be necessary for Research and Evaluation to formalize

their method of supplying data so that each training program would be better

able to identify its problems and make necessary changes.3

Continuous reorganization and reconstruction of the cross -role training

has been one of the characteristics of this component of the program. One

of the first efforts to reorganize was in October, 1968.
4

This suggestion

was brought up in a discussion concerning the problems of cadres making

use of the resources of each individual cadre member ein.that ach did have

specialist training Which could facilitate as well as complementethe re-

sources of other cadre meMbers. It was felt that the group process consult-

ant should make greater use of.the group dynamics process to give impetus

in facilitating this aspect of cadre training.
5

References have 'already been

made to changes in the Cross-Role Committee's functions and goals in Feb-

ruary and June of 1969. In October and Ammber of 1969, the futUre of

Cross -Roles was discussedein staff with suggestions focusing on the reorientae

ti on of the committee's w.tivities,

1..

liemorandum from Kenneth Smith to Cross-Role Training Committee,
Re: Feasible Plans for Remaining Cross Role Seminar, FTPP, University of
Chicago, February 12, 1969. (Duplicated)

2
-lemorandum from Harvin Brottman, Re: .Future of a Cross-Role Committee,

FTPP, University of Chicago, June 11, 196q. (Duplicated)

3Ibid.

4,,
Ra Chronology," cit., p. 18.

5
Ibid.
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by February, 1970, the reornanization.of the Cross-Roles was again

an issue of concern for both the staff and the Coordinating Committee.

This was because many of the previous area in which Cross-Roles had func-

tioned had by this time become area of concerns for other committees. ,Also,

policies concerning cross-role training were being made by these committees,

.specifically the Coordinating and the Curriculun Committue.. The -Director

of Research and Evaluation, i!ayne Doyle, suggeSted that in terms of the

stages in the development of the cross-role concept' which he outlines as

follows: one, development of knowledge; skill, and favorable attitudes.

toward the cross-role concept.; two, application of the concept in the

school setting; three, an in- service phase which examines both preparation

and application and moves toward improved functioning; the FTPP was weak in

the second stage because the cadre lacks necessary leadership to insure

cross-role activities.1

The cross-roles concept and the committee must be viewed in terms of its

historic perspective and in relation to its members who in many cases were

responsible for developing and implementing the cross-role concept-that is

the basis of. the FTPP. These people who while contributing their expertise

to the concept of cross-role have also continued working in their own spe-

cialist programs deVeloping other ways and means by which their particular

.speciality can be used in urban education.

The addition of new members to,this committee also reflects the modifi-

-cattons of the cross-role concept as well as the expansion of this concept.

Not only are representatives from each of the specialist training programs

still members of the committee, there are also representatiyes from staff.

Only the Group Process Consultants, the Coordinator .of Dissemination and

-Demonstration and the Historian are not official Cross-Role Committee members

although these personnel have access to the committee.. The addition of the

Director of Research and Evaluation in Febiliary, 1970, was suggested in

June, 1969, in response .to the necessity of providing a structured method

of feedback whith would then allow each training program to identify its

problems and then utilize the data to structure their disciplines to meet

the needs of the total cadre.

1
Ford Training and Placement Program, Mnutes of Executive Committee

Neeting, February 9, 1970, FTPP, University of Chicago. (Duplicated)
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The Cross-Role Committee is still in the process of defining its role.

The issue of the reconstitution of cross-role was brought up ag6-in in

April, 1970, with the central purpose being that of developing a plan to

assure, that cadre members know of the particular competencies of other

cadre members in solving problems relating to education in their respective

schools.
1

The Curriculum Committee was established in February, 1968. It was to

be primarily responsible for curriculum problems relating to cross-role

preparation and was also to plan and coordinate curriculum developmental

activities in conjunction with the goals of the FTPP teacher-training program.

One of the moving forces behind this committee was Hark Krug who suggested

as early as June, 1966, that curriculum development be one of the major.

components for the teacher-training prograia that was being developed by

the Inner-City Specialists Committee.
2

In its inception,

. . . it was given no specific charge as to the way it should con-
tribute to the program. The committee in its early deliberation,
identified as one of its immediate resr:nsibilities, the structuring
of such experiences for FTPP participants as would increase their
effectiveness in the classroom, particularly with respect to the
content and strategies of instruction appropriate to the inner
city school (i.e., more relevant to the interest and needs of the
children attendin4).'"

Thus the Curriculum Committee would have to be involved in helping to. plan

activities for the HAT and iiST students during the internship year which

would relate to curricular problems which develop in the teaching of the

subject matter in each discipline.

The Curriculum Committee must also be concerned with other curriculum

problems of a more general nature affecting all subject matter areas as

well as curriculum matters which involve cross-disciplinary interaction.4

1
FOrd Training and Placement Program, minutes of staff meeting (Duplicated)

and notes from staff meeting, iarch 20, 1970. See also "Cross-Role Com-
mittee Proposal," riarch, 1970. (Duplicated)

2
"Raw Chronology," op. cit., p. 2.

3
Ro er Pillet, Letter to Curriculum Committee, Re: Consideration for

Long-Range Planning, October 3, 1969, FTPP, University of Chicago. (Duplicated)

4
, "Curriculum Committee--Ford Training and Placement Program,"

FTPP, University of Chicago, October 24, 1968, p. 1. (Duplicated)
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Also, the curriculum material developed or improved are primarily:

. . . intended to focus on practices facilitating learning for all
segments of the school population. In this sense the adaptation
of materials and strategies to the inner-city while aimed at in-
creasing instructional effectiveness with this population may be
considered a catalyst for eventual innovations having a potential
impact on the general school population.

The Curriculum Committee in its operation has worked with members of

the Chicago Board of Education's Department of Curiculum,and,peopleJrom

that department have served as members of that committee. Also;-other

public school officials such as the District Superintendent and high school

principals have participated.

Even before the establishment of the Curriculum Committee by the

Executive Committee in February, 1968, the role of the curriculum component

was a matter of extreme concern for those people who had been involved in

developing the FTPP. Mark Krug who had suggested the need for curriculum

improvement to be a major part of the program in June of 1966, also stressed

at that time the need for intensive research on the content of various

courses being taught to inner -city children. He pointed out that what is

taught is as important as how it is taught.
2

In December, 1967, he again

pointed this out in reaction to the Program Proposal which he felt should

have stressed " . . . that the cadre program must give EQUAL attention to

the problem of Process and to the CURRICULAR CONTENT in the inner-city

schools. "3 Krug suggested that the program proposal be revised to include

the study of curriculum problems and that MAT coordinators help in the

revision.

By June, 1968, it was becoming apparent that cross-role activities in

the development of a cadre -could not be separate from curriculum development

By September, 1968, the Summer Program had shown that cross-role training

had focused heavily on curriculum development.

1
Roger Pillet, "Survey of Proceedings: The. Curriculum Committee,"

March 6, 1968, FTPP, University of Chicago, p. 1. (Duplicated)

2
"Raw Chronology," op. cit., p. 2.

3
Ibid., p. 5.

4
Ibid.
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In retrospect, in regard to the develonment of the program, there has

been one prevailing 'characteristic that is reflected in the dialogue of the

role of the curriculum component -and that is defining specifically the

purnose of the program.

From the beginning, the program was designed to focus on the training
of teachers and other personnel for urban schools. Despite this in
tent a number of participants saw the program as a curriculum improve-
ment project or, even more broadly, as a school system reform move-
ment. To be sure, these purnoses are not mutually exclusive, but
the focus on training requires one set of procedures and allocation
of resources, while school reform seems t9 ,require a somewhat dif-
ferent set of procedures and allocations.'

I raise this issue at this time because it seems to reflect two patterns

in the stages that have characterized the transitional process of a

teacher-training program in urban education today. One is a movement

from the traditional departmentalized approach of teacher training to a

cross-roles process of teacher training and the other is the merging of

the traditional generalist-specialist approaches to classroom teaching.

The cadres as they haVe operated have moved ahead of the FTPP in that

their teaching activities have incorporated both the generalist-specialist

approach in the curriculum materials and teaching techniques that they

have developed as a result of their cross -role preparation. 'Thus as the

cadres operate in the schools the-curriculum component has priority

whereas in their FTPP training the cross-role component has priority.*

So.as the cadre moves from the first stage ofthe program to succeeding

stages, cross-roles becomes secondary and curriculum. becomes primary.

The realization that specific emphasis needed to be placed on cur-

riculum was spelled out in the early stages of the program as it went

from operation and planning from January to June to the Summer Program in

1968. In August, 1968, Krug stated that the FTPP proposal ought to snell

out what he considered the simple objective of the program and that.was the

improvement of learning in inner-city schools, so therefore the program

should be a curriculum development project. He also pointed out that intro-

duction of courses in Negro or Afro-American history and culture is-more

"Progress Report, June, 1969," FTPP, University of Chicago,
June, 1969, p. 2. (Duplicated)
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.than a demand for improvement in social studies--that it is an a priori con-

dition for the success of the entire project .1 However, the Curriculum

Committee of which Krug was a member said that.thefocus was to be on cur-

riculum problems as they developed in the classrooms.
2

The Summer Program

which:dealt with curriculum in a total group seminar revealed that there was

a lack of relevance, lack. or problem solving, and that thP discussions

inked force and were too theoretical.
3

In September, 19GS, the issue of incorporating specific curriculum

goals into the Ford program was discussed in the Executive. Committee which

decided to postpone, action on an official !tatement'of the. goals of the

Program.. The rationale was that any statement of goals imPlies there are

identifiable people accountable for their implementation and that it is

Premature. to include curriculum goals when the curriculum people have not

said what they want, why they want it, and how much personal time they will

expend in developing and implementing these goals.

The Curriculum Committee decided that their goals and procedures must

take into consideration several factors-. They were the inexperience of many

. of the participants with teaching; indefiniteness as to degree and kind of

involvement of the experienced teachers involved; the community has-to be

considered; the recognition of the lack of established.organizational pat-

terns within and outside the Program; the limitations of time available for

both the participants and staff; and limitations of financial resources.
5

Because of these constraints, it was.suggested that the committee operate

on the principle that objectives will evolve. Also, it was felt that it

might be more appropriate toset goals which promise some impact on cur-

riculum without commitment through the total phase of implementation. It

was felt that the committee as it worked with trainees and experienced

teachers will increasingly learn to identify ways in which it could be most

beneficial in improving inner-city schools.
G

1,
'Rau Chronology," op. cit., p. 15.

