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- ’ ) © FOREWORD v

, -

This foreword, gives an overview of the Tedcher Corps program and of the
Teacher Corps Program Natigpal Evaluation conducted over the past 3 years by
the Education.and Human Services Research Center of SKI lnternational. This

. »

. . ﬁeport is one of a series of reports 4€iilting from the SRI stu

s - . . . »

[y

The Teacher Corps Program

A -

In November 1965, Congress enacted the Higher Education Act
(PLy 89-329), Title V of which. authorizea the ‘Teacher Corps program

program was an outgrowth of sigilar social programs initiated -during the

¢
t

r 0y .
, Kennedy and Johnson presidencies. 1ts purpose was primarily to. train
. teachers to be more effective in teaching children in low—-income areas of
our counEry. In October 1976, tbe'authorization %or the Teacher Corps

. 1 ,program was amended. Tne statement ol purpose for the Teacher Corps-program

under this authorization states: -

\ The purpose of this part [the Teacher Corps program) is to
strengthen the educational opportunities availableé to children in
areas having concentrations of low—income families and to
encourage colleges and universities to broaden their programs ot .

- teacher preparation and to encourage institutions of higher
education and local education agencies to improve programs of
training and retraining for teachers, teacher aides, and other
educational personnel-- ¥

(1) attracting and trainingﬁalitie& teachers who will be made
availaple to local educ¥flonal agencies for teaching in such
7 areas; :

A}

- +

(2) attracting and training .inexperienced teacher-interns who
will be made evailable tor teaching and ipservice training R
™ to local educational agencies in such areas in teams led by
. an experienced teachery

VA

+y
<
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(3) attracting volunteers to serve as-part—time tutors or tull-time
insFructional assistants in prdgrams carried out by local
educational agencies and 1nst1tut10ns of higher education serving
such areas; -

r

.

(4) attracting and training educat1onal personnel ‘to proviae relevant
remedial, basic, and secondary educational training, including

litgracy and communication skills tor juvenile delinquentsy youth N
. . - ottenders, and ‘adult cr1m1nal e{:enders,
. L . 7 . -

(5)° supporting demonstration projeets for retraining experxenced
teachers and teacher aides, and other educatipnal personnel
serving in.local eddcational agenc1es. |PL 94-482, Title ¥, Part
A, Sec. 511 (a)] ’

. . ¢ ~

/ .

With this modified statemedt of putpose in mind, TéachefACogpé
- officials, amended _the federal regulations governing Teacher Corps and ) .

published these in the Federal Register in February 1978. These new

regulations specified four outcomés that Teacher Corps projects wége to

achieve with the grant money they received from the federal government:
' H[. , ]
(a) An improved school clrmafé which fosters the learning of \
ch11dren trom low-income families.
(b) An improved educational pergonnel development system }or
persons who $&rve or who are preparing to serve in schools

- - for children ot low-i ncome /families.
3 .
N — 4
(c) . The continuation of educational improvements (including - —
pioducts, processes, and practices) made as a result oi the =
oject, after Federal funding ends. )
6, . »
B S (d) The adoption or adaptation of those educational improvements

by other educational agencies and institutions.

’

F .
In addition to thegse four outcomes of the Teacher Corps program, the new
"+ Hules #nd Regulations also stated a number of key program teatures that, it

" was thought, would enhance the ability of the projects to achieve the four

" outcomes. Some ot these key features were: ’ '
i (1) Education that is multicultural. .
" (2) Diagnostic/prescriptive teaching. - / ,
] . s '
f (3) 1ntegrated pre- and inservice training designs. ,
’ ) @ ) ' Y - - .
4 v i \
. ‘ ’ = |
O = .
, > 6
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(4)

(s)
(6)
(2

A

Z .
Community-based education. :

An elected community council.

A representative policy board. - J

A collaborat1ve _mode of operation involving the associated’

institutions, communifies, ana other vesteo—lnterest groups.
\~ .

ST

A

In a further analysis of these Rules and Kegulations, the evaluation team at ,

SRi\;dund many mofe-key features than the seven 1istgﬂ_aﬁove. The\'.

perspective staken by SRI dutj

Rules and Regulati

-\
Teacher Corps grgject.

could be interpreted as tactics to be used b

four outcomes. Lo .
L] -

1

v

- '
P

. l ;

The new Rules and Regulation§ modified the Teacher Corps program

substantially.

. program are listed below. '

New: Prog ram
L

. Five-year project duration

Funding of-$1.2 million
per project

Incorporates a full feeder
system of schools -’

Concerned wikh training of
all school personne®\

Includes the community along
with the lecal education
agency (LEA) and an institu-
tion of higMer education .
(IYE) in the planning and Pt
operation of the project o

%

vii

[N

”

Old Program

» ' «
Two-year-project duration
. 1

'

this evaluation was that, as a whole, the

d be viewed as'a stra;e;//fﬁr 1mp1ement1ng 3
™~

The part1cu1ar key feature’s making up the strategy
the prbjects to achieve the

Some of the differences bétwggn the olé program and the ne®

Funding $0.25 million
per project

Used only one school '
Conceined with tr%}ning of
teachers and interns only

On1§’IHE ang LEA involved in

,planning ‘and operation of the
<pfoject -




-»

- New Program - Old Program ‘
{ o . ad , N b

The program is service Was mainly a service-oriented

oriented, byt includes pregram directed toward teacher

demonstration/dissemination education .

and institutionalization -4 . o~

as additional outcomes

’

N\ - -

the changes in the f®deral Rules and Regé%ations goveraing Teacher
Corps cBused the program at the<1oca1\1eve1 to be quite different trom what
itlhad been in previous cycles. A typical Teacher Corps péojeét tunded
under the new Rules and kegulations spent its first year in planning its
particular program. During this first year, a community council was
elected, collabprative arrangements were established ‘etween the LLA, IhE,
and community) and the four major goals ot leacher Corps were restated in -
terms of locdl conditions and local neeas. About 8 months into the first
year, préjects were required to submit their continuation proposals for the
second year of operation. These proposais vere to contain the specific
objectives, a description ®f the community council elections, and other
activities that occurred during the planning year. Soon after the

submission ©of the continuation proposal, many projects recruited a

‘teacher-intern team 1eader and four interns to receive training. ’“The team

zeﬁdeZ_was‘the person who generally was in charge oi monitoring and setting

the program for the training of the interns. The project then sent these

“people to the Corps hember Iraining Institute (CMIL)) ol

O

'ERIC

Aruitoxt provided by Eic:

.

Starting with the second year of the Teacher Corps project, trdining
was conducted tor all edicational personnel in the teeder systen ot schools

selected to participate in the project. 1he training programs planned

<
during the firss year were put into action duriny the second and thira
years, which are termed the operational phase of tZ:éﬁryject. In addition,

the preservice training for the Teacher Corps intetgé was also begun at the ,

begipnipg.of tbe second year. The intern training consisted primarily of

coursework taken at the 1Ht, £lassroom experi?ace.in the Teacher Corps

-~ .
-
.

- - N
]
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schools, and a community component that required the lnterns to become more

akare of"%e 1mportance of the commun1ty in the educat1on process. The

tra1n1ng for eaucatiopal personnel in the ‘leacher Lorps schools (including
,pr1nc1pals,~teachers, qxdes, ana’sothers who deal’with ch}ld::n_ln the -

schools) generally involved the assessment of the needs within the schools
(conducted dﬁrlng the first year), the translation of these needs into
objeclives and goals for training, and the imnplementation of training.
sessions designed to achieve these objectives and goals. 'The training
program for the interns was to have been f1n1shed by the end of the third
year, at which point the interns would have received a mastef s degree and
would also have been certitied. -

- The Skl study cbvers;onlx the first '3 years of the 5-}ear.prog}am. The
fourth and fifth years of each project's life were to have been devoted tQ
dissemination of project products and to the iasbitugignal{zetiqﬁ of
successful practices developed by the project. Because‘ét’fe:eral.funqing
termination, the program ends in July 1982. Prog’am 78 thus epd§ atter only

79, after 3 years.
i
i

4 years of the intended.5-year cycle, and Program
p .

“1he administrative structure of a leachét Corps project did-ndt change
much over 3 years. A policy board was establ1shed at the beginning.of the
plann1ng year to oversee all project act1%}t1es. 1his policy board,
con31sted of the super1néendent af, schools from the LEA, the dean .0f the

)
school of educat1on in the IHE, -anpd ths elected communlty council

L /- .
cha;rperson. The typical pro;gct anluded other persons on this pol1cv .
bo;fd (e.g., 't project director and the tcam leader) to keep the - board
,/fnfo

rojechact7»1t1es(and to make recommenddtxons for future

ses of action. Th hé& elected cgﬁﬂunlty council was .consulted on all

’

c mmunity activitiea at were planned under the project. The ultimate

pesponslbxllty'lor ﬁxfying out thHe Tejfher Corps project rested with the

" project d;recto f QP frequently:consu ted with policy board members on
decxs1on{ regardlgg.prOJect direction an enditure ol proje¢ct tunds.
BT \ . b
",:."3’ ¢ )
: e -
P -y
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1 .
Specifications for the.National Evaluation - e ,
“

- M r .
Concurrent with the developme#t of new Rules and Regulatibns for
Teacher Corps, the specifications for a national evaluation\gf this new

program were being greated. In the summer of 1977, an evaldation task torce

was cha The results ot

~

rged with developing a design for such an evakuatiqn.

éﬁis task force repors set the direction for the preparatiog of a r

for~proposal issued in June 1978. , .

\

equest

o

»%

The task force récommended that an 8-year evaluation be conducted by an

jindependent evaluator selected through a competitive RFP.  Subsequently,
thig'requirhment was modified to a 5-year period, which included three

phésés\of the evaluation. Thé first phase covered the first year of the

Pae
evaluation and was considered ?.plannigg phase, wherein the study design

would be finalized and instxumenfs creé%;d to col%éct baseline intormation.
The second phase cgé;:gd the nexg 2 year? of the evaluatiop and was -

basically considéred_aidéta collection pha;e, in which intensive cross-—sife
observatigns and local documeé;:tibg

d tor the funding of phase three {for Years

would be collected im the local

projects. An og;ion was prov

kS 13 \ I3 I3
4 and 5 ot the evaluation), which would allow .some additional data
collection and analysis, aynthesis, and reporting of the major results ot

the~study. .

Y

- ' LY
. In addition to this basic study schedule, two additional speFial

.

studies were requested in the RFP. Special Study 1, to be conaucted within

-4

the first 18 months of the contract, was focused on the issues of’ ~

collaboration and multicultyral edqcitidn. Special,Study 11, also to be

- ‘ 1] .
conducted within the tirst 18 months of the project, focused its efforts on

institutionalization of project practices in the institutions associated

with the Teacher Corps program. o €

. N = g

#

4

‘sr
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The SRI Evaluation Design .

. }

The evaluation desigp proposed by SRL in the summer

of multiple substudies of different aspects ot the Teach
{spec1a1 policy monitoring activity, and the two spec1al

colraboration and multicultural education and on- 1nstitu

There were three overarching goals ot the evaluation-

’

of 1978 consisted

e\T\ofps program, a

. L
studies on .

tionalization.

~-

~

(1) To describe the Teacher Corps program as it existed im the field C

and describe the strategies used by local projects to implement
the Teacher Corps guidelines.

3 v rVo ’

To assess program outcomes in’/)time -series fashion over the’/,
course of_ the prOJect s life-~referred to in the analysis plan as
assessing the’ "impacts" of Teacher Corps. /

(2)

-

~

4 ) . . ‘ B
(3) To describe and assess the efficacy of the prdcesses used to:
) achieve the outcomes--in other words, the implementation practices
‘ associatéd with particular program outcomes or impacts. .

-+

4
»

Multiple methodologies-were employed to study the issues described’ in

. -~

the evaluation's RFP. Both quentitative and qualitative methods were used
q

to collect data on Teacher Corps processes and outcomes., ‘Qualitative/dat%

v

sources included jocal project documentation,,case-study interviews,
open—ended questionnaires, and structured interviews. Quantitative dfta
sources included self report questionnaires mailed to local prOJect
participants, structured observations of Teacher torps training activities
and the physical environment of Teacher Corps schools, and denographic
questionnaires mailed to IHEs, LEAs, and local schools. *
N

- In the summer ot 1978, 79 Teacher Corps prOJects wera funded for ‘the

In "addition,

“new Program 78 5- year cycles in the summmer ot 1979, 53 Program

ere funded. The scope of the evaluation was to include all 132

79 projects
Using a stratified rand

Addition=

Teacher Corps projects funded in the two cghorts.

sampling procedure, SKI selected 30 ppojects for in-depth study.

-
.

ally, smaller d%se-study samples were selected.for special puUIrposés. .

N . P\. (i ) ‘ '
I 4 ' Al ,
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‘
Aqﬁ% result of the/first year of the program evaluation, 2 Project.
, Guide to gke Teacher<Corps Program Evaluation was grgpared by SRI. This -
‘guide‘ summarized the design activi.tie’“s that took place during that firs%: Py
.’year.. Thiee guides were distributed to all Teacher Corps project diregtors,

deans, spperintendents, ?gd principals of local schools. The Project Guide
. 7 :

. . . ..
described the operational plans for the evaluation over the remaining 4

y#ats (given that the additional 2-year option would be -exercised); it also
described the instrumentation, sampling designs, and evakpation issues to be

addressed. A reaction. panel (REAP) was .also formed duting the first year to

2 [

A ; .
act as an advisory group to the evaluation team. .

-

/% . During the second and third years of the evaluatibn, Sﬁ& conducted site

‘visits to collect information for the substudies descr%bed above,

oy

_/ administered QUestighnaires to various role groups within each project, and

conducted case-studf visits to selected projects. An. interim annual report,

’

gsubmitted in October 1980, presented the gvaluation's initial descriptive

%
v '
&

information .on the Teacher Cotps program. -

v

The interim annual report summarized information collected duwing the

pldhning yégr in Progra projectQ. This included”the bringing together
of the IHE and fhe LEA/ and.the involvement of school personnel and the
community. A chapter on the-fnitial description of sEaff development

- * activities was also included.
M -
s .

" The fiﬂai report was pgepé?ed in the- fall of 1981 and submitted in
January 1§82. The final report included three pieceé'of work:  a study of,
how the Teacher Co%pé_ééidelines were dmplemented in the lecal projects, a
_ aEudy of ‘the degregfib which Teggher Corps practices were institutionalized .

in the IHEs, and azﬁ?tliminary report on the characteristics and )
effectiveness of the s;aff>dévelgpmen£ 6§bgra@s created in the Teacher Corps

projects. ’ R / .

: S L




4 ﬁuring the course Jf the evaluation, certain changes im the Teacher ' -
6orps prbgram made it necessary for SRI, to have the flexibility to adapt to .
the changing conditions. For.example, our.initial conceptidn of the effects
of a staff developmeht program was observable behavior change on the part 'of o
the teachers. After our first round d0f site visits, we fognd that mahy ' .
projects did not emphasiig behavior change, but rather attitude change which -
may or may not be apparent-in tRe teachers' observed behavior. Because of -
this i;itial findihg, wd had to modify our design to reflect more what was
./bccurr{ng ih the projects. In the summer of71980, a new director of Teacher
Corps was nated, Dr. John Minor. “Dr. Minox had felt th:?\moﬁa.emphasis ' -
should be given to eXceptlona11%y, multicultiral, and community-based
education. As a result, SRI modified some aspects of the eva1uat10n design

)

to be more sensiti¥e to these issues. N

o

W,.

Throughout the course of the evaluation, SRI monitored congressloqél
3 e,
v, policy concerns. One issue was repeatedly mentioned by congre831oﬂ%}

staffers, and that was whether Teacher Corps was dup11cat1ng the efforts of

Bther educat1on programs. In an attempt to shed light on this issue, SkI

o modified the interview and documentaton procédures to colleet information
\\\\\E\ about “other educat1on programs‘ex1st1ng at the local site, and their

¥ S

relationship to the Teacher Corps prOJect.

’ ' . <
. .
A . N .

These adaptatlons to changing cendltlons and concerns were accomplished -

[N

through a continual monltorlng of- ev at10n issues and thrOugh 1nteract10ns'

“%Qf“ﬂw1th the prOJect officer, the Teach r Corps Washington steff, and the
evaluatlon s reaction pahels Although SRI received'much useful advice and
many suggestlons for the de31gn of ‘the evaluatlon, the results- and
recommendatlons provided in the f1na1 report arée sfie sole respon31b111ty of

-

SRI and no official .endorsement by any agency in the Department of Educaton
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/ . \ g I' . INTRODUCTION

3

This report is about the way government—defined guidelines influence

government-supported project activity at the local level. In the study, we .
. tracked the implementation of policy guidelines formulated by a federal.

aééhcy to govern the activities of a broad—focus educatigpal program
(Teacher Corps). ‘From this descriptive research base, we drew inferences

, about the way agency guidelines affect local prOJect deﬁelopment. OQur ~ .. A
research was driented prlmarlly toward determining those guideline ° /~ .
provisious that seemed to have the most powerful impacts on local action

sduring the‘éarly years of a project's life cycle.

The major findings of the study apply most directly to the agency-level !
policymaker in either federal or state government who constructs or revises
program Buidelines.. The implications of the ‘study have particular rele;ance_
to state education agencies, as responsibility for educat1oﬁ§}\3?tters -

shifts increasingly from the federal government to other levels %n the

’ Pad

system. Our flndlngs suggest answers to four issues that have contronted
policymakers for more than g\efé&de: . .

-
4

-
+ (1) Over what period of time should government support be provided?
(2) Should an explicit planning period be required during the bgriod
of government support? If so, how long should it be? - ) ‘ .

.
¢

pd © (3)  should separate institutions and groups at the local level be .
.-' expected to work together within the project? How complex a
. collaborative arrangement is dij}rable and feasible?
‘\ (4) How much local discretion should be exercised in the design of
v progects’ Can’'a workable balance be struck between local
discretion and government initiative? '

; .
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'Our answers to these questions derive frqo the std%y of one federal

program (Teacher Corps) as it operated over a 3-year period. The findings

apply to a wide range of educat;onal and other social programs, because (1) ‘\
the broad focus of the program took many different forms in school districts ‘
and training institutions across the nation, and (2) key guideline
provisions were generic requiremeots related more to the process of project .
activity than to program-specific content. ’ t ‘

r z .

+

~

L
Our basic conclusion is that the Teacher €orps gpidelinea’stimulated a -
constructive series of responses across ‘the diversity of sites served by the .
program. They eet g a flexible framework within which collaborat1ve local

action took place to solve educational .problems confronting s¢hools serving

low~-income children.

The overall message for policymakers at the feaeral or state level is 4
hopeful one, extending beyond‘the specific focus of Teacher Corps to other
government initiatives. It appears that "wise" guidelines are possible, and
that a flexible interplay between locaI initiative/resources and government
intervention/support can be achieved. In an era when governmert regulations
may too quickly be regarded as unnecessarlly constra1n1ng or *
counterproductive, our findings may contrlbute to a more reasoned rethinking

of the roles of federal and state governments in relatiom to local projects. .

-
.

The report is organized as follows: Volume 1 df Policy Frameworks for

Loeal Action is divided into three main sections. Part One presents a

summary of major findings and conclus;ons (Chapter 1I), a discussion of the
related issues facing policymakers (Chapter II1), and a brief discussion of
the way these'apply to 1ssues now under debate in educational pol1cy circles
(Chapter 1IV). Part Two|presents a review of the evidence supporting the . .
major findings. The section begins by desaribing the Teacher Corps program

in more detail (Chapter V) “fodlowed by three chapters, each of which
concentrates on a key prov1s1on in the Teacher Corps Rules and Regulations:

the 5-year time horizon and de81gnated plann1ng year (Chapter V1), the




r 3
requiremeny for collaboration of local institufions and community

(Chapter VIIj; and the pro&ision for local specification of objectives ’
(Chapter'vilg). Part Three (Chapter IX) explains the methods used in the ,

research, with emphasis on the qualitative "local documentation" data base'.

/

«) ' - - :

- Volume 2 of this report provides additional perspective on the
imylementation process through a more detailed description of the various
components of' the Teacher Corps program during thz ‘planning period and first
year of training activities. rSeveral differences in point of view between
the two volumes should be noted. Volume 2 was written a year earlier (in
1980) as an interim report o the study's gponsor, with the intention of

. des;ribing tge implementation process for both policymakers and local
practitioners (especially those involved in the Teacher Corps program).
Volume 1 which draws on an additional year of data collection and analyéis,
aims at a broader’audieqce of state and federal agency policymakers beyond ’2

Teacher Corps. . -
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. ‘II MAJOR FINDINGS: CRUCIAL PROVISIONS 4
’ : ~ IN THE TEACHER CORP$ GUIDELINES® v
e
’ A ’ i’ . *

In this chapt;r wé teview Fhe major findings of the Teacher Corps
implementation study. The fiﬁdingSrare organized drgund the provisions ofa .
the Teacher Corps Rules and Regulétioqg(that seemed to have the most .o ﬁf
infllence on project activity at the local level. Before we present the
major findings, however, a brief review of the research strategy we employed‘ )
will hglp to clarify the basis for outiconclusio;s. ‘ ’ ’

) : ‘

The.-Strategy of Research : -

[
The Teacher Corps implementatiofi- study sought tg answer one basjc

quest{on: how did the federal Rhles;and«Regglations'that define the program

get translated into action in diverse‘project setgihgs? We arrived at .
answers to the question bytlistening c;refully to what project pa:t@cipaﬁts
said about the 'Rules and Regu};tions (prfncipaily through narrative A

documentation essays and field incerviiws) and by observing‘whattthey did

through periodic field visits.

. »

-

Teacher Corps is a national demohétration program designed to use .
innov%five staff development activities to imgrove educational practices in
schools servihg,low-income‘Qamiligs. The program has a history extending .
back to the mid-1960s. In 1978 dew Rules and Regulations were promulgated,
reflecting the previous decézzws experiences .in Teacher Corps and an
increasingly sophistié%ted view of the:implementation process held by
government: and the researsh community.” Concurrently, SRI International was
awarded a contract to evaluate the’hagional Teacher Corps program. This
report deals with the question of how fthe Rules and Kegulations were put -
into action by‘the local Teacher Corps’ projects startin% in 1978.

‘ - ’

f
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For the purposes of ourosgydy, we viewed ‘the whdle gset of pro;isions in
the 1978 Teacher Corps Rules ,and Regulations as comprising a
govefnment—definedvﬂstrategy" for program implementation, and we sought to
understand how that 8trateg§ worked in practice. (See Appendix A for a copy
of the Rules and Regulations.) We usé the term "program implementation" or
"policy ﬁmplem?ntation" in its broadest sense to refer to the proce;s
through which an -agency policy embodied in guidelines takes form or is put

into action in local .settings (see boxed note and Figure 'II-1-on page 7).

" The policy was thus a given, the starting point, consisting of_an 7allocation

.
2%

of funds and the official language that defined how the funds were to be
used. In this case, the policy formulated by the Teacher Corps agency
allocated grant funds to 132 Teacher~Cor¢s pProjects throughout.the country,
and it specified the uses of these funds through its Rules and Regulations.
. X ’ . . N

The provééions of the Teacher Corps pol}cy were examined by SRI to
determine itsf;;jor.dimepsiohs. From this analy;is we derived a list of key
features (se; Table 1I-I). These elements serve as a short déscription of
phe’polié} and of the progtam. Each of the key features coula be viewed as
a “tactic" within that strategic policy. We were ingérested to learn how
the Rulés and Regulations were intferpreted as a full '"strategy" for

improving schools and, within that strategy, which of the tactics were most

and least effective. - : v

-

.
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Ihroughou: our report we distinguish the use of the :em "policy melemen:a- ¢

txon“ from a second, more narrow meanmg “of the vora Mimplementation" whicn

refegs to a stage of projegt acuvx_l:y in a sequence that “would include
planning, implementation, and dissemination, for example. To avoid

confusion, we use the term “operations stage" to refer to this narrow
L)

meaning of a stage in project development. We conuder it mpor;nnt to be 3

explicit about this d{stxnctxon because many who thear the term

“implementation" assubme cthat a.detailed program design already exists and

s . . . . .
that implementation 1s Che process of putting Chat design into operation.

In the case of Teacher Corps, the :hi;lg to be implemented was a general
policy that provided for local projects to design the specifics of the
'p!ogram in light pf fair}y broad conceptual guidelines. ‘Thu:, policy
implementation does not dividé into precise segn:ants along a linear timeé
line. It includes the plaznmg stage, Che opera*cns stage, and- I:hE\ .
'inui:uuonah\ibw‘n sl:age. We have indicated this distinction it;
Figure II-I.

POLICY,
TIMELINE
<

LOCAL,
PROJECY

TIMELINE

A

" oucy 1T
FORMULATION) ’ .

14
-

" tocat 11 prosect L N
HISTORY  DEVELOPMENT ! PROJECT * R

POLICY IMPLEMENTATION N

RELEVANT OPERATIONS! I
TO PROJECT) : PROJECT

-

YEAR'1 YEARS 2 and 3 YEARS 4 and §

INSTITUTIONALIZATION

TEACHER vl 11

CORPS
CHRONOLOGY

‘§(
“Chronology pressfited for projects funded in 1978,

DEVELOPMENTAL
3 YEAR

(PROPOSAL — —

‘ PREPARATION)

I | 1978 | 1979 | 1980 | 1981 | 1982 |

OPERATIONAL I hinsTiTUTIONALIZATION/]
' / PLANNING/ YEARS? DISSEMINATION YEARS ¢

”

1983 |

tSometiimes referred to as “’project implementation stage’
in other discussions or research studies.

-

hS

FIGURE II-1 POLICY IMPLEMENTATION PROCESS

HA-7702-1 *
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\. _Table II-I @
T 'KEY FEATURES DERIVED FROM TEACHER CORPS RULES AND REGULATIONS

- . S e C. ' | . ~ .

. ~ .

s) . g Rules and
/ . . Regulations
Section No.

Program Fqéus/Tlmell es
g Y - \

¥ l. Program focug on schools serving low-lnceﬁfaﬂamllles 172.60

) 2. A 5-year funding cycle for projects . 172.30°

3. An initial de¢velopmental year with emphasis on . 5 172.40

g

project deyelopment, orgaqizat1on, and plannlng
4. A waiting period of 3,  years

2
-—

5—year cygle

. « ,
. . %§}Objectivgs/0ut mes' ° ? 4
S e v S et . .
P f’ﬁS. Local design of objectives to achieve. ghm; LT s 172462,
improved school climate outcome i e ; .
‘ 6. Local desig& objectiveg to achieve the . 172,63 \Eb‘
outcome for an improyed' personnel S -
; development system R ] ) -~
7. Local design of objectives to achieve the. -~ _ - ' x72.64& -
.institutionalizationfoutcome . . I
8. Local design of objectjives to achieve the . 172.65
dissemination outcome - ‘
f " v,
Training/Teaching 9 s L T
4 F “ - N " .
: 9. Field-based and commynity-based training 172.50 .
.10. Integrated preservice and inservice training ) 172.63
11. Multicultural educatfion . . 172, 62,)/
12. Diagnostit-prescriptive teachlng : . ) 17% «62 _—
+ Project Governance/Operatigns '
0 '
13. Collaborative mode of operation L) A72.10
14. Joint participatign of institutions of higher 172.10
: ~ education, local education agenciesg, and ) .
community coungils . . : .
15. Teacher—intern t/eams 172.83
16. Elected community councils . < 172.14
. 17. .Representat1ve policy boards ° r o, - 172.15
18. Coordination with state educatlon agencies .. -172.17
12. Documentation of project experiences , . 172.52

.

efore grantees may 172.33
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Qur research methods,‘as in most studies of implementation, draw
prigarily on qualitati@e researeh tradit?igi: We relied heavriy on reports
from people in the’ local projects who had had direcr experience with trying
to. translate the Rules and Regulations into action, In our analysis we .
combined data from two primary sources: (1) site visits by SRI staff to &
sample of p /IOJeCtS and (2) narrative essays from all 132 prOJeCts across the
natlondl These essays were prepared by local documenters, in~house research
. specialists emploaed by each Teacher Corps project, who wrote quarterly

essay reports followlng 1nstruct1ons provided by SRI. Documenters were

imvited to report in an open—ended way on how the key features of the Rules

~Zeb

and Regulatlons_and unant1c1pated events had influenced the 1mp1émentg on

‘ process.in each project. We were thus able to ¢ pare the findings ;/gﬁ'

=

small number of sites that -we had personally v151ted with f1nd14és t yom

documentation that came from across‘the whole natlonal,program- We analyzed’

these data in light of their implications for policy.

7= ~ 3 .

This analysis is partidularly timely because the reles of state agi!}
federal agencies in American education are being fundamentally
reconsidered. As block .grants go infd)effect, many of the policy concerns
that have resided at the federal level will shift to the state and local
level. State and local educatlon agencies, for example, w111 find
themselves .increasingly responsible for dreftlng guidelines for disbursing
educational funds. In such aétiv;Eies, one of the major aims of local,
state, and federal policymakers is to construct program guidelines that can
operate effectively in real-world settings. The' lessons learned from the
local implementation of the Teacher Corps guidelines should prove espaS;elly

useful in this present policymaking climate.

-
[ 4

The data base we amassed pertains to the first 3 ye€ars of the 5-year
Teacher Corps funding cycle, which includes project start-up activity and
operational phases. This is the time in a program's life cycle when

government action probably has its greatest effect.
)
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The Major Findings -

guidelines:

- ’ “ N r
We found that the existing Teacher Corps Kules and Regulatidhs,
considered as a whole strategy, were too lengthy, too detailed, and too

R

»
complex to serve as a model for drafting future agency policy. But within
g<b\gumber of provisions particularly

the Rules and Reguratiéns we found. that
facilitated project implementation and, in fact, accountéd for the positive
view of the Rules and Regulations that most projeét participants had. ?ur
analysis indicates that four primary provisions explicitly recognize the

realit{es of what local projects face when'they try to implement agency

. An-extended time horizon (5 years of federal support).

%
. A designated 1engthy per1od in the beginning for planning and
development. — »

. >
. Required collaboration of an institution of higher education (IHE),
-a local education agency (LEA), and the associated low-income
community. .

+ Local ség:ification of project objectives and program strategies.

These four provisions collectively generated "or supported project .
activity perceived to be "effective'" by local participants in a majority of

cases., The1r conceptions of effect1veness varled considerably, as did their

‘programs. In most cases, informal measures, such as the enthusiasm of

teachers or community people, were cited as indicators of effectiveness; in
other cases, the accomplishment of specified organizational milestones was
cited; in a few cases, improvements in teacher or student classroom

-

performance were cited. :

E

Thése four are generic prpvigﬁons, which could be incorporated in some
fashion iﬁfoga‘gidgzvariety of government-sponsored education programs, not
just’ those' concentrating on school prov ment or staff development. * For
thiBAréason, coupled with‘the fac hat th Teacher Corps program is in
reallty many different klnds of programs bailt around locally defined goals,

our f1nd1ngs have broqw/app11cab111ty.

10




- " Time Horizon . .
4
. We found that the time horizon p;gvided by the policy was critically

important. Fhe 1978 Rules and Regulations departed trom the practice of
Teacher Corps' previous l3-year history in this respect: the totél length
of the project was extended from 2 years to 5 years, and the time was,
segmented into various stages, including an initial planning and development
stage. For Teacher Corps, pro”‘ding a S5-year time horizon contributed to _
project efforts in the early years of project activity primarily by ‘
increasing the willingness of teachers, community members, and others to
commit themselves to the project and by allowing realistic schedules for
developing genuinely collaborative needs-assessment and goal-setting

processes that were in tune with local conditions, which vary enormously

from place to place.

s We also found that prior experience in Teacher Corps or similar
. proje;ts facilitated: implementation efforts; some projects had
conscientiously continued to build their capabilities over periods as long
as 10 years.- This finding represents an important peispective on what ,
agency policymakers can expect from placing money tied to guidelines into an
opgoing educational system that has its own standard operating procedures.
For example, in one Native American project the present Teacher Corps IHE
staff started coming together in the mid-1960s under the auspices of another ¥ '
federal progtam whose mission was éo train ‘low—income teacher aides at the
lower-division college level. When Teacher Corps funds were later’secured,
the professional staff and the pool of interns both were drawn from the
operation of the aide training program. Over the years, an increasing
proportion of the professional education curriculum atgthis IHE has been
! adapted to a cross—cultural field-based approgch until now this approach is
offered as an alternative path to a full 4-year B.A. and teaching credential
program. The development of this new 4-year field-based degree program

v could not have happened without long—term financial support.

11 ' 1
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Unanticipated events were frequent occurrences across the total pool of
132 projects, though some projects reported none. Sometimes this difference
was an accident of geography. One project was slowed by the "gnow storm of

the century" in one year and by the Mt. St. Helens volcano ash fall in ;o

another year. Such unanticipatéﬁ events can be handled with relative

composure within a long time frame, whereas they could utterly derail a

project conducted within a shorter time frame. ‘

e

Designated Planning Period

- %
¥
*

An explicit and lengthy ‘planning period was viewed by most local
participants as a necessary stage in the project life cycle, especially in
retrospect. Although problems often surfaced in carrying out the planning
process itself, a1m09t‘:11 projects reported that it was valuable.
Unanticipated events had significant impacts on planning in many projects,
delaying proposed actions and altering project directions in mid-course.

The most extreme examples were seen in a handful of projects where one or
more policy board members refused to sign off .on the plans as p}oposeu, with

. I
such consequences as cancellation of the project or a change in the IHE. ;

Most unanticipated events related to planning were, of caqurse, not quite 8o

dramatic. . =

Again, the prior experience of the project with Teacher Corps
influenced how the planning period was utilized. For new projects, initial

start-up considerations were dominant and typically a longer period was

needed for planning. For experienced projects, plans were formulated for

‘guch activities as expanding existing programs into new schéols, refining
ongoing working procedures, or developing new program components, such as
multicultural education. Both types of projects reported that they learned
much from their participation in planning, even though some (especially
experienced sites) had o;iginally thought the planning period would not be
useful. The struggle many projects had in carrying out the planring

function suggesfs that planning is still an emerging art among educators.

+




The time t
tasks varied ¢
probably 1é§s~
be completed be

aken by diffeéeqt p;;}ects to accomplish similar planning
siderably, suggesting that a fixed period of time is

ful than a policy framework that establishes milestones to
for

tering the operations stage. Such milestones might
\( . -

-~

include forming various gr

LS

oups, like a community council, policy board, and
various planning task forc

, and” having these groups develop and authorize

an agreed-on set of local objectives for the operations stage.

\

Required YCollaboration *

.

ime and-planning, a third important compoméht of the

s 4nd Regulations is the requirement that various
, stakeholder Zz%;atlons collaboratively plan and ‘carry out project
gbjectives. The 1978 regulation called for an institute of higher
education, a local education agency, aﬁh‘an elected community council to

work together in translating the terms of the regulation into action.

»

24
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Four basic findings emerged from our study of collaboration in Teacher

Corps: '

§

Most projects said that collaboration was difficult. A wide:
spectrum of people were brought together, and they brought with
them different goals and experiences.

(L)

(2) Most project ?attlﬁlpants grew to appreciate the importance of
collaboration. Originally, they may have agreed to collaborate
because the Rules and Regulations said that they must, but they
developed a commitment to it as a process and realized that they
could achieve their-own obJecnlves as well as those of others by
waorking together.

(3) Collaborative arrangements were usually unbalanced.
difficult to achieve parity among the participants in
collaborative planning and action. In most Teacher Corps
projects, the IHE and the LEA have learned to work together quite
well, but typically one or the other tends to lead in terms of
control over finangial and other resources, work distribution, and

priority given to competing goals 'and objectives. :

-
A\ ]

It proved

~ ~
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Most often it whs the community component that was '"odd man out,"
but this was seldom from lack of trying. In some intriguing
projects, the community component was given much prominence, with
results that went far beyond a narrow definition of "improving
schools.”" For example, in some Native American projects, Teacher °
Corps has been used to encourage Native Americans themselves to
get teaching credentials and work as teachers in the communities
in which they live. This has had an important economitc impact in
> bringing theBe rural Native Americans from low-income to
middle-income status. In one project, for example, l4 of 17
elementary school teachers are-local Native Americans who have
gained B.A.s and teaching credentials through Teacher Corps.

(4) The requirement to collaborate stimulated new workin
relationships. Some relatjonships were between peefé, such as
between teachers at different grade levels. Other relationships
developed between insiders to educational.practice (teachers) and

s ' outsiders (such as IHE faculty or community persons).’

Stated more conceptually, increasing the complexity of the local
project by requiring collabogation appears to enhance the chance of
effective local action in several ways. -The synergistic effect of combining

@& resources from various organizations appears to berone major reason.
Substantial change in an institution seems to be more likely where there is

- an outside stimulus or source of expertise combined with :an inside
willingness to accept that an outsider's expertise could be useful. in most
cases we observed, this perception developed slowly over time and thus is
unlikely to occur in more temporary consulting arrangements. Also, o
increased complexity decreased the vulnerability of the project to )
unanticipated events that might affect one or another of the collaborating
partners more powerfully. F8r example, the IHE "held down the fort' in one
project while the LEA went through the throes of a severe teachers' strike.
When the strike was over, the IHE had certain things ready to go that helped

: the project get quickly back on track. -

-

Local Definition of Objectives

4 ! ’
The fourth important component of.the Teacher Corps guidelinesPis their

heavy emphasis on local definition of project objectives and activities

within a framework of broadtggéls defined by the federal agency. A

14 31 b
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mechanism for develoéing these(zocal objectives was provided by designafing

the first year of funding as a time for planning and development gnd by

requiring collaborative efforts. TRe emphasis on local program definifion
contrasts sharply with former versions of Teacher Corps and the practices of .

a number of qther federal programs.

v

.

In the 1978 Rules and Regulations, the provisions for local N
specification of project objectives made a positive contribution to local

action in three principal ways: /

3

(1) By orienting project efforts toward particular local needs.

(2) By building "ownership" of project activity among local
participants.

(3) By accepting the great diversity in local needs and contexts.

This provision did not, however, exempt.local projects from numerous other -
requirements in the Rules and Regulations, and there was considerable

tension in certain sites when locally specified objectives were in conflict i

with other requirements. This tension was usually resolved by projects'

implementing the Rules and Reéulations selectively with the

concurrence--through flexible monitoring-—of project officers.* However, a

.

few projects reported severe problems in trying to adapt local and federal »
agency definitions to one another. ! . . *
a . ’ ¥
The process of specifying local objectives turned out to be as .

important as the product (a#list’of objectives); it was a mechaniksm for

participants to discover what they truly wanted to dccomplish in their .

projects. The commitment to project activities that developed out of this . 1
process was a key QP project effectiveness, for specifying local obje,ctivesg
. . s
combined a powerful learning.process with genuine collaborative commitment. -
: T .’ .*0 . :
~ .

* - ‘ [ . * y .
it should be' noted that all comments about.monitoring and the Washington,
D.C., Teacher Corps office are from the local projecks, no interviews were
conducted with the Washingtopn staff. . ’

4 3
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Guidelines and the Implementation Process v

The expe;ience of the Teacher Corpd practitioners working with the 1978
Rules and Regulations largely confirmed dﬁimajor findings ‘'of implementation
.research conducted elsewhere. The following themes* are dne way of,
highlighting what we have learnmed in conducting the Teacher Corps

implementatiop study: ’»—~
1

rd

N v

(1) Local-~level actors "make policy," in effect, by the way they 4
igterpret and carry out directives from agency guidelines. It is
particularly important to recognize that this happens at the point
of service delivery, where teachers and principals face demanding

= work loads and have considerable discretion Ain the way they peet
those demands. The behavior- of people at the point of servi?t
delivery becomes the "policy put into practice.”

(2) The particular features of each local setting are the factors that

most profoundly shape government policy. In Teacher Corps we

‘.. found that local dpmography and institutiordal standard operating
procedutes, for example, put 'far more pressure on local service
deliverers,” such as/teachers and principals, than did the more
abstract words on paper .that embodied the agency guidelines. This
means'that state or federal agency policy, in comparison with
local context, has less immediacy and relatively less impact in
most cases. The Teacher Corps projects, like most educationmal
‘intervention efforts, fended to be small, peripheral entities,
operattng in the margins around a large, complicated, and powerful
set of local institutional and community influences. As .
organizations, such projects are typically fragile, relatively
inefféctive at moving the larger institutions, and, at least in
the beginning, considered quite expendable by most people on the

4 -local scene. >

¢

(3) Changes in local educational practices are slow to occur, if they
otcur at all. Persistent efforts over a long time seem to be
necessary for the practices of local institutions to change
significantly. The path of change in any given setting is, for
all the reasons outlined above, highly complex as well as
vulnerable to unanticipated events. Only over the long term are
such forces and events likely to accommodate to each other and
permit a new way of doing tKings to take root and become the
standard operating procedure. .

-

< . ]

.

*, - . . e 8 N
These themes are congruent with the major findings from Williams (1980),
and Berman and McLaughlin (1978), for example.
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" In conc%usion, it is important to keep what we have been saying in
perspective. Agency guidelines are/only one part ;f the complicated process
by which government initiatives arg implemented. Our research and that of
others establish the primary infiuence of local conditions on
implementation, especially the skills and com@itment of the people and their

. previous history with this kind of program. In our view, however, )

’ guidelines™are the most important’component of the pro;gss that rests within
the control of government agencies. Funding'dgcisions and broad legislative
mandg%es are handed down from higher leyels of government; the actual work

supported by funding takes place out.in the field and is qrus in many

tespects beyond the control of the govérnment agency;

!

[

Qur overall message is thiq3 policy in the form of agency guide{}nes
can contribute to imﬁroved practices at_the local level, but guidéliﬁes must
. be hdapted to;%he local context in order to do so. Because a temporary
ptOJeCt cqn be easily ignored, local personnel will carry it out only to the
extent that they feel that they "own it,. " a sense that develops over time
as different people contribute to project design and decisionmaking.
However, in shap1ng the prOJectthround local needs, their efforts and

attention can be d1rected through judicious guidelines toward goals egd‘—\‘\
activities, favored in the original pqllcy formulated ,by the agency. This '

process of 'mutual adaptation" (Berman and McLaughlin, 1978, p. 16) appears
‘to bé”a key element in understanding how’ local projects translate agency

guidelines into action..

