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FOREWORD

The materials in this document are part of a larger célleétion of reports
prepared by the Dissemination Program of the Northwest Regianal»Eéucatignalv
Laboratory (NWREL). They were produced as a result of a contract awéfdgﬁ by
tne Regional Program (RP) of the National Institutc of Educatinn (NIE),
Program for the Dissemination and Improvement of Practice. The Regional
P;ngam stimulates and supports mééhanisﬁs for improving educa.ional practice
and equity through fégioﬁal approaches. It emphasizes interagency
collaboration among decision makers in regions, . states, lecal school
districts, regional laboratories, féggagch and development centers, colleges
and universities and other educational organizations.

The Regional Program has developed a plan that calls for a set of
activities designed to focus organizational ieé@ur&és and capacitiez on NIE's
two goals of improving practice and increasing equity in schools. A major
component of the plan is a program that will fund a variety .of organizations;
wor king in}callabozaﬁian to undertake pfomising'a§proac§§s to practice

improvement. The activities carried out by NWREL were designed to pruvide
information and thinking that would be used by Regional Procgram staff in
designing this funding program, .

Under the NWREL contrackt, two seminars were held where RP staff and
selected practitioners together explored the issues related to organizational

collaboration for practice improvement. This resulted in the volume entitled

Seminar Procezdings.

Work was also done to provide a basis from research and from other
literature For further consideration of Regional Program issues. This

resulted in two volumes titled Commissioned Papers and Literature Review.
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The contract also resulted in a compilation of information about existing

interorganizational arrangements for improving educational practice. This

resulted in the volume titled Project Studies. The fifth volume attempte to
derive and pull together implications and conclusions f[rom all of these
activities and is titled Final Report.

Eacn of the aétiéitieé”éénéﬁggéd by NWREL was designed to exéiofe four
issues that the Regional Pfogfam believed were key to planning the new
program. These issues wera expressed as a series of questions related to ;he
outcomes of improvement of practice and increased equity, through the strategy
of supporting alternative forms of interoryanizational collahoration and to

the mechanism of working through intermediaries.  Although.these and other

~relevant questions have not been answered fully, a major step has been Etaken

through the “callabﬁfaﬁive;effarts“ project. This document is made available
EG.YOU for your own use and -tc help the Regional Program further understand
and clarify issues related to these general topics. We would appfe:iaté your
reactions to this document and to the others in this series. Your comments
will aséist us as we continue to develop and improve the Regional Program.

Thank you for your help.

David P. Mack, Regional Program
Team Leader for Development
National Institute of Education

W. B. Ellis, Assistant Director for
Regional Program '
National Institute of Education

1
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OVERVIEW

To explore potential new approaches to achieving the goals of improvement
of practice and increasing Equiﬁy, ;he Northwest Regional Educational
Lébératafy, in éoopetation with the National Institute of Education,
commissioned the writing of ten original papers. The writers--
representatives of the areas of theory, practice and action research, as well
as representatives of the NIE Regional Program's target groups of teachefS;
administtaﬁo:s; chief state school officers and sgha@1:boarés—»wafe'askeé to
take a position and then speculate about particular obstacles which
collaboratives and intermediaries might face in wofkiﬁg toward better practice
and gducaﬁicnal equity. The papers discuss the:

1. Egsential characteristics of interorganizational collahoratives
2. Nature of past and present efforts
3. Previous federal par*ieipation in school improvement

4. Implications and suggested strategies for future school improvement
projects : -

Three of ;hé authors look sgecifically at the role of the federal
government in schorl improvement from different viewpoints: fhe view of the
chief state school officer is presented by Anne Campbell, Nebraska
Commissioner of Education; the view of thersghécl superintendent by_Ruth Love,

Superintendent of Oakland Publie Schools; and the view of the building

~administrator by Samuel L. Wiliiamsi an elsmentary ptinsigal in Lauderhill,

Florida. Their conclusion is basically the same: federal support i

o

absolutely. essential; it has been accompanied by irritating and inhibiting
restrictions and paperwork; and in the balance, the result%ng advantages to

students far autweigh objectional requirements.



O

ERIC

Aruitoxt provided by Eic:

Five of the authors explore various facets of the linkages, mechanisms and
roles which make collaboration effective or ineffective in achieving goals. i
Rex Hagans, NWREL, and Henry M. Brickell, Policy Studies in Education,
Look at the nature of dissemination activities that work. Hagans specifically
examines how a network Of institutions which are developing a specific product

or products can effectively link with larger networks of common concern. He

suggests that by "nesting" a product development effort in networks which are

.geographically, issue and special-interest based, the success of dissemination

and improvement of practice can be enhanced.
Brickell suggests that "important" changes in education are mandated by

state and federal governments through court decisions, legislation and

-

heing left to Eﬁé discretion of educational QEQEessionais. He concludes that
the most effective dissemihatian change efforts involve a "classic one-two
punch"” of a "stinging mandate followed by powerful technical assistance.”

Looking at the ;élationshig between researchers and practitioners,
Terry Deal, Harvard School of Education, contrasts a productive relationship
with what actually exists. For effectiveilinkagé between research and
practice to occur, there needs to be a c@mmgnaiity of viewé, purposes and
goals. Actually, ﬁe contends, "the pathway to a useful linkage between the
two is blocked by the existing relationship, which is overwhelmed with
mistrust, conflict and tension."
of the paper by James M. Lipham, University of Wisconsin. He contends that a
major factor inhibiting effective change agentry is that too little attention
has been’giVEh to the relationship between principals and external
consultants, as well as to the_interactién'between teachefsgand principals in
school-based decision making. " . |

. | o

viiil
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Two of the authors--John Heflin, Portland State University, and
|
Dean Chavers, Bacone College—focus on qﬁesti@ns related to educaticnal equity.

Heflin makes three points-in particular. 1Eirst, it is important to
céneeptualiée equalitf of educational opportunity and its various dimensions
as a prereguisite for R&D efforts to improve ea&cati@nalﬂpfacticeg Second,
the educational R&D industry has not previously given high priority to the
educational equity concept. Third, a network of organizations for this
purpose should include civil rights advocacy organizations, research and
development organizations, state education agencies, teacher Drjgaﬁizatic}hs,
citizen advocacy a:ganizaéions and interméaiate education agencies.

Chavers proposes that the disaévantageé segments éf the society héﬁe
limited access and made little use of the present system beeause_theté are few
members of these segments involved in policy making, in agenda setting and in
gatekeeping in the educational system. "The disadvantaged are isolated from
the educational system by the lack of active involvement with the system in
some cases (social isolation), by geographic isolatiéﬁ in other cases, by
linguistic barriers in other cases, and by cultural differences in Stiil other
cases." |

Examining the problems in measuring educational improvement, Michael
Fullan, Ontario Institute for Studies in Education, concludes, "There are
specific possibilities for meaéuring the direct use of information and the
consequent imgactg However, where people are affected by their exposure to
Rég, but not in definable, uchavioral ways, serious groﬁléms of measurement
exist.”

These papers raise more complex guestions than they answer--but avétitical
step in préblem solution has been taken--the questions are raised. . .

Virginia Thompson, Director
Dissemination Program
Northwest Regional Educational

Laboratory
in . 1%




ACKNOWLEDGMENTS

Of the many individuals who have garticipaﬁeéiin the preparation of these
papers, special recognition is due to three groups of people.

First, there are a great many individuals who nominated t{tles and authors
for inclusion ir this impofﬁaﬁtuaétiviﬁyi The compressed timelines, budget
constraints 'and the focused nature of the papers necessitated a léb@fi@us
xseleetioh process. This assistance greatly aided in the selection of authors
and topics.

Second, the writersAchemseives deserve special recognition. The time

very short time period. We appreciate their willingness to work with us.

Third, many staff members of ﬁhe Northwest Regichal Educational Laboratotry
have contributed significantly to the preparation of this document. 1In
addition to staff members within the Dissemination Program who coordinated the
overall process of commissioning the papers, people in other support units of
the Eabaratotykgésisteé in the many tasks involved in the production of this
monograph.

The immeasurable ‘¢contributions of all of these individuals is gratefully

acknowledged.

o ? : . | ‘lgl.
ERIC

Aruitoxt provided by Eic:



Alternative Organizational Arrangements,
Educational Equity and School Improvement:
Issues and Prospects for Educatmnai Research
and Develepment

Dr. John F. Heflin, Graduate Pngram in SChQDl Administration, Portland State
University ‘ v .

It is important to conceptualize equality of educational opportunity and its various
dimensions as a prerequisite for R&D efforts to improve educational practice. At
this time, the educational R&D industry has not given high priority to the educational
equity concept. A network of organizations for this purpose should include civil
rights advocacy organizations, research and developinent organizations, state
education agencies, teacher organizations, citizen adv@cacy organlzatlons and
intermediate education agencies. : :

Key Points:

The R&D process may be conceptualized in four 'steprs or phases:
1. Research (basic and anplied)

2. Development/Synthesis of Research Findings

3. Fieid Testing/Validation

4. Dissemination/Instaliation

research has been conducted

Until we have a body of social/psychological scientific knowledge claims which
can be validated and disseminated, the educational R&D industry should give
strong consideration to conceptualizing alternative organizational arrangements as
experiments, .

Some research into the equity concept is needed before states and localities can
operationalize the many dimensions of equality of educational opportunity.

Recently there has been a re-examination of the assumption that equalizing financial
inputs effectively equalizes educational opportunity. This has led to thinking about
the output-concept, with people now demanding that schools shift from a passive
role of merely. ‘providing facilities’” to an affirmative role of previding effective
opportunity as measured by years of schooling completed and achievement as
measured by test scores.

During recent years most of the major breakthroughs in providing educational equity -
have come primarily from judicial and lagislative mandates.

For.various state agencies to implement mandates, they need the resources of the
legal sector and the educational R&D sector. Educational organizations such as

hF- reqanal Iauoratoﬂes and canters c.c:u’d pmv;de mvaluable technn:al aSSIstance

sDcxal SCIEntIStS Th|5 mformatmn wnuld pmvudp thg data need;d by state—;

‘education acnencies and sbecialists. 1






Teacher trammg mstltutmns can play a key role in assustmg state educatmn .
agencies in shaping programs and i mserwce training models. .
Other key urgamzatmns in an organizational col laborative are the local educatmn
association and citizen advccacy organizations. .

Intermediate education agencies are mcreasmgly important as service delivery
systems. :

Recommendations: Expanded Drgamzatloﬂal research is needed which prC}bes into the relationships
between orgahizations and their environments and organization relationships with
other organizations, With this kind of knowledge base, education planners.and-
problem solvers will be more capable of postulating optimum interorganizational
arrangements and the process for collaborative sponsorship. A key variable is )
the !ecision making autonomy of participating organizations. bom

o

£
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ALTERNATIVE ORGANIZATIONAL ARRANGEMENTS, EDUCATIONAL EQUITY
! AND SCHOOL IMPROVEMENT: ISSUES AND PROSPECTS FOR < .
o -EDUCATIDNAL RESEARCH AND DEVELOPMENT

" :
Dr. John F. Heflin, Graduate Program in School Administration,

Portland State University

" The purpose of this paper is to explore and analyze some of the key

=

L

_ 1ssues to be CDﬂEldEtEd in improving eéucat1cnal practice and.increasing

educational equity through alternative Q:ganizatianal-arréngements, The
paper is diviéed into four sections: sec 1 on one presents a brief

. ¥

Lnterpretatlan of the e&ucatlanal zeseafch and develapment PIDCESE, the

two: a ffamewazk for, analyzing interggve:nmental relationz in American

2

education with Suggestlans for interorga atio ,al collaboration is

. disausged in section threé; and section four pﬁésents brief summative
comments - dbout potential alternative organizational arrangements for the

improvement of educational practice.
. i

- Section I: Eéugatiénal Research and Débélcpment aﬁé School Improvement

During a pEElDd of approximately five years, 1965-70, the reglanal
eﬂucatlanal laboratories gfew from an 1dea of the Gardner mask Force into a

' viable educa;ion network f@r aééfessing many of the pressing problems in

. education. This achievement was made possible primarily through a program

. ) . Co A A . - +

Ity
"

1. Development, testing and installation of new’systems'af instruction

2. . Development of ‘curriculum materials
3. Development of organizational innovations (such as new e
adm;nistgatlve stru:tures) which facil1tate the adoption of new

4; Development of 5ystematigally developed and cérefully tested 7 '
approaches to equalizing educational opportunity :
; ﬁ ] B .
:\) | i ‘
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process

transition from the Lyndon B, Johnson administration to the
B. Nixon administration marked a period of renewed commitment to the

of educational research and development (R&D) and §ug§afting:

mechanisms to improve these processes; this commitment to educational

research and development was crystallized with the establishment of the

National Institute of Education (NIE) in 1972. Congress, in its. enabling

legislation, charged NIE. with the fespénsiﬁility to improve American

education through:’

1.
» Co2.

Strengthening the scientific and technological foundations of
education ' :

Advancing the practice of education as an art, science and
profession '

Building an éffectiv% educational research and develomment system ‘

Helping to solve or alleviate the problems and achieve the
objectives of American educationl

Given the program of the regional laboratories and development centé&rs

' . . e ; , g . < ——
and the mandate of the National Institute of Education outlined above, 1t 1s

appropriate to examine the basic R&D pfééesses by which these school

improvements will be realized. These R&D processes may be conceptualized in

four steps or phases:

Research (basic and applied)

Field Testing/Validation

Dissemination/Installation

It is rather obvious, but. bears repeating: there can be no

di

[

semination of validated educational processes and proauctsﬁuntil the

basic research has been conducted. This rather simple observation has, at

least in this authdr's opinion, some powerful implications for NIE's

O
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Aruitoxt provided by Eic:



O

ERIC

Aruitoxt provided by Eic:

programs or grants and .contracts for the 1980's. The major task of NIE and
the regional program can be reduced to the following pf@pésitigp:
When you use certain products with personnel who have received

training to act in these ways and under specified conditions,
you will achieve these results with these learners.

The above proposition summarizes the essence of the educational R&D

mission. But until we know more about the dynamics of the learning

2 %

characteristics of various learner populations, curricular interventions and

, : . , S \ . e
teacher student interactions, it is premature to place an undue amount of
faith in alternative organizational arrangements, Until we have a hody of

social/psychological scientific knowledge claims which can then be validated

and disseminated, the educational R&D industry should give strong

i

consideration to cénceptualizing élEthatiVéiOEQEniEaﬁianal arrangéments as
szEEimentsg A case in point is the way the RgD industry hés treated the
equity concept. Cénsegﬁualizatién of educational equityvis a critical
research and dévelépment task. But current USOE, NIE and reqiéﬁal

laboratory treatment of the concepts, policies and programs designed to

promote educational equity do not receive high priority. It is highly

doubtful that American eﬁu@atiﬁn will come to grips, in any meaningfuivway,
with program improvement until the concept of equality of educational
oppor tunity is céncéptualizéﬁ and systematically rescecarched and developed,

To that end, the next section of this paper explores and analvzes some of

the majur approaches to increasing equality in American education.

Section II: The Equity Concept and Educational R&D

"The regional laboratories and the National Institute of Education are on

record in supoort of the concept of equality of educational opportunity in
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their printed materials. According to one publication from NIE, the mission
is as"follows: - ; = '

The Naticnal Institute of Education (NIE) was established by
Congress on August 1, 1972, to support the policy of the United
States to provide to every person an equal opportunity to
receive an education of high quality regardless of race, color,
religion,” sex, national origin, or social class. While the.
Congress recoghizes that the dir~ction of education remains
primarily the responsibility of state and local governments, the
federal govermment has a clear responsibility to provide -
leadership in the conduct and support of scientific inquiry into
the education process.2 -~ 7 '

* - - -
-

‘Most American educators support the concept of equality of educational
opportunity, but ‘gaps remain in thke pronouncements of educational equity and
operationalizing the concept within buildings and classrooms.

It is this author's belief that there needs to be more research into the

-equity concept before states and localities can operationalize the many

dimensions of eéuality éf educaﬁiénal Qpp@:éﬁnity. Just as the federal
géVEfnﬁgnt has a pronounced policy on equality Qf,eéucatignal opportunity,
maﬁgrstaté govefnments and leocal séhgg; districts have’similé; policies on
the books. However, theée same stétés'éné SEhOél:ﬂistfiEté, witﬁ thei:'v
written pronouncements on eq;aLityvof eéucationél opportunity, continue to

violate 'standards of equity based ﬁp@n race, national gfigin; gex, religion,
age, handicap and ﬁa:ital status. Many school diSt}iEtS are not{gwéﬁe of
newly developed statutory and case law and, as a g@nsequehce, are gpéniéo
law suits for denial of equality of educational opportunity.

Shaula ghe regional program and NIE éieat to e#plare the equity concept

on a more systematic basis, it could begin by reviewlng the social science

literaturé, synthesizing the equity theories and shaping some propositions

. : : - /o
for future educational RsD. One finds that the equity concept abounds in

educational literature. But in recent years, as a result of developments in
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school lgk and scc1etal expectatlons difficulties have arlsen as educators
attempt to. reallge this Ameflcaﬂ ideal.

Sﬁéi@logisésg his;arically; have given a considerable amount of energy
tq-the study of schoo.i inequality. A géne:al ccnglasian:is that school

inequality is present in all conterporary societiws. One social scientist

has noted:

-».In the past, societies have differed greatly in their
attitudes to equality, but in the modern world it would be hard
indeed to find any society whose members are indifferent to the
problem . . . The USA and USSR alike justify their respective
systems by the argument that they provide the best opportunities
for real social equality. For the more backward societies, the
chief appeal of industrialization ig the promise it halds of
bringing inequality under control.3 :

Needless to say, there are differences between American and European
scholars in their approach to the study of equality. Europeans tend to
occupy themselves with the study of class in the Marxian tradition, while

American scholars focus on the broader issues of social stratification. It

should be noted there are also some differences hetween American scholars as

te whether SGCLal!ilaSS difference e ‘or race is the most powerful inéegenﬂent
vatiaélg im?aﬂting onbgécial appfessiép in America. That debate is the
subject of an ongoing discussion and cannot be treated indepth wighin the
scope of this paper. However, as federal, state aéd_la&al gove#nments come
to grips with oper-~tionalizing the EGﬂceétféf eguity, they will find the
race and social class ﬁebaﬁé to be .a regurgingxthémé. |

Let us now turn our attention from the social science conceptualization
to a :eéent U.5. Congressional study which provides a wealth of data for

specifying some of the clinical eontours of equality of ‘educational

opportunity. v ,



- On February 19, 1970, the U.S. Senate passed Senate Résolution 359 (91st
Congress), which reads as follows:

Whereas ‘the policy of the United States to assure every child,
regardless of color or national origin, an equal opportunity for
quality education has not been achieved in any section of the
country: Now, therefore, be it Resolved that a committee be
established to study the effectiveness of existing laws and’
policies in assuring equality of educational opportunity,
including policies of the United States with regard to
segregation on the grounds of race, color, or national origin,
whatever the origin or cause of such segregation and to examine

the extent to which policies are applied in all regions of the
United States.?

This U.S. Senate inquiry, ‘which lasted nearly three yéafs, sought,ﬁa,;ake
the connection between conceptualizations of educatiénaiJéquity and ptééesses
: aﬁd standards for implementation. Summoned before this{committeé were
stuﬂenés, parents, teachers, school administrators, social scientists,
acaﬂemic.égperts, foundation :ép:esentatives and government officiéls.
iﬁ Setﬁing the committee scope of inquiry, several recognized schélars :
were asked to provide testimany; Among the first witnesses to testify was
3 Eennéth Clark, professor of saeial;psychalogy at the City'UniVEESity‘éf New
York and Diféétcz of the Métrcpolitan Applied Reégareh Center. Eiark‘fér
years- has been one of the leaéing social seientists in the struggle to provide

equal educational opportunity. Moreover, he praviﬁeé:much of the

social-psychological research evidence for Thurgood Marshall and the NAACP

attorneys who argued -the Brown v. Topeka Board of Education case in 1954.
Clark’®s basic eohce;tualizaﬁian of equality of educational oépo:tunity may be
summarized as follows:

To separate them (Blacks) from others of similur age and
qualifications solely because of their race generates a feeling
of inferiority as to their status in the community that may
affect their hearts and minds in a way unlikely to ever be
undone. >

5 . 19
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According to Ciafk,_the social-psychological testimony submitted te the
u.s. Suprems Court included a seution whicn fooiised on the implivation of
sagregation for the majﬁzity students. However, for some reason, this section
was eliminated when the U.S. Supreme Court rendered its decision. Segregation
has negative consequences for majority group students because:

The culture permits and at times encourages them (Whites) to 7

direct their feelings of hostility and aggression against whole

groups of people, the members of which are perceived as weaker

than themselves. They ofte: develop patterns of quilt feelings,

rationalizations and other mechanisms which they must use to

protect themselves from recognizing the essential/injustice of

their uﬁreallstlc fears and hatreds for minority- groups 6

" The above statements fo:m the essence of Qlafk‘s testimony. A content

aﬂaly51s 1nd1catés that his message to the Senate Cgmmlttee was one of

};eseqrega ion and 1nteg:atlgn of American schools. And by accamplishihg

this objective of -equality of educational éppartunity (through

deéegtegatian), America might ultimataly achieve:the goal of Sgéiél.eguality.
In short, there éze two kinds of data for refinement énd :és;atéh
contained in Clark's testimony. Fifst,Aﬁhere is the abvious définitibn,éf
equality of educatianaﬁ'GPQOEtunity in terms of éhe;elimination of dual
school systems and raéiai isolation. A se cond kind of data is contained in
the section which offers.some pfqgésitiBhSAabéuﬁ the impact ef:ﬁu%l school

éystéms on majority QEGQp students. Th is line of sacialfpsy§hclcgizal

RA
'

testimony outlines the bhasic characteristics of racism and a "blaming the

victim" psyéhalégyg7 It is this author's econviction that until the

American education enterprise acknowledges and researches, systematically,

' the dynamics of the "blaming the victim" psychology, all the other learning

theories, instructional systems and curricula interventions will he rendered-

A meanlng ss. Hilliard asserts that educational psychology -does not have a

highly 6evelaped body of research on racism and its impact on learning for

L]
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both tﬁe'miﬁaziﬁy and majority Stuﬁents_a For the moment let us briefly
describe the "blaming the victim" concept and its basic dynamics. According
to Ryan, one way to introduce this psychological concept is by reviewing the
following coamedy sketch:

Twenty years ago, Zero Mostel used to do a sketch in which he

impersonated a Dixiecrat Senator conducting an investigaticn of

-the Origins of World War II. At the climax of the sketch, thes

Senator bocmed out, in an excruciating mixture of triumph and
suspicion, "What was Pearl Harbor doing in the Pacific?"?
. These. analytical processes are being applied daily to many of America's

-social problems, including education. Ryan suggests a reconsideration of

'the miseducated child in é slum school. The child is a victim. He is

blamed for his own education. According to many social-psychologists and:

" aducators, the cﬁild is said to contain within himself, the causes of his

inability to read and write well. The code word for this condition is
"cultural deprivation.” The child supposedly does not have books at home
and the parents do not read to the child at home. The child speaks a

dialect which is different from.the teacher. Teachers are said to have

i

difficulty in getting this type of chilad to sit in his seat. The

Qrcfessi’nal diagnosis is that the chiid isi“saéially deprived" and
éisadvaqtagéd'and this, of é@ursé,-acccunts for his failure EGAECHiEVé in
the school setting.lg

. Observe the thread of similarity th:augh@u£ the Clark testimony, the
Mostel sketch and théAglight of the %}um child. What are the conditions of
the social envifonﬁént in which the child attendé school? What is wrong

with the victim? Ryan suggests that in pursuing the "blaming the victim"

logic, "no one remembers to ask questions about the collapsing buildings and

torn textbooks; the frightened, insensitive teachers; the six additional

desks in the room; the blustering, frightened principals; the relentless

10
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segregation; the callous administrator; the irrelevant curriculum; the
bigoted or céwardly members of the school board; the insulting history hook;
the stingy taxpayers; the fairy tale readers; or the self-serving faculty of

the local teachers Eallége,?ll

The pt@fessiaﬁal prescriptioen encéuragés us to dwell on the shortcomings
of the student. Cultural deprivation pecamés a code word for a disaste:au%
condition of miseducation. éhis kind of social-psychological logic blames
ﬁﬁg victim. Any meaﬁingful attemgt to increase educational equity mus; come
to grips with the racism éescribeérby Clark and the "blamihg +he vietim"
psy.thology pfopoéeé by Ryan.

Now let us return éé the expert witnesses called before the U.S. Séna;ei

to shape the scope of the inquiry. Thomas Pettigrew, professor of social
& ; ’

relations at Harvard, testified that, in- his opinion, one of ;he essential
Eompénénts of equal educational opportunity for the Uﬁitéﬂ States is the
racial and saéialkélass integration of the nation's schools. He further
states tha;;éo¢ial science evidence formed the basis of this canclugion;lz

Another éxpeft witness, Uvaldo Palomares of the Human Development

‘Training Institute, provided testimony on the merits of teacher training and

cetrainin§ in the area of intergroup and igte:pe;sanal relationships. Eis
concern was that human relations traiﬁing in teécher preparation programs
has been left completely up to chance. His concluding remark was, "if
teachers weré.mare adequately prepared in this area, the teacher would
listen to the studenté more and be less prone to ignore them, their éeelings
and their needs."l3

Whereas, Pettigrew's testimony éssentialiy suppor ted that of Clark,
%glamafes suggests teacher attitude and teacher interpersonal competencies

are critical in any strategy to equalize educational opportunity.



Key among the remaining expert testimony was that of James Coleman who
was then professor of social relations at Johns Hopkins University

(currently at the University of Chicago). When asked to define equality of

based upon an analysis of American educational histcry.l4 The first is
based upon the idea of a common school, as compared to the elite, dual
systems of Europe. A second definition identifies inputs into the school

system. Principally, financial resources are seen as inputs. The third

effectiveness as opposed tc=mézely éfoviaing facilities;.this definiﬁi@n
:a%so faguses on the school and the schééling grogessés as opposed to
focusing ugénbthe shortcomings of the child. 1In short, this definition
shifﬁs the locus of the achievement p:ébiem to the édQcational insﬁitﬁtion
faﬁhe} than focusing totally on the child and a Elaming the viectim
psychology.

Further analysis of these conceptions of equality of educational
opportunity reveals two major challenges have been maée_on the first
dimension. Thzﬁgghout the écgtb and to some extent in the North and West,
there wéfe separate schools for Black Americans. This was a direct

- contradiction to the exprgssed ideal of quality of @pp@rﬁuhitf expressed in
American educational literature. The second challenge to the first
conception is based on the develagﬁent of unequal schools as a result of
socio~economic inte. .ation; this challenge has resulted in social
segregation inkeducatian as well as inequities iﬁ school Einanéingg

Prior to the Brown decision in 1954, American education operated under

the "separate but equal” doctrine established in Plessy v. Ferguson (1896).
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" standardized test scores.

In short, equality is seen tc exist for two racial populations if the

“financial expenditures for the average child in each of these two

populations is equal. This. perspective would, in principle, allow for
segregation based upon race or socio-eccnomic status. However, based upon

the FESénC movement faz:aceauntability, there has been a re-examination of

/
the{assumptign that equalizing financial inputs éffectively equalizéé
educational opportunity. This re-examination of the assuﬁgti@ns behind the
input concept has led to new thinking about the output definition. As a
school systems shift f:@m a passiﬁe role of merely "providing facilities"” ﬁg
an éffi:mative.t@le of providing effective apgartunity’as measured by
15 fhe current legislative mandates for ‘
performance or goal based é@Uﬂati@n are excellent examples of these new
accountability demands placed upon Ameriean gducatianai ingtituﬁions; And
it ié clear thaé during the current period of "steady state" economy in
education, this third conception will continue to gain in importance in the
design of éducaticnal programs; and there are gleaé imﬁlications for thé_
educational R&D cémmunityg |

This U.S. Senate ingquiry provides valuable definitional, conceptual,
empirical and clinical datavén the equity concept. Based upon the expert
vérigus dimensions of eqﬁality of educational opportunity. Dimensions of
equality of educational oppor tunity may be summarized as follows:
lgu The degree of racial sepazati@ﬁ
2. ;The level of resource inputs from the school system (the inputs

include financial resources in addition to requisite

social-psychological competencies and communication skills of the
teacher) '

13
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3. The level of input resources based uéén their effectiveness for
achievement A

4, Measures of stuééntﬁgutcgme variables (based upon standardized
achievement tests)

In summary, these four dimensions of equality of eéucationai oppértgniﬁy
will continue to shape frameworks for the education commuhity in fashioning
policies and programs ﬂesignea'ta increaseneéucatianal equity. Similarly,
it is é%&tical ghatithé educational R&D establishment address each of these
equity dimensions as a p;érequisitE'tQ massive efforts to structure

alternative organizational arrangements aimed at program improvement.

Section III: Conceptualizing and Defining the Characteristics

of Alternative Organizational Arrangements Within the

‘Context of the Equity Mandate
Social scientists have also been interested in organizations for some
time. During the past thirty years, efforts to understand the dynamiecs of.

organizations have increased rapidly. Efforts to document and specify

trends-in Q:ganizatiaﬁal_iehavio: are exemplified by Blau and Scott's Formal

Organizations: A Comgg;ativgﬁAppraagh,ls March and Simon's Organiza-

" Allison's Essence qﬁq@eeigionilg ‘These organizational studies generally

focus on aﬁganizatianal behavior in the private sector or policy making
within the federal government.

Although educational institutions m%ﬁ,be classified as "public" or-
"ronprofit” érganisations; it is likely that the prescriptions gleaned from
the research above cannot Eave a éirecﬁlappligatian to educational
organizations uﬁless_more is ‘known about the behavior of educaﬁional
institutions. - To ;hat end theré is a stream of research on educational

¢,20

érganizaﬁional behavior exemplified by Rogers' 110 Livingston Stree

Bailey and Mosher's ESEA: The Office of Education Administers avgag,zl

" 14
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Sarason's The Culture of the School and the PEEblemgpff@hgth;Ez Gross'

1

Implementation cfrlgnévatiog,ga Spiva's "An Exploratory Analysis of the

Galifgfnia State Board of Education and Its Policies Towards Racial

Isolation in the Schacls“24 and Heflin's "Implementation of School

Desegregation Policy: An Analysis of the California State Department of

Education Expg:iEnGEiﬁzs

These examples of research on educational institutions are evidence of

interest in educational @Eganigatigns and to a large degree, the findings

are consonant with the theoretical proposition advanced by March. This

oposition posits that educational institutions, to a 1eséer or greater ’
dégreeAshare the samé charactezistigs as other nglic instituticns:\ T
(1) educational goals and objectives are highly ambiguous; (2) the )
relationship between resource inputs (class size, teacher effort,
curr ‘culum, ete.) aqﬂ autguté (self-concept and academic achievement) are
not highly specified; and (3) these éfganigatigns function in envifo;menﬁs
of uncertainty. However, for this tbgpzy to be of maximum use to eéugatétsiv %
more research must be conducted on each of these Ehree dimensions of the
March theory. A majér_limiﬁatién of this strand of research is its primary
focus upon internal structure, functioning and pgrf@rﬁange of organizations ‘
and the behavior of groups and individuals the:éig_ The leading échécl of  3
thought for this strand of researéh isl"ée:isian making in organizations" or
"decision makiﬁg under ambiguiﬁg;“gﬁ Althéugh-th;re are variants upon
this anaiytic péraﬂigm (decision making), the primary research focus remains ]
internally oriented. Expgnded organizational research is needed which
probes into the relationships between organizations and their environments
and organization rélatiénsﬁigs with other arg%pizatians. With this kind of
knowledge base, education planners and pf@blé% solvers will be more capable

15
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of postulating optimum interorganizational azrangementsiénﬂ processes for
collaborative sponsorship.
Up to this point, we have suggested that @féanizatignal research with an

internal dynamics perspective prevails in the literature. New research is

but expanding b@éych literature is perhaps best exemplified by the work of

William Evan. He cites the following as some of the well known examples of

interorganizational dynamics:

1. Allocation of resources to public relations

3

2. Cooptation of personnel of environing organizations into leadership
positions in order to reduce the threat they might otherwise pose

3. Acquisition of and mE§§i%g with competitions

4. 'Use of espionage agéinst é@mgeﬁitérs

5. Recourse to liﬁigaﬁi@n, a;biﬁﬁaﬁi@ﬁ and mediation27

These and many Dther-inﬁérérgéﬁizati@nai'phEﬁanena'Ewait systematic

analysis ?y organization éﬁéctists- One way to agg:caéﬁ intéta:ganizaﬁional
phenomena is by examining the i:éle set" theory and applying it to '

. * - =
argapizaﬁicn se's. 5implifiéd,fthe role set consists of the total complex
:éles and relationships that the occupant of aﬁgiven status has as a result
of eccupying that status., A prime ;kamplé is the college professor who

intgracts not only with students, but also with other professors, -the head

of @he department, the dean of the school and occasionally the president or

members of the board of trustees.
Analagous to Merton's role set is what Evan calls the "organization

set." He merely substitutes the organization for individual status as the

‘primary unit of analysis. nymaking this simple substitution, it ié

possible to take an organization or a class of organizations or



organizations with similar or common task environments and trace the real or

ets ar

I

potential interorganizational networks. Conceptually, organization

Wi

mediated by:

[
n

1. The role sets of its boundary personnel

information

‘Hﬂl

2. The flow of

3. . The flow of products and services

4, The flow of personnélza

Obviously, there will be conflicting éeman§5 by members of the
organization set. Consequently, it would reégife that the convening
organization or the focal organization (target of Eﬁe cooperative services)
develop processes tor resolving potential E@nﬁligtS;

Whether this theory has any uéility remains to be seen; it would have to

be tested empirically. But Evan offers 5@mééplaugible hypotheses which

warrant consideration as ‘federal level interventions are initiated to
promote interorganizational arrangements. Key among Evan's hypotheses are:

1. The higher the concentration of input organizational resources; the
lower the degree of autonomy in decision making of the focal
organization.

2. The greater the size of the organization set, the lower the
decision making autonomy of the focal organization, provided that
some elements in the set form an uncooperative coalltlon that
controls resources essential to the functioning 5f the focal
organization, or provided that an uﬁéD@pertlve single member of the
set controls such resources.

3. The greater the degree of similarity of goals and functions between
the organization set and the focal organization, the greater the
amount of competition between them, and hence the lower the ‘degree
of decision making autonomy of the focal organization.

4. TThe greater the overlap in membership between the focal

' organizatien and the elements af its Set, thé lower the degree of

6éc1slon making autonomy. 29

the dependent variable

i

A key observation about the above hypotheses i

in the decision making autonomy of the focal organization. This
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observation, translated into layman's terms, is "how much control does the
focal crgéﬁization have to relinquish to receive the products and services
of the interorganizationa collaborative?" From Evan's decision making
hypotheses, a number of additional propostions m:y be géneraﬁej relative to
the conditions for optimum cooperation between the members of the
interorganizational collaborative.

Against this background of organizational theory and félateé hypotheses,
we now turn our attention to further exploration and examination of
interorganizational dynamics in education. Before exploring these dynamics
and speculating about optimum interorganizational arrangements, let ué
describe the normative structures in American education policy making’aﬁd
administration.

The National Institute of Education, according to this present RFP, is
expléting the possikilities of stimulating and‘suPporting alternative
educational organizational arrangements. However, NIE will have to operate
within an intefgovernmentai'Efamewo:k (see Figure I). NIE is an
organization which is funded by the U.S. Congress as the R&D arm of the U.S.
Department of Educatién; with the specific objective of improving the
educational services and products availabie to students in the 16,000 to
17QODD local. school districts. Because NIE's primary sefvice delivery
target a:ég is the local school district and because, as a federal agency,
it is subjectéé to COﬁgFeSSiOﬁal oversight authority, NIE will only be
allowed to support alternative teseé:ch and development activities which
fall within the feéeigl government's definition of legitimate education
related organizations. Stated differently, NIE wi}l be limitéd by Congress
as to the kinds of altérnative organizational arrangements it‘may s.upport.

Given this assertion, what kind of collaboratives can be structured?

E
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Figure I

Influences on Educational Policy Making in the United States

General
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Executive
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provides a point of departure to begin to speculate about

Matthew Miles in his paper, "Networking" outlines six "problem
According to his typology, these problem frames form alternative
purposes for interorganizational arrangemenés, The labels attached to these
frames are: (1) Eaékwardness/@bsolescence; (2) Inequity, (B)HStagna;ian,

(4) Isolation, Res ource Poverty, (5) Anomie and (6) Unshared Craft. TFor the

urposes of exploration, let us focus on the Inequity frame and relate it to

L]

=

Figure

Suppose a state legislature passed a statute prohibiting discrimination. in

f

rr

he

o]

all state supported e§U€atlanal organizations. The language

legislation is as follows:
al educational opportunity shall be provided to all students
the schools of this state. Lack of funds to provide services
for special student populations shall not constitute a valid
reason for nondelivery of services. These services shall be
delive feé independent of race, national arlgin, religion, sex,
handicap, marital status or age.

m [ v |
o uﬂ

The State Superintendent of Instruction and the Chancellor of
the State System of Higher Education are to conduct an
assessment of equality of educational opportunity within their
respective systems and report the findings of the assessments to
the next legislative assembly.

Given this scenario, a key phase in this far reaching legislative

mandate is the implementation process. What might be the role of NIE in

promoting equal educational opportunity? Althoﬁgh the R&D process is

mearﬁant and is very necessary to provide a knowledge base for improving

education, research will not have the immediate impact of the kind of

legislative mandate outlined above. Clearly, this mandate shifts the
"problem set" focus to the issue of equity (according to Miles). For this
legislative mandate to have broad impact, some very well planned

interorganizational arrangements will have to he formed.
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é@nsider the following implementation process. After passage of the
legislation, the administrative mandate then falls to the state education
agency and the Chief State School Officer to see that the legislative intent
is met in the K-12 sector. Then, the State System of Higher Education and
the State Chancellor will be chargéd with implementing the mandate at the
highér education level. |

Each'of these state executives will delegate this task te the

- appropriate unit within their respective organizations. This author's

experience suggests that the organizational administrators who are delegated
this responsibility will not havé any tfaining or ba%kground in
conceptualizing the educational equityvsgncept, nor will the unit personnel
have any experience in drafting implementation plans and establishing

taria 32

canpliance criteria. A common administrative response by state level

administzat@zs is to talk about the enormity of the task involved and the
chief executive officers are elected, tﬁéy will be most cautious in
designing monitoring and compliance plans to assess the degree to which
equal-eauzatianal opportunity is being provided to all the state's students.
Why héve we provided Ehis scenario? Why have we described a legislative
response to the equity concept? First, during recent years, most of the
major bféékthfogghs in providing educational equity have come primarily from

judicial and legislative mandates. Change, through educational R&D, moral

.convictions or educational leadership has not been that impressive. Second,

this scenario allows us to begin to synthesize the concepts, research,

- strategies and experience detailed in the foregoing sections of this paper.

For the various state agencies to implement the equity statute, in

spirit and intent, they will need the resources of the legal sector and the

-
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educational R&D sector in defining the various dimensions of equality of
educational opportunity. Consequently, an “organizatiéﬁ set" of the
relevant state education agency and a lawyer's organization or civil rights
organization comes to mind; the Lawyers Committee for Civil Rights Under the
Law or the National Association for the Advancement Of>COlOEéﬂ Péoplé or the
American Civil Liberties Union are prime examples. These organizations
could play a critical Fale because, unless the state education agency has a

highly progressive administration, the technologies for implementing the

equity concept will not be present.