2
Ibid., o. 15.

3
Ibid., p. 15.

'Ibidl, p. 17.

r). IS.

pp. 17 and 18.
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As the cadres operated in the schools there was a growing consensus on

the part of some Curriculum Committee members that curriculum was an essen-

tial part of the program and that. unless the classroom experience can be

made interesting and useful for the students, the program would be wasting

their time. Also, as various members of the university staff worked with

interns and exp-2rienced teachers atetne schools on curriculum development,

especially at CuSable nigh School, they felt that there had to be some

statement of commitment oeboth the time and resources. It was also

stated that the pet that the cue:elcu::a efl'ort is without plan niay.. not

be a wea::ness in that 0;12 oi''the concerns teacher training. is to iden-

tify problems and make suggestions for coping with the problems.
1

In December, 19C8, the CuWculum Committee sponsored urriculum

Seminar on Ai:ro-Americen tlistorj . As the program developed th'e Curriculum

Committee began to stabilize somewhat in their activities and objectives in

that it has moved from a broad representation to a more subject matter

oriented focus. Also, it.had developed whereby it paralleled the Cross-Role

Committee's responsibllit,es.
2

Most of the activities of the Curriculum Committee can be viewed in

the way in which cadres. have developed and utilized the resources provided

by the Curriculum, Committee. Curriculum coordinators help to serve as a

liaison between -the university the schools in which the cadre is oper-

ating. Implementing curriculum activities can begin with a meeting between

an individual cadre member and the appropriate subject-Matter coordinator

from the University. As the ahti"ity develops more people may become

involved. Suggested curriculuM.activities may also come from a group or

from the FTPP 'Summer Program which provides opportunity for becoming fami-

liar with the resources of the university in relation to w ,skino on cur-

riculum in subect nrease

Usually the curriceinm activities developed during the Sumr.Hr. Prograth

are used as a etarting-ofj point when. the cadre goes into its into nship

year. After meeting their immediate needs of becoming oriented to

social system of the-school in which, they are placed, the cadre usuale

1
Ibid., n. 18.

2Fcrd Training and Placemenl, Program, kinutes of Curriculum Committee
meeting of December 10, 1069, FTPP, University of Chicago. (Duplicated)
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begins to work on curriculum development in those areas in which it.

feels it can better facilitate learning. The cross -role organization of

the cadre helps facilitate a more expansive-type curriculum development

because the cadre members can use the resources of their cadre members to

help broaden the scope of the subject matter to be developed. The Adult

Educator, the Soci-al Worker and the Social 'Psychological SPecialists can

provide feedback from non-academic sources which also help in developing

curriculum materials that facilitate learning.

The Coordinating Committee was organized in response to the need for

a formal body within the FTPP to organize and communicate the activities

of all of the components of the program. This need was recognized in

December, 1968. Ray Jerrems, the Director of the program at that time,

had proposed that a committee be established tolarMUlate-pOlicy to be

submitted to the Executive Committee and to supervise the implementation of

approved policy. Its membership was to be composed of a representative

from each committee and the Ford staff. However, it was later decided that

the. representative of this committee be the Chairman of the Cross-Role

Committee, the Curriculum Committee, the Research and Evaluation Committee

and the Executive Director.
1

The Research and Evaluation Committee which is no longer operative was

grouped under an administrator who was answerable to an Executive Committee

This was the way in which Cross-Role had organized it in,NOvember, 1968.

By March, 1968, the responsibilities of the Research and Evaluation Commit-

tee had been suggested. It would be concerned with collecting data to use

as guidelines for the coordination of research within the program.
2

Later

a sub-committee was to be:formed with representatives from each school and

a historian to be employed to obtain and record data.
3

It was also sug-

gested that a non-participating observer attend cadre meetings.4 Throughout

the remainder of the year the problem of the role of research in an action

project was becoming clear in terms of defining, administering and legitimiz-

ing this component.

1
"Raw Chronology," op. cit., p. 23.

2
Ibid. 11. 4.

3
Ibid., p. 5.

4
p., 10,
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The Research and Evaluation Committee in its operation evalUated

the Summer Program of 1968, the cadres in operation in the school, and

examined the goals of the project.

In the summer of 1969 afull-ttMe Director of Research and Evaluation

became part of the FTPP. The guidelines and purposes of Research and Eval-

uation have changed. The FTPP is not being done just to assess teacher

effectiveness in the classroom. . . . but also to develop knowledge on the

identification and selection of personnel for the program, the training of

professional personnel for service in urban education, :the placement of

professional personnel as a group in an urban school, a case study of each

cross-roles cadre as a social system, and a follow-up study of the cadres

in their placement year. because the program is problem-oriented and

flexible, research in the beginning is applied research.
1

The Advisory Committee-was-also one of initial committees of the

program. Its purpose was to act as a communication link to the school

system and the university and to give advice and make recommendations on

the development and implementation of the program. It began operating in

April, 1968.
2

By January of 1969, it was felt that, "The Advisory Committee

haS not functioned adequately because the issues it has raised have not

been responded,
113 At Atlat_time it had not been meeting. Suggestions were

made to disband the committee in October, 1969, because its duties had been

usurped by other committees in their activities.
4

Although the policies of the FTPP are suggested by the.Cross-Roles,

Coordinating, and Curriculum Committees -and approved by the Executive,Com-

mittee, the university'Ford staff has as its general responsibilities the

tasks of administering FTPP policies as they relate to their roles. The-

staff as it oper5to"S today consists of the Executive Director,'an Assistant

Director, a Director of Research and Evaluation, Research Assistants, Cadre

Liaisons, a School Liaison, Communlity Liaison, Coordinator of Dissemination

and Demonstration, Group Process Consultants, and a Historian,,

1Payne Doyle, "The Function of Research and Evaluation," Research and
Evaluation Papers and Reports 1969-1970, ed. by 'layne Doyle, FTPP,
University of Chicago, November 24, 1969, pn. 7 and 8.

2 "Raw Chronology," op. cit., p. 7.

3.
"Progress Report, January, 1969," op. cit., p. 1.

4Henrietta Schwartz, "Progress Report: November, 1969," FTPP, University
of Chicago, 1969, p. 1. (Nimeogranhed)
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The Executive Director facilitates communication, integrates all

phases of the program, selects staff members and consults with them on

the implementation and dissemination of the program. The Assistant

Director's work involves budget and the other necessary paperwork involved

in communications and the coordination of the entire FTPP.

The Director of Research and Evaluation establishes and assists in

establishing evaluation guidelines for,the staff and cadres by which they

can evaluate their onerations. The Research Assistants act in two capac-

ities. One is that of a non-participant observer in the evaluation of cadre

activities and in analyzing the cadre as a social system. Another Research

Assistant is university based and deals with describing and analyzing the

FTPP in an effort to actualize the decision-making process as an exercise

of Power.

Four staff roles are related directly to cooperations. The Cadre Liaison

role helps facilitate and coordinate cadre operations in the school. He is

also the'link between the FTPP staff and the cadre. The School Liaison is

a resource person to cadre members, the school administration and the school

staff. He facilitates soecial requests from the cadre which may involve

materials and other resources that are not readily 'accessible. He also

serves as the staff representative to the Chicago Board of Education. The

Community Liaison provides consultative assistance to cadres, schools, and

communities as they interrelate into school and community activities. Group.

Process Consultants work to facilitate ,.:ooperative relationships in the cadre.

The Coordinator of Dissemination and Demonstration plans programs whereby

other educational institutions as well as the community can become aware of

the activities of the FTPP. The. Historian collects and records the activi-

ties of the FTPP as they develop.

When the program began, the staff consisted of a Director and Assistant

Director. As the cadre model became operational other staff members were

added--a historian as part of the Research and Evaluation, group process

consultants, group trainers and people acting in the role of school liaison,

cadre liaisons, and research assistant:;. In the second year of the program

these roles became formalized and the full staff that had previously been'

outlined developed. The School Liaison role has been taken over by one of
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the Cadre.Liaisons.
1

One Cadre Liaison acted as a Curriculum Coord4ator.
2

The Community Liaison became a cadre recruiter along with his formal duties.

'Despite the fact that there are only four official full-time staff.

positions--that of the Executive Director, the Coordinator of Dissemination

and Demonstration, the Director of Research and Evaluation and the ComMunity

Liaison--the Cadre Liaisons and the Research Assistants in the performance

of their job do work that amounts to full-time pbsitions. ilany staff mem-

bers feel that they end up performing tasks which are not part of their role

as they define it.

The staff is unique in comparison with other teacher-training programs

in the sense that most of the members have been teachers or adMinistrators

in the Chicago Public School System and therefore have had practical exper-

ience with this system. Others have taught in universitiesor other pub-

lic school systems.' All of the. part-time staff members are graduate stu-

dents with most in'a PhD program at the University of Chicago.

In implementing the policies of the FTPP, the staff has encountered

the same problems thattave characterized other components Of the program- -

lack of clearly defined goals, lack of,communication and coordination of

activities. This should not be construed in the sense that the cadre method

of teacher training is ineffective and useless. To the contrary, the model

is a feasible one which shows that teachers provided with.specific train-

ing oriented to-teaching in the inner-city schools can provide quality

education for black children if resources are available and there is a col-

laborative effort on the part of the. institution and the

school system.

The problems that do arise are usually those characteristic of bureauc-

racies so they are important in the sense that ineffiCiency, ineffectiveness

and failure to implement the operational goals can result if there is dif-

ficulty in communicating and collaborating of the organizational policies.

The experiences of the Assistant Director who has participated in the

'ThisThis was due to the resignation of the School Liaison because of
other commitments.

?Geraldine Brownlee; The Cadre LiaisongurriculuM Coordinator Role,"
Resource Papers: Ford Training and Placement Program, ed. by Sandra
HcClenney (Tolbert), FTPP, University of Chicago, April, 1970.
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program since 1968' have paralleled my observations as historian of the

program in the sense that:

Everybody's trying very hard, yet the program doesn't seem to cut
through the fog end be a clear (emphasis mine) success. the way
it seems to me it should. What's wrong? I can't seem to put my
finger on it. It seems the. answer 14e the program is diffuse, and
complex rather that clear and siMpIe.'

One of the observations that I have made that seems to accounteror the

lack of clear-cet succe2 : is that the program operates within the context

of established social systeme that are oriented in many cases to a tradi-

tionalist approech to teacher training and placement. Therefore those

social systems which have resisted or resented the cadre model have made

cadre operations difficult. Also the fact that schools do not act in

isolation and even though the ties to other institutional structures may

be invisible they are nevertheless there and have nevertheless had an effect

on the. school as it operates and therefore the cadre as it operates within

the school.

The staff meets once a week to discuss policy making and policy imple-

mentation. Specific issues are dealt with in terms of the everyday operation

of the program. If Cadre Liaisons have problems in.cadre operations, these

problems are brought to the staff -leetings where suggestions are given in

order to help improve the situation. If there are specific problems,

Usually staff Members directly concerned with these areas see each other

personally to deal with thos.:.,.