-
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. III ISiyES FACING AGENCY POLICYMAKERSKK:::::)

1Y

In this chapter we discuss the meaning of our findings for the
agency,level po\icymaker in federal or state government. The major findings
suggest some answers to issues facing the pollcymaker who is responsible for
constructing guidelines for future educational programs of various kinds.
Underlying these more 8pec1f1c euggeetlone 13 a fundamental message:

i government—-constructed gu1de11ne8 that ,are based on an'understanding of
pollcy xmplementatlon dynamics have a better chance of—generating

consttuctxve responses at the local 1eve1 than guidelines which ignore these -

=
~

dynam1ce. ,

" Four important issues facing the agegcy staff responsible for

constructing guidelines can be addressed on the basis of the findings of the

Teacher Corps implementation study:

(1) over what period of time should government support be prdvided?
M -~ L4 .
(2) Should an explicit planning period be required during the period
of government support? 1If so, how long should it be?

(3) Should separate institutions and groups at:thg local level be .
expected to work together within the project? How complex a
collaborative arrangement is desirable and feasible?

(4) How much local discretion should be exercised’ in the design of
projects? Can a workable balance be struck between local
discretion and government initiative?

* m—
R .
1

Alchdugh these do not exhauet the many facets of program design that the
agency’ pol1cymaker must consider, they capture basic dzmenelone of the

In the

relationship between the government agency and the local project.

. - , » .
past two decades of federal &id to education, these 1ssues have proven

particularly hard to redolve.
. v . . o
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’< The importance of implemertation issues for the policymaker has been
! emphasized in the iiterature. ,The title of an earlier implementation study
hinted at the message .that has emerged;across the decade of the 1970s: '
Implementatioﬁ: How Great Expectationg in Washington Are Dashed in baklaqgi

’or, Why It's Amazing That Federal Proggams Work at All (Pressman and
> y

_ Wildavsky, 1973).. The authors pointed out:

Implementation in recent years has been much discussed but rarely
studied. Presidents and their adv1sers, department secretar1es and
their subordinates, local officials and groups in their communities
complaln that good ideas are d1551pated in the process of
execution. (p. xiii) :

& N ¥ " B
People now appear to think that i@plementation should be easy; they
are, therefore, upset when expected events do pot occur or turn out

, badly. We would consider our effort a success if more people began

* with the understanding that implementation, under the best of
N, circumstances, is exceedingly difficult. (pp. xii-xiii)

This is a persﬁectlve on 1mp1ementat1on that we at SR1 have come to
apprec1até even more as we Kave analyzed the data from the Teacher Corps
implementation study. People in the f;eld trying to make Teecher Corps

RIS prgjects work in accordance with the federal Kules and Regulations fully

" especially

L 2d
. appreciate that implementation is 'exceedingly difficult,
because circumstances are often far from the best in settings that receive
- Teacher Corps funding. * «

2 3

Onée\1eg1slatlon has been enacte&’and funds allocated for educational
or other souial programs,. the hard work of defining morefébec1f1ca11y the
uses of those funds beglss. Although* iL is always an option for government
agencies to distribute funds by formula with no strings attached, much ofis -
government aid to education has been dnd will most 11ke1y continue to be
more targeted{ even udndey the presentépolltlcal conditions. Def1n1ng the
use of funds in the form of guidelines or.rules and regulations presents the
agency-levef policymaker witﬁcditficuit decisions, which have to be based on
assumptions ‘about the way guidelines &illlbe implemenee& in the field.

“ These assumgkions may be only implicgé, but our study design is intended to

L4
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help the poligymaker think.about these issues with more explicit research-
- based data.

v

%
*

The lessons’ learned from the Teacher Corpp.implementation study with:
respect to each issue apply not only to federal poiicymakers but also to
theirlcouﬁterparts at the state level. Many states have already dé;eloped
programs parallel to those of the'tederal government, aad a number °f .

federal programs are already administered by state agencies. Under present

<

block grant proposals, much of the existing federal program structure will

be dismantled and- the fundlng will move to state education agencies, with

little- restrlctlon from the federal level on the uses to which tﬁe funds can

be put. Thus, issues that have been debated for a long ‘time among federal

1]
-

.

agency personnel will arlsice again at the state level (if they haven't
already). =

Issue l: Time Frame fot Government Support ~ .

>

The Teacher Corps experience points to the critical importance of an

extended time horizon for program;aupport. Without adequate time to develop
a program at the local level, almost nothing else intended by legislation,
guidelines, ;r local people for that matter, has much chance of working.
With adequate time, many glternativé solutions to local problems can be

, developed. Thus, though not a "sufficient econdition" for effective project
_ activity at-the lopél level, an extended span® of time is clearly a

"necessary Eondition". .

4
[ 4

The reasons for the importance of a long period of support are not
'un1que to--Teacher Corpg/- Unanticipated events crop up with great regularity
in many kinds of programs. The 1nterqct1ve nature of most social programs
prolongs the period necessary to gear up apd settle into, a productive
working relati;;;Bip. A decade of_impleméﬁtation research has established
the point across a range of different kinds Q% programs, as is well

summarized in a recent synthesis;
; !

-
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A lohg time horizon is needed for implementing major institutional
changes because organizations generally exhibit both strong resistance
te such changes ahd high susceptibility to' prolonged disturbances when
experiencing significant changes. (Williams, 1980, p. 13)

How,much time to allow is an open question. Beyond a certain minimum

period, the answer most likely varies with the type of program in

question. At least for educational programs, it is likely to be a number of
years. The 1978)Teagher Corps Rules and Regulations provided 5 years for
all phases:bf projec&,activity, from initial planning through
ingtitutionalization and dissemination of iézégrements by host

organizations. Many of the recipients of Teacher Corps grants had also

partiéipated in earlier cycles of Teacher Corps, and some had benefited from

extended federal support for periods beyond 10 years. The most impressive

e

accomplishments among Teacher Corpsg projects (in our opinion) nearly always
’ L 3

occurred in those that had geveral years of ‘operational experience behind

them when they started the current cycle. This suggests that extended
periods of out;idecsuppott (a decade or more) can be put to good use by
conscientious local projects. One staff member in a project with¥a long
history of outside support put the matter this way in an interview: .
St U “

I don't 'see any way that a new project could even attempt the kind of
inservice we offer. It has taken us years of hard work to develop our
present capability, and this has been a supportive environment with no
major breakdowns. What we could do after 1 or 2 years was really
shallow compared to what we can do now.

3
v

The optimal length of time for pgeject fUnding can, of course, be
debated; it certainly varies by project. We can say that the 1- or 2-year
time periods that have characterized much of federal funaing, including
early cyples of Teacher'Corps, were perceiveq by pragtitioners as much too
short;'on the basis of what we observed, 10 yéars may not bé too much time.

The challenges of imprqving the schools are indeed immense.
Lok '

[4

Time requirements, of course, have implications for government funding

and support, which need to be recognized. * A longer time frame requires more

money or, at least, an amount of support that can be depended on over a
. £
a .
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period of years. Tﬂ/; assurance is politically more dlfflcult to give; and,

in an era of belt-tightening, a long-term project is always subject to the
charge that other, more immediate social .problems deserve the limited ,
resources. A longer time frame also means ablonger\period of sustained -

government agency attention, and may lead to a more binding commitment of

short-term- fundlng arrangements.

Fears of a binding agency commitment to disastrous projects do not seem
well founded, based on our expérience. Five~year funding in Teacher Corps
required continuation proposals and reports at annual intervals, with the

implied threat of discontinuation of federal support where projects did not

demonstrate "continued effectiveness." More important, the time period

_provided an opportunity for a more extended supportive relationship to

develop bétween government agencies and local projects. Making such a
relat1ongh1p supportive is not easy in pract1ca1 terms, and Teacher_ Corps
appears to have had mixed success with this matter. Many g;gjects reported
that monltorlné recognized the local autonomy inherent in the project, but
others reported friction between federal agency and local persons. Although
our research remains inconclusive on this matter, we can point out that a

long time horizon potentially allows mutually supportive government and

) : )
local relationships.to develop in the same way that it enhances the chanced
of effective relationships at the local level.

’

> t ' ‘

Issue 2: Local Project Planning Period

In Teacher-Corps the 5-;ear fund%ng cycle started gwith an explicit.
planning and development phase. ’Most local participants viewed this as a
valuable requirement, especially in retrospect. A few projects‘reporcedr
that initially they had questioned the need for exte?ded pldahning beiond thes
proposal, especially those that had prior experience in Teacher Corps. But '
there was strong Support across virtually all klnds of projects for the

plannlng requirement after it had been directly experienced.
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Other research literature on implementatiqn points to the importance of

planning across a wide variety of government programs, and how problematic
it can be for the agency sponsor. For example, one of the méjor findings
from the Experimental Schools evaluation was that an inappropriace federal
monitoring process during the start-up phase undermined the local proJects

" own planning called for in the funding guidelines (Cowden and Cohen, 1979).
The Rand Change Agent study pointed out that patterns of support developed
among participants during”project start—-up or "mobilization" activities
""deserve close attention from policymakers. They are crucial t& the

N project's implementation and contihghtion.,." (Berman’ and McLaughlin;

1978, p. 15). - R
. "5.

Most Teacher Corps projects interpreted the Rules and Regulations “to
mandate a full year fo; planning. Many projects thought that was too long,
and many others thought the full year w@g,necessary.“Some projects planned
more quickly than others, especially where prior experience had built some

basis for it. Although the Rules and Regulations permitted shorter time -

-periods for planning and devellopment, some projects complained about _:é

"gpinning wheels" during the latter part .of the year7y™»when contlnuatlon _

proposals had been 'subiritted to Washlngton and they tere waiting for
kggthorlzatlon to proceed with training. %n other projects, 'planning' was
seen as part of "operations'": the two phases interpenetrated and queptions
about the length of time became moot. I§'§§ems that, on balance, more
rather than less time was valuable for planning. Mast projects seemed toJ,
believe that a planning requi;ement'beéweeﬁ‘ﬁ*mgnths_and a year was useful.
The exact‘lgngfﬁ of time may be less important tham providing a set of
milestones to be met througﬁ the planning process and making the start=up

. " of operations contingent op completing the planning milestones.

“Providing an exp;iéit planning and developmept period in the agency
gu1de11nes recognizes certain facts of life about setting.a project in
. motion. If a lengthy time period is to ba‘psed effectlvely, p&;tlclpants
have to take stock of their needs and resources. Even more, important, they

have to build a mutual unaerstanding of the common ground between them and

-
~
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develop on301ng communli?tlon channels. Most of all,.they need to develop a
: flex1b1e basis for responding to the numerous unant1c1pated events that crop

up in even the most orderly 1nsta$ut10na1 and community settings.

.

In the case of Teacher Corps we questioned whether planning would gve‘
happened anyway, at least as arr extension of proposal development.f Local

prOJect personnel were, after all, intelligent, experienced, and aware of

the need for careful preparatiorn to lead into comgllcated programs.” To this

, we can only say that we were struck by hoy many participants reported having
little or_no experience with complex, collaborative planning processes, and

how grateful they were in retrospect, for having been required to go through

the exercise. From this point of view, a government requirement for a

It appears '
that effective plann1ng gkills are not now part of most practicing ’

. eduz;tors repertoires. Our findings suggest that the development of sk111s

durtdg the mandated planning process was an important unplanned outcome 1n
Teacher Corps. ,

. .
B 3
¢ - ~
’
. . .
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formal extended period of preparation seems a wise investment.

i

<4

Issue 32’ Collaborative Arrangements: Within Local Projects

@ .

. . ,
-

. - —
! The. Teacher dorps experience provides manhy exanples of productlve

requlrement that ‘a training 1nst1tut10n, a school district, and the

community served by. the %d%ools come. together within each prOJect appeared_

to generate, in most cases, new kinds of working relatlonshlps and 301nt =

action to solve particular educational problems. 1lhough not easy, the

arrangements seemed td-pay off in the iong run.

»

-]
¢ -

.

-

Not all program Situations are siéilar to Teacher Corps, but we swould *
, argue that, in many cases, local institutions with expertise for training or
. supplying other gpecialized services exist alongside institutions serving
. sooial needs without having developed a mutually supportive relationship.

. .
, . ‘. .
[ . < - - '
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Furthermore, the client popufetion is frequently a6t consulted or othekwise
included in the design and delivery of services., Even though there are
clear obstacles to br1ng1ng these elements together, 1 't‘is probably .possible
in many 1f not most cases. Government discretionary funding<pppears to be
oné important incentive. Certainly it worked this way in Teacher Corps.
- . b o~

Is it necessary to require collaboration? It was clear that some of
the Teacher Corps’projects would have sought collaborative relationships on
their own or already had .done so prior to feeeral funding., Although many
recognized a need for £his,'we were often told that such arrengements would
not have happened without the‘ﬁudge frem ougside thé local setting., One

project reported this view:

In our experience, without regulations mandéting\\\collaborative mode
of operation, each component would probably veer off in its own’
direction. Even after two full years in operation, .it tends ‘to
happen—-not intentionally, but out of long-time habits. The IHE is
commlﬁted to developing a process for a field-based, site-specific
master's degree program which can be institutionalized within the three
graduate degree programs of the college. Without this collaborative
structure with the LEA, it would have been more difficult to develop
the process. However, our project still has some distance to go before
the commurity ‘council’s role tits into the ‘design.

.

It is perhaps easier to sit down together as potential collaborators when an
external incentive (grant funds) defines an easily recognized mutual
interest. Also, as a voluntary grant program, Teacher Corps did not

"arfange the marriage': institutions found each other in the process of

-seeking federal funding and, along the way, found at least some basis.for

. joining forces. .

b

v

-k RIC
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1f collaboration is to be required, what agencies or groups should be
included? That depends, of course, on the'particular program and on the
degree to which potential collaborators can perceive a common interest.
Teacher Corps' experience leaves it an open question whether all three of
T

the collaboratlng partners needed to play equally central roles in the

project. Flexibly interpreted, the Rules and Regulations permitted

r
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alternative arrangements dominated by one partner, as described in

Chapter VII, with supporting or even minor roles played by the other two. '

And, as noted in the quote above, most progects found it difficult or

impossible to involve the low-income’ communlty as a full partner in the

collaboration.

. ' Requiring collaboration does have implications for funding and

government support.

cost more:

- set in motion. But by bringing together differen

*

On the surface, more complex projects might appear to

there are more stakeholders interested in the funds (three in

.

. the case of Teacher Corps), and the collaborative process- takes longer to ‘'

was an explicit intention of Teacher Corps, which procla%?ed

"institutionalization" as one of its four major goals.

takes on an added complexity with multiple partiers.

- offlcers or some other outsider had to functlon,

- "marriage counselor."

.

especially since the prov131on for local spec1f1cat10n of
activities was also part of the, Teacher Corps regulation.

1nterpretat10n,‘%nce again, seemed more facilitative than

to the letter of.the law.

.

1 " - 4

Government project
T

some cases, as a

A delicate judgment had to be made at various stages

(original selection of projects, yearly grant renewal, monitoring visits)
\\-ﬂ%eﬂc—uhgther each project adequately met the collaboratlve requlrement,

objectives nd
J -1 a
Flexible

strict adherence

»

Balancing Government Initiative and Local Discretion

workable balance between government initigtive*and Jocal dlscretlon.

Teacher Cqrps Rules and Regulatlons d1d set out e
. _ requirements,

to define the1r purposes in ways that suited

helr needs.

B

Teacher Corps experience points to the possibility \of striking a

The
licitly many detailed

The balance

. struck in thls way was on the whole workable, largely because *local

-.responsibilities were in fact given priority in the, monitoring process; but

the balance was not always smoothly achieved.

¥ s
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Monitoring, as well,

K.

but at the same time left considerable room for local progects
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- ‘ As with the planning issue, one can ask whether local projects might .

AR " have gone their own way regaréless of goverpnment intentions. Implementation

research suggests that, in oﬂe way or another, this 1s usually the case
(see, for example, Berman “and- ﬁcLaughlln, 1978, p. 16; Wllllams, 1980,

e At p. 3)7 Government influence over local adtivity is only indirect, and the
dynamics. of local project activity are such that, regardless of the type of
_.program, local actors have considerable control over what ultimately gets
done. But in the Teac&ﬁé Corbs case, this process was facilitated by making

* 'the exercise of local disé?etion--particulagly in the form of,development of
local objectives—-part of terms for funding. The general effect in
Teacher Cor'ps was to shiftiponublhty for project activities toward

local institutions and persons close to the point of service delivery, such

as teachers in low-income schools. It is 1mportant for the’ pollcymaker to

3
-

, ” ~recoénize ejylicitly this fact of life, as noted in a recent literature

review:

L4

Increa91ng1y we are coming to recognlze the cruc1alJ£1ace in ¢
‘ implementation of the front line professional staff, labeled
“gtreet-level bureaucrats,'" who man the point of service
delivery. The discretionary judgments by front line
professionals about Particular(services and how they will be
delivered to those.served are among the most powerful
determinants of government policy. (Williams, 1980, p. 17) .

b -
f

The requirement for local development of objectives has implicationms
for government funding and technical assistance. Local objectives take time

to develop, especially where many groups.a:e represented in' the planning

process, time is money (though, as we have argued in a preceding sectionm, in

»

this respect it is a valuable investment). Furthermore, some projects need
help in formulatlng their obJectlves and often turn to the government or
‘. some other outside group for assistance. That can mean teEEHI:al assistance
arrangéments;28uch as those prov1ded by Teachér Corps regional networks (at
additional expense), or more active subport by government project officers;
or both. . We found cert'ain projects more likely to search for outside
\asajstanﬁe: those in areas with few local resources, guch as in rural

areas, or projects without prior experience in Teacher Corps or similar

5 ¢ | . ’
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government-sponsored programs.

In this way, placing responsibility for

program definition on local shoulders does not remove responsibility

entirely from the government.

T wanted and needed guidance as well. R
: .

.

Projects did not desire oaly autonomy; many

. H . . . . g
The issue of technical assistance was problematic in Teacher Corps, as

e it has been in other programs (e.g., Williams, 1980, p. 94). In a

delivered, but more often the projects reported disappointment.

have ev1dence to suggest that a major consideration in judging the

that technical assistance is both hard to give and hard to receive.

few

chses, we heard reports of excellent technical assistance .being found and

It appears

We also

effectiveness of technlcaé assistance is its match with specific local

project conditions.

offered to different projects.

For example, we had mixed reports in interviews and

documentation regarding the usefulness of the same technical assistance N

The regional ‘networks that provided

technical dssistance to numerous projects in a geographic area would get

high praise from some projects’apd low ratings from others for the

services. The major lesson here.for policymakers is that there is

thing as "good technical assistance" taken by itself. There needs
¥
two-way matching process between the providers and the receivers.

up, this kind of mutual relationship was difficult for most Teacher

8 ame
no such_
to be a
Setting

Corps

projects, and some turned inward' almost altogether in the face of the

For the few that found useful technicalsassistance

relationships, the rewards were great, however.

For example, in one proj

ct

that received high praise from local school participants, an opinion-leading

|
|
|
difficulties.
: teacher said:

2N

I have respect for the Teacher Corps project staff, partlyv
because they were quick to learn from their mistakes.- They

but soon saw that they needed to find "real pros" .to do this

spec1allzeq work.
find excellent people from around the
sessions, while the project staff serves well as facilitators

coordinators.
A

</
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started out trying to lead teacher 1nserv1ce sessions themselves,

Much to their credit, they have been, able to
ountry to lead inservice

and
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Relationships Among the Four Issues

- - .
Our discussion of these four issues is intended to—suggest not
principles to be blindly follewed, but rather perspectives on policymaking - ‘
to be applied with sengitivity to the spec1fics oszach new policy- problem.

We v1ew these issues as interrelated elements of. agency guidelines that

operate in a reciprocal fashion. Successful guidelines can probably be

constructed taking intq aceountaonly one or ‘two of thé issues, but the - = ‘ .

positive effects from the interrelationg of the four ‘need to be kept in mind.

L4 ‘

Ade&hate_time we view as the most.importanti Other elements of any set p

«

of guidelines or rules and regulations ultimately depend on the time
framework.~ The requirement that time be structure¥ to provide a planning
period is not necessarily so fundamental, but we would argue that ‘it comes!
cloge, partitularly if pro%::m objectixes’are to be lscally defined.
Locally defined.programs, given adequate time; may create large or small -
opportunities for collaboration among participants. CollabsTation can A -
evolve naturally over time; althongh as we have been‘to}d b; sgme/Ieacher

Corps projects, this might not happen unless the agency requiresrit.

Finally, the issue of\igfal autonomy is likewise important. In some form or

other, local program objectives will be develcped anywa&, particularly if

)

adequate time is available, but it is bettez for ghe‘;ponsoring agency to

recognize that fact and provide for it explicitly-. '

=
'

This report deals with an area of‘xeseafbh-en;tqcterized in these words *

in a rééent major synthesis of implementation'research' "The importance of
regulations and guidelines, written by middle or lower echelon staff to

‘explicate legislation, has seldom been recognized. Brown and Frieden (1976), . .
point out: '...the guideline process constitutes the cutting édge of

administrative power...'" (Williams, 1980, rop. 54). "Elgewhere in the game

book the author states, "I consider implementation problems to be, the major
substantive, as opposed to purely monetary orspolitical, obstacles to the

improvement of  gocial service delivery pfoggams" (Williams; 1980, p. 4).
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These two quotes reinfoEée our own sense of why this study has importance
beyond the Teacher Corps program, for our larger subject of inquiry is the .

1mp1ementat10n of guidelines written by agency staff. The Teacher Corps

exﬁerlence embodies a hopeful message for agency policymakers as well as
educators at the local level: it is posslble to achieve a mutwally

supportive balance between government initiative and local discretion.
4
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" IV APPLICATIONS 10 THE CURRENT POLICY DEBATE - - )

4
* ©

What” we -have learned from the study of Teacher Corps implementation
bears on matters currently debated by policymakers at both the federal.and
state levels of government. At the heart of the debate are questions of the
appropriate role for governnent in support of local educational efforts.
Many people question whether goukrnment has any useful or legitimate role to
play. Others call for more modest efforts by éodernment, marked by a shift
from an interventionist philosophy to ome emphasizing noninterference and
support. We believe that the flndlngs of the Teacher Corps implementation
study provide useful information that bears on these questions and give
grgunds for some optimism about the contribution of government to local:

action.

We discuss below four iseues that have been central to refent debate
over the changiné role of federal government aid to education. Two of these
issues--dereguletiqn and program consolidation-—are concerned with the
process of government action. The other tw0f’sch001/staff improvement and

equity--have more to do with the substance of governmént action. These

issues are generic. What has been learned about Teacher Corps has something
- - s

of genegalyvalue to contribute to each. ;__,»\

AlthOugh these issues have been raised principally at the federal level

“and most visibly debated there, they apply to state government as well. In

those states that have developed categorical programs parallel to the
federal program array, similar questlons have long been under discussion .
anyway. Given the presenc climate of opinion in national pollcy c1rc1es,
our message has even more relevgnce to state and_local education agenc1es.

‘y -

which will be struggling with decisions about targeting ‘and accpunting for

u‘]““h‘




funds shifted to state and local authority under cur;enc,block grant.
measured. The .problems that led to the creation of government categorical
. ’ programs wilf not go away, and state government increagingly will be called
on to assist where local institutions feel uhable to cope. Categorica;‘
programs are not LheXOnly stfategy, but, if wisely done, they can make
important contributions to solving local problems, as we believe the leacher
Corps éindi;gs demonstrate. At the least, our findings may help state and
s local education agencies avoid some of the mistakes made at the federazik
level; at best! states can pick up where the federal govermnment left off,

w1th full awareness of the positive lessons learned from federal programs ‘

such ag Teacher Corps.
A

Deregulation
‘ —_— 7
° ~ L 4
Reducing the number and complexity of regulations, along with i :
associated burdens (é.g\, paperwork), is a high priority throughout T
government. The underlying theme of this movement ig to reduce government .
and "get it off the backs" of local institutions, particularly in areas such

as education, which are thought to be largely the province of local } ,

» T L1
govermment. The goal is to encourage local problem solving while reducing
‘the size and intrusiveness of the federal goverhment+ An easy implicaﬁjon
is often drawn: that regulations are inherently '"bad" in the sense that

they intrude on local activities and unnecessarily constrain them.

Our findings suggest otherwise. The Teacher Corps Rules and
Regulations serve as an example of workable government guidelines. For one -
thing, they generally were interpreted as 'guidelines," even though they
technically had the force of law. At the same time, they were taken
seriously by most projects. As a result, the Rules and Regulations operated
7&8 a flexible yet powerful instrument to promote local actlon addressing the
intent of the Teacher Corps leglslatlon. This achievement can be attributed fi//ﬁl
in part to the broad language used to define the use of funds ‘s‘g., project - - T
efforts dévoted to "school climate improvement"), in part to speéific
provisions that increased local discretion (e.g., locad speéifﬁ@ation,oﬁ f
objectives), and in partlqusensiﬁle federfal moniggfing and program gupport

}E' Amys : . . . . 134’. W, B

- B
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effarts. These three éT!ments made select1ve 1mpLementatLpn of specific
provisions, such as d1agnost1c/prescr1pt1ve*reach1ng, both possible and
) h1gh1y 11ke1y as projects tallored thear activities to particular local
priorities. At the same time, the maJor provisions defining pYogram process
- (e.g., the planning year, collaborat1dn)'were, on the whole, " well
implemented in all but a few projbctse As ‘a result, the Rules and
Regulations appear, to have generated gnd/or supported a range of approaches

to school improvéﬁent and staff d%velépment problems along lines most

3 appropriateﬂto diverse local tontexts.''We saw relatively little evidence

T . L :
. ) . “ : -
E
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. . VG . .
that_projects felt constrained by the:government guidelines.
° > 1@ .'./

- . One can, of course, debate whether Teacher Corps policy was

appropriately cast as 'regulations" in the formal sense, as opposed to the

more perm1ss1ve form of "gu1de11nes." Our evidence suggests that at least

som9f1mportant features of the program took place because they were required

*,\/

* (e.g., an extended planning period, collaborative arrangement of

»  institutions and community) and that,through the experience of complying,
projeat participants formed new working relationships and developed
constructive approaches to educat1ona1 problems. The patterns suggest that

a balance between requ1rement and flex1b111ty can be struck by government

agencies “in their efforts to assist localitie$. From this point of view,

agency guidelines may be an important stimulus to local action. As the
federal government str1ps away reguldtions as part of its effort to reduce

its role, state agencies would do well to consider the construct1ve uses

such guidelines can play. ~,

. ~

“; Program Consolidation N
&

»

N . s

' Related to the concern over excéssive regulations are fears about

-

program proliferation and overlap. Despite good intentions régardihg each
program supported by government funds, the effect is often seen as ‘
unmanageable complexity at the local level.’ -
that programs targeted to specific populations or needs inteffera with one

.

k another in schools and school districts, causing needless administrative

RIC . : .

The problem, as many see it, is

14
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burdens for local ‘school officials and fragmented instructional efforts. A
parallel concern has to do with costs: the existence of many separate ,

. government programs requires large outlays of resources.

#

—— o~ - € °

The basic solution advocated by many is to dissolve, in varying

degree;; the categories that define the uses of funds. Current federal

block grant schemes do essentially that by combining finds and purposes into

"blocks" and shifting responsibility.for distribu?ing and targeting funds to

other levels, particulayly the states. At the state level, similar '

. consolidation schemes have been proposed--and in a féw cases enacted--for
state-generated categorical programs. But short of_revenue-sharing
approaches, which funnel resources to LEAs through general aid formulas, the
problem of prescribing to some degree the use of government funds cannot be
avoided at some level of government. The question becomes particularly
appropriate for_state’agenciesf which” face decisions about what to do with
federa{’plock grants 'as well as their own categorical programs.

Our study of the Teacher Cérps experience suggests one approach for
broad-purpose categorical aid to schools. Technically, the program is
“categorical," with numerous pravisions specifyiné how governmept funds'

- should be spent. But the program's,targets are very broad--school ’

improvement and staff development--and the program's framework of

regulations is flexigTé, as previously explained. In most projects, Teacher
Corps created g proceéé in which lqcél problems were defined and solved
locally. The process typically took into account the variety of existing
local programs and created around these programs a staff development and
support system that could, in E;}nciple, enhance all these efforts. 1In some
4'bcal settim®® Teacher Corps was described as an "umbrella program," whith
merged separate prograﬁ thrusts intQ a more integrated whole. In reality,
the program acted in most projecﬁs like a mini block grént at‘the local
llevel, only with some strings and broad goals attached.. Taken as a whole,
the 1978 Teacher Corps Rules and Regulations are too long and complex to
‘serve as a model; however, the selected provisions we have highlighted in
-« this report seem to provide a viable and.flexible' framework for federal or

state support to local educational institutions. .

&
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Improving Schools and School Staffs

There is much public concern over the-apparent deterioration of pu?lic
schools, with particular emphasis on the quality of the teaching force.
Many of the roots of the problem are well recognized, among them the fiscal
squeeze stemming from decliming enrollments and the need for renewal of an

aging teacher force. Improved inservice training has grown to be an
p & 8

~essential element in the process of remewal., ~ T
Although this report does not undertake to analyze the quality of
Teacher Corps staff development per se, the implementation stor; it tells
points.to several promising patserns. The collaborative nature of the
program appears t6 have brought together derutilized training resources
representedey”THEs with the increased deIn

represented by LEAs. In certa1n prOJects,\the low-income community has been

and for. tra1ﬁ1ng services

brought into constructive 1nterp1ay with one or both of the other

ingtitutions, as well.

Improving the quality of schools and school staffs is likely to be a
matter of concern to government at the sta;? level (if not at the federal
levél) in the future. The forces qf demogr%phy and retrenchment that
contribute so centrally to lower school quagity are often larger than

., individual schools' or school districts' abilities to éope. The
consequences of an inadequately educated cthaenry are felt far beyond the
boundaries of a given LEA, and are hemce n?t just a local concern. In this
contexty Teacher Corps presents one way fér government to invest in the

a solutxop of these problems without pregeriblng remgd1es that may not fit

local ¢ircumstances. "

-

-

Equal Educational Opportunity e
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People still worry about the degree to\kgich edhal opportunity qu the

nation's children is being provided. That goal has been the central

.
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Justlfzcatlon for most federal 1ntervent10n in educa%éon, 1nc1ud ng Teacher
Corps. But today some express concern on at Teast three fronts' first, :
that the efforts to 1mprove equity have talled;-sgcond, that the cost too
much; and third, that they have diverted attention from other-va}uéble'goals
(such as academic excellence). At the same time, others fear th%t the

. . N . N
federal government appears to be’moving away from vigorous efforts to meet
- Q . . :

equity goals. Co , .

The patterns we observed in the implementation of Teachef:Corps bear on
the attainment of equity goals. First, by emphasizing local program
definition, Teacher Corps ran the'ris5 that projects would downplay or

ignore the thrust of the nationalf program toward improving the education of

low-income children. In a few cases, some deemphasis on serving low—income

children seemed to occur, but they represent a distinct minority among

projects as a whole. For reasons probably related to the broad-based

'

constituencies involved in the planning proeess, low-income children and~the

classrooms in whjch they were taught most often were ap 1mportant focus of
project activity. Whether these activities significantly 1mproved the \
performance of the children in questlon lies beyond the scope of an \
1mp1ementat10n study such as thls, but the Teacher Corps efforts \
represented at least visible progress toward that goal. This kind of \

program does nat, then, mean that the irfkerests og’low—lncome children gﬁt

-

*

shortchanged. |
_ |
Second, through its requirement of‘bringing the community into torma
collaboration with education institution;, the brogrém strove to achieve
kind of h%gher—level equity goal (which would also contribute to the,goal‘ot
ippfoving‘ education of 1ow-"tome J’&ldren): that of sharing control

over school improvemegnt or stgrf déﬁelopment programs with those whose

as other programs have found, tha thls kind of collaboration is not easl

achieved. More often than not, the flexibility of the program and the

ts

children were the intended b efidiarjes. Teacher Corps has demonstrated*
inertial forces that geparate prqfesslonal and lay people resulted«in an |

\

unequal distribution of power within most projects, such that the J

B -




representatives of the community were excluded from a large or meaningful
role inaprogram design and operations. There were some striking exceptions,
as noted elsewhere in this report; perhaps to have -achieved those -few
arrangements that can serve as examples for others justifies the investment
in shared‘responsibility with community members. But by allowing flexible
collaboration among’unlike partﬁers, the Teacher Corps program in effect
favored the more dominant educational institutions. Thiﬁ_issoe,;of course,

—___cannot _be resolved without reterence to~§trongl¥ﬁhaldmxaluggifhugeﬁhEIe is

at least the possibility that the experience represented by Teacher Corps
. - does not on the whole provide much ugefyl guidance for future ggbernment

. action in obtaining for low-income adults a substantial role in“the eMorts

of educational institutions. .

.
Other issues on the eurrent federal agenda algo may be addressed as the
story of Teacher Corps implementation continues to evolve, émong them the .
concern, for disseminatidn ot successful practices and the institutionali-
zation of improvements in participating educational organizations (see Bbush
and Bock 1981, for a study of IHk institutionalization):.’ But much of that
story lies in the future, as Teacher Corps programs originally conceived as
- S-year efforts adJust to federal block grant decisions and perhaps settle -
for less than they orlglnally hoped for. At present, we can conclude with
only partial answers about the processes of implementation in Teacher
Corps. As far as we have been able to observe, the Rules and Regulations
have worked well in the sense that certain prov131ons have stimulated
constructive responses at the.local level, addressing important local needs,

. with.a minimum of the counter productive side~effects weften associeted with
government programs. As of this writing, éycollaborative foundation for
program efforts seems to have been built in most local 81tes, and - staff
development activitibs are well under way. Accomplishing that makes Teacher

€
Corps an example ' from which other'programs can. learn muchs

ERIC S 54 e
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, V TH® TEACHER CORPS PROGRAM. <

-,

o -
The Teacher Corps program was authorized by the Higher Education Act of
1965 to strengthen “the educational opportumities avallable to children in
.schools in areas having ‘concentrations of low-1ncome families and to
encourage colleges and universities to broaden their programs of teacher
education. The original concept for the program was to improve schools by
aEtraccing talented young .college graduates to teaching, especially those
from minority groups, and to bring colleges and public schools closer
togethér in providing a practical, field-based tra1n1ng that went beyond .
t raditional practice teaching and on-campus courses. -To achieve this goal '
P and to meet the requirements of the legislation, the Teacher Corps program
"t has‘awardéd grants through a competitive process to institutions of hiéhg§§ .
education and local'educapion agencies to cooperatively develop and - ' '

implement local Teacher Corps projects. ' \

1Y B -
N y

- £
) In the early years of the program, when school-enrollment was still o
g —irising, Teacher Corps emphasized a program of aftractihg and training novice N
- teachers. During the 1970s, however, as enrollments declined, the émphasis

shifted to providing inservice education to practicing teachers in schools
. . . i . . >
serving low-income neighborhoods and to encouraging the use of aides and

T

- 3 ‘e I3 .
. volunteers:in the schools. Also, Teacher Corps beécame increasingly

concerned with the training of all school personnel and with the involvement

of parents and community members as informed partners in the educational .y

pro‘ess- ' s N

v . o
-

The growing maturity of the Teacher Corps program culminated in’
broadened legislation and rules and regulations, commencing in 1978 with

Program 78--(the 13tH cycle of Teacher Corps). Primary emphasis within the

) : .56 .
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program was shifted from a service orientation to a.demonstrarion

orientation. There were other changes as well, starting with Program 78

- 4

operations:

~

. The length of the grant period was extended from 2.to 5 years to
accommodate new requirements for institutionalization and
demonstration and to provide for .a planaing year in which to
‘initiate and implement the project. Funding is on am annudl basis,
' renewable each year of the project. i

. A third party--the community--was included as an active and
gollaborative partner in planning and operations.

o .
. The program was built on a full feeder school system: elementary,

Z junior high or middle, and secondary.

. L
. Inservice and preservice training were tied more closely together.

. Training was extended to include inservice for all school personnel
and for parents and other community members. .

. Mechanisms were established to promote collaboration and equal
participation by all stakeholders (e.g., a policy board with
representation from the institution ot higher education, the local

education agency, and the community).
I as / ’
. An elected community council was required. .
There were chapges in the internal content of the program also. For
\ . . e . . L .
example, emphasis.was placed on individuglization of instruction, concern ,

for schook climate,.attention to the exceptional child, and multicultural

education. -

v

‘A1l these changes were meant to facilitate achievemeﬁt*oi\she four
“ . Lo . ;
basic outcomes for the program that are specified in the Teacher Corps Rules

and Regulations:

» . 4,

~

. Improved school climate which fosters the ledrning of children from
low-income families. o
— = .
. An improved educational personnel development system for persons who
* gerve or who are preparing to serve in schools for children of
low-incomeé families.

42
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.« The continugtion of educational improvements (including products,
Processes, and practices) made-as a.result of the project after

R .

federal funding ends;;;::;i,—z
N ¢’
+ The adoption or adapt#fioh of those educational %Tptoiements by

other educational agencies and institutions.

.

5

® Organization of a Local Teacher Cérps Project

* -

5 S %

Each of the five years of a Teacher Corps project has been designated

»

for certain primary activities by the national Teacher Corps program office:

. -

. Yedr 1: Planning/Development /)
Years 2.and 3: Operations
Year 4: | Institutionalization

Year 5 Dissemination, -

.

Table V-1 shows the chronology of project events from the grant application
3y

stage through the fifth year..
- "At the local project level, the Teacher Corps Rules and Régulations
require that a collaborative arrangement be entered into by a university, a
school district, and the community served by the target schools. Une of the
three collaboréting entities usually took the initiative in preparing the
- grant application and organizing for the project, typically under the
digection of. the person who became the projéct director. Often this was the .

;IHE, but a small number have been imitiated by the LEA or by & balanced

\2

. combination of two or three stakeholder groups. .

a
- f - " ) sl

Two official groups are mandated to guide the project, share
information, and provide community-based support.. One is a community
‘council that is reﬁreéentative of the community served; it is elected early

= .

¢
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Table V-1
J CHRONOLUGY UF HAJOR EVENTS IN A 5-YEAR TEACHER CORPS PRUJECT
‘ [ -~ " ‘
. 2
* Prior to. .
Project Initiation Year 1 Year 2 Year 3 Year 4 © Year 5 !
Prior Grant PLANNIRG/
- Expericacs Application DEVELOPMENT OPERATLONS INSTITUTIONALIZATION and UISSEMINATION
- - e e 1
. Local history Propossl ,—"‘fl Organize project Conduct preservice training for Integrate project processes, procedures, and
relevant to preparation staff interns products into the normal organzig:ional routines
project such ‘ . - . of the IHE and the project schools )
as partici- Temporary Elect community Offer inservice training to school -
. pation in a comrunity council personnel . P Vemonstrate and disseminate Teacher Corps
prior Teacher council 1 proddcts and practices outside the project
Corps project Establigh policy Offer community education and
~ or similar Preliminary board -~ - . training activities , . Continue trairing for teachers and other
~ program needs . " edicational personnel® D e
i ' assessment Set up collabora=~ Continue collaborative mechanisms 4 .
. . tive mechanisms : . Contigue education and training for community
Grant award . Continue project planning
‘Develop specific Prepare continuation proposal (year 4)
¢ plansg Start preparations for institu-
E > tionalization and dissemination
R Update needs - B - .
- assessment Prepare continuation proposal
(each year) :
. Select interns .
’ and team leader .
§
Prepare continua-
tion proposal L
b ” : p
., ) R ‘ )
o9 T I - 60
¢ h ‘ -
P 1 ’
Q - o - .
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; in the first year of the project. The other, the project policy board,

»

includes the deah\vi the school of education at ‘the IHE, the superintendent

= . of the LEA, and the community council chairperson as t&e required nucleus
group. Additional members can be added to the policy board at the

discretion of the'local project.

s .

A team of persons is assembled to carry out the day-to—-day operations
of the project. The typical Teacher Corps project staff consists of the
. equivalent of three to four full-time persons, spread over these roles: a
‘project director, a documenter/evaluator, a local community coordinator, an
inservice program director, and a team leader whose responsibilities include
. .the organization and supervision of the teacher-intern training program.
(Each project is required to recruit and train at least four interns.)

4 Other project staff members are added. as needed to successfully ach1eve
prOJeCt goels. Typically, there are a number of part-time-staff’ members who
also have other resﬁon51b1lrt1es as graduate studeats, IHE faculty, LEA
central office administrators, etc. -

. " ‘
=

The organization of a typical Teacher Corps project also includes at
least one school from each of the three levels in the feeder system:
elementary, juhior high or middle school, and s condary. The elémentary
schools must be eligible for ESEA'Title I funding, and these are in low-
income neighborhovds. -~

Figure. V-1 shows the skeleton organization and the partic;pants for a
typ1cal Teacher Corps prOJecb. BeCause local conditions_and objectives .
dictate the conf1gurat1on in each prOJect, no attempt has been made to show
adjunct institutions or agencies that may be involved (correct1onal b
1n8t1tut10ns, teacher ergan1zat10ns, professional 8880C1at10n8, soc1al
service agencies, etc,).

s It should be clear from this description that there is a host of -
participants, each with a concept of what a Teacher Corps project is and
what it should be. All Teacher Corps projects involve a college dean,

college faculty (actively or indirectly involved with Teacher Corps),

ERIC . :
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school superinten{gnt, district staff, principals, teachers, parents,
interested community members, and several teacher-interns training to become’
teachers thfough involvement in Teacher Corps.
Each of the people mentioned abové‘%ay séé Teacher Corps’ projects
differently, according to their degree of involvement, personal interests, .
and role posigion. It is likely that, instead of one "objective truth"
* gboutythe Teacher Corps, there are many truths; and we consider it our
responsibiligy to attend to these in a systematic way. To capture these R
varied perceptions, we needed to develop an evaluation methodologyJ;ensitive
to different "constructions of reality" (Berger and Luckmann, 1966) and
capable of capturing these perceptions in the participants' own words.
These needs and the following basic assumptions shaped the direction we took

with this study.

.