Once the legal parameters of the educational equity mandate have been
pfobéd, the state Educatién agency will need assistance in shaping the
educational considerations involved in impleﬁenﬁiﬁg eéucationél equity at
the local school distriect level., Educational organizations such as the
regional laboratories and centers could provide invaluable technical

educators and social scientists such as Clark, Palomares, Pettigrew and

-Coleman discussed in Section II of this paper. This information would

provide the data needed by state education agency administrators and
specialists in going beyond the legislative mandate and the legal
requirements. It is at this point the teacher training institutions can

play a key role in assisting the state education agencies in shaping

programs and inservice training models to implement the equity concept.
Another key organization for consideration as a potential member of this

organizational collaborative is the local education. association. With the

advent of collective bargaining laws, the shift in power to the teachers

collective has become quite clear. As a direct result of collective

bargaining laws, school board and administrative, ﬁiscfetiénary decision

33



making has been altered significantly, Teacher organizations now use terms
such as "controlled leadership" when referring to board members and
administrators. Clearly, in administering new educational innovations at
the local level, one must calculate the reaction af the local teacher's
organization. Th=refore, it seems crucial that teacher organizations he
included in the collaborative netw@rki |
With the incorporation of mandated citizen participation components in
many federal categorical aid programs during the sixties and seventies,
parent and citizen participation in educational governance has become common-
place. As a result of this movement, it is imperative that citizen aﬁ§®eacv )
networking. This type.of éfganizatién can be classiéiéﬂ as other private
interests according to the typology in Figure I.
Intermediate education égencies (IEAS) do not appear on the chart
!(Figure I), but they are strategic and will become increasingly important in
the future as new service delivery systems are designéég fﬁAs are also in a
position to coordinate many of the alternative collaborative arrangements
explored in this paper. By definition, IEAs are regional organizations and
have the potential to support a wide range of "problem frames” suggested bv
Miles.

The preceding discussion has explored some possible organizational
arrangements for the delivery of services within the context of the equity
mandate. A number of organizaticnal arrangements are ?ossibleg A pilot
?hase would allow the organizations within the collabérative to work out
- arrangements and to provide feedback to the organizational broker. Once

this kind of feedback is ahtaiﬁédi the potential for designing more

affective interorganizational arrangements will be increased.

2%
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ection IV: Conclusion

_This paper has examined eléménts for cgnsiﬂeraticn in establishing
alternative organizational arrangements for improving educational practice
at the district level. The paper has stressed the importance of
:éncegtualizing equality of educational opportunity and its various
dimensions as a prerequisite for R&D efforts to improve educational practice.

Educational R&D is seen as an important activity for improving educational

practice. But the educational R&D industry has not given high priority to

‘the educational equity concept.

A brief review of the literature on organizational theory was introduced
for the purposes of establishing theoretical bases for analyzing
interorganizational relations. Next, a legislative scenario was created for

the purpose of speculating about possible internrganizational dyrgggcs

‘during implementation of a state government mandated statute designed to

promote equalitonE educational opportunity.

As a result of this exploration of potential "networking organizations,"
it was concluded that civil rights advocacy organizations, research and
dévglopmenﬁ organizations, staﬁé education agencies, teacher organizations,
citizen advocacy organizations and intermediate education agencies should be

considered for inclusion in ar interorganizational network.
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Ibid., pp. 72-76.
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An R&D Prospectus for Educationai Reform
Dr. Michael Fullan, Qntario Institute for Studies in Education

Research shows that we can have some confidence in identifying and assessing
the conditions which seem to be related to knowledge utilization (KU). But we
cannot prove with any caﬁfidence that KU is related to school improvement.

Key Points:

There are two main types of knnwledgﬂ utlhzatmn One refers to concrete knowl-
edge utilization applied to a pamcular problem and deriving from a specific pro-
ject. We may call this “"specific KU.”” The second, apparently the most frequent,
refers to diffuse or cumulative knowledge which serves to enlighten individuals.
Users become more aware and knowledgeable about a problem area, but do not
necessarily utilize information on a one to one basis. In fact, they may not use
information in any direct, observable behavioral way. It can be called
"‘enlightened KU.’’ '

it is clear that effective KU is much more than knowing something new, But it is
likely that R&D knowledge does not fead to a definable, specific action.

Some forms of use are specific and tied to one particular project; other use is
drawn from an array of programs, and still other use is diffuse. All types repre-
sent legitimate domains of enquiry into the potential impact of R&D.

We should not assume any ane, narrow definition of KU. In many instances, it
may be impossible tn assess R&D use, let alone its relationship to improvement.

At the very least, it is essential to recognize different types of use to explore
factors which may be related to use.

A number of factors go against knowledge utilization. In particular, existing
conditions in schools frequently inhibit KU — adopting change for symbolic or
political reasons, lack of administrative support, differential access to informa-
tion, infrequent interaction among school members and between school members
and externa! agencies.

Yihen KU does occur it is a result of access to information; decisions based on
identified needs or problems; administrative support; relevant, usable, understand-
able information at the orientation or adoption phase; and frequent interaction
among peers, between peers and externals during implementation. ‘

It can be inferred that at least three major sets of factors must occur together:

(1) the information must be of a certain quality, (2) the approach must be person
intensive, interactive and continuous and (3) the setting must possess or come

to possess characteristics of administrative support, peer interaction and problem
solving orientation,

KU fails to occur because it is infrequent for the quality of information, the
ap'praach and the setting to come together in mutually reinforcing ways.

There are also different types of users. There is a major distinction between

decision makers who.are potentlal adopters on behalf of others and users who

decide only fcsr themselves.



Recommendations:

28

More producers of R&D should do their work in partnership with practitioners.
Joint involvement in defining problems, development and determing applicability
-and usability of projects is needed.

R&D !inkers should develop a pian which screens information/programs as to the
relevance, demonstrability and usability of information, uses a person intensive
approach based on a deliberate plan to obtain administrative support and to pro-
vide resources and means for bringing users together on a continuous basis, and
selects and influences settings so that administrative support and user interaction
is established.

Should specific use be stressed or should broad enlightenment be the goal, The
two may not always be incompatible. Some claim that R&D cannot and should not
attempt to be definitive. Rather, it should stimulate, enlighten and probe the

complexities and sentradictions inherent in educational problems. The goal would
be to explore, brainstorm and expose users to a variety of information, rather than
attempting to get one specific program used. It is recommended the three aspects
of information, approach and setting be used to stimulate interaction around a
variety of information. The catalytic effect of KU would be the main purpose of
this approach.
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. AN R&D PROSPECTUS FOR EDUCATIONAL REFORM
Dr. Michael Fullan,
Ontario Institute for Ctudies in Education
The question of an R&D pzésgectus for educational reform presents

numerous dilemmas. 1In this ?ape: I will attempt to outline the main issues
in three sections. Section One addresses the question of "what is R&D
utilization and how does it relate to scpool im§:avemen€%“ In Section Two I
discuss the assumptions and Eagtors.whi;h cause or are related to R&D use;
In Section Three I discuss the implications for an R&D présgesﬁu;, and the‘

guestion of how to assess the impact of R&D.

Section I: What is R&D Utilization for Educational Reform?

Before examining the relationship between R&D and educational reform,
the prior question is "what is R&D utilization?"” The latter is éndrmausly
difficult to define, let alone plan for. It will not be possible to do
justice to all aspects of utilization, but it is usaeful to outline the_main
issues. Let us recognize at the outset that we are iﬁte:ested in knowledge
which comes from R&D and that which comes from experience based practice.
The main problems arise, however, when we move to ﬁhg definition of
g;ilization_ There seéem to be two main types of knowleéﬁe utilization (KU)
which have emerged in recent literature. One type refers to concrete KU
applied to a pa:ticulat problem and deriving from a specific project or set

of research projects. We may call this specific KU. Another type,

~apparently the more frequent, refers to diffuse or eumulativezknawleage

which serves to enlighten individuals. Users become more aware and
knowledgeable about a problem area, but do not necessarily utilize

information on a one to one basis. In fact, they may not use information in

any direct, observable behavioral way. We can refer to this type as
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enlightened KU. Same discussion of each of these types will demonstrate

their nature and validity and set the stage for Section Two.

‘There has been a good deal of research over the last five years which

anaiyzed-iﬁ sane depth the problem of Epeéiﬁic‘utili;atian in Ehg form of

specific éﬂuéééianal-innévatiéns Qﬁ}ﬁrégzamsi We are now in a gésitign to
summafize this Ebgw;édgé from tﬁeésasqallga "adoption and imgiéﬁenﬁatién-
;itgéatufgﬁ (see Berman and MgLé;ghlin, 1975, Fullan and Pomfret, 1977, an
Fullan 1980). S . L ;

is simply that a decision maxker or géééntial

* +

The meaning of adoption

user of a new idea or program decides to take it on.* Thus, deciding to

take on a new program for oneself or on behalf of bthers' is an important

form of knowledge utilization. While this is using knowledge and is of

direct interest to us in iEs’gwn‘zight, strictly speaking it is not
necessarily related to actual use in a behavioral sense. Research on

implementation has not only identified actual use as an open ‘question, but
aIso'sdégéstéa that ‘even direct use is not unidimensional. 1If we'ask the

A - &

guestian of what we mean by effective use or implementation, it-becomes

. readily apparent that several -things have to happen. ' For example, using a

sociological mcdeig Fullan (1979) suggested that there were at least five

_general dimensions of implementation, namely, changes in structure ot -

organization, in materials, in role/behavior, ip knowlédée and understandi
and in attitudes/values, The case was made that impleméntétian should be

i o e H
- i

. . _ . . I,
*I-do not discuss the 'causes' of factors in this section, but instead
conctentrate on laying out the dimensions; causal factors and implications
are taken up in Section Two.
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assessed in terms of whether all five aspects were "put into pfacﬁice“ or
were evident in situations of pu:gérted use. The observation was alsé maée
that undue emphasis had been placed on maEEEiais Ptaéuctién and delivery of
materials to the neglect of what people were aétéally supposed to do with
the materials in role/behavioral terms.

Leithwood (1278) also developed the idea of dimensions of use or
impleméﬁtaﬁiah in more curricular related terms, in effect, spelling out the
dimensions of implementation in more differentiated, curriculum specific

ways. In reviewing curriculum theory, research and practice, Leithwood

ol

(1978) identified eight distinct dimensions:

1. Platform images or global conceptions (beliefs and assumptions
underlying the curriculum)

2. Objectives
3. Student entry behaviors
4. Content
5. Instructional material
6. Teaéhing strategies
7., Learning experiences of students
- 8. Assessment tools and procedures
‘The main point is that even such a Seemingly'nartaw concern of actual

practice leads us to realize that use means several different things which

i

can vary independently. 1In other words, Enéwledge utilization vis-a-vis a

» new program means potential changes in one's conceptions of a particular

practice (i.e., new knowledge about the beliefs and assumptions underlying

the new practice), one's knowledge of new materials, one's teaching behavior
in terms of both direct teaching methods, and supporting diagnosis ar1i
planﬁing behaviors. It is clear that effective KU is much more than knowing

. scmeﬁhiﬁg new. Indeed, we could add to the complexity by drawing on Hall
. | # '
(&) ' : i .
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and Loucks' (1977) fesearéﬁ an;levels of use which ééménstrates.tﬁa% use can
vary from awareness to mechanical use to more soghigtiéatéé use. Thué; KU
can vary both by dimension and by level of use on Eégg‘éimEﬂSiOﬁ.
SéﬂféE"Wé’héééFbéén’talkiﬁg“abaut specific.pqugéts or programs leading
to endorsement or use. Of course, much R&D does ﬁﬁt come in the form af
adopting a single program, but rather as a series of ipfarmation about a
problem area (e.g., teaching of reading). 1In other words, théfelis a
vafiéty of information on % given topic. This information may ‘result in
SEECifié uée or mcre‘ffequenﬁly in knowledge which may be used in a number
of diffuse or hard tc measure ways. "Regarding the-former, potential uéers
may view a‘literat;re search on a given ﬁopiéf and decide to také specific
action, as in the Sieber ard Louis (lB?E);and Emrick (1977) evaluations
which I revievw in Sectign Two. More likely is that Rgb knowledge does not
lead to a definable, specific action. Weiss (1980) stresses that decision
makers use social science research cénﬁéptuallys
L%S%Tofunéerstand the background and\cantéxt of program operation,
stimulate review of policy, facus*attenti@n QnrﬂEQlEGtEd issues,
provide new understanding of the causes of social problens,
clarify their own thinking, reorder priorities, make sense of

what they have been doing, offer ideas for future directions,’

rethinking of taken-for-granted assumptions, justify actions,
support positions, persuade others, and provide a sense of how

[

n short, R&D may be used to enlighten complex issues even by showing

complexity and conflicting research findings (see especially, Lindblom and

Cochen, 1979 and‘Light, 1979). In this EESE,ERED‘S role is to stimulate
thinking and to have a long run cumulative impact on thinking and decisions.
Perhaps the best way to summarize the different meanings of KU is to

examine the two dimensions of source and use, as in the following table.

#



Table 1. Meanings of KU in R&D

Bource of R&D

Specific Project Research in a Problem -
Area

Specific Use - : I ] I1

Diffuse Uses ITI IV

Type I represents the traditional view of what research should be
doing. A specific project or program is used by a given user to solve a
particular problem. We have seen that Type I has two subaspects. One

version of specific use is an adoption decision around a given project; an

additional aspect gancé:ns the implemenﬁaticn behavior and t@inkiﬁémﬁhicﬂ
mayiér may not follow. Type Il occurs when a body of ‘R&D (not»one specific
‘project) is examined and leads to 5peeifié action on the part of a user.

»Fcz example, Fhe user may decide to try a given program as a result of being
expa;ed to many alter%ativés. Type III can occur when a sggcifié project
leads not to uﬁifo:m uge, but to a variety of thinking ané;éiffuse acti%ﬁi
Shipman (1974).én3133éd this phenomenaﬁ whéﬁ"stu§ying an Intéjfated Social
Studies Project. He'éancludeé that the project's “Satalytic effect” on a
variety of users may have beenﬁits most important effect. Similarly, Farrar
ﬂeé él; (1979) suggests that an evolutionary perspective may be the most
fruitful one for understanding the variety of effects of an Exéeriencé Based
‘Ca:ee: Eﬂucaéian pre gram and other similar programs. Under Type III,
projects are seen to have a mul;ituée of uses and consequences on people's
thinking ‘and action. Type 1V is similar to Tyée III in that the
consequences are diffuse and variegated, but the source is the body of R&D

oin a problem area, rather than one specific project (as in Type III).
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E . . ) -

In summary, all four types represent legitimate domains of inquiry into

the potential impact of R&D. It is'esgecially difficult and may be.

impossible to measure or aeterming the impact of R&D in Types III and 1V,
while these types may be the most frequent. :It should also be evident. that

the relationship of each type to school improvement is problematic to say

 the least. There is evenegzéa; éiffiéuity with relating Type I to

improvement, because so many variables affect educational outcomes.

~ Research on the other three types suffer the same problem, as well as many

additional ones. Type II has a variéty of different uses which would have

to be traced in any study of multiple users. Because multiple-users would

choogse different specific ideas from the same general body of R&D; one would

" difficult design and logistical task. Types III and IV present far greater

problems, because there are no specific uses to examine.

\ . :
Hel of this is to say that (1) we-should not assume any one, nharrow

definition of KU, (2) in many instances, it may be impossible to assess R&D

use, let alone its relationship to improvement and (3) at the vefy least, it
is essential to :géogniSEHAifferent types of use in order to explore factors
which may be related to use. :Statea another way, factors and précesses may
be different in each-of the four types. It is necesgsary to apprééch the
pféblem of R&D utilization by‘first :ealizing'that we are cansidesiﬁg a
multifaé;eé phenomenon. In Section 11, I téke'tgése ideas one step further,

by examining what we know about the causes of KU. -

Section II: A_ggmptigngﬁagd:§§§t§§§;3g;aﬁgﬂ to R&D Use
Instead of examining causes of each of the four types in separate
detail, I would like to identify several main .causes which seem to be basic

to KU. At the same time we can keep in mind that some of the specifics will



vary depending on whether we are talking about using'ggg specific program or

drawing knowledge from a research area in which numerous programs éxistiw:
To locate some common themes, let us sazutinizé some 1is£s of basie

causes of imé;ementatibn on KU wﬂich haQe been formulated by :Eviewe;s of

recent research on this topic.* Implications of the reviews will then be

identified. -

3eview:§f,ngiews,gpf;@g;éméngaﬁi§nfag§ Use

Howes and Quinn (1978) reviewed the applied ofgénisationaluchange
literature and suggested “ﬁ%e;ve strategic,vmaﬁipulable,Imanagézial change
levérs” (p. 71). They -divided the task into two phases--orientation (or

preparation) and implementation (or use). - This list is reproduced below.
A. Phase 1l: Set Up an Adequate Orientation Environment.
_ 1. Set aside enough time for an adegquate introductien to the
0 change : o
a. Identlfy what . w;ll be changed
‘b. Plan workshops, meetings and inservice seminars
2. Make the relative advantages. of the change easily visible
a. Package it so that it is easily understood, easily
- referenced and easily related to performance

3. Show organization members (users) that their efforts wlll be
suppor ted :
a. Identify, obtain and confirm avallablllty of support
services and resources._
4. Show members it will be easy to ‘institutionalize the change
and that it will be relatively nonthreatening afterward
a. Clarify the expectations of each member during and after
implementation : . ,
5. Show that immediate superiors accept and support the change
6. Clearly identify the roles and relationships of all who will
" be involved in the change process
- B. Phagse 2: Set Up Adequate Support Networks for the Implementation
" Effort g :
1. Produce and make supportive services avallable :
2. Set up formal training programs te develop members' roles
a, Provide inservice training, continuing workshops,
geminars, ete.
3. Encourage and reward the use of horizontal and vertical
commun;catién channels - .
5
*That is, I will do a brief review of reviews.
. 35
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4., Relax standard operating procedures ;n affected (ghanglng)
units

5.-. Integrate change agents, managers and members =
a. Provide frequent and individual contac®
6. Make sure members feel adequately involved o
a. Establish problem solving meetings and shared decision
making norms .

Emrick and Peterson (1978) carried out a Erass comparison of five major
change projects—-The Pilot State Dissemination Project (Sieber and Louis,.
1972, Fede:al Pfcg:ams Supperting Educational Change (Berman and
McLaughlln, 1975), Project Information Packages (Horst et al., 1975), The
TAG Study (six projects directed at facilitating change at the
School /Comaunity Level).

"Emrick and Peterson (1978) fé;mulated five majﬁrrguidelines: R

1. Meaningful change occurs as a process, not ds an event.

2. Directed personal intervention is by far the most potent technical
- support. resource, and may be a nécessafy condition for many forms
of utilizatien.

[iv]

3. Continuous personal particip .tion of the implementing staff i
needed to Firmly root énd-suﬁtain the utllizatian;

4. Aéministratéfs ozzupy a cris:’ -1 role in suppa:tlng the utilization
process.

5. Material resources at t.e "now to" level are needed, particularly
. for-utilizationa involving organizational or constructural change.

Fullan (lssba,leBOb) reviewing a larger body of literature separated
Eactc?s related to adopticn and those related to implementatiaﬁ; The
following tagles list these twé gate of faﬁtﬂfs.

Factors Asszociated with Aﬂépii@ﬂ: ) \%ﬁfgsﬁ

1. Existence éf Innovations | |

2. Access to information

'-3_ Advocacy from Central Administrators

4, f*Teaéher EtessurefSuppg:t

5. Consultants and Change Agents

'{, k’j




6. Q@mmunity'Pfessure)éugpo:t/épathy/@gggsitign
7. - Availability of Federal or Other Funds
8. 1NEW Central Legislation or Policy (Federal/?r@Qineial) -
9. Pfeélem Solving. Incentives for Adoption
10. Bureaucratic iﬁcéntives for Adoption
Factors Associated with Implementation:
A, Characteristi&é of the Change Effort
1. Thé.Adaption Deéiéion
2. Clarity

i

3. Cémplegity /
, VA
4, Implementation Strategies (resource support,’ training)
5. External/Internal Rélaticnships
ﬁ, . Characteristics of the Insyltuti@nal Setting
1. ﬁistéry afzinnévatife Attempts
2. Role of 'Central Adminiétratars,
3. Role of Princ iéal
4. Organizational Characteristics
5. Community Chéracteristics»s
The fééearch of Hall and colieagues (Hall, 19?5, Loucks and Hall, 1978)»
working with a-latge number of different inngvatians provides -another usefui
‘descoription of what change ié and how it occurs. Tﬁey list their main
assgmptians/finaings;aEMEQLLawgz
A, Changé/innévatién adoption:
1. P:acgés, not an avent
2. Made by indiviéuals Eirst,_then:institgtians-
! 3. Highly personal experience

4. Entails developmental growth in feelings and skills

37
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B. IntEEvEEEicns musﬁASe related to:
1.  The people first )
* 2. »Th% innovation second
They have EQEGif;eé thesé assumptions using two main dimensions--levels
of use ané;sfagés Qﬁ.éoﬁééfn; Essentially, Hallfet al. claim that Qse Gén

occur at a number of différent 1eyels, and that users have different

~concerns which vary among individuals at.any given time, and within the same

individpal over time. These dimensions and their time and space variabilitj
reinforce the idea that use is a process cécu;zing over a time period.
Weiss' (1980) research is of direct impcrtanée because she examined
individual pérceptiong of 155 decision make%s in mental healﬁh fields.
ihe:é aréAsé; =11m1ta§ians to the research in tha (li it is based on self
répﬁrts, (2) it ;s ﬁanfined to decision makers not users and (3) it is iﬁ
the E;eléfaf mental‘health not éducaéign; ThE'finéings{ howeve:, are
stimulative in thinking about ééﬁéationg':Weiss Eéunélfive ﬁaéiars related
to perceived use in relation to 50 research Eepgrtuabsﬁfaeﬁs which wezé read
bf.éil 155 respondents. The five factors were:
1. Perceived relevance : -
ziv Percei ed research quality
.3 Conformity to user's prior expectations
égv Action feasibility or éirectianr
5. . Challenge to‘the éﬁatus quo
Weiss' clalmé that users apply a "truth test" (research qual1ty/v alidity
ané/cf canﬁérﬁity with pfgvious knowledge and expectatlans), and a 'utiliﬁy

test“ (has action implications and/or challenges Eurrent pollcy) * Weiss

*The remaininq factor (relevance) was based on a single item, and was not
usea by Weiss on the truth and utility tests.
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-an interesting by product in their study of new schools. BAs an "incentive

contends that decision makers will use research which has positive values on

~the five dimensions, and that use "is a much broader and more diffuse

concept®™ than the “fesearchafesEpfoblem_s@lvingflitesature“ adopts. ‘Weiss
gtuéieﬁ "upper level" decision makers. For middle level management (e.g.,
school district and school administrators), Miles et al, (1978) discovered
to participate in the research the project offered matching Funds to the

participating schools to be used for consultant help. Miles et al.

" digcovered that not only did schools not take advantage of it, but they

refused even when specific offers were suggested. It seemed that school

"people were content with their oWn resources and that to involve outsiders

The research reviewed up to this point is directed at,éisseminatign;
iﬁplem3ﬂﬁationg etc. A final piece worth noting is a recent paper titled
"The Chastening of Educational Research" (MclLean, 1979). SimPly put, MecLean
éxamings specific research gntefprises and ;ﬂncluaés that research is most
uséful when it igfbaseé on intensive interaction between the researcher and

the teachers in the form of researchers and teachers as partners.

Themes iq'théwﬁgyjews

There aéé two main implications which I would like to consider: (1)
What are the main common themes? and (2) What are some 6iEEEEénces between
the types of use and types of users?

Thgmgéi- There are several common tﬁémes which should give us some.
confidence ﬁhat we know the :ﬂnditions'unaer which KU might occur (although
we will alsce realize H@w difficult it is to establish these conditions).

Fi:ét,‘a number of Eéctazs go against knowledge utilization. 1In

particular, existing conditions in school districts and schools frequently

19
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iphibit KUsfa§Q§tiﬁg change for symbélié or political (but not problem
solving)zreasaﬂsg not adopting change at all, lack of administrative |
support, differential access to inf@ima:iah; infrequent iSteraQEicn among .
séha@l members, and between school members and exte:nal_agenéiesg etec.
SgEOﬁég when KU does ocecur it is a result of access to information;
ﬁecisiéns based on identified needs atiprablems; administrative suppérﬁé
réievant, usable, understandable information at the orientation or adoption
phase; éﬁé frequent interaction among Peeis, between peers and externals
during imgléméntatiOﬁ.- In shert, people use R&D kﬁé@ledge when it is

pertinent, when they are oriented to solving problems, and when tha
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conditions and strategies employed facilitate (indeed, idsistion) regular
ongoing interaction, first at the orientation phase and especially during
implementation efforts, b

It can be inferred that at least three major sets of factors must occur
together: (1) the information ﬁust be of a certain quality (éiga,

relevance, applicébiliﬁy and understandability), (2) the,aggzéac@ must be

person intensive, interactive and gcntinuausgané;jB) the setting (éis;:ict,l
organization) imust possess or come to possess cha%aétésistics of admig%éE
t:a;iva support, peer interaction and problem sélving aﬁientatiﬂnix R&D
utilization usually fails to occlr because one or more of the three sets of
factorz is missing. §1;‘thfe§ mdst ocour fa: change to happen. The
existenéé of any one or two will not make mucﬁ.oE a difference, if the other
one(s) is missing. As McLean (1979:26) states: |
-8chools are overdetermined; that is, they are shaped by many

forces, more even than are necessary to make them the way they
are. Take away or change one force and nothing in a school may
change (emphasis in original).

v
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In sum, KU fails to occur because it is infrequent for the quality of
information, the approach and the setting to come together in mutually

reinforcing ways.

Types of Use and Users. I have just discussed common “themes.

Differences become important when ;e examine more élasely variations in
types of use and Eypes of -users. 1In Section I,'I proposed four types of
use. Some forms of use are specific and tied to one particular project,
other use is specific but is drawn from an array of programs, and still
other use is diffuse (i.e., KU for enlightenmént); The implications of
Ehesehvariaciaﬁs would have to be worked out according to the type which. is -
of interest. For example, KU of one specific project would be more focused
around a group of useré. using a relatively narrow set of information (not
to say simple set). Hall's (1578) work provides a good illustration of this
type. Whereas KU of a more diffuég or mgltiple optigné nature would focus
on how to work with a Gariétf of users each of whom (or many of whom) would
be iﬁtérésted in different prajééts. Sieber and ééuis' (1972) Pilot State
QiES%?ihaEiﬁﬁ Project and Emrick's (1977) NDH evaluation provide gagd‘
examples of this type.

In addition to different uses, there is also the variable of different

"o

ypes of users.. The one maj@t distincti@n I would suggest is betwgen
decision makers who aré poténtiél'aéaptérs of iﬁfafma;ion.éﬂ behalf of
others and users who deciéé on KU only for themselves. Thus éheré is a
major difference between planning for KU with decision maﬁerg who will
decide on a program for arwhale'éistfict, a SGhQ@l‘éﬁ some subgroup and
planning for KU directly with all users (e.g., directly with teachers). In
the former, the emphasis would be on gétéing a favorable initial decision,

but also, on attempting to influence followup implementation support
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- resources. In the latter, an attempt would be made to interest individual

users, and then provide followup. In eiﬁher case, person intensive followup

would be needed.

" Section IIT: R&D Prospectus and the Question of Assessment of Impact

The assumptions, themes and different uses and users already imply the

role of ReD, The details of any given specific role of R&D producer, -

linker’, étc. would have to be specified according to the particular problem,

project and setting. Stated another way, there is nd cne universal role for

RaD which can be stated. 1t .depends on which type of information (e.g.,

“Tproject vs. research area), which ReD personnel and users, and which setting

or settings are the foeii. To reiterate the major implications for an R&D
prospectus:
{1} More producers of R&D should do their work in partnership -
with practitioners. Joint involvement in defining
problems, develcpment and determining applicability and
usability of projects is needed.

However, most concerns with R&D use are dirécted at R&D that has already

occurred and was developed by others. There ‘are at least two different

. types. One refers to those cases where the R&D linker or disseminator is

dealing with one particular project; the other when the linker is dealing
’ , ¥ :
with entire research areas from which jmore than one potential idea or
. l : 7 -
pregram would be used by different users. in either case the R&D linkers

sh@ul6 6évela9 a plan which:

(2) Screens information/programs as to the relevance,
demonstrability and usability of information, uses a person
intensive apy ch based on a deliberate plan to obtain
administrative support and to provide resources and means
for bringing users together on a continuous basis, and

" selects and/or influences settings so that administrative
support and user interaction is established.

sod =
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More specific recommendations are contained in the twelve strategies
listed previously from Howes and Quinn (1978). Stallings (1979) provides
‘further evidence about what is needed for serious change in teacher behavior:

The total immersion of the sponsor in the field site over a
period of years was related to successfully changing teachers'
behavior in specified ways. The implication for inservice
training is that one=shot warksbapsra:éfnct as likely to bring
about behavioral changes as longer term interventions. If
school districts truly want to change the teaching patterns,
then a theory, practice and delivery system must be carefully
developed and monitored (Stallings, 1979:174).

(3) A third recommendation which runs somewhat: counter to (2)
raises the question of whether specific use should be
stressed or whether broad enlightenment should be the
goal. The two mMay not always be iﬁé@m@étible, but some
researchers (Lindblom and Cohen, 1979, and Weiss, 1980)
claim that R&D cannot and should not attempt to be
definitive. Rather, it should stimulate, enlighten and
probe the complexities and contradictions inherent in
educational problems. This approach would still use the
same general principles, but the goal would be to explore,
brainstorm and expose users tc a variety of information,
rather than attempting to get one specific program used.
Without confronting the zero—~sum possibilities of this
position, a third recommendation would be to use the three
aspects of information, approach and setting to stimulate
interaction around a variety of information., The catalytic
effect of KU would be the main purpose of this approach.

‘difference in school improvement. There are two parts of the problem.

First, the measurement of use aﬁd, second, the fglatianship between use and
impfévemént. Many researchers argue that we should be content to bring
about "use" of good ideas without necessarily getting into the tangle of how
it relates to improvement (see Charters and Jones, 1973). There are ways of
assessing use, same of them quite sophisticated. For example, if one is
levels of use as Hall et al. (1978) have done in assessing use among large

groups of usern. 1If the concern is with a general body of research and

multiple uses, it is again possible to assess frequency of use and guality

oy
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of use via interviews and questiaﬁnaifes (see Sieber and Louis, 1972). They.
found that teachers in districts with field agents recorded many more
instances of drawing on external information. ‘The extent and quality of use
of information could also be assessed ;E in the NTS (1978) and NLtwcrk
(1979) studies of dissemination utilization.

Even if we confine assessment to use, we run into major problems when
ltiple, diffuse and

50 m

consider the enlightenment arena. These uses are
ccncegtﬁal/cégﬁiﬁive it is literally imgassiblé "to prove" use. The best
that can be done is to interview or queséion users as to their satisfaction,
reports of inélugnce and so on. Knowledge of paftiéulaf-studies, programs,
Eihdings, eta. maf be the best surrogéte that something has happened. It
wgﬁld bex§§s$ible to compare people éxgégeé to different approaches as to

their knowledge of topics,

Lo T

indings, etc.. even though actual use is not
5ifec£1y measured.’ It shéulé be noted that this is not simply a
me;hédélagigal Prabiéﬁ of how to measure actual use, but.more a goﬁceptual
issue that knowledgzs may be taken‘én‘cggnitivelyabi conceptually wit@guﬁ
being able to trace it to direct appliecation. Clearly, the indirect ways of
assessing this would not be satisfactory to a hard nosed evaluator, but the
problem may be reflective of the real situation in which R&D knoﬁleége has a
broad, indirect effect through osmosis. The ﬁésk of measurement would be to-

iéehtigy those R&D efforts which do have such an influence, from -those that

do not. Amount of knowledge, reports of influence and indirect, unobtrusive

dge
measures may be the only way to assess those aspects of KU.

When we move to the question of improvement, we encounter even morce
difficulties. If we are assessing a specific project, it is possible to

L

relate quality or extent of use to some outcome measure (e.g.,

achievement). 1t is impossible to relate the more g&néfal or multiple use

4
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phenomena to school improvement in any student achievement sense. Perhaps
the best approach is to define improvement as changes in the capacity of the
organization and iser (e.g., greater knowledge, more involved process,

greater seeking of isformation, etc.), as well as changes in the client

(e.g., student achievement).- Tn this way changes in capacity (greater

knowledge, more effective pEﬁEESS, eté,) could be assessed in the more

]

d.ffuse efforts, as well as in specific programs (which could also assess -

impact on achievement).
i .

One of the basic ways of determining the success of RsD efforts is to

assoss whether thé theﬁes éf’ggD utilization are instélleéT”,Thus, a given
R&D gtilizatign project could Ee éssessed in termsl@waheﬁher!it p}@duced
the information, approval éﬁd Setting;chazactéﬁéﬁics which were conducive to
KU (see also Howes anékguinn;slz ga}nt Ehgcklisﬁ reported earlier).

In conclusion, research does show that we can haye some confidence in

identifying and assessing the conditions which seem _to be related to KU,

But, as with so many educational iséues, we cannhot érove with any confidence
’ - f‘ % .

that KU it related to school improvement. Many would be satisfied with
establishing the former (conditions for KU) while proving the latter (the

felati@nship of KU to improvement) may be an impossible demand for the vast

majority of the R&D. field. e
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Back to Basics in Eduiaucpﬁaﬂ DiSSéi”‘lii’i tion

Dr. Henry M. Brickell, Policy. Studies in Education, New York City

The chain of local, state and federal government ager\éies (LEAs, SEAs and FEASs)
connected by authority relationships use authority as the cheapest, fastest, most
reliable means of disseminating significant changes in professional practice. All
other organizations engaged in dissemination have no authority over public schools,
and are left to disseminating relatively insignificant innovations.

Key Points: Public schools are government agencies; to change a school is to change a govern-

ment agency. To change local schools, it may be. ‘necessary to change state gov-
ernment. State government agencies are governed, in part, by federal government
agencies (60 percent of all state agency emplcyees are paid by federal funds and
spend their time monitoring federally-supported programs in the local schools).

What is most likely to influence student learning is ‘‘the opportunity to learn’’
rather than the “‘technique of teaching.’”” Changes in the nature of the ‘‘opportunity
to learn'* result from mandates from higher authority (government); changes in the
nature of ‘‘teaching techniques’* are disseminated through weaker, less effective -
means and are optional, : :

State agencies — legislatures, courts, state boards of education and state educa-
tion departments — use their authority (by law, court order or regulation) to mandate
professional practice in local schogl districts. They determine preparation pro-
grams for teachers, teacher qualifications, subjects to be taught, minimum compe-
tencies for promotion or graduation, etc. On the other hand, they say little or
nothing about how teachers will teach. Changes in methods of ieaching are left

to other, less effective means of dissemination.

Federal agencies — courts, Congress and administrative agencies — similarly man-
date changes in professional practice for one particular population of students —
minorities. 'The .federal government has begun to do for minority students what

- state agencies do for majority students.

\..ere is a clear and distinct difference between the changes in professional prac-
tice disseminated by federal mandate and the changes in professionai practice
disseminated by such activities as ERIC and the National Diffusion Network. The
first are central enough to be mandatory; the second are marginal enough to be
optional.

" Local, state and federal governments treat school personnel !ike bureaucrats when

disseminating important changes in professional practice and treat them like pro-

- fessionals when disseminating unimpgrtant changes .in professional practice.

Technical assistance is always most effective in the wake of mandates. Mandates

make the market for technical assistance. The classic one-two punch of a champ-

. ion disseminator is a ';-tmgmg mandate followed by a powerful technical assist.

Recommendations:

The reasamnq of this paper would lead to the followmg logical ronclusmn
49




The federal government should stéy out of dissemination unless it has an innova-
tion important enough to mandate.

Those important innovations ought.to be mandated through the usual legislative or
judicial or administrative mechanisms. - They ought to be supplemented by

demonstrations, training and technical assistance.

Beyond that, the federal government ought to dedicate its school improvement
labors to research and development. And leaverthe fruits of its labors to the
mnon-government organizations — publishers, professional associations, .
intermediate school districts, and others who traffic in the optional. .

- .
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BACK TDBASI(‘Z‘S 1IN FDUCATIONAL DISSEMINATION
Dr. Henry H.:BEinéll; golicy Studies in Education,
Mew York Clity
Dissemination is the deliberate spreading of forms of professional

practice. That definition is not limited to spreading infermation about
those new chms of practice; it encompasses every act needéd to Spféaé the
ptactices, And the definition is not limited to nasw forms of inst:ucﬁibnal
practice; it eﬁcﬁmpasses every aspect of professional praétice: aéminist:ai;

tion, community relations, transportation, construction, maintenance,

. finances, .school personnel issues, student issues and the curriculum, as

well as instruction. w

This papsr is limited to a discussianlaﬁ the spreaéinﬁ‘éf new forms of
professional practice in”?ublic eleméntary and secondary schools, given: the
fact that there are significant differences between them and private
schools, ptépgietafy schools, colleges and unive;sitiés aﬁdAthe many

institutions such as libraries and museums which provide aduit education.

Back to Basics

80 much of the literature dealiﬁg with aissemiﬁati@ﬁ in the past decads,
it gseems to me, has become jargon ridden épd involuted, dealing with
phenamena that are marginal if not éSQEErici that I want to gé back to the
fundamentals of changing pfofes%iaﬁal gractice‘iﬁ public elementary and
secondary schoois and look at the whole matter. I have tFiea to brush the
cobwebs of the éiéseminatian 1ité:aﬁu:e from ﬁy mind andifafqet the

vocabulary of the field. I have tried to approach the topic as a civillan

rather than as-a dissemination spéciélistg On rereading the paper, I £ind

myself surprised by what it says. So may the reader.

51
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éhanging the Government

Public schools are government agencies_ To change a school is to change .
a government agency. |

Moreover, local public schools are local government. agencies governed by
state government agencies. To change the local government, it may be
necessary to changs the state gavernmenéi Conversely, cnanging the state
government méy change the local government.

State government agencies are governed, in part, by federal government
agencies. (Gné can protest thét the federal education government does not

govern the state education government; but one can meet that protest by

paid by federal funds and sgeﬁé their time monitoring federally supported
programs in the local schools.) ‘To change the state government, it may be
nézéssafy to change the federal government. Conversely, changing the

federal government may change the state government. .

Changing What Matters

WhaE is most likely to influence student l,afniné is the opportunity to
learn tathef than the technique cf.teachingi Simply put, what is taught is
more important than how it is taught. Whether American hiét@;y is taught
has far more to do with whether students learn American history than how it
is taught. No variation in teaching technique can make up. for thé absence

)

of American history from the curriculum or improve student learning

- appreciably if it is present in the curriculum.

Of course, children have different personal characteristics (espééiglly
intelligence) which have a primary effect on how much they learn. This .is
what leads school people to say that if the children are bright, they will

learn no matter how they are taught.

v
ra
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Similarily, teachers have different personal characteristics (especially
intelligence, charisma, affection for children) which have a primary effect
on how well they teaéﬁ_ This is what leads school people to say that good
teachers are good teachers, regardless of the teaching methods they use in
their classes.

i

And these critical différenéég

i

n children and differences in teachers

-

./
=

are what lead researchers to discover little if any significant difference

between various teaching methods. Thus, the oppertunity to learn is what

matters.

Since that is what matters, changes in the nature of the opportunity to
learﬁ are disseminated by mandate from a higher authgtity and are required,
while changes in the ﬁatﬁ:; of teaching techniques are disseminated th?@ugb
weaker,; less effective means and are optional. Thoze higher authorities can
be located in the executive, legislative or judiciél branches of gavézﬁmeqt
at the Eédeiéi; Stateﬁof local level, and their mandates é%e the chéapesti

£

] e . , , .
fastest, most reliable way to change government agencies (like local school

]

districts) or the behavior of government employees, (like local- tzachers).
Mé:éave:, mandateé charges in the nature of the opportunity touch all
teachers in all affected grades and/or subjéctg at the same timé;because
those changes are deemed important; that is, the éygtem isrchangeé_ In
contrast, optional changes infteaching methods are frequently offered to
indiviéuaL'ﬁééghers who volunteer tg learn them, beﬁause it makes relatively
less difference if those techniques are changed. That is why institutional

mandates deal with the what rather than the héw of teaching.