All staff members have the opportunity to visit the schools in which

the cadres are placed. There is a meeting once a month for the cadres and

the staff in which particular issues of common. concerns are discussed by

specialists'in that area. Iss!Aes such as the role of school administrators

An the cadre and the i7PP., the Black-White issue, and the nature of research

and evaluation have been discueed.
1

These meetings are planned by the

1
James ncCampbell, Position interpretation Paper requested by the

historian from staff members, FTPP, UniverSity of Chicago, 1970. The

cadre models do operate and there dre effective cadres; therefore, there
is "success" but continued efforts need to be made to implement fully
the operational goals.

2 -,
Information on the discussions and topics of the FTPP all-cadre

meetings are available.
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Planning Committee which is composed of representatives from the cadres

and the staff.

The staff begins early to discuss the selection of schools and to

begin active recruitment of i;AT-HST students for the following year. This

begins about October and by April, the schools and the cadre have been

selected as well as the experienced teachers who will work with the cadre.

The addition of a Coordinator of Dissemination and Demonstration for the

first Hilo in the program in December, 1969, marked the beginning of a

formal attempt to implement one aspect of the conceptual framework of

Getzels' proposal-:deftonstrating the activities that develop from the

cadre model. A Conference was held in April, 1970, with participants com-

ing from teacher-training institutions and public-school systems both in

Chicago and other areas. A Demonstration Center was held in June whereby

other Chicago schools could see the activities of the FTPP.



CADRES AND EDUCATIONAL SPECIALISTS

The training and placement of educational specialists are the major

purposes of the FTPP. This group of educational specialists is called a

cadre. The cadre is made up of the students at the university who are in

the training program plus experienced teachers and an administrator who

work with them. The operation of the cadre in a public school embodies

the concept of the collaborative nature o1 the FTPP. The operation of

the cadre in the school also embodies the operational goals of the FTPP.

The uniqueness of the cross-role training process is that it has as

its goal the welding of the cadre into a group of educational specialists

who have a thorough knowledge of all aspects of the school program and the

relation of each professional to that program. This is done by each per-

son or specialist becoming familiar with the duties, responsibilities and

expertise of the other specialists. By becoming familiar with each other's

role, the individual specialist is more aware of how he can draw on the

resources of other specialists and what is necessary in terms of his input

to make the cadre model work in the school.

The group process consultants aid in developing skills by which mutual

support and respect will be engendered. The administrator is necessary for

effective cadre operations in that he is the power of authority in that

school. Without his participation and approval of cadre activities, cadre

planning and decisions become ineffective and cannot be implemented. Also

the administrators help to implement the cadres' goal of-assisting the

school staff indevelopinTa sense of shared responsibility for the entire

program of the school.

The cadre meets each'week to provide continuous training. These meet-

ings are designed to help facilitate the implementation of cadre goals.

Through shared responsibility and shared problem solving, the cadre also

provides support for members who feel thwarted by their duties or who need

help in developing a c rriculum program. Despite, the theoretical construct

of the mutuality of effort that is supposed to derive from this type of

model, there was some indication that on the part of the teachers in the

program in the 1968-1969 operational year that the " . . . training in

1James. McCampbell, "The Role of the Administrator in the Ford Training
and Placement Program," FTPP, University of Chicago, 1969.

-30-
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group process skills apart from relevant tasks, does not necessarily result

in effective working relationships,"1

The reasons given reflected on the difficulty of not knowing what one's

role expectation is as a member of the cadre. The cause of this lack of

role definition has been attributed to the FTPP staff not having formally

defined a structural framework of role expectations or procedure of be-

havior whereby the cadre will be aware of its role expectations within the

constraints of the FTPP.
2

Another factor is that the cadre members sometime lose sight of the

fact that they are involved in an e;:perimental program and that they there-

fore,have the opportunity to define for themselves what they think should

be their role expectations within the informal structural framework that

FTPP has developed.

The organization of the cadre begins with the selection of, the school

in which a cadre would operate. The criteria for the selection of schools

is based on that area of teacher trainino in which'the program wishes to

focus in developing a model for dissemination. In the beginning of the

program, the basis for school selection was that it would be a predominantly

black school, an inner-city school. However, other schools have been con-

sidered that are designated inner-city schools but their enrollment is not

predominantly black. Thus the program's basis of school selection has been

broadened to include all schools or urban schools.

The schools in which the cadres have operated have been all black with

the exception of the Kenwood High School which has both black and white

students and the Horace Mann Elementary School which is really almost pre-

dominantly black. On several occasions, schools with white students who

are not considered middle-class because of their status and schools which

have a Spanish-speaking population have been considered.

The basis for selection of a school is determined by the amount of

student and teacher transiency, the achievement levels of the students,

location of the school, community feelings and the degree of tension in the

'Memorandum from Patricia Edgar to Coordinating Committee, Re: Second
Draft of Ford Proposal, FTPP, University of Chicago, 1969, p. 5.

2
Ibid., pp. 4 and 5. See also Edwin Bridges,,Hemorandum to the Research

and Evaluation Committee, op. cit., pp. 2 and 3.
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school. The administrator also has to give his approval which is con-

tingent on the approval of the District Superintendent, the Area Super-

intendent, and the General Superintendent. Once the principal does approve,

the FTPP approaches the faculty for its approval. Then if this is ob-

tained, faculty members who wish to participate in the FTPP are recruited

to become members of a cadre.

Uhile the staff is involved in the school selection process, they are

also at the same time recruiting Educational Specialists from the university

Students in the Adult Education Program, the Social Psychological Specialist

Program,and Social.Servico Administration as well as OAT and MST students,

Once the school has been selected and the faculty has approved the operation

of the cadre, the staff then selects the experienced teachers who will be-

come a part of the cadre as it operates in the school. The university-

based students and the experienced teachers come together for the first time

in an orientation meeting ;11 June and then they train together during a six-

week summer program.

Following the Summer Program, the cadre then goes to the selected school

in its internshp year.- Then in the Second Summer Program, they develop a

proposal on which they will base cadre operations in the Placement Year
. !

of their training. According to the FTPP the PlaceMent Year is the-end of

the cadre members' commitment to the FTPP, although two of the original

schools that started with the program are still using resources that were

available to them through the FTPP.

In the organization and planning stage of the FTPP in the spring of

19GG, the schools for the operation of the program were selected. DuSable

and Kenvood were the high schools selected. The elementary school cadre

was slated to spend their placement year in a new elementary school, the

Kerfoote-Vincennes School, which was on the drawing board due for comple-

tion in September, 19G9' In the meantime an interim school had to be se-

lected. It was done at the last moment and the cadre because it had not

been previously introduced to-the faculty through the. school selection

process previously mentioned experienced great difficulties in the begin-

ning of their internship year.

Kerfoote-Vincennes would have been a unique school if it had been

built because. of the plans the FTPP had antjcipated for it. For one, the
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Executive Committee of the FTPP appointed staff members to work with the

District Superintendent in screening principals for the Kerfoote School

in coordination with board of Education regulations and polic es.
1

Two

persons were recommended. by. the Executive.:Committee-to be principal of the

scho l.
2

In July,, the cadre was told that they would be given the opportu-

nity to participate in the selection of school design, grade level limits

and budget.3

Aftee designating the schools, the staff and the organizational com-

mittees began planning for the Summer Program. Three areas were designated

for training--group nrocess seminars, saturation study of the community

in which the school is located and micro-teaching.
4

All of the university -

based interns and educational specialists were whites. Also the policy-

making committees were predominantly white. So the Executive Committee

decided to add new members who were black.
5

And a special effort was made

to use blacks as experienced teachers.

Plans were also made for an orientation meeting whereby a format would

be provided to include information from the committees on their roles in

the program in order to generate discustion and reaction to the:FTPP as

well as to acquaint school personnel with the available resources of the

FTPP. When the conference was held at the end of Hay, the issues that

were raised were the need to define the, goals of the program, the need to

focus on communication, the development of the curriculum component, the

degree of student involvement, black-white hostilitiet, the sincerity of

university questionnaires asking for participant interest. Most of, the

interest centered on curriculum development.6

The activities that surrounded the organization of the conference

indicated that in terms of the future operation of the FTPP one of the

most pressing problems would be communication and that better coordination

of plans was needed. The suggestiont rade to alleviate these-problems were

aFTPP newsletter, more general *meetings, a greater awareness of the demands

1"Rau Chronology," on. cit., n. 7.
;ibid., P. 8.
.ILid. n. 6.

pp. 6 and 7.
?Ibid., a. 8.
°Ibid., p. 9.
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made on the university. students so they would not be overcommitted. Also,

the need was felt to establish nriorities in terms of the goals of the

program and the realization that goals themselves had to more clearly be

defined.
1

The Summer Program consisted of lectures, discUttiOns, curriculum

sessions, cross-role sessions and micro-teaching. Participant response

to the Summer Program was ambivalent.
2

Based on that experience, however,

changes were made for the next summer program. Thus, the Summer Program

marked the beginning of the training phase of the FTPP.

Once the cadres were in their internship year, the second part of

the training program took place. The Social ,! order was at both the Lewis-

Champlin Elementary School and the Kenwood High School. At the Lewis-

Champlin Elementary School the social worker's activities were with a 6th

grade unit that consisted of four classes, four teachers and a teacher

aide. She worked with two groups of students throughout the year in

cooperation with their teachers. Along with the teacher she made home

visits which were reported as being favorably viewed by those parents that

were visited. Two cadre teachers worked with the young boys and the social

worker was able to provide these. cadre members with some of the skills

necessary.
3

At Kenuood,.the social worker concentrated on community involvement

with the school. The purpose for this activity was to make the school

aware' of community problems and social probleMs that interfere with learn -

ing4:In both schools the social worker acted as a resource person to other
.e

cadre and to non-cadre faculty members. At ,the end of the-interne

:.:Shipeyear both schools were anxious to retain the services of the social
e.

'Norkers. oKenwood-wanted to expand this program in order to have a unit

of social workers.
4

The Psychological Specialists operated in two schools, Lewis-Champlin

and Kenwood. Their concern was- with helping groups and individuals in the

1
Ibid.

2 "Summary of the Ford Training and Placement Program Post Summer 1968
Eval6ation Questionnaire," FTPP,'University of Chicago, 1968. (Duplicated)

3
;lemorandum from Patricia Edgar, dp. cit., p. 8.

4lbid.
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schools examine their roles. Then they would use their feedback to pro-

vide data to the school, Tegardino hoo these individuals operate within the

school and now the school affects the operations of these individuals.

,In the elementary school, there were difficulties. that hindered the effec-

ftiveness of the puchoIogical speololist. The major one was the way in

which the teacher's time is .steuctured in that the teacher is in the class-

room all day, thus leaving little time for teacher communication. Also,

there wa:. stocho ociol .,:znsion ih the school which also hindered effec

tive pev,-qorillanc:) of thi o)pecialist..