A beginning assumption is that people with direct experience in a ~-

L~

program's operation are in a position to perceive and understand aspects of
that program that may not be céﬁtured by outsiders. A second assumptjon.is
<“hat people who have lived with a program over time have gathered a )
tremendous amount of information that researchers can usefully record, with
appropriate safeguards for’respondent bias and the distortion of memory.
Another assumption is that people learn much about the world by talking with
others--through questions, discussions, and dialogue. This "oral history"
perspective opens up the possibility of utilizing convg;sation and dialogue
in direct ways to create data and to write reports. This perspective
underlies our; pen~-ended interview strategy for site visits made by SRI

staff and our use of local documentation "essays" written by in-house’ .

-

research specialists employed by each project. .

.

Important Features of the Teacheér Corps Program

.

» . The original impetus’ for this approach to this implementation study

came from the recognition that the people directly involved in the Teacher

‘
,
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*Corps program would have important opportunities to learn about the ™

~ difficult process of trying to impiemeng innovative ‘educational programs.

The Teacher Csrps program has a number of characteristics';hat make the .

v

lessons learned by people who participate in it especially valuable to

-

document. .

* s
, » -

On&~of these characteristics is the diversity in educatipnal
philosophies and practrces represented among participants in the nationwide
Teacher Corps program. Also, the local communities involved in Teacher = '
Corps represent different ethnic, cultural, and geographic settings.. This < o
diversity provides, an important opportunity for comparing programs in order
to discern generai perspectives on implementation that are valid across —
“diverse educational philosophies, practices, and local iersgraphic

circumdtances.

- Another important ‘characteristic of Teacher Corps is the commitment of

the federal funding agency to a S-year program sequence that 1nc1udes

developmental activities, operational activities, 1pst1tut10nallzat10n

~

activities, and dissemination activities. This coherent planning sequence

provides a considerably more ewpnanded time frame for experiencing the A

. T, . .t
problems- and achievements of involvement in educational change Lhan the more

typical short-term funding éycle allows.

The planned time frame emphasizesﬁthe importance of an im lemeﬁtetion
process that is mutually supportlve, involving the associated ihmstitutions,
communltles, and other vésted- interest groups. The cgllaborat;ue mode of
operation means also that the lessons learned by_Teacher Corps garticipants
can be rooted in the pragmatic world of pub11c schools and local communities
as well as in the more scholarly tradltlons of educatlonal program

development and research.

-

- » ’ ) . .l

The Teacher Corps program attempfg directly to overcome certain

problems encountered in the ‘implementation of fedegglly aided education

prograhis. The 1978 federdl Rules and Regulations governing the .Teacher . .

/ . ] . . 7.‘ ] 7 . -

)
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Corpg program clearly reflect lessons learned from previous implementation

. Lt . \
experiences. The key features derived from the Rules and Regulations were

’

summarized in Table 'II-1 (page 8). This table seryesvés a brief description

4

of the Teacher Cores program for the reader who may be unfamiliar with it.

“

+ Relative Importance of Teacher Corps Features ®

Although we organized our data collection around the list of key
features from the Rules and Regulations that are shown in Table II-1, we
also paid attention to the complete set of Teacher Corps requirements that

were published in the February 23, 1978,»%sshe of the .Federal Register (see

Appendix A). Since these rules provided the framework within which the
local projects applied for funding and unéer which they are now operating,
we asked Teacher Corps project staff in the local projects to comment on the
- complete set of Rules gpd,Regulations as a strategy for changing staff ~
development programs, both in the IHE and the local school, and for
improving school climate. In general, projects seemed to consider the Rules
and Regulations as adequ;tely reflecting the prerequisites for establishing
and operating a successfuwl program. The dbsence of complaint about tHe
requirements as a whole was a striking feature of the local response to
them, although there were exceptions and individLalarégulations received

mixed reviews. & v, .

Rl

"

The Rules and Regulations were generally reported to be £1exip1e and
comprehensive, allowing each project to develop-local gdals and objectives
as well as the processes through which they, and ultimately the desired

_basic outcomes of the national- program, would be achieved. Project stagf
appreciat;d this flegibility, whieh allowed each project's interpretation of
the languagé of the rules to reflect locgl conditions, interests, and

needs. These lochl interpretations resulted in selective translation of the,

" " Rulgs and Regulations into operational form as the projects were

implemented. Those requirements that were most appropriate to local
conditions became the ones considered to be most important in the project,

1y L

-
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while thoge that were less pertinent received- relatlvely less emphasis in
the day-to-day operations. The succeeding chapters discuss the features of
- the Rules and Regulat1ons that proved generally to be most 1mportant to

project Qperat1ons.

1

3

At the present t1me, 3 years into the 5-year funding cycle (for those
R receiving funds in 1978 2 years for those starting in 1979) it is p0331b1e
to comment on the relat1ve importance and 1nterre1at10nsh1ps of these
jfeatures as st1mu11 for local-level implementation. We asked locab ’
part1c1pants about the relative importance of the key features at several
times--early in the planning year, at the;ﬁfd of the glannlng year, and
midway in both operational‘years. Data from multiple time points allowed us
to detectlprov151ons With persisting 1nf1uence and those with more temporary
importance, @s well as those seen to have little relevance during the first
3 years. Table V-2 shows the importance of the prov191ons across time and
. across projects as perceived by project participants.
s : : ‘
l Those provisions with only distant implications for local activities
were naturally given 11tt1e attent1on. The restriction on reapplication for
fundlng after 5 years was too far in the future for most projects to g1ve it
much tholght. State. education agencies were generally remote from local
projects; and, although efforts at coordination beyond- state-level signoff
on funding applications were made, these were more often than not pro forma -
. and inconsequential, at least during the early years of each project's ~

. funding cycle.

,

i ]

-
s

s :
Provisions that seemed to be relevant in some projects and not in
»  others have been classified as of "mixed" importance because there was great
va;iety in their "fit" with local proiect conditidns anJ'priorities. In ~
some cases, the nature of the target population made a provigion more or’
less relevant. For example, projects in more heterogeneous communitids
appeared more likely to emphasize multicultural education. In other cases, -

Q .
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‘Tab}é V-2 . -

\ -
RELATIVE PERCEIVETIMPORTAéﬂCE OF KEY PROVISIONS ' - .
» - IN THE RULES AND R@QULATIONS
o ) ) :
Most Importance¥® . ' Mixed Importance¥ . Little Impoxtance®
, Five-year funding Low=-income focus Q Three-year ban on )
" " ’ ~* reapplication for funds
: Planning year © -.Y Feeder- systém requirement :
Local spec1f1cat10n - - - )
- of objectives to meet _ . — "
. four basic outcomes  — - o . :
. Field-based training ' : Integrated preservice i
) . . . _and inservice training
_ . - . Multicultural education -
DlagnOStlc/prescrlptlve
: - teaching .
o
Intern teams ~
~ . S ” ’
Collaborative mode Policy board = Coordination with SEA
of operation
K .
. Joint participation Elected community =~ | . . ’ #
of IHE, LEA, council ' ,
. community o :
- - . \\\\
: . Local project
documentation ° . .
LY r\ ‘ *
.Y T ) . 3 - g
T a ¢ . [ A ‘ n
* ’ . - v v
R "Most importance" indicates broad consénsus on importance across time
points and different” types of projects. All the features in this column
receive extensive attention-in this report, except for field-based
tralnlng, which is*a major topic in another component of the national
. evaluation. '"Mixed importance" indicates that the feature was important
to some projects, unimportant to others, or of temporary importance. :
"Little importance" indicates wide agreement on lack of importance during
the first 3 years. g
-
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’ . .9 . . . . ..
. ‘the nature of the participating institutions was a determining factor; for
example, the policy board was often seen to be less workable in projects
with large IHEs and LEAs whose deans and superintendents were less- able or

-

willing to commit time to active board participation.

. These kinds of findings are neither surprising nor particularly
profound. Teaclier Corps projects operate in a diverske array of settings.
If anything, one would expect such varied responses to the Rules and
Regulations, and it is -to the credit of the federal policymakers that the

-

Teacher Corps framework is flexible enough to accommodate variety.

The most Striking finding derived from the documentation essays has to
do with ‘the importance of certain of the key features across all projects
and across several phases of project activity during the first 3 years of
. the 5-§ear funding ¢ycle. It is convenient to group these most important

- provisions into three themes: (1) the time and plamping frameworks fof

. ' . B : . .
project operations, (2) frameworks for promoting the ollaborative process,

and (3) frameworks for the local develoément of objectives and. strategies.

[

These three themes are discussed in the subsequent three chapters.
- .- B
/ _ .
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VI TIME AND PLANNING FRAMEWORKS A

»
—

The Teacher Corps Rules and Regulat;ons provided a substantial amouﬁt
of time for projects.to develop: 5 years, as opposed to the 2 years
formerly allotted to Teacher Torps projects. Within this. framework, some
structure was imposed on the flow oé time, especially in the beginning of
each progect s life cycle, through the requirement for an initial year of -
planning and development. These t>0 provisions set the stage for much of
what happened in the 3 years during which we have observed the program.
Accordingly, we have devoted, this chapter to the time dynamics of Teacher
Corps implementation,'egpecially as seen in program start-up and operations

phases.

I

“w

Both of these provisions represented a departure from previous ﬁré%tice
in the Teacher Corps gprogram, as demonstrated by this excerpt from the

suﬁhary of major issyes preceding the Rules and Regulatioms:

\o
In §172.30 of the regulation, the term of a Teacher Corps project
. is extended from the present two 'years to the newly authorized five
years. The two-year limitation was placed on projects before 1974
when -they were'prlmarlly concerriéd with graduate level pre-service
training of teacher-interns in master of artg-type projects.
Section 513(a)(1) ‘of the stdtute was amended to authorize a project
length of five years. The newly authorized five-ygdar project
duration will give all parties concerned with a Teacher Corps
project (i.e., an institution of higher education, a local Q.
educational agency and a communlty council) sufficient time to plan
a worthwhile project, carry it out, document it, and disseminate
the results. (Federal Register, 1978, p. 7524)
L. —

=*The expanded framework of time made a yeai/for development and planning a

-
”

, pogsibility.

. & . X . .
Our basic message about time is simply this: a long time horizon for .

projecE activity, coupled with a'signated year for planning and




, LN
development, was extremely useful,Aif not esséntial, to local project
efforts, as least during the first 3 yeagg. Each provision required the
other. Without the framework of 5 years' fulding, a’ long planniné and
development periog was meapingless. Without an extended period in the
beginning to lay the foundation for collaboration and to determine project

directions, the 5 years could easily be misspent.

.

Projects did, however, raise many quéstiéné about the usefulh;ss of a

-~ full year for planning. The long period of preparation, sometimes perceived
as a timé of inac?ivity by local ,groups, was not always well used. The data
suggest that a mdre flexible rule might be more productive. Igémanytcases_

this wduld mean a somewhat ?hortened period--say, 6 months._ In other cases,

Yy

<

~

_the fgCl year might be necessary.
/
A third provision, that projects could not reapply for funding until
3 years after the 5-year period had ended? further structured the flow of
time. During the early years of the grant period, most projects c;nsidered
this provision to be relatively unimportant, naturally enough. However, the
requirement guarantees the 'temporary" nature of the project itself, and may
~well contribute directly to institutionalization, as it was no doubt
intended to-do. That issue lies beyond the scope of this report, but is

covered in another part of the SRI study (Bush and‘Bock, 1981).

.

\

Finglly, project development over time was not linear. First the
"planning" activities often intermingled with "operations." Second, |
_important exssrﬁal and internal factors complicated projecF efforts over
< time, in some cases enhancing local efforts and in some cases inhibiting
m. Three such factors, which have emerged from our research as
especially important, are discussed at the close of the chapter:

unanticipated events, prior project experience, and concurrent actions by
1S

-
£

4 the federal government. e

3
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Five-Year Horizon for Project Activities .

The following quote from a documenter's essay captures the spirit of

most reactions to the S-year time frame for federal funding:

[\—‘\ ) . . -

«
.

- ,

When local Teacher Corps participants were asked the question,
"What would you want a policymaker to know about your project and
the lessons you have learned when he or she is designing future

* educational programs?" a response heard so often was~—'""Fund more
S-year programs.' If there is one lesson many of the *teacher
Corps participants are painfully aware of, it is that change comes
slowly. It is very easy for even- the best teachers and
administrators to become comfortable with old habits and ideas.
And having anything new is usually met with resistance or
indifference. This is why it oftén takes months and, in a few
instances, years of careful prodding before a school administrator
or teacher will change a strategy that he or she has used for 5,
10, or 20 years+«..
Our team leader mentioned that ome striking difference that he had
noticed between the 2-year and 5-year programs was that teachers
in the S5-year program were making an emotional as well as
intellectual commitment to the program. They realized that
Teacher Corps was making a longzterm commitment to them and their
schools,. and so they were more likely to commit themselves to
Teacher Corps goals. As far as he and many of the other Teacher

. Corps personnel at this IHE and LEA are concerned, ng-range
federal funding is essential if meaningful educational change is
to take place.

The pattern is not surprising: who would complain about the prospect
--0of long-term federal. support? There was much to do in each project. Anyone
" with experience in such endeavors knew that extended project support
provided a better chance of §uccessfu11y managing the complexity of the

collaborative action required.

The pattern we have observed is, of course, not a statement about
5 years of effort in retrospect. At this time, midway through the 5-year
funding cycle, we can only guess at what a more inclusive apﬁraisal of thig
period might look like. But we can say ‘with certainty that this provisgion

had a positive influence on participants' perceptions of their own project

. =
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and its future. To the extent that such perceptions are a basic determinant

of future commitment, they are as good a projection of each project's health

M

as anye. 3 ¢

v

How did the prospect of long—term funding contribute to, and help
shape, the implementation Erocess? We were able to identify the following

ways:

. Long-term funding communicated seriouysness of purpose on the part of
the federal government, thereby indrgising the credibility of its
part of the bargain.

. Participants were more willing to commit themselves to a project
that had a longer potential lifespan. Professional people, for whom
a briefer stint with the project might represent career disruption,
especially appreciated and respended to the provision. But
community people, who had experienced "hit-and-run" federal
intervention programs in the past, also found the prospect of 5-year
funding a welcome change. .

~
Participants were more able to thlnk in terms -of changlng systems,
rathes than small pieces of systems.  Although some of this thinking
was unrealistically ambitious, much was aimed at fundamental
dimensions of local educational problems and the capacity of

- 1nst1tut10ns to deal with the problems.

.+ Not all projects, however, tackled their task with such a global
view. Many "started where the participants were," with small pieces
of the problem. The 5-year time frame gave them time to achieve
some 1 successes, whlch provxded a foundation for further, more
ambitious aytion. .

One further theme emerged repeatedly from essays and case-study

accounts. Fiy€ years allowed projects to separate their efforts into

distinct phases, especially a phase of trial (and often error)’and a phase
of incorporating the results of these'trials into more routine practice. As

one documenter put it:

Support evolves in phases with differing types of client groups. .
There is always oré group of enthusiastic risk takers who have a '
very positive attitude .toward change and incorporate it readily.
Another group gravxtates toward-structure and faces change with
trepldatlon. This second group often will incorporate the-change

in the second phase, after the first group has tested the new

56
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program or practice. A third phase occurs. when the change has
majority support and the foot-draggers .accept the new practice,

either as an alternative to their "out" position or as acceptance
+ of the inevitable.

@

In the language of the Rules and Regulations, 5 years more
realistically allowpd for institutionalization (i.e., establishment as a
continuing function) of project accomplishments. Whether fhis will happen
as widely as now predicted remains to be seen; however, ;é can say that in

many projects the prospects for substantial institutionalization appear good.

- .
M .

But institutionalization presumes that there is something worth .
continuing. That something--a successfully functioning activity deemed
valuable by a spectrum of local opinion--has come about in large measure

through the success of the planning year, to which we turn next.

A Year for Planning and Development

Quotes such as the following from documenters' essays expressed a
widely held view regarding the provision for a year of planning and

development. From a rural Northeastern project:

The year of planning was digsorienting 1n1tf£IIy, as we were all
wondering what we could p0381b1y do with all the time! We were
also reacting to our public's demands of ''when are you going to do
something?" We have struggled to restrain our impulse to produce
and have merged plann1ng and programming into an action mode. By
organizing workshops in response to identified needs in the
system, we are gathering data for future program implementation
and satisfying the demands-of the d1str1ct.

The year-long per1od is essential to developing the® foundation for
future programming. We are beginning to observe the benefits from
«slow, thoughtful .planning. By interviewing a high percentage of
- our target population, spend1ng a great deal of time making
ourselves available to committees, councils, and 1nd1v1duals, and
keeping an-ear close to the ground, we have increased our

vigibility and have defused rumors and potential misunderstandings
\

P
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about the Teacher Corps project. Our developing trust and
understanding will be the basis of our success. -"The
identification of reliable support people in the community is only
possible if you have time to feel out a system informally as well
as formally. For example, we have a commitment for support from’
the principals in the LEA, a previously skeptical group of
administrators, and we have a teacher representative on the policy
board, which is an indicator of the teachers' trust in our
intentions. *

*

a project in a Midwestern urban area:-

«

Having been i the Teacher Corps in two previous cycles, it seemed
foolish and wasteful to have a developmental year for project
development, organization, and planning. Our experiences this
first quarter, however, would support this "tactic'" as one of the
best requirements for any project: . )

Starting 4 5-year project was very different from the previous
projects. We had three schools, rather than one, with two of the
schools new to Teacher Corps ideas-and activities. The teachers
in the new schools needed time to discuss, question, propose

“activities, and interact with others involved in the planning

progéés. While frustrating to some participants, the
"brhinstorming" sessions without predetermined outcomes helped to
develop a sense of "ownership" for tire plans which emerged from
the planning task forces.

The much broader community to serve also made the developmental
year a valuable tactic. New community council members, more
social agencies to-contact, and many more parents to reach
required time and repeated efforts to share the Teacher Corps
medsage. This time helped the community council discuss
thoroughly how to improve school-home communications, how to
promote more community involvement in school dctivities, and how
to work collaboratively with-the schools and the university in the
Teacher Corps project. .

The third reason why the developmental year tactic has proved so
valuable is the "long-range outlook' that many of the teachers,
community council members, and others.developed Qﬁﬁ&e planning
with each other. There has been a "revolution of rjsing
expectations” and an excitement about starting the things that
have been planned. While this feeling might have developed
without the extensive planning, it appears that this process of
looking ahead 5 years and setting goals, objectives, and programs
together has worked very well to promote the project's activities.

v
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The striking thing about the pattern illustrated by these quotes was

its pervasiveness. It described experiences across the full range of

ﬁrojectp, thoge with and without prior Teacher Corps experience, in isolated
. rural areas as well as urban areas, in prgjects oriented toward LEA agendas
as well as those oriented toward the IHE. re were very few dissenting
voices. Not only was the pattern consfstent\gcross projects during the
planning year, it appeared to ﬁersist over time. Resgponding to essay
assignments a year'after the planning year had ended, a majority of the
Program 78 proj%cts still viewed it as one of the most important features of

*

the program, as can be seen in Table VI-1.

-

rd

Table VI-1

IMPORTANCE OF THE.PLANNING YEAR*

Most Moderately Little or
Important Important No Importance
Program 78 31 . 16 6
(58%) (30%) (11%)
Program 79 26 % 2
(76%) (18%) ' ( 6%) ) i

*Fifty-three of the 79 Program 78 projects submitted ‘ratings; 34 of the 33
Program 79 projects submitted ratings. Program 78 projects completed
their raiiygs a year after the completion of the planning year; Program 79
projects\made their ratings about 4 months into the planning year.
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Differences between Program 78 and‘Program 79 projects may be smalleé
than the ratings imply. The two programs were in different stages of
development when the ratings were made, as noted in Table VI-1. It is not
surprising §ﬂat the planning year was considered very importaht(when‘program
developmentiwas uppermost in the minds of Program”79 participants. The fact
that Program 78 projects viewed the planning year as important, even-though
it had occurred a year before the rgtings*were‘made, is perhaps even

stronger testimony in support of that program feature.

The Importance of the Planning Year

The importance of the planning/developmental year lay with factors
other than the creation of a plan or blueprint for subsequent action, even
though this was the ostensible purpose of the year and its most visible
pfoduct. We identified several aspects of the process of planning that can

be argued to be equally, if not more, important.

4

'y F -
Assembling the Core Staff Team—-The following documenter's observation

applies equally well to most projects:

'

Teamwork Lnd cooperative staff spirit are esgential for
implementation. Persons chosen for gtaff membership should
demonstrate a willingness to work long and unusual hours,
availability to travel frequently, and flexibility in scheduling.
Staff personnel should posses a unique blend of skills to both work
autonomously and collaboratively as needed. Without a dedicated,
hard-working staff, project management will be ineffective.

-

At the heart of each project, certain key roles- were created,

comprising what may be called the core staff': project director, ‘
documenter, team leader, interns, secretarial staff, and (usually) several

gpecialized staff roles (e.g., program development specialist, community

.
4 ,
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coordinator, sometimes site school coordinator). This team was assembled in
the proposal preparation stage and as the planning ye;r progressed. Before
plans had formed to any great degree, it was imperaeive that the members of °
the Eeam know and trust each other, as well as understand the -
interrelationships between tﬁeir roles. Though past Teacher Corps practices
could be looked to as a guide, there was no way to replace the process of
artigulating these roles face to face. This articulation did not happen
overnight'and was complicated by factors sucn as project geography or the
institutional identity of team members. Team members ''learned their jobs by
doing'; the planning/developmental year provided the Opéortunity for that

learning.to take place. /

~

.

Developing Momentum in the Larger Participant Pool--Project design and

operations required the participation of a much larger pool of people than
the core staff team. Most of these pegple were occupied full-time in other.
jobs or pursuits: teachers, IHE and LEA administrators, and community
people. The community cquncil did not even exist; elections had to be
organized and conducted, consuming a huge proportion of staff time during
the first quarter éf the planning/developmental year (the worth of this
investment of time was questioned by many prgjects). The project had little
authority over such people's activities. It éouldroﬁly explain, persuade,
and cajole in Qzaér to elicit voluntary commitment and excitement on the
other end of the line. The fact that certain mémbers of the 1arggr
participant pool had formai leadership roles in the project (dean f the .
IHE, superintendent of the LEA, or chairperson of the community council) was
no guarantee of tigir active involvement. They had to be cultivated and
shown that their input was want?d and needed ahd that their own agendas

T could be realized thr%ugh the vehicle of the projectf ‘The following

//)ﬁ\ documenter's description of rappoft building ‘between LEA and project staff

j{ was typical: .
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~ Even though project activities are 6§:schedh1e and the staff is
presently working as a unit, initially there was a considerable
amount of time spent in building a relationship with the LEA
administration and staff. It was understood by the staff that
developing positive relationships takes time. It was not
anticipated that, even after the staff had been involved in staff <
development adttivities and several staff meetings, the level of
misull¥erstanding concerning project operations, parameters, and
staff futctions would still exist.,
N -

./

.
_ Even though this period of trust building did cost the project a
- certain 4mount of time at the onset of the project, the staff feels
that the time spent in this endeavor was very worthwhile and well
spent because of the relationsfip that did evolve and become
established as.a result of the staff meetings where concerns and
attitudes were discussed. 7
- It was disheartening to the staff to constantly discuss the same
things, but it was not futile because once the LEA administration
understood what Teacher Corps is designed to do and that the staff -
is only interested in doing those things, they gave the staff their
wholehearted support.

- 1

Teachers at project schools were, on the whole, wary of project

intentions at figst; many projects encountered sigﬁificant skepticism or _
indifferenéa,zﬂgzg the potential consumers of training. Developing
participative momentum took time. Given the number and di ersity of role
groups to be brouéht into the collaborative network, a y%;i could easily be
productively used. 1In fact, ﬁény projects reported that in retrospect the
- " need for an extepded plan;ing period was more obvious than it had been

. . originally. -

.
= . ‘s . - .. - -
E)

~

. . Learning How &o Plan CollaborativeLZfJOnce assembled and in contact

with eéch other, the core staff and other participants had-the task of
defining project directiens together and detailing the plans for subsequent
operational yeas#s. Projects accomplished this in a variety of ways (e.g.,
"elaborate commifﬁee or tésk force arrangements, retreats, teacher and A
"community needs analyses), but the process wasrgénera11y~§1ow-§nd.

cumbersome. There was abundant evidence that most participants in most R

»
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. projects did not initially know how to go about a complex planning process
together. One documenter's observations about 'a major planning-year problem

spoke for many: . ’ el

> - «

Dealing with 'inexperienced planners: We had to prepare each group
for the planning process by training them in problem~solving

,techniques, decision-makihg, and communication skills (particularly
listening). The subcommittee leaders are also receiving leadership

and facilitation training.
e .

A3
3

Participants from difﬁfreft institutions or institutional levels did
not usually share prioritie’s),problems, or styles of action. Many -projects
reported that communit'members fe':1.t "lost at ’sé’é" among professiongl
educators of -any kind. The whole "affair required mgsterful choreography on
the part of organizers (chiefly, the prpiect director) and contiﬂﬁing
flexibility on the part of all participants. Once again; organizers and

paificipants tended to learn by doing, making many errors in the process.

Most projects did not close in on a set of objectives in a rapid-fire,
orderly pfogfession. More often, the;e were tentative movements bazk and |
forth, as groups gained trust, unanticipated events were coped with, and a
refined sense of 'real" needs emerged. Our conclusion is that the apparent
inefficiency of this process was entirely necessary, even degsirable, as a
way of enabling the full array of potential stakeholders to build ownership
.in the project. . . -

[

- ; .
Questions Raised About the Plabning Year .

1t was not surprising, considéring the great diversity among projects,
to find them moving through the planning/developmental period at different
rates. This fact, coupled with the fixed timing of the formal plan's
Egmplgtisn—as a "continuation proposal" to Teacher Corps Washington,

- P T
prompted many projects to question th€ utility of a full year
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For example, the following comments from a documenter in an

i

for planning.
N /

isolated rural project reflect widely held opinions:

™ el
A

N

-
a

ff is apparent that the process did not last a whole year and did
not concern the development of the whole program. Proper planning
is no doubt important; requiring a whole year for it may not always
be appropriate. No amount of advance planning could take into
account all the possible ramifications of decisions ot all external
events. Therefore, it may be better to think in térmg of ongoing
planning and development activities and to create a way that
programs may receive funding for such short-term, limited processes
Had the funding not been, available the above process

e
<
L !
AL N
g aiar st i iy,
t N

/>
i€l el

when needed.
woyld not have worked out 80 well.

*
From a documenter in a large urban project: _ R S
Planning 1s a process, not a product, and those who are not R L%Q‘jé
involved in the process very seldom see anything happening. They s
. Therefore, | >

Q

RIC '

_external requirements intersected.

- degrees of success. ;

feel the project or program isn't ''doing anything."
some activities must be held during the planning year that will
allow everyone to see Teacher Corps and to know that the pﬁoject is

doing something.

The quotes illustrate an important issue of flexible timing for the

planniné}developmental year. The issue included two sets of questions.

First, it raised questions about the way internal planning needs and
Second, it raised questions about the

way plans and "planning" related to Yaction" or "operations.'" On either
13

score, projects met major frustrations, which they resolved with varying -

. . . =

-3 )

»

With regafg to external requirements, there was a basic fact of life

interpreted by many projects as unfortunate. Teacher Corps Washington

required an elaborate "eontinuing proposal' in the spring of the

planningldeve1opment3\\zear. This meant that many planning decisions had to
be ‘made by January or early February of that year, a tight timetable given- *

that task force and community council machinery had been put in place only a

few months before, in most cases. As’was frequently pointed out to us, the

. -

’
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planning "year" was hardly 12 months long. Projects encountering the most

turmoil during the early months of the year felt rushed into premature
plans. The spring deadline also left projects with‘*a gap of 2 or 3 months
following the proposal's submission in which projects had to busy themselves

before the operatlons phase officially began. This period was experienced

—~
by many as a sp1nn1ng of . wheels ; the frustration expressed by the
'

following documenter's comments was experienced by many:-

A second example of the negative effects of the federal Rules and
Regulations is related to the writing of the prOJect amendments for
continued funding. Because the amendments are due in April, much
of the planning must bé completed by this date. The project staff
was comfortable with this.® What concerned them was their/inability
‘to begin the program until the following year.,

Because the first year was a plarnning year, no training could
occur. Although many important improvements were made on the
training design after the annual deadline, everyone involved was ..
anxious to get to work on its implementation. The long delay
between the conclusion of the plann1ng and the beginning of the
training resulted in a decrease in enthusiasm.

’
. . -

Others reported no problems and moved ahéad with further planning and more

focused preparatiqns for training. Some projects held an opening round of

training events, apparently with the blessing of Teacher Corps Washington.

-~

With regard: to the relationship betweggiglanning and -action, a delicate
" balance had to be struck between maintaining momentum and precise planning.
One documenter's description of the problem represents the experience of

many projects:

- ¢

¢ -

Although National Teacher Corps' designation of the first project
year for planning is undoubtedly wise and the product of past
experience, it creates some risks of increasing skepticism about
the project because of lack of visible accomp11shment during this
period. The nature of the risk was evident in occasional
statements by teachers and administrators, who expressed doubts

)
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about whether anythingﬁhéb ever really going to happen, about the
/ possibility of bringing about change, even about the good faith of
Teacher Corps (based partly on bitter past experience in the .
?sixties when -a Teacher Corps project could, in fact, be said to
have -failed). The staff was aware of this hazard of disenchantment
throughout the year and encouraged several ‘concrete, visible -
changes within the schools as reassurance rather than as
significant elements of change in themselves.

Although the planning year was finally seen as a necessary period
for transfopming reactions into workable ideas, it is also apparent
now that feople in tHis community are holding judgment in abeyance,
waiting fto see if jn fact the college "comes through" with ‘
technicil assistance, courses, workshops, etc., and particularly if
/s some match between the issues identified through the long,
somewhat repetitious processes carried out the first year and
progress made during the second year. It will be important for the
staff to return to last year's lists and formulations as reference
points for this year's planning.

-

B

This kind of experience, coupled with the "dead time" following the
submission of continuation proposals, led many projects to advocate 5
_shorter, though still substantial, p anning period. Although a small
minority advocated doing away with the planning year, and another small
‘group wanted the full planning year t be retdfned, the following

observation represénted a more broadly held view: .

_ Thorough planning also takes time, and the.development year offered
the requisite time. It was a new experience for personnel in the
project to be involved in a planning effert without simultaneous
implementation. The year-long planning effort was valuable in
terms of broadening the base for involvement. Perhaps a six-month
period would altlow for adequate planning time; however, congensipg
the planning time beyond.that point would not be productive.
Long-range plans are necessary if institutionalization is to

occur.

-

A

External Factors Affectfig Project Timelines

B

L 0

Certain sets of external factors had particulér influence on the time

dimension of project activity and, by implication, on government policy

0 66 ' .

' ) " ’ 8§82




. Q

ERIC

Aruitoxt provided by Eic:

- .

intended to structure that time.dimension. We describe three:
A S
unanticipated events, prior project experience, and concurrent federal

actions.
<on,
v - &

Unanticipated Events

-

o ')
Major unanti"ﬂated'events in the local setting of the project were
noted by a majoritk _of projects during the first 3 years of the grant
period. A documenter described coping with the unexpected during the

planning year:

. @
. & )
The interesting fact that emerged was that the unexpected happens
much more frequently than not and that praject personnel learned to
cope and continue on with the goal of the project. A few examples
of these unanticipated happenings that occurred during our planning
year: "national director changed, budget cuts, networks dissolved,

- local superlntendent fired, director out for surgery, assistant
director given grand jury duty once a week. We survived 1t all and .
one instance even proved a boon for us. The new superintendent-of
.our local school district was the former dean of our university and
IHE administrative officer for Teacher Corps. So cooperation with
the LEA in the future looks better” than ever.

Though the impact of such events on perects varied from nuisance-level
contingencies to cauastrophes, their general effect was to delay projects
considerably. In a limitéd number of cases, the project d1rect10n was

altered substantially as well.

“ .

[°S

N . A
Table VI-2 lists the most common events included in the category of

unanticipated events, though in some cases project personnel had prior

knowledge of them. - ,
Q. -
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. Table'VI-2
, v
MOST COMMONLY REPORTED UNANTICIPATED EVENTS

L

Internal to Préject - External to Project
Staff turnover Financial shifts, reorgani-
. zation within LEA (including .
. Director & key staff clos1ng of project schools)
ﬁ\—;ercretarjal Local political actions
' (including teacher strikes)
. Interns r
Project reorganization Community demographic shifts
(in response to-other
unanticipated events) . Leadership change, reorgani-
} zation at the IHE
Prolonged illness of -
key staff

.

Although unant1c1pated -events are largely outside the control of the

’ project and beyond the reach of-government policy, they are important to our

story because of their crucial role in the activities of 'most projects.
Althouéﬁ they often appeared to frustrate both the best laid plans of local
people and the intentions of government policymakers, they represent in our
view a basic fact of life to which projects and governmént guidelines must

accommodate themselves. -

]
- ’ 3 3 * l
They also provided local projects with an important kind of

opportunity. The mast sd@%eéaful prqjects'were those that coped flexibly
with the unanticipated--which meant, among -other things, that objectives and
management charts were constructed or 1nterpreted with a correspond1ng
flexibility. In this spirit, personnel in a m1nor1ty of cases were able to

é.
turn unexpected adverse circumstances*into opportun1t1es for creative

: e
‘\\a_/
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action. A crippling teacher str1ke became in one la ity a focus for
tra1n1ng efforts aimed at teacher morale,'ln a commuifyggexper1enc1ng
mass1ve enrollment decline, the necessity of reorganizing schools gave the
prOJect a theme for planning-year activities: the planning of new
educational programs for school buildings utilized in new ways. These are
but two examples of constructive responses to unanticipated events, which
underscore the fact that agency guideline€s, various support mechanisms, and
flexible local planning interact in creating such responses.

» %
14

Prior Project Experience .

Projects did not, of course, start from scratch when they received
. government funds. In all cases, some groundwork was laid during the .
 proposal process, which we were-not- able-to-study-directly. But we did _J_ _ ..
1eatn by Teviewing proposals and by evidence from the planning year that
commitment on paper (in the proposal) and commitmegt\én fact (during the -—-
planning process) were two separate things.  The latter, not surpr181ng1y,

was much harder to achieve. , —_—

w0 - .
A different and more important kind of groundwork had been laid in -
lprojects with former afacher Corps experience or other related program
activity at an earlier time. This did make considerable difference during
.the planning year. Approximately two—-thirds of - the 132 sites had experience -
with Teacher Corps during former cycles of federal funding. Although the
program in thoge days was more limited in scope and was targeted more
specifically on certain types of activity, it still contained many of the
- elements included in the current version. That experience appeared in most
cases to prov1de an important foundation on which to build the efforts in
the present cycle. By contrasty cases which started from scratch had to‘
buildwthis~foundatiop. ' L.
This kind of project history (or experience with similar government-
sponsored programs) implied several things about time. Projects with that

.background tended to move more qutckly through the_preliminary stages toward -
: ‘ : < '
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an operational stage (and such projects wifﬁlmore apt to be impatient with a

full year of planpning). Once ope;§tiona1 activities were under way, these
projects more quickly attended to efforts at institutionalization or
dissemination. For example, some projects conducted community council
elections by building on the efforts of past community advisory boards, thus
saving considerable time and energy during the early/honths of the
planning/developmentai year. in other projects, personnel from‘former
Teacher Corps cycles became key core staff members; their famil{:;ity with
thefprogrém and contacts with project schools, in particular, did much to
establish credibility as projecté were getting undeg<way. By comparison, a
number of projects new to Teacher Corpé spént'mo t of the planning/ ’
fevelopmental year trying to "get their Eeea\ipjihe door."

>

Projects with former Teacher Corps experience also provide evidence of
the effects of long~term federal funding. On the whole, we saw more
evidence of continued positiQe growth from loﬂg-term funding than the
opposite. In a 8ense, projects that had used several cycles of Teacher
Corps funding to build and establishystrong programs give some evidence that
institutionalization of government-funded improvements can take place.
Another SRI report (Bush and Bock, 1981) explores this q?tter in greater

ey

detail, with emphasis on lasting change in IHEs. }

.-

Concurrent Federal Actions-

4

In several ways, concurrent actions and events at the federal level,
influenced efforts to implement the Rules and Regulations at the local
level. For one thing, the Rules and Regulations projected levelsﬂof tunding

for each of the 5 years in the grant cycle, subject, of course, to the

_"availability of funds and continued effectivenéss of the project.”" The

agéilability of funds decreased unexpectedly twice id the 3.years we studied

_-—¥éacher Corps; at present, further (and 5otentially drastic) cuts are

Q
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Unexpected cuts in project budgets had predlctable effects &t the local
L

level--loss of morale, loss of credibility, cancellat1on of certain project
schedules-—-each w1th‘1mportant implications for project timelines. First,
projects experienced considerable delay as they regrouped and redirected
their activities; in a phrase, it took longer to do less. Second, projects
lost momentum as morale dropped.and hoped-for activities were cancelled. In
short, some of the benefits of the 5-year federai "promise" were undermined.
Some participants who had been willing to become a part of the prOJect

backed ,off, especxally community people and some project school teachers.

Staff cuts were necessary in most prOJects, with a consequent loss of

accumulated expertise and manpower. The broad scope of project operations

.had to'be narrowed somewhat. Had Ehe cuts happened only once, they might

have been readily absorbed. But the repetition of such cutbacks more

seriously diminished what many, projects could do. The following quotes

illustrate the effect on many projects:

By the time that the refunding proposal was sent to Washington, we
had learned that we had to submit two budgets—-one operating on the
original amount and the second budget with a $50,000 reduction.
This event was detrimental in two specific ways. F1rst, we now had
to look at the plans for the second year and decide which things -
had the highest priority and find ways to either cut personnel, cut
programs, Or reduce the amount of thrust in various’ areas. Thls
was not an easy task 51nce task force personnel had worked very
hard during the plann1ng year and wepe very excited about what
might be accomplished-during the first year of program !
implementations Setond, when efforts were madé to cut the budget,--
they had a negative impact on the enthusiasm that personnel had for
the project. It became evident that, although personnel understood
' intellectually the cut was going to be a reality and we could not -
" do the things we had planned to do, it was a difficult time for
many people emotionally. It was emotionally difficult begause for
almost a year they had given of their own time and energy to make
plans for a program which they had, created and felt very good
about, and now because of lack of funds -it had to be reduced and
would not be what they hoped it would be.

L

71 °




Another project made these comments about budgét cuts:
Budget negotiations strained the collabolatlve efforts of the T
prOJect. Amendments responding to current assessments of the _. :
program and suggestions from Washington about role designations and
degcriptions moved smoothly into 1mp1ementatlon plans whigh were
acceptable to all. Budget cuts, however, were not easily shared
and agreement was not easily reached.

Both before and after submission, many informal, off;the-record
meetings were held by various subgroups to try to sort out budget
supports and cuts. These were accompanied by rumors of political
maneuvers, withdrawal threats, and attacks on one or another group ™
or program element. Feelings of distrust and animosity between {

groups and individuals appeared (or resurfaced). Activity on othe?

fronts slowed down, shifted focus, or became hectic. The project

finally submitted & budget with a $25,000 cut all gould agree on,

along with a $50,000 reduced bud which all,agreed was

unacceptable. The former was tuvrned down in Washington.

-

2 . 0
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Budgetary instability at the federal 1eve1 is’ an easy target for
complaint and a difficult contlngency to accommodate. To some extent,
cutbacks in Teacher Corps funding lay out51de the control of anyone directly
connected to the program and came about as a result of decisions at higher
poiltmcal 1evels. But the govermment mechanlsms of funding from year to
year bear some scrutlny, and deserve to be con81dered carefully when -
long-term federal or state funding commltmeots are undertaken. To the
extent that safeguards that preoerve local viability can be built in, the
investment and potential impact of long-teFm government initiatiyes may be
enhanced. ‘

. ‘, - I .

More within the control of the agency sponsoring Teacher\éorps, its
procedures for momitoring project activities (either to verify proper use of
;érent funds or tg,provide general assistance to projects) appeared to have
notlceable though sporadlc effects on local effogts. On the positive side,
we had some reports that monLtorlng undid logjams encountered as prOJects
struggled with the, problems of collaboratlon .and became bogged down in such
issues as the location of’ thetdlrectorsh1p‘ Outslde 1ntervent1on in such
cases helped speed up what otherwise oould'have beefi an interminable
process, such support . was partitularly hﬁipful early in the plannlng/ 'g:
d8velopqent year. 'The EOIIOW1ngAqu0te lllustrates/ﬁhls kind of event:

-




The visitation and, especially, the exit interview conducted by the -
Washington program specialist mark a significant "turnaround" in
many project activities, particularly in the LEA arena.

First, she was received by teachers and school officials as an
impartial "authority" figure. She was, thus, successful in

facilitating .staff activities and, for example, in having such
things as workspace designated.

Second the program specialist was able to help the community
council "rethink” important decisions, for example, its "life term '
of office" provision in the council bylaws.

. Third, the exit interview itself, as a medium through which all
project constituents could communicate, was an opportunity to
correct misunderstandings, air differences, and gain informal as
well as formal consensus about project activities and directions.

Y

s+ Fourth, the site visitation experience was a kind of on-site
orientation and training activity which gave useful additional
perspective to prior national and network conferences. The
bewee = . - - -.gpecialist was most- helpful.in prov1d1ng_spec1f1c'examplggugn local ;.
— terms to clarify further'issues to which the project staff -rad

N
N addressed itself. .
Vi 7 .

‘s

On the negative side, monitoring sometimes was pérceived by projects as
adhering too rigidly to the "letter" of the Rules and Regulations,’and thus
as contributing to project rigidity, with parficularly counterprbductive
effects when préjects faéed difficult unanticipated events. .In a few cases,
pro;ects seemed to lose tlme and momentum as a result, to say -nothing "of
losing the all- 1mportant sense of local control proclaimed by the Rules and
Regulations. - . . . -

* .
- . ] .

' The reports we received from documentation essays on agency monitoring
were éar from systematic, so that these comments should be considered
"provocative hints' rather than substantial find#ngs.

