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ABSTRACT
This paper reports the results of a retrospective

study of the 3-year Head Start Planned Variation (HSPV) experience.
The long-term residual effects of HSPV's effort to install and
iopleaent educational models in various cosmunities are discussed

- with emphasis on the effects on the models and sponsors themselves.
Six models were studied: Bank Street, Far West, High/Scope, and the
models of the Universities of Arizona, Kansas, and Oregon. The
teachers of the model programs were studied most intensively under
the assumption that they would receive the strongest impact of the
programs. Two strategies of study vere used: teacher observation and
interviews with teachers and key personnel, adainistrators, and some
parents. In the presentation of the results concerning which
components of the HSPV models persisted, the models are grouped into
"acadesic® and "child development® categories according to their
educational orientation, and the five main findings are reported and
explained. Suggestions for wvhat might be expected of models in an
experiment of this scope and duration are presented. (SDH)
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In 1973-1974 a retrospective study of the Head Start
Planned Var!laticon expérience was commissioned by the Office of
Child Develcpnment, Its interest was in the long-term residual
effects of HiPV's 3 year effort to install and implement educa=-
tional models 16 various communities. The 161t1al question was
"What was left of the models?" The Huron Insiitute broadened
this questiocn by asking, "What was the impact of the HSPV experi-
ence?"

We assumed that the strongesﬁ effects or-HSPV would be
seen in the 8 models which had been the longest in operaéion.
Since cne of these models did not wish to participate and a sec-
ond was eliminated because 1t was not classroom oriented, the six
models actually studlied were: Bank Street, Far West, High/Scope,
and the models of the Universities of Arizona, Kansas and Oregon.

We strongly felt that the target population for models,
thoush ultimately meant to be children, had to be teachers.
Unitke elrmeontary scheol programs in which children are learning
tnoor know hiow to read, preschool education cannot rely as heavily

on written material to structure a program. A preschool program
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depends much more explicitly upon the teacher as the vehicle for
instruction,

Our assumption was that teachers were a model'g first
peint of contact and impact. 1If a model could not transmit its
procedures and goals to the teacher, it could travel no further
to children, parents, atc. Therefore we chose teachers as the
group which potentially would receive the strongest impact and
the persons who would be studied most intensively.

There were two strategies used in this follow-up study
of HSFV. One was observations of teachers in their classrooms
(our priorities were former HSPV teachers) with what we preferred
to call an "observation guide" - i.e. a list of the key compo-
nents of thelr former P.V. model on which the degree of teachers'
implementatlion was rated. Our second strategy was interviewing
teachers and key personnel, administrators and sometimes parents.
Most Interviews wereé taped; in the case of refusals, notes were
taken.,

On the basis of a pilot study, we decided that a team
77 2 should vislt 2 former sites of one model for 3-5 days each,
record Snelr observatlions, and tape their interviews. Conclu-
Sslans abuut the extent of model persistence and the general

iupann or imporiance of the model were made by Huron staff aad

Evsen the so=-called academie models, Kansas and Oregon, must
rely on toachers aopreat Jdeal,  FKansas' strong component of posi-
Kive peinforsement can only b delivered by a person, Oregon's
enthiasis oon o enrrechion of erpor 2an only be diagnosed by a human
e ing,

D

90003



the fleld team whilch vislted each model., These staff personnel
first read all the tvanscbipts from both sites of a model, They
they met for a 2 to 3 day discussion with the team. At that
meeting each person advanced theories about persistence and
Impact and presented evidence from tépe transcriptions until
everyone apmread on an outline of the events in that site and
conclusions about the data,

The central questions we addressed were "What COmMpo~
nents of models persisted?" And how could we charactefize _
"{mpact" - a more difficult question. In relation to persistence,
we found that models secemed to fall into two, large categories:
In some sltes there was general agreement on which components of
a model were left, both according to the observations of Huron
staff and reports of site staff. We called this first category

" istence-in-fact." In other sites Huron staff did not

e

per:
otserve model implementation, but site staff talked as if they
were 5tlll using the model in every way. We called this latter
phensmenen "persistence-in-the-eyes-of-the-beholder,"

Wltn this as a framework, we will present our findings,
of'er sure tentatlive explanations for them, and then suggest what
mignt be aexpeated of madels in an experiment of this scope and

elirat ton,
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In zonsidering o findings we groupnd models into two
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Scope, and the University of Arizona. Distinctions between these
‘ two groups generally rest in their attitude toward content and
how to convey 1t. Genevally,‘xansas and Oregon concantrate on
reading, writing and arithmetic skills along with teacher control
of materials and procedures.. Child development models, on the
other hand, are more process oriented, tend to emphasize other

sorts of content areas such as language, view play as work, and

asually give the child a great deal of responsibility to deter-
mine what he or she will learn, and when.

Our findings were the following:

1. In sites that had child development models the only
uniform feature which remained across models was
the HSPV sponsor-created position of a local per-
son whose job it was to spend time training teachers
in the model.