In both sohools tho p4cholooioal specialist operated as a resource.

person who was available to both the students and the faculty. At Kenwood

the psychological specialist helped the librarian to obtain students' views

on their use of the l'sboaoy.
?

Roth, of the psychological specialists felt

that membership in 'Me codes') facilitated the operation of their. roles' in

that the cadre oave suppori: in sharing their experiences and information

regarding entry into the soc:al system. . Conversely, the psychological

specialist could provide insights that helped reduce tensions relating to

cadre operations in th,2 school..

There was only one A:hlt Educator who was at Kenwood. She worked with

the cadre as a*coAnselIcr and advisor, The lack o:'space handicapped ac-o

tivities, but e number of coorses yore planned for the adults of the corn-_ ti

The adult educator is trained,to analyze the community and to

identify the neoo:o) of the eommunity, particularly those of the parents as

relate to the edocotion oof their children.-

The DuSable cadre con:'Isted of only MAT's and experienced teachers.

ThluSable eadre becoose oF its curriculum activities and the integration

oCthe cadt.6 into the onooTho social, system of the school was identified.
,

by the Coord4o!ating CemiTitale o.s being successf=ul. The Curriculum Com-

mittee had bylOctober ':o:t a sense of commitment to the DUSable

cadre because of :.ho rAirrY:uimi lc-2,vo1cpmental activities.of that cadre in

the Summer Program of 1963 .ihich were stifil being carried out in the intern-

ship year. The DoSabe cadre had devel000d a poetry anthology for 9th grade...,"

1
Ibid., p, D.

;A:%.

'Ibid., p. 13. :;ee also '"Mtw Chronology," op.: cit., p. 24.
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students who were in the Basic and Essential English classes, but it was

used by a variety of English classes.1

In the area of mathematics, members of the DuSable cadre developed

new materials to be used in the 1968-1969 school year. The focus was on

pre-algebra curriculum materials. Throughout the year, other math units

were developed as well as high interest games and math puzzles. 'Men

school began, the Mathematics Consultant worked at the school in the morn-

inns, and eventually the entire department was involved in the cadre activities.

The DuSable cadre has from the very beginning made use of all available

resources whether in or out of the cadre. During the internship year in

February, 1969, there was a cadre initiated project. It was a Black Liter-

ature component for grades 9-12. Students participated in this project in

order to give immediate feedback on the literature proposed for inclusion

in this area.
3

The DuSable cadre also initiated a tutoring program in read-

ing at which they worked during their internship year.4

However, the DuSable proposal for the Summer Program 1969 reflects to

a great extent the problems that the cadre had itself identified, The

proposal said:

There are channels of rigidity between new-staff-andold staff,,
between teacher and counselor, truant officer and principals. The
cadre members grew in their knowledge of each others roles, but thOY
failed to evolve new roles or even useffectiieiyfthe existing re-
.sources in the school._ In spite of the ;creation- of the cadre and
the resulting increase in knOWledge, very little had changed in the

. practical sphere of meeting educational needs in new ways.. The
existing curricula, teXtbooks, and other teaehing materials have
not been 'significantly changed, nor has any program for change been
developed. The structure of the school forced the cadre:members
back into isolated classrooms and offites . .

It is unreasonable to exnect-that professionals already trained to
patterns of isolation can in a year's time invent new ways of sharing

I

Robert Parker, The DuSable English Curriculum Committee," Resource
Papers, op. cit., pp. 52 and 53.

2
Memorandum from Patricia Edgar, op. cit., pp. 18-21. Pamela Ames,

"A Mathematics Program," Resource Papers, on. cit., pn. 57-59.

3
Robert Parker, op. cit., p. 53.

4
Memorandum from Patricia Edgar, on. cit., p. 18.
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resources and responsibilities in a school where the operating structure
reinforces isolation, and, ,hich, indeed frees students and teachers
into arbitrary and diverse groupings . . .

The Kenwood Summer Proposal also indicated the necessity of further

training. It.concentrated on school policies and procedures, curriculum

and plans for the 1969 placement.2 The DuSable Summer Program was to es-

tablish an unstructured "mini - school" in order to concentrate on the problem

of teacher rigidity and isolation.3

The internship year ended Oth plans being made for the placement year.

All of the interns expressed a desire to remain in the urban school setting.

The interns at DuSable remained for the placement year. Two,of the interns

at KenwoOd were not asked to return.
4

The elementary cadre was dissolved

because the proposed school, Kerfoot Elementary School, would not be com-

pleted by September,. 1969.
5

Some of the cadre members remained at the

university to complete graduate work and others went into other urban schools.

The "failure" of the Kerfoote-Lewis Champlin cadre .could of course

have been 'anticinated in that in its initial operations'it did not correspond

at all to the_FTPP school selection process model. This is because:

. . . the cadre was placed in an urban school for internship where
they had had no previous introduction to the principal and faculty- -
nor had the school profesSionals been prepared for them,. The
following weeks were traumatic for the cadre members because of the
black-white and FT3. issues, and other circumstances that had pre-
ceded them into the school:, such as: teacher - principal relations,

a high ratio of upassigned teachers, and extremely poOrly main-
tained buildings.'

Also the FTPPknew in October, 1063, that the Kerfoote School would not

be complete.
7

So the disbanding of this cadre is no indication that a.

cadre-model was. unsuccessful, but. it does. point out the necessity for a

1
Ibid., pp. 14-15. 2lbid., p. 16.

3
J. Dalton, R. DiOrio, R. Kimmons and A. Listonbee, "DuSable Cadre

Summer Program," Research and Evaluation Papers and Reports: 1969 -1970,

op. cit., pp. 4-5.

4
"Progress Report, June, 1069," on. cit., p. 2.

5
Ibid.

C.
jemorndut.-. from P-trich Edgr, op. cit., p. 13.

7
"Raw Chronology," op. cit., p. 18.
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collaborative effort of the three components of the program if it is to

be implemented successfully.

During the 1968-1969 operational year, the FTPP had begun working

on selecting schools and recruiting,educational sPecialists, i;AT and ,ST

students and experienced.

The entire project . . . (had) been affected by the rapid growth of
black separatism. So strong had this movement become that several
schools in the spring of 1969 responded negatively to the placement
of a cadre, whereas all of these sctools seemed to be receptive to
such an idea in the spring of 1963.1

All of f-the university-based cadre members at DuSable, Kenwood, and

Lewis-Champlin were white. However, the cadres in the FTPP's 1969-1970

operational year included both blacks and whites with the Forrestville

Cadre having all black university-based interns. "Their analysis of

educational concerns and the special concerns of black faculties in

certain urban schools serving black communities led them to suggest FTPP

placement of an all-black cadre.
n2

The Horace :ann cadre's university-

based interns were both black and white and the Hyde park cadre had one

black university-based cadre member.

So the Summer Program for 1969 included five cadres, three going into

their internship year and two into their placement year. For the new cadres

"The formal phase of the Program concentrated on 'The Black Learner' and

other issues, particularly related to urban education." The informal phase

of the program was devoted to curriculum planning, micro-teaching and cadre

developmental activities. The DuSable and Kenwodd cadres were developing

the program that they had proposed in the spring which would become oper-

ational in their placement year.

Thus the FTPP began its 1969-1970 operation-al year with five cadres,

two in the placement year and three in the internship year.

The most discouraging aspect of the nrogram was the late placement
of what is now the Hyde Park cadre. The administrator and the ex-
perienced teachers were not able to work 1th the university-based
interns during the summer training period.

ln
Progress Report, June, 1969," op. cit., n. 3.

Memorandum.Rmorandum from Patricia Edgar, on. cit., p. 12.

3
"Progress Report, Hovember, 1969," op. cit., p. 3.



This discouraging note on Yhich the Hyde Park cadre began uas reflected

throuc. the year in the cadre's celerations et Hide Park.

The hyde Park cadre did not use the resources of the cadre, nor

did they uork uithin the structure of, the propose(' cadre model) T'.io

of the interns left the cadre. ')ne of the specialists, a social corker,

felt that the cadre imPeded rather than aided her. The Hyde Park cadre

decided to disband.eThey nave the follouinn reasons:

1. a lack of manpouer to .)(1 responsible for correct implementation
of our project Proposal:

2. a question of ability to imnlement our proposal uith a budget
that is tun-thirds of tile requested budget:

3. a set of forces at Hyde Park Ili(jh School t:Nich from our noint

of vie; impede the free oneration of the cadre's internal oper-
atiens and the operation of the cadre in Hyde Park High School:

4. and a lack of communication Letwep the Ford Training and Place-
ment Program staff and the cadre.

The Forrestvillo cadre'sanproach to curriculum paralleled th at of

the DuSable cadre. This cadre has also participated in a variety of school

activities and in many cases has initiated these activities.

They have been decisive for the re-organization and development in
the math and art departments and for sinnificant innovative thrusts
in English and science. In science, photonraphy has been used as
a base for learning invopement throunh an entire process which
includes making cameras.

Eight cadre members are involved in the 'Concerned Teachers of

Forrestville.' They are working in Planning for a revised curriculum

for the ney school uhich is tc be the Martin Luther King High School.
c.

1
Ford Training and Placement Pronram, .Anutes of staff meeting of

'January 30, 1970, FTPP, University of Chicano. (Duplicated)

2
jemorandum from the Hyde Par!: Cadre', FTPP, University of Chicago,

June 10, 1970. (Duplicated)

3
Bruce Thomnsett, "Some Impressions of the Cadre's Effect in School

Settings: An Interim Renort," FTPP, University of Chicago, April, 1970,
p. 10. (Duplicated)

4
eysletter, FTPP, University of Chicago, 1970. (°'imeographed)



The Horace t:ann cadre perhans comes closest to the FTPP cadre model

in terms of both the conceptual and tic operational go'als of the program.

At Horace Hann a Reading Program for the primary grades was set up. 1.

Discipline !lorkshop which uas a joint project of both the cadre and the

PTA and Slack Festival pronram were given. The cadre'also initiated a

student newsletter. The social worker focused her activities on the

children, parents and :teachers.' Cadre meetinns were the basis of in-

service training. ;latoematics, reading and Educational Psychologist:

were used as resources in curriculum devel6Pment and facilitating learning

skills.
1

In the spring of 1970, the three cadres worked on their Summer Program

pronosals. The Hyde Park pronosal was not accertable but the Horace ann

proposals and the proposals from various cadre members at Forrestville were

considered exceptional. "One example uas the enthusiasm generated over

the science proposal from Forrestville. On the basis of a poll of the com-

mittee in the last few weeks, the Forrestvillo science grant was approved

with little hesitancy and considerable praise."2

One of the problems of cadre operations in the schools in the intern-

ship year is the integration of the cadre into the on-going social system,

in-that one of the operational, goals of the FTPP is to aid the school staff

in develoning a sense of shared resnonsibility for the entire program of

the school. The cadres through their operations have involved themselves

in programs which have facilitated this goal. The UuSable cadre has been

most successful in implementing this qoal'and it's perhaps because this

cadre from the beginning made use of non-cadre teachers in the planning

of their nrograms. Although the university interns were white and dif-

ferent, they were not regarded as unsurmountable obstacles or as "elite"

whereas elitism was sometimes a problem for black cadre members in schools

with-a nredominantly black or integrated faculty.
3

1
FIP Spring Conference, April 16 and 17, 1970, University of Chicano;

FTPP Hewsletter, December, 19G9, January, ilarch, April and May, 1970; and
Bruce Thompsett, on: cit., pp. 7-9.

errforandumIrom Kenneth Ilarantz to Curricultim Committee, Re: Report
of meeting May 20, 1970, FTPP, University of Chicago, ay 20, 1970.