.
These three factors--unanticipated events, prjog project experience,
and concurrent federal actions--had a powerful collegtive .influence on local
projects. If one can talk about & "bottom-line'" implication, it was’ that

more time for.local action was required in order to take these factors into "

N e
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account in the conduct of project affairs. The fact that Teacher Corps _
provided ;.correspondingly long time frame heipéé-éifgerent projects cope
with these factord. Ia that way, the federal policy provided.local
participants with théir most critical resource: time in which to carry out

their interpretations of federal goals. I

Summar
. The following observations sggmariZe’our findings fegarding the time

dimensions of local project response to the Rules and Regulations:

(1) As far as we have pursued the study (ghe first 3 years out of a
S5~year program), the extended time fragpe for project activity
appears to be particularly useful, if hot essential, for enabling \\
a complex collaborative program to tak place.

Rt A Ee s S -
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(2) An extended period for planning and develo ent.contributed to a
stronger foundation for subsequent operations.~¥hé designated year
for planning was not always the most productive length of time; .
the data sufgest that a shorter but flexiblé planning period would
be more useful to accommodate the range of project conditions
- encountered. T .-

(3) Unanticipated events, in the’localliﬁstitutional setting of the
project was a major factor for most projects, with the general
result -that things took longer than expected. Several types of

) events predominated: .

r rd

. External to the project: ‘sudden shifts in community demography,
sudden changes in institutional funding or organization,
unexpected political actions (e.g., teacher strikes) affecting
one partner or the project as a whole.

. Internal to the project: unexpected staff turnover; project
reorganization; prolonged illness of key'staff. ‘

=
.-

(4) Prior history of ;related project activity tended to facilitate
planning/development and subsequent operations, with the general
. resuylt that things went more quickly. Seen’'in a more long-term
perqﬂéctive, these cases represented an extended federal
. commitment to Teacher Corps activity, which had a positive effect
" on local project capacity to establish 'strong training programs
over time. .

e g -

. .
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(5) Federal policy actioms both facilitated and impeded prolﬁé
pects of

efforts during the ﬁtann1ng and operations phases.

federal action were most noticeable:
. Federal budgetary action created instability at the locgl level.

. Monitoring had )both positive and negative effects, depending on
ell as on local

and style of monitoring, as
that made a given outside 1ntervent19n either

the flexibili
.clrcumstance
meddlesome.
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o S VIl FRAMEWORKS FOR COBLABORATION é:

. This chapter presenté four lessons about the collaborative process that
L4 .

—_ we lear?éd from the Teacher Corps expérience: -\
A}

. « Collaboration was difficult.
# 4

L . Despite the diffiiculties, projects per81sted in their efforts to

N //(’T—N achieve a viable collaboration beyond minimal compllance with
federal requirements. : . . . .

- ’)’

. Collaborative arrangements were usually unbalanced.

. Collaboration produced work1ng relat10nsh1ps that previously-did not .

exist. . P

N

"Collaboration" is not explicitly defined in the Teacher Corps Rules
. and Regulations,'although it is specified in two provisions. Section 172.10 )
' ‘ states that "the institutionms, agencies and co&mﬁnity council which
participate in a project shall collaborate in planning, carryi g'out,'and
\\ evaluating the project." Section 172.61 requires ﬁkat "prOJedt objectives
must be developed jointly by the institution of higher educat1on, the localf/ﬁ.\\\\__,/#

educational agency, and the community couqc11. ‘Most projects interpreted

these provisions to mean that a wide array of people would participate in
the project and that collaborative arrangements formed in the beg1nn1ng of ‘
roject would continue throughout the life ‘of the prOJect. (Another SKI
ort also deals with the topic of collaboration in Teacher Corps projects;
see Deslonde, }980). .

.

-

Thé Difficulty of Collaboration

.

. ]

L. There would be little disagreeqent among Teacher Corps project,

participants that collabération is difficult.’ As one documenter wrote:




. . . .

According to Webster, collaboration’ can mean working jointly w1 h
others on a project or cooperatlng with an enemy occupying one'
rritory. Both definitions have been‘*used in our project....

{
Four conditions in most projects appeared to make collaborative working . f

’

"* sarrangements difficult: X //k“ ’ ) B

~ -
[

f . The diversity of participants ’ ~
“@

’

. ) . The lack of established, vehicles for collaboration

¢ . . a

~ .l I3 3 I3
’ . The need to agrée on a single set of objectives 4
* . - . 9. i . . o~ M = . . *
. . Differences’'in definitions and expectations of collaboration.
' . . r 2 ‘

.
3 =
: 5

{ - .

i

Diversity of Participants-a#First, a wide range of actors were brought
together to plan, carry out, -and evaluate the proéramh. Table VII-1 lists.
potentlal recipients and providers of Teacher Corps. services. Although all
of these people are concerned with education, in the typ&cal pro}ect few of ga
them had worked together ‘to plan and carry out an educatlonal 1mprovement $ .

plan before their 1nvolvement in Teacher Corps.
. ry . -

1

- - 1} -

~

‘o«
.

S . f -~
] . Vehicles for Collaboration--Second established vehicles for

- collaboration did not exist in most pro;ects. Even within institutions and
individual schools, chanhels fo? joint work had to be createdr Most - : s
projects quickly learned that they had to create both communlcatlon network$

and collaborative worklng groups. For example, a documenter W te.' .

‘ .
> . A .
.

‘ » The major lesson learned was_the difficulty in keeping the ines of .
communication open to this™ldrge, diverse group o people. I am .
rem1nded oft the story regarding the feather pillow that was scattered

to the wind. It is impossible to regain all the feathers tHat were .
originally there. Our communication process is a lot like this. One
- . misstep, one forgotten person oOr group, and you can spend days trying

>

to mend the broken channels--an almost 1me331b1e task. s )
- \J - . ¥ © ot b )
- ’ '] ’ & .
O . &+ : ‘
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/o Table VII-1

~— ,/ s ¢ ~ .
,PARTICYPANTS IN A -TYPICAL.TEACHER CORPS PROJECT -

o . .

A 1'

' !

Institute of Highgr Education (IHE) ' Local Education Agency (LEA)
IHE President i . School board members
Federal projects admiﬂ?ﬁtrator\ ! Federal projects administrator
* Dean of school of education . Superintendent .
Department chairpsrson$ < . ; Staff development personnel
. $e1ected.fa€plty*' "‘ . . . e.g., curriculum ¢oordinators
N . . ’ ? ‘ N
Project core staff* e Project school staff .
’ " ’ , R
- D}r!btor ) v Principél
w Specialized profesq}onaf‘gtaff ! Other school administrators
.- (e.g., documenter, community . Teachers" ’
coordinator, program : ! Counselors . '
» .development specidlist) . Aides \ . B
*  ,Clerical staff , - . (Students) '
Team leader . ¢ ' ’
Interns .o . v !
. N . 4 [ .' -
(’ - .‘; N - / i .
-, : : Community - .
5 “4 x N v P B ] .
L P ¢ . .
s . Community council chairperson ..
i . Community gbuncil members )
+ Other invdlved community people \
¢ 7 T, (p@rents,'rébfesentatives from service c, e '
o . ¥ agencies amd qeighboghood social), civic,. '
o (énd businéss orgdnizations, etc.) cho4 -
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Project core“staff and selected IHE faculty iecei}ed paymeént, full-~ or”
part—time, from project funds. Most Teagher Corps projects were bagediin

an IHE, though some were LEA-based. \ . \\

‘. .

..
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All projects: to establish vehicles for collaborétivg action. The
Teacher.Corps Rules and Regulations specified that projects form a poliey
board with a minimal coﬁposition of the dean of the school of education, the
"superintendent of the LEA, and the chairperson of the community council. _
The yolicx board, thus composed,‘gives equal representation to the tpree
Rrihﬁipal groups brought together in Teacher Corps projects. Many projects

. addedMother members (e.g., teachers, union representatives, principals,
students, other community members), which created a different balance on the

board.
/ )

t

k The policy board was rarely the only vehicle for collaboration. In
fact, it was often seen as an ineffective vehicle, because some of its
. ) members’ had limited involvement in the project and were not active in the

. day-to-day project activities. As one documenter put it:

In practice, however, the policy board may not be nearly as
effective as it is meant to be. This is due to the fact that for
at least two of its members (those representing the IHE and the :
LEA) and possibly for the third member (representing the
community council) the board meeting may tend to be simply an
additional "lay=-on" in a schedule that is already overcrowded.
While every effort may be made to keep members informed as the
- project develops, they may have insufficient personal contact
o .. with the daygto-day operations and, as a result, have only a more ) .
s or’ less imp€rsonal interest. The viewpeint of the community ’
., person, who usually represents_ the grassroots, may be qulte
. different from the viewpoints of the IHE and LEA representatives,
‘ e who are administrators. As a result, members of the policy board
", ' may tend to talk past each other when they express their opinions
... or to be sattsfied with only surface lmprQSSlonS of what the
.project is. doing..- .
-, ’ K
Whether the policy board was seen as effective or ineffective, other

’ : a;enueé were dgvéloped for collaboration between people involved in the
gctual projecti\Et1v1tles. Projects developed task forces, working groups,
. . and committees that met-* regularly thrOugh the planning year arid into the
operatlons years. Such_commlttees oftén included teachers and -
aéministrators, community council members, and IHE staff. Some
¢ colLaboratlve commlttees generated and evaluated projectwide actiyities;
others focused on specific tasks (e.g., the needs of one school, techniques

to increase parent involvement).
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special workshops. These devices were effective if held in conjunction with
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Some projects.tried to encourage collaboration through retreats or ‘?

ongoing collaborative activifies but were 'of limited utility as the sole

agree collaboratively on a set of objectives for the project. Often, quite

. . . e .
divergent sets of goals and ob)ectives were suggested by collaborating .

-

. -~

.

Agreement on Objectives--A third source of difficulty was the need £o

members, and priorities had to be set. The following documenter's *

observation illustrates this point:

>

It became evident in the course of the initial year that .
expectations of what the proj¥st was going to accomplish for the
schools, community, and college varied widely from one individual
to the next, depending on his/her particular orientation,
experience, and needs. Judgment about the effectiveness of Teacher
Corps s, of course, directly dependent on the expectations brought
to it.
' A

The superintendent of schools was Hopeful that the project would
successfully cooperate with other plans in the chiy to bring about
*a revitalized and imaginative educational system, 'the LEA Learning
System," as he conceived it. A second member of the policy board,
the dean of the IHE, saw the project as being of benefit to the
college. by broadening the awareness and sense of responsibility of
the college as a socially involved institute. The chairman of the
community council looked to the project, generally, to improve
education in the schools and, particularly, to provide greater
opportunities for serious students. Teachers hoped for help with
many problems, from student dis¢ipline to adequate parking
facilities. One principal was quoted as seeing the project as "an
instrument of assistance".to help provide training and retraining
\for teachers; another principal cggsidered it a resource 'to help
devise strategies to confront issues." Parents also had varying
hopes and expectatidns, from gaining advanced programs for gifted
¢hildren to finding ways of participating directly in decisions
affecting their children's learning. :

. . N
There were several sourcsf of problems in reachimpg agreement on

priorities to be given to different objectives:
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.+ Mifcomminication. M18cbmmun1cat1on was easy when community members,
LEA central office staff, IHE faculty, and classroom teachers tried
to share 1deas about education. They spoke and thought differeatly
about the world of schools,, reflecting the1r an involvement. T o

- s

. Position in the educational hiérarchy. Ideas and opinions of

participants were often judged in light of their position in the
education hierarchy. ' Many groups had difficulty overcoming status
d18t1nct1ons between professors, administrators, teachers; and
communlty members. - ) ’ :

v

- A
Time commitments to the projec¢t. The amount of time Reople ceuld
devote to Teacher Corps was determined by their other commitments
. and by project decisions. om whom, to include as part of the statf.
Relatively few part1c1pants Jere centrally involved in ‘Teacher )
Lorps, and those centrally 1nvolved tended to influence decisions. . ’
more .did than other part1c1pants. R _ ,

» L)
. Responsibilities outside the project.. Participants' oPjectives for
> the project were-usually based on problems they had outside the

prOJect. Teachers looked for help with problems in their clasqroom,
parents wanted help for their* children and for their community; = ™ -
while IHE faculty and LEA administrators often.wanted to develop hew

" systems for service delivery or to test innovative educational

practices. !

~

Cultural differences. Most projects were culturally heterogeneous
in makeup. Leow-income communities were often minority communities,
. and many projects and project schools had ethnf!ally mixed staffs. y
* Although most project participants had previously worked in
ethnically heterogeneous situationg, differences in style and world .
view still had to be faced in order to work collaboratively.
¢ . . N LS

\ .

7 N~

Definitions and Expectations of Collaboration=-The fourth reason

collaboration was difficult was that definitions and expectations &t

collaboration differed. Although the term "colTabdration" means to work

jointly, there was'an expectation among many project participants that it

also rmplled par1ty or equality. “Some groiips fatthest from project .
dec1slonmak1ng, such ag' community members and teachers, often complained

because they did not receive an?equal shate-of the budget or because the§ T
felt they did not have &5 much’ input into plans as did other‘particiéantSo .
They also felt their goals were given a lower pr10r1ty than the geals of
othex. groups. Many of the groups that called for parity had had negative

.4
experiences with prior involvement in educational prOJectsL where they felt

~
- . h
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ot " they had been included only to "rubber stamp" plans made by other groups;

-

- . - N

they did not want a similar role in Teacher Corps.
R ,
Other voices urging that collSBoration be ta&en to mean "parity' came
‘trom cedkain project staff members, who acted as advocates for less powerful
participant groups. As a documenter indicateq,”this\kind of sentiment
refiects, among other things, a deep commitment to altering power ‘ 5,
relationships embedded in the society at large that are resistant to
change. These advocates, and those thgy tried to fepresent, were a strong ;
‘constituency to be accommodated within many projects, which made the effort
. to collaborate more difficult. A number of documenters reflect this .

orientation, such as the following:

It is unrealistic for TeaCher Corps, or any other change mechanism,
to expect a dismantling of the present system. It is also .
unrealistic to expect those in influential positions to slash their
own power base. However, education is indeed in a state of -
transition, and what will make education an efficacious agent will ’
‘be 4 commitment to a conceptual framework that will synthesize
fragmented visions. Only a system which will gllow educators to
encompass the collective experience of IHEs, LEAs, and communities
) can provide a clear and rational course. . )
As in other places, the educational system in our community is
e divided politically. Primarily, a division exists between camps in
favor of advancing the interests ofi the oppressed or the elite
groups. These groups often disagree, because they perceive an , .
. imbalance in the allocation of resources and access to power. Yet
Teacher Corps has been &ble to breach differences by inviting '
participation from both campg. and other independentg”who have :
. offeSed conciliatory visions. The resu'lt has been a successful
. "'planning year consisting of an effort of a wide social base rather
. - than a model designed by an elite few.

. -

Developing Awareness of the value of Collaboration

Projects start;d té colgaborate for several reasons. "First, all
\«// projects had to collaborate'in order to comply with the Teacher Corps Rules  ~’
and Regulations. At the least, they had to convene a represehtative poficy
board. Some projecEs never went\Bzyond perfunctory égllaboration. They may

have held an occasional planning workshop, but .they did not é?btematically

¢ . . ’ ,
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bring together dlverse people :to plan and do the work of the project.
Second, some prOJect participants may have started collaborat;ng before the
2uf&ent cycle of Teacher Corps. Many IHEs and LEAs had been linked through
previdug Teaﬁher Corps projects, desegregation plans, and other educational
improvement efforts. Many members of community coungils were active in
other community organizations and advisory boards and had previous
experience working with LEA staff. Third, some part¥cipants realized that
the mandate to collaborate gave them a vehicle to begin work on some plans

indirectly related to Teacher'Corps: For éxample, brofessors were able.to

. test theories of learning or innovations in teachers' classrooms, IHEs could

experimeht with ways to serve a new clientele (e.g.,rprovide field-based and

community-based programs), and LEAs could use the expertise of IHE staff to

address district problems. Fourth, the strong commitment of some project

staff or community people to achieve greater parity among participant groups

Once most projects stért%g working and learned that collaboration is
not easy, they continued to juggle agendas and develop or mend communication
channels. Many projects moved from one problem to another during the early
stages of collaboration. They se%med'té‘believe that "if we can just get A
over this crisis, our problems will be over.'" Although no one’ problem was
their last, collaboration become smoother with time, and most projects began

to realize additional benefits from collaborative work.

Once collaborative arrangements were developed and people with
expertise in different areas knew eé9h oFHér, they began combinipg talents
to tackle problems. For example, by the beginning of the second year of one
Program 78‘pf5ject, the district office st;ff and several IHE faculty had
been working together for 1 year. 1In September, the city superintendeng
unexpaectedly requireq that all elementary schools develop a comprehensive
freading’plan within a few weeks. The schools turned to the district reading
spec1al1sts, who, in turn, called-on two members of the IHE faculty for
help. Through their Teacher Corps planning exper1ence, they knew where to

find expertise applicable to the problem. .

84 :
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Other projects disgovered that the IHE, LEA, and'commﬁnity shared the

-

same objectives and that, collectively, they could tackle a problem better
E . .

. than if they approached it alone. A documenter wrote about how a poliéy

—_

board served tq coalksce ideas on how to meet a. mutual objective:’

. L4
* The wofkings of our policy board are necessarily complex. It consists

of a variety of formal and informal relationships among individuals N
representing both defined and obscure constituents. xet, despite thid
diversity, the group has functioned as a task-oriented, project=-
specific unit. The most recent example of the group's ability to * N
function in a collaborative mannet resulted in a series of public
brainstorming sessions addressing one of the primary goals of the
project: increased community involvement and participation in the
schools. ; .
. ‘ - . . AN ]
- . . . . . . . . .
Policy board*members individually identified this topic as a -

project-related concern of primary importance, each for his own set of
reasons. Yet, these individual agendas reflected an understanding of
and sympathy'toward other positions. _Sor example, the district
superintendent was convinced, long befdre Teacher Corps, that community
support was essential- for running successful schools and school
districts. Ovef the years, ‘he has searched for and tried many ideas to
idvolve gpe co unity in the s%hools. His premise is ‘involvemefit
leads to genuine $upport." .This involvement is perhaps one reason that
the district has not lost an operation levy in many years.

“

The community council chairperson is convinced that district policy
should reflect .community standards. One of t ys to ensure that the
professional staff of the school district undé€rstands the'se standatrds

is to get the community into the schools. He advocates opening
buildings for community activities, expanding the parent-—teacher-
conferences to include home vigits, and offeripg continuing education
courses., '

The IHE dean is acutely aware of the changing- role of the university.

His perception is that the univergity cgs no longer expect individuals
to come to its campus. In order to thrivesin the future, it must offer |
more to-oldet learners and begin to examine their special needs. A
facet of this redirection must invdlve working-more witjr communities

g and meeting their needs in their settings..

2

L)
-

3

. The ‘discovery of mutual interest took many forms. 1In projects such as

the one just quoted from, it happened at the level of. the policy board; in

« «

other cases, it happened within school-site plenning groups or training

sessions combining IHE and LEA persommeluy——-

4
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In the1r efforts to ach1eve workable collaborat1ve arrangements, most

s E
! projects moved fac beyofid minimal compliance with collaborat1on requ1rements
v ‘spec1f1ed by Teacher Corps. Field visits to a representat1ve, 30-project

sample suggest that this pattern of pers1stence ‘occurred in as many as
three- quarters of all prOJects. The pattern was further conf1rmed by
documentation essays in which nearly all progecté“rated the collaborat1on
requirement among the most .important provisions in the Teacher Corps Rules
and Regulatidns. ‘This in itself is a significant finding, considering: the

. formidable obstacles thiat stood in the way of- effective collabo#®tion.

j - h i : ’ t

Collabogative Imbalance * . ' .
f. - .

3
*

As ment1oned above, collaboration rarely peant equal participation in

project activities. There were three pr1mary areas in which collaboration
)

. was not equal:’
1

. e <

. Disfribufion of responsibility and involvement in the project
. . ; Va

. Control over financial and resource distribution

- ]
~

. Priority given to goals and objectives of various froups.

Table VII-2 Summarizes.SRI field visitor observations about imbalance

-

in the three areas of progect act1v1ty As the table shows, nearlyi'

three*fourths of the representat1ve sample progects were cons1dered

. unbalanced for each area of activity. .
f ) ~ 4 o
= Projects were characterized by different kinds of collaborative

imbalance. In some projects, one group dominated all three areas of project
activity. ‘Sometimes, this group was dominant because its member# were
inverested pr1mar11y in furthering the1r own ends (e.g., an IHE that wanted
to develop an off- campus program; an LEA that wanted to create an inservice

s staff devglopment program). Sometimes, certain part1c1pants did not have

. < the same 1eye1 of 1nterest.1n the progect or experience in planning and
IR carrying out pro%:ams (e.g., teache:s or community council members who ;
- allowed the IHE or LEA to determine the objectives for the project; an LEA
) \ —
[ .
86
Qo o ; ' i

f S
ot

Aruitoxt provided by Eic:

ERIC .f o 0




-

. Téble VIii-2

7/
./
' " SITE VISITOR JUDGMENTS ON ~
' DEGREE OF IMBALANCE IN PROJECT COLLABORATIVE ARRANGEMENTS . *
- A . ‘. - *
. ., - ' §>Site Visitor Judgments*
Area of Project Activity Yes lv;/feslNo No
_Collabgrative arrangements were unbalanced, ‘
either throughout the projéct or within ’ . :
given components, in terms of which A - : ,
group(s): ) . )
3  Did the bulk of the work - 79% sk . 16%
(15) %(1) (3)
Controlled resource distribution 76% 0% 24%
. (13 . (0) 4) - .
, Had primary input intd definiﬁg ’ 78% \ 5% 17% }
objectives ~ (14) (vy - (3 . i
Had higher priority given tg its t 80% ‘0% 204
(their) needs and desires {16) (0) (4)
, -
. —,
. . 'y "
o ~ . : ‘ '
Note: *Percentages are based on number of cases (shown in parentheses), .
excluding "don't know'" responses. ,
3y . /
Site visitors who v131ted projects (N=25) in the representatlve sample N

were asked to react to the summary statement in the table. Explanatory
comments and field reports added substance to the ratings. Where slte
v1sltors were unable to-make a Judgment, they 1nd1cated "don't know.'
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LR 2 ’ . , '
that provxded access to ‘schools but was otherwise jmactive). In a few
cases, one group dominated because it" had a’vell de_;ped mission 'to. peréorm
in the schools, and the other part1c1pants agreéd to help accompllsh it.
For .example, .in one project the LEA had a sophlstlgated staff developthent
center before Teacher Corps. It deliberately sought out an IHE that woula
support that center's initiatives rather than)compete w@th it, and a .'&

successful collaborative relationship resulted: sIn the majority of

~ pro;ects, howeyer, no one group domlnateu a11 activities.

/\ ' ! ~ )
</~\ The fact of/}m ance within each prOJect (ollaboratlve arrangement

L3
Q

ERIC -
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raises an’ portant question: if the\hrrange ent permltted one gr0up “of>
participants to dominate others, was tthe, n fact, any collaboratxon at
all? Our ahswer is, in most cases, yesi , The degree of collaboration
exhibited within’ ‘a pro;e@t as a whole, or within component pgrts of the,
project, could usually be placed along a contlnuum from extiemely N

unbalanced" (at wh1ch point "collaboqatxon" ceased to be a useful

description) to "extremely balancdd" (at.which poxnt collaborating partners

worked togetner jointly and reTatively equally) Movement' ‘toward the more
. ) . Y
balanced end of the continuum was slow and d1ff1cu1t, for the reasohs

discussed pfeviously in this chapter. Most cases fell somewhere in the

middle. JIn such cases, diverse groups were productxvely engage&'xn common

tasks, despite the fact that ene group had a greater 1nf1uence over the
course of events. ) * :

.

Formation gf New Working Relationships
.

A major benefxt of participating in acollaborative ‘venture was that
new %Prklng relationships formed or were strengtﬂened. Teacher Corps
projects brought together a group of people concerned about education for
low-income children. Although they shaded a common 1ntere9t, most had not
worked together previously. In most prOJects, they dlscovered through
working collaboratively that each had a contribution to make toward solv1ng

' .o

jointly identified problems. -
’ =
®103 '
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-&e New working relationships fonfgd between ap@ within institutions,

- -~ . ,
- M .
Y
.

tween individuals, and between the commﬁnipy and the institutions.,, In
some cases, ;ela&ionships that had existed preViousl§ were strengthened by
Teacher Corps.- !n many more cases, éroups that had never worked kogéther
developed a basis for doiné 8o.. Some working relationsﬁips were horizontal,
bringing together groups with similar backgrounds and daily‘coﬂcerns. For
example, LEA central office staff developmeag personnel began working with

IHE faculty on the task of providing training. IHE deans found common

N

‘ground, with LEA superintendents through their interaction on Teacher Cotps

policy boards. Teachers frem different schools and different gfade levels
formed working groups. Other working relationships were Qertical, cutting
ac*bss levels of the educational hierarchy: 'teachers began working closély
with LEA aéZin%strators and IHE faculty. Still otger relaéionships spanned’
the boundary between educators and the communiiy by bringing parents in

closer contact wifh teachers, administrators, ‘and IHE faculty{ The

~ o . ~
following discussion provides examples of these relationships from Teacher
Corps projects. . ) .
.. . ) . ' . ‘
. .

-~ ‘

.
<

Relationships Between the IHE and LEA--Horizontal working relationships

often developed\bgtween individual IHE facult¥ members and LEA staff. In

ore- gite, for example, an iHE professoé and the LEA curriculum codrdina;or
team—taught a course on curriculum development._ The brofessoi taught the
theory, and the curriculum coordinator related theory to practice in the !
context of the district. The teachers were asked to develop a new reading ‘
curriculum for the district as their assignment. The course was highly
praised‘hy teachers, because it combined the expertise of the college
professor and that of the district curriculum coordinator. The professdr

said that he hoped to continug working witb the coordinator and to develop

similar working relationships in other districtg’

. —
. « ) ' '
< Teachetr Corps also provided a vehicle fpr IHEs and LEAs to work more
closely together as institutions.- Often, IHEs reeded to reach out to new
c11ente1es because of declining enrollments on campus ; many LfAs needed to
;- improve their staff development capab111ty. These ‘goals, altpo?gh v
S 89 -
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Y different, are'complementary. One Teacher Corps project, for example,
brOuéHt ogether a state un1vers1ty that wanted to expand its capab111t1es‘
in ruraf;education and a rural LEA that was extremely isolated. TherLEA d1d
. * , not have an exféting staff development capabiligy. Despife&complementary
‘ goals, the two institutions were very dissimilar. The IHE, a'large' and
~ respected university in the state, was located in the state's largest c1ty.
The LEA, in contrast, was small and served a rural, largely Hisfanic

population. In add1t10n, the IHE and LEA were separated by more than 200

miles. Although it was not easy to develop 2 working relationship between
these institutions, most of the misunderstandings and mutual suspicion had
been resolved by the end of the second operational year, and a relationship

_was established that met the needs of each 1nst1tutlon. There is g!egxsome
/"‘V
1p a

{ evidence that the 1nst1tut10ns wlll keep the1r‘work1ng relatlonsh rve
after Teacher Corps funds art no longer available. L. ;,
, . o . A
< - N 7 . -
i . . ‘ o . /
, ) » )
~

' Relatlonghlps Among Teachers—-Many pro;ects reported that increased

‘communication among teachers was .an unanticipated result of the/feacher
Corps experience. ‘Many pro;ects set up plann1ng teams that included
! representatives’ from all schools. (The Rules and Regulations eucouraged
pro;ects to develop pro;ecthde planning teams br stating that} "all pro;ect
‘ schools must joinely participate in develpplng obJectlves.") n many
- projects, teachers saxq\they were surprfﬁed to hear that teachers at
different grade levels had 51m11ar problems. Also, inservice activities

often brOuéht together teachersnfrom—dlfferent schools. In one such

///PTOJQCF, ma y teachers'in the prﬁnect.schogls (and _in_other schools) were
i in th f1eld based master's degree program offered by Teacher

orps. Few teachers/had advanced degrees because the LEA was not close to?

an IHE. Although o ly 14/fQQCH% were enrolled in the master's program,

nearly tbree<tame that number enrolled in’ each of the courses. When asked.

_to assess theye Eéctxveness oﬁ Teach r Corps, many teachers said exposure to
the1r,cou &rfg from other schools was the most valuable part of the
experienc;a A/hxgh sfhool "teacher gaid she had a new respect for the

demangs p[a!ed on e1ementa¥y school teachers. An elementary school teacher-

. P "/. —
..",(\ - \ . . P
; .'... iy / . , k - .
- »- i <
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said she'hoRed secondary teachers learneq\that elementary teachers can be a &

resource in dealing with reading problems. . ®

4 .\ '_ -
oo J\ - , 7
[2 . ”’
These examples give a gllmpse of a broad pattern: as- achers were

brought together through a collabdratlve venture,'thelr sdyise of isolation. .

°

N was diminished anH'their exposure to different perspectlves on their j&bs -

was ‘broadened.

. f
/ . he ¢ : . -
. * .
- -

M (4

Relationships Between Design and Delivery Personnel--In many pxejects,=
»

working relationships formed between people responsible for designing
educational programs (such as LEA central office staff or IHE taculty) and

-

14 . .
people who delivered these services to students (classroom teachers).

Conveytionally,kthe two grbups tend to interdct very little; but in Teacher
~

Cdrps projects, the exchange’between the two was typically extens1ve as they
collaborated on planning commlttees.
- ) ) : -
"In one nroject:yith a long history of inyclvenent in Teacher Corp® for )

example, an IHE professor an Foup of teacher's hada related interests.
The professor/was interested in thq{practlcal application of theor1es of .
child development ‘to classroom organization. The teachera}were interested .
in finding new ways to @roup children for instructional purposes. The

) professor and teachers began working together in hcpes that understanaing
levels of child development;would be of benefit o teachers and that the

y . . . . C . P

.teachers' experience with children would make the theoretical information
: 1 , .

m6re useful. Through the Teacher Corps project, the professor shared ideas

. 4- : ey g T
- about’child behavior and the teachers provided access to classrooms so tnat ,
‘ together they could experiment wlth,ways to apply,theory to practice. The
teachers saw the relevance of the professor's theoretical interests, and

they were given ‘the opportunlty fo volunteer to be involved in the project. \\\\

. Teachers remained interested because the-professor commltted aogreat dea{.ot
A\J gf -
” time to working in thezilas§rooms with yhe. teachers and their students. -
, v v
. . . d . . . £ .
In-classroom' participation of outside experts and voluntary teacher t

participation seemed in this case* to be the key. cegponents ot a good
Ve - . -
collaborative relationship. : . » i
~ — . -

*
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The examﬁle 111ustrates collaboration between 1nsiddrs (teachers) and‘a‘
"outsiders (professors), which was common in Teacher gorps. The 1ns1der
knows the problems faged in the school, but often lacks perspective on how
to approach these proﬁlems dffferently. The oytsider brings ‘a thorough
“knowledge of concepts of educational change, child develJépent, or "
curriculum 1nnovat1on, but often lacks the "feel" for how these ideas can be 1
- +applied to the daily rout1ne of teaching. Together, they can take -

~“conceptual ideas and design practical, classrdgm-level programs. -

! ” . »

Relationship Between the Community and the*;nstitutions—-Tne community
had a }ather'ambiguous role in most rdjects: Like -the- IHE faculty' and the
LEA cehtnglyofffce staff, community members were outsiders to the day~-to-day
problems of service qelivery in the classroom. Unlike the other og}siders,\
however, their potentiai cqntfibutions im educational matter's were not often
recognized by ﬁrofessional educators, and productive, workingirelationships‘
betweq‘ community persons and educators formed less often tnan reLat1onsh1ps

among educators themselves. -Problems arose because "the.commun1ty was not

an established institution with a welljdef1ned rale St/iify in schPols. As

* .one documenter wrote: v
. r ) ) ..
It 1s important for staff members to remember that community people are
at a different place when it comes fo operating within the formal
system. This d1ffe§2nce is he1ghtened by. the fact that both the
superntendent and dean are adm1n1strﬁtors of institutions with vested .
. 1ntere9ts. Probably, the two institutions have had a prior. history of
- ) accommodat1on and negotiation.. There are potent1a11y strong currents
or norms, “Which may work against the theoretically-equal tripartnership /
N of comThnity, 8choollsystem, and university. '

’ -

Few projects solved the dilemma inherent ,in this situafion. As one .
’
communlty c0unC11 chalrperson commented on an open-ended portion of the

questionnaire, "The community council is required by law, but it real is
segregated” from the PIOJeCtt which is designed almost exclusively for

teachers. .The.community feels left ‘out and pushed out." -
v 3

- -
¢ - . . A

_ Although the community was more\often thén not excluded from an

effective role as a working, partneJ in the pro;ect, gome str}hing exceptions

- ' { , Ve .

h
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oq%urred. In one ase, the commun1ty played a central role in project.

2

planning and delivery. The project is atypical for several reasons. F1rst,
. it is one of several Native American Teacher Corps’ projects, serving
geographically isolated and ethnitaliy homogeneous communjities, Segond, e
. ‘projet has a _long history of involvement in Teacher Corps. Although
undgual, it shows thﬁ% the community can have a much more active role than .
was seen in mast projects and that viable working relationships can form.
$ P N . ‘ .

~

. . , B '
- ° + The primary focus of this Teacher Corps project-.was to train Native

Americans that live in rural areas to be certified'teaohera: Teacher Corps
staff members at the THE decided that the key to success would lie in their,
ab111ty to be responsive to the community's definition of what was needed.
o In most Teacher Corps projects, the community council chglrperson was the
only oommunity member on the policy board. In this project, the entire
S ) 12-member  commy ity council was voted onto the policy board, to ioin the
, . dean and the superintendent. The Teacher Corps project director explicitly

" took the positiion of "executive secretary" to the pol1cy board. ‘He’served
. . at the 'board's pleasure and was its agentA)although in pract1ce this did not
smean th%t the community council got its way on every p01nt of controversy.
The commun1ty counc11 itself wanted the teacner tr81n1ng progr®¥m both to -
’ . [/ meet the neeﬁs of pdral Native Amerlcans and to be recognized as‘a .
. : legrtimate.cred tial by the yorld at Large. Thus, the maJor decisions ‘
- facing the poliéy*board'ﬁeeded to be played off against the realities of

' life both in the rural Native émerican village and in the academic setting

_ in5which teacher training credentials are authorized. This prOJect ach1eved

' powerful alxgnment between communlty interests and traditional academic '

force9, resu1t1ng in an alternative e of teacher preparatien that has

. graduated far more Natlve Amerlcané'ln a few years than the state s bl
tradltlonal on-kampus programi’have graduated in their entire hlstory.

. ﬁ- ) o

This Native AmefTCan project, BIong with a handrul of others, stands in

contrast to the more typical pattern in Teacher Corps, which might be .
summarized something like this: In most Teacher COrps prdjects, there are

concerned, ¢ommitted educators who believe 1n-what they call,?communlcy \)

, 1nvolvéhent," opsﬁ aomehow, “the programs that have emerged from this kind pof

Kl

. . .
! [}
.
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‘project d6 not engage the pr
low-income community's defln

-~
community somehow seems to b

the schools are trying to do

*4.

¥ !

Many progests weﬁpbserv
well-organ1zed educational
school-related dec1ilons. I
competence served to underm1
communlty members. The prof

involve the community and se

- Q’
oject in "real work" that originates from the _
ition of what is needed. The role of the
e ofst as "understanding andrappreciating what -*

for the kids."

4

~ .

ed .showed the existence of a competent,
ureaucracy that, was accustomed to maﬂlng

n-a strange, paradoxical way, th1s very

ne the opportunlty for s1gn1f1cant input from .
essional educators may e worked hard to

e themselve's as hav1ng devot oa great deal of

sincere time, energy, and thbught to the challenges of achieving good

community involvement. We o
were evident in abundance, a
enfranchlsed of the three pa
the professional educ%gors ]
interested low-income oeople

educators had everythzng und

Summary

Fourlprimary points wer

. Collaboratlon was di
. brought together aw
- establxshed collabor

- cross a number of bo

>

bserved .many projects in which these qualities
nd yet the communlty really was the least
rtners. The self-assurance and compé‘!nce of”
eemed inadvertently to send signals to

that they really were not needed, because the

er control. .

’ o

AL

’

r 4
e ‘made concerning collaboration:

fficult. The requirement for collaboration

ide range of actors without benefit of

ative vehicies. Project part1c1pants had to
daries before agreeing on priorities, and they

had to establish compatlbletdeflnltlons of collaboratlon.

-y, [

» . Projects persisted in their efforts to-achleve a workable
collaborative arrangement,\beyond m1n1mal compliance with Teéacher

Corps requlrements.
. collaboration was se

collaborated in orde
Regulationg. Howeve
commitment to the co
d1ff1cult1es. :

Their persistence.was rewarded, and
en as a vdluable aspect of project operations.

Not all prOJects immediately saw the value of pollaboratlon and

r to comply with the Teacher Corps Rules and
r, in the lorg.run, most projects developed- a
llaborative mode of 0perat10n, despite its

P

94

109 -

X




» .+ Collaborative arrangements were not equal. Some!projects were
dominated by one of the collaborative partles, while others were
- relatlvely balanced across all activities (although they were ‘
somet imes, uﬁbalanced within individual project activities). There .
was often imbalance in these areas: the distribution of
y .. responsibility and involvement in the project, control over .
, . fénanéial and zesource distribution, and the attention paid to the
goals and dbjectives of different groups. ., .
. . In most cases, new working relatiehships formed between groups that J
~ previously had had_few opportunities to work together. Some
relatlonshlps formed across institutions, between, people occupying )
’ similar positions who began working together (e.g., IHE . 4
) administrators and faculty with central.office administrators and h
) staff; teachers across differgnt grade 1eﬁéls) Relati%nshlps also
formed between people occupying different positions in the
educational hierarchy within a single institution’ especially,
-between design personnel and delivery personnel (e.g., LEA teachers
- and central office staff working together to plan training
o programs). In some cases, workable relationships developed between\ «
‘the community and the IHE and LEA, although arrangements in which
i, the communlty.took an other than advisory role in ''setting the
agenda" of the. project were more the exception than the rule.

& ' -

.
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VIII FRAMEWORKS FOR LOCAL PROGRAM DEVELOPMENT |

In thi§ chapter, we discuss the influence of a third key pfovisioq‘df
« -+ . the Teacher Corps Rules andlgggulatiéps on local project activiﬁy. Projects
‘were required to specify~dbjectives so that thg four broad goals of" the

program~—school climaée improvemént, staff development. system improvement,
' ~instiiéutionalizé’ticfn, and‘dissemination of improvements--would be met. As

get’ out in section 172.61 of the Rules and Eegulations:

> N ~
-

(a) ‘Each project must include ‘objectives.that are designed to achieve
4. _ the outcomes described [in the Rules and Regulations]. ,

_(b) These‘pxojec;&objectives must be developed jointly by the
institution of higher education, the local educational agency, and
]

. the community council. c .
' - ‘ ) )
(c) wEach project objective must be adqg;;2>by the policy board.

[N

Although this provigion may.seeq'bo,;equire the obvious, Teacher Corps.

policy had not always eiplicitly asked for it. The preamble to the 1978
. - . . . . . . 4 . . v
Rules and Regulations describes this provision as one of six major

. . 3
departures of the current Teacher Corps from earlier versions of*the program:

[}
2

Local development of objectives. Section 172.61 of the regulation' '
requires local educational agencies, institutions of higher education,
and compunity councils to jointly establish their own local
,objectives. Previously published funding criteria...required a project
to adopt one of five broadly defined strategies that included:
(a) Establishment of training complexes including teacher centers;
(b) implementing competency-based teicher education; .(c) training for
impleménting alternative school designs; (d) inter-disciplinary
training; and (e) training for the systematic adaption’of research
findings. ... It is anticipated that the commitment of people involved
. in a project and the prospects of achieving lasting benefits will be
enhanced by leaving much of the substance of a project to.local
determination. - (Federal Register, 1978, p. 7525).

’
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In the sections that follow, we report the ways in which this change in

.

regulation influenced the efforts and perceptions of project participants.
. : )2 .

-

. i . .
A theme runs through tne:cnanter: th provision for local development

Aﬁ objectives made the Rules and Beghlations.as a whole more flexible end,

in a sense, more responsive to the needs and conditions of local s}fEs. The

provision dld‘not exempt projects from other requirements that, in certain ’

instances, constrained them and were a source of considerable frustration.

By and large howev participants appreciated the chance to define for
: themselves how governm nt funds could be-u used and became heav1ly involved in
doing so. ¢ i ' .

¢ 3 €
' .

A second theme concernsvfhe process of developing objéct1ves.
¥ participants ga1ned as much from the aqt of defining obJect1ves and
* strategies for meet1ng theém as from the actual choices made. Plans, we have:
learned, are made to be changed. For a Jarlety of .reasons, projegt
objeccives were frequently changed from one year to the next. But the

process of develoging and changing them laid a more enduring foundation for

b

. \ joint action to solve local problems. o

7 - 14
) s . r
- * + + The influenges of the, local specification provision are, in a sense,
ingeparable from those of the provigsion discussed in the preceding chapter:

collaboration between institutions and community. Part of the evidence™

pertinent to poigts made in this chapter has alrefdy been presented, and we v

. wif& simplfyrefer the reader to it. The thrust of the discussion in the
follpwing pages’will be toward a more vertical dimension of "collaboration"

3 between the local project and the federal proéram'sponsor.

- v . - L
The chapter is divided into three parts. The first presents, the

pos1t1ve contr1but1ons made by requiring local development of objectives’

The second explores the tensxon .between local obJectlves and federal

intentions (as embodied in other requirements of the Rules and

Regulatlons). The third examines more closely the process of developing

objectives and what was gdined by those who participated in that process.

: 98
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Orienting Project Efforts Toward Local Needsand Conditions
. - : ) i ¢ \{ . ' ‘ 4 “ '
. . The provision for local development of objectives was, as one might 3
expect, implemented in virtually all projects. But the fact that objectives
were developed locally by itself says very little. In one sense, it could
P not be avoided, because cont1nuat10n proposals gent to Teacher Corps
Washington had’ to “contain statements of objectives.. The more 1mportant
issue is whether the objectives and strategids for meetang them ref1ected
salient, 10ca1 needs, with adequate consideration of particular local ’
conditions phat mlght make an obJect1ve more or less appropriate. The
overwhelming thrust of our ev1dence is.that this was the case. .