2. In sites that had child development models, former
HSPV teachers who were still teaching tended to
implement one or two components of their former
model. Components which teachers shared were the
more superficlial ones,.

3. Only 2 of 1l sites had nearly complete model per-
sistence: one of Bank Street and one of the
University of Kansas.

N, Oregon appears to be more vulnerable to diminished
use or non=usae than any other model compared to 1its
rej.orted former level of implementation durling the

experiment,
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5. A general kind of impact could be attributed more
to the experiment itself than a particular model
and could be called increased professionalism.

We will briefly discuss these findings.

1. In child development models the sponsor created
position of a local trainer for teachers was maintained. During
HSPV thls position was used solely to train teachers in the
model. These posltions now retain a training function, but the
content has usually been either broadened beyond the model or
has left the model behind. The most complete and rﬁllest impact
of models has been on these local tra;ners, who in most cases
regard their HSPV participation as a tremendous step in their
professional growth and, in some cases, as a personal experience
of great depth.

2. When we say that teachers in child development
mode ls share persistence in implementing superficial components,
we mean those model components which, for examplé, specify room
arrangement or scheduling. We do not imply that such components
are unimportant, since they are essential to good classroom func-
tioning. However, they are not the componerits which most reflect
the sponsor's differential intentions and goals which must be
worked a2t and internalized on a day-by-day basis. Other model
somprnent s these teachoars implement are idiosyncratic and non-
nemparabt.ie from olass Yo class.,

Teachers d- not, compare their level of lmplemengatlon
to the made]l's theoretical standard. Instead, they seem to view

whatevor selection of model components they have retained as
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reasonable and they tend to talk about theipr performance as

. vodying the model, In most cases the perception of our field
staff was that teachers' level of implementation was, in fact,
quite partial. Some of this discrepancy can be attributed to the
perennial difficulties both observers and implementors have
understanding what concrete examples can exemplify child develop-
ment model components, as they are most frequently stated in
terms of all-encompassing éoals. When confronted with this
dilemma observers may tend to be stricter as to how well compo-
nents are really implemented while, by contrast, teachers may be
looser as to what behaviors really "fit" into a model'é defini-
tion. However, only superficial persistence of the child
development médels may also be explained either-by sponsor's lack
of detalled énd concrete ideas for model implementation or, if
they had such ideas, their inability to successfully transmit
them to teachers. Implementation of these models was also
impaired by a general absence of concrete, definite expectations
for teachers and monitoring, if it existed at all, was of the most
infrequent and loose kind.

3. One site of Banx Street and one of Kansas are the
only sttes of 1U which retain full model implementation. 'By this
e mean Yhu' all companents are present to a high degree in all
classrooms and the teachers both know and refer often to Qhe model.

. Thrae observaticons seem important about these two
altes, Flreot, there are tws phenomena which differentiate these
sttes from 111 sthers, one dependent on the site, the pther on

the sponsor, In the case of both sites, teachers and parents as
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well as administrators see themselves as actively participating

and having a volce in the Initial decision to enter HSPV, and

they are now interested in the maintenance and expansion of the

model and enthuslastically train new teachers in {t.

Second, these two sites viewed the sponsor personnel
with whon they had contact as accepting of them ‘and as working
with them., The models, in turn, seemed extraordinarily respon-
sive to the sites' input, questions and requests. This was
unusual; cther sites experlienced their relationship to sponsors
differently: some as threatening, some neutrally, some as a
resource r.eeding "pushing" to "produce", and some as a transitory
influence with whom one interacted in a brief and cursory way.

- Third, these 2 sites of Kansas and Bank Street also
seemod an idéal match for their particular model. Though this
point deserves more attention than we can give it in this

papar, we wduld like to underscore both the rarity and importance

of the respect and mutuality that existed between these sites and

thelir models,

b, The site material Oregon produced was unique in our
stuly. During HOPV, Cregon reportedly had a high level of imple-
mentation In ane of the two sites we visited; in both sites,
howzvyor, Leachor reaction to the model was elther openly skepti-
2at, hostile, or at the least, ambivalent. We found this in no
otuier slte of no other mnd~l,

. Very fow model components per se were left. Though
Amicistrators In bhaene sites often talked of dropping the model

fnr philos~phleal or Uleoloistecal reanons, teachers expressed
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thelr difflculty with the model in terms of the pressure on
children and particularly Sn the Qay they themselves had been

treated by sponsor staff, ‘he most frequent references were'to

the model's concentration on teachers' classroom "errors" and the
nonreceptiveness of sponsor staff to teacher input or questions,
Interestingly, Oregon is the only example of model training tech-
niques which are contradictory to model tenants., While it
advocates positive reinforcement techniques in working with
children, according to site reports it appears to use negatiﬁe
reintorcement frequentiy in training teachers,