3
Bruce Thompsett, op. cit., p, . 8, 11 and 14.



This is significant in that the cadre is a product of several growth

Processes throughout its training in the.academic year,Ahe Internship year

and the placement year. Throughout this growth the cadre should develop

problem analysis skills, program developMent capacities, and change agent

potehtialities in the schools. This progression implies that the group

will have deVeloped the interpersonal relationships and support mechanisms

necessary to full functioning in the training Phase and during the begin-

ning of the internship ypar, if the cadre is to function effectively.

However, if there is faculty resistance to the cadre as it begins its

internship year, valuable time will have to be utilized by the cadre in

dealing with this problem, thus retarding the immediate integration of.the

cadre into the on-going social system of the school.

The placeMent year of the program is the most important. "For what
.

is the point of preparing personnel for the inner-city if those so nrepared

do not 'enter the inner -city school or, if they enter, do not remain long'

enough to make anTimpressions, as is so often the case today?"2 At,DuSable,

all but 61C-intern became full-time faculty. members. At Kenwood, five re-,

mained of the eight.
3

The cadre members are4merating as a cadre but they also use the cadre

model in their relationships with other faculty members in terms of school

projects and programs. The cadres have been extended to include other.

faculty members so in a sense it has become an "extended" cadre.

There is no official staff member who is the liaison between the

FTPP and the placement year cadres. In the DuSable cadre a forMei^ DuSablo

cadre member who eras .also the Cadre Liaison for Hyde Park acted in an un-

official role of a Cadre Liaison. The meetings that Kaffie !leaver had with

the DuSable cadre reflect on the cadre's perception of the FTPP's commit-

ment to them in their placement year. The cadre was described as wanting

resources to assist in solvin their internal nroblems.4 The FTPP had

1
James IcCampbell, 'A Personal ['Pint of'View of the Goals of the

Program," FTPP, University of Chicago, October 17, 1969., pp. 1-2.

2
Jacob Cetzels, on. cit., pp. 201-292.

3
Henrietta Schwartz, "Progress Report, ovember, 1969," op. cit.,

4
Ford Training and Placement Program, Hinutes of staff meeting,

February 12, 1970, FTPP, University of Chicago.



Provided resources for the cadre in helping imnlement their. math and

English programs.
1

The UuSable cadre submitted a proposal which will be

collaboratively funded with FTPP nrovidinq university resources.

The School Selection Process began in r,ctober, 19C9. This time more

emphasis as placed on recruiting experienced teachers than before. Three'

schools were selected--two vocational high schoolt and one elementary

school. The elementary school will leave two social workers. Each high

school will have an adult educator. The Horace ;'ann Elementary School will

have an adult educator who will, be in the internship year of his train-

ing whereas the rest of the cadre he in the placement year of training.

Thus it is evident that as the FTPP operates new cadre models develop.

However, in terms of the conceptual goals of the program, the model as

originally conceived has not been totally operational in the sense that

all of the educational specialists have not participated in all of the

cadres. Also, community inputs which were deemed necessary in contributing

to cadre operations have been minimal with the exception of the Horace Mann

cadre.

In terms of the total operation of the cadre in the schools, there is

evidence that suggests that in terms of becoming change agents the tradi-

tional obstacles that have thwarted change in the educational system still

exist; however, the very existence of a cadre even one superimposed on a

traditional school System makes an impact in the sense that it shows that

through commonality of effort a method does exist by which quality education

can be provided for students in inner-city schools. Even if there is re-

sistance on the part of faculty members who have resented what they con-

sidered as an intrusion of outsiders, these teachers and administrators

cannot but become aware that something constructive is being done.

Thus the school in which the interns are placed also is a factor in

determining the type of experiences, successes,, and failures of the cadre

model. The racial composition of cadre ,Mambers hts also been a determin-

ing factor dependinp on the school in which the training takes nlace. The

reaction and'the tyre of cooperation of the administrator also determines

the degree of effectiveness of the cadre.

1
Memorandum frcm Henrietta Schwartz to DuSable Cadre, February

FTPP, University of Chicago.
, 1970,



Interns and experienced teachers in the cadres have expressed the

opinion that in terms of the total school social system they have emerged

as leaders in various school committees, activities and projects. Also,

once the interns no into the school, their primary commitment and Priorities

shift to that of the school whereas before it was to the FTPP. This has

led to a difference in interpretinn, formulating and implementing the

goals of the program among the staff, the committees and the cadre members.

One result has been a resentment and resistance to research and evaluation.

The cross-roles concept of the program has to be reexamined also. One

,..- cadre onerated without any educational specialists and was effective in

implementing program Goals. The Social 'Iorker has operated more effectively

in the elementary schools. One reason being given is that the smaller

staff and structure of the elementary school facilitates her activities.

On the other hand, the psychological srecialists (there has been one placed

in an elementary school and two in two high schools) have found that they

can carry out their role functions more effectively in the high schools;

although, there has been difficulty in defining exactly what they should

do. The Adult Educator has been in only one school; however, the community

in which she works has had favorable experience with educational insti-

tutions so her responsibilities and role implementation may be less dif-

ficult than in communities which have not had these experiences. The role

of the Adult Educator is new so therefore the activities will have to be

defined as it develops.

The program is now beginning to make greater use of experienced teach-

ers who are already in the Chicago Public School system. This is because

in most cases their commitment to urban education has already been demon-

strated. Their experiences in the inner-city have made them aware that

additional professional training is necessary to provide quality education

for black students and most teachers welcome the opportunity to get this

advance training. Because they are already ,Board employees, the placement

year of the program would be equivalent to a- return to their school after

a leave.

Thus some factors seem to indicate that successful placement of cadres

with "staying power" is dependent on the utilizati6n of teachers who are

already involved in the urban school system in which the university specialist
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training takes place. This, however, does not negate the relevancy of

the cadre model for training of prospective teachers.

This point of view has been examined by John Sawyer in his article,

"The'Ford Training and Placement Philosophy as the Basis for an Alternative

Program to Train Teachers at the Undergraduate Level. ". His thesis is that

since the standard training method for teachers fails to formalize and

systematize the various inputs which can be most beneficial to the trainee,

the use of the cadre mokll should he ago-lied to undergraduate teacher

training.
1

The methods by which the cadre model can be used in undergraduate

teacher training are discussed with the emphasis on the idea that the model

should be flexible enough to be adapted to widely different needs.
2

John Sawyer, "The Ford Training and Placement Philosophy as the
Basis for an ,alternative Program to Train Teachers at an Undergraduate

Level," Resources Papers, op. cit., pp. 102-103.

2
Ibid., p. 106.



THE CalHUNITY AO THE FTPP

Community involvement which was to be a crucial part of the oper-

ational framework of the program did not develop as anticipated. The

community component of the FTPP is viewed as having four divisions,

. . the school communities, the communities of schools to be selected

for future participation, the larger black community and other communities

in which minority groups reside."1 The stage's of community response to

the FTPP have ranged from open hostility to the program, a willingness

to participate in the program and various degrees of disappointment with

the operation of the program. Thcse who have viewed the program positively

are, however, not too optimistic because of the fear thA once their

school is no longer involved in the program, cooperation, support and

university resources will cease.
2

Community involvement was one of the components of the collaborative

base from which the FTPP model was to be developed.
3

The Inner-City

Specialist Committee which developed the operational framework.of the

program stated that:

University professors, practitioners it the public schools and citizens
in the inner-city community all have insightful but incomplete per-
ceptions of the facts and potentialities of the inner-city school . . .

The citizen of the inner-city community can sneak articulately of his
own aspirations and of his 'hope for the improvement of community
life and yet the ways of the school and its vernacular are strange to
him and his suspicions of theory and the university campus are many.
Cooperation of these persons in the development of a new annroach to
the training and placement and sunnort of professionRls will permit
us to begin to solve problems of.inner-city schools.-r

1
"The Community Participation in The Ford Training and Placement

Program," FTPP, University of Chicago, 1968, pp. 2-3.

2,
'Post-Summer 1968 Evaluation Questionnaire: Parent and Community

Involvement," op. cit.

3
Jacob Gctzels, op. cit., p. 288. (supra, p. 12)

4
Inner -City Specialists Committee, "A Program of Training and Placement

of Professional Groups in Inner-City Schools, 1967," op. cit., p. 5.
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The development of the proposal which eventually became the FTPP

began in June, 1966. The Chicago Board of Education was informed of

the proposal in January, 1967 and a request was made to have Chicago

Board Personnel on the Planning Committee.) In ilarch two peoPle from

the Board were put on the Planning Committee.2 At, this time, the Inner-

City Specialist Committee were in the process of ". . requesting com-

munity organization personnel to join the committee even though specific

school neighborhoods to be involved in this project have not yet been

determined. H3

In April, 1968, a suggestion to include community People and com-

munity agency representatives uas made in an Advisory Committee meeting

but no action was taken.
4

Later in April, the Director reported that

planning for the orientation of community people was underway.5 One plan

that ties proposed by the Director was the establishing of a pre-school

program.
6

It was hoped that this project would involve the community.

This proposal regarding a pre-school program has been suggested earlier.

The purpose was to provide continuity in primary grade experiences but

this proposal was never built into the'program.
7

Throughout the operation of the,program, "The involvement of parents

and community persons has been minimal, which may be attributed, in part,

to the fact that the comnunity's role in the program was not clearly

defined. "8 Attempts have been made by the program to involve the com-

munity and the need for community participation was recogni ed.
9

However,

the community participation which has existed has been on the cadre level.

rather than on the policy making committee levels.
10

p

1,,
Raw Chronology," op. cit., p. 3.

22

Ibid..

3
Inmx-City Specialist Committee, "Programs . . . p. 2.
4

R9w Chronblogy," on. cit., p. 7.

ILid.

°Ibio., p. 8.
7
Ibid., p. .

8
:Icrorandum fron Edn-T, on. cit., p.

---9
"Raw Chronology, " op, cit., p. 8.