Local Changes That Matter. Boards af>é§ugation, school district
administrators and school building principals use whatever discretion is

left to them by s..te and federal governments to structure and to modify

[
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learning opportunities, but not teaching technigques. That is, they
determine which teachers to hire, which courses to teach, which books and
equipment to purchase, how long students will study each subject, which
grades to house in which buildings, which extracurricular activities to
provide, which students to assign to which teachers, how much to spend per
pupil and so on, |

On the Gtgér hand, they do not determine whether teachers will lacture
ar éiszuss} whether instrucstion will be deductive or inductive, whether
concepts and skills will be taught through Eilms as well as through books,
what psychological climate will be in the classr@gmsf how teachers will
grade students and s6 on. Changes in teaching methods are left to other,
less eEEecEivé methods of dissemination aﬁﬂ as options to be exercised by
individual teachers.

State Changes That Matter. State legislatures, state courts, state

boards of education and state education departments use the very
considerable authority left to them by the federal gévefﬁment to mandate--by
law, court order or regulation--professional practice in local school
districts, They determine preparation programs for teachers, qualifications
of teachers, subjects to be taught, time allocations for subjects, uniform
tests to be used, minimum competencies for promotion or graduation, the ages
of school attendance, the minimum amount to be séent on each pupil and so on.
On the other hand, they say little or nothing about how teachers will
teach. Changes in methods nf teaching are left to other, less effective

means of dissemination and to the discretion of individual teachers.

Federzl Changes That Matter. The courts, the Congress and
administrative agencies such as the Department of Fducation and the
Department of Labor mandate changes in professional practice for one

I1
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particular population of students which has been singl=d ocut for special
federal attention: the minority. The federal governm:nt =as begun to do
for minority students what state education departments do¢ for majority
students. The reason for this is that minority populations. failinss tc get
what they feel they want from local and state g@vefnmeﬁtz, turn to the
federal government to =nforce their egual rights under the Consitution.
Schools are particularly vulnerable to federal mandates because tiiey are
government agencies required by the C@nstitutién to provide equal protection
for all. |

To guarantee minority students the opportunities they require for

. learning--sometimes very special opportunities--the federal government

mandates the nature of those opportunities. The changes in professional
practice necessary to supply those special oppéttun{ties include the

ﬂeseqregatién of schools, the inclusion of vocational courses and bilingual
instruction, the egquitable treatment of the ser s, the development of
individual educational plans for the handicapped and so on. The students
seleéted for federal attention include those of minority races, those
speaking ﬁin@rity languages, women (a psychological rather than, statistical
minority), the handicapped; the poor and those studying v@cati;nal
subjects., The first minority to attract federal attention, and the one for
which the federal government has become the de facto state education
department and the de facto local hoard af;educaﬁi@n, is the Native
American. Thus, the Native American eﬁjays the ultimate in federal mandates
in schools operated by the Bureay of Indian Affairs.

There is a clear and distinct difference between the changes in
professional practice disseminéted by federal mandate--for axample, blacE

and white children going to school together--and the changes in professional
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practice disseminated by ERIC and the National Diffusion Network--for
example, career education as practiced in Akron, Ohio. The first are
central enough to be mandatory; the second are marginal enough to be

optional,

Mandates for BQ?gaug:a;s and Options for Professionals
It has Qééen beén noted that public school personnel, as professionals

working inﬂbuzeaucraﬁic organizations, are somewhat like professionals and
somewnat like bureaucrats. Laﬁai, state and federal égvernments treat
school personnel like bureaucrats when disseminaﬁing important changes in
professional practice and treat them like professionhals when disseminating
unimpcttant changes in professional practice. 'That is, school personnel are
treated like bureaucra?i: functionaries when government agencies establish
the length of the school year, length of the school day and length of the
high school class period, for example. Individual teachers and
administrators are given no discretion Qhatever about such matters. On the
other hand, they are treated like independent professionals and are given
'onsiderable discretion, for example, in establishing a psychological
climate in the schools and in choosing methods of teaching. The reason for
this difference, to repeat, is that the length of instruction determines the
opportunity to learn while the technique of instruction constitutes a minor

change in that opportunity. .

Role Differences Among Agencies and Organizations
The chain of local, state and federal government agencies (LEAs, SEAs
and FEAs) connected by authority relationships use authority as the

in professional practice. That is, if the changes in professional practice
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are significant, local, state and federal government agencies require them
rather than leave them to the option of individual adminstrators and

All other organizations engaged in disseminating professional
practice--the professional associations, the colleges and universities, the
intermediate education agencies (created to replace the once authoritative
research and development centers and regional educational laboratories, the

voluntary clusters of schools such as accrediting associations and school

i)

tudy councils and the publishers--have no authority over public elementary
and secondary schools. Because Significant changes in professional practice
are always disseminated by gévernﬁent mandate, the nongovernment
organizations are left to traffic'in the remaining innovations, which are
telatively insignificant. That is, the power of the remaining innovations
to produce changes in learning is marginal. Thus, they can reasonably be
left to the option of local school ﬂist:}cts, Schaai buildings and
individual school personnel. Thus, nongovernment organizations cué@cmafily
deal with teachers and administrators as individual professionals rather
than as sets of bureaucrats, This i3 the primary reason for the inabiliE;
of such organizations to bring about major changes in professional practice,
which can only be accomplished through the use of authority since
professionals in government agencies exercise and respond to authority. I%
follows that the schools can and do effectively resist or simpiﬁ ignore the

bulk of the innovations purveyed by those nongovernment organizations.

The Champion Disseminators

The most powerful and effective federal disseminators are the

mandators--not those officially designated as "disseminators." That is, the
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Federal courts, the Congress and the bureaucrats who fill the pages of

‘ederal Register produce more changes in professional practice than the

the

]
Lo ]

dissemination specialists, 1In the 1950s, the Ccirt in Brown vs. Topzka made

more changes than National Defense Education Act (NDEA), Physical Sciences
Study Council (P53C), School Mathematics Study Gfoup (SM5G), Biological
Sciences Curriculum Study (BSCS), Chemical Education Materials studyk(CHEM),
Chemical Bond Approach (CBA) dissemination activities combined--powerful
though those were, 1In the 1960s, the mandates of ESEA Title I made more
changes than the options of ESEA Title III. In the 1970s, the mandates of
the Vocational Educatiéﬂgict {VEA) Amendments, the LauAée:isi@n, the
Education for All Handicapped Act and the Youth Employment Demonstration

2=

Projects Act dominated the federal dissemination scerne.

Technical Assistance Along with the Mandates

To take a different example, the mandated earmarking of VEA Part D funds

for the dissemination of Experience Based Career Education (¥BCE) did more

to spread EBCE than all. the dissemination activities combined, so far as I
can judge. T will grant that the aggressive technical assistance activities

Technical azsistance is élways most effective in the wake of mandates.
S0 ic is for thg éeseg:agaﬁién and bili;gual Eechnical‘éssigtance centers.
Mandates make the market for technical assistance. Technical assistance for
edqca;ianal chénge is hard to sell in the absence of mandates. The classic
one-two punch of a champion disseminator is a stinging mandate followed up
by a powerful technical assist,

Return to the example of EBCE. Four career education models were

. e

created in 1971: Model I School-Based, Model TI Employer=Based, Model III

Home-Based and Movel IV Rural-Residential. Only one of them had the benefit
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of a mandate (coupled with skillful technical assistance) during its
dis&eminatién; Model II EBCE from VEA Part D. And EBCE is the only model
that spread and is alive and well today (és orginally-conceived).

And by Lagiéalwsgﬁghsignﬁlf. .

p

Extending this line of thinking leads directly to the ccnclusion that

3

what the federal government shculd do about dissemination is to zreate a
national pool of feééfaliy=apprévej innovations in teaching method, a

national cadre of federally-paid dissemination speciaiists stationed in

-

each state, a federally-paid cadre of innovation trainers stationed in
the school districts where they developed their innovaztions and a network
for the voluntary movement of those innovations into lecal schools

without benefit of mandates.
L

Hardly. That is not the 1ggicél extensign"of the reasoning in this
paper. Mor is the networking of feéerally-sugPOEtéé 1abs{ané‘centers to
pool their innovations and promote the voluntary mééeménﬁ of those
innovations into local schools without benefit of mandates.

No. I am afraid that the exténsionﬁof the thinking in éhis paper

leads to an entirely different logical conclusion. Something like this:

The federal government should stay out of dissemination
unless it has an innovation importan’' enough to mandate.
The innovation might come .rom anywhere. It might be: -

o An innovation created thcough a simple shift in
social philo-ophy (for example, a new social’
decision that young adults will have to be in
school or ‘at work or in work-study programs or . in
the military to keep our society productive).

An innovation created by a lab or center or some
other federal contractor (for example, a simple,
cheap, reliable new way of tracing vocational
education graduates).

[e

o} An innoﬁation_créatéé by a local school dis?ricﬁ'
{for example, an acceptable new.way of writing
’ parantal obligations firmly into each IEP).
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Those importa:: innovations ought' %o be manéatea_thfough
the usual legislative or judicial or administrative
mechanisms. And chey ought to be supplemented by

demonstrations, trainlng and technical assistance.

u

Beyond thati the federal gévernmeﬁﬁ=éught to dedicate its

'school improvement labors to research and development. And

leaves the Erult of its labors to the nongovernment

»argaﬁlgatlcns——gubllshezs, professional associations,

intermediate school districts and othe:s who traffic in the
optional.

¢
[

I think that i_néw’uﬁﬂersﬁghﬁ the federal government's current problem.

Resgag;h Adcesn't change éghéalé fast~enough to

X PR
%,

suit Congress or the .schools

,,,,,, .+ 50 the federal eaucatlan age cies cannot just do research.

~ Development doe€sn't change the s¢hcgls because thev won't aéapt:

they cnly

invint or pezhaps adapt. Besides, cur- xfulum development mlght spawn

= o= €

another MACOS. . And the publish%ré are la:gély;o§posed to federal curricula

Lo

and

1
3 #

materials anyway. So the FEAs cannot just do

many already) and inBervice training is weak and lacks political agpeal;

That leaves nothing for' the FEAs to ¢w except for diss m1nat10n and

-technical assistance,

research and deve

road and offer

which are attractive because they get the federal
lopment, off the shelves and the locai i~ o>vations on the

immediate, politically popular help to local schools,

That logic leads to ERIC, PIPs, NBLP, NDN and RDX. But they float,.

: , - L . N A
disconnected from the federal/state/local authority line along which

s

significante new programs move *into’ local schools. And, aczording to the

logic of this paper, they might not ever have been invented and.would not he

greatly missed.



C‘hange Agentry and School Impmvement
The Principal’s Role

- James M. Lipham, Professor of Educational Admmlstratncm University Df Wisconsin-
Madison
Ultimately, an educational- change can result in school improvement only if the
human resources in_the local school are adequate for bringing about change: The
principal‘s role as & change agent is crucial in this process,

Key Pums. Nﬁ change of any education 5|gn|f|canc:e can be lmplemented in a school without
‘the understanding, involvement and support of the principal. .. QO

As an agent of change, a principal carries out the functions of
Goal and policy setting
Program development
Qrganiza’tional cegrdination

Llalson Wlth other groups
Assessment of effectiveness and efficiency

The principal also must give attention to the substantive content of é"propased
chaﬁge_

tralnlng, |rnplernent|ng and evaluatmg

Research studies on the principal’s role have shown:
Leadership behavior is a powerful factor in adoption and institutionalization.
" Quality of leéadership is related to the perceived effectiveness of instruction
and staff motivation and morale. :
Philosophy and organization of the school affect the decision making
process — those affected by a decision should participate in making it.

/ ' " - Principals face various barriers to change:
Societal and community attitudes constitute the first and foremost barrier.
Boards of education become barriers only if it costs more money.
The managerial level(administrators and key staff) constitute formidable
barriers when their specialized "kingdoms’® are threatened.
Most superintendents are willing to foster a climate of change unless
there are serious philosophical Db}ECIIDﬂS economic considerations or
community reactions

Recommendations: Serious, sustained logitudinal studies should be conducted in innovative local schools
concerning the interface between the principal’s role as an internal agent of change
and the consultant’s role as an external agent of change.

University based administrative internships should be established to place prospective
principals and consultants in innovative schools and consultative agencies.




A National Dissemination Consortium should bé formed by schools and consultative
agencies where dissemination research is conducted and/or Dlssemmatlon Fellows
serve mternshlps tQ

schQQlS

Provide “‘administrator centers” comrjarable to Teacher Centers. .

Enhance efforts of existing associations by such activjties as conferences.

"~ §
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CHANGE AGEHTRY'AND SCHQGL IH@FDVEHENT:

Dr. James M. Lipham, Professor cf’Eduaati@na; Administratien,
University of Wisconsin-Madison

e

2

Ultimately, an educational change, whethér ianUquses, programs,

pracesses,,pfccedures or éfgducts, can result in school improvement only if .

Ehangei Recgntly, many major and minor eapcat;gnal change programs have

been cangéived. resea:ched, tested, valiﬂatear@éevelapeé, appfcvedr

have little or no impact on ;mpfnved practlcé in local” s:ha@ls. Even 1f
prapasals fa: change dn finally get ta the principal‘s desk,. they Seldaﬁ :
seem to g§ beyand it. Why should this he so? How can this canéi;ian be
éhanged? . : “ » - “

P:eviausly, it has been sh&wn that noe change of any eduﬁatlaﬁal
significanae can b; implementea in a scha@l without the understandlng,
invaivement and suppéft of the principal (Zipham, 1977; Jackson, 1978;
ieldy; 1979).. As the heaa.af the ultimate client system to be. served, ‘the

local school, the principal pé:fﬁrms a Rey baunéaty—sganning raié.in
bringing the hunman and material resources from ths ;argef environment tﬁ:
bear ‘on improving eduaati@ﬁal practiéei fhe érincipal’s linking réle as an

The ngsent paper goes.beyond ?:égiaus prcpasalsfby examining,ﬁfiESt,
the major éxpeetatiéns'held Eéé'the p:;néipal's role as the primary internal
_change agent. Secaﬁd, a general thea:etigal model of iﬁs;itutiénal roles is
pfesented which stresses the need for mufial'rgle exégetatiﬂns and
pe:cegtiang as the principal interacts withvsignificant athers.{ASinge our

woncern here is with dissemination, the essential interface between the
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principal, as an intérnal change agent, and Ehé consuftant, as an external
change agent, is used to 111u5trate the m@dél Then, some suhkstantive

research findings fegardlng the le dershlp and decision maklng behav iors

éeﬁanéed of the principal at different stages of the change ps@gess are

documented. Next, some serious constraints regarding the prircipal's role
are described as they occur at the institutional, managerial and technical

levels of the school organization.” The paper concludes by suggesting some

substantial interventions that mnight be \ade, particularly at the federal

level, to %grengthgn the future role of the Erihci;al as an important human
e .

resource in implementing essential change in local schocls.

The Principal's Role as an Agent of Change

" The primary role of the prinecipal is to foster changes that »i1) aonhence

= %

teaching and learning in the local schocl. As the internal leafar of

change, the Psin:ipalrmust fulfill certain essential functions if the

&

implementation of a changé program is to be sucecessful. Cong:itants ar
other external change agents who would wgrk'effgéﬁively with peiogipris

should recognize and appreciate the breadth and depth of the rqy.:

responsibilitie 6emahdeé of the principal as an agent of change.

The Functions of the Principal .

Recen.ty, Campbell (1979) has summarized the distinctive administrative
functions that apply to fhe pgiﬂcipal as follows: ' ;: 5

1. The administrator should discern and influence the development of
goals and pcliciég for the 5ch~';§. The goals may be there in ‘the
culture of the cmrmtnity and of¢ the school and if so, they should
be discerned and pdyhaps riade oxplicit. If the administrator
becomes convinced that the goals and. policies now extant ai=
inadequate or incomplete, he or she then has the obligatic: to
exert influence tc see that they become more adequate or mc:e _ ,
complete. To be sur-, the administrator cannot achieve this
function alwivz; he ¢r she must involve other people--boa:d members,
iay citizenn~~in this process. But it is the administrator's job
to see that soms: direction is given to this development.

1



.where monies have gone. But. ta'buaget prope

The administratar should stimulate and ﬂl:éct the devzlopment of
programs to achieve the goals and purpasea;i Again, wuny others are
involved and few administrators can dictate this procezss. The
administrator can elicit the help of appragrlate pecrle, can give
some di:ectian tc thé steps néeéeﬂ in such develapﬂ ,,_:an suppart

’this activity is baslc to the aperatian Df the atgaﬁlzatian,

The administratar shaulé establish and -coordinate an @fgan;zatlcn
to implement therpragrams. Central to this function is the
determination of staff requirements, the emplaynent of competent
persons to fill the: pas;t;gns, and the establisiment of necessary
relationships among staff members. As far as possille, assicanernts
and expectations should be clear. Staff members should: knew what
the formal organization of the system is and what the procedires
are for guestioning such arrangements. Again, thia Funotion
requires a great deal of interaction among perscii, & Pruoeas the
administrator attempts to keep healthy.

The administrator dnauld _procure and manage the resources needed to

s_ppgrt the organization and its programs. Implicit in this
function are the processes of budgeting--the proiection.of &
expenditures and zevenues, and of accounting--teeping track of

; there must be some
vision of programs and of how money can be as2d 2o make them live.
Alst, to secure money from the larger environmant--the district, -
the state, the national government and even from private sources--a
case for the p:og:ams rust be made and apprepriately présenteéi

The administ;ataf should represent. the gfganlzatian to groups in

: the’lecal, and when appropriate, in the 1agge: community and when

- necessary,- mediate--among- these g:aups '-ﬁnisﬁisuPerhaps —the--mogt— -

forthright politiecal function that  the gdménistzatgz iz called upon
to perform: There are many groups- in .the cammunity and even in the

-school itself and they fregueritly have diverse perceptions ‘of the,

organization and its performance. - In representing the organization
the administrator must cope with these diverae perceptions.
Mcreover, in mary situations, the administrator must help

- organizations with diverse views Qi;ﬁﬁe,schcgl and its procedures

reach encigh consensus -to permit the Zcheol to continue to _
operate. This will often thrust the sdministrator into the broker
rale, one dFmaﬁding p@litical skills of a high Qraér._ '

[y

efficiency Ef these ape:atians. I use the term gfféctlvenesg ta
mean the achlsvement of the gaals and I use the’ term efficiericy to
mear: at lowest poasible ‘cost. But feedback and appraisal are
necessary as8 these functions are performed. How well were’ gcals

ectablished? How well were programs develapeé? How effective has

~the orgarlzation been? 1In addition, theé administrator should .
‘address the larger concern--have the programs made a difference in

gtudent outcomes? As with many other functions, the administrator
will need staff help to perform the appraisal function adequately.
Again, 1 rmphasi;e the point that the administrator’s task is to

see that it is done. . '
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?ﬁéﬁfasks of the Principal

- In implementing an educational chéngé, the principal noé only must
fulfill the foregoing functions, but also must give attention to the

substantive content of the proposed change. The content of most new

educational programs can be classified into.the Eélléwing five domains:

curriculum and instruction, staff personnél, student personnel, financial

1974). Changing-conditions in our saeieﬁ? highlight specific tasks required
of the principal in each of these damains. /

Curriculum and Insﬁzucﬁiég_ Widespread concern about declining test

Scoies, the basic c@méeténcy Gf,étudenﬁs in reading, writing and .
mathemaéics, and the ability of studéﬁts to fuﬂctiég gfféctively as ci;igens
in our SOGiety have Eocusediattention on both the content of the curriculum
and the FEEEhiﬂggléaﬁﬁin§ éEQ§ES5E5 utilized. Typical tasks of the

g-ineipal in the demain of cu%riculuﬁ-ané instruction inélude assessing the
, ; ! \ ) _ ,

community context_for EQUEa;iéﬁ, reaching agreement on goals, stating
B . 1! . : o

- T TR . e \ oy
educational objectives, planning and organizing ‘¢urricular and cocurricular
N - .

programs, implementing instructional activities and evaluating educational

ocutcanes,

Staff Pérsonné%. Due to the increased unioﬁizati@ﬁ of teachers, the
’ . Lo : A
function of personnel tgdaylis assuming increased importance since

negoﬁiatiéﬁs have altered SabScantially tﬁe'fo:mal and informal power and

influence :elatiaﬁshigg of éhe school. Continuing tésks af the principal in

the area of personnel include the recruitment, selection, orientation,

assigrment, supervision, motivation, development, negotiation, arbitration,

" evaluation, transfer and termination of staff’

?

ﬁf; :? j
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Student Personnel. Current concerns with "due process" and the rights

2y

of all students—-particularly the haﬁdiééépéa?;aré powerful :stimuli for

educatiaﬁgl change. Typical role tasks of Eﬁe principal in the.afea of
student ge:sgnnél iﬁslﬁde student assessment, assignment, S:heduliﬁgi
attendance, aaéisamenﬁ; guidance, pealﬁh and éisgipline?- in a;gémplishing
these tasks, pzin;ipg;s are assisted by g@unselazsi psychologists, nurses,
social workers and others. Evén so, student personnel concerns demand
considerable time and attention of principals, hence they must be skilled in
wérking.effecﬁively with all students.

Financial and Physical Resources. 1In an age of accountability and an

era of declining enrollments, the principal must give attention to the
appropriate utilization of the human and material resour ces available to the

school. Essential;tésks in this area include planning, programming and

budgeting; accounting for school méﬁies (both curricular and co-curricular);

maintaining inventories; supervising school construction, remodeling and

. maintenance; supervising school- lunch, transp@:tatign and other auxiliary

services. Principals sometimes spend.-more time on these matters than

ideally they would desire.
¥

d%manding a stronger voice in the administration and Opeféti@n of their
schools. These Sémands increase the iﬁg@fﬁance of tasks in home-school-
camﬁUniEy relations which include assessing community vaiués,;needsxand
aspirations; analyzing the composition, relationships and demands Qé
Gammunity subpublics; Wétkiﬂg with Parénts and parent organizations,
cammuﬁity leaders and égencies§ and communicating with and inu@lvipg the
cémmuniéy %n determining the purposes, programs, brogress and plans for the

improvement of the school.

7
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The Processes Utilized by the Principal

In_EulEilling,éﬁe foregoing functions and tasks, the principal must also

" be'skilled in the following administrative processes: puréosing, planning,

crganizing, training, lmpléMentlﬁg and evaluating (Llpham, 1979} .
Purposing, or gcal setting, involves 1éentlfy;nﬁ, clarifylng and
. ;I \ . . ‘
défining goals and objéétives_ Needs assessment, issue analygis and value

clarifi catlan are typical relévant techniques for feachlng agreement on

p:@p@seé programsg Altheugﬁ it may seem superfluous té ask about .-

ééucaéianai purposes, misperééptions and misunderstandings about the
objectives of an innovative p:agﬁém often contribute significantly to its
failure. Administrators engaged iﬁ\imglémenting improvements are well

advised, therefore, to utilize agp:apfigﬁe goal clarification and goal

",
.,

setting téchniQues as a basis for Pfogﬁaﬁ\planning{
Planning includes such activities as specifying objectives, developing

strategies and making immediate and long-range decisions. It involves

investigating conditions and aneraﬁians telated to purposes and ébjectlves,

considering possible alternatives and recammendlng changes to be made.
Thus, while Qlanning may precede a majag decision, it may also follow a
decision and be concerned with its implementation.

5

includes the following: éélecting specific rational

Organizinc

processes to implement a plan, assigning primary role responsibilities and

relating pebple and tasks. 1In efiéeti organizing includes activities

!deéigneq to increase the degree of congruence between organizational and

individual goals, roles and behaviors so that the outcomes of arganizétianal
EE ctiveness and 1ndividual efficiency may be enhanced.
Training, both p:eservice and inservice, must be provided for those :

engaged in an improvement effort. An adequate program of staff development

f18 B ]
ol
R 5, - L.
~ 13
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.during the course of implementation so that problems can be identifed and - /

, | | /
‘long-range objectives. / 8 . § /

is absolutely essential if a major edugaﬁioﬁal change is to be implemented
effectively. Since the field of education involves an inEensivé, inter-
personal technology, thé;quality of implementation of és innovation depgnﬂs
directly uééﬂ the knowledge, ékilis énd atéitﬁéés of each membérbgfzthe
staff. Staff development aléa includes motivating the staff to implement a
ptégféﬁ of educational improvement.

Implementing requires not only that tasks be defined and responsibili-

@ N
5

ties assigned, but also that the necessary facilitii‘ésE equipment and

materials be provided to accomplish each resp@nsibilityi Moreover, one must
; -y !

" determine whether the program being implemented isrmakiﬁg gainz toward

goals, since a péo%ram may be implemented exactly as planned but still not

reach its intended objectives. 'Principals need information about -progress
v U T

1

corrected quickly as gheyiéeveicp, Thus, infarﬂacian nust be obtained

regarding how a program is being implemented relative to short-range and

i
i

includes: reviewing plans and objectives; obtaining data

regarding inputs, processes and outputs; iﬁteré:gting the data ébtainéd;‘
drawing implications for future planning; Eegérting results. Evaluating,

'Eheféfafe,-may be defined as the process of defining, obtaining and

‘providing useful iv.ormation for judging decision alternatives. Because

local school perSéqgel'tEhﬂ to ignofe evaluative processes, g:éater
attention to syst.ua.'lec evaluétign iz now mandated for pafticigatibﬁ ih:many
educational improvement programs--particularly those ;hat are federally
funded.

Simply the enumeration of the foregoing functions, tasks and processes

provides a broad perspective that helps one appreciate the multitude of
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Eéxpéctatiahs held for the principal’'s role, Yet twn other points should, be

made. First, the implementation of any major change within the school is a
aynémic process. Hence, the principal as a change agent must understand the
continuous interplay and interaction among the functions to be fulfilled,

the tasks to be pe:fa:ﬁéd and the processes to be utilized if the change is
changes within the school inevitably and ultimately involve mutual inter-
personal interaction. The principal cannot “"go it aleone.” Hence, attention
must -be given tofestablishing mutual role expectations and perceptions as a.

basis for working effectively with others.

ggleﬁRelatiénshégs efﬁtheng;ngiggl
The prineipal's role as an agent of educational ghangéswas éesc:ibeﬂ
above in terms of the functions to be fulfilled, the tasks to be bezfgrmed
and. the processes to be utilized. Regardless of how desc:ibeé,”the:““m”‘"ﬂéd
eEEéétiveness'of the principal één be measured by the extent to which his or
her on-the-job behavior meets with thé'expecﬁatiéns held Eéf_ﬁﬁé»ég%%i e

Since role effectiveness is of universal concern, how may role expectations

" be depicted and described .o that working relationships can be improwed?

Eole theory may serve as tﬂé conceptual key to unlocking the human
potentinl for change within schools so that organizational and ipdiviaual
éEEéGEiVEﬁESS and efficiency can be enhanced. Roles.represent the éynamié
aspects of a position, office or status within an institution (Linton,

1936)5 Roles are comgleméﬁtary and interlocking, egég, principal-consultant;
they are institutional givens and not "made to order™; they are somewhat
flexible, having behaviers ranging aléng'a continuum from “requi}éé" to

"prohibited"; they vary in scope from functionally specific to functicnally



diffuse; and they serve as standards by which tzé\effectiveness of one's

on-the-job behavior is judged (Getzels and Guba, 1957).

. are selfﬁrolerexpectatiéns, alter's role expectations and perceived alter

Thé Role of the Principal

iﬁ applying role thééfy to the school we can consider the principal-
cangglﬁag; felaticﬁshié to depict thrée types of role expectations and the
interactions between and among . them. Thege three types of role expectations

s

expectations.

Self-Role Expectations. As shown in the diagram in Figure 1, point A of
the triangle represents the expectations held by the principal for his or
her own role_és principal of the school. These selféfo;e*expecﬁaéions are

péwesful déterminantsraf behavior and are derived from one's own background,

o trainiﬁg”aha eggeriencei They represent the extent to which the principal

- feels that he or she should or should not fulfill certain functions, do

specific tasks or use particular processes as the principal of the school:

~“"They are continually méﬁtally’méésurea’iﬁ”téimé”éf‘Ehe statement, "AsYy .

grincipali, I am g;gect;ed to . . .!“ N\
Eefé:eAleaviﬁé point A, we sh@ujdialss @bsetvé that self-role

expectations include two types, "actual” role and."idealiéea“ :alé. Several
recent studies (NASSP, 1978 and 1979) have revealed that o%tgn there ié a
ccﬁ%iBEfable aisc;épancy between what‘pfincipals, in fact, gs%(e_gi, fhéw'z
do spend my time"), and what they feel that they should!é% (e.g., "how T
éﬁaulﬂ spend m}-time“)i  The difference between one's actugl role behavior
and the idealized role behaviaf one posits for his or her own position i§ a
measure of role adequacy. | | .

A;;e;fs Role Expectations. Point B in Figure 1 represents the alter's

expectations for how the §rincipal either does or should behave. Again,

71



PRINCIPAL'S PERCEPTIONS OF CONSULTANT'S

EXPECTATIONS FOR THE PRINGCTPAL'S ROLE

("I believe ehac rhh: consultant expects
. ‘ e to ...")

PRINCIPAL
ROLE

; PRINCIPAL'S SELF-EXPECTATIONS NSULT
POR THE PRINCIFAL'S ROLE , = PRINCIPAL'S ROLE
("As prinetpsl, T am expected to ...") expect the principal to .,.")
(77>7 L3
s . :

E
. ]
TH3
LTl

FICURE 1. Role Expecration and Réle Ferception Relationships.
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these expectations derive from previous training and experiences of the
alter with the focal role of principal. 1In the case at hand, the consultant

holds many expectations for the principal--sometimes positive, but often
negative--measured in terms of the statement, "I expect the principal
ko . . . .7

Examination of the distance between point A, self-role expectations, and

point I alter's expectations, can be both revealing and helpful. This

distance is called existential distance, not in terms of philosophical

digtaﬂce, but existential in terms of the magnitude of the diiferences that.
exist—-—the length of linekas. In some principal-consultant situations line
AB may be quite short; there is considerable understanding anéuagreement on’
expectations for the principal's role. 1In other situatioﬁs this disthnce
may be quite §reat=‘particulatly if the consultant holds uninformed,

incomplete or biased exﬁectaﬁions of the principal as an actual or p@tenﬁial'

,agent of change. Thus, the need exists for many cansuliants toy understand

beﬁte: thé sc@pé and magnitude of the functions, tasks and processes of the
ptincipal‘s role.

i

Perceived 51;7§4§W§§E§;tat;ans. In addition to the role expectations

‘held by the prlncipal maelf or hersel‘ (point A) and those ‘held by the

consultant E@: the p:;n&lpal (point B), and the difference hﬁtween them
Q-i;

(line AE}, disagreements and mlsundersﬁand;ng can also der;ve from anaﬁhér

source, point C in Figure 1. 'Thes: differences are not existential but
- \

perceptuali In our example, such perceptlons held by the pr1ﬂc1pal are

measured by the statement, "I belleve that the caﬁsgltant expects me

n

.Since we live and act in terms of the world as we see it, one's

perceptions of alter's expectations become eéxceedingly .important. As an

l

= (—.‘.J * ' =
=
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example, we can consider the comments of one principal who defensively, if
not realistically,.stated:

It seems so easy for consultants .to zip in and out of here and
say "Do this" or "Do that." But 1'd like to ‘see them try it with
the parents, staff and students in this school. In my job, these
"hot shots" would fall flat on their faces in ten minutes!

" “In view of the above situation, it is instructive to examine in

¥

F{igure 1 the difference between what the consultant expects of the

principal (égiﬂt B) and what the principal perceives as‘the cansgltant‘é
expectations }p@iﬁt C)--the length of line BC. This difference is called
communicative distance. This distance can bevféduced by opening formal
a;d iﬁfofmal c;mmunicatian channels, utilizing aéequéte méans and engaging

with appropriate frequency in the communication of mutual expectatinns.

ineEEegtivenegs of an interaction to be due less to the differences in

expectationgfthag are out in the open and understood than to those that

are migpérceiveﬂ and misunderstood. In our example, therefore, as Ferneau
(1954) dis;@ve:eé several years ago, the principal and thg_consultaﬁﬁ
would do ;ell to discuss freely and openly ﬁgéi: mutual role
expectagians=fiﬂ efféct;ﬁraducing EhélE&mmﬁnica;ivg;ﬁistance between -them,

To complete our examination of the ré;atiansﬁiPS in’Figufé 1, we

should also consider the r~lationship of the principal's self-role

=

expectations.{point'A) to the principal's perceptions of alter's

expectations {point' C), and the difference between them--line AC. This

- a

1!

difference, termed intraceptive distance, possesses several implications

Eéi the selection, preparation and impra;ement of p:inéipgls.
'Why is it that 3some people are able to gsséss immediatel§ and

accﬁra}eiy tgé%expectaﬁions that chéfé hold for them while cchers

expe:ience:greaéﬁﬁiffiéglty, even if they can do so at all? Re;eazéh

-y
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on QEEE&QtPal discrimin;éfén and perceptual integration suggest ti.t through
adequate training programs and experiences in appropriate settings, it i%
ﬁéssible to improve substantially one's intraceptive skillsf;“These issues
are explarsd further in the concluding section of this paper which deals

with developing the human resources of present and prospective principals.

Complementary Role Relationships

Thus far in our analysis, we have devoted attention to only one-half of
the complementiry role relationship--the principal’s role. In a mutual role
relationship, however, a similar analysis must L: made of the iﬁterlackiﬁg
role-—in our example, that of the Qansultantﬂesiﬁce the same expectation,
perception and distance phenomena exist.

As'may be seen in Figure 2, the consultant's self-expectations for his
or her own role (point A'); the principal's exggctatiéns fo. the
consultant's role (roint B'); the consultant's perceptions of the

principal's expectations (point,/€'); and the existential (line A'BR"),

Ao

communicative (line B'C') and intraceptive (line A'C') distances regarding

the consultant’s role are equally relevant. Thus, it becomes mandatory to

map and describe the functions, tasks and processes expected of the

curiultant, as was done for the principal in the first part of this paper.

This, is a tall order, indeed, because of wide variations in the emerging

.tmle of the consultant when compared with the established role of the

principal. The expectations .or consultants may range from information
givec and resource utilizer to process helper and problem solver.
Therefore, theoreticians and practitioners engaged in dissemination should

contirtie to discuss and describe the linking role of the external consultant

in education.

0y
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b
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CEPTIONS OF THE CONSULTANT'S

PRINCIPAL'S PER
FOR THE PRINCIPAL'; ROLE

EXPECTATIONS

CONSULTANT 'S PERCEITIONS OF
THE PRINCIPAL'S EXPFCTATIONS
FOR THE CONSULTANT'S RILE

CONSULTANT e o N
ROVE CONSULTANT'S EXPECTATIONS
. FOR THE PRINCIPAL'S ROLE

PHINCIPAL
ROLE
A —

- y
PRINCIPAL'S ~ e
SELP-EXPECTATIONS It ;

FOR THE 7 — L
FRINCIPAL'S ROLE

¢ONSULTANT'S SELF-EXPECTATIONS PRINCIPAL'S EXFECTATIONS
FI*\ THE CONSULT.NT'S RALE FOR THE CONSULTANT'S ROLE

FIGURE 1, &'ﬂplmgnufiﬁy in Role Expeetations and Percepticna
betwean Intarlecking Roles. R
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" teaching-learning processes utilized and the outcci: » of the school. rhus

and Lingwood, 1973) of educational Ehangeg_j 4

In describing the ;élé of the consultant it may be belp! 1 to examine in
Figure 2 the areas of the three planes between triangle ABC an~ “riangle
A'B'C'. Future research may well reveal a considerable éegreé =, similarity
between the principal's role as an internal change agent and the
consultant's role as an external change agénf~~partiﬁuiafly regardiny =.

issues as the context and organization of the -..:o0l, the administrar - &

‘the selection, preparation and improvement of interns’ :nd external

educational change agents may have much in common.

Finally, it should be observed that although the comwlementary role
relationships are shown as a somewhat static model in Pigure 2, when one
introduces the elément-ﬁf timay, then the points, dist?ncés and planes may
shift dramatically with the triang! becoming far from eqguilateral. Hence,
longitudinal research studies of che in the principal-consvltant

relaticnship in several school situatiuns are essential.

Research on .i. Princuipal’s Chanje Agent Role

During *' .e past decade substantial research on the principal’s role as
an agent of change has been ﬁgné;cteéyspa:ticulaﬁly at the Wisconsin
Research and Development Center Eér Individualizad Schooling (Liphamrand
Fruth, 1976; Lipham and Daresh, 1589}5 Several resesarchers have ercmined
both elemenﬁé:y and secondary éghééls as, over the years, they made the
major change to programs of ihagvidualized sch;@ling. Thé@ff;icé& elements

£

of various views of change were examined, including the problem solving

maéel (Jung and Lippitt, 1966), the social interaction model (Régers, 1662; -

Rogers and Shoemaker, i97l); the researchédevélépmént—diffuéi@n model. : quba,

. 1968; Guba and Clark, 1974) and the 1inka§e;m@§el (Havelock, 1969; Haraliwk

= i -

* ‘ /



The Phases of Change

In the research at Wisconsin, the process of implementing eduzational
change was conceptualized in terms of the following phases {Klausmeier,
£ Karges and Krupa, 1977):

1. Awareness Phase. Local educators become sensitive to the need for
change and become informed about programmatic alternatives.
Decision makers are given an overview of a program in order to
%t;mulatﬁ them to consider it and informailon regarding the

- raquired commitments to adopt it.

E o

T 2. Commitment Phase Local decision makers compile the necessary

’ information ané secure the necessary commitments, approvals and
ccoperation of people--staff, parents, community groups and the
school board. At the end of this phase, the decision z0 adopt or
not to adopt the program improvement is made. In making "%e
decision to adopt, local educators are provided with informaticn
describing the change, cost factors, evaluation resuviis and the
requirements for implementing the change.

1. Changeover Phase. The school staff becomes prepared :o make the
chanégéﬁgr_ First, leaders are identified, receive instruction
reqgarding the change and develop plans for implementation.
Specific plans,are operationalized during tHe chengazover period,
and throughout, the school staff narticipates in ungoing stitf
development. '

4. Refinement Phase. After school staffs have begun implementing the
change program, they find that new understandings anu st illv are
required to refine their implementation efforts. The ne=d ¢or
refinement emerges out of the fact that the staff merbers are
expected to perform their responsibilities in new ways. OCn the
basis of systematic feedback, the change program itself may also be
refined. . '

Renewal Phase. This stage includes activities designed to isentify
‘and resolve unanticipated problems to develop improved ways nf
implementing the change, and to prepare successive generations of
professional personnel to £ill new and expanéed roles.

-

wall
»

The findings from only a sampling of the several studies are cited here
to highlight the leadership and decision making fesp&nsibilities of the

pr ngipal as an agent.of rhange.
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The Principal and Leadership

Rt the elemenéagy school level, Goodridge (1975) spught to answer the
question, "Who are the individuals in the school whcfﬁake the initial
decision to adopt an innovation?” By visiting, observing, interviewing and
examining EléMéﬁtéEyEEEhéﬂlS that were implementing a major innovation, he

found that principals wéré t%e major decision makers in the decision to

~ adopt éhangei In the majority of schools, moreover, thié decision wasiA
shared with teachers in the school. éuperintendénts, céntrai office
personnel and parents typically were minimally involved in the decision to
adopt a major change. Moreover, school boards often let others make
decisions about the adoption of educational programs if no additional costs
were involved,

At the secondary school level Neiner (1978) conducted a study in six

individualized schooling. Data were collected through nonparticipant

observations, égcuﬁéntary analysis and indepth analysis of semistructured,

open ended inté:viewsi- A major finding of the study was that the nature and

quality of the:iéadefghip behavior provided by the principal aéprapriaﬁé to

the various Péaseg of the implementation process were essential to effecﬁing
%

educational change. Moreover, continuity in leadership positions on the

part of administrators was essential. Those schools experiencing greatest

~difficulty had a high rate of turnover in the principalship. 1In addition,

éhé'follcwing components were necessary to implement change: a 5hargé,
‘decision making structure, adequate inservice training of staff and a
program of continuing curricular devglbpmenti

Gramenz (1974) examined the relationship between the leadership behavior

of the principal and teachers' perceived effectiveness of an innovative



instfuétional program in elementary s;hggls. He fr; nd that when principals
‘exhibited instrumertal, suépértive and participative leade.ship, then the
instructional program of the school was evaluatpd as effective. He
concluded, thérefa:e, that principals should exhibit behaviors indicative of
1nst:um2ntal leadership (clarifying expectations, specifying procedures to
be followed and asslgn;ng EPEEIELC tasks), supportive leadership (belﬁg
friendly and agp:caghable; looking out fa:‘the personal welfare of staff
members and helping make work pleasant on éheif tasks) and participative

leadership (cqnsal;iné with staff members before taking action, allowing

staff members to influence dec151ans and asking staff members for

Moyle (1977) also examined the prin icipal's leaderghlp behavior in
relation to the éffactivenessgéf decision making in elementary schools
engaged in im?lémenting a major innévatign, He used interview and
obsezvétian techniques to characterize and describe the ieadérship behavior
of étiﬁcipalﬁ according to instrumental, participative a ’ﬁé supportive
leaaEEShip:diménsiéns. Decinion making ptocesses we_e des=ribed according
to their perceived effectiveness aﬁd the extent to which mumbers félt
satisfied wigh how decisions were made and the actual de~isions that were
madea‘ He Eound that whereas instrumental (éirective):leadership was
exercised with caution by p:insipals;;athEE staff members viewed the
pfincipél‘s instrumental behavi@r.as a g@siﬁive léaéétshig attribute.