5. The professional behavior of teachers can be thought
of as a continupm where at one end one may possess the simplest
attributes of a teacher, and at the other an array of standards
and criteria for both classroom performance and professional
relationships. In some cases, HSPV brought teachers who had had
no group contact together for the first time during model train-
ing; - a practice which they incbrporated into their professional
schedules after HSPV. On the other hand, other sites adapted or
modified ldeas introduced by models: sequenced curriculum,
record=kaeping on children, or informal teacher-designed tests
for child progress. The noation that these are important aspects
of and standards for an educatinnal program can be attributed

cotn % models and Lo the experiment itcelf,

One can judpe these findings cnormously encouraging or

Atseourasinig depending on one's expectations for a 3 year effort




at educatlonal change: Theoretically, Planned Variatior offered
one of two kinds of services to sites: (1) mobile teacher traine

ing or (2) a more:continuous sort of ineservice training. Which

kind ~f service a site received depended hot only on what the
sponsor was rrepared to give, but also on what the site was
ready to receive. These two kinds of services imply dirrerenp
intentions and "readiness" to deliver a model oﬁ the part'of the
sponsor, which ideally should be matched to different levels of
functioning for teachers.

Teacher training institutions have traditionally been
~internally consistent, espousing one philosophy or belief sys-
tem, such as "open education." Their clients are usually
untrained teachers - that is, persons who have not devoted much
time to thinking about teaching or systematically planning for
it. A teacher-tralning orientation would have been the most
suitable one for most teachers in the Head Start sites we visited
since they uere lnexperienced because they were either new
teachers or paraprofessionats.

However, providing in-service training was a role more
approgrlate to most sponsors! capabilities. In-service is char-
acterized by tws features when it is suitably applied: (1) infre-
quent snoart term lcﬁrning sequences In the form of workshops
Insting a feu days and {2) an audlence o: tralned and/or experl-
cenmaed Leashers,  Dlonce moot sponsors were not prepared to brovlde
an ln-depth exjerience Lo sites, both by virtue of contract

restraints and alzo usually in terms ol their staff's lack of



familiarlity with preschool children and training issues, they

could only operate on an in-service basis.

It seems to us that to have any beneficial outcomcs, an
innovation must involve some, sort of assessment of site needs
and capabilities. Since an educational innovation is nearly
always a service program as well, one view is that it should be
located where it will be utilized to its fullest advantage.
Though it would have been relatively strightforward to assess the
gseneral needs of teachers at sites, it would have been much more
difficult to assess the capability of sponsors and models for a
successful match of needs and service. .

The changes most models sought to méke in Head Start
classrooms were ambitious at least on paper} In most cases,
teachers were required to make attitudinal and behavioral
changes. The training demands this placed on Planned Variation
were unus'1lly serious., For one. thing because Head Start has

served as a career ladder program and lts salaries are rarely, 1if
ever, ccmpetitive with other teaching jobs, teacher turnover has
been endemic to the program. A more long term or continuous
training offort than HSPV'S ray be necessary for this reason alone.
Moreover, aven without a turnover problem, the nature of teaching
itself ic a process we consider to require ongoing learning. The
conzept o8 a mobile training institution 1s probably not tﬁe most

affactive ansver to either lack of tralning or need for ongoing

teaining, Anobher objection ¢o this solutlon is the problems
created tor the staflfing and continuity of a "mobile" institu-
tion, dnly 2 small ponl of persons is available for and can

IRTE LR R



contlnually tolerate as much travel as HSPV required, We think
the development of a resource on sige for the purpose of continue
in7 tralning input would be more eff2ctive and cost beneficlal,

A basic question we must ‘aise here is whether HSPV
models provided any sort of suitabl} solution to training/educa-
tional problems. Our site materiallindicates that most models
were nelther well-developed nor conprehensive during HSPV. "Com-
pv?hens;Vw" ~e think, 1s defined bygwhether a model haé thought
throygh 1Ll the major teaching 183\’38, but not nepessarily by 1its
peagese s curriculum and strategigs to address each one., Anyone

*

wro hat spzent time in a classroom knows that numerous incidents -

irise ».:::h demand a response from: teachers and for which there is

n
M

otven . ready answer, While thes% specific incldents are end-
iv.s, t' .s possible for them to p; included or excluded from the
edizeat .- .1 system a teacher utilézes by a set of internally con-
siotent. -:tlonal principles. In ;ther words, a model needs to
explincit i, order the array of poténtial classroom occurrences
“ithln -4 system of priorities 1h order to fully provide educa-
Yi.mal ootustance to communltles:

The lack of model persistence we found in most sites

- mizvhy . crplalned by the prematdrity of HGPV, an lnadequate num-
P b “nodevoted to Lt, or parhaps even to teacher inadequacy.
oaecs o ool jt primarily reflects the capability of models
durle 7 = they were clearly developing and not “"complete,"
i~ &t

csht, we think one of the more important aspects of HSPV

tored - the devolopment of models themselves:  what

~11-
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