10
Raymond Jerrems, et. al., "Progress Report, January, 1969," op. cit.,

4 and 5. Also "Rat! Chronology," on. citpp.. 20-21.
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"Attempts were made to 'involve' the community (primarily parents)

in the first summer program; however, because of the differing sets

of expectations held by parents and other participants, these efforts

were somewhat less successful. One of the attempts made by the FTPP

to involve the community was a Community Saturation Program. This was

to be part of the summer- training nrogram for the cadres. The DuSable

cadre planned and gave four breakfasts for parents in the community.

The cadre had tie assistance of five community people who participated

in the cadre meetings until, ". . . after the third week, the community

people participated little beyond simply attending and sitting on the

periphery of the group."2 They, did, however, point out,that schools and

community agencies make promises and rarely live up to them.
3

The Kenwood

cadre helped to organize parents and community agencies to establish a

coffee house program whereby students and teachers could meet informally.

During its operation it was considered successful.
4

The Kerfoot community was involved with the FTPP. They were concerned

with the nature of the ,FTPP's relation to the Board of Education. They ob-

jected to the principal that had been selected for the school who was white.

On the part of the FTPP, there was the acknowledgement of " . . the

validity of black unwillingness to be guinea pigs."5

In the Summer Program, 1968, the "Kerfoote-Vincennes" cadre requested

the Executive Committee to give them information on identifying the legi-

timate voices in the community, and on ho'r the community would achieve a

formal legitimate role in the FTPP. The suggestion that a task force be

organized to identify or define the community-school-university roles,

responsibilities and relations.5

nemorandum from Patricia Edgar, op. cit., pp. 25-26.

.("Ted t!elch, "The DuSable Cadre of the FTPP: An Observer's Report of
Its-Growth and netabolism," FTPP, University of Chicago, February 12, 1969, p. 5.

3Ibid.

4
nemorandum from Patricia Edgar, op. cit., p. 26. : emorendum from

Taylor Griffin, Re: Cadre Community Activities, FTPP, University of Chicago,
DeceMber 4, 100.

5
Raw Chronology," op. cit., pp. 13 and 14.

6
Ibid., n. 14.



The Horace Hann cadre has made great effort to work with the com-

munity. "During the FTPP introduction to the Horace :,ann School community,

a great deal of overt hostility existed between the community and the school.

However, both responded favorably to the idea of the FTPP going into

ilann . . . There have been difficulties and conflicts but cadre-

community relations continue to improve.
2

The Forrestville cadre has not

been involved in the community in any oroanized activity per se.
3

The Hyde

Park cadre had community representatives, but the participation of some of

them was through the oodlawn Experimental Schools Program; thus there was

no real active involvement with the community.'3

1
nemorandum from Taylor Griffin, op. cit. and "A Community Representative's

View of the Cadre: 1n Interview," as told by Lester Bell to. Sandra McClenney
(Tolbert), Resource Book, op. cit., pp. G9-73.

2lbid.

3
Bruce Thompsett, op. cit., p. 11.

4Ibid., p. 14.



VI

THE CHICAGO' BOARD OF EDUCATION AND FTPP

THE UNIVERSITY OF CHICAGO

The Chicago Board of Education became involved in the FTPP in the

third phase of the planning. The first stage was the conception of the

idea of a teacher-training program which would address itself to the

educational problems of the inner-city. This stage involved both the

University of Chicago and the Ford Fouridation. Roald Campbell, Dean of

the Graduate School of Education and Chairman of the Department of Education,

was one of the central figures in this stage.
1

The second stage was the development of both a conceptual and opera-

tional framework of a teacher-training program which would meet the needs

of a teacher-training program that.yould.focus on the education of students

in the inner-city. The proposal was developed by the Inner-City Specialists

Committee and formalied.by Jacob Getzels in a paper entitled, "Education

for the Inner-City: A Co- ordinated Program of Training, Intervention and

Research." The central figure in this stage was Frederick Lighthall,

Associate Professor in the Department of Education, who was Chairman of

the Inner-City Specialists Committee.
2

Since implementation of the program was contingent on the collaboration

of resources of both the University of Chicago and the Chicago Board of

Education, it was necessary to secure the interest of the Board in terms of

the degree of thelr commitment to the program before the university submitted

the proposal to the Ford Foundation. This wasone inJanuary, 1937, at a

meeting in which Roeld Campbell, Frederick Lighthall, James Redmond, General

Superintendent of the Chicago Public Schools, and other educators were present.
3

Central to this discussion were the probabilities' of successful imple-

mentation of the program in the Chicago Public School system in terms of

and in relation to its organizational structure and its educational pro-

grams. Contingent to the successful operation of the program was that

1
"Raw Chronology," op. cit., p. 1.

2
Ibid., or. 1-3.

3
Ibid., p. 3 and Frederick Lighthall, Report on a meeting with

James Redmond, FTPP, University of Chicago, 1937. (Typewritten)
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implementation of it in Chicago Public Schools. would necessitate the

development of new role relationships within the entire matrix in which

the school system operated.
1

One of the issues discussed in 'relation to the FTPP was the role of

the administrator in decislion makAng in that instead of the adminiStrator

making unilateral decisions when he wants something done, he would involve

other people and involve them long enough to let the slow process of a

group tak.3 its course and not get impatient half-way end seize control again.

In discussing cross-role training, the point was brought out,that

the emphasis on this type of training was not to train personalities, but

to put people into an entirely new situation and have them work together

in ways that they have not worked before, that this would be the catalyst

to change them. And then after training, after working together, they

will have what it takes to make change. What the program would do in

'relationship to reading was also discussed as well as the response of the

program to community expectations of it.
2

In March, 1967, two people from the Chicago Public School system be-

came members of the Planning Committee.3 In Movember, 1967, a Board of

Education member became a member of the Executive CoMmittee and in December,

1967, a person from the board was put on the Advisory .Committee. In

December, the Board of Education approved the PTPP.
4

Thus, there have been three years of collaborative effort between the

Chicago Board of Education and the FTPP. A pattern of complex relationships

have been established between the university FTPP and the Chicago' City

Public Schools. These layers of relationship are criss-crossed by a net-

work of line and staff distinctions in the board which have involved the

AssiStant Superintendent for Personnel, the Vice-Chairman of the :Board of

Examiners, the Secretary of the Board of Examiners, the Area A Associate

Superintendent, the Assistant Superintendent of Schools ioPupil Personnel

Services and Special Education, the Director of Social Utkk in the Bureau

of Pupil Personnel for :wee A, the DistrictSueerintendllt, --Personnel frail]

1
Frederick Lighthall, "Report," op. cit., p. S.

2;bid., pp. 9-10.

3 "Raw Chronology," op. cit., P.

4Ibid., pp. 4-5.
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the Department of Curriculum and high school and elementary school

principals.)

In a latter to the FTPP, the neneral Sunerintendent said that the

Board of Education had learned a great deal from the program. He said:

useful start has been made in thedovelonment of a new approach
to the training of urhaweducators. lore snecifically the program
has made the public,5chool'nersonnel aware of the importance of inter-
personal relations and mutual supports in any efforts seekiq to
nrovide positive experiences for beginninn teachers ip-the-School.
Passing a certification examination does not insure 1.1at9ne is
automatically able to function. as a teacher or principal.-

Other areas in which the :;oars:! of 'Education has uorked with the FTPP

is in curriculum. Cadre wort: in curriculum development has been supported

by the Chicano Board of Education. Hon-quota positions have been provided

to free teachers from classrooms to conduct a snecialized reading program

at Horace ;iann School. Also, a matching funds arrangement as developed

uhereby both the FTPP and the Chicago Beard of Education contributed monies

to facilitate the in-service develonment of a program in Black Literature

at DuSable High School as uell as in the development of basic and essential

math material. The same thing was done in-instituting an Adult Education

Progrwl at Kenwood '.hick is now supported by-the Coard of Educaticn.

The board' has also provided the means of securing positions for the

cadre in the.cooperating schools, pays the salaries of the ;:;',T and

interns during their intern year. Two net: positions have been established

b' the boardthat of Adult Educator and'School Social '!orker.
4

The University of Chicano has also been affected by its. relationship

with the FTPP. "It is one thinn for academics to declare that they wish

to do more in teacher education for the inner-city; it_is quite another

1
"Progress Report, June, 12.69," op. cit., n. 4.

2
FTPP, "Relations uith the "card of Education and FTPP," FTPP, University

of Chicago, 1NO. James F. Redmond C,!rtis 11;ict: Frsrd

'.nd "1 c.r.,Irt rrre-r-fl

on. cit.. nn. 7-13.

Pel7tions .1.ith the Board of Education and FTPP," on. Cit., no. 3-4.
. .

Ibid.
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thing to actually work at it as 'has been required in the Ford program.
.1

University faculty embers who are directly involved in the nrogram as

yell as others who are related to it or interested in it offer their ser-

vices to the program. Faculty members in the area of reading, social ser-

vices, child develonment, adult education and others Yho are interested

in urban education, research, and evaluation have contributed valuable

inputs to the develonment of the program.`

Experience with the FTPP has focused the university's attention on the

need to establish programs for exnerienced teachers who want retraining.

Also, ti,e cross-role method of teacher training, use of special resources,

and the retraining concent in the operation of the cadre have been in-

cororated in the planning and imnlementation of other university training

nrograms and proposals such as the Training of Teachers of Teachers Program,

the Teacher Leadership Training Proposal and the lational Task Force on

Geography in Urban High Schools Proposal.

The 'Advest Administration Center has introduced a special doctoral

program for urban administrators in the inner-city. Administration interns

in the ;:AC have uoked as Cadre Liaisons in the FTPP; whereas in 19C8,

the iY.0 had only two °conk who were interested at that point in the FTPP

and that there yore no 'in-basket' techniques for 'inner-city' situations.

The fourth goal of the FTPP is the demonstration and dissemination of

the new curricular material and methods especially relevant to the inner-

city schools. The information and techniques that have been developed

have and will be disseminated through conferences, workshops and articles

by the participants vho acre involved in develoning them.

Dissemination and Demonstration is a complex activity because the

coordinator must be attuned to what is being done in the cadres and then

formulate gays in which this information can be shared with public schools

both in Chicago and outside of Chicago as well as v.'ith teacher-training

institutions.

3

1
Roald Campbell, "The Ford Training and Placement Program and 'the

'University.of Chicago," Resource Papers, on. cit., n. 3.

"Relations with the C6ard of Education and FTPP," op. cit. n . 5 and 6.