Supportive 1eaderrhip was also very important - to teacher motivation and .’

gatlisfaction, as well as decisior mgkiﬂg in the Schéél? Even so, the
multitude of job fEEpDnSibilitiES %F quently psecluﬂed principals from
p:oviding EuPpOfthE leader behavior to the extent desired by b@th

themselves ‘and chets; Participativa leadership was ‘also exhibited by

80
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principals in that they accepted information, input and advice of staff
members. From these Findings he concluded that the leadership beshavior of

the principal was the central eritical factor in the effective

implementation of a major innovation in the school.

The Principal and Decision Making

Several researchers have examined the decision making process in
elementary and secondary schools actively engaged in implementing the major
educational innovation of individualized schooling, Holmgquist (1976)
conducted an intensive onsite observational study to ascertain qﬁaiigative
descriptions of the decision making process in innovative éleﬁentary
schools. He spent considerable time in three selected schools examining
primary documents, observing meetings and interviewing the total staffs of
the schools. Regarding ;hé content of decisions, he found c@nsiderable

5shacing of decisions regarding curriculum and instruction and student
pe;sannelj but same reluctance of central office administrators and even
some school principals to ihare decisions concerning staff personnel,
finance and business manacement, school plant and home-school-community
relations.

Regarding the stages of decision making, Holﬁquis’ discovered that great

~attention was given to the initial stages of problem ézticulati@ni
alternative posing énd weighing and making the décisian'éhéiﬁe, but little
. ,
attention was given to the subsequent stages of decision implementation and
decision evaluation. ﬁetéisa discﬁvéred exgéssivé reliance on a total group
rgatticipatian‘mcde-ﬁa; making many decisions. Suéh personal variables as
e¥pertise, expe:iehce in the school and informal influence, and such

organizational variables as legal requirements, formal position held and

ERIC
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access to information frequently rendered the actual decision making process
in the schools to be nore social or political than it was rational.
Additional nbservational studies of deciégon making in innovative
elementary schools were conducted by Kawleski (1977) and Moyle (1977). In
s¢ha@ls>implém3ﬂtiﬂg programs of individualized schooling, they found that
teachers were dynamically invFlvedssmaking and implementing many decisions

regarding instructional programming, curricular materials and student
I : :

evaluation. Even though the scope of such decisions occasionally was

able to share information, expertise and input to making, impleﬁenﬁing and
evaluating decisions regarding instructional programming.

Concerning Ehé'sfagéélaf making decisians? however, Kawleski and Moyle
found, as did Holmquist (1976), a tendency to over use the total group
pat&iéipatiaﬂ mode. The descision making process, moreover, often was unduly
influgﬁcéa by §asitianal; organizational and personal variables. Regarding
decision . ivolvement, the fesearchefsic@ncludea that teachers generally were
séﬁisfiéé with both the frequency and the level of their involvement.
Teachers, however, desired an increase in the scope of their involvement--
particularly in school and districtwide decisions--since some of the
de:isiéns they viewed as their prerogatives were still being constrained by
district and schoolwide policies, procedures, committees and individuals.

In an @bservaticnal!stuﬂy of the decision making process in six
inﬁavative high schools, Watkins (1978) examined the philosophies,
5t:uctufeé, processes and groups éngagédbin decision makfng;=thé invclvemen;

of personnel in the degisian:making process; and the satisfaction of school

personnel with their involvement in decizion making. He found a clearly

articulated, understood and internalized philosophy of education to be

¢
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as an agent of change. First, the leadership behavior of the principal is a

or poli.y, managerial and instructional decisicn

]
]
[

essential as a basi

i

making. Moredver, an articulated policy for making décisiéns was essential
to the successful implementation of an innovative instructional program. In
the schools examined, many of the majéf educational decisions were shared.
The level of staff participation in the decision making process was
perceived by the staff to be generally satisfactory. Even so, the principal
still performed a major role in determining the decision making policy and
in implementing the decision making structures and processes. Thus, the
decision making pfécéss consisted primarily of authoritative decision making
utilizing a participative approach.

Rééazéing the schoolwide organization for decision making, those
structures which were highly satisfying to the staff facilitated
intradepartmental and interdepartmental exchange of information, ideas and
opinions; accelerated decision making at t.- teachingsleafnihg level; and
afforded ready access to administrators. Regarding districtwide decisiun
making structures, secondary school staffs felt frustrated in their efforts
to provide input to and influence on districtwide decisions which
increasingly seemed to impact on curricular, staff and student personnel,
and financial operations of the 1c§al school. In sum, appropriate decision
making structures had not yet beenbdevéiopéé to articulate schcol concerns

with district concerns, and conversely.
1
1
1

. [
Conclusions Regarding the Principal’s Role

From the foregoing and other studies several firm conclusions can be

d:awn regarding the leaée:éhip and Jdecision making behavior of the principal

power ful factor which influences the 'adoption and institutionalization of an

educational change. Moredver, different styles of “eadership are necessary,

- . 1
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in the different phases of the change process. Second, the nature and
quality of leadership provided by the principal are directly and positively
related to the EEEQEiVEﬂ-éEEEcﬁiVEhESS of the decision making process, the
perceived effe:tivenéss of instruction and staff motivation and morale.
Third, the philosophy and organization of the school affect the de¢isioﬂ
making pfacéssi 'Héncaf schools should be structured to provide épgéftua
nities for those affected by a decision to participate in making it.

Finally, there is an increased desire on the part of teachers and othe~

... staff members to become involved in the decision making process on school-

wide and districtwide matters, as well as on classroom issues. Moreover,

the appropriate invclvement of the staff in decision making is significantly

and positively related to the outcomes of the school.

Barriers to Change Faced by the Principal

From the E@régaiﬁg research findings regarding the principal's role,
several barriers to educational change and improvement ~an be identified.
These barriers may be better understood, classified and dealt with at
different levels of the school organization.

According to Pa;sa5s (1158), the school is not a simple, direct line
hiefatgﬁy but, instead, consists of the institutional or community system,
the managerial syster and the technical system. There are gqualitative-and
gquantitative breaks across these three system levels i+ terms of their
structure, autrority, sﬁppcgtg, rontrols, éxchangés; processes and
interactions. Factors which constrain the role of the principal as an ajent

of change can be considered at each of the system levels.
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Institutional Barriers

The institutional or community level includes the national, state, local
and community environment of the school, including the board cf education as
the interstitial agenég between the iﬁstitutianal and the managerial levels.
Clearly, a multitude of barriers to change exist within this larger
environment and impinge directly on the school. Genéral socletal and
community attitudes toward change constitute the first and foremost
barrier. Through the years, even the meaning of innovation itself seems to
shift from that of being a "good"” to a "dirty" word. At the present time,
there is a subatantial anti-innovation bias ‘in our Sééiétyg
Diversity in community values, the lack afkeangtuence_between
predominant community values ahd the culture @fvthe school and the continual

conflict between prevailing economic and social values frequently serve to

stymie charge. In adéitian; such demographic variables as size, location

and composition of the community must be considered. It probably is no

accident, therefore, that most major change programs in eGucation are first

tried and implemented inm affluent suburban schools before they finally £find

their way to urban or rural ghetto ones.

Another institutional-level barrier to change is that of citizens’

expectations for the schools, Recen® national polls (Gallup, 1972) reveal
that citizens' ratings of the schools ééntinﬁe to aEQ;inei Findings from
our studies of educational change (Lipham and Daresh, lQBQ)‘feveai that>
apaft Efam‘the departure of the principal, thé next most imga:taﬁt reason
cited for a school's abandoning an educational innavatian is that of "lack
of c@mmunity‘séppé:;.“~

. Boards of education typicaily;become barriers to a change only if if

t

i

costs more money. Since most educational change programs incur at lea
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principa

L]

soma2 additional initiai costs for staff training and development--not to.
mention materials--many proposals for cﬁangé are stymied at thi% péint.
Even if such initial costs are to be picked up by special state or fédéfai.
projects, school boards, perhaps rightfully so, have become quigé 1éary of

programs for change.

Managerial Barriers ' ! R

The managerial level is comprised of the board of sducation, the school

super intendent, central office line and staff personnel, the principal and

i

¥

other building-level adninistrators and specialists, and, in some school
systems, also includes acaderic department heads within the school. .

Ironically enough, the managerial level typically constitutes the most

. formidable of all barriers to the implementation of educational change, An

inordinate amount of time is typically spent by the innovative principal in
&

working with, through, or around the bureaucracy. At the superinﬁendeﬁé}s
Y,

level, our recant studies (Artis, 1980; Brittenham, 1980; zimman, 1980)‘thave

shown that just as the leadership and decision making behavior of the

principal pervade the school, so likewise do the values, orientations and

~_pehavior of the superintendent pervade the district. 1In the words of one

If the Supefintéﬁéenﬁ is against it, then forget'it!
He can marshall the support of the bcard, the community, the
teachers and everybody else %o nail your hide to the wall.

Fortunately, unless there are serious philosophical objections, economic

considerations or community reactions, most' superintendents seem more than

willing to foster a climate cf change and diversity within their local

sch?alséﬁpafticularly.on matters of curriculum and instructibn whereinréhqy!

frequéncly yield to the wishes, plans and prcposals of the.bfipciggl and his -

y

s

or her staff.

AL Ty









Less likely than the superintendent to foster changes in the local
school are the central office directors, supervisors and coordinators whose

specialized "kingdoms" and programs are often seriously threatened by a

‘major educational change. When these people do become aware of a proposed

change in a local school,.they usually serve as barriers by insisting that

(€)

ERIC

Aruitoxt provided by Eic:

the "wrong axe is being ground."” Sometimes, those who head "kingdoms" at
the central office jr~-n forces with degartmené chairs who head "fiefdoms" in

the school and the hands of the principal are secured. Fortunately,

however, many of the recent change programs in education are content

specific, such as in reading or mathematics, hence they may receive
sustained and -pecialized support by central office personnel who are on the
cutting eégeléf their fields.

In summary, the barriers to change at the managerial level are
formidable indeed. 1In the words of some recent researchers (MacPherson,
Salley and Baehr, 1979):

The commonly expressed idea that principals are or should

be change agents may be subject to considerable revision. . . .

Unless some environmental characteristics, particularly those

related to the organization of the school and school system, are

her work will be routinely predictalkle.

Technical Barriers

. ' A | 5)7? 7, , ;

The technical system level concerns the workflow of the school and
consists essentially of teachers, students and to some extent parents.

Although masﬁrszhool §riﬁéipals can cite one or more ceachers whose
t:ansféf would be welcomed (teachers sometimes feel the same way aﬁouc
certain stuéenﬁs)f it can bé safely concluded from our studies of change

(Lipham and Daresh, 1980) that few major barrieérs to change exist at the

i

.technieal 1gvél of the school. O0f course, many decry the fact that the
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for leadership, but such may or may not be so. The formalization of role

[y

relationships in terms of a negotiated agreement seems instead to have
heightened staff expectations for effective leadership of the principal and

appropriate involvement of the staff in decision making. Thus, it becomes

[

filed, when the leadership of the principal is lacking.
Without belaboring further the barriers, suffice it to state simply that

some innovative educational programs do seem to get implemented effectively

5

these:thfusts.

Suggestions for Strengthening the Principal's Change Agent Role

In this concluding section three proposals are presented for discussion,
analysis and consideration which may enhance the role of the principal as a
hu@an resource for bringing about sustained, significant change in the local

school. These proposals relate to defined needs for future research,

preservice internships and insefvige_prgg;ams that should be stimulated by

initiatives at the federal level.

National Cooperative Dissemination Research

Much already has been done to conceptualize and synthesize our current
knowledge concerning changé; innovation and dissemination in education. Yet
we seem to face a current condition wherein theorists continue to talk to
theorists; concepts get defined and redefined; studies are completed,
abstraéted and filed; and linkages among ngﬁi@nal, regional, state,
intermeéiété and distriect 1evéls aée fif%g established and then 6estfé§éﬂ,

while in the meantime the gghdéi keeps trundling along, largely oblivious to

these many noble éff@fgga:,
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The sad fact is that many people seem to talk about more than they
actually know in the area of educaticnal dissemination--—at léast insofar as
understanding the dynamics of change within the local school is concerned,
Most of the major studies of educational change (Berman, Greenwoad,

McLaughlin and Pincus, 1975-77) have been devoted to an ex post facto

ﬁhélyéismggﬂggéé;; égééfagg”;éggé;“tgé;‘%;T;;%;;;;“;;;;?Sis7;f the change
process. The last serious studies of the interface between internal and
ex;éfnal change a§ents in local séhﬁcls were cénaucted nearly thirty years
ago at the University of Chicago (Savage, 1952; Ferneau, 1954). Extant
descriptions of the functions, tasks and processes of the egternal.shange
agent's role are limited largely to descriptions of the "super linker"
(Crandall, 1977). And the discretionary role of the principal as an agent
of change i3 viewed as practically impossible (Crowson and Porter-Gehrie,
1979). )

To remedy in part our current condition it is proposed in terms of the
theoretical model presented herein that serious, sustained longitudinal
studies be conducted in innovative local schools concerning the interface
between the principal’s réle as an intezﬁal agent of change and the
consultant's role as an éxte%nél égent of change. At the federal level, a 7

National Cooperative Dissemination Research Program should be established
how the mutual interaction of principal-consultant roles contributes or

fails to contribute to educational improvement in the local school through

Aé <

1

time.

National Dissemination Fellowships

University based clinical interriships in the form of student teaching

have long been recognized aé perhaps the most viable means for preparing
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prospective teachers. Similarly, universiﬁy based aiminiz' . 1ve
internships which would piace prospective principals and/for : ¢.sultants, -
first within innovative local schools, and then withih the consultative

agencies that serve these schools, would seem to be a viablw means for

T“_¥;;Winc:eaging~p:@gpective*Eziﬂéigal5” and ééﬁSultaﬁtS‘“ﬁndéfggéﬁdfgéé:;gﬁiii%y__ o
and attitudes regarding the mutiality of roles in the implementation of
change in local schools.
It is proposed, therefore, that a competitive program of Natioral
Dissemination Fellowships be established and funded. Advanced graduate
students in colleges and universities .having deqree programs for the
preparation of principals and consultants as agents of educational change
should be screened, selected and invited ‘to participate in this program.
National Dissemination Consortium
To improve the performance éf presently practicing pfiﬁcipalg several )

alternative approaches might be explored. A National Dissemination

Consortium should be formed of those schools and consultative agencies in

which Dissemination Research is conducted and/or in which Dissemination
Fellows serve inﬁeznshi§s.é Although this group might be surPrisingly small,
its impact could have wide ranging effects. A second aspect of the
Consortium program should be devoted to strengthening the current
dissemination efforts of centers, 1abazato§iés, state éaﬁcatian departments
centers are béing established throughout the nation, is there not also a
need for aﬁministé%t@r centers? The Dissemination Consor tium could

B ]
spearhead this effort. Finally, a fourth program in the Dissemination

Consortium could enhance the efforts of national, state and local

associations of administrators and supervisors which are already

-90 7
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substantially engaged in educational change activities. Through sponsoring
presessions at annual meetings or a seried of special dissemination
conferences a Eeﬂezélly sponsored Consortium would enhance - -eatly the

efforts and impact of these associations.

Certain variations of the above activities have been tried before in

other areas and we can point with pride to many of them in terﬁs of their
ultimate impact? >éleafly, the three Eragraﬁs proposed do not exhaust all
possibilities for improving the human resources of the school, but the
efficacy of these proposed programs, as well as @the;‘aggzgaghes, should be

explored.
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Equity of Audiences in Educational
Dissemination

Dr. Dean Chavers, President, Bacone College, Muskogee, Oklahoma

The lack of capacity for knowledge production and utilization among the disadvan-
taged results in isolation from the mainstream of cultural and educational activity,
lower levels of educational achievement, underutilization of social services, lack
of input into the formation of public policy, underutilization of job training oppor-
tunities, underutilization of career development programs and opportunities, and
underrepresentation in higher education and postgraduate programs,

Key Points: The balance of power in the society has shifted from those with control of the means
of production to those with control over the production, collection and dissemination '
of knowledge and information,

The growth in capacity for knowledge production and utilization has not occurred
rqually among all segments of the population. The gap between information rich
and information poor has widened.

The Federal Government became actively involved in the financing and support of
collection and disseminationigenters in the 1960s. These centers were designed
- by professional educators and practitioners, largely for their own use.

The assumption appears to be that there is a one-way flow of information from the
experts in education to the actual users of the information — the practitioners in the
classroom, other researchers and educational administratérs.

It assumes that all segments of the population will eventually have access and make -
use of educational products, and that equity will be achieved.

Several years of operation of this system has not proved to make education more
equitable across social groups. '

One of the barriers to the achiévement of the goal of equal quality education is the
composition of school boards and the tenure and promotion committees of universities
and colleges. '

The disadvantaged segments of the society have limited access and make little use
of the present system because .here are few members of these segments involved in
policy making, in agenda setting and in gatekeeping in the educational system. .

" The disadvantaged are isolated from the educational system by the lack of active
involvement with the system in some cases (social isolation), by geographic isola-
tion in other cases, by linguistic barriers in other cases, and by cultural differences

- in still other cases. B ‘ ‘

The products are understandable only by experts, and since the disadvantaged have
few members trained to understand the product, the effect is to limit access.

~ Other types of barriers are behavioral, that is, they are created by the behavior, the
. - ’ culture, the goals, the needs, the expectations and the desires of the Qisadvaﬂtaged.
’ | ' ) 97
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Many disadvantaged persons make little use of the print media, and rely heavily on
the broadcast media for information. Since the dissemination system is largely
print oriented, access and usage by the disadvantaged is thereby limited.

The diversity of information poor groups and the heterogeneily existing within and
across them point out the need for a diversified plan of action for meeting a multitude
of needs. '

There are three examples of attempts to breach similar gaps between the “*haves"*

agent-home demonistration agent network in the U.S. rural development, and the
national emphasis on universa! literacy in Cuban education.

The attempt in designing interventionist strategies would be based on a two-way flow
of information model. Some ways to approach the two-way model, in addition to the
involvement of the disadvantaged in planning and evaluation, would be to develop
field testing procedures for each phase of operation to provide immediate feedback,
to train researchers and practitioners from the disadvantaged groups, and to design,

. collect, and disseminate educational preducts appropriate to the level of development
of various groups.
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EQUITY OF AUDIENCES IN EDUCATIONAL DISSEMINATION
Dr. Dean Chavers, President, Bacone College,
Muskogee, Oklahoma

The face of American society has been rapidly changing in this century
and the rate of change has been pagticulazly high since 1945. One element
of this change has been the shift from having the great bulk of the
pcgulagion engaged in the production of goods to having a preponderance of
the population engaged in the production and distribution of knowledge
(El1lul, 1964; Machlup, 1962). It is reported that over 50 percent of the
population is involved in information and knowledge production and
dissemination. Knowledge production and utilization (KPU) has become the
central cost »f the American economy (Drucker, lQES){ At the same time,
dramatic increases have been made in the production of goods, with an ever
decreasing percentage of the population involved in such production.

This dramatic shift in emphasis within the society has required drastic
nation's population. The balance of power has shifted from those with
control of the means of pfoﬂuétian to those with cénﬁral over the
production, collection and dissemination of knowlege and information.

The growth in capacity for knowledge production and utilization has not
occurred equally among all seégments of EheApopulatiang however. While KPU
capacity hés increased among the disadvantaged, among women and among
minorities, capacity has increased at-é;mueh faster rate among the
aévantagéé éegﬁentshaf the population. Thus, the gap betwaen the

information rich and the information poor has widened (Katzman, 1974),
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of, knowledge and information is a necessary but not sufficient condition
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the growth of influence, wealth and powgfk(ﬂeiez,ILQEZ).

This lack of KPU capacity among the éisaﬁvan%ageﬁ has many ramifications
for the society. The effect in some cases is aﬁ imbalance in the
distribution of disadvantaged groups in%the professions. Somé 43 percent of
all Black graduate students in doctoral programs were reported as being
enrolled in the field of edu:atign (Institute for the Study”bf Educational
Pmlicy, 1976), and the ﬁumber of Native Americans in the field éf eéﬁcati@n
wis reported as being three tikes greater than the combined tétalsifor
medicine, law, engineeting, anciliary_medicine aAﬁ business (Cbavers,
1978) . The percentage of Blacks entering the Eiéld}af"soéial.wa:k was
reported to be several times étéaﬁe; thaﬁgthé pérceétagé for the total

population (Black Collegian, passim). One of the main reasons for the low

Black enrollment in the fields of science and engineering was Eépé%teﬂ to be

discouraging information on"the need 6f the nation’ for such professionals
(Wilburn, 1974). »-\
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a2l achievement, underutilization of 'social services, lack. of input

inte the formation of piublic policy, underutilization.of job training

hde -lza :
ppartunitie. . underutilization of ,career development programs and
ppoctunities, and underrepresentation in higher education and postgraduate

-

proarams, ) - . . -

Ansumptions of the Present Educational Dissemingﬁigﬁfﬁygggg

With the increased emphasis on education sparked by the launchiné'éf the

i

Huarian satellite Sputnik in 1957, the federal government became more

O
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heavily and extensively involved with the status of education in theé nation
than before. The enactment of the Civil Rights, voting rights and

problems of minorities and the disadvantaged to_natianal attention.

As a zésult, in the éésadeﬁaf ghe=19603, the federal involveméntéin
éZuca;ion came to represent a major component of Ehg énnual federal budget.
While there had been informal dissemination ;f éducaticéaltinformatién and.

knowledge through professional associations, state governments and other

means, in the 1960s the federal government became actively involved in the

) Einaneigg aﬁé support of eollection and éissemination_centersi-
.These cehtézsgyére located at universitiés and research institutes and
were éggigngé bj praféssianai educators. There was exténsiwé involvement in
" the design of these centers by professional eaucapiéﬁal regsearchers and some
ffiﬁvolveﬁent by practitioners. As a result, the product which-has re&aiveé
‘the greatest ;mphasis ﬁas bééh tﬁé collection and dissemination of
educational knowledge, which 1s most often définéa as tﬁe results of
theérétié;l or applied :eééarchs Knowledge gained through scienfifig
research is assémed to be the main "product” of the dissemination néEwofk
" (National Institute of Education, 1978). “

Since the sysgem was designed by professional educators and
praétitianézs, it was deéigned 1a§§él;-}af their use. The users are
5uppasédly‘lafgély g:actiti@nérg and thé producers of the p;aﬂgcﬁs are
-ééucatianal rgsearghégs_ The assumption appears to be that there is a
one-way flow of information from the experts in educatioﬁ”to the actual
users of the i;farmaticnf!the practitioners in the classroom, other
researchers aﬁé educatiénal administrators--and ‘hrough the practitioners to

the pupils,
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Other implicit assumptions are that the users are at ﬁhe appropriate

level of development, that there is a homogeneous population of users with

. the appropriate ékills to access and use CngQﬁEfizeﬂ data banks,
information retrieval systems and research reports.: Thié assumption mgans“
that the attéa; users.are limited to those with appropriate training éné
education in computer aéeraﬁions and other ékillsi Most Soufcés;of products
and infozmati@ﬁ rely heévily on technology for éheap and effective means of
storing and zeérieving large banks of data.

The present system also assumes that meaningful education largely takes
place in the classroom, or at least Ehét enough of the educatian-ané
socialization of the mass of citizens occurs in the classroom that the
classroom can make a ﬂiff?iéﬁéé in the overall impact education has on the
éevelqmeﬁtroE the educated person. It also assumes that all segﬁents of
the-pﬁpuiation wiil eventually have aiéeés_ané make use o% educational

products, ‘and that equity will be achieved.

ﬁgg:ié;s to Access and Usage

Several years of operation of this system>have apparently not, héWéVEf;
proved to make education more e%uitablé across social groups. In E?Et
implementation of the system may haQé Qiééneé the gap between thé
information rich and the information poor (Katzman, 1974). If the impact of
the program is antithetical to the announced goal of providing equal
géuéational opportunity to the éisad;aﬂtageé asd'thé aavgﬁtageé, then there
are obviously some barriersitz theiaéhievemenﬁ of the goal of equal qualiﬁy
education.

Some of the barriers are structural; that is, they were created by the
designers of the system or were existing previously. One of these barriers
is the composition of school boards and the tenure and ptomééién committees

Q
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of universities énﬂ colleges. Both types of bodies tend to be made up of
oldéz‘mélé'éaucasiang who are members of the business and pafitical
community. The éisaévantageé segments of the community are gr0531¥
unde:zepreseﬁted; ani their needs and wants are seldom taken inEb écccuﬁté

This situation=-the educational system being administered by male Caucasian

businessmen--has a long history, going back to the businessmen in the 1830s E
who pushed for the 1egélﬁ§étion of compulsory education as a meangsaé
asgimilatihggand socializing immigrants who were needed as docile factafy;“
workers in New Enéland; and levying taxes on the warkegstta make them pay

for public education (Katz, 1972). oo o

The controllers of education in the United States define the p'oéuétl
which is to be considered for development hy faculty members, and this
product for higher education has been defined as the results of scientific

‘research (Forbes, L9;7)i This concentration on scientific research has

~~@: 4 tended to denigrate knowledge a:ziveﬁ at in other ways, ar.éﬁher ways of
seeking truth. The folk wisdom developed through the ages, for instance, is
given little impostaﬁce as an educational product, except ésvﬁhe study of it
addé to sciEﬁﬁiéic theory. The effect is to produce a massive national
effort at undefstanding,the,dynamics of education without producing the
substance or curriculum that thé teacher needs in the classcoom. »Witﬂkthe’
additional linkagr between the universities and the public schools that the
educational dissemination system has provided, the univefsiéies are Sétting
.the agenda for the methodology and g%chniques used in the classroom similar
to the way that in an earlier day universities determined the curriculum of
the secondary schools by developing the course requirements for aémissign té

university study (Katz. 1972).

Qo Sul o ’ . 103

ERIC

Aruitoxt provided by Eic:



O

ERIC

Aruitoxt provided by Eic:

&

The disadvantaged segments of the society have limited access and make

little use of the ptesenﬁ system because there are few members of these

:égmeﬁts involved in pal;cy maklng, agén set 1ng ‘and gatekeeping in the
educational system (Chavers, 1974, 1978; Forbes, 1977); The result is that

the educational system is not integrated into *he community of interest of

the disadvantaged; it is an element outside the community, in many cases

isting in a z@lanial-ﬁelaticﬁship to the disadvantaged elements of
society., The disadvantaged are isclated from the edicational system by the
lack of active involvement with the systeém--social isolation, geographic

is lat;,ni linguistic barfiers and cultural differences (Chavers, 1978).

Regardless of the reason for isolation, the effect is to limit greatiy the

=
{

involvement of the disadvantaged in even the basics of education, and
practically to eliﬁina;e their use of the present products of the

dissemination system. The products are undefstandable only by exgeftsi and

slnce Ehé élsadvantagéd have few members who are t:alned to unﬂerstand the

prgducts, the eEEect is to llm;t access to the whale segment whlch has few
expefts because most cammunigatién within such groups is in-group (Chavers,

et al., 1971; Waddell and Watson, 1971; Bahr, et al., 19725 Dervin and

S

Greenberg, 1972).

égﬁtight discrimination against ;ﬁe disadvan;ageég théh~i$ a more
important factor than many iﬁfthe natiaﬁ want to admit, effectively limits
their role in Ehé educational system to one of beiﬁg passi&e receivers of

the benefits of formal education. The present dissemination network

functions as a one-way system of communication from the advantaged to the

- disadvantaged, from the rich to the poor, from the highly educated to the

poorly educated.
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The lack of knowledge of the disadvantaged by the system designers and
controllers also prevents or limits access and usage. Too liit'e is known

about the communication and other types of behavior of the disadvantaged,

with the result that knpwledéé of how these groups function and behave
cannot be taken inta.accaﬁn;'by the system éésignessi With some ngtéblé
exceptions (e.g., Dervin and Greenberg, 1972; Greenberg and Dervin, 1972;
Bahr, et al., 1972; Waddell and Watson, 1971; Childers and Post,.1975),
knowledge of the behavior of the disadvantaged -in the éniteé States is sadly
1acking: ) |

Other éypes of barsiéré are behavioral; that is, they are created by the
behavior, culture, goals, needs, expectations and desires of the ‘

g

disadvantaged. Very often the goals of the disadvantaged are very different

Erom the goals of the advantaged. There is great concern by many
disaévantaged.gfaups about survival and jobs, with little effort expended or

. available to nursue education as a goal. .

Many ethnic ;inarity groups are characteri;eﬂ by cultural systems which
stresg_styles of learning other Eh§n the‘scien;ifig, such as emula£i@n;
learning by Qfé:tiCE and abse;vaﬁi§ﬁg<aMany Such groups take pride - in the
érese:vatian cf their ttadiéianal gultﬁfal heritage. By excludiné different
léazni;g styles from consideration, the Gontrallerg of edueation haée, in
eEEecti g:ea;ed a weak liaison with eﬁhnic minorities. There is;iittle
expectation by the mgﬁbers of many minogity gréués that knéwiedge can be
advanced by'dissectihgp sepatatiné,ianél§ging 6: fragmenting iE; or bf the
stué? of individual elements taken out oﬁ the céntéit of tﬁg whole (e.g.,

Castaneda, 1968, 1972a, 1972b; Neihardt, 1961). A major reason for the lack

of formal education by the members of many disadvantaged groups is that the

- education offered in the schools is irrelevant to their cultural
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gnviranméht;:thei: education is gfeétly influenced by their out-of-school

exée:iences and in many caSes the out-of-school experiences account for the
bulk of their actual education.
‘Many disadvantaged groups are characterized by é.mzﬁtality of

powerlessness. Their members are products of a self-fulfilling prophecy

{Merton, 1959; Forbes, 1969) which léads to low expectations, poor
motivation and %thef attitudes and actions detrimental to high achievement
in.eduéatian. ﬁany are chazécﬁezizgd by intensive uée af;gntétperSGnal
communication and most of tﬁe per sons with whom they communicate are members
of their social, racial, economic aqé'cultutal grgups (Bahr, et al., 1972;

Waddell and Watson, 1971; Chavers, ég al., 1971; Dervin and Greenbergq, 1972)g

Many éisadvantaéed persons make iitﬁlé use of the print media and rely
he-vily on the broadcast media for inEozmagion (Dervin and Greenbergqg, 1972;

Chavers et al., 1971). Since the dissemination system is largely print

oriented, access and usage:by the 'disadvantaged is thereby limited.

%

e

00r i

Characteristics of the "Information

ihé usual définitiaﬁs éf the disadvantaged @f the “infarmation poor" -.
include a variety of groups characterized bﬁ racial}'ecan@mic, social,
ecultural and other attkibutesi If the inférmatiaﬂ poor are ﬁefined as those
groups having limited access to educational information and those which méke
limited use of the educational dissemination systém,lit is readily evident
;hat ‘such groups constitute a maﬁérity'of the total United stétés

population, as Chart 1 indicates.

¢

But while such groups together constitute a majority, their share of the
wealth, power and influence in the society is disproportionately less than

those groups with ready access and high usage of the system. The qroups
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outlined on Chart 1 are characterized by'gﬁvérty, with per éapita i ncome
levels probably one half c: less than the advantaged groups in the society.

The groups .identified are heterogeneous both within and across groups.

A few of them include persons representing a broad range of income,

educaéi@nél achieveméﬁt and Sagial-éévelapmentg but most of the groups have
few if - any members ghe-a:eﬁhigh on these variables and several groups have
almost no mémEEEs with high income, etc. 1In general, the groups are
compressed at the low end of ,oéigegoﬁgmic and educational éévelopment; but
théy-aré heterggenecus by and large on such variables as the tcpicélitg of
eéﬁgation, sa;iaecongmic étatusi ianguage aojinangeg educational achievément
level, cuituzal/s&éiélagiéal/gsycholégicalEprééiééésitiaﬁs, the adequacy of ~
existing data baées, the ease of acsésézta the educational information tﬁey
need to function as equal participants, group histories, and the degree of
involvement with the educatianalxmainst:eam_

M,If the various groups were to be further éifferéﬁti%te& by role as
éﬁ@éent; public énd pfafgssiaﬁal (Paisley, 1978), as they in fact exist, the
degfeg of hétEEEQénéity would ééfy camgféhensian.: Tﬁat such variety existé
is ;i;hout guestion, and further points out the Eragmentatian charact&figing
the information poor. There is é iack of coheSive power bases among most .

disadvantaged grau@s,'with few spokespersons to represent their interests to

" the education profession. Their poverty makes them relatively immobile and

Ehé lack of outgroup 1inké mékes them a series of relativelg'isolateﬁ,
unconnected clusters. To use communication terminology, the information
p@@r'agcupy a series of niches in the communication environment (Dervin and
Greenberg, 1972), with relatively little errlaP among the niches, few links

with each other and few links with the advantaged groups in the society.
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Educational Information Needs of the "Information Pocr"

The diversity of information poor groups and the heterogeneity existing
within and across them point out the need for a diversified plan of action

ifa:;meeting a'multituée!of needs. One possible approach is to list some of

g;thé'cantént areas that the major clusters-of the information poor are likely

to need to achieve a greater degree of equity, and to attempt to ascertain
which groups are likely to have need for and use each content area.
Chart 1 is an initial attempt using this approach. Some explanation of .
. o
vy

the chart is necessary. First, such an attempt is highly subjective, there

are many variables to be taken into account in such an effort, among the

" most important being the range of educational achievement within a group and

the number of persons with specific skills to utilize a specific content .
area. Second, thé:é is little data for compar ison, Sa-tgat géfinitive
statéments about- numbers of persons are difficult Fo make. Third, tﬁe chart
assumes instaﬁt and universal aécess, nat-haﬁpéreé-by individual mobility,
cost factézsr isolation and the like. TFourth, the chart ;éveals a very

:oﬁgh approximation of a hierarchy of need, assuming that this initial

attempt is not too unrealistic. Fifth, roles within groups (Paisley, 1978)

~are not delineated; groups are listed in the aggregate. Sixth, the chart is

o

not inclusive or definitive and is only intended for illustration and

compar ison.

Using the chart as a point of departure, some generalities about

, éducatianal information needs may be possible. If the chart is not too far

of £ the mark, it reveals the most likely educational information needs of

groups (Paisley, 1978). Some groups have more cochesive power bases than

-making, while dthets devote little if any resources to policy making. If
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Removing Barriers to Information Dissemination

information is disseminated using a cost analysis basis for optimal or
minimal usage, as is likely, the dissemination network will not likely have
a free hand at aﬁtempting to meet the special information needs of a small "

number of perSQns from only one group, as an example; it is likely that a

content area ﬁill be addressed if there is substantial demand far it.

1

Since the concentration of information needs is at the "lower" end of

areas

mw

the “hiesazéhy,“ it is likely thatrﬁhe needs of .many groups are in the
of ptacﬁi§al application, rather than in theoretical reseafch fChilﬁérs and
?osﬁg 1975),” The inf@rmatiam needs of the information pé@r are little
concerned w1th-the results of théaretlcal research and emphasis on reééatch
to»thé exclusion of other content areas will continue to limit’ usage by
these groups. The probable emphasis Shéulé be on dollection ard

dissemination of practical tools and products relevant to the hi ry and

culture of the vari ous groups (Forbes, 1977).

i

A capsule summary of the main points of this paper up to this point
would be as follows:

1. . Education in the United States is controlled by those who are not
disadvantaged. -

2. There is a gap between.the information rich and the information
poor, and the technology based, research oriented educational
dissemination network has w1dened the gap. -

El

3. Access to information, and utilization of it, is necessary for
equality in education.

4, The present dissemination system is characterized by a one-way flcw
of Lnfatmatlan from the producers and fesearchers ta pfactltlonEES,

5. Thé“ﬂesignérs of the system have inadequate knowledge of the
disadvantaged to PEDVlﬂE them with appropriate products and to
stimulate usage. . !

6. The "information poor" are heterogeneous, fragmented and have poor
linkage outside their social groups. :
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7. The education products most needed by the information poor are
those with practical application, rathez than with theory and
research. i

The most important point to be made, perhaps, is that there are

differences between those in the education profession and the disadvantaged,
who are the least successful consumers of education. From the perspective
of communicdion and sociology, there is inadequate linkage between the
information rich and the information poor, there are differences in value

systems and patterns of behavior, and there is a one-way flow of

cémmunication and information which has proven inadequate for the goal of

providing equal ééuéational opportunitv.

A ccmpaglsan with another education prcg:am in the United Statés will

illustrate the point. With the passage of the Bilingual Education Act in

the late 1960s, the United States made a commitment to provide initial

Ta

education to non-English speakers in their first language as a means of
achieving better education. This was implemented through Title VII of the

Elementary and éeaanéary Education Act. Within a few years it became

evident to the government officials operating the program that there were.

‘not enough bilingual teachers available to staff the classrooms. In the

second stage, the program was'maéifiéd to provide for the training of
biliﬁgual ﬁeachefs, Then it was discovered that thére were not énaugh
unlver51tv faculty members knawledgeable in B¥lingual eausatlon to train the
teachers, and in the third stage, provision was made for the training of

faculty members for teacher training Qtog:éﬁs, Perhaps the educational

..)éissemination network is now at a comparable second stage, and a way can be
b .

devised to train persons. who would be analogous in the dissemination effort

to teachers in education practice.

12



The problems with the present system are formidable anﬂrafe not unique
to the éisseminaticn systemn; they are 515§ ethqnée£e§ in the géucgtiéﬁal
systém in geﬁefal_ Fértunatély;!tberé are three examples of attempts to:
breach similar gaps between the fhévgs“ and tﬁe "have nots" which havev J
wor ked==the barefoot dggﬁars_in China, thé-gcﬁhty aéenﬁ/ﬁame demansttéﬁion
agent network in U.S. rural dévglépﬁené and the national emphésis on

universal literacy in Cuban education.

Equity in knowledge pféductiﬂn snd utilization calls for a bold approach

| Qith a syst Di,pléﬁﬂed intervention Ea:‘eduaatiéﬁal charge for the
disadvantaged. Such an attempt might involve the training of persons
indigepous to each group in the use of education products, and the
Eeiﬁplantation of these persons.in their communities. Through direct
_ contacts wigh the dissemination network they wguid then;xiﬁ eEEeét; become
liaisons between the eﬂuéatiénai professionals and the disadvantaged groups
cf which they are members.
The planning of such a system should involve the integration of ;esearéh
from the fields of communicatié@g sociolagy, anthfopglégy and psychology @ﬁ
the information segking and educational behavior of the various groups of
éisaévantagéd in the United States. mlanning should involve a mix of |
rep:esentativesiaf the various disadvantaged groups in the design of

research, the development of plans and the implemeﬁﬁatian and evaluation of
programs. The appointing of advisory boards would probably be the most
‘appropriate method for involvement and stress should be placed on the
emplgymgnﬁ of persons from disadvantaged groups as employees in the

collection and dissemination system at all levels.