"
te »

,‘ ‘ ' '
Match Between Project Objectives and Local Needs

- 5“\\

L

. ™, . . .
Gonsider an example in which t?e preject oriented itself to a salient

@ unexpected) local need. The documenter described the orientation of

roject as follows:

{
’

When the local board of education voted to institute middfg schools’

. starting this coming August, the emphasis of this Teacher Corps project .
shifted. District adminis®tration began asking how Teacher Corps could
help with this change and had some suggestions for areas where-
assistance was needed. oo

' . . ’
The working relat10n8h1p between the preject and the district began to

g change gubtly as well. Instead of concentrating on a few changes in

“ the feeder schools with hopes for 1nst1tut10na11zat1on'throughout the
district, the LEA started looking toward Teacher Corps‘to provide
training. All the identified middle school administrators received

. training in June, provided by Teacher Corps, about the mental,- .
physical, emotional, and social characteristics of the middle school ° '
/ student population. The district then asked Teacher Corps to provide
training to all the district administrators at their annual conference
and then to help plan the two-day Opening Institute or teachers'
meetlngs.v With these completed to satisfagtion, the district turned
‘ over the inservicejtraining of all district teachers who will teach in

» " . the middle schoolslto Teacher Corps. These teachers will work toward

either certificatibn or authorization to teach in middle school. It

has now been decided that all 700 teachers in the district, whether or

not they plan to teach 1n middle school, will attend the inservice

'segsions. . .

s
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The example is only one of many unexpectéﬁ opportunities encountered. by
’projécts, although opportunities of this magnitude we;e not common.

. . Nonetheless, local needs considered to be important by key particibanfs

became the focus of Teacher Co;ps activity in most projects. Typically,

[ . trainiig activities were built around a pressing problem in the prOJect

schools, such as concern for 1mpr0v1ng discipline in the high school or an

1mproved math teachlng capablllty in an elementary school. As diséussed in

the previous chapter, not all salient local needs were attended to.

Usually, either certain groups were more successful than' others in pushlng

v their own agendas or thelr negds were more generally accepted as high on the’

~

project priority list.

TQo patterns emegge from our data regarding the match between project
objectives, local needs, and special conditions in the project$setting. RN
First, the thrust of inservice training in most Tases was closely related to
partlcular needs, as percelved by key participants at the local level., 1In
gome cases, teachers had the domlnant,role.ln defining need; in other
céses, 1HE members played a greater part. But whoever toeok the lead, the
tra1n1ng act1v1t1es were in some sense tailored to the requirements of a
N particular problem. Second, certain co%hltlons in the lochl setting (e.g., .

declining student population in the inner city) were closely linked to the
nature of the needs, as lo¢al people perceived them.‘ TH® points may seem
obvious, but_they zré.easily forgotten in programs conceived on a national

scale. .

-
s

Were the needs "real" and “"important"? The questioﬁ is impossible to
h answer at a distance; "neeéi iq\g concept that resists objective
definition. We do know, howéver, that on the whole the needs selected by
pr iects for close attentiof represented some degrée of consensus among
) froject participants. We did learn that, in all but a few projects,

decisions about project objectives were made collaboratively.

100
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The Federal Requirement as an Influence on Local Action 8.
) ) .
. The Rules and Regulations played a somewhat passive role in bringing
. about a match between prgject objectives and local needs: the provision for - %

. locally developed objectives acted more as an “enabling conditiop' than as a
‘causal factor., The provision removed a'potential constraint from the local
~ blanning process by not prescribiqg what sort of-program should appear at
the'local level as legifimate fulfillment of the federal mandate.
’ » " | /
ObJectlves for project action are, however, one step ggmoved from

N

actual act1v1ty. It is p03s1b1e that the tederal requirement succeeded only A N

/

what projects, ended up doing. , .

/"
in generatlﬁg appropr1ate sound1ng obJect1ves that did not correspond very

closely wit

LY

OQur evidence points to several patterns regsrding this possibility.

.

» -
FirSt,.objectives emerging -from.the collabdrative planning process were not
casually chosen. Typ1ca1¥&, part1c1pants fought, negotaated and debated

for a considerable time about the objectives the prOJecs\should adopt. As a

-

' * result, a fa1r1y concerted effort was made in most cases tb\meet the
objectives. Seeond as will be discussed at length later 1n’th1s chapter,
. objectivegs were not immutable. Relevant circumstances changed in many
.cases. Certain activities failed to generate the desired redgggse, or
project members changed their minds aﬁgpt what was important. Sometimes,
selected osﬁectives’were raqicaliy changed igﬁ?idstream; But usually the

‘* change was, if aﬁ}thing, in the direction of another, more pressing locai

! need, ‘'In‘'this way, by gradual approximations, the match between project

é’ \ action and local needs wa¥ madg closer still. One documenter's description

iliustrates this process: -

;_ * ¢ . \) ’ )

LR In1t1ally, a needs assessment surVey was administered  to the
project schools in order to receive feedback on thé topics desired
‘ for insérvice tra1n1ng Inservices wefe then established based on
this feedback. After falking 1nformally to teachers and other
, professionals, as well as observing the 11 turnout of teachers
to inservices, we realized that the needs sesgment survey was too -
' general and had not focused on the needs of the specific schools.
Thus, we moved from a school-district-level ‘approach to a specific
school-level approach. From this came the Professional Development

-
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' Committees organizeéd at each project school to serve as a
coordinating body for collecting data on student and teacher needs N
‘ and planning inservige activities within the1r schools.

One might argue that projects would have oriented their efforts to

local needs anyway. The finding from past implementatian research that

- local actors "make policy" by the way they interpret and carry out .
government directives sug%?sts as much. But in Teacher qups, this hapgened .

. w1th relatively little interference from/the federal govgfnment-—1n cht, . .
with the active support.of the sponsoriﬁg‘agency. In this way, the .

government guidelines played a facilitating role.

Accepting Diversity - ' o

* An often-repeated theme in essay documentation is captured by this

documenter's comment: X

From this project's point of. view, the mpst important provisions in
the Rules and Regulations -apply more to process and structure than
to content. I believe the federal government as & clange agent can
= be most successful by mandating steps, apprdaches, procedures\
and/or methods for effectlng change rather than dictating the
substance of that change since needs vary considerably from region
to region and school to school. Nothlng flops harder or faster
than a solution to a superlmposed issue.
. 4 . *
~ ' By encouraging projects to develop the}r éwn objectives, the federal
government implicitly accepted the fact that "improving staff development"
. ; .
could mean many different things, depending on local context. As a result,
the Teacher Corps program 1ooked very different in different project sites.
The full population of .projects, which included a subset within Native
AmPrican compunities and another subset oriented toward dellnquent youth
problems (the "youth advo%acy" projecw#s), \was more varied still. Some
projects focused heavfi?iqn the .training of interns; others devoted most of

their’ attention to inservice tra;n1ng. ‘Some brought well-developed training

philosophies and curricula to teachers, while others let a "curriculum"

¥ " emerge from specific teachers' requests. But in the vast majority of cases, .
’ ’ A ’
. - _
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the diverse objectives and the strategies for meeting them were clearly

* related to the federal goal of improving staff development. v/

3

Local project parti;ipants apparently apprecigted this flexibility.
Documenters were<;nvite9 to comment on the key features of the Rules and
Regulations in repeated essay assignments. Their essays rarely calldd for
mor explicit requirements. But exten31ve discussions of needs assessment
pf esses, planning processes, and partlcular %ocal problems addressed by
the prOJeCt are clear testjmony to the way prOJects profited from the local
speciflcatlon provision. Qne doeumenter j,sommeﬁf_taptures the spirit ot =

the majority of documenters: T p

The total Teacher Corps thrust, with its key features or "tactics," - .
doeg constitute an adequate structure for carrying ouf a program 4 '
intended to achieve the desired outcomes. They prov1de goals and : B
objectives, structure/governance, and .adequate means to achieve the )
stated outcomes. At the same time, they allow éﬁ@x1b111ty so that :
local projects can meet _local needs. ‘ .o Lo ;
‘ ' ke
The 1mp1ementat1on process is left primarily to the ,local prOJect té :
develop, but the guidelines make it clea¥ that a process must be

developed, used, and documented. 3 vy & -

“ ‘ ’ . . . Q’ ’ k2 I
: Tension Between Locally Developea Objectives ané Federal Requfieﬁents' ’
© 2 L. . ) T
. LS

PrOJects were not entirely free to choose whatever obJect1ves apd

o

strateg1es they pleased. The provision for locally specrfleo objectives was
only one of many requirements in the Rules- and Regulat1ons. Tpe directions dr'
or strategies that local projects cHose tg pursue could zun counter to other o
provisions in the fe@eral guidelines. The result often was considerable ]

" frustretion reflecting éﬁiﬁnderlying fenSion bet;een local initiatives and

government intentions. For example, pxgscribiugfﬁhe use of the first year

for planning only did not fit the cond1t1ons of all prOJects, _as che

x ~

follow1ng quote emphasizes: . -

— 3

o am p

¢
¥ .

. ]
An asﬁ&mptlon made in the Ruleq\and Regulations of Teacher Corps,
‘ that productivity is delineated into -neat, annual time frames :

(planning year, 1mp1ementatlon years, 1nst1tut1ona11zatxon ear -
' m p g y ?

A T
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and dissemination year) does notf seem to apply:thus far in
Project 79. Instedd, ;Kese activities parallel’ each other in qimé
frafes that match the magnitude of the prdﬁlem and the design for:
resolving it. C . : N
‘ ' L ’ - ) J
27 . Teachers, administrators,-and, to some extent, university people .
. _ are oriented toward the practical--the tr}al-and-error‘method.
" They generally do.not underdtand personnel development as inquiry
in a cyclical arrangement: - e S
N N \
. > - Neéds assessment ! :
' Analysis of data .~
) Proffering strategies to resolve problems
N Experimentation in the classroom -
. . Feedback evaluation
c A ' - '
Thus, in Project 79 it would have been better’to have begun with )
’ immediate concerns, tried some: things in the classroom, evaluated
v them, and then moved into more complex and in~depthesissues-~with
v the sequence repeating itself several times during the year. Ag it
. was, a rather elaborate needs assessment process was - set into
motion; the data were analyzed, with the result of only some .
general impressions of need; then the project moved directly into
lists of activities that may or may not have a relevance to the
real-life problems relating to better school glimate for low-income
children. More time needs to be given to the substance of the
goald and the skills to be used in creating new solutions to

problems. ? " . -

.
.

Even where the problem was eventually resolved, it diverted emergy away from
more productive activity and sometimes left a lingering mistrust between ‘the

proiﬁ:: and the agency monitor. o

Areas of Conflict

o .

The Teacher: Corps %?iqg and Regulations contdin nearly a hundred
provisions besides the one requiripg local development of obYectives
) (172.61). Most of these are proceéural, specifying thé-dgtails of
governance arrangements, conditions of funding, and rules defining
legitimatq'project participants ang their' functions. A large subset of the
provisions pertains to the teacher-intern team. In Principle, at Aleast,
locak\decisions about project diregti%n could be opposed to any of these.

In practice, the most significant areas of conflict between local and

/ |
,
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federal intentions, besides the planning-year problem already discussed,

. * . - B )
’ occurred in the follow1ng areas: . T, *

-

. Overall outcomes of thg program (four basic outcomes were specified
. " in the regulation). ' y
~ M /
+ Federally spec1f1ed orientations for teacher training (training for
competency in handling var1ab111ty among children, providing *
multicultural education, utilizing dlagnost16/prescr1pt1ve teaching
. approaches)

[y

~ , ¢

7 . . L . . . : .
’ . Euphasis on both preservice and 1nservice tra1n1ng. -

3
. Requiped election of communlty council members and the timing of the

election. . .
) ~,
. Use of funds to compensate teachers, IHE faculty, or community
) : members . .
The frequency_.ands intensity of these conflicts across the full N
\d r 1 . .

population of projects are not easy to estimate, bpt-a~few genenalizations

can reasQnAbly be made. First, the four basic outcomes were exceedingly

bramd, so a w1de range of local activities could‘be define as legitimate A -
ful%illment of federal funding purposes. This is what happened in mosé

projects, though ih a few casgs, even the four outcomes were felt to be

-

constraining: , .

N

e

>

Presently, Teacher Corps regulat1ons prescribe terminal outcomes

. . for the program. While this makes'sense from a national
s 0 programmat1c perspectlve, it does constrain the project's ability
> to meet inservice needs which are different from Teacher Corps '
’ . goals. The result is frustration on the part of* some teachers.:

fSecond, federally prescribed orientations for training were more
gspecific and were more frequently at odds with local purposes. Field visits
during the first year of operations (Program 78), however, suggest th%t at
l&ast half of all projegts emphagized two or more of the federal training
prientations (multicultural edggat%zz, diagnostic/prescriptive teaching, or
’ iSt:rai.ning for variability) as key training objectives, A documenter'§~/ f
observation in one project suggests something that was probably typical:
project sites that had an interest in these training areas to begin with
L . .

tended to join or be selected into the national program.
. ‘ - LY
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"Ou?"iﬁééfviée’ébursés*aﬁd workshops ‘for teachérs have-been-held in the .
district, and are in direct response to theé needs .expressed by the ~
faculty and community.- The success of this tactic depends larggly on
how the participants perceive their needs. If they see little
relationship between Teacher Corps goals and the classroom situations
they are facing, the training program will have: little chance of
attracting ‘students. Fortunately, due to the nature of this LEA, the
faculty has a4 desire £or training‘'in multicultural approaches‘énd |
diagnostic/prescriptive techmiques. :

- .
e 7 . . ' ., .
Third,! the requirement for heavy investment 1n preseryice 1intern °

+

¢raining (widely described ‘as a holdover from earlier versions of the
* Teacher Corps jprogram) was éuestioned extensively. In many sites, projects »

indicated that they would Have preferred to mount more elaborate inservice

.or communify programs, while deemphasizing or dropping entirely the intern

component. This was probably the most common drea of conflict between local

and federal purposes. The f%llowing quote was one of many: A
¢

.
’

The operation of the teacher=intern' teams requires a great deal Yromva
Teacher Corps project., Twenty-five to thirty percent of financial -
resources are necessary to sustain the team. This does not include .
. ‘extra time and energy expended in training, supervision, and
maintenance.. Since the intern teachers themselves have little or no
practical teaching experience, there is- some concern regarding the
"teacher entry crisis" and thg¢ support that is necessary at this time.
This seems an unnecessary amount of timey, money, and energy spent to
train“four teachers. It appears more logical to use these resources to
provide training and development for experienced teachers. Teacher
"Surnout" is an increasing problem, as evidenced by our Cycle Twelve
experience, where we did much counseling with teachers in the area of
\ career development. A more detailed inservice program and diverse , e
experience opportunities would certainly aid in preventing teacgher
. "burnout" and enlightéh and enrich the teaching of all involved.

V4 . .
( On the other hand, there was a minority of projects that proclaimed the
3
preservice intern program to be the centerpiece of the local project's
Le 4

efforts, a view held by wmest Native American projects for example. -

Fourth, complaints about the elected coﬁmunity council were common, but
more because of the difficulties of carrying out a meaningful gleétion in
the early months of the project than because of disagreement over the .

fundamental value of having a council. Where projects experienced
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T ficulties in thlﬁqarea, they were 11ke1y to 1nterpret the problem as a

.

) " {natter of t1m1ng, as the\followlng essay excerpt suggests. ’ &
o ] R

. . Lt

Several policy 1mpl1cat1ons arise from thls election process._
. First, this process, in order to be effectlve, had to be carefully
LI planned. This plannzng required a great deal of time and energy on
v the part of everyone 1nvolved. The'Teacher Corps Rules and
. Re ulat10ns in this case were a deterrent. In order to adhere to
N o timeline established by Teacher Corps, our planning and <
election had to take place at a time most inconvenient to both

= § school and community. | - \ : '
« . o~

A number of other projects complained about the elected nature of the ]‘

%
L4

council, as the following quote indicates:
. -

Elected community councils may cause more problems than all the
ne/gy—and time spent conducting them is worth. If those who are
more influential become actiwe and_gupport a. different ethnic group
v other than that found in the school'population, a council may be
Wade up of all Caucasians--those living close to schools--while

children who are bused, or are in a minority, may actually populate -
PR the school itself. It is very difficult to get people to vote in a ‘
presidential election, let alone a community council election. The -
energy it takes saps T. c. personnel. This could be used elsewhere. *
1 Volunteer or appointed councils could function- just. as well. “~ . . ’

14
. ¢ »

Finmally, discussions of 1ncent1ves were often ra1sed by dqurenteré.i
Projects felt constra1ned by the Rules and Regulat1ons trom using prOJect .
funds to compensate teachers, IHE faculty, or community volunteere fof .
participation in certain activities.” How were certain groups of+
part1c1pants to be adequately motivated to assist with plann1ng, attend
tra1n1ng on top of demanding full-time jobs, or perform various othet )
“ serv1ces necessary to project success? The answer was often 9odpensation,"

which the Rules and Regulations digd not make easy to offer, except under

certain .circumstances (e.g., 'where the LEA can demonstrate in its
applio;tiou that the project is [or will be] placed, in jeopardy by the lack
of released time (to participate in traiuing]....". 172. 92) Although never
asked d1rectly about this provision, documenters in many prOJects responding
in Quarters 1 through 5 essays ment1oned the problem, as did many persons
1nterv1ewéa in field visits. _ The follow1ng observatlon by a documenter

wtypified many: . : .
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The need for release time at project schools to inform faculty of
Teacher Corps goals| and to explain the focus' of the ,program is
essential, Trying to generate interest and participation in a new
program in a few minutes at the end of the school day, or during a
fagulty meeting, is hot an ideal situation. Also, the ability to
release key people ip an ongoing way and to replace them with ’
substitute teachers would greatly strengthen the program. However,
this would mean more|money and a change in the regulations.

Overalli’it appeare&@fhat no one provision-conflicted uiEE\ibcal'

. . , L L, e . .
- _intentions in a majority éf projects;but, at least for certain inds of
; o

z.

Y \
’%&*W~' .
@l Ve, .
Sources of Conflict/ w4 /

st

. Lo, . N
As one can see in the“prgceding quotes, there were several fadtors
o 3

which made the conflig@ between local and federal intentions salient:

A‘i’(,.

] $ .
t‘ ; = . '

. Conditions in some local settings made certain provisions ir
ﬁ>.‘counte¥prodictive. ‘Beginning Teacher Corps projects, for
" wprample, had considerable difficulty conducting an adequate

they were required to do; and LEAs with rapidly declining

enrollments and corresponding teacher layoffs tended to place ‘little

value on intern training. Collaborative arrangements involving

large institutions (e.gc, big-city LEAs) sometimes rendered a policy

board with top management representatives ineffectual because of
exéessive demands on the time of deans or superintendents.. ’

. Certain groups of participants had no great interest in the “program
P Pro

emphases specified by the federal guidelines. Teachers in*hany
project schools, for example, saw little reason to learn about
diagnostic/prescriptive approaches, but instead had other
priorities, such as coping with burnout or managing classroom
discipline. Community people in some all-white communities

interpreted requirements for '"training in multicultural education"

as "preparation in handling black-white relations," which they
perceived to be largely irrelevant to their needs.

4

. Certain projects (especially those less experienced with Teacher

4 Corps or other federal programs) were less free with¥he language of

the Rules and Regulations than others; by attempting to meet the
letter of the law, they were more likely to experience conflicts

between project objectives and federal requirements. For example, a

visions (such as those jist described), a sizable minority weré affected.-

relevant: "

community council election within 90 days after receiving fundsy as
y £

~

too literal interpretation of the "planning year" requirement found .

.
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some projects frustrated late in the sprzng of the first year, after

. . their continuation proposals had been submitted, because they were_
! © . " still "supposed fo be planning." Or, because community councils had
to be "elected," resigned members' were often replaced through a
cumbersome secondary election rather than by appointment, which
might have been easier. L

e L3

. In some instances, federal agency representatives who ‘monitored
project progress through site visits and/or review of ‘project
requests were reported by prOJects to take a literal interpretation

: of the Rules and Regulations, raising a red flag whenever local
interpretations deviated from the letter of the law. (Whaty seemed
to happen in such cases, in fact, was that the monitor insisted on

. his/her interpretation of ambiguous guideline provisions rather than

< . t . . 1 T
the project's.) For example, in one extreme case, a monitor s Visit

, resulted in a mass resignation of project staff, leaving much
‘confusion around the issue of which provisions in the Rules and
Regulations had been properly implemented and which had not. More
often, projects were told that their requests for specific
exceptions were not valid, which simply. fueled resentment and often

*  resulted in a less effectively organized project. In one case, a

request thatsthe intern team be aljowed to be split between two
geographically distant LEAs was refused, with the consequence that
T . one LEA had no interns for a year and lost interest in the project,
P . *  while the other had the full set of interns.
’ Resolving Conflict "
R -

Resolution of confllcts required flexibility on one or both sides. The
problem was most successfully dealt with where both sides treated’ the Rules
and Regulations as '"guidelines," even though, in technical terms, they have
the force of law. To do so, both sides had to recognize the fact that many
of the contested provisions had unclear or many meanings. Because of that
fact, granting wide latitude in their interpretation was probably healthy.

i A case in point was the requirement for '"preservice and inservice training
as.an integral process' (§172.63). Many projects struggled over the meaning
of this provision, and its interpretation eventually took a wide variety of
.forms. In some projects it was argued that the integration happened within
the classroom experiences of fie in wn component itself; others said it

oy N ¢ l:: 3 ‘l I3 I3 s I3 3
= happened withinsthé IHE curriculum as ﬁe&ly sensitized faculty revised their
> cBurses to make them more "field-bafed." Under a literal (and narrow)

interpretation (e.g., that preservice and inservice trainees musJ somehow

v P — I
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share experiences wifhin project activities), both cases would be considered
out of compliance. Fortunately, this kind of literal interpretation was not
often forced on projects. However, other proyisions were more clear-cut,

like the requirement for an intern team, and projects that sought to avoid

. . - £
meeting them were typically called to account.

’,

» .

The Process of-Local Objectives Development:  Building Commitment

So far, the discussion has focused on the content of project
) obiectives--their fit with local needs and conditions on the one hand and
their confiicts with federal provisions on the other.' We now examine more
closely the process of developing objectives. As we will shortly show, the
process by itself made important contributions to effective local action,
chiefly by bu%}ding strong local commitment to the project (and to each

a other) among participants. ‘

The -process of defining a project at the local level proceedea through
a series of stages. Although in practice the stages overlapped
considerably, they can be analytically separated into a rough sequence.

. -

Our data suggest six stages:
* . . \
. Asgembling stakeholders

. Brainstorming ideas, problems, and possible solutions
. Asgessing needs
+ Stating objectives

. Negotiating priorities

]

- . Adjusting objectives and priorities to accommodate:

~ Unanticipated events ‘ oo
~ Operational activities. 7

The process was not neatly chronological or particularly well ordered,

in the sense that the participants tackled each task in a straightforwara or

Q | . 110
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self-conscious way. On the contrary, participants typically struggled
through the process, as different parts of the collaborating whole grédually‘
coalesced. The struggle over collaboration described in the preceding .
chapter documents the difficulties in the interaction and the ‘frequent
imbalances that resulted. Participants learned, as they went along, about
the process itself. :
4 ¢

The process generally took place throughout the planning year, spilling
over into subsequent operational years as circumstances required (they often
did). Objectives were rarely fi#ed at one point in time, though a stated
form of project objectives typically went to Teacher Cprpé Washington in
March. or April of the pldnning year. Projects-;oved through the stages at
different speeds, depending on a host of variables, amoné them prior
experience with Teacher Corps, geographic distance between'institutions,
project school morale, and LEA retrenchment conditions (see Chapter V for

more detail on chronology).

Effects of the Local Specification Pxocess

————

The activity of defining ‘the project locally had three important
effecis. First, project participants from various groups became familiar .
with each other. This may sound like an automatic outcome of any project,
but it cannot be taken for granted, especially in a program like Teacher
Corps that involves so many different groups. Familiarity could usualiy be
assumed among members of the core project staff, but not among the mény
other participants who had full-time jobs apart from Teacher Corps. The
project, had to attract such people ‘and provide tangible.incentive for gheir

participation.

The problem with getting people's attention and interest is familiar
enough to those who have tried to run a project in schools. ,I&itially, the
"local project" was not a reality. A "local setting" comprided separate

institutions, a relatively undefined community, and a geographic area

ranging up to hundreds of square miles. By calling for local definitio; of
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the program, goverament regulations called, in effect, for a structure to be

* created. Copgider, for example, the problem encountered in one community,
I .

where the TeacC .Corps project was confused with a federally sponsored

magnet school program _be¢ing developed at the same time:

L

During the first months of the academic year, 1979-80, plans for
establishing magnet scHools in the city were running parallel to the
initial organizatjonal processes of the Teacher Corps project in the
three feeder schools. Local education authorities moved in the
direction of establishing close ties between the magnet and Teacher
Corps projects, to tire extent that, the Teacherhgorps project director
was, for a short period, appointed to direct both projects.

Vel We were aware of confusion, not only among the Teacher Corps staff
members but also among. teachers and parents, about the precise aims of
the magnet project and whether or not it duplicated those of Teacher
Corps. Indeed, a multiplicity of* meetings, particularly those designed
to cutline planning processes, elicited from a few teachers and
administrators such comments as, 'There is so much talk-talk-talk--is .

g anything ever going to happen?" Gradually this desire for accelerated
activity was channeled into an appreciation for the need of planning
techniques. However, if the same persons (either teachers,
administrators, or parents) had been involved simultaneously in the
magnet planning processes,:it is not difficult to ‘imagine that ,
confusion, duplication, and eventual lack of involvement might have

’ Yesulted.
] -

In this case, project staff successfully established in people's minds what

Teacher Corps was and what their role in it might be only by repeated

explanation. .
” oo h§‘ .
4 . . . . .
) A second effect gf the local definition process was that it
. simultaneously built local "ownership" of the project and defused the image

of government intrusion so prevalent in the communities served by Teacher
Corps. Negative pe;ceptiqgsyof government "lay-ons' among community members
and project school staffs were frequently reported by documenters. In a few
projects, local suspicions of government intrusion were a strong element
that consumed much energy-during the planning year. However, most projects
handled this problem relatively smoothly, while recognizing its importance,

as noted in the following -excerpt from an essay:”

The biggest obstacle to implementation in this project is the attitudes
of the LEA and ;ommunity council members to what they see as outside

-

-
3 - ¢
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intervention and forced change. Most membé:s of groups are accustomed
to being told what to do, with little stress or value given to their n
ideas, and they see the larger organization as something they belong

to, but they are not (in the1r estimation) really a part of the process
of change. -

. L3
Since most organizations are managéd in the classical style, especiflly’
~ large government bureaucracies, the socially managed style of Teacler

Corps is foreign to most people. The elimination of people's errbneous

impression of Teacher Corps was the first and foremost obstacle that ,

had to be overcome in carrying out the implementation of our’ prOJect.
The opening up of avenues for discussion at all levels and the request
for input and 'ideas from all-people in the project created a more
favorable attitlide towards the project and demonstrated  that they were,
in fact, in the project.

-
In such cases, it'was necessary for what initially appeared to be a

“government" program to be seen as a "local" program and, ultimately, "our
progrgd. This development of "ownershiéh did appear to happen in most
projects, particularly aﬁong those most intimately involved with the
collaboration process. But it did not happen overnight and generally

8 required repeated efforts by project staff and.many meetings with

participant groups before the image of a government outsider intervening in

local affairs faded.
[

As the image of government intervention faded, participants' commitment

to the project increased. This commitment did not necessarily mean that

everyone agreed on the value of each objective. Participants became
committed to at least thgee ideas: that the problems addressed by the
project were important, that joint efforts to solve these problems were
valuah}é, and that some decisions had to be made on‘which problems (and
gsolutions) to pursue. As we have seen in the preceding section, this could
mean that local directions ran counter to those intended by the federal
government, but this tension was for the most part successfully resolved.

The following*excerpts from one projeci's essay documentat%on tell an

. often-repeated story: ) /

: At the project staff's first meeting with/one project principal and
his faculty, several questions were consistently repeated:

. s
’ 113
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1. 1Is this going to bE;just another federal project?

2. What's in it for me? N
3. Are we going to have some feds coming here and trying to tell
us what to do? \

4. Are we going to have more things laid on ‘us when we're already

overburdened? ) . .

’
B

But following an exten#ive and patient needs assessment and planning

process, the documenter observed that: /

All participants developed some sense of ownership in all project
activities. Now, instead of saying your project, participants are
using the phrase, "our Teacher Corps project," in both the IHE and
LEA. Also, with needs carefully identified, IHE faculty members
were able to meet project needs with greater success. This success’
has built a certain momentum within the project and some close
working relationships between IHE and. LEA corpsmembers. Successful
participation by LEA educational personnel has increased their
willingness to participate in project activities. Likewise, after
. IHE faculty witnessed the enthusiasm and interest of the LEA
personnel, they responded with equal enthusiasm and vigor. Success *°
by one group has equated to success by all groups. In the project
staff's view, all of these successes and the resultant momentum can
be linked to successful needs assessment and collaborative planning
models.

A third effect of the local definition process was that it provided »

.direction to local efforts. Having reached a ppint where objectives ‘were

established, participants had built a tentative framework around their "own .
subsequent actions. %his framework could, and did, change. But atgleas; . '
there wds an expréssed po¥nt of vieg on what needed changing and how to go
about it. In hany cases, objectiweg acted as a benchmark against which . .

future activ?ties could be measureh, as indiFated by the following e*amplel -t -

in which a documenter describes the specifying of school climate objecti€§s
L - [ 4
as one of the most important features of the program. ' . . .

’ .

Shortly after our project began working with the county public schoois,
it.became apparent that this particular ‘school system faced serious

problems. Some problems affected ‘every school in the system; other
problems were found jaBt.within one .particular schbol. And it soon

became clear that a challenge for everyone in our, project was to decide

which problems wére the most crlgifal and, from there, to formulate a
. 1 - .

h Y
[ ¢
*
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4
list of objectives that would act as the backbone or blueprint of the
- project. . .
The experience of our project has shown that the formulatlon of such a
blueprlnt was both diffighult and eefential. It was difficult because
it is not easy.to get people to agree on @ common set of goals,
. especially when those people (the IHE, the LEA, and the community
. council) represent so many different v1ewp01nts. But the formulation
of such a blueprint was also essgntlal because these objectivesahave
given direction and guidance to everyone irr the project. For the past
- year and a half, whenever a suggest1on wvag made or an established
policy reexamined, it was always measured against one gf the stated
obJectlves. And- the question was asked, "Will this or does this®elp

us accomplish-our goals?" \\~\\‘

- ’
.

In addition, other worthwhile benefits were gained by involving key
Teacher Corps part1c1pants in the formulation of school climate
objectives. ‘Anxieties and expectations that arise from any new project
were verba11zed, the role 6f each participant was clarified, and a bond
of understanding and trust established between the various :
participants. In addition, these objectives also act as brakés,
'prov1d1ng the LEA and the IHE with a basis for saying no when no is the
approprlace answer. rticularly when money is involved, the natural
o tendency 1is to ask fogjsomethlng, and then feel hurt _if your request is ~
' denied. Fortunately, these objectives prov1de IHE and LEA
adm1nlsbrators with a soynd excuse for saying no and tlfereby help to
ensure that funds are giveén to only the most wortnwhile projectss °

[

-

L .. These three effects of the local definition process——increasing
fam111ar1ty among part1c1pants, defusing the image of government infrusion -
wh11e bulldlng participant ownership of project activity, and providing

direction for act1v1;ies--resu1ted in more vigorous collective efforts to

.

make the project happen and,in more resilience to overcome the numerous ¢

N

obstacles and roadblocks along the way. The process was a powerful learning

experlence for those who took an active part in it. They learned about each

s

other's strengths, weaknesses, and prlorltzes. They learned about particular

local problems and they learned about ways to tackle these problems. -

L4 - -

' S , ‘

Flexibility and Direction

Pl

» . _The "blueprint” for action referred to in the preceding quote was often

- a more flexible concept than the term implies. In a large number of casés,

’
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major external events disrupted the carefully laid plans of the planning
year. In other cases, the-initifal activities in the first operational year
did not work, once again with the result-that projects returned to the

drawing board. : ,

The net effect was that plans often had 40 be chanégﬁ, and jin
fundamental ways. As a result, participants took part in further planning.

The process endured while the content of the program changed.

, 4

Kcross projects, evidence of the importance of the process relative tg
the content can be found in Table Viii-l1. Documentetefwere‘esked to rate
the relative importance of selected provisions in the Rules and
Regulations. Those prov1810ns relevant to, the process of developing
specific objectives and those relevant to the content of the prdgram are

displayed in the table.
i

*

z

¢
13

.

The pattern in the table ie.not surprising. The process of developing
Sbjectives was as highly valued as any particuler set of objectives emerging
.- from the process. After all, if one disagreed with the results of the

pr;cess, there was always 'a possibility. of amending decisions 1ate;_a\ the
process continued. . . ~ Y
"« External unanticipated events made flexible planning nebessary in a
large prdportion of the projects. An example of the pesitive opportunities

.

created by unanticipated events has already been given. Y

L) 116




/ - Table VIII-1

~RELATIVE IMPORTANCE OF TEACHER CORPS REQUIREQENTS
RELATED TO THE PROCESS, OF DEVELOPING OBJECTIVES VS.
THE CONTENT OF THE OBJECTIVES T

RS N\ . Most
' . Important
! Number Percent -

Provisions related to process
y of developing objectives

Planning year , 31 58 .
Collaborative mode of operation 33 66 2 5
.3
Provigions related to
content ofgobjectives ) L
School climate objed{iwees 27 54 ?
Staff development objectives 33 66 3
- Institutionalization objectives 27 54
Dissemination objectives 20 40
4 .
H ‘ ’
\'/

4 s

N 4
Note: Fifsy of the 79 Program 78 pro;ects submitted ratings,
except for the "planning year“ feature, where 53 projects
submitted ratlngs.
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Consider the following excerpt frqg an essay descr1b1ng the unexpected

closing of a key project school. ‘1?

Much to everyone 8 surprlse,‘zummer activities hape been necessarily
adJusted in response to a ma%pr unant1c1pated event. Our project
Junior high wds closed in May, after the fire Q?rshall declared it to
be a firetrap. Following a school board dedfiision not to renovate the
school, organized resistance‘emerged in the—édhmunlty, charging that
the decision was a pol1t1ca1 move to prevent:the locating of a magnet
program at this junior high. The community was organized to stop the
school closing, an effort actively supported by 'students at the junior
high. As a result of 2 months of controversy anﬂ'anx1ety, hostility
and distrust- characterized the reldklonshlp betw n the community and
the school district. . In the:=wake gg the dlffieul es, we have
maintained a low 1eve1 of v181b111tf51n the commurity. It has become
our pollcy not to take sides’'on the issue publi®ly. 1In an.effort to
remain supportlve of the junior high teachers and the innovations being
implemented in the classroom, we are continuing to offer some
professional development options, although the teachers are scattered
among eight schools. .
The closing of the junior hlgh has been a disappointment to the project
staff and was’Rosslbly a hindrance to "achieving overall project goals,
although it is much too early to know. As the impact of the closlng
began to "sink in," staff collaboration began with a renewed vigor.
The contrast between the amount of collaboration before and after-the
school closing was, striking to me. The staff was very busy this
spring-~finding it difficult.to maintain contact and adequate levels of,
information exchange. The various programs, though characterized by
collaborat1on between university, commun1ty, and school district,:were
operating fairly independently by this time. The“event forced staff to
regroup, reclarlfy goals, shift emphases, and design and expand ),/"
programs, with an, emphasis on ‘the two remaln1ng project schools. Of
the two remalnlng schools, qhe high school had been particularly

L\gg.ff:.cult to. impact. Now prOJect focus has been shifted to the h1gh
scjool with renewed determination.

2 ‘e

<«

This was but one’'of many kinds of conditions in the LEA that could
alter the direction of'project ac;ivity drasticaliy, as noted in the °
Chapter \'28 dlscuss1on of commonly.reported kinds of unanticipated events.
Besides school cloelngs, other events like teacher strikes, local budget ~
cutbacks, LEA reorganlzatlons and leadership turnover, or project school
adm1n18trat1ve turnover occurred-W1th surpr131ng frequency among the ,
population of ‘LEAs as a whole. All of these faetors had the potential for

-

altering project directions consﬁderahle Only through a replanning process
{
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did projects adequately accommodate these events and reqrient activities in
& .

a productive direction.

Factors pertaining to the project itself--especially feedback from
early activities that things were not going well--could also contribute to a
shift in direction. In one case already mentioned, the failure of

first-ydgr training activities tO arouse interest among teachers caused the

planning process itself to be revamped, by shifting from a district-based
needs assessment and planning approagh to one based on individual schools
and more directly responsi#é to these schools' needs. In other cases,
individual courses or workshops, for example, were &opped, with a

corresponding shift in project objectives.

What 1s significantzut these patterns is that projects were able\;’ in

most cases, to adjust to changed conditions and participant respon as
smoothly as they did. The key to doing so, in our judgment, was the process

. some projects used to build this responsive capability into the LEA's staff -

development system. A documenter from a project in a medium-sized city
P ~
; . . . <
pointed to the collaborative planning ‘process as one of the major

-

contributions to staff development improvement:

=

The Teacher Corps project has provided the district with--as opposed to
altering or expanding--a personnel development system. The components

of that system are: - -

>
|

. 1. The Inservice Council, a group that represents district teachers
and administrators, university pergons, and community people, and
oversees staff development.

——— ‘

v 2. Ongoing identification of needs through written needs assessment
‘surveys, oral communication‘with-all the populations ‘in the
district, PAP observations, written and oral evaluations of all

’ staff devi}opment offerings.
. o N + »

3. Planning how to meet needs. .

: 4, DeLixgring inservice educatiom.

5. Monitoring application of the inservice education in the classroom.
Y

6. Recycle items 2 - 5 (above) with'the Inservice Council overseeing
the process. ' .
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Previous to Teacher, Corps, the district had no system of organized
inservice; inservice training consisted bas1ca11y of individual
teachers tak1ng coursework, attending some conferences, and
participatidg in workshops. Now -teachers and administrators are going
through programs, involving themselves voluntarily over periods of time
(as opposed to one-time offerings), and concentrating on areas wh1ch
they have indicated as needs/interests.

Moreover, teachers, administrators, and p;rents are all participating
in various aspects of the planning, delivering, and evaluatﬁﬁg of staff
develogment activities,

i

Across the fullLset of projects respond1ng to an essay on contributions to
1mproved staff development, many ment1oned the collaborative planning

.

process as one of the project' 8 major achievements. : .

Planning as Action
L]

- -~ bome projects-recognized .that thg process of developing a staff
development program was itself "staff development" of a powerful kind for
those who participated in it. From this perspective, projec?é fulfilled

their overall objective (of staff development improvement), whether or not
H

“they ach1eved any of the specific subobjectives (e.g., training for-

increased competency in diagnostic/prescriptive approaches). Not all
projects took this view of ther planning process, and there is no real way
that such a view can be legislated by the federal government. But the
provision for local project development provided an opportunity for people

at the local level to make that dggcovery.

- -

Summarz

-~

The federal provision for local development of projecﬁ objectives and ;
P 8

strategies appeared to influence local-level action in the following ways:

a
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(1) 1t helpeé,orient local project efforts toward salient local needs
while taking account of the differing characterlstlcs of
localities. o , “~

. + Locally developed objectives‘ggrehclosely matched to select§£r
. local needs.

o

The federal requ1rement acted more 8s an ''enabling condftlon
than a "cause" of xhls close matching. *

- ) _« The federal requirement permitted conslderablervf i 1;}uong

projects.

(2) By emphasizing locally developed objectives and programs, federal
requirements risked conflict where project goals ran counter to
other provisions of fhe Rules and Regulations. The conflict was
most pronounced where:

! . Conditions, in the local setting made certain provisions

irrelevant or counterproduqsive.

. Local participants had no interest in the goals or objectives

specified by federal funding.
’
. Projects attempted to meet the "letter of the law" in the Rules
and Regulations.
Wy hd
. Federal monitors insisted on strict conformity to the Kules %nd
Regulations.

‘The conflict was successfully resolved where projects or monitors
(or both) flexibly interpreted the language of the Rules and
Regulations.

(3) The process of developing objectives locally (brought about

through the provision for a planning year) had important effects
__ . on local action: project members became familiar with each other,
the image of government intrusion was diffused, local program
"ownafship" was built, and local efforts became focused on a few
targets. Projects, on the whole, appeared to attach as much
importance to this process as to the specific objectives produced
by it (which often changed in response to unanticipated events or
feedback from program activities). =

£ -
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i Overview of thé Research Methods - )
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These notes prov1de a descrlptlon of how this study of the
’

1mplementatlon of the Teacher Corps guidelines was conducted. " Our resgearch

2 methods, like those of most implementation studles, draw on qualitative
tesearch traditions. In particular, we adapted methods and perspectives
from anthropology and oral history to the.special conditiorts of large-séale
contract research. In our analysis, we combined data from three primary -’
. sources: L
- - - . ' 0
(1) site visits made by SRI staff to a specially drawn sample of i3
- _ 3D Teacher Corps projects representativ the total pool of °
2 projects along such dimensions as, xperience in Teacher
- Corps, community .size from urban to rur thnicity of the '
’ : student population, and geographic location. ‘
(2) _Site visits made by SRI staff who are. primary authors of the .
N 1mplementat1on.4§udy report. The 10 sites in this group are not
. ~ representative O0I the total pool but gre widely d1vergent on .the

same kinds of dimensions as the 30- project sample.
3o (3) Rarrative essays from all 132 projects across the nation. Local .
. documenters, in-house research specialists employed by each
Teacher Corps project, wrote quarterly essay reports following “SRI

- . structions. Documenters were invited to report in an =
- ozen—ended way on how key -features of the Rules and Regulations J

. - . and unanticipated events influenced the implementation process in

X ° each project. _ ,

Data were "collected concurrently with proJect development, startlng in

the 1978- 79 school year, when the flrst projects operatlng.under “the 1978

s Rules apd Regulations received fundlng, until the 1980-81 school year. From
e thesge three d@ta sources, an extensive data file has been developed,
P ' 'comblnlng local perceptlons of project development over time with -

N -

observations 'i SRI researchers in thev81te v131ts. We were.thus able to

& - 5 &

4 - =
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. comparé findings from a small number of sites we had personally visited with

findings from documenters across the whole national program.