3
"Rau Chronology," op. cit., p. 10.
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'.'here is the FTPP going? For the first time since its inception

the FTPP 011 have suit.: degree of continuity in staff yith the Executive

Director continuing into her second year. Research and Evaluation 011

also continue into the second year Ath its same director. Plans for

the Summer Program have been made 'ith attempts to build in self-correcting

controls whereby greater freedom is alloued\in making greater uses of

training resources. Attempts are being made to pyramid resources by

giving continuing sunnort tc-Forrestville, DuSable, and Horace 'lam. In

the 1970-1971 school year Ford 011 po into tuo high schools, Simeon and

Dunbar (both vocational high schools) and one elementary school, Cornell.

Demonstration and Dissemination 011 be increased in the 1970-1971 school

year. Consideration is also being given as to the type of sunport and

resources - -both human and financialto teacher-training institutions and

school systems that wish to model their programs after Ford. Already

tuo requests have come from educational institutions in Philadelphia and

Boston which are basing their nrograms on the cadre model. In planning

for the 1971-1972 school year, there 011 perhaps be tuo elementary school

cadres and one high school cadre. This focus on the elementary schools

is one response to data from Research and Evaluation in terms of implementing

the geals of FTPP.

JE1!:rcc,
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APPENDIX A

SOME DESCRIPTIVE STATEMENTS

This was written in 1968; however, the description is still applicable
to the FTPP as it operates today.
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OVEVIEg-OF ThE PROGW.

The goal of the Ford Training and Placement Program is improved

education in inner-city schools. It assumes that education can

be improved if:

1. Educators have training in the problems ef the inner-city school.

2. Clucators work as a team, not in isolation, to solve problems.

The Ford. Training and Placement Program rill try to do these two things

in a three-year period.

YEAR I
(fall, winter, spring)

Students are
trained in

their
specialty.

EXPERIEHCED

/ EDUCATORS
/

YEAR II (first summer, fall , winter)
(Spring) Second Summer, A cadre, or
group, including experienced educators
and students enter the school and
are trained in

1. Special problems of the
innercity

2. Understanding each other's jobs
3. Awkinq as a group

Examining and improving
curriculum

THE SCHOOL

YEAR III: The cadre works independently as an official
part of the school staff to solve problems. The training
staff finds out how well they have done and how to improve
the prograr for other cadres to be trained.
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THE CADRE: FORTATIOH AND TRAINIhG

A typical cadre will be made up of about sixteen neople, eight student
interns and eight exgerienced educators from the school. The intern
members will be selected by the special program directors and the ad-
ministrative staff. The experienced teachers will be selected by the
principal and the administrative staff. Both will be selected to
represent many different roles in the school. A typical cadre would
loot: something like this:

CADRE iE:DERS

INTERNS

:AT social studies

AT social studies

;IAT math

IIAT English

psychological snecialist

AT chemistry

adult educator

social service worker

EXPERIENCED

Principal.

Counselor

Librarian

math teacher

biology teacher

math teacher

social studies teacher

English teacher

The cadre training will begin by learning about the things that will
help the cadre operate successfully. .ost of the early subject matter
will be planned and presented by the University staff. As the training
continues, less and less will be planned by the staff, more and more
by the cadre itself. By the end of the second summer the cadre will be
working independently, deciding for themselves what resource people can
heln,them in what ways.
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CADRE TRAIHI110:

THE FIPST StEER PRONith
(Following the year of specialist training for students)

The summer training nronram brings together different people from
dIfferent roles in different settings. It is an intensive program to
prepare these people to work well together to improve inner-city education.

he first summer program during the summer of 1960 had four main
omponents:

1. Careful study of the nature of the community
2. Analysis of curriculum nroblems within disciplines and

across disciplines.
3. Training in grout nrocess

,Acro-teaching as a means of studying the nrocess of
instruction.

THE SECOND YEAR PROCRN1

As the cadre begins its work in the school, it will become more auton-
omous. During the month of September as members. are beginning the
school year, there will be no active program. Late in September or
early in October, the.cadre will begin its work as a group: That
work will be under the umbrella of a University course (in 1968-69
numbered education 438, 461). Students will be formally registered.
with tuition paid by the FTPP. Experienced teachers will be naid for
the course as inservice. training; if they desire University credit
for the course they must pay for it at the extension rate of 1/2 tuition.

The nature of the course will be determined by two sources: norms
defined by the staff; probleMs and actions determined by the cadre
members. ilorms defined by the staff for the 1968-69 cadres included:

1. Cross-role
a. ContinUinn analysis of groun process under the direction

of a group process observer
b. Specification of individual professional problems
c. Determination of common problems. within the cadre
d. Determination of in-cadre and out-of-cadre resources

for problem attack.
2. CurricUlum

a. In-role cooperation and critiquing between interns and
experienced teachers.

b. Identification and attack of curriculum problems common to
the cadre and the inner-city school

c. Continuing study of curriculum problems within each
discipline

3. Time commitment of anproximately four hours per week for
formal - groun activities -

THE sEcoo SIMER PROGR/W

The nature of this program will be determined from the evaluation of
weaknesses and strengths of the eadres in the schools this year.
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SPECIALIST PROGRIV.IS
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ADULT EDUCATION PROGRAMi

This two-year program is for students with a Bachelor's or a
Master's degree. One can work toward a aster's degree (the first one
or a second one), and/or a CertTficate of Advanced Studies, and/or a
Ph.D. It prepares them to become adult education specialists.' During
the first year, they take courses and seminars in adult education,
courses in the major disciplines of education and the social sciences.
During the second year, they work in the schools half-time, continue
the seminar in adult education, and continue to meet degree
requirements.

;CASTER OF ARTS IN TEACHING PROGRAM

This two-year program is for liberal arts graduates. The *gram'
prepares them to be secondary teachers in fields of English, social
studies, art, foign language, mathematics, geography, library
science, physiCs, chemistry, or biology. During the first year, they
take academic courses in their teaching field and specially designed
courses in education. During the second year, they teach two-fifths-
time as interns, take a seminar in education, write a Master of Arts
in Teaching paper, and work as cadre members. At the end of the two
years, they receive a Master of Arts in Teaching degree and are
qualified for certification in almost every state.

MASTER OF SCIENCE IN TEACHING PROGRAM

This one-year program is for liberal arts graduates or
experienced teachers. The program prepares them to become elementary
teachers. During the first year they take seminars in the
discipline of education, seminars in subject matter, a practicum, and
student teaching. During the summer of the first year they write a
Master's thesis which completes the requirements for the Master of
Science in Imching degree. During the second year they teach half-
time, take a course in discipline, and work as cadre members.

PSYCHOLOGICAL SPECIALIST PROGRAM

This two-year,program is for liberal arts graduates. The program
prepares them to become social psychological specialists to enhance
interpersonal and cooperative communication and to facilitate inter-
group problem management in the school. During the first year they
take courses in general education, courses in educational and social
psychology, and carry out observations in schools. During the second
year they work in the schools half-time, take a course and practicum
each quarter, and work as ca,le members. After completion of a
ccmprehensive examination and a Master's thesis, they receive a
Master of Arts degree in educational psychology. Chicago Public
School certification requirements for the role of psychological
specialist are not as yet prepared.
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SOCIAL SERVICE PROGRAr

This two-year prcgram is for liberal arts graduates. The program
prepares them to become case, group, or community social workers.
During the first year they take courses in social welfare policy and
services, personality, basic methods of social work, and field work.
During the second year they work in the school half-time, take three
courses each quarter and work as cadre members. At the end of two
years, they receive a ;'aster of Arts degree in social work.
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CHRONOLOGICAL CHART OF THE FTPP OPERATION
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APPENDIX E

CROSS -ROLE TRAINING AND THE FORitATION
OF PROFESSIONAL GROUPS

*This statement of cross-role training was formulated before the FTPP
started and it is the basis of cross-role training. There have been
modifications but the theory is essentially the same.
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The noal of this nregraM is collaboration among nrofessionals in the

nubile schools to define and solve educational problems; collaboration

among the professional training programs in the University for the training

of such professionals is the means. Through cross-role training each

professional group will gain new perceptions of the roles, of the other

groups and new knowledge about ways to communicate and to work with them.

Through planning for cross-role training, the respective staffs of the

nrofessional training programs will gain new insights into the essential

catholicity of their intentions and the complementarity of their efforts.

These new perceptions imply modifications of training plans, methods,

and'goals. Specifically, commitment to cross-role training for collabora-

tion involves some loss of programatic autonomy.

The sequence of training to develop competent and collaborative

behavior among professionals has three phases (see Figure 1). The first

stage is one of snecialized role training. Here a teacher trainee, for

example, learns some important specialized functions of the teaching

role. Trainees in adult education, psychology, and administration also

receive their own specialized training during the first year of the

program. The first phase ofjraining is the phase of specialized role

training.*

The second phase brings the four professional role groups together

for cross-role training. Cross-role seminar-practicums occupy eight

of the twelve quarter courses during the second year, after an initial

quarter course in the last part of the first year. This phase of

training is the phase of cross-role training.

The third phase is a placement phase, where cross-role professional

groups (sometimes referred to as "cadres) of from eight to twelve

members are employed and placed as groups in a school. In this phase

each member of the group assumes full professional responsibility in the

school. The University continues consultative and educational sunport

only to a limited degree; the cadre is now assumed to be on its own

*Because conceptions of nrofessional roles in schools will undoubtedly
change as a result of later, cross-role and group placement experiences,
the nature of specialized role training will also be modified from year to
year.
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resources. This phase is the phase of cadre placement.

Phase I: Specialized Role Training

In preparation for the cross-role experience, each of the special

programs will focus on three kinds of role training. First, each will

provide special training, e.g., courses in the disciplines for OAT

students. Second, each will provide traininn in the foundations of

education, e.g., psychology, sociology, history, etc. Third, each will

offer opportunities for appropriate skill training, e.g., student teaching

in the MST program, practicum in the psychological specialists program.