The attempt in designing interventionist strategies should be based on a

i

‘ two-way flow of information model. Some ways to approach the two-way model,

O
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in addition to the involvement of the disédvaﬁtaged-in planning and
evaluation, would be ta.develog field Lesﬁing pgaceéures‘fa: each phase of
operation to provide immediaté feedback, ta’ttéin researchers and
practitioners from thg éisaﬂvgntageé groups and to éesign}’é@llect and
disseminate educatiohal products approégiaté to the level éf development of
various groups.

The most important point to be made, however, is not that
interventiémistfstratégies or any other particular EeghTique‘will work best;
proper design and-ﬁesting will determine thi=s. Whaﬁeyer approach is made

will have to take into account the lack of communication and linkage between

the advantaged elements of the society and the disadvantagéd elements. The

fate of the disadvantaged is partly determined by the actions of the

.advantaged and is partly determined by the attitudes and actions of the

disadvantaged groups themselves. Self-determination has not been thought to
be important by most professional educators and controllers of education up
to now. For educational improvement for the disadvantaged to occur,

however, self-determination will have to be used to build upon the

‘experiences of disadvantaged groups, rather ‘' than baing thought of as an

‘obstacle to the achievement of what persons other than the disadvantaged

&
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Federal Involvement in Education: A Principal’s
Point of View
Dr. Samuel L. Williams, Principal, Castle Hill Elementary School, Lauderhill, Florida

Education cannot be adequately supported by local and state taxation. Withdrawal
of federal support would cause the nation’s school systems to collapse. Practically
every argument in favor of federal aid to education is based on the doctrine of
equal educational opportunity.

Key Points: The ideal is that every individual should have the maximum opportunity to rise to
their highest stature and be helped in every possible way to make the most of their
potentials. '

The federal government is the only American institution thraugh which the gross
inequalities across the nation can be appropriately addressed and minimized.

As federal aid has incieased, every effort has been made to have each local dlstnct
make decisions about the degree and kind of federal aid to request and use._

The decline of widespread concern over the possibility of a national policy for

schools shifted to concerns about new federally assisted programs and their guidelines

and controls. ltems written into compliance documents cause undue hardships or

unnecessary loss of teaching/learning time. ‘ '

The greatest and most emotional expectation was that Schﬂuls shouid take the lead -

in social reform of the entire society. Desegregation and integration became a raily-

ing point for many local districts. . . Title IX became a powerful weapon for females
Affxrmatwe Action programs produced emotionally explosive dialogue and actions.

Afhrmatlve action must have two very Strang campnnents . .vigorous recruitment

Principals have too lltﬂE input into determing what is selected as the dlstnct area’
of concentration for federal assistance.

Paperwork required to provide information by which guidelines compiiahce can be
audited is the biggest drawback to federal aid.

Appropriations authorized by Congress to support programs are Systemaucally
syphoned off by excessive costs for administration (program directors, guldelme
writers, program reviewers, auditors, compliance officers). Fewer and fewer dollars
“trickle down to the schools to service children.

Pre and post teaching/learning activities infringe more and more upon the time
teachers have to devote to the act of teaching and actual contact with children.

The interest of improved readiness for mstructmn in reading, writing and mathematics.
can best be accomplished in formal school settings. :

Cases of failure to diagnose, prescribe and correct visual, speech and hearing
problems. early in children’s school experience can be traced to later developmental
problems,




Teacher training institutions have.not been effective in acquainting their students
with the day-to-day problems and realities of classroom instruction. During the
past two decades open schools, team teaching and learning through discovery have
each played a role in the declme of teachers teaching understandings and skills
prior. to expected usage by their students.

Those responsible for teacher educat ion began to establish the role of teachers as
that of being a learning facilitator. Teachers were not expected to teach.

The process of teachers assigning learning tasks to students without having taught
prerequisite understandings and skills is so widespread and ingrained as to make
a large percentage of today’s teaching ineffective.

Recommendations:

Centralize all information collected from schools to cut down on duplication of
paperwork.

Provide relief to those having problems associated with federal program guideiines
and implementation of services.

Provide additional funds for indirect costs.

and norlteaching ECtIvItIES

Improve federally funded preschoo| programs; move Headstart programs from local
sponsoring organizations to school systems. -

Assume ‘earliest possible detection of problems that could cause unsstisfact‘ciry
learning performance; provide leadership and support to the develcpment of early.
intervention strategies.

13

Promote location of teacher training near where firsthand experiences can be

provided,

Encourage a marriage betwee two-year community colleges and schoo! systems to
provide appropriate teacher-education programs and experiences with four-year
institutions providing a liberal arts program in conjunction with a school system’s
final two years work with prospective teachers.

o
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FEDERAL INVOLVEMENT IN EDUCATION:
A PRINCIPAL'S POINT OF VIEW
Dr. Samuel L. Williamspzﬁfincipal,
Castle Hill Elementary School, Lauderhill, Florida

A major Educat;an 1 issuye which has for many years concerned the

public is the idea of federal financial assistance to, public schools.
The primary rationale supporting aid by the federal government is the
recognition of ineqguality of a?pa:tunitiesi Thé-aﬂéérinE’Of equal
educationali@ppaftﬁnity supports the notion that it is not right that an
individual bélpenalized for the unfcftunaﬁeigircumstanges or conditions
of birth. An meartant question then is: . To what extent does the ggcé!
educat ion thatvls _necessary and possible actually reach all the people?
This outstanding American goal iz stated as an ideal of the American
. Al :
peaplet equal educational opportunity for alls> It establishes the
Ameriecan dream that all individu.ls shall have the maximum opportunity to
rise to the highest stature that is within them and to guarantee that
ﬁheyishall be helped in every possible way to make the most of themselves
and their potentials.

The free public school has been the major institution through which

our nation has attempted to ensure equality of opportunity. The soundest

'aégument for the establishment .of free public schools was that education

would open the doors to opportunity. In 1848 Harace Mann in his annual

report on education spoke of free gubliéAéducationras«ﬁbeygné all other

“devices of human origin, the greatest equalizer of the conditions of

man--the balance wheel of society's machinery.”

If equality of é§portunity is to be achieved by means of education,

there must be equality of educational opportunities. Educators and the

Amer ican peaple'léng ago recognized that fact. Equality of educational
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opportunity has frequently been used to support free public education and
an exhaustive variety of educational practices. Practically every
"argument in favor of federal aid to education is baséd on the doctrine of
eéual educational opportunity. Arguments for broadening access to higher
education and state equalization of funds are predicted on this ideage
The 13475Pfésidéﬂﬁ'5 Commission on Higher Education offered thevidea
that, "equal educational GPEOEE;ﬁitiES~E@E«all persons, to the maximum of
their individual abilities and without regard to econami: status, race,
creed, color, sex, national origin or ancestry, is a'majéf goal of

American democracy."

: What is meant by equal educational opportunity? People are born and
endowed with unequal abilities to learn. Thus, people cannot be equal in
that way. The fact that people are born and éndowed uneqﬁally makes no

: diEngEncé. Equality of eéucati@nal.agp@rtuniﬁy is not concerned with
intellectual ability, but with the chance to get an education. It is the
individual's chance to get an education whicﬂ is ia-be equalized.

When discrimination was struck down by changing laws and customs, the
wcrkiﬁg man aséumaﬁ the same standing before thé’law as any other
person. This made it possible for anyone to ascend the economic ladder
to success without béiﬁg hindered unfairly by légal‘rést:aints
established specifically to keep him down. Changes in law5=and cdBtoms
m;ﬁe maﬁy:?EQPLé believe that equality had been accomplished. The law,

6 iElnct the government, suggested. that the opportunity of each person to
aééuire wealth was equal to,that of anyone else. -

Even the practice of providing equal access to education does ‘not
fully equa;ize educational opportunity. Pr@viﬂing any nuhber of free
services will not equalize educational app@ztﬁnity_ A child with visual

o , 12y
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problems cannot see to study. It is of no value to give such a child
books he cannot see to read. A cﬁild sufféring with physical pro%lems or
inadequate food to eat will not have the same attitude toward school as a
child who does not have these prablems.

What then are the services that schools should provide? Should
textbocks and all instructional materials be provided free? What about
aids like eyeglasses, lunches, appropriate clothing for the indigent,
health care and hearing aids? What about scholarships for able students

who want to obtain a college education? Should all of these be provided

‘free and at the public's expense? Whatever the answers to these

questions are, schools are moving rapidly ahead to provide a multitude of
social services intended to help egualizétion'educatignal Gppéftunityg
This is pcséible because of federal intervention and assistance té
education.

The ideal of equality is still widely accepted in America. Hawever;
in the past ten to twenty'yeafs the ideal has come under constant and
severe criticism as!being inadequate in the face of ;ising inflation.
Men are still cancei?ed as being equal in opportunity to use their
abilities, but they now find themsel&es at a disadvantage due to unequal
social and ECéﬁG?ic condicions. Inequalities have always éﬁistea. In
the early days of the nation, existing inequalities were of much smaller:
é@nsequenge. Today, it is clear that any person who starts life with
wealthy or rich §areﬁts and an opportunity to-‘get a college education in
America's prestigious institutions have a far Eeacﬁing advantage over

hose born into less favorable circumstances.

rr

The federal government is the only American institution through which

the gross inequalities across the nation can be appropriately addressed
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and minimized. Thgs,.the federal government is rightfully involved in
education.

As the government wérks to bz;ng abéut equity, more and more children
are going to school without proper nutrition, without adequate clothing
and without adequate menéal and physical health. What is the answer?
Should we arbitrarily step in and feed all children breakfast and lunch?
Should we provide clothing, glasées, dental and health care? One can
make a strong arégment that the chilﬂ;en of the nation are not capable of
taking care of themselves. What parents do not do for them, someone must.

The need to help children today is significantly greater than it was

[}

two or three decades ago. The need will continue to grow without

assurances as to what the end result will or should bBe. The ability to

"

survive in today's sagieﬁy is becoming increasingly more aifficult in
terms of making a living. Expenses grow, commitments grow, pressures on
the individual grow and yet the children of the nation are there
waiting. They wait because their needs must be met. If the local
community cannot meet them and if the state cannot maet them, abviéusly

the federal government must assume a more responsible role.

Problems Associated with Fcderal Assistance

The fgde:a; government's involvement in education has always' been of
concern to the general public. >DUfing the 1950s énd 60s the debate
across the nation was Eéééralism versus localism. Many citizens felt

" that with. federal aid would come unwanted standardization of curriculum
across America.

As time passed, it became evident that no attempt was being made to

replace local decision making powers at the national level. Every effort
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was.beiﬁg'madé to have each local district make decisions about the
degree and kind of federal aid to request and use.

The decline of wiéespread concern over the possibility of a national
policy for schools shifted to éanéernsvabout new Eeééral assisted
prcgrams;ané their ggideiines and controls. There seemed to be agreement
that some cantrgis were desirable. The‘fccal é@int of concern were those

guidelines which were unrealistic, unworkable or plain unneeded. Items

‘written into compliance documents which caused undue hardships or

unnecessary less of teaching/learning time were the first to gain

attention. Things like:

1. Insistance on comparability of each Title I school in terms of

per pupil expenditures and student staff ratio resulted in

unplanned and unexpected changes in many schools' staffs and
programs.

2. Requiring that each child paying a reduced price for lunch be
afforded total secrecy and privacy for such transactions
resulted in extensive waste of time without accomplishing the
desired objective.

3. Inequality constantly surfaced at schools where funds or program
allocations were insufficient to allow all e¢ligible persons to
take advantage of the services provided.

As the early years of extensive federal aid to education passed,
other concerns were addressed in compliance requests by those responsible
for establishing program guidelines. Problems of massive proportions
spread from one state to another as each tried to evade or deal honéstly
with new expectations. The greatest and most emotional expectation was
that schools should take the lead in social reform of the entire
society. Desegregati@h_and integration became a rallying point for many
local districts, Other districts were splintered, split and torn on this

issue. Youngsters in various parts of the United States suffered and

-te@ngiﬁuemt@~sufferwfram’the*égils"af‘uhéqual”ﬁfeatmént because local and

s-ate boards of education continue to be irrational about integration.

[
%]
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Whilg schools were trving to get problems of racial mixing under
control, another one arose. Women and other minorities began to replace
Black males as the Eaéué of attention. Title IX became a powerful weapon
for Eemalés. The beginning of a new movement ﬁ@waré equal employment,
equal pay for équél‘jcb reéﬁcnsiblity and equal access to upper level
positions for females and other minorities gave fise to what many
referred to as reverse discrimination.

Affifmaﬁivé action programs produced emotionally explosive dialogue
and actions. Quota systems iﬁéludéd in most plans established criteria
for aisputes_éné d2bates. A central question to the problem is: Does
this procedure result in the most qualifieﬂ individual receiving the
job? The answer to the question is "no." In some instances the pérs@n
with the best gualificéﬁions is passed over for a candidate with less
glowing credentials. This should not happen. However, the grgﬁlem or
flaw is in the design of the individual program. Taé much émphasis ie
piééed upon establishing and implementing programs based on a quota

system. Insufficient concern is given to assuring that guality will be

available when needed. A program designed with serious intent towards

Successfﬁl affirmative action must have two very strong compcnents. The
two components are vigorous recruitment nationally and a planned
educational and training program to prepare }ndiviéualg for areas of
oxpected responsibility. Recruitment and education and training must be
ongoing éﬂd designed for future considerations. 4

| School based administrators are céncerneé with planning,‘selectian
and preparatian‘af gfapﬂsalé by grant writers. A 1§£ge percentage of
pfinéipa}s c@mplagn of too little or no input into determining ﬁhat is

selected as the district's area of concentration for federal assistance,
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Ag program grants are renewed old problems are not eliminated. Often
they are renewed and amplified.

Closer communication between principals and grant writers is
desirable. It would make for better propesal writing based on needs and

concerns at the source of teaching/learning activities.

federal aid is paperwork required to provide inngmatian to audit
compliance with guidelines. Geﬁéfally, directions are sent to explain
directions and several different departments may request the same
information on a different gquestionnaire. A large amagﬁt of money as
well as time is wasted as meetings and workshops are held to explain
forms or queétiOnnaireg which eleﬁentazy students should be éblé to
complete. Thére -has to be a better way. Somehow centralization of all
information collected from schools must take piacé; The data must be féé
into a computer bank. fhé source of funds for this project would be
savings in personnel, materials and time currently used to support this
activity.,

5

The original appropriations authorized by Congress to support

‘programs are systematically syphoned off by excessive costs for

administration. Costs for aéministfétiaﬁ ineludes but is not limited to
roles like% program directors, guideline writers, program réviéwersi
auditors and compliance officers. As each of these individuals at each
level of government is paid for their services, fewer and fewer dollars
trickle down té the schools to provide services ;c,childfeni‘~§amé of the
unwanted and unneeéea administrative costs must b; ;1iminated tgzsupply
more dollars to the direct costs of programs. VThis can ‘be done without

loss in eEEéaEiveneséﬁaf guidelines and controls.
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Relief for Problems and Future Directions

Individuals in positions of authority who have the power to make
decisions must seriously consider the need to provide relief to those who
are having problems associated with federal program guidelines and
gmpleméﬁtation of sérvicés‘

Ereakfaét and lunch programs éhéuiﬂ;bé fuily funded to make them
available to each Ehild free of cost. Additional funds are required to
provide for indirect program costs. Chief among the extended services
required with food programs is a need for funds for aides to supervise
children during breakfast and lunch periods. Absence of this needed
aséistance in school districts operating under master teachers' contracts
make it difficult, if nct impossible, to provide necessary supervision.
As long as school staffs do not have adequate supervision, there will be
résistahce to providing breakfast programs and lunég programs will
operate in less than wholesome settingé.

Inequality again becomes a factor. Breakfast 13 available to
children in schools where teachers are liberal toward contract
requirements and are willing tu supervise the students. Howevei.
children in schools where staffs are not liberal toward wontract
stipulations are denied breakf “t.

Expenses to exteni food 5Ezvi?e programs to all students should be
offset bf savings real:ze by current program ca%t cuts. Saviﬁés in
actlvities related to ﬁéﬁitoring, accounting, administering and auditing
should parallel increases caused by ex;gﬁéiﬂg services to each ghilé_!

Benefits accruing to school systums would he in terms of improved health,

interest and attitudes of school children.
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Teachers today are encountering serious problems with time. Pre and
postteaching/learning activities infringe more and more upon the time
teachers have to devote to the éct of teaching and actual contact with
children. Instructional time segments grow shorter. Learning activities
become assignments of busy work toc keep students out of the teacher's
hair. Learning by students is_nat being enhanced. Téaehefs cannot be
expacted Eé continue to do excessive paper work and provide effective
instruction during the same time blocks. A way to assist teachers with
nonteachning chores must be found. Grants of aid for clerical aides to
help teachers with increased paper work and nonteaching activities must
be provided.

Preschool programs that are ncw funded by congressional appra?riaa
tions should be imp:éﬁeég Headstart programs can be improved by
switching community sponsoring agencies from local organizations with
limited experience in and facilities for eéugatién to community schaél
sfsﬁemsg The move would place three and four. year old children in the
care of professionally trained teachers with appropriate facilities for
teaching and learning. Readiness activities of the three or four year
old child should not be left to chance development. The interest of”
improved readiness for instruction in reading, writing and mathematics
can best be accomplished in formal school setﬁings.

A companion item to the expansion and gélocééign of Headstart is the
need for Early Intervention Programs. Cases of féilufe to aiaghéég,
prescribe and cés:é:t visual, spgech éné hearing problems early in

children's school experience can be traced to later developmental

‘problems: ‘No children in schools across the nation should have to

tolerate a traumatic experience like being placed in an educable mentally °

.
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hanﬂicapp&d élassibg;ause someone failed to réccgnige.that their problem
stemmed ‘from being partially blind rather than mental incompetence.

Educators from coast=-to-coast may recall some such horrible experience

they can remember which is similar to the one cited. Even one such

incident %ﬁywhefe in America is one too many. The federal .government
should take steps to assure the earliest possible detection of problems
tbat ¢ould. cause unsatisfactory learning performance. Leadership and

support should.be given to. the development of early intervention

-sﬁrategiés-

A:pzagiam of early intervention should be directed to screening all

students in kindergarten and first grade. Screening should consist of

‘déééééh, language, vision, hearing, physical; academic and psychological

testing of'éach.child on grades designated in programs developed.

 ThE progeam also needs a followup component. This phase of work with

the children consists of the screening team holding conferences with

parents aﬁd_schagl personnel, The intent of such conferences would be to
communicate problems ‘and help secure needed corrective services.

Teacher training institutions have not been effective in ‘acquainting

T’Eheir*studénhs=with the day-to-day problems and realities of* classroom

%

_instruction. Part of the problem has been movements in education.

During the past Ey@“aécaﬂés cPén schools, team teaching and learning

- through ﬂiscaVEfy,héve eg;hfglayeé a role in the decline of teachers

-

~tpaching understanéfﬁgs and skills prior to expected usagésby_ﬁheif

students. These movements within thémselves were not the problem. Those

feséaﬁsiblg‘faf_teache; éﬂUGétién began to establish the role of teachers

< e

T as that;éﬁibeiﬁg a learning facilitator. 'Teachers were not expected to

teach. The new role was diagnosis of learning needs, prescribing

Mor . o . e ey e



. aétivitieé based én needs and facilitating théilearning process while.
children were expected to learn Qy'éiscﬂvery;withcuﬁ formal teaching.

The pséeess of teachers assigning learning tasks to students without
havin§ taught prerequisite understandings and skills is so widespread and
ingrained as to make a large Pefgeﬁtége of today's teaching ineffective,

During the 19605 and 70s our teacher training schools were actually
teaching teachers not to teaép; Persons wiﬁh newly acquired credentials
knew nothing about what goes on in classrooms. .To get an understanding
of and gain entry level experiences, individuals entering the profession
serveé a three or four year apprenticeship. The ééucatign and
development of persons with entry level skills required four years
é@llegé HGEF and three or four years on the job.

A need exists to bring tegchét training ﬁgarér to the 1ocati§ﬁ where
extensive firsthand experiences can be provided. =Teacher training .

institutions, as they exist, do not represent the best experiences
available nor surroundings in which the experiences should unfold. There
should be a marriage between two-year community colleges and school

7
experiences, Other Eéurayear institutions could become a part of this

effort by ﬁroviéiﬁg a liberal arts program in conjunction with a school

L

system's final two yeafsi@f‘wgfk with prospective teachers.
o Change in the pattern for delivery of teacher training is political.

"The establishment would fight any serious movement in this direction.

However, it is a critical need in the public's interest. Without federal
‘leadership and assistance, this unsatisfactory situation will continue to

exist. . .
‘e L0
Prospective teachers would enter the third year of their education in

a school as an aide. During the two years, if successfully completed,
o
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they would pEQ;EEé from aide to paraprofessional to certified teacher.

Weaknesses observed could be remediated with unsuccessful ' individuals

Funds should be made available and encouragement should be given to.
school systems and colleges to experiment with this concept.’
f

Post Mortem

Education cannot be adequately supported by local and state

- taxation. The federal government has to be involved in funding

educational programs in a meaningful way. Withdrawal of support by

ERIC
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Washington would cause the nation's school systems to collapse. -
Education would again be évailable only to the wealthy and wellatéada.
Federal leadership and aid to education is nééﬂed ané‘nQCEssazy for
continued success to school programs. If there is any doubt about the
need for federal assistaneé; ;éak around in your igéal setting. Think
about the things local schools would have to do without if Eeaezér
dollars were not involved. Your Qbse:vatioﬁ of the situation prgbaﬁly
inéluéés facilities, gr@grémé. people, resources, materials and
equipment. It might be fun to do é ministudy of what would happen if all
federal programs and‘assistgnc& vanishéé, It would be inﬁéfe%ﬁing to see
what would remain. wéplé there be half empty buildings? Would thgfe be
any buildings left at 311? bwauld local school staffs have a number of
significantland)EEUEial!parsénnel vacancies? Which materials, games,
books and equiément would :emaiﬁ? Answers tp the above set of questions
cleagly indicate that federal involvement in educétign is quite extensive
and will continue to increase as schools tgy to work with problems of

concern to the nation's interest. 3

L3y



Federal Involvement in School Improvement

Dr. Anﬁagf:amabell, Commissioner of Education, Stata of Nebraska

raqulramanta but tha raaultmg advantages to atudanta autwelgh objectlonabia
requirements.

Key Points:

' a stabilizing of its proportionate commitment.

There was minimal federal involvement in education prior to 1965. a doubling of
federal effort in 1965, a constant growth of actual federal dollara alm:a then, but

Today, the foica of Education administers over 120 separate programs which pro-
provide about $12.5 billion of federal aid to education

While the intent of federal regulations is to be informative, instructive and
interpretive-to-avoid-violation of law.and audit exceptions, the actual effect

has been to unduly restrict LEAs and SEAs in-application in meeting needs
of students who are not only diverse but in settings which are also diverse.
Requirements for maintaining local and state school budgets at-least at the same
level for specific programs from year to year is intended to insure that federal
funds are not used as a substitute for state and local money. However, the result
may be a cartam loss of flexibility and decision making capamtv when a dlatrlct
or state suffers unusual revenue losses.
Exampla** of overly restrictive regulations include;
Overkill in resticting such activities as fatharsdaughtar banquata in
enforcement of Title IX of ESEA. i
Insistance that all handicapped children be ‘‘appropriately’* mainstreamed
into regular classrooms, and requirements for individual education plans
in P.L. 94-142 (tha_Education for All Handicappad Children Act).

_ Examplaa of benefits to students as a raault of federal fundmg

Over 60 million disadvantaged students _have received additional aducatlona!
programs under ESEA Title I: evaluation suggests students are making 12
months of gain in reading skills for each 7 months of instruction.
More than 523,000 migrant students are being helped with federal funds.
Each dollar of federal funds has generated over $8 of state 1ad iocal r"onay
for vocational programs.
Over 800,000 adults enroll annualiy in Adult Basic Educatior courses.
One in four post aacondary students (almost 2 millior) receive 3asic
Educational Dpportumty grants annually..
About 159 million books have been purchased for school libraries unger -
~ the Library Services and Construction Act — an avarage of “about 10,000
books for each school library in the country.
The judicial branch of government — rather than Congress or the exacutive branr‘h
— initiates a large part of the federal requirements for education. :

7::1



For the future we can assume:

The amount of federaf dollars will continue to grow s!awiy, remaining
at about 8 percent of the federal budget. .

’ . Current interest in tax reform and spending limitations will intensify.

V Interest in a balanced federal budget will continue the fiscal cDﬁServatwe
trend. . .
Su5p|c-un of all kinds of mstltutmns will continue to grow. ,
F‘eople will cantmue to he concerned about federal control of educatmn

resources whlld at the same tlme, is structured to rnske mmlmal dernands and
establishes minimal rules. '

Year round employment emphasizing professional development should be encourged
in a combination of higher education teaching/research and teacher/principal,
teacher/parent, teacher/student developed strategies to bring more improvement and

= " “sistained reform to schooling than the present method of trying to mold diverse
adults to diverse student needs.

" The ‘*extension’’ model and the *true’” professionalizai- n of teachmg IS r'eeded
to accampllsh desired goals. :




EEDERéi‘INVDEVEMENT IN SCHDDL THPRQVEHfHT
Dr. énng Campbell, Commissioner of Edﬁcaticn.
State of Nebraska
Because af the enacément af the Elémenta;y aﬁd Sesandary Education Act
gf 1965 the federal d llar contributed gé public educatlan has grown from
_5775 million to o%er $3.5 billion. B
Prior to 1965, federal invg, ement in education, so far as funding is
concerned, had been relativelydmiﬁoriﬁalthgugh the fedgral gcveznméﬁt‘é
. length of involvement pﬁedates-thé CQnstitutién_-—Tﬁe'LanéhGrant”CcllégEs"

Act of 1737 initiated féderal aid to state and 1acal gavernménts. That .

flrst effort was followed 75 years later, in 1862 by- the Morrill Act. In

,917 the Smith-Hughes Act inltiated federal Eunﬂing for the Pr@matian anﬂ"“"“‘*‘ff'
? ﬂde,elnpmént of vocational eauﬁatléniie ’ l )
Theée efforts natw;;hsta;éing, tﬁé total feééral budget for education
from al113§urcés wag about $899 ﬁillich the year before funds Eecame |
4vailable under the Eleméntar-y Secondary Education Act of 1965.
By éon:sastf the 1965-66 federal budget had jumped to $2 bii_lionz
Nineteen sixéyéfgﬁe was a banner yea:”far-législation greating federal
_ educational programs.  In addition ta the Elementary ‘and SEéanéary Educatlon
Act, that same Cong;ess also passed the Adult Education Act of 1965 and the
HighE£ Education Act of 1965.
Today, the Office of Education aﬂminigters over 12% separate programs — -
which praviﬂe about Elz.Sibillian of federal aid to educatign. In thé 1965
budget Ebe éeréenﬁage of feﬂera% egpénaiturgsrfcr education rose fréﬁ 4.4
percent of g;i funds spent for edﬁéatian'ﬁg ?,9 percent, In 1920, the
fede:ai government cgntribuﬁea 0.3 péreeﬁt; the states, on the ave;age, 16.5 .
pe:ceht éhd local gqve:nmeﬁtg average 83.2 percent of all furds spent on

education.
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in 1976, the” federal contribution staaé'at_a.c pércent, the average
state contribution had risen to 43.7 percent and the average local -

contribution for the first t;ﬁé‘in history had dropped below 50 percent to

48.4 percent.

So, we see minimal federal involvement prior to 1965, a doubling of

=t

‘ederal effort in 1965, a constant growth of actual federal dollars since
then, but a stabilizing of its proportionate commitment.

The -availability of federal funds has not been without some sacrifice on

the part of states and school districts. The document which contains the

compilétian of all federal tegulaﬁiéng has more than tripled sigce'1972i
And ther§ isiéa question that they are often to0 éémglei, unnecessarily
@etaileﬂ and, in same'instansgs, iné@mg:ehensibléj

while the ;ntént cfiéhe‘regulatians may be intended to be informative,

instructive and iﬁée:p:é;}ve'to avaidfviﬁlaticn ¢ law and audi£ §xcepti§ns,
the acﬁuﬁl effect ﬁas been to unduly restrict LEAs and SEAs in aéélicatién
in meéting Eéeéé of séuﬂents who ara nétbonly ffferse{ but in settings ghich
are also diverse. In the attempt to meac.-- Dok gvaluatéflike criteria, it.
may or may ﬁ@t produce desired results. The inténﬁ is_éegirable, but the -
implementatién may»tequifé new strategies.

» HMost -federal laws fequi:eAEhat_lagal and state school budgets be

‘. maintained at least at the same level for specific programs from year to

year. That requirement may lead to a certain loss of flexikility and

decision making capacity. If a school district or a state suffers unusual
revenue losses, the level of commitment or programming cannot be rééuceé in
a partigular area if they wish to continue to receive federal funds.

Agreed, the intent of this requirement is also laudable. - The puspasé‘is to

insure that(feﬂEEal funds are not used as a substitute for leocal and/or



staﬁé funds, thereby allowing a reduction of effort by state and local
‘goyernments.

Lqékiné at Title IX of ESEA, not all agencies view the requirements
either as necessary or désizéble_ Activitiés such as fathei-daughter
banquets, boys' leagues, girls' chorus and boys' cha:gs have béén

. challenged. The requirement, however, has resultgﬂ in significant changes
iﬁ-cu rricular materials, the availability of cértain courses to béth boys

and glrlg and the involvement’ éf g;:ls in what had prev1@u51y been B

considered exglusively male sports. Eut it mé} be that "overkill" has
served to disadvantage participants and result in undesired outcomes.
P.L. 94-142, the Education for All Handicapped Children Act, is another

significant federal

m—-
ﬂ\

example of Eed§r§lkinvolvement which carries with it s
:ggui:ements; In addition to insisting that all hanéi&apgéd children be
“%?gtﬁgfiatelg“ mainétzeameé into regular classréams,~the_1§w féquires that
each child must- have an individuél education plan (IEP) and further :equireé:
that local &nd state governments must provide the majority of thé funds to
carry out the federal manfiaj;eéi There is also a penalty imposed upon étaﬁés
tiat have not gé:&éived and agtéé upon the needs of children with handicaps
and Gé@sg f&:geéiby Eedefal”ménéate’to adétess:thé p:ableqi The federal

o

géve:nmen&'hag been unable {perhaps, refused) to dedl with this issue.

5

Likewise, there has been a distinguishable lack of atééntian as to whicﬂ
égency or agenciés have fespanéibilit§ to prévide “sugéézt SF?EEIEEEalwﬁﬁmﬁ;
~services to the individual ggduéatianﬁ program. Top down st:aﬁegieé
unquéSEiéhably help same of the children, but bfing ccuntezéfaductivg
meagures to other chiidreniA |
Over 60 million digadvantagéﬂ stuéents have received additional
educational programs under Title I designed to overcome educational

deficiencies brought on by their economic disadvantagement. And it seems to




be making a difference! 'The last Title I evaluation suggests 12 months of

gain in reading skills féf each 7 months of instruction. Likewise, we
shaulé=n§t'fcrget that over SéB,GOD migzént S;uéénts;ayaung people whose
eéucatiaﬁél attainment su}fe:s sevé:eiy as a :esult of moving frequently
from schgéi_té sché@l. days lost due-toitravel and iack of continuity in
their educational program as Qéll_as language ééfigienEESEfafé being ﬁélpea
;nnually due to the availabilitysaf fedézai funds for migrant sﬁuéentsg

. Progress is being made.

" One dollar of federal funés has generated over 8 dollars of state, and

local money for vocational pfcgramsg' Annualliy over 15 million young people

enroll in at least one vocational course or program, opportunities they °

‘might not otherwise have without federal funds.

Further, over 800,000 of our adult neighbors enroll annuaily in-Adult

\

Basic Education courses.
Almost 2 million postsecondary education students, fully 1 in-4, :eceibe

Basic Educational éppo:tunity grants annually. A high percenéage of these *~

5 E

students would never have had the opportunity to go to college if it were
not for thé évailability of the federal funds. Over 1 mi}lion &% those
ééstsegcndary séﬁdents afe able t§ seguré a loan each year ﬁa allow theh to
go on to collége—=laans which would not be available from lending
institutions if it weren't f@fﬁthe-faét that the loan is fedegally
guaranteed. At the same time, sﬁuﬂeﬂts from low middle élass and upper-
middle class have experienced increasing strain and st}ess;in their pursuit
| of postsecondary educational opportunities.
Federal funﬂs héve been used to buy about 159 million books Ear‘schaal
libraries under the provisions of the Liﬁgafy Services and Construction

- Act=-an average of about 10,000 books for each school library in the country.
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Each year about 1,000 school districts which are struggling with the
issue of school desegfegaéicn, receive federal-funds to-help in that

effort. And this is an appropriate time to make a very important point--a

large part of the federal requirements are not initiated by the

administration or by Congress, but by the judicial branch of government.

’Qansequentlyi Brown vs. the Board of Education, Seranno vs. Priest and Léu

vs. Nichols are all landmark judicial -decisions which éitheé directly or

indirectly have lead to increased federal requirements on state and local

educational systems. ;

Undiscussed, but also important, are Ercgrams'such as Indian Education,
= ) #’ ) x
Career Education, Consumer Education, Community Schools, College Work Study,.

Follow Through, Ethnic Heritage and Environmental Education. Litezaii%gw’
millions of children, youth and adults have been assisted with federal
funds. Granted those funds have lead to increased federal requirements.

However, the question we need to ask ourselves is "Do the aévantagéé’tc
*
students served, despite EPE federal requirements which must be accepted or
; aw :

at least tolerated, outweigh the éisaévéntages

srograms are rejected because of those requirements?” and "Is there a way
prog d Y

- that the federal government can decrease its requirements when evidence is

available to make withdrawal feasible?"
The amount of federal funding for education is contingent upon the

current economic situation. ' We can assume that:
1. The amount of federal dollars will continue to grow slowly, but the
percentage of total educational expenditures represented by federal
dollars--about 8 percent--will remain fairly constant,

2. The current ’ itarest in tax reform property tax spending
limitations .~d state taxing will grow in intensity over the next
few years. ‘ S S

3. The interest in a balanced federal budget will continue to make
federal lawmakers more fiscally conservative.
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4. The suspicion of Americaﬁs towards 1nstitutlans of. all kinds will

‘continue into the future. . . - -

5. The American people will continue to have a deep concern over the

péss;bil;ty of federal cont:gl of Amerilcan education. .
To assume state and local gavéfnméhts would provide additional resources
,if fééerél funds were eliminated or cu:téileé is geghaps unrealistic unless
the acce%g to funds preempted by. the fedéfal,gavernment are rgtutneé to the
5tatesxthfaugh an.equaliziﬁg formula and a state plan for accomplishing
impza§émenﬁ and ref@rmge Finally, we can sponsér and actively prémotegnéw‘,
1egisla;i§n whiéh pfaviées the resources while, at éhe same time, is'
structured in such a way as to make minimal demands and establish.minimal i
rules.
Imp%avement in education is generally effected whén teachers and 1
%iﬁiyahigﬂiiﬂingnbased aémlnlstzaﬁcrs and other persannel are involved at that v':i
| level.. Encouragement fa£=yeaf round émglaYment emphasizing professional '
developmert in a combination of higher ééaéaticn teaching/research and
- ﬁga;hér)pfincigal, teacher/parent, teacher/student developed ét:ategies
| | -ﬁight bfiﬁg more imp:ﬁveménﬁ and sustained reform to schgﬁling:thag the : *ﬁ

present method of ;rying-ﬁb mold diverse adults to diverse student needq.
*Rése§rch,’it does appear, needs the transitional theory to practice base_
One should not discount the impértance'and need Eé} continuance of
theoretical and canceptual research, butvuntil thg "extensiaﬁ“ model and the
"true" professionalization of téaching takes place, few other remedies
and/or critiques will acgémplish;desireé goals. Teachers
(elenentary/secondary) and prcfeﬁsa:s (tea:he:é and researchers) need
gewards, A= long as they struggle t@;livéibﬁheir accugaﬁign isg seﬁi= or ' I

quasi p:afessicﬁal How do we make eduecation a year round profession? It~ : f

might be well to study afganizatlon and configuration concepts that will

—
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allow time and effort for those who perform the sch@ali&é process énq the
educational experiéﬁeé to continue development in a complex multifaétéreéi.
multiﬁaceted vocation. Obviously a person cannot survivEncanstant
téachér/pupil contact (interesting‘that parents use school baby sitting,
ete, for félief)_. School plans and use éf‘Eaéilitie& might accommodate a
new scheme. o

To assume that the federal gaﬁernment can perform all mi;acles‘iS’a; T
best queétianablei Feéefalféﬁateglg:al partnerships might better result in
impfévgment in educational processes,

A "break" in:félaéi@nships was made wheh individual state plansxfsr
Title  II, ESEA and Basic Skiils were given recognition and ecredence. If an
IEP is good Ear‘ap exceptional student, why would it not be-ggéa for
individual state plans, as well as individual local plans? |

The

Q

ver simplified presentation of previous statements is not intended
to be facetious or necessarily critical of well intentioned and needed

- A . ' o o 7 - 7 B
actions undertaken at tihe federal level, but is presented for consideration .

N
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“Federal Enveivement in School Impmvgment
A District Super’mtendent’s Point of View

Dri Ruth B. Love, Superintendent, Oakland SEhDDl Dlstru:t, Cal:fnrnla

" Wlth ,all of our’attendant helpers, the human, techmcal and financial resources
must be gathered tngether to develop a grand-design for the education of our .
~ nation’s youth. It is imperative to remember that people who care make the
difference in education, rather than gadgets and machines.

“Key Points: Federal funding, which recognizes the special needs of minority children, children’
: % from disadvantaged environments and handicapped children, has and is makmg a
's:gmflcant contribution to our entire educational system.

Infusion of federal dollars keeps vital educational programs functioning while

providing local school districts witl the momentum and experience to strengthen

base programs. )

'"'chévér, we face complex factors which have taken their toll on America’s faith
in education — lower test scores, lack of job skills, rising costs.

Educators create some of the factors:
Low expectations for poor children
Belief in the intellectual inferiority of m-ncruty or poor children .
Too much flexihility
Irrelevant and unstimulating curriculum
Many federally funded activities have failed because they were not really “‘programs,”’
but were people and equipment without a philosophical base. :

Legislatérs must understand that while education may seem expensive, wholesale
economies in education will oniy resuit ib greater social expenditures ot a later
date. ' _ ;
‘Staff development programs are needed to insure that téachers}récagnize their
important role as key members of a committed and skilled vanguard that can
produce wosthwhlla and lasting changes for today’s youth.

-Federal funding could-provide a commitment {0 imprnving the calibre of educators
as great as the L,Grnrnltrr'em to lmpmvmg students” academic achievement levels

Recommendations: A system of advance funding, on a three to five-year cycle, could be instituted by,
Congress.

" The motto for federal involvement in the educational process should be “Simplify
and Centralize.”” It should apply to three critical areas: funding logistics,
dupl:catmn of- -effort a’nd organizational management. - T

. Specific chSideratmn should be glven to activities and pragrams which would
e strengthen the family asaunit. 40 :




Federal funding should also promote more program emphasis on females 1n 2ducation.
. - Criteria should be developed and disseminated for proven effective programs

through federal funding.

rising inflation and the second to fund pragram expansion.,
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FEDERAL INVOLVEMENT IN SCHOOL. IMPROVEMENT:
A DISTRICT SUPERINTENDENT'S POINT OF VIEW

Dr. éuﬁh B. Love, Supé:inteﬁdent,
Oakland School District, California
In 1965, there was no Alaskan pipgline, no energy crisis, no threat of
Skylab tumbling tﬁfégrthg
There‘waég however, Egmething which was destined to have an impact on
“the American educational system.
it was fourteen years ago that Congress passed the Elementary and
Secondary Education Act, which was the largest program of federal aid to
- elementary and sécgnéary edugatian in history. |
Many concepts from ESEA have been developed into viable programs. and
précti:eé, and today, federally funded programs continue to work to’meeé tﬁe
challenge ‘of change in education. )

7 The céncept of paraprofessionals in education gréwarom ESEA anﬂghaw
teacher aides and tutors afé commmonplace in providing assistance~in the
educational process. 7f

Resource teachers and specialists, Leézning centers, language art and
math labs, multicultural curriculum and individualized instruction are
Qraétiéeé wh%ch are benefitirg many students.