In our research, we felt it importantﬁ::\recognize that human qualities
like trust, cooperation, ambltlon, enthusiasm, and commitment underlie the
formal organizational structure of any educational enterprise. In.short,
people make programs work. This is a pe€rspective that is ‘impossible to ~"

ignore when one is actually in the field doing site visits as a researcher;

2

Q

o e

- ERIC

-

but, since it is difficult to write about in the Tanguage of soctial science,
this human perspective often becomes submerged in the analysis and write-up
of the data. In‘our reports, we have tried to tell the story of how such
human qualities act to influence the {hplementation process ana how, in
turn, they interact with.the frameworks provided by agency guidelines.

In the following section of’these méthode}ogical notes, we describe the.
process we developedefor incorporating local documentation data into the
national evaluation of Teacher Corps. We begin by setting the context of
implementation research and qualitative case study research and some of the
problems that have been confronted in adapting these to large-scale contract
research settings. We then discuss the .use of local project documentation
egsays as a response to these problems.

. ‘

This chapter is not intended to be a technical discussion that
describes in detail what we did, but rather is intend:d Juite literally to
serve as a series of method notes that should/help other researchers think
about the data we have presented?in this report and help policy-oriented
readers judge for themselves how the findings were built-out of our resedrch

. &

approach. We think it is important to say more about the Fationale and\v/

. method of our approach to using local documentation because it is an

unconventional (but we believe promising) tool for policy research. (More

information about our research methods may be found in various papers we -

_prepared for annual meetings of professional organizations: Beers and

Finnan, 1979; Beers, 1980; Beers .and Kﬁapp, 1980; Beers and Knapﬁ, 1981;

Finnan, 1981.) .o

’ - ¥
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Studying Implementation: The Research Problem Addressed
by Local Documentation Essays

.

' The federal policy community has learned that a complicated story 25!
implementation comes between a govérnment mandate and program o;fcomEET' 1t
has learned this lesson partly througﬁ in-depth case studies, which have
ghown how federal directives and resources filter through layers of
auﬁhority, interact with local conditions and unanticipated events, and are
transformed into diverse variations on the original policy theme (summarized

in Williams, 1980). The qualities of case-study approaches, exemplified by

ethnographic case studies, mgke them well sul the task: focus on a
single site, sensitivity to local events and ﬁqances of| meahing, and a
holistic interpretive perspective. Despite difficulties much discusséﬁ\i&
the literature, qualitative case studies are rightfully “advocated as part of
the methodological tool kit for federal policy research (e.g+, Patton, 1980;
Cronbach, et al., 1980).

.

Two substantial issues complicate the contribution of ethnographie¢ case
.studies to large-scale federal policy research. One problem with case-study
actounts of program implementation is that of extracting policz,statemeqts
from their mass of detail. Describing a series of interrelated events may
satisfy the ;ged to know whether the'program actually took place, in what

form, with what ramifications, aﬁ@ so on, but this descriptive and

interpretive richness tends to obscure the relevance of this’ information for

. the formulation of government policy.

.

* . In reviewing what policy makers say they need from the world of
research and what it is ethnography provides, there is an obvious
disparity or "mismatch" (Mulhauser, 1975). Policy makers want
quick and simple information on variableg that can survive the
administrative~legislative proc¢ess. Ethnographers provide broad
and dense studies on areas which may or may not be considered to
be policy issues. In looking at criticisms of ethnography and its
effect on the making of public policy, I am struck by the emphasis
on gxpedience and pragmatics adopted those in policy circles.
This is certainly understandable, for.in the world of agtion and
getting things done, long-term gains are usually surrendered and
compromised for short-term effects. (Everhart, 1976, p. 20)

¢ /
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sites, a ‘second and more
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Only some aspects of apy implementation story are potentially
susceptible to the influence of government resources and requirements.
Similarly{ only a subset oi the. story's events fall legitimately within the
scope qf governmental act1on——a scope that changes with the political

climate but-will always remain circumscribed. The analyst faces a challenge
of telling a story that captures the nuances of program implementation in

the site, while still'giviﬁg\rhe policy commynity timely information it can

act on. . ;/ -

-

I ¢

In a large and diverge program that operates simultaneously in many
‘ious"problem arises: a limited number of case
studies can be done with any éegree of detail because of the high costs of
intensive field research. Multlple—case-study designs can and are done in
large studies of complex programs. But even 1f cost were not anm 1ssue, the
task distilling the’mass of case details into a useful aggregated form
poses a formidable challenge:! This is clearly a situation where more
1nformat1on is not necessarily the answer, at least ﬁez/for the policy

community. In a fundamental way, the details of program operat1ons in ,any

_given site are not,, and should not be, the policy formulator's primary

concern. The policy prrBlem is to grasp the range of interpretations g1ven
to a policy by practitioners in the f}eld and to judge the social worth of
these interpretations in light of otheruimaginable alternatives. Ome could
put the matter this way: the policy's operation is more than the sum of its
translations in-all sites to whick the.policy appliess The contr1but1on of
a limited number of case studies to this’ *task is unlikely to capture the
whole p1cture, unless the range of important variation in local cond1t1ons,
program de91gn, etc., is represented in those cases studied. Our use of

local project documentation essays is a response to these comsiderations.

' . - .

‘LIn th; national study of the Teacher Corps program, the challepges just
d1scussed are manlfested in a particularly complex way. The Teacher Corps
program itself is exceptlonéiz; diverse. Its Rules and Regulations were ikﬂ
ihtentlonally written so that responsibility for developing 1nnovat1Ye
teacher education programs rests with each local project. Each teacher .

training program is designed to(pddress the needs of schools serving

U §
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low-income families by involving an institute of higher education (IHE), a
local education agency (LEA), and the local coﬁmunity in a collaborative
venture to accomplish four major outcomes: (1) am improved school climate,
(2) an improved staff development system, and (3) institutionalization and
(4) dissemination of successful practices. Add to that ambitious charge the
large number of project sites (132 funded across the country), iﬁcluding
urban and rural school districts, ethnically diverse and ethnically

* homogeneous com@unities, major universities and small teaching colleges,
etc. The result is an incredibly broad array of projects differing from one

another in many ways.

- The freedom of local projects to develop their,own objectives and

« implementation processes presents the evaluator with a challeng%gg design
problem: to conduct an evaluation of a program comprising many pro}ects,
where no two may be alike and differences among projects are not’known in
advance,- To compound the problem, the evaluation, to be useful,”must cover
conditions that do not exist at the time the evaluation is designed and
planned and must also take into account events and happenings that cannot be
anticipated. Our research design for the Teacher Corps implementation study .

attempts to address this problem through an innovative approach: the use .of .,

’

qualitative essay tHata generated by local documenters (in-house specialists

hired by local p}ojecgf).

.

Development of SRI's Essay‘Approach\to Local Documentation

- The essay approach to securing useful local documentation grew out-of
our experiences with an even more open-ended apProach used in the first year
of our contract (1978-79) with documenters from Program 78 projects. This
first yea; was designated as a plannfﬁé and development year for the'local
projects and, in parallel fashiqn, for thignational evaluagion contractqr.'
We at SRI started from the position that local documentation that would
prove useful in projects would also prove useful to the national evaluation,

. 8o we provided very flexible guidelines for 1978-79 that essentially

. , 127 =
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encouraged local documenters, to submit to the national evaluation copies df
what they produced locally. R
o =

Ky
!

We learned in the course of the firse year that there is, in fact, an
enormous diversity among Teacher Corps projectg; and lhis diversity was
richly expressed through the incredible array of’documentat}on submissions
our open-—ended apprbach invited. This diversity is something the Teacher
Corps Rules and Regulations encourage, but ‘it underlined the classic
research problem that.systematic anélysfé requires some kind of structure to

data collection. Our challenge thus became: how do we respect the

diversity and yet shape some coherent form out=of it? One of the important

questions a researcher asks in planning a éQudy is:’ out of that whole
"buzzing universe," to what does one pay attention?. The. guidelines SKI
p{gpared for local documenters for the second and third yeaég of our
contract (1979-81) are one kind of,aQifef to that question (see Appendixes B

through E for excerpts). == . -

2

wr
——

The planning year proved 1nVa1uab1e for the national evaluaﬁlon in that

major changes were made in our th1nk1ng about the role of 1oca1/

2

documentation, and much credit for whatever virtues the present system has
should be given to fﬁe;%pportunities provided by that year for interaction’

with lpcal documenters,(in person and throughstheir documentation.

.
/ ! - LI <

- B . *
The national evaluation staff persons responsible for'reading and

analyzing the data from local prﬁjecq!documeniation.were those who also
conducted field visits in the 30-project samp}te. This way of organizing the
task meant that people with hands—on experlence w1th case-study methodology

and direct_ on-site' contact with Teacher Corps praojects were respon31b1e for

handling local documentation eéssays. The findings from the prOJects vlslted

"by SRI staff thus could be compared a1rect1y with~the findings from the
®

local documentation from all 132 projects. Both the fieldwork and the

analysis of documentation benefit rom this arrangement, for the local

project documenter could be viewed as a kind of "case-study worker' based in
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. * each local project, and the essays each submitted to the national evaluation,

could be treated-analytically as a form of relatively open-ended case-study

. , .

data.

‘\k‘\’ ¥ s -

The analysis of local documén;ation essays received each quarter

“occurred .in several stéges. In the initial data processing, records were
made of essays received and projects .that needed follow-up for late g
submissions. Working copies of original essays wete distribu;;d, and the
magter giles for the documentation task were set up and maintained. In the
next stage, each of the six to eight case-study team members did a primary ~°

read%ng and content analysis of a specified set of 15 to 20 project

submigsions. (The numbers varied dVeF the 3 years oﬂstheistudy.) The

purposes of this primary reading were: (1) to deterﬁine‘what, if any,

additional information would be useful from the project (occésionaily, phone

contacts were made with the project documenters to clgrify or émplify issues '

addressed in the essays); {2) to highlight important issues with notes in

the margin and on a summary worksheet for each project; and (3) to iﬁeptify

and make"separate copies of especially significant passages that could be

edited to protect confidentiality and used in national evaluation reports as .

quotes from local project documentation sources.

L. ’
-

After all the projects in an SRL reader's set of essays had been
summarized, the reader created an internal memo fﬁat synthesized the
findings from the set by pointing out such things as major patterns of
comparison and contrast and preliminarwaeactions to guide further
thinking. The individual readers' memos were in turn integratgd into a
single memo that provided an analytic overview of each quarter's findings

*

from local documéntation. - v

Fine-Tuning the Essay Documentation Approach

K *
During the 3 years of the Teacher Corps national study, the esgsay

documentation apprdach evolved an increasing focus on specific matters of

-
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‘.. national policy. The cumulative periodic nature of the Jechnique gave it an —

important flexibility for addressing particular issues as ¥hese became more
salient for the program as a whole and as the backlog ‘of exPerience in gach

project grew. A : .
Several refinements to the technique have occurred during the most
recent year (1980-81 school year). First, essay assiénments were direét?d -
toward more specific issues. Where earlier assignments had invited comment
on the full set pfégigcher Corps Rules and Regulatjons (e.g., "Relative oL .
Importance of Implementation Tactics"--see Appendix B), topics in the third
year were targeted on specific provisions in the Rules and Regulafions
(e.g., ""Teacher Corps Contrihutions to Improved School Climates''--see
‘Appendix C) or on specific factors in the implementation process (e.g.,

"Developing Support Systems for Project Planning and Implementation'--gee

Appendix D). .

Second, the overall population was divided into a larger number of : /7 ’
subgroups, with different topics assigned to each group. This regrouping
was justified by the specialized nature of certain projects, such as youth
advocacy projects, and by ;ata indicating that not all projects needed to
respond to a 6articu1ar assignment to capture the range of local conditions

. and responses. The essay topic grid for Quarters 5 and 6 (the first two

R

: “Yuarters in Year 3), are shown in Table IX-1, which illustrates the more

focused array of groups and topics in the third year, - .

LT . . oo i
4+ " 7

- E;hird, the analysis of essays was amended &o streamline the reading and

summarizing process while guarding against pgssible distortions created by .

analysts. In essence, the analytic task was seen as one of extracting

valuable minerals from ore. Initial reading of the éssagg produced an

outline of topic senterces (written by the analyst) that reflected the main |

pointé of the §Ssay, selected passages that were, in tLe judgment of ,the

reader, particularly insightful'or vivid descriptions, and percepti!e

-
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» Tabld IX-1 . R
a * - -
i ESSAY TOPICS FOR QUARTERS 5 AND 6 ’ .
s '
Number
. A of s ’
Group Projects (uarter 5 Topic* Quarter 6 Topic*

l.- A -sample of projects that 49 Inservice Training for Local Project Contributions to '
represents the national School Teachers — Improved School Climates
program on selected demo- \
graphic characteristics
(inclyding the "30-project v 8 e
sample) ( .

2., A second repregentative 50 Developing Support Systems The Role of the Community

ple of projects for Project Planning and in a Teacher Corps Project
~ lmplementation
3., Native American projects 8 Impacts of Teacher Corps in Lessons Learned’Abéut Native
! Nativé American Communities American Leadership in
) . .. Tegcher Carps Projects ey
4. Youth advocacy projects 10 Inservice Training in Youth Four Components' of Youth .
. Advocacy Projects, Advocacy Projects

5. Projects for intensive 15 Examples of Successful Factors Contributing to

study of dissemination Dissemination Successful Dissemination -

W

In addition to the designated topic essay, each project 8ubm1tted each quarter an essay on "Unant1c1pated

-

! .

Events, Locall Problems, Solutions, and Insights."

/
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comments4re1ating to policy issues. Clearly, the process involved
consider;ble judgment on the part of the reader, especially in the choice of
quoted, passages, but broad criteria for making such judgments had been
developed (see Appendix E-~"Characteristics of Useful Essays"). xahe topic
sentence outline also provided a more systematic review of points made by
all documenters, against which the broader applicability of quotes could be

¢

judged. -

-
s

Essays were read and summarized with key provisions of the Teacher
- Corps Rules and Regulations in mind. These provisions are the basis of the
analytic category system that has guided analysis from the béginning. This
category scheme was refined during the past year, paralleling the increasing '
‘ . . = .
focus of essay assignments and a growing sense of what information was and

was not important. : «

\ .
Initially, essays were read with reference to the category scheme shown

« in Table IX-2, consisting of 19 key provisions from Teacher Corps
legislation plus a dozen broad categories of implementation activity. Om
the basis of the first three quarters' essay submissions, a few of these
categoriéE were dropped. For the remaining ones, subcategories were . °*
suggésted, each connected with eﬁerging policy themes. The code categories

’ made it possible to link quotes with all pertinent topic sentences. For
example, Table IX-3®presents the subdivisions of one category. These
catkgories areljin important ways open-ended; they could become increasingly
focused as ghedissues became further clarified. The categories are not
mutually exclusive, nor ére they @ntended to be, because neither the

phenomenon being studied nor our present understanding of it always

‘ § = .
subdivid-ea,‘tly. ; )
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- ; Tables 1X-2

CATEGORY SCHEME FOR ANALYSIS OF LOCAL DOCUMENTATION ESSAYS*

&

F

l. Low-Income Focus ' 18. Coordination with SEA
2. Five~Year Funding . 19. Documentation
3. Initial Development Year s 20, Feeder System Mandate
4, 3-Year Ban on Reapplication 21. Incentives for Increased
for Funds Involvement
5. School Climate 22. Staffing the Teacher Corps
6+.—Staff -Development Project. . . ___
7. Institutionalization . 23. Kelationship with Other Programs
8. ®™Dissemination or Agencies at Local Levels
9. Field-Based and Community-Based 24. Relations with Teacher Corps
Trainizg» : ’ Washington
10. Integrfited Pre/Inservice 25. Mechanics and Logistic Problems
11. Multicultural Education 26, Teacher Corps in Rural Areas
12. Diagnostic/Prescriptive 27. Inter-Ethnic Relations
Teaching . 28. Impact of Specialized Local
13. Collaborative Mode of Operation. Conditions and Events on the
*14. Joint Participation: IHE, Teacher Corps Project
~ LEA, and Community ) 29. Teacher Unions, Teacher Centers,
15. Teacher—Intern Teams and Teacher Involvement
16. Elected Community Councils: in Policymaking
, Role of Community Component 30. Additions/Amendments to Key
17. Representative Policy Board . Features: Overall Strategy -
31. Budget Problems
32., Miscellaneous

Categories 1 through 19 represent key_provisions in the Rules and
Regulations. .

-
!
i
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Table IX-3
/.‘ .
' ' SUBDIVISIONS OF CATEGORY 9:
. FIELD~-BASED AND COMMUNITY-BASED TRAINING

9.1 Definitions, E;;Egifs of Field-Based Training

9.2 IHE Role in the Field Training Process

9.3 Value of Providing Training in tﬁQ‘Figld

. 9.4 Definitions, Examples of Community-Based ;raiﬁing

9.5 Value of the Commnnity—Based,Training Component

9.6~ Incentives for IHE Involvement in Training

3
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Summary ’ . ’ '

In these methodological notes, we have outlined an approach for
addressing certain persistent problems in large-scale federally funded
research in education. In the 3~year natiomal evaluation of Teacher Corps,
local documenters--in-house research specialists employed by each Teacher
Corps project--have written essays following guidelines provided oy the
national evaluation staft. These essays proviée data that strike a balance
between quantitative and qualitative considerations. From a11 132 Teacher
Corps projects aéross the country, we obtained information about which
sections of the Rules and Regulatxonsafac111tate project 1\\Témentatxon and
which sectxons hinder 1t--1mportant information for state and federal

policymakers who are responsible for designing new’ programs and refining

existing ones.
el . . .
- The essay guidelines‘were designéd so that we could efficiently
congtruct summary checklists ‘that could be treated as standard questionnaire
oata, but we could gp beyond the checklists into the essays for additional
_ information to elaborate and explain the checklist responses and for
case-gpecific information that probably never could be captured by
questionnaire items alone. Since essays were read and analyz®d by a team of -
SRI researchers, each of whom has_fieldwork experience in Teacher Corps :
projects, the data from local documenters could also be extended by SRI's ,
own site-specific case-study data. ;
The essay format invited each locally based documenter to think about
and report on how the ﬁederally defined Rules and Regulations have
influenced the implementation process in each individual project. Through
the essay process, then, we were soliciting answct! to questions we never
thought to ask; and since we kept the door open by our’quarterly requests,
we obtained 1nformatxon on issues that people at ghe loca1 prOJects Tikewise
did not at fxrst think to te11 us about (through the essays on unantic¢ipated

events and unintended consequences, for example) -

-
»
.
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. The essays for us have been an espec1a11y rich source B¥ descriptive
information about the real life contextual setting that interacts with the
abstractxons egpressed in the Rules and Rggu1§t1ons. One of the major aims
of state and federal éblic&makers is to.construct program guidelines -that
cap opﬁgate effectively in real-world settings, and one of the major
reSponsibilitigs of local documentation in the national evaluation of the
Teacliery Corps has been to express the lessons learned about the
imSlementation process by thoge who can speak for themselves out of their

close association with day-to-day program operation in the field.
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Thie 45=Public Welfere

CHAPTER |—OFFICE OF EDUCATION, DEPART-
MENT OF HEALTH, EDUCATION, AND WEL.
FARE ,

PARTMT2—TEACHER CORPS
Grants ‘
AGENCY: Office of Education, HEW.
ACTION: Final regulation.

SUMMARY: This regulation imple-

ments Title V-A of the Higher Educa-

" tion Act of 1965, as amended, and gov-

erns grants to institutions of higher

education, local educational agencles,

and State educational agencies to de-

velop and operate Teacher Corps pro-

jects. The p of Teacher Corps

. projects is to, strengthen the educa-

tional opportunities available to chil-

- dren In areas having concentrations of

low-income families and to encourage

coileges and universities to bfoaden

* their programe=cf teacher preparation

and to encourage institutions of

higher education and iocal educational

agencies to improve programs of train-

. Ing and retraining for teachers and

- teacher aldes. This regulatian clarifies

the new directions established for

Teacher Corps by the ucation

Amendments of 1976. In general this

, regulation reflects: (1) Increased at-

tention to improving the school/learn-

ing , climate through Teacher Corps

projects. (2) emphasis on reforming

the training and retraining of educa-

_ tional personnel through Teacher

Corps projects, and (3) a greater focus

on demonstration, documentation,

institutionalization. and dissemination

of the results of Teacher Corps pro-

jects. Major program changes which

. resuited from the Education Amend.

ments of 1976 inclide: (1) Increasing

the project length from two to five

B years, (2) increasing the coilaboration

*  among local educational agencles, (n-

stitutions of higher education, and

communities in the development and

carrying out of profects. and (3) great-

er emphasis on local determination of
project objectives and design.

EFFECTIVE DATE: Under section
431(d) of the General Education Provi-
sions Act, as armended (20 U.S.C.
1232(d)). this regulation has been
<transmitted to the Congress concur-
reritly, with its publication in the FEo-
LRAL RYcistEr. Section 431(d) provides
that regulations subject to that sec.
tion shall become effcctive on the 45th
day following the date of transmission
to the Congress. subject to the provi-
stons in the section concerning Con-
gressional action and adjournment.

[
FOR FURTHER INFORMATION

CONTACT: '
Russell Wood, Deputy Director,

RULES AND REGULATIONS

Teacher Corps, Office of Education,

400 Maryland Avenue SW., Washing-

ts.on. D.C. 20202. Telephone: 202-245-
224.

SUPPLEMENTARY INFORMATION:

‘Sectlon 503 of the Educatlon Amend-

ments of 1973 requires the Commis.
sioner to study all rules. regulations,
guidelines, or other published inter-
pretations or orders issued by the
Commissioncr or the Secretary after
June 30. 1965 in connection with. or
affecting the administration of Office
of Education programs; to report to
the Committee on Labor and Public
Wélfare of the Scnate and the Com-
mittee on Education and Labor of the
House of Representatives, concerning
this study: and to publish in the Fro-
rRAL REGISTER these rules, regulations,
guidelines, interpretations, and orders
with an opportunity for public hearing
on the matters published. This regula-
tion reflects the results of this study
as it relates to the Teacher Corps.
Upon publication of Part 172, all pre-
ceding . rules, regulations, guidelines

-and -other published interpretation

and orders Issued In connection with
or affecting the program (except for
12th cycle continuation grants) will be
superseded. This regulation does not
apply to 12th Cycle Teacher Corps
Projects because first year grants for
these projects were made for fiscal
year 1977 under previously published
funding criteria. Gontinuation grants
for the second (final year) of these
12th cycle projects, which will be
awarded for {iscal year 1978. are not
subject to this regulation.

Overview of the progrem and regula-
tion. This regulation contains rules
and criteria governing grant awards by
the Commissioner to institutions of
higher education, local educational
agencles and State educational agen-
cies. These grants are designed to. (2)
Strengthen the educational opportuni-
ties available to children in areas
having concentrations of fow-income
families; (b) encourage colleges and
universities to broaden their programs
of teacher Preparation, and (c) encour-
age institutions of higher education
and local educational agencies to im-
prove programs of training and re-
training for teachers, teacher aldes,
and other educational personnel. Part
172 applies to all grant awards (except
12th cycle continuation grants) made
after its effective date with funds ap-
propriated to carry out the ‘““Tcacher
Corps": program.

Summary of major {ssues. This regu-~
lation Impléments significant changes
in the Teacher Corps program. The
following changes are particularly sig-
nificant and stem primarily from the
Education Amendments Qf 1876 (Pub.
L. 94-482):

(1) Project length. In §172.30 of the
regulation. the term of a Teacher
Corps project is extended from the

L 4

d five years. ‘The two-year limita-
rr was pinced on projects belfore
1974 when they were primarily con-
cerned with graduate level pre-service
trafining of teacher-interns in master
of arts-type projects, Section §13(aX1)
of the statute was amerded to autho-
rize a project length of five years. The
newly authorized five-year project du-
ration will give all parties concerned
with a Teacher Corps project (i.e., an
institution of higher education, a local
educgtional agency and a community
council) sufficient ‘time to plan a
worthwhile project. carry it out. docu-
ment it. and disseminate the resuits.
(2) . Cominunity council.  Section
513(e) of the statute requires the full
participation of an efected community
council in plinning, carrying out. and
evaluating a Teacher Corps project.
Section 172.14(c) of the regulation per-
mits the temporary use of a communi.
ty council elected for purposes other
than the Teacher Corps project (e.g.
community couneil eiected to partici-
pate in a Title I, ESEA or a bilingual
edtication project) t3 serve as a Teach-
er Corps project council for 2 maxi-
mum of three months after the date
of the Initlal grant award. Thus.
§ 172.14 provides for useful community
contributions to early project pian.
ning. without requiring a special com-
munity election before the award of a
project grant. Past experience shows
that only one out of every two ot

El;fem two years to the newly autho-
o

three project applications is {inally ap- |

proved for funding. Therefore, post-
poning the eifection of a permanent
community council minimizes the cre-
ation of unwarranted expectations on
the part of communities that are seek.
ing projects. At the same time. a
Teacher Corps community council
must be elected early in the planning
yeat (the {irst year of every project) so
as to participate in desiyning the pro-
ject in collaboration with the partici-
pating local educational ageney and
institution of higher education
Section 172.104 of the reguiation re.

. quires that the community courfcfl fQr

youth advocacy projects must include
representation of the parents of juve.
nile deilnquents and youth offenders
who are participating in the project.

(3) Reduction of Federal supporl
Under § 172.31 of the reguiation, Fed-
ernl support of a Teacher Corps pro-
ject Is ced during the fourth &nd
fifth years of the project term. One
persistent criticism of Fedcral project
grant programs is that’ the effects
rarely last after Federal project {und.
ing terminates. The reduction of Fed.
eral {unding during thc latter project
years is designed to encourage an or-
derly assumption of funding responsi-
bility by the institutions of higher
education, local cducational agencies,
and other agencies participating in the
project.
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(4) Relensed time compensalion. éw\*temh___,er education; (¢} training for im- .o{1 the regulation is not changed to re-

tion 514(f) of the statute permits, in
limited circumstances, the use of grant
funds to compensate local educational
agencies, for the cost of the time edu-
cational personnel are released from

eir duties during the regular school

y to participate In Teacher Corps
project training. Under §172.92 of the
regulation, released time compenss-
tion is only pald with grant funds {n
cases where the continuation of the
project ls jeopardized without such
payment=Thus, § 172,92 directly imple-
ments the intent of Congress that,
“e ¢ ¢ the Commissioner will use the
authority in a limited way only when
he determines t 8 particulat local
educational 2gency Is confronted with
unusual {{nancial difficujties such that
the continuation of the Teacher Corps
program would be jeopardized without
Federal compensation. The managers
further expect that compensation will
be necessary for only a few days per
month during the school year.” (p.
204, Conference Report 94-1701, US.
House of Representatives, September
21, 1976).

(8) Number of teacher-inlerns, Sec.
tion: 172.81 of the regulation requires
at least four teacher-interns (n each

-project. This continues the Teacher

Corps practice of requiring teacher-n-
terns in eagh project. The requirement
ensures that a project will be able to
integrate the pre.service training of
new teachers with the inservice train.
ing of existing staff and, thus, broaden
programs of teacher preparation.

However, if a participating local edu-
cational agency provides an assurance
(§$172.81) that {t will employ all teach-
er-interns who successfully complete
their {nternship, the project. may In-
clude a ratio of up to one teacher-
{ntern for each five-teschers I(n the
Teacher Corps project. Thus, §172.81
responds to sec.-513(f) of the stdtute
which requires, the Teacher Corps to
work toward "s nationwide Teacher
Corps membership ratio of approxi-
mately five teachers to each individual
not Yet employed 2s a teacher. Section
513({) also authorizes the Co! fon-
er to waive this goal if there is'an In-
sufficient number of qualified teacher
appiicants. or {f there are insufficient
employment obpportunities for the
teacher-interns.

(6) Local development of objectives.

Scétion 172.81,0f the regulation re--
tional agencies, insti. -

quires local edu
tutions of higher education, and com-
munity counciis to jointly establish
their osm local objectives. Previously
published funding criteria for the

* Teacher Corps (s¢e FrorraL RICISTIR,

vol. 42, No. 1, January 3, 1977, p. T
required a project to adopt one of five
broadly defined strategics which In-
ciuded: (a) Establishment of training
compiexes inciuding teacher centers;
(b) implementing competency-based

plementing alternative school designs;
(d) Inter-disciplinary training; and {(e)
training for the systematic adaption of
research findings. While these strate-
gles remain useful, they are not re-
quired by the regulation. It {s anticl
pated that the commitment of people

quire that the institution of higher
education offer teacher preparation at
both levels. .

$172.12 ProJecT ScHooLs

Comment. Many commenters re-
quested revision or clarification of

{nvolved In & project and the pmpech?:.lz of the regulation concerning

of achieving lasting benefits will be en-

hanced by~leaving much of the sub-

su.nu ce of & project to local determina-
on.

(7) The Trust Territory of the Pacif-
ic is eligible under section 513(cX2) of
the statute for allocations of Teacher
Corps members, but i3 not defined as &
“State” In the general provisions regu-
lations of the Office of Education.
Therefore, in this regulation the Trust
Tertitory of the Pacific is specifically
included In the definition of “State.”

(8) Sections 172.82(c) and 172.113(b)
of the regulation urge grantees to give
consideration to persons who are
broadly representative of the ethnic
and cultural characteristics of the
community served by the project In re-
cruiting Teacher Corps members and
staff, This is consistent with Congres-
sional Intent as expressed ;in "Senate
Report No. 94-882, 94th Cong., 2nd
Sess. (1976). -

Summary of comments and re.
sponses. A notice of ptbposed rulemak-
{ng for the Teacher'Corps program, In-
viting public commbant, was published

on October 5, 1977 In
D.C. During the 30-day
public comment, over 120
gestions and recominendatf were
received from (nterested perspns and
organizations. The comments were
generally very favorable and rt-

fve ‘of the proposed regulation.’ The ™

following is & summary of the com-
ments which requested changes In, or
clarification of, the regulation and re-
sponses to those comments (comments
which requested changes that are not
suthorized by the Teacher Corps stat-
ute are not inciuded). The comments
and responses are dentiffed with the
section number of the reguiation to
which they refer and are presented in
the numerical sequence of the regula-
tion, .

$172.11 InsTITUTION OF HIGHER ~_
= EDUCATION

Comment. One commenter suggested
that the regulation be changed to clar-
ify that the participating Institution
of higher educatfon must offer teacher
preparation programs at both the ele-
mentary and secondary education

level.

While most Projects will
include teachers and teacher-interns
serving In both elementary and sec-
ondary schools, some may include only
one of these levels, Therefore, § 172.11

he number of participating schools
required in each Teacher Corps pro-
ject and clarifieation of the definition
of & “‘feeder syatem.” -

Response, Section 172.12 of the pro-
posed regulation was ambiguous and
therefore, is changed to clarify and
further define project schools. Section
172.12(a) requires that each project in-
clude two to‘four compiete schools
which together include all grade levels
provided by the local educational
agency. In order to enhance the {nsti-
tutional impact of a profect, the
schools [ncluded In the project should
be a feeder system. A feeder system |is
one or more schoois that together In-
clude all grade levels from pre-school,
where such programs are provided,
through grade twelve, Furthermore, to
be & feeder system the majority of
pupils enrolled In the elementary
school or schools must progress to the
high school or to the Intermediate
school. If an Intermediate schoo! is In-
cluded, the majority of puplis {rom
the intermediate school must progress
to the high school However if the
local educational agency does not have
a feeder system as described above,
the following are acceptable alterna-
tives: !

(1) A single school {f that school In-
cludes gradés one through twelve;

(2) More than four schools where ad-
ditional schools are needed to Inciude
all grade levels In the feeder system;

¢3) More than four schools where
one or more schools in the feeder
system employ twelve or {ewer teach-
ers; or

(4) Two to four schools in & feeder
system which does not Include a high
schoo! (grades eight or nine through
twelve) if the high school Is In a sepa-
rate local educational agency.

1f the alternatives do not meet local
needs, the local educational agency
may propos¢ another arrangement
provi that the entire educational
staf{fs schools serving & definable
low {ncone community are included.

§172.14 CommuntTY COUNCIL

Coniment. One person suggested
that the regulation be changed to
limit each community council to s
maximum of {2 members,

The maximum slze of
each community council is left as a
local decision, so that it may best re.
flect local circumstances.

Comment. Cne commenter asked
whether a local schooi board could
serve a8 8 Teacher Corps project com.
munity counctl. .
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Response. The statute and regula.
tion require that 2 community council

be elected specifically to serve as the _

Teacher Corps community council.
However. Individual members of &
school board may serve on a2 communi-
ty council specifically elected for that
.purpose under § 172.14(d).

Comment. Two commenters suggest-
ed that the regulation be changed:to
permit a Title I Elementary and Sec-
ondary Education Act couneéfl or simi-
lar council to be the permanent
Teacher Corps community council.

Response. No change is madc In the
regulation. Section 172.14 s based on
section 513(e) of the statute which re-
quires an elected community council
that is representative of the communi-
ty in which the project Is located and
the parents of the students in the ele-
mentary or secondary schools partici-
pating in the project. A community
council elected for another purpose
could not serve as a2 permanent Teach-
er Corps community counci]l unless
this representation requirement |Is
met.

Comment. One commenter Qques-
tioned the feasibility of community
wide elections where the attendance
area of the participating schools Is
geographically very large. -

Response. Community wide elections
are required by the representation re-
quirements In section 513(e) of the
statute. After initial grant awards are
made. the Teacher Corps program will
provide tedhnical assistance to the
local projects concerning how -to cpn-
duct community wide elegtions.

$172.15 Poricy Boarp

Comment. Some commenters stated
that potential conflicts existed be-
tween the policy board and the elected
local school board, because the local
school board has responsibility for
school policy under State law.

Response. These conflicts shouid not
occur because & Teacler Corps project
must be carried ouy within all estab.
lished State an | laws, regulations
and policies.
erate within this framework.

Comment. One commenter suggested
that the regulation be changed by
eliminating principals’ organizations
from the list of suggested representa~
tives on the policy bpard. The com-
menter felt that principal’s organiza-
tions should not be highlighted as a
suggested additional group.

Response. No change is made in the
regulation. Principals, who wcre not
eligible for Teacher Corps training
until the Education Amendments of
.19768, are now rcgarded as key ele-
ments in a Teacher Corps project. |

Comment. One commenter asked
whether inclusion of teacher-interns
on the policy board is required under
§172.15(bX4).

Response. Section 172.15(b)4) of the

e policy board will op-”

RULES AND REGULATIONS

rate as publiished in the proposed reg-
uldtion. ¥he typographical error in
$172.15(bX4) Bmd in the finai
regulation-and er-{nterns may be
included on the policy board at local
option.

Comment. One commenter requested
that the regulation be changed to
permit the dean of the school of edu-
cation to designate a substitute repre-
sentative on the policy board.

Response. No change is maderin the
regulation. The effectiveness of the
policy board depends upon the inclu-
sion of key education decision makers,
such as deans of schools of education.

§172.17 InvoLvEMENT OF STATE
EDUCATIONAL AGENCY

Comment. One commenter suggested
that the regulation- be changed to
speoi{y 8 role for State educational

encies in project dissemination.

Response. No change Is made in the

ation. While Teacher Corps en-
orses 8 State educational agency role
this function, the role is not speci-
fied in the regulation since the details
of each project should be worked out’
at the local level in cooperation with
the State educational agency. Howev-
er, 2 State educational agency may not
receive a grant under §172.32 to dis-
seminate project experience.

§172.30 PRoJECT DURATION

Comment. One commenter requcsted
that the regulation be. changed to
permit projects of shorter than [ive
years’ duration.

Response. The reguiation is changed
to permit projects shorter than five
years’ duration. Experience with other
Federal education programs shows
that five years Is the optimum project
length. However, if the applicant insti.
tutions and agencies can demonstrate
in their applications that their objec-
tives can be met In a shorter time.
then a shorter time period may be

Comment. One commenter suggested
that the regulation be changed by
eliminating the requirement for
annual applications and that funding
be made automatlically for years after
the first year,

Response. No change Is made in the
regulation. Automatic continuation
funding is prohibited under 31 U.S.C.
665(s). In addition, applicalions for
continuation grants provide a neces-
sary opportunity for review of project
experience gnd effectiveness.

§172.31 Stizz or GRANTS

Comment. Several commenters reés
quested -‘'that the regulation e '
changed to Increase. or provide more
flexibility in the size of grants.

Response. The limitation on grant
size for the initial developmental year

-

$150,000. The amounts stated for the
other project years are approximate
limitations and local projects may
apply for smaller sums. The approxi.
mate limitation for the amount award-
ed £o a project for the ast project year
Is increased to $150,000. The amounts
are bagsed on past project experience
and the beiief that significantly larger
sums would Impair the demonstration
aspect of the project.

Comment. One commenter s
that the regulation be changed to base
the grant size limitations on the
number of individuals who participate
in the project.

Response. No change Is made in the
regulation. The limitations in §172.31
are intended to ensure that project
costs do not become so high that the
demonstration aspects of the project
are jeopardized.

Comment. One commenter suggested
an increase in the limitation on the
total amount awarded to grantees
under a project for the first project
year if a State educational agency
grant Is included in the project. :

Response. Na.change is made in the
regulation. The limitations in §172.31
are intended to cover all project activi-
ties regardless of the number of agen-
cies and institutions involved and
whether or not a State educational
2gency is a grantee. .

$172.32 SEPARA RANTS

-Comment. A Sta educational
agency asked {f it could set its own ap-.
proval criteria and require that each
application for a project In its State
must include the particiption of the
State educational agency as a grantee,

Response. Under §172.135 of the reg-
ulation, the State cducational agency
must approve all applicatjons that are
in conformance with applicable State
laws, rules, and regulations and consis- |
tent with overall plans for teacher
cducatiorwin that State. A State cduca.
tional agency may establish its own
criteria for determining whether pro-
ject applications, are consistent with
overall State plans for teacher educa.
tion, including requiring thc participa-
tion of the Slate educational arency
as a joint grantee. Howcver, the Com-
missioner will not approve any appli.
cation which docs not conform to the
Teacher Corps statute and this regula-
tion. The State educational agency
must keep in mind that, to the extent
an application addresses State educa.
tional agency criteria which are Incon.
slstent with the criteria In Subpart F
of this regulation. the  application
would receive a lower evaluation by
the Commissioner.

§i"lzsa TiME Pﬁuon BETORE AGEN-
.. CIES OR INSTITUTIONS MAY APPLY TOR
‘A rgx:w ProJsecr ‘

Gpmment. Several commenters re-

regulation was typographically inaccu- s clarified to provide “not more than quested that the regulatiéii  be
, R B V]
4
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changed to reduce the tive—iréu morss
torium between the time of project
completion and application for a new

- Teacher Corps project.

Response. The . moratorium in
§172.33 s designed to enhance the
Institutionalization of Teacher Corps

experience by involving new Institu- .

tions ragher than making additional
grants to institutions which have par-
ticipated. However, to .allow - more
flexibility, $172.33 s changed to
reduce the moratorium to three years,

Comment.  Several commenters
asked whether the moratorium in
§$172.33 applies to the Teacher Corps
12th cycle grantees:

Response. The moratorium does not
apply to 12th ¢ycle grantees since they
are not covered by the regulation (see
explanation set forth above). Never.
theless, applications from grantees
currently participating in 12th cycle
projects would probably receive lower
evaluations in the grant competition
since there would be more limited in-.
stitutional lmpact U Teacher Corps
programs operated simultaneously or
consecutively in the same Institution.

$172.40 INITIAL DEvELOPMENTAL TRAR

Comment. One commenter suggested
that the regulation be changed to
reduce the develppmental year to a
period of three months.

Response. The regulation is changed
to permit 2 developmental period of
less than a year If the applicant can
demons$trate that the full year i3 not
needed. Experience with similar Fed.
eral programs indicates that a year Is
usually necessary for project develop;
ment,

$17242 Puxcrions or EACH
PARTICIPANT

Comment, One commenter suggested
that the regulation be changed to pro-
vide that institutions of higher educa-
tion be compensatedfor the cost of re-
leased time necessary for higher edu.
cation staff serving in the project,

Response. No change is made in the’

regulation. The cost of released time
for institution of higher education

_ s{aff may . be a legitimate part of the

cost of providing training to Teacher
for which institutions
of higher education may be gompen.
sated:=— - .

§ 172.45 TRAINING BY INSTITUTIONS OF
HiGHER EDUCATION

Commgnl. Two commenters request.
ed that the regulation be changed to
permit institutions of higfier ¢duca.
tion to train their own instructional
?Latl as part of the Teacher Corps pro-

LJect,

Relponse. No change Is made In the
reguiation. The statute does not spe-
cifically authorize training of higher

cducation personnel, as such, Howev. crs must be hircd and teacher-interns  that Lhe regulativirbe changed to eme- .
o
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er, tralning of higher education staff
who are staff members of the Teacher
Corps project Is acceptable as a regu.

the training Is for thelr responsibilities
in the project, | .
Comment. One commenter asked if
training-for teacher aides s possible.
Response. Section 172.45¢(b) of the
regulation permits this training.

§172.47 TRAINING PROGRAM FOR
] TEACHER INTIRNS

Commenl A commenter suggested
that the regulation allow more flexi-
bility to local projects in assigning
practical classroom experience for
teacher-interns.

Response, Section 172.47 of the regu.
lation already permits local flexibility
in assigning tescher-interns classroom .
experience., However, §172.47(c) s
changed to make the one-half day
school experience requirement an
average over the two year ln;grnshlp
(permitting fewer classroomr hours
during the first school year and more
hours during the second s*ool year). »

H 112.48 GRADUATE LaveL TRaINING
POR TEACHERS AND TrACHER INTEZRNS

Comment, Several commenters re-
quested that the regulation be
changed to permit persons who do not
have bachelors degrees to serve as
teacher-Interns and to permit these
persons o recelve undergraduate
training. The commenters requested
this change because of the unavailabi-
lity of teacher-intem candidates with
bachelors degrees in some localities.