Phase II: Cross-Role Training

Cross-role seminar-practicums will have (1) substantive content--e.g.,

theory of classroom management; theory of inquiry; communication patterns

across roles and social strata; conceptualization of the formal properties

of problems from several philosophical viewpoints; social systems theory;

and interpersonal theory; (2) data-gathering and data-interpretation

exercises--e.g., observation of cross-role communication patterns in

local schools; Flanders-Amidon analyses of classroom interactions; inter-

viewing school staff members, parents, and children as to the key

difficulties standing in the way of better education; observation of

crisis management in schools; (3) interpersonal and professional skill

traininn--e.g., the interview; microteaching; observation and practice

in the helping relation; role playing, simulation, and in-basket

exercises in supervision, negotiating a role, and providing confronting

feedback in ways the feedback can be used; (4) both between-group and

within-group process analysis and conflict management--e.g., inter-group

competition and negotiating exercises; t-group training; observation and

practice at work-group member and leader functions in work groups; and

(5) comprehensive projects for in-service and other training purposes--

e.g., videotapes of the cross-role team's dramatized portrayal of the adult

social system in a given school and school community; a training interven-

tion by one team for other teams: a curriculum-instructional package for a

particular classroom, derived from a diagnosis of the requirements of that

classroom as a social system.
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Cross-Role Cadre Preparation
C
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Figure 1. Generalized schema of the three phases of training
for inner-city specialists.
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CroSs-role exneriences will involve participant observation in the

concentric settings of school, community, and city. Participants in these

preparatory cross-ole seminars will have been selected from students work-

ing for degrees in the several role training programs. An additional source.

of recruitment, especially for the administrative components of the cadre,

is the sabbatical leave available to staff members from the Chicago Public

Schools. As they work together on educational problems in the concentric

settings, participants in the seminar will analyze the individual and role

relationships developing among them. Thus, they will learn the rudiments of

a cross-role approach to problem solving in the inner-city school. In terms

derived from their study ,of both themselves and the concentric settings, they

might well begin to develop an understanding of the kinds of flexibility and

degrees of freedom of action existing in the public school; an awareness

of the resources available within the system and the community for use in

local schools; an Understanding of the problems involved in organizing and

maintaining a complex system such as the Chicago Public Schools; and a know-

ledclo of the formal relationships in the system (superintendent - district

superintendent - school prtncipal - teacher - teacher aide).

As a Phase II measure to prepare for the inevitable tensions generated

in Phase III when a group (the cadre) with one history and set of norms be-

comes closely. associated with a group (placement school faculty) with another

history and set of norms, we hone to involve cadre and other receiving school

staff' members in-the mutual design of and participation in activities to

expand awareness of inner-city school pressures and community life. There

have already been requests from faculty members from one potential receiv-

ing school for this kind of mutual training enterprise. Such-activities

would be carried out in the latter part of Phase II. They would include

seminar-practicums for skill training and problem solving of the kind

described above.

Phase III: Cadre Placement
_

Two years of university-centered training lead to a third year of

training that is clearly training in residence. The two years of non-resi-

.dent training have 'as their whole nurpose the develoOment of effective pro-

fessional greuos with comnetentgrouvmembors.. The third year's purpose

is to test and imnrove the group's effectiveness. Part of the group's
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effectiveness, of course, is the extent to which it can retain its prob-

lemr.solving_power without ,becOming the object of suspicion, without exces-

sive violation of norms already operating in the host school, and without

becom-Rgicapsulated and isolated from the rest of the school staff.

In order to insure competent.cadre membership, three selection points ;

in the
firsr)

t,two yeart are contemnlated. The first selection is our initial

recruitment of students to the educational quadrangles at the university.

The second selection point is in the winter of the first year, where cross-

role trainees will be 'recruited. Not all specialized role trainees will

opt for cross-role training and perhaps not all of those who opt for it

will be selected. A third point of selection will occur.in the winter and

spring quarters of the second, cross-role phase, in the actual formation of

cadres in preparation for nlacement in the autumn. The spring and summer

quarters of the cross-role phase will be increasingly devoted to cadre train-

ing.

'.40 should emphasize here that students (and professionals in service)

from the various specializations will be recruited to the program at various

Points in time. A psychological specialist, for example, may join a cross-

role seminar and a professional group after two year of special field

training while an elementary teacher in training may make a similar commit-

ment after only one year of study. Teachers oresently'at work in receiving

schools may not participate in either special field or cross -role training,

yet may join the professional group for total faculty training several months.

before the professional group is Placed in the receiving school. Some par -

ticipants in cross-role seminars may choose not to join professional groups

for the practicum stage and placement in inner-city 'schools.

Interaction among cadre members will become less and less cadre -cen-

tered and more and more school-centered as the Phase III year. proceeds. Here,

as in the cross-role training phase, there will be supporting persons from

the University to help the cadre understand and deal with the tensions that

arise from placement of the cadre in the school. The initiative for seek-

ing such help, however, will be with the cadre itself. It is essential

that Members be able to deal with the inevitable group tensions associated

With cadre placement in such a way as to integrate the cadre into the school

and to prevent-- ts isolation from the rest of the faculty. It is essential,
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also, that the cadre have within it the capability of calling for help with

its inter-group problems when it needs it. Resources for such help' will exist

within the school staff at large, but will be specially available from the

University during the first year of Phase III.

Cadre Operation and Evaluation

Phase III is essentially an open-ended phase, beginning with placement

and continuing throughout the life of cadres and their subsequent transfor-

mations and influences in the receiving school. The first year of a cadre's

oncrations will be crucial for its subsequent form and effects.. Evaluation

of the 'Cadre. will begin immediately upon placement -- concentrating on the

processes and relations among cadre members and on tha-relation -between the

cadre and the rest of the faculty -- and it will continue. for. two years be-

yond thefirst placement, year -- concentrating on attrition from cadre

ranks, dissemination of norms or techniques to other staff members, and pu-

nil achievement.

Some details about the first year of cadre life may be hazarded. There

will be conflict between a Pressure away from interaction among the cadre

members because f role,pecific tasks and a pressure toward tight, in-group

interaction for support of norms and techniques that are strange to other

members. But continuous weekly meetings, interspersed with more frequent

contact informally, will serve to orient and support practical action alter-

natives for role-specific demands. Such meetings should also yield the for-

mation of major problems and the development of action proposals for dealing

with them, as the year proceeds. Some collaborative development of curricu-

lum materials will undoubtedly take place. We can also anticipate -dissemina-

tion of materials and practices from host school staff to cadre staff. mem-

bers as, conscious attempts are made by cadre members to work with non-cadre

staff in the improvement of their (cadre members') teaching, consulting, and

administrative responsibilities.



APPENDIX F

CONFLICTS*

*"Conflicts was written in 1969. It is an imnortant statement in terms
of the problems which can develon in the concention and operation of an
exnerimental'program.
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INTRODUCTION

The foregoing general description of the program suggests that changes

in program planning and operation.are needed. In order to accomplish this

it will be useful to describe the difficulties in terms of conflicts. These

conflicts arising from difference in point of view. and in goal direction may

be classified as conflicts in time scheduling, program focus, decision making,

and budget.

PROBLEMS OF TIME CONFLICT

The majority of students who participate in the Ford Training and Place-

ment Program are in the MAT program which prepares teachers in the various

high school disciplines., Because of this fact, in planning the framework of

the program with respect to course offerings and time schedules, the MAT pro-

gram was taken as the model which needed to be modified inorder to develop

one appropriate for the Ford Training and Placement Program. It was assumed

that the other training programs; which include MST, Psychological Specialist,

Adult Education, and Social Work; would then adapt their prograffs to fit this

model. Such an approach seemed practical since the MAT program was a two-year

program while the MST program was a four-quarter program and could thus be

extended to fit the new plans, and the other programs could be planned to fit

the model so developed. It was decided that the first year would be made

up of academic programs devoted to each student's discipline. The summer

after that the ensuing three regular quarters, and the second summer,would

include the internship, the seminar to develop the cadre through the cross

role concept and the writing of the master's paper. The difficulty with

adding the cadre activities tothe MAT second year ha-tit° do with the fact

that the MAT students already and a full work load which included a three-

fifths teaching load at a local high school, a continuing seminar which in-
.

cluded Saturday meetings and conferences with individual subject coordinators,

research and writing of a Master's paper, and, in some cases, taking courses

in their discipline. The MAT students thus had their time schedules filled

with three-fifthS devoted to the teaching internship and two-fifths devoted

to seminar and academic work. This schedule is illustrated in figure one.

In order to provide time for cadre activities and the ross-role SeminE'r
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it was decided to reduce the time allotted to the internship. This was possible

since the time devoted to this nhase Was at least 'fifty not-cent greater;than

is required forcertyication in any state, An early plan for this envisioned

reducing the internship to two-fifths and using the remaining three-fifths for

Cross -role Seminar activities, a oracticum, and work with coordinators. The

two summer quarters were added in order to give more time for this. This plan

is illustrated in Figure two.

This plan did not give a clear picture of what time would be available for

work with coordinators or on the master's saner. Thus, a clearer nlan was de-

vised which reduced the time devoted to cross-role activities and separated

them from the activities Pertaining to each This is illustrated ,r

in fiaure three. In this plan the two-fifths time for the internship is snread

over the three quarters making.-it-more compatible with the needs of the

school; two-fifths of the time during the regular school year remains avail-

able for work with coordinators and on the master's paper, And'one-fifth

of the time plus the two summers-is reserved for the work of the cadres includ-

ing the Cross-role Seminar. This was the model under which specific planning

for the first summer program was undertaken.

After this nlanning was underway, it was pronosed by curriculum coordi-

nators and approved by the Executive Committee that a special curriculum

component for the Ford Training and Placement Program should be constituted

which would become nart-of the second year program. Through 'negotiation

with those developing the summer program, it was agreed that half the time

would be given to a curriculum seminar. This became the model for the entire

year and thus the plan which is being used gives two-fifths of the time to

the internship, one-half of the time_to curriculum and Work in 'the special

field and one-tenth of the time to the cadre activities. and the Cross-role

Program. This is illustrated in Figure four.

To summarize this progression, consider the plan sh6Wn in figure two

which gives three-fifths of the time to the Cross-role Seminar and related

activities which will include activities in .each discipline, but as a part

of the Ford Program rather-than as a nart of the regular MAT program. By

the. time it-Was ,operational, the elan had becoMe that shown in figure five

where the regular MAT seminar was required of the Ford Training and Place-

ment Program students and the one-fifth of the time gained was divided be-
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tween the Cross-role Seminar and a Curriculum Seminar. It may be recalled

that,a key point of the-original thesis unon which this program was based

was an assumntion that training for teathers' in inner-city schools needed
io

to be.different froM that given to those planning to teach in the suburbs.

Instead of giving different training'we are giving the same training to all

andthen superimposing additional work for those planning to work in the

inner-city. This additional work includes some cross -role training and

attemnts to build a cohesive groun within the school with skills and con-

'fidence to work for change. Also added is additional work-tn the area of

teaching and in general curriculum issues.

The Cross-role'Seminar is seen by cadre members and staff of the Uni-

versity as greater than one -tenth of the nrogram; this means that time re-

quirements, commitment, and.exnectations are greater. It-should also be

noted that for the HAT's in the Ford Training and Placement Program the

internshinload that they carry is not fifty percent less than that carried
1

by other MAT's as is suggested by the use of two-fifths and three-fifths

time to describe them. The HAT's in the.Ford Training and Placement Program

teach two classes instead of three as do the other MAT's, but in addition'

they all have a division or home room which gives a great deal of added re-

snonsibility. The HST teachers and the students in the special fields are

committed to snending half_of their time in the classroom or in the field

and thus they too have a,load which is greater than one hundred percent.

It might be fair to say that the program expectations of the cadre members

are for six- fifths of the nrcgram.
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Calendar of FTPP Activities for November, 1969
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