G@mpensatary education provided the impetus toward bilingual/bicultural §)-
eéucafianal programs and the emphasis across thg nation uéan parental )
involvement stemmed from ESEA and OEO.

In addition, Eeﬂezai monies have been an imp@rﬁant force in underscoring
the importance of preschool education, ané in making such programs available -
to the urban poor and others. |

Thase are but a few-of the éﬁnt:ibutioﬂs which\ESEA and ;améensétﬁzy ‘

edusgtibn programs have gfvea us.

&
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beneficial impa&t on education.

There should be no doupt that these concepts, the funding, the people
and the programs have hel;eé aqueducational SYSEEEAEESpDﬂﬁ to the challenge
of change.

Federal furding, which re:ﬁjﬂizeséthe special needs of minority
children, children from éisadvantageé environments and handicapped children,
has and is making a significant a;néributian to our entire educational
system.

And despite the red tape in which we too often £ind aurse}ves entangled,
there Sh§u1§-be no doubt that federal policies, in general, have had a

VThé infusion of.féderal;déllars haé gained added importance as a means
of keeping vital educational programs Egggtiéning thle pEDviéing local
Sgh@élﬁéistriéts with the momentum and experience to strengthen!base
pfagraﬁs,

au;'pezsanally and professionslly, after having suggested gquidelines,
Wfittéﬁ.gégulatiéngf funded projects, administered Pr@gfaﬁs and, in'generél,
having been a paft_qE_the entire effort, I am deeply cgncefnééﬁabaut the
future of federal funding.

‘ Beginning with the Northwest Gfdiﬁance and throughout most of our
history, Amer icans have demonstrated an abiding faith in eéuca;ian as the
key to success, both for the individual and for our society.

As we come to the close of the i??@s, however, and as we face a new
decade, a myriad of complex factors seem t& have takan their toll on this
faith. . : i

For ﬁany Americans, their faith in education is being tested, if not
saaken. |

. There are few, if any, educators or parents who are not alarmad by the
declining performance of our nation's youth on stagﬁ?rdizéﬁ tests. )

, I .
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lack the skills negessary on the
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Taxpayers are concerned that while the cost of education seems to

increase, the quality of education seems to decrease.
And without feal%ging their own responsibility in the educational
‘process, nor acknowledging the profound effect that this establishment can

have on their own lives, some Americans are either apathetic or even openly

hoatile towards public education.
' There can beblittlébdoubt that the éducational establishment is facing

serious challengesésththEucher plan, éécliniﬁg enrollment, loss of local
control, employee demands for higher Séla:iés{_negative publicity about
schools in general and the need to operate oﬁrg kind of "erisis managemenﬁ,;

Yet schools only reflect the social climate in which they exist, and
each year the legal, financial énd societal barriers seem to grow.

Included in the Eérmiésble array of opposing forces azé;mahy
factors--shrinking municipal tax bases, inflation, economic. insecurity and
unemployment—-which also are %Efecting our student's lives. -

These factors make it inevitable that society's problems will spill over

into the schools, affecting everything from the quality of classroom

instruction to the rising incidents of violence and vandalism.

i

As educatcrs, we also must confront the problems which are of our own

making:
o Low expectations of poor children
o Belief in éhe intellectual inferiority of minority or poor children
o Too much flexibility: |
o .‘Iz:elévant and unstimulating curriculum
In aééiﬁian; those in leadership f@les in education, for too iaﬁg, have

/
backed away from defining what is expégfed, and of whom,

Q o ' ’ P ’ : ]5',3 ‘ | |
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ver the last decade have affirmed two

o]

I believe that our experiences
important assumptions that must be at the foundation of American education.

First, a critiéél attitude for success in any educational enééavof is a
firm belief that most children can learn. Unless we expect children té
learn, and unless we teach to them as though they will learn, nothing will

happen.

.Second, unless educators really believe in the distribution of

+

- of legislation or magical programming will make a difference.

Unfortunately, far too many people do not share these attitudes.

Inétéadr some believe there is something inherently wrong with a
youngster who comes from alpgﬂr familg, whether black or éhiﬁe, who speaks
another language at home or whose parents are on welfare.
program successful.

No government program, oOr any progfaﬁ for that matter, runs gquite as
efficiently or as smoothly as the architect envisions,-and many activities
have;faileﬂ because they were not really "programs," but were people and
eguimeht wgthéut a philosophical base.

However influential thése.faééo:s are, I believe it is possible to halt
the erosion of confidence in the educational system and begin reversing that
trend.

This is not the time for depression or defensiveness.

It is, instead, the time to restructure our priorities so that in‘;his
affluent nation of ours, quality of education and“eqdal education become a

reality for all children.

1



We need everyone's help to accomplish our mission anélwé should feel no
émbarrassmegt or hesitation in asking for help.

Educators must "take our case to the people,"” seek political alliances
and utilize private sector felationshiésp not to become political figures,
but to speak as educational leaders in the frankest terms about what is
needed to successfully educate our éhilézén |

People across the’ nation--parents, teachers, students, boards of

education, superintendents and even people without children of their own in
school--must recognize and support education.

Legislators must understand that while education may seem expensive,-
‘thlesale econcmies in eéucatign will only fééult)in fazlgfeatEf socia;i
expenditures at a later date.

Placing Ehis priority on education éteéentg a signiﬁigant challénge,‘anéi
it has become incfeasihgly clear that the sapéaft of the fE;Efal government
is critical to education,

In fact, without the support of the federai government, Fhe future of
education looks grim indeed. |

With all of our attendant helpers, the human, technical and financial
resources must be gathered together to develop a grand design for the
educatia". f our nati ‘s youth. /

And although educators and schools cannot m ,ke up for all of the
inadequacies ffgm which some children suffé:, we must do ocur best to glvé
them what they need in order to learn, Etam gand teachers and te;tbaaks to
nutritious meals and psychalagical cﬂunsellng.

The help of the federal government is needed to provide ¢ children with an

effectiv ve education, an education which will allow them t§T§i$¢qvez their

own potentials and to pursue them successfully.
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While many issues plague the educational establishment, other factors
are at work which are impeding progress at the federal level.

First, and in general, my motto for federal involvement in the
. A

=3
K

educational process would be: SIMPLIFY AND CENTRALIZE.
This motto would apply to three critical areas: -
o . Funding logistices

¢ . Duplication of effort

o Organizational managament'
The lagiéticg of federal .funding, the calendars and scheduling, are
unequal and, therefore, cumbersome.

N On a federal level, programs often are éévglcééﬁ as though there were no
other similar programs. We need not reinvent the education wheel with’ each
new program.

An effective organizational management system also is needed on the

13

federal level.
Another critical area is that of paperwork. " Again, the motto of

SIMPLIFY AND CENTRALIZE would apply to this issue. |

Regulations could and should be enacted to reduce the amount of

paperwork which, in turn; would allow us more time for important

instructional tasks. iE

It has been said of 'the American people that it is easier to get our
A - - 1 ; !

i "attention focused on a pfobiém than it is to get us to solve it,

But now that our attention is focused on education, let us review the
" kinds of action which would hslp us to solve our educational concerns.
First, it is imperative to tfemember that people make the difference in

. education, not- gadgets or méghinés, but people who care, are competent and

[ believe in the dignity and worth of each child.

2
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While governments can set eégéatianal policies and s-~hool districts can
develop programs, it is the classroom teachecr who brings these policies and
programs alive in the classroom.

" Teachers are, indeed, the vital link between Q:Dgrams and pupils.
teacher's ability to assess student needs and continually monitor and. expand

the student's progress.

A tea§he§‘5 creatiQity and fléxibi}ity;‘aiéng with an ability to

maintain é-stuéént's interest, are key ingreéientg to a student's successful
- achool career.

Stéff_éével@pmeﬁt programs, therefore, are needed to ingure that
teacpgfs recognize their important role as kef members of a ommitte and
skilled vanguard that éaé produce worthwhile and 1a§tin§ change for today's
youth. Teachers need éhe supgért‘;nd assistance Qf a cadre of persons who
recognize what it tzkes to deliver é}féctively'in the classroom, and wino
view their role as a significant énablgfg

Staff-develspmenc programs also are necessary to make é solid
contribution to leadership ééVélapment in our educational system. Today's
educational system involves a myriad of complex issues and a top rate team
is needed to move aggressively on a wide range of issues.

: _ /
Effective staff development, aigng with teacher ﬁraining pfégramsv
t .
instituted at colleges and universities, could help educators to meet the
. challeﬁée af change,
Seﬁténg realistic guidelines rega:diﬂg_fedéral_funéing is an arearwhich
) deserves atﬁeﬁtigﬁ;i There should n@ﬁ be saxmany requirements that local

staff spends more time .interpreting and meeting those requirements than is

spent focusing in on direct support to school site personnel and students.

EI{I(i- o V- ,- o ! , o -_f  153;?
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Federal gﬁidéllnes and regulations should, but tca'often;ﬁc not, take
into account that 1@351 programs exist which must inter face with new federal
projects. Local school districts should be permitted, and in fact
encouraged, to modify or develop programs ;hieh will meet their own unique
needs. ~

A system of advance funding, on a three to five year gyelé, could be
instituted by Congress.

"In lieu of specific program requirements, the federal government could

~move to an "output” mode of operation (thereby requiring certain kinds éf
results), rather than the current input mode of operation.

In addition, federal program aﬁficers should be employed who are
familiar with and experienced in 1@callséhé@lidistrict program and
management areas.

While a list of ?esifable pragﬁamsiw@ulﬁ require a thousand pages, it is
clear that the student's total needs should be considered in o:der‘féf

federal programs to be effective. ‘ ot

Nationwide, we know téat federally funded programs which have been the
most successful are those creative enough to pravidg”tge resources,
instruction and services to meet a wide range of student needs.

Whether a student cén see or hear adequately, has other una;téﬁaeé

medical problems, or whether he or she comes to school hungry; all of these

factors work against learning.
Extended day programs,. additional help in particular areas of deficiency

‘and reinforcement from home are programs which can, added together, compr ise

* a truly comprehensive program.

Along with the special relationship which has existed between Americans
and public education, the natural partnership between parents and schools

should be streng;heﬁed_

6 ©
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Specific consideration should be given to activities and programs which
would strengthen the family as a unit; attention to this area could aid
imneasurably in improving both the quality of life and the quality of
gduéation in our country.

As I mentioned earlier, for too long educators have backed away from
defining éhat is expected and of wham. Programs which uég:p all parental
responsibility shaulé be discontinued and replaced wi;h programs and
ag their rights,

Federal funding also should promote more program emphasis on females in

ey

edugatianisfemélé students and female staff members. The federal gavéfnmént
;@ula serve the nation well by establishing criteria for ecurricula to
include waman and minorities.

The multitude of barriers which have blunted women's progress is
historical--attitude, culture, stereotypes, bias, training, family
obligations and education.

A?é WhileAthEEE is a growing awareness of women's contributions, females
continue to face formidable obstacles as we pursue the goals of freedom and

opportunity upon which this nation was built. Federally funded programs

could help to insure that females are given full and equal opportunity to
discover their own aptitudes and cultivate their own abilities.
Criteria should beﬂéeﬁelaped and disseminated for proven-effective

Qragzams through federal Euﬁdingi A more cohesive network of educators,

using the tremendous talent we have available across this nation, is

urgently needed to share thesé effective'pzagzams.

And once again, we need not reinvent the eﬂucatignal‘wheel with -each new

program.” ‘Rather, funding should be gigéided for the replication and

w 150 : .
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Funding also should be provided to insure that once these effective
programs have been implemented, parents, students, teachers and others

involved in the educational process are aware of such programs. The

in
2

in?ﬁiative must be taken to disseminate positive aspects of our schools
that people can be supportive and proud cf our accomplishments.

Too often school districts have been required to apply criteria which,
in effect, say-that“educational neeés‘bégig and end abruptly when students
géﬁfe below same specified level on an aéhievement_ﬁésé.

Many students who manage to score slightly above the cut off lose their
supplemental:sugport and as a result, some of these students may nEJEr reach
their full potential.

There is a definite need for some provision which allows for the
éant%nuity of a pfcgfaﬁ when youngsters begin to achieve, and the concept of
an educational achievement maintenance level should be included in federal
funding.

Two distinct appropriations also should be made with regard to federal
Eundiﬁg'far education, the first to keep pace with rising inflation and the
second to fund Qfégfam expansion.

"No one knows better than educators that the forces of inertia and
negativiam ab@u;iédqcatian are a powerful reality, nor how many obstacles
there are in meeting the challenge inft@aay's public schools.

We must face these issues squarely and we must be truthful about the
nead for educational reform.

How bést can .e improve; with the help of federal funding, the
educational éppartunities for our students?’

One positive trend is the :e:ﬁgnitign of the close relationship between

schools and the community with regard to grant funding.
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In cooperation with community Q:ganizaﬁions, local school districis are
becoming involved in the "joint approach" to grant applications witk
positive results for both,

First, the application process itself can help to bring the two
organizations closer together.

Sec@néf this cooperative approach can help both schools and communities
to solve pz@blems which-azé shared by both groups.

We also must be careful to remember that any program must speak to the

* real needs of students. Ongoing prcjrams and activities which are designed

to be absorbed by the private sector after a reasonable period of funding
must be developed.

Pfagfams which recognize and reward success should be iﬁglemented;
>*S§E§1alty schools”--schools in which exceptional achievement in vafiags
aspects of the curriculum is being accomplished--shculd he identified,
supported and given the‘eépacity to serve as demonstration centers for
students and 5taEE;

Staff development and teacher training programs can help educators turn
our challenges into achievement. -

Federal funding could provide a commitment to imgzpving the calibre of
educators as great.as our commitment to improving our students' academic
achlevement levels; there 15 no guestion that the two are intertwined.

Relationships with local célleges and universities should be developed
to better tap and-harness the instrucéignal talent which tod frequently is’
kept sequestered in those ivory towers.

Programs which focus on positive leadership should involve both
certificated éné clagsified management staff in instructional activities at

vhe school site. Through such activities, individuul's areas of expértise

can be matched with the school site's request for assistance.
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There is an obvious need to recreate, for many, a sense of mutual
involvement in the educational process. The formulation of partnership
programs linvolving the school, teacher, parent and student is a concept

whose time has come.

Designed to bring together the crucial partners in education,

partnership programs can help everyone acknowledge and share in the

educational process.
In conclusion, I think you will agree that education and educators are
facing a cziéis in cgnfidenée.
Our critics have grown in number and it is clear that we are Eaéej with
tremendous challenges.
kN ) :
But I believe we can reverse this trend, with the help of the federal
government, and turn ﬁnr_:hallengés inte achieveménts; Y
How?
Educators must begin to take the time to tell the public about the
remarkable strengths and accomplishments of our educational system.
W~ 2130 must be honest about the flaws in our system; we must tell the
pubiic about our weaknesses.
We must not allow apathy or hostility to undermine our efforts and we
must not allow factors to become excuses for failure.
Our actions must fecus on hélging éthers to acknowledge and to
é%tticipate in their share of the educational process.
| ‘As educators, we must set the highest possible standards for our own
;erf@:manees§ We must have the courage and the faith to expect the same
levels of accomplishment from others.
| We must treat others as equal partners in education, and we all must

recognize our accompanying rights and responsibilities.
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We must seek out and bulld new pafﬁﬁérshipsp and we must prove to others
| .

that we want their support gnd that th;j?\inxéyrn, can benefit from our
accomplishments. o

We must review and, if necessary, redesign our thinking about ourselves
and others. .

We must demonstrate, through our personal actions and our professional
decisions, that we recognize and respect our differences.

An effort of this magnitude is neither lightly undertaken, nor easily

accomplished.,

But our alternatives are not attractive.

[

whille enerqy may be today's popular issue, the fate of our schools holds

% .
' =

\

perhaps even greater consequences for. our society. & \

= Y

If we turn out theVlight in the children of our_cities, wé’@ay not need

the energy to light the cities themselves. » }
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Improving Educational Practice Through
Strengthening Ties Between Networks and
Directed Development Efforts

Dr. Rex Hagans, Director, Instructional improvement Division, Northwest Regional
Educational Laboratory, Portiand, QOregon

R&D products for educational improvement result from a process of ‘'directed
development.”” These product development networks are ‘‘nested’’ within larger
networks of common concern (issue networks) and depend on ties to both geo-
geographic and special -interest networks.

Key Points:

The directed process deyelenment-consists of fous general phases: (1) identifica-
tion of a significant n;egarea, (2) analysis of potential problem solution, (3)
design. and testing of one or more solution strategies and (4) dissemination of the
products and processes which result. -

The process of linking networking to directed development lies in its integrity as
an integrated process..

Networking is more than a vehicle. for dissemination. External networks become
a means by which it is possible to assure that both ultimate use and high stand-
standards of improved practice and equity are achieved.

- The extent to which-an alternative problem solution or ""product’’ being considered

is drawn from among one or more Gf the alternative solutions seen as potentially
powerful by the relevant issue networks will be critice! in its ultimate utility.

it is Wﬂportaﬁt that developers do more than simply draw advice from network rep--
resentatives. They must 'plug’’ their development intentions directly into these
networks’ bubbling pot of discussion and debate before the particular sotution
strategy is too far into the design stage for ownership and advocacy by “’influent-
ialz"™ from among the user groups...to be seen as directly relevant to identified
needs and provide initial raw material for the embvyonic product network. ’

Another critical element to effectiveness of direct:d developrient is the extent
the intermediate agency conducting development can build in provisions for help
or create a support structure which is broadﬁaswg*m membership and permanent
institutional rcles for provudmg ccmtmumg training and technical assistance.

'Dnly if special interest networks achieve a full partnership status in the directed
development strategy is there a strong likelihood that Such an effort will be fully
sensitive to lts equity impact, /

" A need may he significant and yat not require a federa! investment for collaborative

effort because it does not exist across a broad segment of the nation. Directed
development is appropriate when there is a common intersection of needs from
several issue networks.

. Timing, is of great importance; if a directed development effort begins too early in

the life of an issue network, it may not be able to recognize the network sufficiently
tﬁ ask“ it abeut potential probiem solmmnsllf too late, it may find its parttcular }
_ - 64 - 15T
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“solution stiategies viewed as in *'competition’’ . with other existing efforts having
the sanction of the network members.

Linking with geographic networks in the testing:stage makes it possible to build
specific “‘product network’’ support functions to ‘‘nest’”” within the network, just
as the outcomes ‘‘riest”’ within the issue and special interest networks.

Steps for involvement of geographic networks: (1) make visible to tnem the intent
to create a product network &s a means to improve practice before and only if the
product' is successfully validated and (2) specify mles to be played in all phasés
of dissemination.

Regﬁmmendatlan§. Mandate networking and product network building for all collaborative federal-
regional directed development efforts. .

Suppcrt research about the hfe-staz;,es boundaries and dynamics of issue and
special mterest networks .

Enccurég’é the involvement of networks in the process of validating products and
practices from directed development efforts. Co

Provide direct 'support for the building of pfoduct networks. .

Provide'direct support and encouragement for directed development efforts to
nurture the growth of the broader prodicts and issue networks within whu:h thenr
product networks will function. :

emphasls on recnncmng the various federral and local perspectwes in the cgnte_xt
of a specific development effort.
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. IMPROVING  EDUCATICHNAL ﬁRACTfEE THROUGE STRENGTHENING TIES
BETWEEN NETWORKS *ND DIRECTED DEVELOPMENT EFFORTS °

Dr.' Rex Eagans} Director, Divsision of Iqsttuctianai Improvement,
- Northwest Regional. 2ducational Laboratory
A -
The outputs of R&D agencies such as aducational laboratories and
reseazch and development centers are one of the primary sources of R&D

products available to the natiosn's schools. Many of these products are a

result of a process which has been called "directed development." One major
for.y of the proces lor Eondugtinggtﬁe full cycle of development work - -

involves collaborative decision meilng between.these research and

1

cevelopment agencies and Saéh!feﬁeral agencies as the National Institute of

* . -~

Education. This approach to educational improvement has been the subject of

much discussion, and debate, particularly its ultimate impact and
, effective .ess, Lois-ellin Dattal has ﬁréparéﬂ a detiiled and thoughtful
analysis and concludes that "it is time to drop-citations of the Eabd study

. as 1f the data were compelling argumenits against systematic change,

H

' wellsaévelapeéJéurfiéula, technical égpegﬁise, targe ted ééﬁangtfatién

programs, government support to fill resource gaps to achigye renewn 1 and

reform or top-down directed dévelapmént,"g and that "the.Rand study and
the challenges to an earlier faith in a simpler versicn of directed

development and change have contributed both (emphasis the author's) to the

evolution of local p%oblemssmlving approaches and to .probably more effective
ways to use other SErategies_"3 These other strategies for networking and

directed Sevelopment are the focus ~f this papet. It contends that

i

lpatta, Lois-ellin. "Damn th: Experts and Full Speed Ahead: An
Examination of the Cases Against Directed Development and for Tocal
Problem-Solving,” 1978. (Unpublished). .
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validated practice that results from a process »f identification of a

Properly understood and supported, the various "external networks"

combining the growing "science" of networking with the eveolving process of
directed development offers one area of great promise for the improvement of
educational practice. '

5 * Lo

It is important to note that directed development, as tle term is being

used here, is a Egggggg; not simply a product. The goal is clearly a

2]

strategies, design and testing of one or more of these strategies and
dissemination of the outputs. This is not true of all directed development
efforts as they are seen by Dr. Datta. Her excellent description is based

upén the validated practice as the key descriptor and thus allows for

&

inclusion of pféctices develépeé outside the collaborative process between
régi#nal andfiédEEal agencies which is the focus here. ‘The author géés not
disagree with that pgrticulat view, nor find it conflicting. anevézp it
does Eéem to the author that the real ?cweziaf 1i;kiﬁg netwétking to
directed éevglapment lies in its integrity as an Ehﬁegfated‘gsacessg Just
as evaluation is clearly part of directed development from start (planning)

to finish (use of the product or program), networking is (or should be) much

more than éimply a vehicle for dissemination or "getting the prééuct out." s -~

(geographical, common interest, special interest) become the means to assure
that both ultimate use and high §tané§rds of improved practice and equity
are aghieveé. Just as has begn the case with evaluation, it is this
understanding and support whicli must continue to evolve if directed
development is to make its appropriate contribution to im@favEmeht of
pructice. And-just as.has veen the case Qith evaluation, it is in the -
unique partnership améné federal, regional and local agencies that it has .

its best chance of evolving rapidiy and effectively as a broad force.



. ) .
Section I: ‘The Relatlonsﬁig of Directed Development and
Préduct Netwafk Building to Dther Types of Networks
RéD ageneies currently invalveé in the éiféétéd'develogmeht pragess‘aée
S very much aware that the“zesultlng products and programs represent on 1y part

leﬁge full set of solution strategies avaiiable within larger problem
S : o

arenas, It is thé'agthér's belief that these large problem arenas spawn
“issue networ#sf based @nﬁéémqﬁnities‘of.intesésél

These "macro nétwéfksﬁ'sgzing up in lafgé problem areas whighApéée
A . substantial ghallenéésAﬁé our educational system and/or which represent
:lafge unmet. needs in our society where education is at least one key
element. ’Tﬁe? SEEAStféﬁle féglution oriented” anﬂbtypicallg‘are composed
of a Shifﬁiﬁéiéllianzé or configuration of more specific networks or péfﬁs

of petwegfsg A p:aduét or program network can become one of these, a kind

of “ﬁéStiﬂg" arrangement. Relationships with others in this "nested set,"

as well as with the o:ganlzlng issue of the macro network, begome the
:ruclal Eaztof for utlllzatlén of the p:adu@t and ultlmate impact upﬁn thé
" improvement of practice. o . . 7
s/ - . .
. [

"~ "product”™ networks are seen by the author as rather specifically and

cénsciously created for the ultimate purpose of maximizing the utilization

anl effectiveness of a given_éalutian strategy. This distinguishes them .

Eram the other three types under consideration hers. ' Product networks do
shate certain common characteristics with the other three ty@es.é
. : s o= ’ ) '
1. They all- span across two or more established decision making
agencies and/or influencing atganizatlons and promote 11ﬁkag$

bétuéen the agencies and organizations,

2. - They all assume that intEEérgani;atiQnal cooperation and
" ecollaboration will result in greater access for information and
resources to improve practice and equity.

: ANorthwest Regional Educational Laboratory. "Technical Proposal.
- InLE:ﬂfganlzatlﬁnal Azrangéments for, Collaborative Effcrts. Portland, _

e o ToaaTa I il Ll
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3. They all assume a-gollabo:aﬁivé‘twoéway interaction effort between
information providers and information users to solve educational
problems. . ; T

4. Each type is initiated on a voluntary basis. ‘That is, the
membership participation is voluntary rather than mandatory.

s. The set of four types recognizes that motivation for school
improvement efforts can come from many different types of forces
(law, policy, influencing organizations, soéial action).

6. There is no a priori assumption about f@rmality/infarmélity of
: rules, network operations, etc. , ;

Placed rapghly within Miles' six problem frames or puzg&ses,E it

appears that issue networks tend to émphaéize and attack "higher order”

problem frames such as "inequity,” "anomie" and "stagnation" which derive a

great deal of infensity from the existence of a major unmet need. or

As{ -persistené gap in practice. This predisposes them to be more -

'institutiagally cross-cutting in the sense éf being éégfacﬁive to active

-partisipatiaﬁ by individuals E:Gm)a very wide range of agency settings and -
¥ - . [ .

13 £

‘much more oriented toward actively seeking and advocating innovative
2 solutions. The descriptors used, such as "justice," "energize,” "motivate"

and  "mutual suppert,” seem indicative of this predisposition. Similar

2 =

"activist® tendencies, with much heavier emphasis on "isolation, resource

Geographic

poverty" problems would characterize special interest networks.

networks, on the other hand, seem to tend toward much greater parallelism to-
' ‘Eﬁistiﬂg iﬂ5£itﬁtioﬂal structures and to goncéntrate on more insfrumental
types of gEobigm=Etamesi such'és Jgnsha;eé crafts” and “bacgwaranéss Dr”
;fgbsolestgﬁcei* : '. )
1t thése are indeed the general qualities of the various types of

networks, then it follows that effective product networks must be created

¥z

OMileo, . Egheﬁ,t“ﬁétwatking,“ 1978, (Unpublished). pp. 9-13.

L
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with the specific inteﬁt to é;ew from ell Ehree. For exempie, a critical
factor in ultimate impact on 1mprevement of praet;ee egpeete at the
pl nnlng/dee;gn stege in dlree;ed develepment The extent. to which the.

e;tegnatlve preblem eeluﬁieﬁ or "produet" being considered is drawn from

among one or more of the alternative solutions 'seen as potentially powerful

by the relevant issue networks enﬂﬁerxeuEQetwerke will be critical in‘its

:

ultimate utilization. Hall and Alferé; Berman- and McLaughlin, and Fullan

and Pomfret, would all hold etgleest two things.in gene:el:
1. Suceeeeful prcgremelnltlat;en depends: upon the existence of a "felt
need“ by local users.

2. Innevet;ve nggfems are more llkely to eueceed wh;n the users
themselves select a solution that bhenefits thelr Eelt heeds.

Thus, ‘it is very lmpeztent (end net-eften eneggh achieved) that

developers do more than simply draw advice, from network representatives.

. They must "plug" their éeveleément intentions directly into these netwenks'

bubbling pot of discussion and debate before the particular solution

strategy is too far into the desgign etege for ownership and advocadcy by

"influeﬁtiele“éftom among the ultimate user groups to be possible. This netr

5nly assures tﬁet many local users- from the broader issue networkx will ses’
the proposed product directly relevant to their identified needs, but if the
opportunity is proyerly recognized, it provides the initielrraw meterialsfez

the embryonic product nittwork. The condi r;ane uinder which the ;nterpe;een al
and. social influences which Emrick and Peterson hLave identified_ee the prime

determinant of utilization will have hegun to dewslop.

Another ccitical-élement in the ulitmate effectiveness of the validated

outcomes of directed development is the extent to which the agency

conducting the development can build i+ provisions for help or create a

support structure which hzs & breau base both in terms. of @etyefk_

i

A h
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membershiég and in terms of permanent institutional roles appropriate to
“pré#iéing the ﬁecessa:f continuing' training and EEGhniéél assista@f»i

- Geographic netﬁgrks with their strong insﬁitutiénal_bas;s'are particularly
iﬁpér;agt to this fu@éﬁi@n and should plaj a cen&ral;rdle ia,the developing
product petw@:k. ‘"However, if the énly links are to issue or special
nééwg:ksp there is é good possibility that the kef role of these geographic
nétéérks may be QVEfléﬂked.;

As a final éxaméle, there is the extremely important guestion of

aésufing’that directed development efforts contribute to increased

educational equity. .Here the tie to. appropriate special interest networks

'

e the most crucial and the least likaly to occur in forms other than

cr

may

the Eéﬂe;alffegional é@llébafatiaﬁ. When ‘the proposed product or pfactiue-

is. directly addressing an equity need or gap in pféétice, the EﬁVéﬁi%gEE'Gf

ties betwegn-kbefpzédgeﬁ developient effcft énd Kgy spegiél interest

netwr cks paé@llel wery closely the ties with "issue" networks. The

_';Eelaticnship!can-gﬁatantee;“géweré for the alternative solutiois gtépgseé,
pza&iée ég:lj inféématiaﬂ feedback'linkages to users ‘and form the nucleus.
for én gfenéual product networking aff@ét; ‘The lihelihaqd-éhat the s
development effort in this situation yiil tiefin;@ the special interest®
network Sfétem is fairly high. Ha&evez; when the dgvelapment gffort is

- targeted toward a less obviously equity related iésﬁé? the chaﬁées of _

.1§VErlﬁﬂkiﬁg important interfaces with special interest networks appééz to gc

up féﬁhez rapidly. Only if ﬁetyé:kiﬁg achieves its full partnership status

in the aifecteé development strategy is there a strong likelihood that such

an e€fort w:ll be fully sensitive to its equity impact. .
* These “instances not only underscore the importance of netwg:kiné as an.-

integral part of the directed development process, but also illustrate three.

-

= 1=,
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g@tentiai adéantages of the federal-regional-local cgllaborative éppraach to

directed development. Bottom-up products or practices, even when thei have

_been valiéateé; may have failed to build in relationships with all these

;

other ﬁypgé of netwéfks along the way. They quite consciously could Have
been plugged into a relevant issue network, but have had aﬁly minimal

contact with important special interest or geographic networks. At its
worst, this could result in a pr@ééct network strongly advocating an issue

solution which is in conflict with related equ%;y_c@hcefns and very weak in

the support structure which gecgraphic networks can provide. These

ccpditians{dc not at all necessarily result from the bott@m=u§ approach and

theyvalsé a;nly could result Eram the feﬂézalsfeglanal collaborative -
approach. HGHEVEE, just as this laEter appraach seems most likely to
pfﬂdu:e the attention to evaluation thch makes it an lntegfal part oE the

entire prac 25, 1t also seems most 1;kely to be capable of pfaduc;ng Ehac
. N \ ’
kind of attention to networking. \

e B - \’ . =

—";EEVELDD II: How Networklng Gan Eecame an: Integral Part

of the | leEEtEd Develﬁpment Pracess

. . !

The éi:ééteﬂ Eevélapment process has ‘been described earlier as

consisting of four génerél phases: (1). identification of a significant need

areag*kZ) analyses of potential problem solutions, (3) design and testing of
one Er_mate solution strategies énd’(é)-dissémination of thé products and/or:
processes whicli result. While this is a simplified éescrlptlon of a complex

process, it is useful for examining specifie interaétians whiéh can exist

between networking.and directed development.

Identification of a Significant Need |

The key term. here ‘is "significant.”™ A need can be significant at

' -gseveral levels. It is not unusual for social policy research, for éxample.f

i
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to identify or anticipate a need based upon analyses of alternative futures
or extzaPélatian‘qf various trends and their inte%sectian»pcintsg individual
local cgmﬁunitiésg caught in the tﬁ:ae% of some difficult l@cél gocial or
economic crisig, can have an extremely "significant" or highly 1aéaiizeé
need; geographic units, Qith the}f gqﬁﬁon political ‘boundaries, often shaze
educational néeﬂs given great “sign;ficance“ bf legislativé action; groués
of people with c@i@én!chafacte:istics (e.g., a lahguage or culture)

different from the predominant one in which they live can and do have very

&

"gignificant"” educational needs. While each of these are significant in a
very real sense and all are susceptible to the application of R&D in one or
more of the forms suggested by Dr. Datta, they are not necessarily

_ !
"gignificant” in terms of either requiring the federal investment necessary

_for collaborative directed development or of being susceptible to positive

impaét by collaborative direcfed development, until theyiexist in some
gxténsibe ngmber'aé;expressioﬂs and combinations across a very broad segment
QE the nation. These are the very cénéitions which p:oduaé.“iégue and/or
spééiéluinCEEeét;:ngtwdzks. Often directed development effdrté_havé beén

_ y . :

baged entirelyﬁu on one "locally" significant need or, conversely, upon a
= 4 ] ,

k)

'vision of thegfuture apparent to those who have the perspective which

immersion in policy research brings with it. In either éasé; technically

. .
and conceptually excellent directed development efforts may well have been

doomed - to ‘failure because the pfimazy means of effective communication about

them was not in existence. That means, which Emrick and Peteré@ﬁs list as

the

first of their 13 critical dimensions in utilization .is: "Identification

. » . 7

£ g

Across Five Recent Studies of Educational Dissemination and Change," 1978.
L
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and access to target c¢lients--by means of personal referral networks and
informal communication channels existing within the client social system.",
It is my contention that only the growth of national and regional issue and

special interest networks‘g¢

W

n provide the setting for broad impact. -

[

Collaborative directed deve opment can and must recognize this fact at the

3

identification of need stage. Locally based directed development efforts,

even if they are an expression of a z;sft‘i:fnisi’r’xgg Solutio’n, may not be part of

5
e

. . . e N , : \
these key communication channels ahd it seems unlikely that this can be

that collaborative ones are. \\

Often the need identification appropriate for directed development is
_ N o
the common: intersection of needs from seve:al\gfsué networks. In my own

éxpétiéﬂcé (and with the benefit of hindsight), Ehis was the case with
Experience Based Career Education. If the central need being addressed

there was better means through which young people could more effectively

N

make the transition to addltha@d; it was certainly one which was shared by
. at least four "issue and special interest" networks, each af which had

differing purposes of existence: career ,ducatiaﬁ, which tended toward
improving awareness of careers and the processes of career choice; °
vocational education, which tended toward improving opportunity for skill

dgvelapﬁgnt and developing good work hapits; youth employment programs,

which leaned strongly toward provision of opportunity for acquiring a work
orientation agﬂj

i .
learning, which placed heavy importance on improving opportunities for

lncome transfer for disaévantaggd youth; and action

. volunteerism and secvice as a means of .socialization for all youth.. While
it would not be entirely accurate to say that EBCE consciously identified

and related to all of these throughout the directed development process, it

‘ - v . N : ‘ 167
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continually struggled to do so, something that was made possible by the
‘expectations placed upon it as a result of its being a collaborative federal-
regional directed development effort. EBCE's rather Eénsistent "reference"

{

to this geﬁeral need and its éipréssién by members of these different issue

' networks in the schools is, I believe, a major factor in its broad and

continuing utilization as one broad based school improvement strategy. This
is reflected in the membership composition and éhafteg of the National
: : : |
"_Association for Experience Based Career Education, which has become the
I

"capstone" of its product network.

9]

Analysis and Selection of Program Solutions - :

, I "
From the preceding description, the process of identifying the
. I

problem solution may seem simple. Unfagtunatelyi things are/ﬁat often that
ﬁeatly.a:fanged! It is guite likely that a need will be Pa;% of the
!“milieu" of more thaﬁ-éﬁe issue or .special interest network. Different
parts of thesé nétw@:ks may have mutually exclusive views Q§ appropriate
golution stfatggieé; Timing is also of great importance. &ﬁ a directed
agvelépment effort begins too early in the life of a given;issue netwegk, it
: s /

may not Le able to recognize the network sufficiently to "ask" it about
h,

;pﬁtential problem solutions. On tie other hand, the directed déveléément
eEféttimay come along very late in the network's life stagégf;with its
patticular solution strategies (¢. ' w agencies éevelgping them) being
wiew¢d as in "competition" with other éiistiné efforts héviﬁg the sanction
of th?-ne;&érk members .

) Although these conditlons séméligate ché~p:apoée§ marriage of neﬁwerkiné_
and directed development, &hey aétually'strengthen the reasons for it.

Tssue networks will exist and operate within the same spheres of influence

O
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as school improvement efforts, whether or not those efforts recognize and
relate to them. As a result, the collaborative directed development process

must take on certain attributes in terms of values and goals which they

inight not otherwise.

a
1

f o

As éne‘Efample, a directed development effort needs to undertake
specific écﬁiviti2§ (newsletters, conferences, etc.) to nuftuﬁe,emerging,
issues and S%Fcial interest networks, even thcﬁgh these activities do not
contribute directly to development of the specific solution strategy.

Fur thermore, ngrtu:ance:aetiﬁitieé targeted toward the broad issue or
special interest networks cannot in any way be "sales" of a favored solution
strategyi Both the development agency and the Eeae;al partner have found
Ehis diffizultf NIﬁ and USOE have difficulty justifying-expgnﬂitufég on
activities which do hétf;onﬁ:i&ute directly to ércéuGtian of "the

solution."” The development %généy may find it threatening to provide.a
forum for ideas or agencies which may be§cam§e£ing for Scarce resources,
Both of these, in the author's opinion, are shortsighted views, since ;he
fpa;cff“ for both agencies ié (or sh.uld be) contribution to the improvement .
of practice, not vindication of .any pazti;uiar_wisﬂgm'and foresight in
aiways picking "the" correct solution. Realistically, this means that tﬁe
directed development process must have the means to "flex" after nurturance
activities indicate there is a need to adjust and modify plans. This may
conflict with the rather slavish adherence to Ehé “experimentél model” which
has AEten dominated development work and greatly complicate the "validation™
process. It may also mean that a major effort should be sﬁ@gpeﬂ at early
stages of development, something whiéhvis often less than:aésizable in the

eyes of the regional partner,

169
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The directed development effort must ﬁake an e§en more difficult
adjustment when well-developed networks already exisﬁ. Some may;be sg:onglg
aévccatiﬁg galgtion Strategiés which are in conflict with those of other

Anétwcrks and/or -the directed develcpment effort béing:égngémglated, Here

again, the directed development effort must "sidetrack" from its traditional.

concentration on extalliqg'ané explicating the value of its proposed

solution strategy and concentrate major effort on analysis and adjustment so
the strategy can and will complement and support those advocated by the
issue network. This is not a trivial exercise; it requires more than a

iption. It takes the time and effort :equiredlﬁé

- logical analysis and descr

engage in a continuous dialcgue-ﬁith a doubting and even hostile audience

#

O
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_and the creativity and openness to maﬁify, éﬂjé?E”QEL,in,SOEe,iﬁ%£§§§§%e_
abandon a “gbg? idea" because éf iés particular interaction Wiéh:DEhéfi
solutions. This is the essénee of why dirééﬁéé‘EEﬁejspmeﬂt can be VEEYV
;effective!ip prgméting ihérémental‘changé,'but is not likely to be as
efEecﬁive as an agent of "reform." Thé line is a fine one and can only Qé
drawn on an instance-hy-instance bésis, as a result of interaction between
the partners in collaborative directed development. -Hawever, it seems to me
the process retains maximum potential for promoting continuing and broad
change if attention to the reality gflissue and special interest networks
be&aﬁés a‘reéuifed p;:t of the ééte:mination!éf what is a "significant need."
These problems are éct insurmountable. The type of special relationship
which exists between NIE and regional laboratories, for example, p:@viéés a

Imeans for "stopping" efforts without negative effects, either on

F

institutions or the R&D effort as a whole. Technologies are in existence
for maintaining rigor in the validation process, even when the "experimental
process" is varied along the way. Perhaps most importantly, we are

beginning to get much more sophisticated understandings of the interactions

] =ry
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of validation with the processes of impleméntatign,7'undefstandings which

can shape both the process and the job of directed dnvelopment inlwa§s which
promise to allow us to'make it ‘a way to deal with the situation described by -
Farrar, et al.