Response. Teacher Corps recognizes
that there may be local situations
where there are not enough teacher-
intern candidates with bachelors de-
grees. Therefore, the definition of
“teacher-intern’ is changed to permit
& person has completed two or
more years of & program for which
credit was given toward & bachelors
degree to serve as & teacher-intern if
there are not enough teacher-intern
candidates who have & bachelors
degree, If a project seeks to include

a3 teacher-interns, the local edu.
cational agency must provide & certifi-
cation under §172.124(f). Section
174.48 of the regulation has been
changed to permit teacher-interns who
do not have a bachelors degree to re-
celve undergraduate tralning.

§ 17249 Dzantz Axd CIRTIFICATION
. POR TEACHER-INTERNS

Comment. Several commenters sug-
gested that team leaders and teacher-
interns be employed before t tart
of the second project year, to vide
more preservice trafning for teacher-
interns,

Response. Under $172.40 team lead. "

s;mns who do not have bachelors de-

1527

recruited and selected durm;.me-uu.'
tial developmental year. However, to
provide for a preservice

+lar administrative function, as long as period, §172.49 is changed to require

that teacher-interns begin their in-
ternships three months before the
start of the second school year of the
project,

Comment One commienter suggested
that advance State educational agency
approval be req for the training
program to -assure/ donsistency with
State certification standards.

No change {3 made in the
regulati State educational agency
approval of project applications is re-
quired under § 172.135. .

Comment. One commeriter suggested
that the lation be changed to sub-
stantiaily/réduce the period of time
for teacher-intern training.

Response. No change {3 made in the

gulation. The two-year tralning

riod is essential to achieve fnstitu-
tiongl change, particularly the inte.
gration of pre-service and in-service
training. Another reason for the two
year period Is to provide teacher-in.
terns with experience in a variety of -
schools and grade levels.

$ 172,60 Basic Ouvrcouzs

Comment. One commenter suggested
that the regulation be changed to de-
‘emphasize basic outcomes and substi-
tute the term “activities” in place of
“outcomes.” - .
nse. No change is made in the
regulal The four basic outcomes
were devéjoped as a result of an exten-
sive planhing -process and are the
structure around which the entire pro-

Ject must be designed. -

Comment One conunenter suggested
that the regulation be more specific
about expected learner outcomes.

R e.No_change i{s made in the
reguldt! T er Corps believes
that the gpecificity of expected learn-
er outcojpes, a3 a' result of Teacher
Corps projects, is a matter for local de-
termination. .

Commerte, One commenter suggested

,that & project not be held accountable

for the adoption, or adaptation, of
educational improvements by other
agencies and Institutfons.
Response. No change {3 made in the
regulation. A project Is not held ac-
countable for adoption of educational
improvements beyond the legal jupis-
diction of the grantees. This means,
for example, that a local educationsal
agency'is accountable for the adoption
and adaptation of educational im-
provements only In schools within its
jurisdiction. However, each project
must make efforts to demonstrate and
disscminate its experfence beyond
local educational agency boundaries.

§172.82 Scuoor Opsrcrives
Comment. One commenter suggested
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phasize the coordi of school out-

¢ comes among all proj

Response. This suggestion is accept-
ed and §172.62 is changed to require
that all project schools must be in-
volved In the development of these
specific objectives. This involvement
of all project schools Is dcsigned to
add continuity and provide greater
impact at various levels of the educs-
tional system. ‘

Comment. One commenter suggested
that the regulation be changed to spe-
citically Include undergraduates in a
definition of volunteer.

_Response. No ghange Is made In the
regulation. Undergraduates and other
persons who volunteer to serve as
part-ttme tutors or full-time instruc.
tional assistants In project schools are
volunteers under §172.80<b) of- the
regulation. It should be noted that
tralning for volunteers Is limited
under section 513(aX5XB) of the stat-
ute to “training to prepare tutors and
Instructional assistants for service” In
Teacher Corps projects.

$172.81 NuUMBER or TZACHER-INTIRNS

Comment.  Several " commenters
asked [or clarification of the provision

ject to Include up to one teacher-

" Intern fdr each five teachers In the

project schools if the local educational
agency will empioy all teacher-interns
who complete their Internships. ,

Response, Section 172.81 of the regu-
lation is based on section 513(f) of the
statute which provided that: “The
Commissioner shall establish proce-
dures seeking with -redpect to the
Teacher Corps mgmbers enrolled after
the"date of enactment of the Educs-
tion Amendments of 1976 a goal of
having approximately § Individuals
who are at the time of enrollment, or
who previously have been, employed
as teachers by local education agencies
to one individual who has not been so
employed. The Commissioner may
walve the procedure established under
thissubsection if he makes a determi-
nation that there are [nsufficient
qualified applicants to maintain the
goal sought by this subsection, or that
there are insufficient employment op-
portunities for indlviduals who are not
so employed, and submils a report to
Congress of such a determination.”

If the assurance 'required In
§172,124(e) is not given, this is evi-
dence that there dre “insufficient em.
ployment opportunities” for the
teacher-interns and the requirement
of 'four teacher-interns per project
under § 172.81(a) will then spply.

Comment. One commenter suggested
the regulation be changed to permit
less than four teacher-interns in each
project. at local option.

Responge. No change is made in Lhe

- in §172.81(b) which permits each pro- ,
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each project 80 that there will be suffi-
cient opportunity for the integration
of pre-service and In.service tralning.
Past project experienc€ has shown
that four is the minimum number that
constitutes an effective‘teacher-Intern
team. N

$172.83 TrAcCHEZR-INTIRY TZAMS

Comment. One commenter asked if
team leaders must be employed full-
time by the profect.

Response. Team leaders will normal-
ly be employed by the project on a
{ull-time basis, since they are expected
to participate fully In project activities
fncluding supervising teacher-interns.
However, there may be exceptional
local circumstances In which this Is
not possible. 80 employment on less
than a full time basis Is permitted.

Comment. Qne commenter asked

-whether each team must spend a por-

tion of the Internship In each project
school where there are multiple teach-
er-intern teams in the project.
Response. Section 172.83 of the regu-
lation requires teacher-intern rotation
so that each teacher-Intern will have
experience In all educational leveis
represented In the project schools,

$ 1;12.87. CourrasaTior or TZaM

: Lrapzns

Comment. One commenter suggested
that the regulation be changed to
make faculty In Institutions of higher
education eligible to serve as team
leaders,

Response. No change is made In the
regulation. Under the present lan-
guage, any qualified individuals are
eligible and may be hired by the local,
educationsl agency as team leaders.

§172.88 TEACHER-INTERN  COMPENSA-
110 DURING THEIR TERX OF SERVICE
JHITH THE PROJICT s

Comment. One commenter suggested-
that the regulation-be changed to
Hmit the total compensation pald to
teacher-interns to the salary of a be-
ginning teachers~ - - -~

Response, In order to recognize lo-
cally established salary pollcy, §172.88
is changed to limit total teacher-intern
compensation (lncluding stipend and
dependent allowance) to not cxceed
the salary of s full-time beginning
teacher. ~
‘ Comment. Severab commenters te-
quested clarification of the responsi-
bility for paying stipends and compen.
sation to the teacher-Interns.

Response, It 18 Intended that teach-
er-interns receive continuous stipend
payment or compensation from the
time of eftry Into the project to the
time of completion of the Internship.
The stipend must be paid during both
summers during the internship.

‘

bution (10%) to teacher.intern com-
pensation under §172 88 may be “In
kind” rather than in money.

Response, It is the intent of 517238
that teacher-interns be compensated
in money. This has been the continu.
ing policy of Teacher Corps.

§$172.90 Tncxm-}mn AND Tzam
LZADER MEDICAL INSURANCE :

Comment. One commenter asked
whether teacher-interns and team
leaders should receive fringe benefits
{rr addition to medical insurance.

Response. No change Is made in the
regulation. In order to recognize local-
ly established policies and circum-
stances, this is left for determination
at the local level.

§172.91 TRrAMING STIPENDS FOR
TrACHEZRS AND OTHER EDUCATIONAL
© PERSONNEL

Comment. One commenter suggested
that the decision of whether to pay
tralning stipends to* teachers and
other educational personnel (as well as
the size of such stipends if paid) be
left to local option. |

Response. This suggestion is adopt-
ed. Section 172.91 of the reguiation is
changed .to permit, rather than re.
quire, ;the payment of these stipends
and the upper limit Is set at $100 per
individual per week. Thus. local pro-
Jects have more flexibility to recognize
local needs and priorities.

$172.92 Rrieasep Timr FOR
EDUCATIONAL PERSONNEL

Comment. One commenter asked
that the regulation be changed to
assure applicants that project applica-
tions will not be penalized for request-
ing funds for released time.

_Response. Under the évaluation ‘eri-
téria {n Subpart F. no application will
be penalized merely for proposing that
a portion of-grant funds be used for
released time if such use Is fully justi-
fled In the application. However. in re-
viewing applications the Commissioner
considers whether the activitics are
likely to accomplish the project objec-
tives. An application which proposes
to use a Jarge amount of Its budget for
the costs of released time, may not
have activities adequate to achieve its
objectives, and thcrefore might not
score as well under the criteria in Sub-
partF.

Comment. One commenter requested
clarificatiorr of the term "jeopardy’ as
used in § 172.92(b) of the regulation.

Responte. The term JeopardySwas
used In the Confercnce Report on the
Education Amendments of 1978 cited
above. It was the intent of €ongress
that grant funds should be used to pay
for released time only In extremely
limited circumstances, where the pro-

regulatidn. A minimum number of Comment. One commenter asked if ject Is unlikely tg succeed without that
four teacher-interns Is required In the local educationsl agency’s contri- payment.
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$172.93 7Comumou or
VoLuntzzas

Comment. One commenter sunested
that volunteers be paid stipends for
-participation in summer training.

Response. No change s made in the
regulation. In order to reflect local ¢ir-
cumstances, § 172.93 provides that vol-
unteers may be paid or.not pa._d ac-
cording to local policy.

$ 1'72 94 TravEL EXPrasrs or TZACHER
CoRes MEMBERS

Comment. One commenter su

that the regulstion be changed to)

permit travel and rtation pay-
. ments only to teacher.interns rather
than all Teacher Corps members.

Response. No change is made in the
regulation. Travel expenses for any
Teacher Corps members, including
regular teachers, may be necessary.

Comment. One commenter suggested
reducing the 11,000 pound restriction

. under §172.94(bX2Xil) to 6,000
pounds.’

Response. This suggestion is not
_adopted “-since -the 11,000 pound
‘allowance Is used in similar Federa.l
programs.

$172.102 YouUTH Apvocacy PROJEICT
JOINT PARTICIPATION

Comment. One commenter asked

whether a traditfonal penal (nstitution
- ;nust. be part ofa yout.h advocacy pro-
ect.

Response. A project is not required
to include an Incarceratory institution.
Section 172,102(bX4) of the regulation
indicates that one, or more, of four
types of correctional facilities must be
part of a youth advocacy project.

Comment. Two commenters suggest.

« ed including State educational agen-

cies as ellglble participants in youth
advocacy projects,

Response. State educational agency
particlpation is authorized by the stat.
ute and the suggestion is adopted. Sec

tion 172.102 of the regulation Is

changed to permit State educational
agencies to participate {n youth advo-
cacy projects.

Comment, One commenter asked
whether a reguiar Teacher Corps pro-
. Ject may be combined with & youth ad-
vocacy project, and If this {s permissi-
*ble whether the funding limitatioh Is
increased.

Response. A regular Teacher Corps
project cannot be combined with &
youth advocacy project. Under the
_regulation, a youth advocacy profect

© must contain most of the same ele-
ments as a regular Teacher Corps pra-
juct and thercfore comblnation with a
regular project is unnecessary.

.§1172,104 Youru Apvocacy ProJrct
Communizy Councir.

_Comment. Onc commenter asked if
the community council must be repre-

4

Ve
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sentative of both parents and resi-
dents in youth advocacy projects.

Response. Under § 172.104 of the reg-
ulation, procedures must be developed
at the local level for an election that
includes both the parents of the
youths participating in the project
and the residents of the area served by
the project schools.

§172.108 CorrrcTIONAL FACILITY
Puxcrions

Comment. One commenter asked
what purpose grants to correctional
institutions may serve in youth advo-
cacy projects,

Response, The functions of & partici-
pating correctional facility are de-
scribed in § 172.108

$172.110 MaFAGTMENT Pran

Comment. One commenter asked
how much detail is required in the
management plan required in the inf.
tial project application.

Response. The mansgement plm
must address all project years, al-
though the activities and objectives
may- change as a result of project ex-
perience. The proposed budget for all
project, years, except the first year,
may be in locally détermined outline
form.

Comment. One' commentet suggested
that the regulation be_changed to de-

- scribe which (ndirect costs grantees

may be compensated for.

Response. No change is made in the
regulation because indirect costs are
covered by the applicable cost princl-
ples referenced in 485 CFR 100a.81.

— Comment. One commenter suggested
the establishment of a Teacher Corps
management plan on & national level

Response. A national management
plan for the Teacher Corps is being
developed as a result of detailed plan-
ning processes now in progress, How-

. ever, this plan i{s part of national pro-

gram management and not appropri-
ately covered in the reguiation.

+ Comment. One commenter suggested
that the regulation be cHanged to
specify a sét &mount for the secretart-
al and administrative ‘expenses of the
community council,

Response. No change is made in the
regulation, S¢ that these expenses can
reflect the needs of each project,
Teacher Corps chooses not to specify &
set amount., However, the secretarial
and administrative expenses of the
community council, which may In-
clude training expenses for the councit
members themselves, must be a dis.
tinctly identiflable category in the
project  budget required under

C§172.110, &

§172.113 EMrLOYMENT OF PROJECT
. ADMINISTRATIVE STAF?P

Comment. One commenter sasked
that cqual treatment of the sexes be
required under §172.113.

v
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Resporse. This i3 not covered by the
regulation. Title IX of the Education
Amendments of 1972 (20 U.S.C. 1681)"
prohibits sex discrimination in any
education program or actlvity recelv-
ing Federal financial assistance and
-every applicant must file an assurance
of compliance, .

Comment. One commenter asked
that the regulation be changed to
specify that project staff in addition
to the director, may be hired during
the initial project year.

* Response, N6 change is made in the
regulation. Spéeific deslgnation of pro-
Ject staff is not Included in the regula-
tion. Lacal projects may hire staff as
appropriate for the functions to be
carried out in the initial project year.

$172.128 Comxunrry Counciy

Comment. One commenter suggested
that the regulation be changed to re-
quire more speci{lcity in the assurance
concerning the role of the community
council, -
.. Response. No change is made in the
.regulation. The language
§172.125(c) of the regulation is based
on section 513(e) of the statute. So
that local circumstances and situa-
tlons can be-reflected, additional de-
tails are left to local determination.

Comment. One commenter suggested

‘ that the regulation be changed to clar-

ity how an applicant should describe
the community council. *

Response. No change {3 made in the
regulation. The initial project applica-
tion can describe the permanent com-
munity council In prospective terms
and not as much detail Is expected In
the initial application as in the second
year applicatlon.

(UNNUMBEZRED) m:rt:mo. COMMUNITY
Couxncit EXpmsES

Comment. One commenter asked

‘- whether a separate budget for the

community council’s secretarial and
administrative expenses must be in-
cluded in the project application.

Response. A separate budget for the
secretarfal and administrative ex-
penses of the communlt.y council is re-
qulired.

< §172.135 APPROVAL OF APFLICATIONS
o BY THE STATE EDUCATIONAL AGENCY

Comment. One commentensuggested
thdit the regulation be changed to -
specify a 15 day period for State edu-
catjorml agency approval of appllca-
tlons,

Response. No chanze is mn.de in the
reguiation. The length of the approval
perfod is left to State~educational
ageney determination.” Howcever, it
should be noted that the more time a
State educatlonal agency requires, the
lcus time applicants will have for pro-
Ject application ,development, which
could affect thelr ability.to compete
successfully {or a project,
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Comment. One commenter suggested
that the regutatlon be changed to be
more specific about requiring compe-
tency-based teacher tralning and simi.
lar approaches.

Response. No change i3 made ln the
reguiation. So that each project may
reflect local circumstances. much of
the substance and approaches of the
Teacher Corps training (s left to local
discretion.

CiTATIONS OF LEGAL AUTHORITY

As required by section 431(a) of the
Genegal Education Provisions A#t (20
U.S.¢Z. 1232(8)), 3, citation of statutory
authority, for each section of the regu-
lation has been placed In parentheses
on the line following the text of the
section. Reference to “Sec.” In the ci-
tations of authorlty {ollowing provi-
slons of the regulation refer to sec-
tions of the Higher Education Act of
1965, as amended.

Authority. This regulation is issued
under the authority of Title V-A of
the Higher Education Act of 19685
(Pub. L. 89-329). as amended by Pub,
L. 90-35, Pub., L. 80-575, Pub. L. 81~
230, Pub. L. 92-318, Pub. L. 93-380,
and Pub. L. 94-482,

(20 U.S.C. 1101 et 5eq.) 3

Notr.—The Offlce of Education has deter.
mined that this document does not- contain
s major propossl requiring preparation of
an Inflation Impact Statsment under Ex.

ecutive Order 11621 and OMB Clrculu A
1077~

(Cataloz of Pederal Domestic Assistance No.
'13.489, Teacher Corps).
DAted: December 13, 1977.
Enwzst L. BOYER,
U.S. Commissionerof Education.
Approved: Pebruary 13, 1978.

JosrrH A. CaLIFANO, JT.,
Secretary of Heallh,
Education, and Welfare.

Title 45 of the Code of Pederal Reg-
ulations i{s amended by adding & ngw
Part 172 to read as follows:

PART 172--TEACHER CORPS

Subpert A—~Geners!
Sec. R -
172.1 Scope.
172.2 Purpose. N

172.3 Definftions.
Su.bnn S8~—Elements of ¢ Teecher Corfis -
Project

PARTICIPANTS

172.10 Joint participants.

17211 Institution of higher education.

172.12 Project schools.

172.13 Involvement of all educational
school personsiel in the project.

172.14 Community council.

172.15 Policy board.

172.16 Other participating groups.

172.17 Involvement of State educational
agency.

. ™
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.Gnm

172.30 Prolect duration,

172.31 Size of grants.

172.32 Separate grants,

172.33 Time period botore agencies or jnatl.
tutions may apply for & new projcct..

_Prossct Proorant

112.(0 xnmu development yene,
172.41 Achlevement of objections during
the remalning four years,

, 172.42 Punctions of each participant.

17243 Institution of higher education
furtetions.

172.44 Local educational agency functions.

172.45 Training by institutions of higher
cducation. -

172.48 Pre-service and In-service training.

172.47 Trun.lnc program for teacher-in-

172.48 Graduate level training for teschers
and teacher.interns.

172.49 Degres and certification for teach.
er-Interna.

172.50 Pleld and community based train.
ng.,

17251 ‘Training for volunteers.

17252 Documentation of project experi.
ence. ,

Bast¢ OvTcoMES AND PROJICT O3IZCTIVES

172.60 Baalc outcomes, 4

172.61 Project objectives.

172.62 School objectives.

172,63 Educational personnel developmenc
ystem objectiyes.

172.64 Institutionalization objectives.

172.65 Demonstration and dissemination
objectives.

* TRACRER Corrs MezusrRs

172.80 Educational personne!, teacher:in.
terns, ardd volunteers.

172.81 Number of teacher-Interns.

172.82 Recruiting teacher.interns. .

172.83 Tescher.Interns teams.

172.84 Teacher:nterms may not replace
teachers. ¥

172.85 Pederal employees. N

172.86 Other Federal student assistance
programs. .

172,87 Compensation of team leaders,

172.88 Teacherinterns compensation
during their term of service with the
project.

172.89 Teacher-Interns training stipends.

17290 Teacher-interns and team leader
medical insurance,

17291 Training stipends for teachers and
other educational personnel.

172.92 Released time for educational per-
sonnel.
2. Compensationy of voluntecers.

1 z:; Travel expenses of Teacher Corps

embers,

Subpert C—-wah Advecacy Projects

172100 Purpose and project design,
172.101 Other sectfons [n this part appiy to
_ youth advocacy projects.

" 172102 Youth ndvoacy project joint par-

ticipation.

172,103 Project schoou. .

172.104 Youth advocacy project communi.
ty council

172.108 Policy board.

172.106 Youth sdvocacy projects—separate

grants,
172.107 Time period before correctional (a-
cility may apply for a new project,
172.108 Correctlonal facility functions.
172.109 Youth sadvocacy teacher-intem
training.

E 3
Subpert D—~Project Administretion
172.110 Management Plan. s

172,111 Project director. -

172,112 Conpensation of project director
and atnff. .

172.113 Employment of project administra.
Ve atarl.

172.114 Supervision of
members.

Subpart E—Applications

Poticy board.

Institution of higher education.
Project schools,

Community council.
Correctional facitity.

Project objectives,

Management and staffing plans.
Releasced time.

Project activitics.

Youth advocacy projects.
Information responding to cvaluas

Teacher Corps

172.122
172.123
172,124
172,128
172.126
172.127
172.128
172.130
172,132
172133
172.134
tlon criterta,
172,135 Approval of applications by the
State educational agency.
172.936 Continuation grant appliication.
172.137 Annual publication of application
submission date.

Subpoﬂ P—!vﬂluqthn Criteria
m.lso Evaluation procedure

172.151 School learning climate criterion. #

172.152 Educatlonal personnel develop-
ment system criterion.

172.153 [nstitutionalization criterion,

172.154 Adaptation of educational Im-

provéments criterion.

ArrrrDIX—PART A OF Trriz V or THE
HiGHER EDUCATION ACT OF 1965. AS AMEND-
o—~TrAacHEZR CORPS PROGRAM STATENENT
OF PURPOSE AND AUTHORIZATION OF APPRO-
PRIATIONS

AutHoriry: Title V-A of the Higher Edu-
cation Act of 1965 (Pub L. 89-329).;as
amended by Pub. L. 90-35 in 1967: Pub. L.
90-575 In 1968; Pub. L. 91-230 {n 1970; Pub.
L. 92-318 In 1972; Pub, L. 93-380 In' 1974:
and Pub. L. 94~482 In 1976 (20 U.S.C, 1101 et

,5£4.), unless otherwizse noted.

Subparf A—General

§172.1 Scope

(ay This regulation applies to the
Teacher Corps program. The statute
that applies to the Teacher Corps pro-
gram is Title V-A of the Highcr Edu-
catlon Act of 1965. as amended. A copy
of the statute is included as an appen-
dix to.this part.

(b) Each grant under this part is
subject to-the general provisions regu-
lations of the Office of Education
(Part£,100 and 100n of this chapter).

(Secs. 511 et seq.; 20 U.S.C. 1101 et 56.)

§172.2 Purpose.

The purposc of the Teacher Corns
program {s to strengthien the cduca-
tlonal opportunitics available to chil-
dren in arcas having concentrations of
low income {amilics. to encourage col-
leges and universities to broaden their
programs of teacher preparalion. and
to encourage {nstitutions of higher
education and local educational agen-

t-
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il

cies to improve programs of training
and retraining for teachers, teacher
aides, and other educational person-
nel. -

(Secs. 511(a); 20'U.S.C. 1101(a).)

§ 1723 Definitions. '.
As used in this part: “Institution of

. . higher education” means an institu.

tion of higher education as defined in
Section 1201(a) of the Higher Educa~
tion Act of 1965, as amended.

(Secs. 1201(a); 20 US.C. 1141(2).)

“Local educational agency” means a
local educational agency as deflned in
section 1201(g) of the Higher Educa-
tion Act of 1965, as amended. The
term Inciudes a State educational

children” of migratory agricultural
waorkers.

(Sec. 1201(g), 20 U.S.C. 1141(g); Secs. 5174A;

determine whe certification is re-
quired for a teacher ajde.

(8ec. 513(aX1); 20 U.S.C. 1103(aX1),)

“Teacher-intern’ means a person re-
cruited to serve In a Teacher .Corps
project who has a bachelors degree or
its equivalent, with or without a teach-
ing certificate, but who has not had
fulltime pald teaching experience.
However, a person who has cdmpleted
two or more years of a program for
which credit was given toward a bach-
elors degree may serve as a teacher-
intern if there are not enough teacher-
Interns candidates who have a bache.
lors degree. -

(Sec. 513(aX1% 20 U.S.C. 1103(aX1),)

$172.10 Joint Participants.
) Each project must be carried out

a feeder system as described In this
paragraph, the following are accept-
able alternatiyes. .
(1) A single school {f that school In-
cludes grades one through twelve; or
(2) More than four schools where ad-
ditional schools are needed to include

‘all grade levels In the feeder system;

or

(3) More than four schools where
one or more.schools in the feeder
system employ twelve or fewer teach-
ers; or .

(4) Two to four schools in a feeder
system which does not include & high
schoo] (grades eight or nine through
twelve) if the high school I8 In a sepa-
rate local educational agency.

(b) If the alternatives in (a) do not

. agency or other public or private non- Subpert B—Elements of & Teacher, mest the needs of the applicant local
profit agency which provides a pro- Preject educational agency, it may propose an-
gram or project desigried to meet the other arrangement provided that the
special educational needs of migratory PArTICIPANTS entire educational staffs of schools

serving a definable low Income com-
munity are included.
(¢) Each school included In the pro-

Jdintly by: Ject which Inciudes elementary grades
20 US.C. 1107a) (1) One or more Institutions of must be ‘eligible for a project under
"Low-income {amily” means a family higher education; Title I of the Elementary and Second-
with a thild whom the local education- (2) One or more local edudational ary Education Ac¢t of 1865,
al agency may count under ‘Section agencies; and . ’
103 of Title I of the Elementary and  (3) A community council established (Sec. $13(aX3), 20 U.8,C. 1103(aX3).) .
Secondary Education Act of 1965, as  under § 172.14.

amended,
(Sec. 513(aX3)% 20 US.C. 1103(aX3).)

“Other educational personnel”
means administrators, supervisors, and
other specialized educational person-
nel.

" (Sec, 513(aX1): 20 U.8.C, 1103(aX 1))

“State” means the several States of

(b) A project may also include -
ticipation by a State educational
agency. The State educational agency
may participate by providing ‘training
to thie Teacher Corps members,

(¢) The institutions, agencies and
community council -which participate
in a project shall collaborite in plan-
ning, carrying out, and evaluating the
project.

§172.13 Involvement of all educational
school persunnel in the project.

All educational personnel employed
by a project school must be involved In
pianning and carrying out the project
in that school. .

(Sec. 513(aX3); 20 U.S.C. 1103¢aX3).)
§17214 Community council.

the Unlon, the Commonwealih of .- (a) Each project must include an
Puerto Rico, the District of Colymbia, (Sec. 513 (a), (8), (gX 20 US.C. 1103 (1), (¢}, elected community council of &t least
Guam, American Samoa, the Vi Is. (&) seven members.

lands, and the Trust Territory of the
Pacific Islands.

(Sec. 513(eX2) 20 US.C, 1103(cK2); Sec.
1201(by 20 US.C. 1141(b).)

1
“State educational agency” means
the State board of education or other
agency or officer primariiy responsible

. for the State supervision of public ele.

mentary and secondary schools, or, if
there 18 no such officer or agency, an
officer or agency designated by the
te law,

Governor or by
(Sec. 1201¢h); 20 U.S.C. 1141(h).)

"Teacher” means a person who hasa
teaching certificate valid in the State
in which the Teacher Corps project 1s
located, and who hss had full-time

" paid teaching experience. .

(Sec. $13(aX1), 20 U.S.C. 1103(aX1).)

“Teacher alde” mcans & person em.
ployed as =a.paraprofessional in a
school or correctional facility who as-
s1sts a leacher {n performing cduca-
tional dutics. The term does not In-
clude teacherdnterns or non-educa-
tional personnel. State and locnl rules
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$172.11 Institufion of higher education.

Each proj must include at least
one {nstitution of higher education
which offers academic course work at
the graduate level leading to a gradu-
ate degree In the field of edutation,
unless none of the teacher-interns‘has

- & bachelors degree.

(Sec. 813ax2), (by, 20 US.C. 1103 (ax2),

§17212 Projeet schools.

{8) Each project must Include two to
four complete schools which together
include all grade levels provided by
the local edidcational agency. This

-must Includelf: least grades one
through twelve! e schools selected
must be a feeder system. This means

.

that a majority of pupils enrolled in ,

the elementary school progress to the
high school or to the Intermediate
school, if an intermediate school is In-
cluded, and that a majority of puplls
from the intermediate schoo! progress
to the high sclicol. If the applicant
local educational agency does not have

(b) The community council must be
representative of:

(1) Parents of the children attending
the project schools; and

(2) Other residents of the
served by the project schools.

(c) An existing elected council which’
{s broadiy representsative of the com-
munity in which the profect is located
may serve as the community council
under this part for up to three months
after the date of the Initial grant
award. - *

(d) A community-wide election must
be held to elect a community council
for the project within the three

areas

months after the date of the initial

grant award (community-wide means
within the attendance boundaries of
the project schools),

(8ec. 513 (eX1), (g); 20 U.8.C. 1103 (eX1Xg).)

§172.15 Policy board.

(a) Each project must be pianned
and operated under the superviston of
& policy board. -

(b) The policy board must Include
the followlng members:

-

s s a2,
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(1) The dean of the school of educa-
tion. or other component that offers
graduate training. In the institution of
higher education:

(2) The superintendent of the local
educational agency; and

(3) The chairperson of the communi-
ty council,

(¢) The policy board members listed
in paragraph (b) of this section may
,agree to add members to the board
"who represent:

(1) Organizatfons which represent
teachers In. the local educational
agency:

(2) Organizations which represent
principals in the local educational
ageney: . i

(3) Students: 4

(4) Teacher-interns; or

(5) Other persons or organizations
which the three board members deter-
mine would be appropriate.

(d) Each policy board decides its own
voting *procedures

(Sec. 513 (a). (@), {g); 20 U.S.C, 1103 (a) (e),
).

$172.16 Other participating groups.

" A project may include the participa-
tion of other groups, such as teacher
organizations, professional  associ-
ations, students, and teacher-interns. -

(Sec. 513 (a). (gY: 20 U.S.C. 1103 (a), (g).)

$172.17 Invoivement of State educational
agency.

(a) The State educational agency
must be kept informed of the progress
and experience of the project, Includ-
ing v

(b) Project matters which would con-
tribute to the improvement of State
teacher certification requirements.,

(Sec. 512(a) (3), (3) (5) 20 U.B.C 1103(a)
(2),¢3),(5))

GRANTS .
§172.30 Project duration. -
(a) Each application must be for up

to a five ycar project duration. The °

Commissioner awards separate grants
for each of those five years. subject to
the availability of funds and continued
effectiveness of the project.

(b) The Commissioner’s assistance to
a projecct imay not continue after the
tifth year.

(Sed. 513¢g); 20 U.S.C. 1103(g),)

§172.31 Size of grants.

The total amount which the Com-
missioner awards’ to (e grantees
under 3 project {s limited‘to:

(a) Npt more than $150.000" for the
first year; )

(b) Approximately $300.000 for each

of the second and third years if the
project is for five years.

(c) Approximately $200.000 for the
next to last year; and *
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§ 17243 Institution of higher' education
functiona.

An Institution of higher education
may perform the following functions
under its grant:

(a) Recruiting, selecting. and enroll-
ing Teacher Corps members.

(b) Training Teacher Corps mem-

(d) Approximately slso.ooo°tor the
last year:

(Sec.513(gx: 20 U.B.C. 1103(g).)

§172.32 Separnte grants.

(a) If an application Is selected for
assistance under thls part 'the Com-
misstoner awards a grant to the insti-
tution of higher education and a grant  bers. q
to the local éducational agency. If a (c) Paying the administrative and
State educational agency participates secretarial costs of the community
in & project under §172.10(b). the council.

Commissioner awards a separate grant (d) Paying the costs of project ad-
to the State educational agency. ministration. including planning, docu-

(b) If the application includes more mentation, evalua.uon. and dissemina-
than one institution of higher educa- tion.

;’f“a‘;‘;,ﬂm than one local education:  (gee. 513 (a). ek 20 US.C. 1103 (4). ce1)

award a t to one or more of those §17244 Local educational age funes
Institutions or agencies. R tions. ucational sgency T

(Sec. 513 (), (g); 20 U.S.C. 1103 (a), (g).) A local educational agency may per-
§172.33 Time period before sgencles or tormut.he following functions under its
. ‘e“:{"","““' may apply for a new pro-  “(5) Recruiting, selecting and enroll-
J _ ing Teacher Corps members.

If an institution of higher edycation (b) Training Teacher Corps mem-
or a local educational agency particl- pers,
pates in a project it may not apply for. * (¢) Paying the compensation of
a new project until three years after, Teacher Corps members.
the end of that participation. If a | (d) Paying the compensation for re-
educational agency is subdivided into jeused time for educational personnel
districts. this restriction applies only while In tralning, witHin the limita-
to the district within the local educa- tiong in § 172.92.
tional agency which participates In (e) Paying the administrative and

the project. secretarial costs of t.he community
(Sec. 513(g) 20 U.S.C.Aloa(z).) council, e

() Paying the costs Jof project ad-

ProJzcr ProorAM ministration, including plapning, docu.

mentation, evaluation, and dissemina~
tion.

(Sec. 513 (a), (e); 20 U.S.C. 1103 (8), (e); Sec.
S41(1); 20 U.S.C. 1104(1).)

§172.40 Initial developmental year.

During the first year of a project:
(a) The project must be déveloped

and organized;
(b) The community council must be  g,7245 Training by institutions of higher
elected; education.

ﬁﬁ’, TK,“&;:??&L%“:&T?& re- - (a) Each Institution of higher educa-
cruited: and tion which receives a grant under this
(e) Any revisions of the objecuves part shall provide tralning to Teacher
adopted under §§172.61-172.65 must ,Corps members. This must Include
be planned and developed. training designed to achieve the objec-
This period may be less than a year tives adopted under §172.62(b) (Im-
if these functions can be completed in provement .of competency ot educa-
a shorter time. A ) tional personnel).
(b) An Institution of higher educa-
$172.41 Achievement of objectives during tion which does not offer academic
the remaining four years. course-work beyond the bachelor's
(a) During the remaining four years degree level may provide training for
of a project, activities must be carried volunteers and teacher aides, if this
out which are designed to achieve the type of training is designed to achieve
objectives adopted under §5172.61- the objectives adopted under §172.62.
172,66, .
(b) Activitics during this period must (8cc, $13 (axa (&) @ (@) 20 USC
consist primarily of tralning,

(Sec. 513 (ax1), (g) 20 UB.C. 1103 (K1),
)

§172.46 Pre.service and in.service train.
ing.

Training under this part must in-
clude pre-service training for ?eacher-
interns and In-service training for
other educational personnel employed
by the project schools.

(Sec. 513(aX2); 20 U.S.C. 1103(aX2).)

$172.42 Functions of n-ch partlcigant.

The applicants must agree to the
functi ach will perform, subject to
$§172.499172.45. -

(8ec. 513(g); 20 U.S.C. 1103(p).)
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§$17247 Training program for teacher-in.
teras.

(a) The training program for a
teacher-intern must be developed by
the project director in consultation
with the team leader and the institu.
tion of higher education which pro-
vides the training.

(b) The training must inclyde:

(1) Practical classroom experience in
each of the project schools;

(2) Academic study: and

(3) Practical expericnces and train.
ing In the community served by the
project.

(¢) The practical classroom experi-
encc-of a teacher-intern may not aver-
age niore than one half of each school
day during the period of his or her in.
ternship.

(d) Training may a!so be provided in
a pre-school early childhood setting if
that tratning is consistent with the ob-
jectisves adopted under §§172.6}-
172.65.

(Se¢. 513(aX2), (g% 20 U.S.C. 110HaX2), (g).)
§17418 Graduate Level training for
achers and teacher-interns.
Training for tcachers and teacher.
interns who have a bachelor’s degree

must be at the graduate level. Train-
ing for teacher-interns who do not

, have a bachelor's degree may be at the

undergraduate level,

tSec. 513(a) (1), (b) (g% 20 U.S.C. 1103(a)
1), (b), (g))

§172.49 Degree and for

teacher-interns.

. Training must be designed s0 that a
teacher-intern begins his or her in-
ternship three months before the be.
ginning of the second school year of
the project and has the opportunity to
complete the internship; and receive a
degree and a teaching certification by

certification

‘the end of the third school year of the

project.

(Sec. 513(a) M), (b) 20 U.s.c. 1103¢a) (2),
(b}

§172.50 “Field and community based train.
ing,

Training of Teacher Corps members
must be primarily field based ‘and car-
ried out in the communlt)’ served by
the project.

@s«. 513(ax 2% 20 U.S.C. 1103(aX2).)
AN

"

Q
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$§ 112..::1 Training for volunteers,

A grantce may provide training to
volunteers to prepare them for scrvlce
in the project.

(Sec. 513 (ax$), (bx 20 U.B.C. 1103(aK$),
(b1

§_l71 52 Documentation of project experi-
ence,

(a) Each project must include docu.
mentation of all significant (factors
which influcnce project experience
and resulits, including:

-
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(1) The characte
of the local setting:

(2) The usefulness of project pro-
cesses, practices, and products in the
project schools. *

(b) The documentation under para-
mph (a) of this section must be used

cs and condition

(1) Review progress in wcomplishlnz
the objectives developed under
§5 172.61-172.65: and

(2) Revise those objectlva if neces-
sary.

(Sec. 511: 20 U.S.C. 1101; Sec.-513(g): 20
U.8.C. 1103(g).)

Basic OU'rcouzs AND PROJECT
OBJECTIVES

§172.60 Baslc outcomes.

Each project must be designed to
achieve the following outcomes:

(3) An Improved school climate
which fosters the. lcaming of children
of low-income families, °

(b) An improved educatidnal person.
nel development system for persons
who serve or who are preparing to
serve in schools for children of low-
income families.

(c) The continuation of educational
improvements (including products,
processes, and practices) made as a
result of the project, after Federal
funding ends.

(d) The adoption or adaptation of
those educational Improvements by
other educational agencles and instjtu-
tions.

(See, S11: 20 U.S.C. 1101: Sec. 513(g) 20
U.8.C. 110x(g).)

§172.61 Project objectives.

(a) Bach project must include objec-
tives which are designed to achieve
the outcomes described in § 172.60.

(b) These project objectives must be
developed jointly by the institution of
higher education, the local education-
al agency. and the community council.

(¢) Each project objective must be
adopted by the policy board.

(Bec. 511 20 U.8.C. 1101; Bec. §13(gx 20
U.8.C. 1103(g).}

$172.62 School objectives.

(a) Each project must include specif-
ic objectives designed to achieve the
outcome under’§172.60(a) (Improved
schooi climate) In each of the project
schools. These objectives may inciuyde
curriculum, organizational, or othcr
changes that affect an entire school.
All projegkschools must jointly par.
ticfpate in the development of these
specific objectives.

(b) In addition to the objectives
under paragraph (a) of this sectlon,
each projeet schooi must have obfec-
tives designed to:

(1) Improve the competency of all
educational personnel employed by
the project schools (and the teacher.

7533

+

interns) to ‘provide educatian that is
multicultural and to be knowledgeable
of and sensitive to the needs of diverse
cultures, regardless of the pupil popu-
lation served by the project:

(23 Improve the competency of these -

educational personnel, the teacher in.
terns, and the project schools, to deal
with a wide range of variability in chil-
dren;and -,

(3) Provide all educational personnel
employed by the project schools (and
the teacher.fiterns) with the opportu.
nity to improve their competency to
identify children with learning and be-
havioral problems, diagnose the spe-
cial needs of those children, and pre.
scribe learning activities to meet those
needs,

(Sec. 511(aX 20 US.C. llOl(l). Sec. 513(gx
20 u&c.nosm )

$172.63 Eduwloual personnel develop-
. ment system objectives.
Each project must include specific
objectives designed to achieve the out.
come under § 172.60(b) (improved edu-

cational personnel development
Ssystem), Including objectives to
achieve:

(a) Basic and systemic Improvements
in the methods used by the institution
of higher eduéation and the local edu-
cational agency to train educational
personnel;

(b) The development of the capacity
of the institution of higher education
to provide tralning that wiil athieve
the objectives under § 172.63(b); and

(¢) Provision of pre-service and in-
service training as an integral process.

(Sec. 511(a) 20 U.S.C. 1101(a); sec. 513(g): 20
U.8.C. 1103(g).)

§172.64 Institutionalization objectives.

Each project must include specific
objectives designed to achieve the out.
come under §172.60(c) (continuation
of educational improvements).

(Sec. 511(a); 20 U.S.C. 1101(a); sec. 513(g); 20
U.8.C. 1103(g).)

$172.65 Demonstration and dissemination

objectives.

Each project must include specific
objectives designed to achieve the out.
come under §172.60(d) (adaptation of
educational improvements by other
agencics) by demonstrating and dis-
semifAting project processes, prace
tices, and products found useful in the
project schools to: X

(a) Persons involved in thé project;

(b) Schools of the local educational
ageney and components of the institu-
tion of higher cducation which are not
involved in the projcct;

(c) Other local ¢ducational agencies,
institutions of higkher education. and
communities; and

(d) Othicrs funterested in educational
poticy.

(8ce. 511(a); 20 U.S.C. 1101(a); sec., 513(g):
20 U.8.C. 1103(3).)

Ny
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TEACHER Corrs MEMBERS

§172.80 FEducational perxonnel, teacher-
interna, and volunteers.

The following persons aro Teacher
Corps members:

(a) Teachers and other educatlonal
personnel who are employed by a pro-
Ject school;

(b) Volunteers who serve as part.
time tutors of full-time instructional
assistants in project schools; an

(c) Teacher-interns. R

(Sec. 513(aX1); 20 U.S.C. 1103(aX1).)

§172.81 Number of teacher-interna.

(a) Bach project must include at
least four teacher-interns.

(b) Each project may include up to
one teacher-intern for cach five teach-
ers in the project schoois If the local
educational agency will employ all
teacher-interns who compiete thefr in-
ternships. -

(Sec. 513(1): 20 U.8.C. 1103(g).}

§172.82 Recruiting teacher-interns.

(a) The Commissiorier provides each
grantee with a national listing of
qualified applicants for teacher-intern-
ships.

(b) A grantee may recruit teacher-
interns from the national listing of
qualified applicants, but Is not re-.
quired to do so.