.».and it helps to put in bold contrast the differing views
-of the R&D enterprise. From the federal perspective,
analysts and researchers attempt te add up the local
activities against central blueprints and goals; .the net
result naturally seems like little or nothing. But from
the local perspective, there is a rich variety of -
implementation stories. R R

In local schools most’ federal iprograms, like EBCE, become a
collection of different partial reforms. But.the federal
seafﬂh for a "net result"” is really a notion which filters
the vaiiety of lécal implementation agendas. Thus the
’Lher oinlaakeﬂ or mlsunderstaéd.

mglementat;on oE ééucat;onal refa:ms are 1afgely éﬁd
stories of non-implementation. 1If the stories—are tcld
from. the local perspéctlve, they would be many and»varlea
and often would tell ‘of sucgess=-at least in 1acal terms. T e

t is the author's contention.that the networks, with their varying

[

levels éf‘céﬁzern with action, evidence of vallaa on and support for
imp13méncatign;_ponide:the ultimate mechanism for evaluaﬁing-ghé
appropriateness of collaborative aifeéﬁeé development efforts. They are the
true intermediaries between the federal consern for a “ﬁet result"” (with its
frequent c@mgarian cry for "reform") énd the varying local pgerspectives on

need (which cali for "incremental improvement™). 7

I Trarrar, FEleanor; Dgsﬁgctisi Jébn; and Cohen, éavié K. TAlternatiyve
Conceptions of ImplemEﬁﬁatianrﬂ 1978. Cambridge, Mass-_chusatts: The Huron
Institute, . . J ..
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Design and Testing of Solution Strategy

The linkage with networking takes on a new aspect at this stage. This
is the conscious linking with geographic networks, so that specific "product
sv.twork"™ support functions can be built to "nest” within that network, just
as the solutions and hoped for outcomes "nest” within the issue and special
interest netﬁa:ks.

Thréugg the stages of need identification and selection of potential
sqlégiﬂn strategies, geographic networks, with their institutional
éfiéntatién, have been of secondary importance to the directed development
effort. This is not to say that they-have not been a real consideration in
several senées* For example, it is unlikely that any prabiem solution will
be utilized on a broad basis uﬁiess issue or special interest networks
include indiviéug}s sanctioned by geographic networks. This alone would be
sufficient reason for a directed development effort to be modified or even
abandoned at these early stages. Tﬁe relatigﬁships between and amoig

different geographic networks (Eegignal gavatnmenﬁ associations, business

[1e]

roups, labor unions) as those networks are represented on a national basis
(U.S. government departments, National Alliance of Businessmen, AFL-CIO) is

another indication of both the gignificance of the need and the potential
. . ~
w7

utilization of any given problem solution.

However, as the pra&ess moves into the design and testing phade, it is

critical that the support functions be specifically, and cooperatively

planned and designed with the geographic networks which ultimately must

deliver them. The relationship with issue and special interest networks
N ' . A
continues to be. important ir this phase as well, because certain support

functions which 'will effect ultimate impact on school improvement will

require "fit" with them as well.

:
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i .- = . - Y



E

O

RIC

PAruntext provided by enic il

The nature of these support functions, the particular- confiqurations of

]

agen.. @5 necessary to perform them and the incentives for thelagencies to do
so vary from one product network to another. For purposes of illuétratigﬁ,
however, leé me draw upon one of Yin's “Eaésages“g of an innovation as one
generalized means for identifying and éiécussing sgme‘@f thgm!

The first "passage" suggested by Yin is transition to local funds.
Effective product networks havé had to deal with this. Even if initial
development of a product was paid for by one locality, adaptation to another
requiséé that the new community support the product's installation and use.
Both the legitimation and the mechanisms for such transitions are genérally
at the éentef of concern for "geographic" networks. Directed development
can go beyond "building in" appropriate cost levels and acceptable
variations on standard practices by involvement of these networks at the
design stage. It can also create the preconditions for negotiating the
other passages: estabWishmEﬁt of appropriate organizational status,
establishment .of a stable arrangement for supply and maintenance,
eétablishment of personnel classifications or EEEtifiEatiOnS;ﬁQhahQES-ih
orqganizational governance and internaliéation of the training program,

. . Two general steps appear to be important iﬁ invulving geographic
ﬁetgatks at this stage. First (and nerhaps an .rea where directed

ééVElOpﬂéﬁt has greatest advantage over other R&D modes) is simply making ,

visible to the appropriate geographic networks the intent to create a

-product network as a means to impact practice before and only if the product

8yin, Robert K., et .al. Chénging Urban Bureaucracies: HowsNew

Practices Get Routinized, 1979. Lexington, Mass.: Lexington Books.
. ' Y
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‘articulation of roles to be played in all the phases of dissemination

networks, the appropriate issue networks, the projected product network, the
sponsoring federal agency and the agency céérdinating the development

process should begin here.

. One way to view the particular :onfiguratioAs of agencies appfqpriaté
for a product network is in terms of the match cf,thei; “chgfgéfs“ to the
necessary Euﬁcﬁiénsﬁ; It is in this context that-the incénﬁiygs for
geographie nétwofks to participate take on their clearest_mgagiﬁg. For.
whose charters encompass many of the passages identified by Yir:
establishment of appropriate cfganigatiénal status, personnel certification,
organizational governance and training programs. To assist local schocl

improvement through these means is a key part of their reward system.

Obviously, their involvement and support is key Lo the ultimate utilization

"and impact of an innovation. Universities and callegés are another

geographic network that have “"charters” which involve them in key passages,

-especially personnel certification and training. Teachers' organizations

and professional aceociations such as the National Association of Secondary

“School Principals °nd the Association for Supervision and Cﬁ::i:ulum'

Development are e::-ples of other geographic networks which must play a part
at the design stage, both by being involved in the communication of intent
to create a product network and the specification of appropriate-roles in

its cperation.

Digsemination

It is at the dissemination stage that nétﬁarkihg has its most obvious

“pajaffi for aife;ted development, both collaborative and locally
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initiated. Specific linkages to various networks are most eas’’y visualized

mination Ffunctions

4]

in terms of the way a product neatwourk deals with the diss

cite the examples

[y

] ,'afxsgfead, exchange, choice and implementation. Let m

©  from the "successful" directed development effort which I know best--
- - Expef ience Based Career Education (EBCE).

EBCE began its werk before these particular dimensions of dissemination

had been articulated as cleatly‘as they now are. However, the early

conceptualization of the functions to be performed in a state netwnrk

. parallel them quite closely. This was not an accident, but another benefit

which EBCE derived from the close collaboration hetween feueral policymakers

| f"f £ . ) s = x 5 B o i 5
and-Tegional agencies concerned with effective iriplementation and

utilization of school imprgvement-gfacticesﬁ‘ The following desé;zpticn from
- an_éarly planning document is helpful in d;awiﬁg ~hese relationships.

In addition to the match gecween the stage.. “of dissemination ané the
functions described, this document touches on the idea of nesfing a product
Qgtg?:k within the context of larger ones. dote Ehe refdrence to a national

L . EBCE b%ské:age effért} the awareness’ of.need for coordination witg'ébhgg

career education activities at the local level; the "requirement" that the
/ . ; - . .
B 4 - - " B .
» hroker understand the place of EBCE in tha tofal state system and the
: ; : _ .
< i ‘ .
flexibility of th: concept in its ability to meet needs in the "arenas of

) [
’

experiential learning, career education, iffdividualized instruction, and so
forth"; the identification of "network type" incentives for a state

depa:é%ent person, including addition of ang;her way to help districts
(géﬁ@#éphig) stimulate thinking about experiential learning :issue) and
. ! - A: . -

concréte pSes for aspects of é@mmuﬁity based learning (issue); the same

types of incentives _for local school district participation (betng part of a

= i 3

. stace network); and college staff invl+w/ment as a trainer (keeping "up "on

‘cuggent happenings). - "’ —
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HOW A STATE FPRCE MODEL CAN WORK

NWREL is convinced that a state network for institutionalizing EBCE
cun becane a reality. The real’ty, however, depends on - nderstanding
and dealing with certain issues that are cruecial not onl: . “BCE but
probably to the installation of any educational innovatior.

" Scme of the major issues to be addressed are:

1.- Coordination and Leadership

The availability of saneone within the state to be respons:h:ie
for overall coordination of this effort. Without sancone
designated for this essential rele, the various elements of
the plan may come "unglued" and fail Lo function together

harmoniously. . v ‘
2. The identification of individuals witnin t  state who can and
ant to function effectively and efficient  in the varidus 1ales
required by a‘camprehensive state plan. T 2 include:
Brokerage of EHZE-==—the capability to:
a) L:fp]'aln EBCE, including rgc;::mri}ndlng it as a4 viuble means
to deliver both career education and general’ educue.uan
b) provide ''psycholngical" -;*uppart wrdd encouragemnent toe those
who undertake * . set up EBCE p: VTS '
c) help dl%ti‘ltt‘:‘s conduct needs, interest and/or commitment
assessment :
:d) assist districts in . the selection of the FBCE model most
suitable for their distric* -

Pla.nning for FBCE--the Capablllty to *355151: local schools in
preparing for EBCE ' installation. This includes dealing with

. issues, such as transportation, insurance, recruitment of

’ exr@layc:r and community %]Ll—‘% selection of students, staffing,
etc.

FBCE Staff T?q1n1ng==ﬁ%r;ur1ng the avaﬂablllty of qualified
1nd;v1duals who are well I)Iép'lf‘\;d to traln iac:,al staff to operate
an kBHUE program. .

Evaluation--for local, state-and natlonal purposes.

Tor each of the four items above, the "who' question, then, becomes
“eritical. PFach state varies in its structure and will have to

* =
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identify individual(s) or groups who can porform these functiors
in a wuay vhich fits their partiuular sot of relationships.

a) assure that the 1dant1fied individuals have ihe necessary’
released time to become trained to perform these funciions

b) facilitate the travel necessary to become trained
c) acquire the necessary support materials

4. The identification, of incentives for both individual and
}H%tltutlﬁﬂdl pirti;lpaLan in such a-statewide network.

For piposes of discussion, we will take one state--STATE X--as an

exanple of how this network might be put into operation,

"Brokerage" it can be scen, encampasses the functions of spread and &
exchange, '"planning” has a good deal of similarity to '"choice.' witlh
"training and evaluation'' covering the. essentials of "inpler. tatio:,"
e documnent also shows awareness of the incentives issue. It then
proceeds into a scenario which describes in more detail the roles,
functions and incentives for specific institutionally based indiiicuals
in one theoretical state context.

STATE X MODEL FOR INSTITUTIONALIZING LECE
Brokerage
In this state, the state caféér education coordinator has been
identified as our state broker on the basis of his/her apparent ability

and agreamant to pravide-the following services:

o Information shar 1ng/d1;‘¢:rm1nat1@n and promotion, This activity

involves rtplalnlng EBCE to interested parties, recamending
IBCE as a viable means to deliver both career education and
general education ‘and providing ”psychn]@gjcal” support and
encourageindht to thase looking for Dp’tIOﬂS

our state FBCE broker will be responsible for making a number of
FCE presentations at statewide conferences, etc., using existing
information resources from the NIE national brokerage effort as
a start., A s];de/tape loan library, awareness materials, plus
‘a 1ocal1y developed descriptien of services avaiiable w1th1n the
state also will be provided to local constituents by the: state

bLir aker +

o Needs, interest and/or camitment assessment. Before the tgoker
can pdlﬂt a local adapter in the right}IXE dircetion, the adopter
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may neexd specafic assis t.;mcr in decigion making: how to identify
student, parcot and commnity needs; how to define new state
vducation divoctions and/or mndates.  The ability of the broker
to help districts proceed in an orderly fashion in planning for
change is critical,

The broker 3hr uld be able to hr?] p match the LLA 5 perceived guaila
with those of FBCE and assist the'district in 4dxpt1ng the EBCE’
smodel to fit ihegé needs, ’

3

QPIELfl?n of appropriate EBCE model. In helping an agency or
district fiad the wodel most suitable to loca) needs, the broker
mist put the initial analysis of needs/desires into a plan of

actiocn. Our knowledgeable broker will be able to help customize
loca)l I'F plans so as to capitalize on the strengths and unique

featurds of the various EBCE models.

Zrcreasingly, this will -involve assisting local schools not only

» gain insight and knowledge about the use of EBCE but also Lo
pl'm for coordination of EBCE with other career education
activities in that school or district--both ongoing and those
planned for the future.

0 Ifnw a, *:.tate blcgker 15 ﬁtﬁlected Thc: success @f state nt;twafk

f,utqre. C‘rl U:i‘l'l for %alegtlon c::f thl"“ 111d1v1du;11 in the State‘
are:

a. Recognizing the potential of EBCE and the place it has in
the total state system. EBCE is perceived by the broker as
a good way to meet the educational needs of young pecple
within the state: chances are the idea will spread.

b. Being convinced EBCE has a '"touch of the future' and wanting
to be Gqﬁthé cutting edge of the:innovation,

Seeing the FBCE model as flexible enough to meet educational
needs in several arenas- a?xpérlé{tial learning, career
education, individualized imstruction, and so forth, as well
as being Q:lfjilb1e of significant adaptatmn to %]@mfuz
local conditions,

“n ‘

d. Having the’ commitment of his/her departuent to all of the
’ above and to being able-to devote time to it. 7/

o ‘"hdt are the incentives for this state dtpar‘tm‘:ntrljm son to'act

a, Detailed f‘amlh ity with a dgmonstrat éd suceessful career
education program. It gives our state carcer education -

1 cnordinator another tool for helping districts,
_ _ ping -
) 9 : [ ﬁm
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'b.  For state carcer education mectings and other iwportant planning
sessions, it gives him/her a good means for stimulating thinking
about the pos "—albl tities of exporiential 1r1rn1ng

c. He/she has concrete hely for local users in many individual
agpects-of (Lmnmn1L5=bazed learning activitiecs in general.

o
&

Panning

A neces azuy second component of the FBCE stute network is the provision
to adopters of ‘installation planning assistance.' This includes Lelping
local schools cieai% with issues such as:”

Understanding the FBCE curriculum and how it relates fo other
in-school offerings

Questious assoclated with transporting sludents to community
sites; safety while at the site

How to %fﬁU(il”(‘fjlnﬁun]Ly ewper:en@g tD pluV1de F@l Fu]l acadanic
accreditation +

Ona of the best resources for this type of installation planning is
the staff of IIBCE dumonstration sites in this state,

o How a program planner can be trained. There are-distine’.
uiv:mtage-% to using the operational staff of th-: demonstration
site for plxnnlng_agalstance to «ither schools.

a. The staff ,will have had enoughvtraining and experience to
assist other local districts in program planning..

b. There is cvidence that 'teacher to teacher" Jraining is
often both more practical and better accepted than thé
"expart to Leacher' mode,

F’nfﬁre demonstration site :;t aff can be prepared to provide either
planning assistance or actual staff training to other schools,
the following issuecs would need to be resolved:
a., How many days per year and ﬂullng\uﬁlch paris Df the YeAT
" can this staff be relieved of Dthlk duties to PEIfDﬁﬂ these
training function? / :
- . . _ * T {
b. What kinds -of agrcements would have to be apgreed upon
tetween the districts whose staff is . providing -the training
and the district receiving 1t? For cxample: _ - .

=

1) reimbursanent of staff time to pay a :abstitute
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2) scheduling of training activitics

3) certification of new staff

B

4) follow-up assistance, if nceded

c. Will the state participate in any way in any of these costs?

d. What is the damonstration site policy regarding time for .
visits, number of visits and visitors, their role in hosting |
vigitors and the coordination of these events with other aspects

of 'the state notwork?
, “

(6] What are the incentives for the local school ch %Lr]c.t _which has
a dunaﬁ%grat1gn site to offer ih@fe services?

a. It builds in a motivation for their staff to be involved in
staff development aclivities so as to -improve training Skillsi

b. The school gains prﬁ%t 1ge within the state thmugh pha.y.lng a
key role in a growing network of users/adapters,

é,‘_ImprQVEd staff performance can be EWDP;LEde“trdln1ng ath@rs
" makes the staff bettér at what they do.

=

Another QSSEntlal elanent of a state network is the development of
a cadre of people who are capable of terching or training in EBCE.
These individuals have to: ' . :

Be equipped with the tools to teaca (i.e., materials, visuals)

Be totally fyniliar with EBCE techniques

Be in a system in which teacher training is a recagnized function
o Who are the 1nd1v1duals Wlthln our ideal state who are prepared.

to prcwlde this type of service? Within the state, professors

from the sta e colleges/universities are in the best position

tg deliver th% training-to local. schools throughout the state,

Therefore, the college and UHLVQI%ltlE% will have to:

a. Identify individuals who are 1nteri‘=°‘tr:d in this type of

= activity and dE%lFﬂﬁtE one or more of them to becdme
- - “certified" to train in” FBCE. .
o ». Provide relcased tine to these individuals to beoote tiained

T as trainers,

c. Provide a mcchanisn that will allow local scheol spersonnel

:18(3 A l& 7 S -




to receive credit while they are being trained to install an
EBCE program. The university will determine if this will be:

1) regular class offering
2) pre-service offering

3) in-service course @fféring

The university staff has i range of choices for the degree

of involvement they desire. If they are to train local

staff to operate an EBCE program, they will have to go through
. the entire training cycle which'will require 223 days (sce
attachment #1 f@r this cycle).

0 What are the incentives for the cﬂllege or unlver%1t3 to get
1nzglved? :

a. It can strengthen and prﬂnd its course offerings.in career
education. -

b. It can provide an additional in-service or pre-service teacher
training course, .

c. These new classes/offerings in career education may well
attract more qtudents for other classes,

d. IBCE invo_.vement hélp5=kéep college/university people ”up”
on current happenings in education.,

Evaluation

The state can play a very important role in the evaluation of EBCE.
This role can result in improved evaluation of individual EBCE project
sites within the state as well as the operation of a minimal .common

' dats base across FBCE sites within the state, so as to provide a picture

at the =tate level as to the impact of FBCE. To achieve both of

these purposes, it is essential to have a trained evaluator within
the state who is knowledgeable about vays to evaluate FRCE effectively.

This person could:
T Serve as a consuliant to evaluators at the local district
level who are evaluating an EBCE program.
2. Coordinate periodic workshops for evaluators throughout the
state who are working with EBCE sO as to allow them to exchange
ideas and approaches.

3. Visit the separate FBCE sites within the state to asscss the
level and quality of implementation.

Lo | 91535; - ::
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4, Design and imploanent a nwnagoment infornmation systan that
would collect and synthesize a limited amount of -conmon
ccaluation dita across ERCE sites within the siate,
The NWREL role in this evaluation process would be to train a ‘person
who would cgmrdin@te the EBCE evaluation activities within the state
and assist in preparing a system for collecting and I‘f?p(}rLJng sane
common data acruss FBCE sites within a state.

o 1)812_7 | | -_ n ' 159 . :
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AN TLLUSTRATION ON HOW STATE PLAN CAN WORK

LEA héafg about EBCE
through Career Education
at a State Career =
Education Conference

LEA contacts Broker for
list of EBCE trainers and
dates of training

LEA contacts state
university certified

trainer and arranges

for staff inservice
training

v

D
program planning for LEA

LEA goes home, discusses
EBCE with local people--
writes to State Career
Education Coordinator
(Broker) for additional
information and name of

| demo~stration site to

visit

emonstration site conducts

LEA staff receives l
inservice training
from university for
college credit

s

LEA regotiates with
demonstration site for
program planning--three
days ’

R — v,

Broker sends LEA
information on:
demonstration sites,
training possibilities
and additional materials

LEAR personnel visit
demonstration site;
—>| decide to install E3CE

;Zi?

N

LEA has EBCE pfagraﬁ
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Individually Guided Education (IGE), ancther "successful” product of
directed development, also developed statewide networks in which roles and

functions were distributed along zimilar lines. Both EBCE and IGE have

for Experience Based Career Education, Association for Individually Guided
Education) as forums for continuing the discussion of theoretical
- underpinnings, reports of research and evaluation and practical ways to

implement and refine the innovation. Both have extensive linkages with

other issue and special interest networks.

Section III: Policy Recommendations '

This paper has attenipted to make the case for stfengtbening ties between
. | .
networks and directed development efforts as one means of improving

educational p:acticé anﬁ'in;réasing educational equity. Ce:taiﬁractions‘cn
the part of Eéaeral policymakers seem important in-achieving that goal.
Accordingly, I would offer six fecémﬁéndatiéns for policy at the federal
level,

@ Recammendation §1l: Mandate networking and product network building for
all céllgbcfative‘Eederal*fégignal directed development efforts.

This is perhaps the most obvious as well as the most easily achieved

S,

recommendation. However, at least Lhree aspects of this recommendation
‘Warrant comment.

First, this can only be accomplished when such efforts-are in existence

and the result will be. most, positive if done early in the process. This

presents significant challenges o NIE at the present time, since there are.

e few activities underway within the Institute's direct purview. There are
and probably will continue EE Le mocre such efferts carried out by related

agencies such as DOL and the various branches:of USOE. Even within the
|

i ’ = ‘j,»_
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nstitute's present structure, most such efforts are not in the same

L]

adinistrative unit .as the responsibility for networking and the improvement

of practice. A good deal of collaboration within the existing structure

would be necessary to implement this recommendation well.

Second, it must be recognized’' that initial efforts will faeefl

1

considerable ambigquity; béth,in how this is to be done and-exactl, what
1, ; L

constitites.-a netw@rk. Again; the analogy to the caﬁsidefablé prfogress in
evaluaticn seems a gagﬂ one. “-Simply speaking, that analégy leads one to

three conclusions:
_— This ambiguity will not begfeg’lq § without actiénbresearch.

== . It is meither useful ts=simply mandate networking without defining

it at all, nor sen iblﬁ to réquire adherence to certain specific
A V * ’ )
systems or m;délsé . Sl -~ R
M .

== Th solution to both lies-in'éhe intélliéent use of technical
direction in the contracting process. This allows the contractor
. o - ¢ ’

to specify an initial plan and, in effect, requires mutual

decisions with the céhgfacting agency about specific implementation

e

of that pla QS-ggé“ggagesé evalvesg§

Finally, it is imga:tant ED mandate ﬁétﬁérklng amang the vaflcug
o t . -f;g'
contracto: s wafklng in a ccmmgn pfcblem area. This is not thg same as the

funding agency deridlng at Ehé cutgét ‘to. parcel out certaln pieces of a

-pféblém solution to different ;énﬁ%ééFérs. ~ln any significant problem area
being add:asseéﬂby any!sggpifiéaﬁtxdi;egxeégéévélﬁgment“effért; overlapping
interests are nééfé;iy.igévitab¥eé?bptsiﬁssgite of some of the conventional
uisda'; higély desirable. fheylpréviéé the means to expand the breadth of
Eﬂﬁtactg of qeagfaphi:, issue and s;ééial‘interest*;,tw&rks aﬁ? redgée the

lik ElihDGd of pursuingéénkyéahe of several different and promising modes of

& R F4
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development. This is only true, however, if they go beyond perfunctory
exchanges ol proposals and reports. They must and can work together (often
at real savings in total expenditures) on building linkages, nurturing
growth and development éf important issue and special interest networks and,
depending upua: the extent to which they are working on a common product or
practice, even collaborate in building product networks. This type of
indepth networking among development efforts is ; unique potential of the
type f~directed development whi%h involves collaboration between federal
policy agencies and regional development institutions. It can go much
beyond the exchange of information which seems the most profitable and
éra§tiéal way possible to link the literally thousands of local development
efforts in any given area.

© Recommendation #2: Support research about the life stages, boundaries
and dynamics of issue and special interest networks.

Much of this paper rests on the assumption that directed development can
identify significant needs, as well as draw energy and power in design of
solution strategies, from the driving forces behind issue and special
interest networks. This concept immediately plunges orie into the morass of
the variocus levels of networking and the ways in which subnetworks form and
how the strong themes of need, such ar "youth transition,” effect and are
affected by this complex. This is not reason to delay the involvement of
nét&a:king with development efforts nor simply to be satisfied with getting

-

advice from various constituencies until more is known. It is, however,

straﬁé reason for direct inquiry into the nature of networks' life stages

and, specifically, their interactions with the process of the transmissian
and implementation of practices related to school improvement and equity.

Study of past or current directed development efforts could be a good
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vehicle for such inquiry, but should not be the only one. Again, it is
essential that niechanisms be found to assure that developers become
increasingly better versed in this entire developing field of knowledge if
directed development and networking are to become complementary partners in

© Recommendation #3: Encourage the involvenent of networks in the [rrocess
of validating products and practices from directed development efforts.

If the premise thal networks have a good deal to offer in identification
of significant needs, design of solution strategies and creaticn of support
structures for utilization is valid, then it seems likely networks would
also add significant dimensions to the process of compiling evidence of
effectiveness and replicability for products and practices. The fact that
the network members' standards for measuring such items are likély to differ-
somewhat Ef@@ those of évaluai@rs should not be a deterrent iﬁvolving them

3 in validation. Rather, careful selection of geaplé‘fzcﬁ various network
roles would add an important dimension to the process. It would also
greatly increase the likelihood that utilization weculd Eallgw validation.
This would allow two different sets of important factors to be balanced in
making dissemination decisiéns_v The inclusion of network validation.would
add greatly to the attention given to the existence cf imp@zﬁant. o
instrumental features which have been identified as impcrztant dimensions of
effectiveness in promoting changeg (e.qg., advocates who are homologous

with the norms, inclusion of the values conventions of the target

9Emrick and Peterson, op. cit., p. 6.

Aruitoxt provided by Eic:



O

ERIC

Aruitoxt provided by Eic:

subculture, provis:~r of opportunity for choice in the content and style of

target group involvement, and the existence of effective hardcopy materials

~to accompany face-to~face communication). The continuation of more

"¢conventional” measures of student effectiveness and eviéénce that this
effectiveness is reproduced in sites beyond th: original development would
be the second factor, not less important but g:eatlg strengthened by the
first.

o Recommendation #4: Provide direct support for the building of product
networks.

Directed development guidelines long have included dissemination of
results. This has seldo™ ".¢rn matched by the willingness to pay for any
activities bevond "disseminatio.. ~fwrances" and production of handbooks or
guideliﬁesg‘ Issue networks which see various practices as potentially
valuable solutions are typically left with only half thought out or
partially finished mechanisms for getting out the results. Given the costs
of development, the additional amount required to make sure the essential
mechanisms exist to support a good idea in becoming standard practice is
ridiculously low. No business R&D venture would fail to provide this small .
adﬂitiaﬂal cost in getting a good product into standard uss. We 4now that
it takes 7 to 9 years for ény change to becaﬁe.standa:d éractice: we know

what kinds of support struciures are necessary over that period; and we know

14

that the building of pradﬁct networks is a good deal less expensive than
having the developers continue to provide these supports for all that time.

It is certainly more cost-effective than simply stopping with preparation of

information for "spread" activities. While we are not totally certain what
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derneric roles and functions are appropriate to product networking,
innovations like IGE and EBCE offer more than adequate points for action

research on the subject.

bal)

Recommendation #5: Provide direct support and encouragement for

directed development efforts to nurture the growth of the broader
products and issue netwerks within which preduct networks will.Iunction.

Az in the case of recommendation #4, relatively small additional
investhent can have high return, Both design and 6issémination of the
product’ would be positively influenced if collaborative directed development
efforts are encouraged to produce syntheses of kﬂaﬁledge throughout the
development process with@ﬁﬁ always having to tie tnam directly to
development of a particular alternative; if tine can be legitimately devoted
to linkages with local problem Sélv{ng efforts, even to the extent of

. experimenting with mutual adaptation before the product or p-actice is fully
.vaiidatgd by the formal processes; if'mgney can be devoted to promoting
awureness of the directed develogmeﬁé effort within issue networks having
related concéfns and then to lggicél follow=up activities such as joint

‘approaches; and if the development effort could be alloved the possibility

of spending some of its resources in technical assistance to other intsrests

cf the evolving issue networks {e.g., handbook design for a highly regarded’

"shoestring” local problem zolving effort), .

/
o Recommendation #6: Conduct more action researzh on the processes ﬁf
implementation, with particular emphasis on reconciling the varioys
federal and local perspectives in the context of a specific develpment
ef fort.

e ; 189
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_Analysts such as Farraril are doing an ipc;easiﬁgly better job of
identifying the differing views of the R&D process. They are pinpointing
the effects which the federal attempts to influence the improvement of
practice has on the local school ecology and which the local school ecology
has on federal attempés to identify a “5et result® from their efforts. What

seems to be missing is the identification of characteristics of change

~associated with those innovations which appear to have been at least

partially successful and positive on both counts. Dr. pattall has

highlighted the importance of criteria in the conclusions reached about

impact of a directed development product.
If the criterion used to judge the impact of the Brown
‘decision is the proportion of schools attended by children
of predominantly one ethnic background, the conclusion
might be that little change has occurred. If the criterion
includes an awareness of the importance of effective
education for ‘children of all ethnic backgrounds, the
proportion of schools and post-secondary institutions with
students, faculty and administrators with some ethnic
diversity, or efforts to recruit, hire and promote
students, faculty and administrators alike to achieve
greater ethnic diversity, the impact could be considered at

The critiéal element in such research might turn out to be the extent to
which netWﬂrks are involved in determining and articulating criterié for
success, rather than having them drawn from bias about "federal
intervenﬁian“ on the one hand and the "necessity"” for sweeping school
"reform" on the other. MNarging attention to these issues and networks with
collaborative Eeéeral=regianal=l§gal directed deﬁelament efforts could be

the means for 2ffectively pursuing this important research.

10parrar, et al., op. cit.
llpatta, op. ¢it., p. 29.
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Promoting Interaction Among Producers and
Users of Educational Knowledge

Dr. Terrence E. Deal and Sharon F. Rallis, Harvard Graduate School of Education

Social science knowledge i= already serving useful purposes indirectly and pract-
itioners seem to be managing quite well by relying on their own resources. How-
ever, a more intensive, sustained, bargaining approach in which the uniaue perspec-
tives of researcher and practitioner could collide and be negotiated would have
merit.

Key Foints:

___con-straints, orientations, incentives, norms and time schedules.

IIT!p[ESSIDﬁ [h 't many effnrts in educatmn are undermmed because *he t,wo
activities are disconnected from one another.

Three assumptions underlie this view: -

1. ihat the breakdown in the relationship is unique to the field of education

2. That social science knowledge does not presently serve practical ends

3. That schools are in dire netd of improvement which only kﬂleedge from
systematic research can guide effectiely

Challenges to these assumptions are:

1. The lack of linkage between research and practice is embedded in a more
cemplex set of dynamics,

2. Social science knowlirdge and research is presently used by practitioners in
such ways as early ..arning of problems. »

3. !t is not clear that schools are doing as poorly as many critics maintain.

For many researchers, teachers and administrators, the alleged gap between
knowledge and practice is simply not that much of a problem. '

For ‘‘reformers,’” the fact that social science knowledge is not being used to
direct needed improvements in schcols constitutes a major problem,

Despite optimistic hopes and worthy intentions, efforts téz_lihk research
<nowledge with practice have encountered some difficult afid persistent problems;

Develnpmental activities are costly

Implanting new products and processes is not simple

Unintended consequences result

Users are cast in a passive role _

Schools are assumed to be more rational than they are

Producers of knowledge often lack authoritative evidence for claims

The role of developers or linking agents often create confusion

Some maintain the problem is inadequacies of practitioners and schools, Others
maintain knowledge produced by social science is inadequate for dealing with
prcblems of practice.

Using knowledge to improve educational practice requires an interchange between

two different types of organizations (universities and other knowledge producers
and schools in which knowledge is used). They have different environmental

19y o




-The boundary spanning organizations — or linking agents ~ are often caught between

two opposing sets of agenda and expectations and must either side with one or
another, absorb the conflict or rediate between the different positions.

Thearetically, ccllaborative relationships require a share! perspective, high trust
and power parity. The existing relationship between kncwledge producer and user
is often characterized by different perspectives, low trust and an asymmetrical
distribution of powet. '

Recommendations:
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The impact of conditions governing the interaction between knowledge producer

and user can be explored by:

1. Examining existing projects where such couditions are present (an example at
the policy level would be California’s Beginning Teacher Education Study; an
example at the school level would be Teacher Corps studies of practitioner
involvement and the role of principals in Teacher Corps schools)

2. Sponsoring small-scale experiments which attempt to crecte conditions of
interaction between researchers and practitioners
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PROMOTING IMTERACTION AMONG PRODUCERS AHND TISERS
OF EDUCATIONAL KNOWLEDGE
Dr. Terrence E. Deal and Sharon F. Rallis,
Harvard Graduate School of Education

Without doubt, the relationship between educational theory and practice
(or lack thereof) sparks controversy (Baldridge et al. 1974; Lieberman,

1979; McDonnell and Pascal, 1978; Nichel, 1979; DunéEE and Ccles, 1979).

the issue is never resolved, nor does the relationship seem to improve. Two
conversations recently highlightea both sides of the issue. A teacher

commenting about research noted:

Researchers- always promise the moon. They visit for a while,
ask irrelevant questions and see our world so differently than
we do. In return for our time they provide a report that is
difficult to understand and virtually useless to us as we try to
improve and change. Researchers and their research simply
aren't that helpful--the usual conclusion of their reports 1is
that more research is needed.

The other side of the issue was outlined by a researcher:

It is almost impossible to get teachers and administrators to

we are looking for, want us to focus on immediate problems of
practice rather than more important long-range issues and expect
us to capture their entire reality rather than a manageable
slice. They also expect our results to be conclusive,
immediately applicable and useful. Usually, I spend a lot of
time preparing summaries of our research for practitioners--
something for which I receive no professional credit--but it
never seems to meet their expectations.

These two conversations succinctly portray a gap between two worlds:
EESEEEEEEEENWhé produce knowledge and practitioners who are the intended
users. Concerted efforts to bridge the gap and to connect the two worlds
never seem to reduce the differences or eliminate the difficulties that keep

researchers and practitioners at more than arm's length. As a result,

%
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researchers find it harder to get schools to provide data and are frustrated
by the seeming reluctance of teachers and administrators to use research
results. Teachers and administrators, on the other hand, are disappointed
by the lack of connections between research results and pressing problems of
practice.

The continued separation between research and practice in education does
not imply that nothing has been done to connect the two. Under federal
sponsorship, an elaborate system of boundary spanning organizations, roles
and activities--Research, Development and Dissemination (RDD) projects,
information retrieval systems, linking agents and other application

fforts——-have arisen to improve the relationship and to see that research

results are applied to help schools improve. But, for the most part, these -
efforts have not experienced overwhelming success and have encountered a
number of difficulties.

To shed new light on such a persistent problem is a difficult feat.

Others have examined the issue without making much difference in reconciling
the two worlds or in providing strategies for narrowing the gap. " Our
expectations are therefore modest. In the paper we hope to explore three
questions: ‘(l) Fét whom is the gap between knowledge users and producers a
problem? (2) What are some weaknesses in knowledge curtentlylbeing produced

and to what extent are these caused by the existing relationship between

relatignshig;in which the producer and user pursué important guestions
jcintly?

In approaching these three guestions we draw upon selected ideas from
outside the mainstream of Research, Development and‘Dissemination

literature., We also draw heavily upon our own direct experience in roles of
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producing and using knowledge and of trying to link the two. Our primary

aim is to pull from the discussion a new approach of how the efforts of

knowledge users and producers might be more closely linked for the mutual

. benefit of each.

Discussions about the linkage between research and practice often convey
the impression that many efforts in education are undermined because the two
activities are disconnected from one another. When the topic appears in the
official program or publications of the Ametican Eéucati@nal Research
Association the issue is usually how research might better inform practice.
When teachers and administrators attend to thértOPié;E;he need for assistance
in éé;Liﬁg with overwhelming problems takes the cénternstageg When policy
makers evoke the issue, it is often used as a basis for scaling down feéefal
support for educational research. The problem is taken és a given and its

1

effects are seen asﬂgignifi:ant and widespread.

Three assumptiéng‘undezlie such a view:ig(l) that ﬁhé b;éakéown in the
relationship between the activities of researchers.and practitioners is
unique to the field of education, (2) that social science knowledge does not
presently serve practical ends and (3) that schools zre in.aife need @f.
improvement which only knawleéqe from systematic researc's can guide
effectively. Each of these assumptions can be challenged.

First, inquiring into the relationship between social science knowledge
and the degisioﬁ, policies and practices of organizations and individuals
across settings suggests that the lack of connection between the two is a
general problem. Knowledge is rarely used as a basis for action in

governmental agencies, health care institutions, policy making bodies or

209
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even in the private sector (Lindblom and Cohen, 1979; Weiss, 1979). The gap
between research and ngcciée is nDt“limited to education; it is

widespread. From this perspective, the lack cf linkage between educational

research and practice seems embedded i a more comrplex set of dynamics than

many crities currently rec@gﬁize;

Second, social science ;néwledge and rasearch is presently used by
educational organizations and practitioners in a number of ways (Weiss,
1979; Lindblom and Cohen, 1979). EKesearch results pcovide practitioners an
"early warning"” that something may be amiss-=declining test scores or
decreasing public support; for example, consistent patterns afirésea:ch
findings suggest the need for new ways of viewing issues, and social science
theory provides conceptual frameworks that practitioners can employ in
looking at their world through different lenses. Research results are used
as a basis for validating certain decisions .in advance or rationalizing
decisions that have already been made. GSocial science knowledge provides
political leverage which §ives one position an advéntage over another in a
contest of alte:naéive approaches. Social science concepts provide
practitioners new lébels for existing practices, thareby increasing their
legitimacy and status. Research projects provide a sense that important
questions are being addressed; debates over evaluation results often provide
aﬁ outlet for personal and organizational tension and conflict. If
knowledge is already filling these important functions in the world of
educational practice, even though indirectly, it seems strange that
researchers should be criticized for failing to provide kn@wleége that can
be used.

Third, it is nét clear that séhcols are_ﬂaiﬁg as poorly as many critics

maintain. iMeyer and Rowan (1977) argue that educational organizations are
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thflving institutions in which public confidence is surprisingly high.
Education organizations, c@mgafeé to éthefs;zafe also exceedingly sﬁablet A
business organization's Eai;ing is a commonplace occurrence which atﬁracts_
relatively little attention. But the failure of a sebgélféistzict attracts
national attenticn:and the closing of a school can a;eaﬁésa majoﬁ: |
controversy within a loecal ccmmu;ityg From this perspective, ﬁhe Pzébi&ms

. | . \
of public schools are blown out of proportion and the need far major reform

L5

i
v

position championed by a small number of disaffected critics.

workable solutions to problems that arise .without:contazt with research or

researchers. Teachers and administrators, relying on their own experience

and knowledge and in response to the daily exigencies and pressures of their

setting, consistently develop strategies for solving pzessingrprgblems, many -
»f which recognize important logal needs or constraints and are politically:

defensible in a world of diverse constituencies and interests. The

contributions of practitioners to the National Diffusion Network suggest
Lial promislng practices can évo;ve-directly from the profes .onal world of

3

teachers and administrators, as well as from the social sciences.

_ . , , N . o . i
If educational organizations are not as inadequate and problem ridden as

- =

some would suggest, and when problems arise teachers and administrators can

[ M)

e

relv upon professional knowledge to develop workable remedies, why should
rhey want more abstract knowledge froin the social sciences to guide

.mprovement efforts? i
To summarize, this view suggests that for many researchers, teachers and
administrators, or policy makers, the alleged gap between knowledge and

practice is simply not that much of a problem.

"
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But, there is another viewpoint. From this perspective, schools are not

fulfilling their social mandat'e, are irrational, inefficient and plagued

with problems. For a variety of reasons, schools need to be improved or

reformed. And knowledge from the social sciences can and ought to provide

1

assistance in determining both the direction and strategies for needed

improvements.

n".r'

The critique is not limited to public schools. It emphasizes that

social institutions genarally need to be restructured, changed and improved
(see, for example, Afgy{igf 1979). The coalition of practitioners,
academics and policy make ers who share Ehis viewpoint (we'll use the term
"reformists" to label the group) challenges the ideas that schools are

£.

per forming adequately, that practitioners are :apable of handling grablems

m

at the local level or that social science knowledge presently plays a

"significant tole in ;héPlﬂq decisions, policies or pr ftlcee in the everyday

14: of EEaCﬂEEQ and administrators.

M

For the "reformers," the Fact that social science knowledge is not being

used to dir~ct needed improvements in schoo’s constitutes a aj r Qrablém,

=

Academics of this persuasion are concerned about ways that their research

can reach EPQCDEF% and administrators and are willing to support efforts to

packaqe their research so that it will bhe more PﬂthUSlaﬁtlcally received and

ﬂ'.ﬂ

applied. ©Policy makers who endorse is posit

this mnsitiaﬁ'attempﬁ te siphon money

- away from basic research and support activities to disseminate knowledge
B 5 & & .o =

that is already available. Teachers and administrators who share these

views actively seek knowledge that provides clear guidelines for making

m

needed improvements and are more than willing to pa cipa in projects or

activities that provide resources “n puk existing knowledge to use.
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For these individuals, the woflés,éf educational research and pfaétice

are seen as too far removed f;om one another. The separation creates

‘ ) difficulties which undermine the gﬁfectiveness of both enterprises. fhey
care that knowledge is ﬁét being used and seek ways to increase the
connection betweenvqucatiénal tﬁeazg and 9r;ctigeg‘

The feEéfmfst positionlis directly reflected in the Research, Development
and:-Utilization (RDU) activities (NIE Report). Sponscféd'by EngEal funds,
this approach outlines a series oﬁisquential activities for using knowl: ge
Eé improve schools: (1) knowledge is produced, (2) research ﬁindings are
developed into a usable form, (33 Ehe knawledge is then ﬁsed Ey
pfactigiaﬁers to solve local problems and (4) activities wgiéh are informed

by a sound knowledge base produce the intended results and schools improve

The main contribution of the RDU approach is to put a set of activities .
between the production and use of reseazcﬁi This inﬁbéﬁween function==
development—is gétried out by a variety of different individuals-=-former
Qfactitionézsg'applied social scientists, writiers, media specialists,
graphic artists. These individuals work in diverse, bcunda:y spanning_
settings--R&D Centers.. regional laboratories, nonprofit @;ganizati6ns and
private conttaaﬁ houses or consulting firms. Developmental activiﬁiés yielé
a nqmge: of different outcomes. Some are products——-summaries of research,
insttuqtional'materials, new organizational patterns or guidelines for
conducting important éfganizatiOﬂal activities. Some are pracessesﬂspzoblém
solving approaches, decision-making strategies, guiée}ines for p;anhing,
example. Some create new organizations at the federal or state level-—ERIC

or RISE. products, processes and new roles or organizations, individually

Q o ' 207 201
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rational. Using knowledge to improve practice thereby ignores informal and i,

use will enable practitioners to improve the publie schools.

But despite optimistic hopes and worthy intentions, efforts to link
Eesearchéknéwledge with practice have encountered some difficult and

3

ée:gistént pioblems. Some of these seem particularly worthy of meqtion.
First, developmental activities are enéfmously costly, diverting resources
away from resaafch, as wé;l as programs which provide categorical fegources
directly to schools. Second, imglénting new‘pfoéucts, processes and roles
in educational @rganigations;is ﬂ@tzs;mplei Norms, politics, reca;citranée;
lack of ownership, conflict and other individual or qrganizatiOnalaéharaégggj

istics or dynamics interplay in unigque local patterns to produce complex|
3 ' t} : )
mplementation problems. Products and processes which appear promising from

=

the eyés @EAthe dével@pers are often swailawed or emasculated in the process
of change at a local site.- Third, changes uéing'kncwleégerar products as a-
guide produce consequences which are uniﬁténﬂed and undesirable., 'Teachers:
"burn out" and leave. Tensions betwgenitéaghérsi aéministfaéaﬁs and parents
result from altering the status qdd: Displacing 0ld practices creates a
ferling of vulnerability and loss. Fourth, because the RDU apéroach tends
to view-teachers and aﬂministratéés as fecipients of knowleége, users arés
cast in a:éassive role. Existing professional knowledge is unéé:minedsa
professional iﬁSighE5; creativity and :aﬁabilitieé of teachers énd
administrators are ggt actively enéagedi In the relationship between
researchers and practitioners, teachers and administrators are often put in
a dépeﬁéent position. Fifth, because aeve;@meﬁtal acti§ities‘fefléct the

rational biases of the socidl sciences, schools are often assumed to be more

faﬁionalfané connected than they actually are—-or they need to be made more N

- 3
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make knowledge more useful and to increase the probability that products and

political processes and undermines indigenous organizational capabilities

upon which developmental agp:oachés are constructed. Q@nsequenﬁly; many

products and processes fail to work as they are intended because the

knowledge base is inadequate. 1In addition, valid approaches which are

‘fashioned on general principles often fail in schools or communities where

conditions are different from those which guided the original research.

Finally, while researchers often enjoy legitimacy in the eyes of practi-

tioners, the role of developers or linking'agents often creates confusion

and disaffection.

In response to these difficulties, developers have devised solucions to

1

érccésses developed frcm ﬁheat& and research will yield improved practice .
andrbéttéf_écﬁééls_ Materials have bé;n Eeviseé,irefineﬂ ard rigorously
teSteﬁl\'New approaches to change have been extracted from current gnéyleaée
éf-chaﬁée which,mayvhelp Eaée‘thé way for 1é55 éiézuptiv, imp;eméntatiaﬁ

awareness and skills of teachers and administrators—-as well as linking

Y

agents who run between the knowledge base and users. Elaborate linkage
systems have been created which involve consortia of different organizations
to see whether more intense connections can create a stfanéér base of support

®

féF using knowledge to improve educational practice. But, even with these

improvements maﬁgi-if not most, of thé>§rablémsxzemaing The develépmentai

link between knéwledgé and practice Séém% to fall cansiéerably.sha:ﬁ of its
goal of harnessing social science knowledge to improve schools.

But again, this problem needs to be set in a broader context. 1In one

view, the gap between the activities of researchers and practitioners does

Va3 203
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~pursued by inserting a "middle man" between Ee§earcn and practice to

3

_not constitute a problem. Research results get used by practitioners in a

number of helpful ways. Practitioners find 5§1utisnsft§ problems that

‘arise. It is from another view that the linkage begﬁeen research and

practice needs to be strengthened. From the reformist position, using

7

knowledge to guide sérategies for improving schaais will increase the

ptabébility that these efforts will achievévéuccéss. This goal is currently

;

¢

translate . knowledge into guidelines for actiaﬁa But, this approach, which

i

"émphasizes the importance of ﬁeéel@gment aetivities; is experiencing

/

problems. -As a result, knowledge is not being used effectively to help

individual practitioners or schools improve.

‘Where Does thénggb;em Reside: Useré, Knéqléége ngghengiéﬁiqﬁshig?

Problems of linkinggkncwlédge to Egﬁéﬂl’impﬁ@vement efforts support a
general consensus that such agtivitiesfa:e'falling significantly short of
the mark;;.Bub cansensus'quicélfléi5§§pearsvwhen attention shifts to

explaining wh?. B,
There are sti;l some wha'igéisémﬁhaﬁche PEEEIEmS of linking knowledge

fa schools emergeafzom pfa&titioqéfgxahﬂ;éhalorganizatians in which they

work. Teachers and administrézgés‘lack necessary skills, are not well

. ! "l' 5 v ox i 2 % i )
versed in social science research and resist pressures which might cause
: / . g _
them to reflect on or change existing dpproaches or well entrenched

Praétices. As organizatians;/sch@gls are loosely connected {Weiek, 1879),
lack :aﬁiénal procedures E@flideﬁtifying and solviné Eféblems and rely
heévily on informal or political sbrategiesvfaf approaching da§=tgﬁéay
events. Such organizational patterns ar¢ seen as incapable of providing the
necessary inceﬁtiVESEQE support fér'teaéhers‘éné administtatszs as they use

3
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;knawlédge gc improve existing conditions. 1In Sthég WDdeg-Ehe inadequagiés
of praétitioqers and schools create insﬁ;mountable berriers to §6ﬁen£ial
solutions.

While this "practitioner aeflc;enéy explanation ‘stiil enjoys éame

ﬂ;g,l ty, lt has séveral :laWs_ It is just as easy to argue that
teachers and administrators are usually sympathetic to help in fesalvihg
problems they.see.as important;..they :ésist changes which do not aédéess
preésing issues or wﬁi;h may create additional burdens or difficulties.
While they are not trained as S§é;al gcientists, maéﬁ:have a weli,gzounéeé
understanding of their w@fk and an intuitiée grasp ol what may be daﬁe to

make conditions better {Gazdéﬂ,il§78)g Such a view emphasizes -that teachers

and adminisgfatazs deserve more credit than they are usually given. o

_Similarly, current theories of organization (Weick, 1979; Meyer and Rowan,

1977; March and Olser, 1976) call attention to the important purposes- that

are served by nantatioﬁal, disconnected and infarma} features of eﬂu;aﬁional
organizations. While suéh paéternévmay provide barriers to the usé-af . -
soéla; gcience knawledge, they serve other purposes such as reducing
internal EDQE@inEtiQﬂ»EQSES and conflict and permltthé schools to adapt Eé
plﬁzalistic turbulent environments. In many fespectsg axplaining the'
pfgblems of 1;nk1ng knowledge to action by blaming pEaEtlthnEEE or the
organizational characteristics of schools shifts attention from other more
compelling explanaﬁians outside the Qﬁflé of g:agtice.

There are two other promising avenues for explaining the gfablems
surrounding activities to connect knowledge and practice. One examines the
nature of social,scienge knowledgé itself. The other Eccusesyatﬁenﬁicn on
the relatlonshlp between the atganlzatlans involved Lﬁ the process of

linking knoﬁledge and action, Eaéh of these affects the other. Knowledge

(2%
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produced by social science may be inadequate for dealing with problems of

practice; but such inaéequagiesrate undoubtedly influenced by the existing

more usable knowledge might help the :elationship to improve. We explore
both the nature of knowledge and of the relationship between the producers
and users of knowledge and suggest some criteria for an alternative approach

which may imgr@ﬁé both knowledge and the relationship. j

The Nature of Xnowledge .
There are two different types of knowledge--knowing "that" {propositions)

and knowing "how" (skills éf,capaéiﬁies).' To know, for examPle;’that a

principal influences classroom instruction requires three conditions: (1) a

belief that the principal influen&eé instruction, (2) evidence of the
ptinéigal's influence on instruction and (3) thé”grincipal‘s‘influEﬂce'@n
instruction @ust; in truth, éxisti'v

Knowing "how," while 5ti;l an aéhievemeﬁt; relies less heavily on tﬁe
satisﬁaatiéﬁ;@f the three cénditions. Rather, it em?hasizeé the possessién
of a.capacity, skill or ability.- The perfcrﬁ;nce of these across those who

know "how" may vary. Two people may know "how" to teach; one may teach

Eggﬁer. The product of knowing "how - is an achizvement, but a process or

geffarmance is alsc essential.

‘fheetw@ aspects of knowledge are independent of one anotﬁefg One can
knawuhgw to aﬂmihiséer a school without knaﬁing the truths or propositions
DE:ad%inistratiqni One can teach Withagt knowing the laws or principies of
;eagﬁiﬁg, Or one can know that schools are~laasgiy sﬁ;uctureﬂ nganigatigns
withéut knowing how to either teach or managé schools.: In fact,‘payihg

undue attention to both aspects of knowledge simultaneously may inhibit the
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.effective performancg of the skill. Ryle (1966) suggests that the process
of “doiné“ and the p:oeeés of "observing and.understanding” may be so
distinct that they cannot takg place at the same time. He reasons that if
theupracéitiothS éelfscéhsciouslg focus on particulars of "doing" rather
than on the process as a whole, their performance will be clumsy at best,
and probably paralyzed at worst. Knowing "how" is tacit knowledge. i
| The connection betweén theory and practice s?imulatesxa philésophical
debate. Descartes, for example, claims that knowing "how" proceeds from .
Eﬁcwiﬁg "that," é: that skill evolves from theory. Ryle and Scheffler
(1965; 1966) however, suggest the opposiﬁé——thaﬁ theory grows out of
é;éctice. As Ryle (1965) has pointed out, "There is no contradiction, or
even paradox, in describing soﬁeone’as-bad at practicing what hg %s good at
pféazhing.“- J

The philésa@hical debate is reflected iﬁ ﬁwo different céncegtians of.
teaching or eéucatiéﬁal administration. Tﬁosé who see teaching or
L3 ) : .
aﬂministfétion as a science believe that the Eﬁéwing " how" révolves around
knéwiﬁg "that." They maintain that teaching or administration may best 5&
iépfoveé through better informed theories. The knowledge they seek and
produce tends to be formulas or cause-and-effect relaéianéhi@s between
instructional vafiables and learner outcomes. On the other hand, those who
see teaching or administ;acién as a craft believe that knéwing."that“ grows
out of a a:ntinued ptacticé of knowing "how." Those Séekingsimp:ovément in
the craft of teaching or administering stress the need for éxpésufe to the

accumulated experience, judgment and intuition of seasoned practitioners

hillips and Cohen, 1979).

L]

(

f

Knawledge produced by social science researchers (knowledge that) 'is
different than knowledge that may be useful to practitioners in improving

current conceptions of how to (skills ané-cagacities).' First, knowledge

égliB | : 207



produced by the sacial science researcher is 1argely'p§opésiﬁional knowledge
which ignores the gfaftvor kngwiﬂg "how" :spe;t;of teaching. Sécané, social
science kno@ledgé’is probabilistic. It specifies cause and eflect,
‘relationships which assert ﬁhaﬁ if teachers or administrators do xibYﬂwili
probably occur. But although the strength of such relationships may satisfy

the criteria of social scientists, the probabilities may not provide

&
L

adequate assurance for teachers or administrators that a specific teaghing
technique Qf/administrative approach will work in a particular classroom or
school. :@Eten, the guarantees from knowledye that a specific telépianship
between an activity and outcome will hold in a given situation is no better
?han chance. |

Third, aﬁd in a related vein, social sciénéé'knowleége is often too
abstract for practitioners to apply to unique settings. The aim of scien=

tific research is to produce universal laws which apply across situations.

To discover and verify these laws, researchers strip findings of context

o

Spécific variables, Eéfgétging that in tﬁé wqud'@f practice it is impossibié
to hold such variables constant. Therefore;, univetsél, abstract laws have
little meaning to the ﬁnique and multifaceted world of the practitioner.
‘Human action and iﬁﬁeracti@ﬁ éan be understood only within its own context

of socially grounded fulés for defining, categorizing and interpreting the
meaning of behavior. Elliot Mishler (13%9) proposes that research produce
alternative propositions to those currently coming out‘éf'sacial science

research. Instead of general propositions to hold under all conditions, he

Jgggests propositions which specify the conditions under which a relation-

ship would hold. ih_saientific.terms, rather than produce a blanket formula
£

(¥ =

(x)), state a modified formula (if 2z, then Y = £(x)). This type of

proposition is less abstract; its concreteness makes it easier for the
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practitioner to understand and to transfer to a particular classroom, school

or district.

In the attémptjta produce universal laws about teaching'of édministering;
the scientific approach to ééueatiaﬁai éeseafch viewé teaching or managiﬂg‘
as a technology and ignores the possibility t%atxéithéi agtiQiFy is situé—
tionally specifié, intétacﬁive, creative or often intuitive. The approach
often fails to recognize ﬁhaélﬁhe subjects Seiﬂg séuéiéé are knowing beings;
the knowledge they péssess is important for the_interpfétation of their own
behaviéri They khawrwhich Eéhaviaf-gatéérns work and which do éoﬁ; ﬁhey do
Baé:always need to know wgy_ By ignoring that bumén behavior is cﬂngtructeﬂ
purposefully to meet the needs of a paftigulaf situation, social science
research often produces knowledge which claims to be universal but is not
necessarily transferrable to a variety of settings (Magoon, i977)_

fou:ﬁh,>5ééial science research often fails to recognize practitioners
as active :aﬁsﬁructozs of their own reality and rules (Magoon, 1977) .
Verification of the meaning of @bseryeﬁ patterns i"éésEﬁti%l because of the
situational specificity of teachiné or aéﬁinistrative tasks. &he
gthn@gfaghez‘s éziﬁicism of anthropologists who geﬁgfalize éan be applied to
educational zesearch: Dell Hymes (1979) zéminds us that a greeting such as

. "how do you dc?" may be universal, but:the méanihg it conveys may vary from

culture to culture, from setting to setting. In-one place, such a greeting

may'bé considered offensively formal; in another, only such a formal
gréetiﬂgrmay be appropriate. Similarly, the culture 6E @ne»elassroam may
have gstablished rules which allow much random verbal interaction, wbile iﬁ
another class thé rules allow only Egr‘stzucﬁufeé and controlled responses.
Researchers often attempt to control the variables rather than to allow éné
take into account these natural differences.
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and Cohen (1979) call professional inquiry (PSI). 'In fact, they maintain
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Fifth, social science research is heavily iﬂfluenced by zationél normé.
Results of scientific research are oééen_pfaduced in formulas with
quantitative ﬁesc:igtions_ While causation is essential for understanding
and predicting, the scientific form of presentation seems to lose sight of
the fact tﬁét human decision making is not aiways :atiénal and predictable
(March and Olsen, 1976). Motivations are not clear ozbbcunaeéz uncontrol- ’
lable variables impinge upon decision and influence behavior. Moreover,
people's problem solving is more often informed by the common activiﬁiés of
soclial learning (like coin toessing or voting) and social interaction
(nonscientific ways of knowing and organizing) than it is by-what Lindblom
that people depend heavily upon ordinary knowledge when solving problems and
making dezisiohé;

To Lindblom and Cohen (1979) particularly, academicians, R&D personnel

" and scientifically oriented consulting services rely heavily on assumptions

of rationality emphasizing thats'b(l) a single decision maker or decision
making process operates, (2) the decision §rgééss is rational and unimpeded
by Pelitics:af special interests, (3) scientific auth@zitativenessiwill not
evoke hostility and nonrational reactions and (4) onﬁlemg can be bounded.
The world of practice does not nécessarily support these assumptions.
Sixth, social science knowledge offers no view of alﬁérnativesi A
practitioner may already know that if X, thenFY, but may not be aware éf.any
other options’ for action than X. By ohly éessfibing in a controlled form
what‘already exists; scientific research does not directly promote learning
for the*ééaftsman; It might even help to maintain the status quo. Chris
Argyris expresses this criticism of normal science research when he demands

that research do more than describe and predict; he asks that it provide -

%
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"liberating alternatives" (1979). He extends the criticism to the
methodologies of social science research. Because the methodologies involve

what he haéllabeléd the Mcéél I (Argyris and Schon, 1974) géVétﬁing oo
variables-—unilaterial control, distancing and self- pfétéétién, neither the
fesearchgr noﬁ the practitioner can be aware .of distortions which will
affect the vaiidify of thé knowledge produced. The resulting kncwledge is
either so routlne that 1t is already known to the practitioner or so Gomplex
and abs;fact that it is useless.

3

Finally, knowledge produced by social science research often does not

‘address the issues that practitioners are most concerﬂed with--such as

control, discipline or politics. And, as Patten (1977, 1978) has noted,

research seldom tells pr ractitioners more than they already know. Where

research does inform practice, teachers and administrators seldom adapt

knowledge from particular studies. Instead, they aégummglate_infgzmatién

‘about’ top éfigrigy.canEEns which is gradually formed into generalizations

which are then assimilated. Over a period of time, these concegts'can lead

to a reorientation of thought patterns. At this point, a change in action

may occur. -But even in this @ptimistic chain of causation, EéSéaEGh

knawledge is only linked indirectly to actlon or ptaat;ce (Wei S, 19795;
' In sum, the knowledge produced by social science research appears to

_would hope 'to the practice of teachers and aﬂminist:atarsg Social science

ignores craft knowledge kknawing how); it is highly probabilistic; it is
often too abstract to apply in particular settings; it fails to recognize
that pfactiﬁionazs are active constructors of theifireality; it is heavily
rational; it offers no alternative for change; and itvdoes not always

address the concerns that are highest in the priorities of practitioners:

Aruitoxt provided by Eic: ==
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For social science’ knowledge to be usable to practitioners, the
follewing criteria need to be addressed:

1. The general principles of the teaching or administrative task must
be linked to the procedural knowledge of the practitioner. )

2. The knowledge must be concrete and situatiénallyrspecific;

3. It must recognize that practitioners are active constructors of
their own reality and rules.

4, It must allow for the political, symbolic and other nonrational
features which operate in educational organizations and settings.

5. It must be a source for generating alternatives for change.

6. It must address issues and concerns that are relevant to

practitioners.

ts, materials or any form through which

=

Theories, reseatrch re
knowledge is transmitted to teachers and admlnlstratgrs will reflect these

underlying problems of social science research as it relates to practice,

But, our enumeration of the inadequacies of social science knowledge does

not mean that the desired linkages between thééfy and-pf;etiée is hopeless.
Rather, looking at the weaknesses of social sciénce kﬁowleéée illuminatesx’
angthe: explanation for why the two worlds are separate. The weakness GE‘
the knaledge may-well be the result DE a counterproductive zelatiénsh%p:
that currently exists between the producers and-usess of théAﬁnowleageg To'
sétisEyizhe criteria of usablé‘knawledgé, interaction between the two
pégsgéctives seems reasonable and necessary throughout ghe'entife process
from the aﬁiginal determination of the questions for study through the
gathering and intetptéting of data to the geﬁe%atigm of stratégies for
implementatiaﬁ; Researchers knaw>?ﬁhat“; teachers and.admi 1is tratars know
"how." To expect pract ioners to know "that" may be dysfunctional; to

expect regsearchers to know "how" is imp;actical§ But cgmbin;ng the two

perspectives may yield some promising directions. The knowledge bases of

Do
i
e
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the two worlds may need o collide. Yet, an examination of the standing

relationships between producers and users does not reveal such interaction.

The ﬁapurg of the Relationship.

Uéiné knowledge to impravg-éﬁuzatiohal practice %equires an interchange
between two ver? éiEferént types of arganizatiéﬁssﬂ universities or other
Settinés where’knowledge ' produced and schools where it is intendéd that

the knowledge will be used. Consider just a few of the ‘differences. The

two types of organizations face different environmental constralnts--

knawlédge pfédQCLig organizations look to the federal QGVEEQNEﬁEEE;E support
and are constrained by federal égpegtatians, politics and time schedules;
public schools are highl§ dependenton the support of local communities and
must constantly monitor the expectations ané address the concerns of psrgﬁts
and local residents. The two organizations have different orientations-—-
knowledge p:éduciné ofganigatioﬁs_;fgate:général principles which Céntfibuté'
to ag accumulating body of wisdom; schools, as knowledge using organizations,
are zchEEneﬁ with developina épeeific strategies which maintain a smoothly
operating, effective program. The two organizations ércvide different
incentives--producers are often réwa}déd and ércmgted on the basis of théir
contribution to % general knawleégé base through scholarly publication;

users are rewarded and promoted on the basis of their ability to act and get
things dgﬁe without causing problems. Thé two éggénizaﬁiéns have different
time §éfsgéctives:‘ knowledge pféé;éiﬁg a:ganizatiaﬁs dre g@vezné§ by
lorg-range agenda; public schools are often concerned with the immediate and
must deal with shéft—ﬁerm érises and issues. The two organizations have

the sciéntifiec methods and must observe the dictates of design and control;

schools, on the other hand, are highly subjectgto political exigencies and

219



the preferences of individuals and interest groups and must often observe
the dictates of individual or collective whim and need. The two
organizations often have different incentives for participating in joint

efforts-~knowledge producing organizations are interested in learning more

‘about schools or teaching or how practitioners apply knowledge to local

problems; schools are often interested in an opportunity to obtain additional
resources or to embark'on an exciting new adventure. The two organizations
must adhere to different time schedules--schools are generally more sensitive
to the cycles of holidays and ceremonial events than are knowledge producing
organizations. Across a variety of important dimensions, the @rganigaticnal
settings 65 knowledge producers and knowledge use:s:is véstly different.

As the efforts of producers are linked to users, these organizatiénal
differences create tensions and ;ogflicts. .Fédétél expectations run afoul
cf‘local“caﬂgéths. General principles fail to mesh with local idio-
syncracies. Schools want answers now while researchers are satisfied with

identifying better questions. Research designs focus attention on a narrow

w

slice of life which is unimportant to local needs ana‘p:efe:encesi

Knowledge producers are disappointed that Schaéls seem more interested in
the benefits of additional resources without focusing attention on important
p%gblgm% and using knowledge to generate promising new stfategigs, Even
where boundary spagning organizations are given the responsibility for
1inkin§ﬂkncéledge and aeﬁién, the differences between the organizational
worlds of knowledge praéueeff and users can create tensions and conflicts.
The boundary spanning organigatianse¥of linking agents--are ofteﬁacaught
between two @ég@sing sets of agenda and expectations and must either side
with one.or another, absorb the conflict or mediate betwéen the éifférent

positions.

O
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From these real differences between the organizational settings of
producer ‘and user grow a set of mutual myths and stereotypes which create a

climate of suspicion and mistrust. . Researchers are seen as impractiecal,

irrelevant and uninterested in schools. Practitioners are seen as short

sighted, crisis oriented and nénintelléctualf Practitioners can easily
recall a time when researchers took the data and ran; researchers note their
colleagues whose study was abdrted by a nervous administrator. To
researchers, practitioners are overly rational, pious, mechanistic and

tight. Practitioners think that researchers make reputations on their

published criticisms of schools and wish that they would focus more

aﬁtentien on problems in universities; researchers see practitioners as
overly hostile to their good intentions and attribute inhospitality to
defensiveness. ‘

Such myths and stereotypes often are used by either producers and users
of knowledge to characterize the éthéf;’thugf pcwerf@l self-fulfilling
expectations are established. These éxéectaﬁiaﬂs further contribute to the
tension and conflict centeting on real organizational differences.

One of the realorganizational differences that becomes. apparent when
the two are bfoughé together is that the power and influence distribution
between the two positions are often asymmetrical. The power of the
something that schools need and often control Qvér the resources that
support the aétivityi' The power of the schools is based on their initial

willingness to-participate and on their ability to withdraw.  But, their

status position is lower, their control over resources is often limited and

their access to the knowledge base (expertise) is dependent upon the

participation of the knowledge producer. In relationships between two
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different organizations, in a climate of suspicion and mistrust, one
organization (the knowledge producer) is often in a better power position

than the other (the knowledge user). At the same time, schools always have

the ability to withdraw from the relationship. And since it is not always

as clear to schools as it is to researchers that knowledge can be used to
address important issues, the kﬁowledge producer is usually on the
defensive. Because if the schools withdraw, the funds Suppcztiﬂg the joint
effort may be .thdrawn by the sponsoring agéncy.

Where boundary spanning organizations are involved, the relationship is
even more precarious since the status position is reduced and the access to
the knowledge base (expertise) operates. through a third party. The knowl-
edge, removed even farther from its source, becomes open to inaccurate or
loose interpretations. As a result, schools may exert more control over a
linking organization than over a knowledge producer. Another result may be
an increase in Ecstility from the schools because they might resent working
with a "middle Ee?san.“

Under conditions of different perspectives, low trust and asymmetrical
pawef distribution, a bargaining or negotiation relationship ié uéually
preferable in resolving conflicts Qf dealing with tensions (Derr, 1979).
But the literature which éiscusseé the nature of the relaéiénship between

researcher and practitiéner .is heavily biased towards collaboration

1979). Theoretically, collaborative relationships require a shared
perspective, high trust and power parity (Derr, 1979). The existing

relationship between @ﬁ@ﬁléége'ét@ducef'aﬂd usér; however, is often

characterized by different perspectives, low trust and an asymmetrical

distribution of power. The resulting relationships is either a phoney
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practitioner characterized by their "conversion" to the producer's (expert's)
way of thinking. In linking educational research to practice it may, there-
fore, be c@uﬁterpr@éuctive to emphasize the formation of collaborative
relationships. Rather, an interactive approach using negotiati@n or
bargaining model might be more appropriate.

In examining the linkage between educational knowledge and practice,
several issues emerge. First, the organizational settings of those who
produce knowledge are very different %rom those of the intended users. -
These éifferencés léaé‘natUEally to tension and conflict between researchers
and practitioners. Second, myths and stereotypes arise around natural
differences which create a climate of mutual suspicion and éistfusti Third,
in establisﬁing relationships between the producers and users of knéwléége,

power imbalances often favor one group or the other. Fourth, efforts to

create relationships between educational researchers and practitioners often

1. Explicit acknowledgment of the differences in the organizational .
settings. .

2. The recognition and management of the tensions and conflicts
' created by these differences.

3. The direct confrontation of myths and stereotypes.

4. An open discussion of the prevailing distributions of power and
influence.

5. .Use of negétiation and bargaining strategies.



‘In sum, the problems which undermine the linkage between social science
research and school improvement efforts are complex. It seems reasonable to
question éxplana;iéns whigh'plase the blame on practitioners and the
organization in thch they work. But inadeguacies of é@cial science

. knowledge and pfgbléms in the relationship between producers and users do
present a set éE issues which need atténﬁiaﬁ. Inc:éasiﬁg and changing the
nature of théfinﬁetactién between producers and users of educational
knowledge majﬁp;évide directions for improving the link between knowledge
and educaticéal improvement. 1In the next section séme specific strategies

are outlined.

Can More Useful Knggléﬂge Be Produced byrInggeasing,Iptezgpgiqg

Between Researchers and Practitioners?

Researchers currently produce significant amounts of knowledge which,

for a variet; of reasons, is not directly useful to practitioners. Although

v

such knowledge serves other helpful purposes, it is‘gafely linked directly
to efforts of practitioners aimed at improving educational practice.

Linking agencies and linking agents have uﬁéaubtéély increased the uses of
social science knowledge among practitioners. But a variety of difficulties

reduce the overall impact on school improvement. Similarly, practitioners

-

in teaching classes or administering schools. Although craft knowledge

allows teachers.and administrators to deal successfully with everyday -

" problems, it.byfand large does not influence the direction or substance of

social science inquiry.
Researchers know "that” (propositional knéWledge);Lpzagtitioners know
"how" (procedural knawledgé); Although each type of knowledge potentially

has something to offeﬁlthe other, they remain largely independent. But
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research could profit from a more thorough understanding of the unique

settings and problems of pfaétitiDﬁEng And practitioners' conceptions of
‘ t
the world could undoubtedly be EnElEhEd by examining general principles from

socia l science and research.

The central issue is how the ;waemight'be linked, Current approaches
stress collaboration, but such relationships between researchers and
practitioners are often tense, and the hidden conflicts lying beneath a
seemingly placid surface prevent a 1ivé1y and productive interaction between
the two different perspectives. Consider some examples:

In.a recent government sponsored conference, a mixed group of
researchers and practitioners were assembled to discuss areas of common
concern. The goal of the conference was to determine tesearchable
issues which might also be helpful to practice. The meeting was
rational and calm, with little overt disagreement. After the meeting,
however, a group of administrators sharply criticized the researchers
for being overly abstract, pompous and irrelevant. A small group of
researchers noted that the concerns shared by the -administrators focused
mainly on disciplining students and maintaining an efficient operation.

As one researcher pointed out, "don't they care about instruction at
allz" )

An evaluator, hired by a school district to examine a Title I
program, presented ‘his findings to a school staff. The staff had been
immensely cooperative in providing information and seemed to be
supportive of the evaluator. During the presentation, the teachers and -
principal listened quietly, raised a few polite questions and accepted
the results by silent consensus. After the evaluator left, the staff
met and discredited the methodology, criticized the focus of the study.
~disputed the results and filed the evaluation report without examining
'its potential usefulness. The evaluator leaves with some faulty
assumptions about how schools react to evaluators, "The practitioners
never gave the evaluator an opportunity to share ;mportgnt insights.

A teacher whose classroom was the object of a research study
reacted defensively to the questions of the researcher but ‘completed the
interview. Afterwards, however, she mentioned to a colleague that the
questions seemed irrelevant to her main concerns and confessed to

" answered," providing misleading answers to the questions,
In each of the examples, the differences between the perspectives of
researcher and practitioner were hever acknowledged or openly discussed.
Q
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<answering..the.researcher's—-questions-"the-way I-thought she wanted-them -
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Concerns and tensions were smoothed over. And -in none.of the examples was
practice informed by research, or vice-versa.

If social séience knowledge is to become more useful and if
gractitiéne:s are to use research results in conjunction with ordinary
knowledge to improve practice, then the relationship between knowledge
producer and user reeds to change. Interactions between the tw&vneeds to be
sustained, equitéblé and open, with an emphasis on active give and take.
Principles of negotiation or zélléctive bargaining may ?Ebfitably regiéée .
;ules of collaboration to govern the interaction of researchers and
practiiiOﬁers at the policy, local scha@l or classroom level.

The assumption is that more intensive bargainihg intétchénges between
two very different perspectives will yield more valid knowledge and improved
9:a§ticé. In addition, such relationships may have some impﬂrténﬁ secondary
effects-—increasing feelings of effiéééy among both reseatehefs and
practitioners; promoting better understandings about the perspectives,
problems, roles and potential contributions of each Ente:prise;'fastering

more positive attitgées among practitioners of the benefits of research and

developed by practitioners; creating a willingness among practitioners to

to devots more

support research and a willingness among researcher

attention to the improvement of practice; and developing a stronger set of

"~

beliefs about the role research can play in practice, and:vice-versa. Ove
the long run, more candid and intense bargaining relationships between

researchers and practitioners may lead to more collaborative relationships.

But only if the conditions af-ﬁutually exclusive goals, suspicion.and power

inequities are replaced b? mutually negotiated goals, trust and power parity.

il



We are not arguing that the current system linking research to practice
needs to be radically overhauled' or ﬁgpla&eé. _Rather we are suggesting the
need to explore the impact of altering the conditions which govern the

interaction among the pr@ducegs and users of knowledge in a variety of

settings. The two frequently cone together at the pollcy, local, school or

classrccm level to determine jointly the research questions, discuss

research design and appropriate methods for gathe:ing information, interpret

the sults of research and éevelop implications for practice or future

[a]
1]

research. At any level, at each of these stages, interaction between
researchers and practitioners can have value. But, only if the conditions
2 ‘ .
governing the interaction approach the following conditions.
1. Climate

a. Differences between the perspectives of researcher ard

practitioner need to be surfaced, recognized and accepted.

b. Myths and stereotypes need to be confronted and discussed.

2. Structure
a. Roles need to be established which capitalise on the stre ngths
and capabilities of each group and are understood and ac 'Epteé
by all.

b. Rules need to be created which encourage advocacy of different
positions and which establish procedures for negotiating
differences in interpretation or positions or for negetlatlng
areas of dispute in jurisdiction or responsibilities. :

3. Power

a. The dlEtflbUtiﬂnE of pcwer neeés to be recognized and
discussed.’ .

b. Boundaries for the exercise of power need to be outlined and
agfeeﬂ on in aévance. . o

LS

The impact of these conditions on interactions between researchers and
-practitioners and on the subsequent impact of such interactions on the
O
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usefulnéss of knowledge, the nature of practice or such secondary effects as
the understandings, attitudes or supportiveness of both groups can be
explored in two ways.

First, examine existing projects where such conditions are present. At
the policy level, California's Beginning Teacher Education Study (see The
Generator, épfing 1979) appears to meet these conditions. The study was -
guided by the California Commission for Teacher Preparation and Licensing
and involved researchers and practitioners in a sustained interaction over
the egtife course of the research effort. Stanford's Environment for
Teagbing's expe:imen; in convening practitioners from several Ccalifornia
Schaél Districts to interpret research findings represents 3 similar
1979).

At the school level, the Teacher Corps has currently commissioned
studies of practitioner involvement and the role of principals in Teacher
Corps schools which build in a strong interaction between researchers and
practitioners at_various stages of the study. Similarly, Dell Hymes is
currently uéing ethnographic monitoring éf'p:incipals iﬁ-a vafiety of
schools in an attemég to jointly pursue questions which inté;est both
researchers and gractiﬁiénersi

At the classroam level, Florio and Walsh (1976) and Chitcezdén and
Bussis have involved teachers as active participants in studies of
classrooms and teaching. Evidence from both séudies suggested the benef its
to both social science research and tqueaGhegs pa:ﬁicip;ting in the 5§gdygr

*Whether these studies meet the conditions above isvsgpjéct télguestiép but

_worth pursuing.

O

ERIC

Aruitoxt provided by Eic:



O

ERIC

Aruitoxt provided by Eic:

In addition to inquiring into ongoing efforts, the National Institute of

e

Education might consider directly sponsoring small-scale experiments whick

attempted to create conditions of interaction between researchers and
practitioners approaching those outlined above. Such efforts would not be
designed to replace existing dissemination activities but, rather, to see

whether changing the relationship between producers and userS"might alter

L%

the nature of knowledge, increase the usefﬁlﬁess of ﬁnéwleégé to practi-
tioners or change the attitudes and understandings of both groups. Some
possible p:ojécts include:

At the policy level:

1. Provide resources to groups such as Caiifornia's Commission on
Teacher Preparation and Licensing which permit practitioners to
guide research, but which also create conditions that promote
sustained interaction between the two perspectives over the course
of the study.

2. Convene groups of researchers and practitioners to discuss
directions, interpret findings or discuss implications of research.
Organize the climate, structure and power relationships of the
and practitioners' perspectives. The intention of such interaction
would be to increase mutual understanding through awareness of
different perspectives and to foster more positive attitudes
between researchers and practitioners.

3. Provide funds to small groups of researchers and practitioners at
the state level and outline a bargaining process through which they
"over the table" determine and carry out a contract for research.

At the local level:

1. Provide research vouchers to: local schools or school districts
which permit them to contract with research groups for studies
within specified areas. ‘

2. Sponsor the creation of consortia of schools or school districts
which develop research agenda around common concerns and are. then..
required to negotiate with a research group a contract to conduct
appropriate studies. ’ '

3. Commission research studies which -inquire into azdinéty kncwledgg—

used by principals or superintendents in dealing with day to day

issues in schools. Require a review team composed of ;ESEEE%&EfS
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‘found to apply such knowledge to practical éffazté;to improve:

and practitioners toc relate such approaches and practices to
general principles of administrative or organizational theory and
to coetify the findings for distribution among both practitioners

At the classroom level:
1. Commission classroom studies in which researchers and teachers
jointly determine questions, acquire information and interpret the

results.’

2. Provide resources to teacher centers which allow them to zommission
research studies into areas of concern.

3. Provide researchers resources to study and codify pféfessiénal
knowledge by teachers in individual classrooms. Such studies would
require interaction with the practitioner.

Conzlusion

We began this paper by highlighting the gap between EéSEaECg and
pfactiée and outlining three questions which might faithfully guide an
explcraﬁién of the pfablemz (1) For whom iz the gap a problem? (2) Is the
problem caused by practitioners, knowledge or the relationship between
researchers and practitioners? (3) Can a different relationship between
knowledge producers and users improve the situation?

Our major goal wasz to generate some strategies for incrgasing the
interaction between knowledge producers and uéezs. But we-wantéé to set the
goal in a broader context. We did so by noting that, from one perspective,
social scienéé knowledge is already serving useful purposes inéi:ectly and
practitioners égém to be managing quite well by relying on their own

rescurces. Bu. we also examined another view which suggested that teachers

and administrators could benefit from the social sciences if a way could be

schools. We
noted that the pathway is blocked by three Ea%tarséépfactitiaﬁers, the

nature of knowledge and the existing relationship betweén producers and-«

i
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users. We discounted the first, hiéhlighted the second and suggested that a
primary reason for the inadequacies of social science knowledge lies in the
éxistiﬁg relationship between researchers and practitioners.

Our primary task, however, was to suggest that a more intensive,
sustaiﬁeé, bargaining apg:gach in which the unigque perspectives of researcher
and practitioner could collide and be negotiated would have some mé:it. In
disseminating social science knowledge it may be helpful to create conditions
in which practitioners and researchers éan intéfagt in ways that result in

the improvement of both schools and research.
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