(c) A grantee must design its recruit.
ment of teacher-interns so that it gives
consideration to persons who are
broadly representative of the ethnic
and cultural characteristics of the
community served by the project.

(d) The Commissioner Publishes a
notice annually in the PEpzraL Recis-
TZr that explains how to apply for
teacher-internships.

(Sec. $13( (1), (3% 20 U.S.C. 1103(a) (1),
).}
§172.83 Teacher-intern teams.

Teacher-interns must be organized
Into teams that include at least four
teacher-interns and one experienced

teacher who scrves as leader of the.

team. Each team must spohd a portion
of the internship in each profct
school.

{Sec. 513(aX3); 20 US.C. 1103(ax3))
§172.84 Teacher-interns may not re.
. place tenchers.

(a) A grantee may not use a teacher-
intern to replace, or carry out the
functions of & teacher who Is or would
otherwise have been empioyed 'in a
project school. . Lt

(b) A teacher-intern may not be-used
as a substitute-teacher,

(Sec. 517, 20 US.C. 1107.)

$172.85  Federal employees.

Members of the Teacher Corps are
not Mbnsidered Federal . employees

”
3
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&
except for the purposes of the Federal
tort cialma provislons of Title 28 of
the United States Code,

(Bec. 518 (a)-(c); 20 U.S.C. 1104 (A)-(¢))

§17286  Other Federal studenl uarsis.
tance programa,

Members of the Teacher Corps may
not receive a loan under the National
Direct Student Loan Program autho-
rized by Title IV-E of the Higher Edu-
cation Act of 1965 (20 U.S.C. 1087-aa-
1087-11), or a grant under the Supple-
mental Educational Opportunity
Grant Program authorized by Title
IV-A-2 of the Higher Education Act of
1865 (20 U.S.C. 1070b-1070b-3),

(Bec. 515(d)-20 U’.S.C. 1108 (d).) .

417287  Compensation of team lcaders.

(a) The Iocal educational agency
shall employ each teacher-intern team
leader. X

(b) The local educationdl agency
shall compensate a team leader at a
rate comparable to that being paid to
other personnel in the same agency
who perform simlilar work.

(c) A local educational agency shall
use funds under its grant to pay up to
90 percent of the compensation paid
under paragraph (b) of this section.

(Sec. 513(aX3) 20 US.C, 1103(ax3x sec.
§14(aX1); 20 US.C. 1104(aX1).)

§17288  Teacher-intern  compensation
during their term of service with the
project.

(a) The local educational agency
shall compensate a teacher-intern
during each period he or she serves in
the project schoois at a rate of $150
per week, subject to paragraph (c) of
this section.

(b) This compensation must include
an additional $15 per week for each
dependent who receives more than
half of his or her support from the
teacher-intern, subject to paragreph
(c) of this gection.

(c) The total compensation paid to a
teacher-intern under paragraphs (a)
and (b) of this section may not exceed
the compensation paid to a beginning
teacher employed by the local educa-
tional agency for comparable periods
of time. -

(d) A local educational agency shall
use funds under ils grant to pay up to
90 percent of the compensation paid
under this section. -

(See. 513(aX3); 20 U.S.C. 1103(aX3); sec.
514(aX2) 20 U.8.C. 1104(aX2).)

§172.89
pends.

(a) The institution -of higher educa-
tifon shall pay a training stipend at
$150 per week to cach teacher-intern
during-each period he or she receives
training at that institution. The Insti-*
tution of higher cducation may not

Teacher-intern training  ati-
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“released time.

pay Lhis stipend during the periods
when the teacher-lntern serves {n the
project schools, .

(b) The training stipend must {n-
clude anvadditional $16 per week for
each dependent who receives more’
than one-haif-of his or her suppgrt
from the teacher-intern.

(¢) An Institution of higher educa.
tion shall use funds under {ts grant to
pay up lo 100 percent of the cost of
the amounts pald under paragraphs
(a) and (b) of this section. -

(Sec. 514(b): 20 U.S.C. 1104(b).)

§172.90 Teacher.intern and team leader
medical insurance.

(a) The grantees shall provide teach-
er-interns and team leaders with medi-
eal insurance coverageincluding hos.
pitalization) during their participation
in a project.

(b) Depencents who receive more
than one hulf of their support from a
teacher-intern must be included in
this Insurance coverage.

(c) A grantec which provides this
medical insurance coverage shall use
funds under its grant to pay up to 100
percent of the cost of the insurance.

(Sec. 514 (d). (e): 20 U.S.C. 1104 (d) (&)Y

$172.91 Troining stipends for teachers
and other educational personnel.

(a) The institution of higher educa-
tion or local educational agency may
pay a training stipend to each of the
teachers and other educat:onal per-

Aonnel employed ‘by a project school

who participate in traimng under this
part during a period of the year (f
any) not covered by a local employ-
ment contract.

(b) The training stipend may be at a
rate of not more than $i00 per individ.
ual per wecek, prorated if the training
is part-time,

(c) A local educational ageney shall
use funds under its grant to pay up to
100 percent of the cost of stipends
paid undcr this section.

(Sec. 514(b); 20 US.C. 1104(b))

$172.92 Released time for educational
personnel.

(a) If authorized by the Commission-
er, the local educational agenry may
use funds under its grant to pay the
cost of releasing educational personnel
from their regular duties in a project
school to participate In training under
this part.

(b) The Commissioner may aatho- |
rize a local educational agency to use '
funds under paragraph (a) of this sec./
tion If the local cducational agency/
demonstrates in its application th%’{
the project Is or will be plafdd in jecg
ardy by the lack of compensation t#r

fo -
(Sec. 514(1); 20 U.S.C. 1104(0).)
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§ 17293 Compenasation of volunteers.

(a) Volunteers who Jerve as part-
time tutors or full-timé (nstructional
aldes in project schools are pald or
unpald, according to local policy.

(b) If volunteers are pald, they must
be compensated at a rate equal to that
being paid other volunteers for similar
work. . L -

(c) A grantee which pays any con-
pensation’under this section shall use
funds under its grant to pay up to 90
‘percent of that compensation.

(Sec. S13(aX5% 20 US.C. 1103(aXS% sec.
S14(aX3), 20 U.S.C. 1104(aX3).)

§112.94 Travel expenses of Teacher Corps
members,
() The grantees shall pay, subject
to paragraph (b) of this section:
(1) The necessary travel expenses of
Teacher Corps members and their de-
pendents;

(2) The n expenses for

ecessary
- transportation of the household goods

and personal effects of Teacher Corps
members and their dependents; and -
(3) Other necessary expenses of
Teacher Corps members and their de-
pendents which are directly related to

. their service in the project, including

readjustment allowances proportion-
ate to that service,

(b) A teacher-intern whose. last per-
manent address before coming to a
project is outside the community
served by the project, shall be pald:

(1) By the institution of higher edy.
cation for his or her necessary travel
expenses to the project (by the least
expensive common carrier or by pri-
vate automobile subject to any institu.
tional rules on reimbursement for
mileage); and

(2) By the local educational agency
for:

travel expenses of
teacher-intern dép ts to the pro-
ject (by the least expdnsive common
carrier or by private gutomobile sub-
ject to any agency | on reimburse-
ment for mileage);

(1) The nec expetises for ship-
ment to the profect of up to 11,000
pounds of houSehold goods and per-
sonal effects owned by the teacher.
intern or his or hLer dependents.

(Sec, 514ce); 20 U.S.C. 1104(c).)
Subpart C—Youth Advecacy Prejects

§172.100 Purpose and profect deslign,

(&) Purpose. Under this subpart, the
Commissioner provides assistance to
projects designed to attract and train
educatlonal personnel who provide re-
medial, bazic, and secondary educsa.
tional training (including lieracy and
communication skill training) to juve-
nile dclinquents or youth offendears.

(L) Project deston. A youth advocacy
project must be designed to meet the
special educatlonal nceds of juvenile
delinquents or youth offenders,

(Sec. 513(nXGY, 20 U.S C, 1103(axX0).)

&

Al
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$172.101 Other sections In this part apply
to youth advoescy projects.

Subject to any exceptions specifical.
Iy listed in this subpart, all of the sec-
tions in this part apply to youth advo-
cacy projects.

(Secs. 551 et seq.; 20 U.B.C. 1103 et seq.)

§172.102 Youth advocacy project joint
participation.

(a8) Section 172.10 (Joint particl.
pants) does not apply to youth advoea-
¢y projects.

(b) Each project assisted under this
subpart must be carréd out jointly by:

(1) One or more institutions of
higher education;

(2) One or more local educational
agencies;

(3) A community council establizhed
under § 172,104; and

(4) One or more of the following cor-
rectional facllities:

(1) A detentign center;

(i) An fncarceratory Institution;

(iif) A public or private non-profit al-
ternative school for delinquent youth:
or

(Iv) A special center, within a public
school, which serves the special needs
of juvenile delinquents or youth of-
fenders, or both. -

(¢) The correctional facility must
participate equally under each section
of the regulation in this part that re-
quires joint participation or collabora-
tion. .

(d) A profect assisted under this sub-
part may also include participation by
& State educational agency.

(Sec. 513(aX6Xe); 20 US.C. 1103 (aX8Xe).)

§172.103 Project schools.

(a) Bectlon 172.12 (Project schools)
does not apply to youth advocacy pro-
jects,

(b) A youth advocacy project must
fnclude one or more junior high
schools or senfor high schools, or both,
of the local educational azency.

(¢) A youth advocacy project may in.
clude one or more schools of the cor-
rectional facility. .

(Sec. S13(aX6); 20 U.8.C. 1103(aX6).)

$172.10¢ Youth advocacy project commu.
aity counecil.

() Esch youth advocacy project
must Incfude an elected community
council of &t least seven members.

(1) The community council must be
representative of:

(1) The parents of the juvenilé dalin.
quents or youth offenders participat.

- ing In the project; and

(2) The residents of the areas served

by the prolect schools.

(8ec. 813(eX1), (g%; 20 U.B.C. 1103(eX}), (g).)

7535

§172.105 Polley board.

. The policy board urder §172.15
must {nclude a3 & member the director
of the correctional facility (or his or
her equivalent).

{Sec. 513(aX6); 20'D.8.C. 1103(aX8).)

§172.106 Youth advocacy projects—sepa-
rate grants. )

(8) If an application is selected for
assistance under this suopart, the
Commissioner awards a grant to the
institution of higher education, &
grant to the local educational agency,
and a grant to the correctional faafll-
ty.

(b) If the application includes mo:e
than one institution of higher educa-
tion, more than one local educational
agency or more than one correctional
facility, the Commissioner may sward
grants to one or more of those Institu-
tions, agencles, or facilities.

(8ec. 513(aX6); 20 U.S.C. 1103(aX8).)

§172.107 Time period before correctional
facillty may apply for & new project.

If a correctional facility participates
in a-project, it may not apply for a
new project until three years after the
end of that participation.

(Sec. 513(a X8 20 U.S.C. 1108(aX8).)

§172.108 Correctional facility functions.

A correctional facility may perform
the following functions "under its
grant:

(a) Recruiting, selecting, and enroll-
ing Teacher Corps members.

" (b) Training Tedcher Corps mem-
bers. -

(c) Paying the compensation of
Teacher Corps members.

(d) Paying compensation for re.
leased time for educational personnel
while in training, within the limita-
tions In § 172.92.

(e) Paying the administrative and
secretarial costs of the community
council,

(1) Project administration, including
planning, documentation, evaluation,
and dissemination.

§172.109 Youth sdvocaey teacher.intern
training.

In addition to the training required

under §172.47 (training program for

teacher-interns), & youth advocacy

. project must Inciude teacher-intern

training In a correctionsl facliity
where youths are; ’

(a) Incafeerated; or

(b) Having problems adjusting to
traditional educational programs; or

(c) Preparing to return to the
school-community environment.

(8ec, 513(a X8y 20 US.C. 1103(aX8).)
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Subpert D—Preject Administration

4 n‘zx 10 Management plan.

(a) Each project must have & man.
agcment plan for the project years,
which includes:

(1) A description of the actjvities to
be carried out;

(2) A description of the sequence
and timing of the activitiesy

(3) The assignment of responsibil-
ities;

(4) A description of the resources to

.. be used for each activity;

Q

eRiC

Aruitoxt provided by Eic:

(8) A detailed budget far the {nitial
project year (which must be updated
in each succeeding year);

(8) A budget for later Droject years
In outline form: and

(7) An analysis of how the activities
contribute to achieving the objectives
adopted under $§ 172.61-172.65.

(b) The management plan must be
revised at least annually,

(c) The management pian must show
in detail how it con{ributes to meeting
each of the objectives adopted under
§§ 172.61-172.65.

§172.111 Project director.

(a) Each project must have a project
director.

(b) A temporary project director
roay be appointed at the beginning of
the initial project year.

(c) A permanent project director
must be appointed before the end of

“the {nitial project year.

(Sec. 513gx. 20 US.C, 1103(g).)

§172.112 Compensation of project direc-
tor and staff.

(a) The project director and other
project administrative staff are not
Teacher Corps members. They must
be empioyed by a grantee.

(b) A grantee may use funds under
its grant to pay the salarics of the pro-
ject director and project staff.

(Bec. 513(1): 20 U.8.C. 110¥a).)

$172.113 Employment of project adminis~
trative staff,

(a2) The project administrative staff
must be hired from the grantees’ regu.
lar cmployees whenever possible.

(b) A grantee must des{gn its hiring
of project administrative staff so that
it gives considcration to persons who

are broadly representative of the _
. etAnic and cultural characte
the community served by the project.

tics of

(Sec. 513(!)’ 20 U.8.C. 1103(g).)

sm.m Supervision of Teacher Corpe
members,

(a) Teacher Corps members ate
under the direct supervision of the
jocal educational agency to which they
are assigned.

(b) Subject to the requirements In
§§ 172.81-172.84, (regarding teacher-In-

RULES AND REGULATIONS

terns), the local educational agency re-
tains the authority to:

(1) Assign Tescher Corps members.

within ite system;

(2) Transfer Teacher Corps members
within its system:

(3) Determine the terms and con-
tinuance of the assisnment of Teacher
Corps members within its system.

(Bec. 518; 20 U.8,C. 1108.)
Swbpert E~-Appilcations

$172.122 Policy board.

An sapplication must Include a)de-
scription of the members, method of
selection, and operating proced of
the policy board.

(Bec. 513(gY. 20 U.B.C. 1103(g).)

$172.123  Institution of higher education,

(a) An application must include a de-
scription of each institution of higher
education, including:

(é) Its dezree offerings In education.
an

(2) Its pre-service and In.service
graduate training program.

(b) An application must also inciude
& description of past and current ef-
forts by the institution of higher edu-
cation to improve its educational per-
sonncl training and retraining pro-

and the way those efforts
relate to the project.

x

* (Bec. S11(a) 20 US.C. 1101(ay. Bec. 513(b);

30 U.8.C. 1103(b))

$172.128 Project schools.

An application must inciude: (a) A
brief description of each project
school. including the size of the educa-
tional staff and the reiationships
among’ the schools In the feeder
system;

(b) A description of past and current
efforts to Improve each project school.
and the way those efforts reiate to the
projects;

(¢) A statement that each project
school meels the low-income criterion
in § 172.12(b):

(d) A statement that all educational
personnel employed by the project
schonis will be Involved in planning
and carrying out the project In that
school: and

(e) 1f the project inciudes more than .

four teachcr-interns, an assurance
that the local educational agency wili
employ all of the teacher.Intems who
complele their internships.

() I the project Inciudes as teacher-
interns persons who do not have bach-
elors dcgrees, a certification by the
local education agency that there are
not enough teacher-intern candidates
who have bachelors degrees available
locally or through use of the natlonal
listing of qualified applicants.

(8ec, S11(a% 20 U.S.C, 1101(a) Bec. 513(1)
(3% 20 U.S.C. 1103(8) (D))

$172.125 Community council.

An appiication must inciude:

(a) A description of thc temporary
community councii. inciuding:

(1) The purpose for which the coun-
cfl was orfginally estabiished;

(2) The boundaries and compositions
of the community represented by the
councll:
be(3) The termajof the council mem-

rs:

(4) The date and methods of election
of the.council members: and .

(5) The number of council members,

(b) A description of the permanent
community council. inciuding: -

(1) The boundaries and composition
of the communlty represented by the
councii:

(2) The number of councii members;
be(3) The terms of the council mem-

rs:

(4) The date and method of election
of the council members: and

(5) The activities to be carried out
by the council.

(¢) An assurance that the communi-
ty councfi participates with the other
applicants in pianning, carrylng out,

-

~and evaluaung}he project.

(Bec. S13(ex. 20 U.S.C. 1103(e).)

$172.126 Correctionnl faciiity.

An application for a youth advocacy
project must include a description of
each correctional facllity.

(Sec. 513(eY. 20 U.S.C. 1103(e).)

$172.127 Project objectives.

An application must include a de-
scription of each project objective
adopted under §§ 172.61-172.65, inciud-
ing the basis for each objective in re-
search. theory, or practical experlence.

(Sec. 511(a)x 20 U.B.C. 1101(a); Bec. 51Ha)
20 US.C. 110X g).)

§$172.128 Management and staffing plans.

An application must Include the

management plan required und
$172.110 and a staffing plan, /

(Sec. 513(g) 20 UB.C, 1103(g).)*

§172.130 Relenased time.

A local educational agency which
wishes to use grant funds under
$172.92 (released time for cducational
personnel) must dcmonstrate in the
abplication that the project s or will °
be placed in jeopardy by the lack of
compensation for released time.

(Sec. 514(()‘ 20 U.8.C. 1104(N).)

§ 112.!32 Project sctivities.,

““An application must include a de-
scription of: (a) The teacher-intern re-
cruitment methods;
(b) The organization of each teach-
er-intern team In each project school;
(c) The training program for teach-
er-interns;
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(d) The training program for velun.
teers. teachers, and other educational
personnel:

(e) The project plans and methods
for achieving each of the objectives
adopted under §§ 172.61-172.65: and

(0) Project evaluation to date.

(Sec, 513: 20 US.C, 1103
§ 172133 Youth advocacy projects,

In additlon to the other require.
ments in this subpart, an appilcation
(or a youth advocacy project must de-
scribe:

(a) The persons recelving training in
the project in remedlal, basic. and sec-
ondary education:

(b) The special educational needs of

‘ the persons described under para-

graph (a) of this section;

(¢) How the project is designed to:

(é) Meet the néeds of those persons;
an

(2) Attract and train educational
personnel who provide educational
training to juvenile delinquents or
youth offenders.

(Sec. 513(ax8) 20 U.8.C. 1103(aX8))

§172.133 Information responding o eval.
uation eriteria.

An application must include infor-
mation which provides & basts for eval-
uating it under each of the criteria in
Subpartf/d

tSec 513 ‘): 20 US.C. 1103(g))

§ 172135 Approval of applications by the
State educational agency.

(a) The Commissioner may not ap-
prove an appiication submitted under
this part uniess the State educational
agency of the State o which the pro-
Ject 15 located has approved the appli-
cation. .

(b) The approval by the State educa-
tional agency must be:

(1) Iy writing and signed by the
chuef State school officer; and

(2) Attached to the application
before the application is submitted to
the Commussioner,

(¢) The State educational agency
shall approve an application that is:

(1) In conformance with ali appliea.
ble State laws. rules. and regulations;
and

(2) Consistent with overall plans for
teacher education in that State.

(Sec. 512 tax2). (3), (5) 20 US.C. 1103 (a)
(2).03),¢5)

§172.136 Continuation grant appllcation,

In addition to meeting all of the
other requirements of this subpart, an
application for a continuation grant
must {nclude a description of:

(a) Planning done during the initial
project year:

(b) Project experience to date; and

(¢) Any revisions of or additions to
the project objectives,

1See, 512085 12),43). (5% 20
USC 1103g))

.C. 1103(a); 20
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$172.137 Annusl publiication of applica-
tlon submission date.

The Commissioner publishes the
date and place to submit project appli-
cations annually in the Feperat, REGIS-
TER.

(Sec. $13(gx; 20 US.C. 1103())
Subpart F—Evelvetion Criterla

§172.150 Fvaluation procedure,

(a) Applications for grants under
this part are evaluated by the Com-
missioner on the basis of the criteria
in this subpart. The criterla In
§1002.26(b) of this chapter do not
apply.

(b) Each application for initial pro-
ject funding is evaluated in competi-
tion with ali other applications for ini-
tial project funding.

(¢) Each application for'a continu-
ation grant is evaluated noncompetiti-
vely based on the effectiveness of the
project and the avallability of appro-
priations,

(d) The evaluation_of applications
for initial project funding is based on
a point system. Each criterlon is
weighted as indicated. The highest
possibie score under these criteria is
100 points.

(Sec. $13(g), 20 U.S.C. 1103(g))

§172.151 School learning climate eriterion
(25 points).

In evaluating an application the
Commissioner considers the extent to
which:

(&) The objectives developed under
§172.62 (school objectives) (improved
school climate) are likely to achieve
the outcomes in §172.60(a) (8 points)

(b) The project activitiéd are likely
to accomplish the objectlves developed
under § 172.62 (9 points); and

(¢) The management plan {or accom-
plishing the objectiyes devéloped
under §172.62 is realistic and economi-
cal. (8 points),

(Sec, $13(g): 20 U.8.C. 1103(g).)

§172.152 Educational personnel develop-
ment system criterfon (36 points).

In evaluating an appllcation, the
Commissioner consigers the extent to
which:

(a) The objectives developed under
§172.83 (educational personnel devel-
opment) are likely to achieve the out.
come in §172.80(b) (Improved educa-
tional personnel development system)
(9 points);

(b) The project training activities
are likely to accomplish the objectives
developed under § 172.63 (b) (improved
educational personne! development
system) (9 points)

(¢c) The project activities are likely
to accomplish the objectives deveioped

»

. . 75317

under §172.63(a) and (c) (5 pointsy
and

(d) The managetnent plan for ac-
complishing the objectives deveioped
under § 172.63 is realistic and economi-
cal (9 points), ¥

(8ec. 513(g%; 20 U.S.C. 1103(g).) .
§ 172153 Instltutionalization criterfon (23
polnts).

In evaluating an application, the
Commissioner considers the extent to ;

* which: .

(a) The objectives developed under
§ 172.64 (Institutionalization) are likely
to achleve the outcome in § 172.60(c)
(continuation of educational lmprove-
ments) (7 polnts) ' .

(b) The project activities are likely
to accomplish the objectives develo
under § 172.64 (8 points). and

(¢) The management plan for accom-
plishing the objectives developed
under § 172.64 is realistic and economi-
cal (8 points).

(Sec. 513(gx 20 U.B.C. 1103(g).)

$172.154 Adsptation of educations! im-
provements criterion (18 pointsk

In evaluating an application, the
Commissioner considers the éxtent to
which: .

(a) The objectives developed under
$ 172.65 (demonstration and dlssemina-
tion) are likely to achieve the outcome
in § 172.60(d) (adaptation of education-
al improvements) (6 points);

(b) The projéct activities are lkely
to accomplish the objectives developed
under § 172.65 (6 pownts): and

(¢) The management pian for achiey-
ing the objectives developed under
§ |72.65 is realistic and economical (6
points),

(8ec. 513(g); 20 U.S.C. 1103(g))

Arrootx—Part A or Tmmx V or THX
Hronrz Evucation Act or 1985, As Axxo-
0—TEACHER CORPS PROGRAKM STATEMINT
or PURPOSE AND AUTHOXRIZATION OF APPRO-
PRIATIONS

Szc. 511, (a) The purpose of this part is to
strengthen the educationa! opportunilies
available to chiidren in areas having concen-
trations of low.income f{amiifes and to en-
courage colleges and universities Lo broaden
their programs of teacher preparation and
to encourage institutions of higher educa.
tion and local educational agencies to im-

rove programs of training and retralning
for teachers, teacher aides. and other educa.
tional personnel by—

(1) Attracting and training qualified
teachers who will be made avaiiable to locsl -
educations! agencics for teaching in suc)x
arcas; 4

(2) Attracting and tralning inexperienced
teacher-interns who will be made avaflable
for teaching and in-service tratning to local
cducational agencies in such arces in teams
led by an experienced teacher,

(3) Attracting volunteers to serve as part’
time tutors or full-time instructional axsis-
tants in programs carried out by local edu.
cational agencies and institutions of higher
cducation serving such arcas;
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(4) Attrscting and training educational
personnel to provide reicvant remedial,
basic, and sccondary educational trainink,
including Kleracy and cumnmunications
skiils, for juvenile deltnquents. youth of-
fenders. and adult ctiminal offenders:

(5) Supporting demonstration projeets {or
retraining experienced teachers. teacher
aides, and other educational personnel serv.
ing in local educational agencies.

(b) Por the purpose of carrying out the
provisions of this part there are authorized
to be appropristed $50,000.000 for the fiscxl
year 1977, $75.000.000 for the fliscal year
1978. and $100.000.000 for the fiscal year
1979,

ESTASLISHMENT OF TEACHIR CORPS

Src. 512. In order to cagry out the pur-
poses of this part, there is hereby estab-
itshed tn the Office of Education a Teacher
Corps. The Teacher Corps shall be headed
by a Director who shall be compensated at
the rate prescribed for grade )7 of the Gen-
eral Schedule of the Classification Act of
1949, and a Deputy Director who ghall be
compensated at the rate prescribed for
grade 16 of such General Schedule. The Di-
rector and the Deputy Director shall per-
form such duties as are delegated to them
by the Commissioner: except that (1) the
Commissioner may delegate his functions
under this part only to the Director. &nd (2)
the Director, and Deputy Director shall not
be given any function authortzed by law
other than that granted by this part.

TTACHRER CORPS PROGRAM

Sec 513. (a) Por the purpose of carrying
out this part, the Commlissioner is sutho-
rized to—

(1) Enter into contracts or other arrange-
ments with institutions of higher education
or local educational agencies under which
they will recrult, select, and enroll in the
Teacher Corps for periods of up to five
years. experienced teachers, teacher iidex,
and other educational personnel. perwns
who have & bachelor's degree or its equiv-
alent. and persons who have successfully
completed two yecars of a program for which
credst 13 given toward a baccalaureale
degree and, for such periods as the Commis.
sioner may prescribe by regulation. persons
who volunteer to serve as part-time tutors
or full time instructional assistants;

(2) Enter into srrangements, through
grants or contracts, with institutions of
higher education or jocal educational agen-
cies (upon apbroval In either case by the ap-
propriate State educations! agency) or with
State educational sgencies to provide mem-
bers of the Teacher Corps with such train.
ing as the Commissioner may. deem appro-
priate to carry out the purpose of this part,
Including not more than three months of
traning for members before they undertake
their teaching duties under thié past:

13) Enter into arrankements (including
the*payment of the cost of such arrange-
ments) with & educational agencies upon
approval by the appropriate State educs-
tional agency and, after consultation i{n ap-
propriste cases with {nstitutions of higher
education, to furnish to local educational
agencies,” for service during regular or
summer sessions, or both, in the schoois of
such agencies In areas having concentrs-
tions of children (rom low-income (xmilles,
Teacher Corps programs each of which
shall Include teacher-interns teams lead by
experienced teachers, and may include addi-
tional experienced Leachers, teacher aldes,
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and other educations! personnel, who may
be afforded time by the local educationnal
axency for & training program carried out In
cooperation with an institution of higher
education:

(4) Pay to local educgUIonaT agencies such

part of the amount th mpensition
which such agencies pay n behaif of
members of the Teacher CRrps assigned L0
them pursuant to arrangements made pur-

suant to the preceding cluhﬁ @ may be
sgreed upon after consideratlon of their
abllity to pay such compensation, but not {n
excess of 90 per centum thereof, except
that, in exceptional cases, the Commissioncr
may provide more than 80 per centum of
such compensation during the f{irst year of
any agency's participation In the program:

(5) Enter into contracts or other arrange- -

ments with local educational agencies or in-
stitutions of higher education. upon approv-
al by the appropriate State educational
agency. under which provisions (including
payment of the cost of such arrangements)
will be made (A) to carry out programs serv-
Ing disadvantaged areas in which volunteers
(including high school and college students)
serve a3 part-time tutors or full-time in-
structional assistants In teams with other
Teacher Corps members, utider the guid.
snce of experienced teschers, but not in
excess of 80 per centurn of the cost of com-
pensation for such tutors and nstructional
assistants may be pald from federzl funds.
and (B) to provide sppropriate training to
prepare tutors and instructional assistants
for service in such programs;

(6) Enter Into arrangements, through
grants or contracts, with State and local
educational agencies, and with institutions
of higher educstion, and such other agen-
cies or institutions spproved by the Com.
missioner accordlng to criteris which shall
be established by him to ¢arry out the pur.
poees of this paragreph, under which provi-
sions (Including payments of the cost of
such arrangements) wifl be made to furnish
to such agencles members of the Teacher
Corps tn ¢carry out projects designed to mert
the spectal educationsl needs of Juvenile de-
linquents, youth offenders, and adult erimi-
nal offenders, and persons who have been
determined by a State or local educsationsl
ageney, court of law, law enforcement
agency or any other State or local public
agency to be predelinquent juvenlics, but
not in excess of §0 per centum of the cost of
compensation for Teacher Corps members
serving in such projects may be paid from
Pederal funds:

(7) (A) Make available technical assistance
to State snd local educational afencies and
institutions of higher education for carrying

out arrangements entered into under this -

title; and

(B) Provide planning, technical azslstance,
monitoring, documenting, dissemination.
and evaluation services for arrangements
made under this title;

(8) Acqusaint qualified persons of teaching
opportunities and needs in disadvantaged
aress and encoursge qualified persons to
apply to appropriste educstionsl sgencics or
ipstitutions for enrollment ln the Tescher
Corps: snd

(9) Accept and employ in the furtherance
of the purposes of this subpart (A) voiun:
tary and uncompensated services notwith-
standing the provisions of section 3673 b) of
the Revised Statutes, 38 amended (31 U.S.C.
885%(b)). and (B) any money or property
(real, persorial, or mixed, tangibie or intan-
gidie) received by gift, device (sic,] bequest,
or otherwise.

‘
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(b) Arrangements with institutlons of
higher cdueation to provide tratning for
Tencher Corpt meinbers while serving In
schools for local educationa! agencies under
the provistons of this pnart shall provide,
wherever possibie. for Iraining leading to an
appropriate degree.

() (1) Whenever the Gommissioner deter-
mines that the demand for the services of
members of the Teacher Corps excreeds the
number avallable. he shall. to the extent
practicable, allocate the number of mem-
bers of the Teacher Corpe who are available
among the States in accordance with para-
graph (2). -

(2) Not to exceed 5 per centum of the
number of members of the Teacher Corps
who are available shall be allocated to
Puerto Rico. the Virgin lIstands, Guam,
American Samoa, and the Trust Territory
of the Pacific Isiands and not to c¢xceed §
per centum of such mgmbers shall be ailo-
cated to the elementary, and secondary
schools operated for Indiad children by the
Department of Interiors according to their
respective needs. The remainder of such
number of Teacher Corps members shall be
allocated among, the .States so that the
number of members avallabie to any State
shall bear the same ratlo to the number
belng allocated a3 the number of children
enrolled in the public and private eiemen-
t and secondary schools of that State

ars to the total number of childrren so0 en-
rolled in all of the States. The number of
children so enrolied shall be determined by
the Commissioner on the basis of the most
recent satisfactory data available to him.

Por pufposes of this subsection, the term’

‘State” shall not inciude Puerto Rico. the
Yirgin Islands, Goam, American Samoa, or
the Trust Territory of the Pacific Isiands.

(3) If the Commissioner determines that a
State will not require the number of Teach-
er Corps members ailocated to it undcr
baragraph (2), he shall, from time to Lime.,
reallot the number not required, on such
dates a3 he may fix, to other States in pro-
portion to the o1iginal sallocation to such
States under paragraph (2), but with such
proportionate nunber for any of such other
States being reducced tn the extrent it ex-
ceeds the number the Commissionce deter-
mines such State needs and will be able to
usge for such year. and the total of such re-
ductions shall be similarly realivented
among the States whnse proportionate nume
bers were not &0 reduced, .,

(d) A local educational agency may utilize
members of the Teacher Corps assisned to
it tn providing, the manner described in
rection 205(a) (2) of Pub. L. 874, Eighty first
Conyress, as gmended, educationai kervices
in which children enrolicd tn private cle-
mentary and secondary schools can partiel.
pate.

(e) (1) No arrangement may be entered
into under the provisions of paragraph (1),
(2). {3), (5), or (6) of subsection (a) of this
section unless that arrangement is prepared
with the participation of an elected council
which shall be representative of the commu-
nity In which the project suhjcet to thnt ar-
rangement is located and of the parents of
the students of the elementary or secondery
?choo‘.s or both, to be served by such pro-
ect.

(2) Each councit selected pursuant to this
subsection shall partictpalts with the local
cducational agency or Institution of higher
education. 6r both, in the planning, carrying
out, and evaluation of projects subject to &r.
rangements under paragraphs (1), (2). (3),

($), and (6) of subsection (a) of this section, ,
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(3> The Commissioner i authorized in
each flscal year to arrange for the payment
of necessary secrctariz) and administration
expenses of each ¢puncil elected pursuant to
the provisions of this subsection for the pur-
poses of carrying out its functions under
this subsection, *

«{) The Commissioner shall establish pro-
cedures seeking. with respect to the Teacher
Corps members enrolled after the date of
enactment of the Education Amendments of
1976, [a] goal of having 3DproximatelY flve
individuais who are at the time of enroll.
mentl, or who previously have been. em-
ployed a3 teachers by local educational
agencies to one individual who hax not been
so employed. The Coinmissioner may waive
the procedure established under this subsee.
tion if he makes a determination that there
are insuflicient qualified applicants to maln-
tain the goal sought by thik subsection. or
that there are {nsuffictent employment op-
portunuties for Individuals aho are not so
employed. and submits a report to the Con-
gress of such & determination.

(8> Notwithstanding any other provision
of aw, the Commussioner S$hall develop and
establish specific cniteria for entening into
arrangements under this part in ordet to
assist applicants for assistance under this
part to develop propasais to be submitted.
Criteria established under thts subsection
shall be used by the Cummissioner in select-
ing proposals under this title.

COMPENSATION

Sec. 514. (3) An arrangement made with a
Iocal educatlonal agency pursuant to para-
graph (3) of section 513 (2) or arrangement
with a local educational agency or institu.
tion of higrirr education pursuant to para-
€raph (5) of section 513(a). or an arrange-
ment with any agency pursuant to pars.
®raph (63 of section 513(a), shall provide {ar
cumpensation by such agency of Teacher
Corps member during the period of their as-
sigrument Lo it at the following rates:

(11 An experiended toacher who is leading
& teaching feam shall be compensated at a
rate agreed to by such agency and the Com-
mustoner.

€2) A teacher intern shall be compensated
At such rates a3 the Commissioner may de-
termine to de consistent with the nature of
the program and with forevailing practices
under comparable fed ly supported pro-
grams or local projects. not to exceed $150
per week plus $15 per week for each depen-
dent; and . .

(3) Tutors and Instructional assistants
shall be compensated at such rates a8 the

. RULES AND REGULATIONS

Commissioner may determine to be consis-
tent with prevailing practices under compa-
rabie federally supported work-study pro-
grams.

() For any period of training under this
part the Commissioner shall pay to mem-
bers of the Teacher Corps such stipehds (in-
cluding allowances for subsistence and other
expenses for suclt members and their depen-
dents) a3 he may dctermine to be consistent
with prevailing practices under comparable
federally supported tratning programs.

(¢) The Commissioner shall pay the neces-
sary travel expenses of members of the
Tezcher Corps and their dependents and
necessary expenges for the transportatlon of
the household goods and personnel effects
of such members and their dependents, and
such other necessary expenses of such mem-
bers as are directly related to their services
in the Corps, Including readjustment
allowances proportionste to service.

‘td) The Commissioner is suthortzed to
make such arrangements &s may be possible,
{ncluding the payment of any costs incident
thereto. to protect the tenure. retirement
rights, participation in a medical insurance
program. and such other simllar employee
benefits &3 the Commissioner deems appro-
priate, of & member of the Teacher Corps
who participates in any program under this
part and who Indicates his intention to
return to the loca) educational agency ¢r In-
stitution of higher education by which he
was employed immedistely prior to his ser:
vice under this part,

(e) The Commissioner is authorized to
provide medical (Iincluding hospitalization)
insurance for members of the Teacher
Corps who do not otherwise obtaln such In-
surance coverage either under an arrange-
Anent made pursuant to subsection (d) of
this section or a8 an incident of an arrange-
ment betwecn the Comumnligsioner and an in-
stitutton or a State or Jocal educational
agency pursuant to section 513,

() Thc Commissioner IS authorized to
compensate local educational agencies for
released time four educational personnel of
the agency who are being tralned in Teach-
er Corps gyo)ecu assisted under this title.

APPLICATION OF PROVISIONS OF FEDERAL 1AW

8zc. 515, (a) Except 38 otherwise specifi-
cally provided in this section. & member of
the Teacher Corps shall be deemed not to
be & Pederal employee and shall not be subd-
Ject to the provisions of laws relating to
Pederal employment. Including those relat-
ing to hours of work. rates of compensation.

, ~ -
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leave. unemployment compensatiod, and
Federal employee benefits.

Notr.—Subsection (b) was repealed by

Pub. L. 90-83. .

(¢) Such members shall be deemed to be
employees of the Government for the pur-
poses of the Pederzl tort claims provistons
of title 28. United States Code.

td) Members of the Teacher Corps shall
not be eligibie to receive payment of & stu.
dent loan under title I of the National De-
fense Education Act of 1958 or of an educa.
tional opportunity grant under titie IV of
this Act.

LOCAL CONTROL PRESZRVED

Szc. 518. Members of the Teacher Corps
shail be under the direct supervision of the,
appropriate officials of the iocal educational
agencies to which they are assigned. Except
23 otherwise provided in clause (3) of sec-
tion 513(a), such agencies shall retain the
aythority to—

(1) Asaign such fembers within thelr sys-
tems; "

(2) Make transfers withln their systems;

(3) Determine the subject matter to be
taught;

(4) Determine the terms and continuance
of the assignment of such members within
their systems.

MAINTENANCE OF LZTORT

8rc. . No member of the Teacher Corps
shall be furnished to any local educational
agency r the provisions of this part if
such agency will use such member to re-
place any teacher who is or would otherwise
be employed by such agency.

TEACKING CHILDRIN OF MIGRATORY -
AGRICULTURE WORKERS

Sec. 517A. Por purposes of this part the
term “local educational agency” {ncludes
any State educational agency or other
public or private nonprofit ency which
provides a program or project designed to
meet the special educational needs of migra-
tory chlidren of migratory agricultural
workers, and any reference in this part to
(1) teaching in the sch of a local educa.
tional agency includes teaching in any such
program or project and (2) “migratory chil-
dren of migratory agricultural workers”
shall be deemed o continue to refer L0 such
children for a period, not in excess of five
years, during which they reside In the area
served by the {ocal educational agency.

[PR. Doc. 78-4356 Piled 2-22-78: 8:45 am)
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APPENDIX B

GUIDELINES FOR THE ESSAY ON
THE RELATIVE IMPORTANCE OF IMPLEMENTATION TACTICS
7

The essay'bn the Relative Importance of Implggentation Tactics will
divided into three sections. Each of these sections should start at the
top of a paée under its appropriate heading; each section should be one
to two pages in length. Theé headings for the three sections of the essay,
along with some guiding questions that are designed to aid in developing

discussions ground the basic theme are as follows: »

1) The Most Important Implementation Tactids
. T

We are interested in your judgement as a local documentor
regarding the one or two tactics drawn from the Teacher Corps
Rules and Regulations that are most important in.the implementa-

_tion process. Here are the guiding questions for this section of
the essay: R : 14

©. Which of the Teacher Corps tactics are the most effective for
. ' *  achieving the four basic outcomes, or, which tactics are
absolutely essential to successful implementation?

© For each of the most important tactics you identify, please
explain why you think that feature is important and illustrate ;
with one specific example drawn from your project's experience

- so far in Teacher Corps.

2) The Less Important Implementation Tactics —

Some of the Teacher Corps tactics aré probably more important
than others in the implementation process. We are interested

in your views as a project documentor about the one &r two least
important tactics, considering the experiences of yolUr project
so far. Here are the probing questions for this section of the
essay:

e Which of the Teacher Corps tactics are the least effective
for achieving the four basic outcomes?

e Could, any of the tactics be taken away and yet preserve a
- @Vviable educational program intended to achiéve the four
. basic outcomes? - 7 . =
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% .
o Would you characterize any of the tactics as being obstacles
to implementation?

.® For each of the one or two least important tactics you identify,
—- please explain why you think that tactic is less important and
illustrate your exﬁlanatioq with one specific example or anecdote
drawh from your project's experience.
L
3) TFhe List of Implementation Tactics Viewed as a Strategy for
Edicational Change

- Each of the tactics taken alone can be viewed as relatively

- important or unimportant within the overall strategy for
implementing an educational program aimed at-achieving the-

four basic outcomes. However, the 1mplementation process cannot
be' fully understood by looking at one or two components of the
system at a time. The list of tactics needs :to be examined as
an integrated strategy as well. We are interested in your views
as a local documentor regarding the Teacher Corps Rules and
Regulations considered as a strategy for program implementationm.
Here are the probing questions for this section of the essay:

o Do you think the tactics taken together constitute an adequate
- strategy for carrying out a program inténded to achieve the
Teacher Corps four basic outcomes? Please explain your answer.

o Are the major forces that influeﬁce the implementation process
identified among the tactics in SRI's'list? Explain your answer.

'~g__Are there implementation tactics that should be added to the
list to make it a more adequate strategy? Please list any you

think apply. i,/f

' o Are there provisions specified in the Rules-and Regulations
that do not really operate as implementation tactics, or that
are obstac&es to implementation? Should these be dropped from
the list of implementation tactics? List any that apply.

. ' , © 160
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STMARY WORKSHEET ON THE ESSAY ON
THE RELATIVE IMPORTANCE OF IMPLEMENTATION TACTICS

Some of the prov151ons of the Teacher Corps Rules and Regulations

‘are probably more important than others. Considerlng the experiences of

your project so far, how 1mpottant is each of the tactics in the list
below in accomplishing your projects goals? Please complete . this question
AFTER you have written your essay. Lpdlcate your answer.by placing the
number "1" in front of the several tactics that you think are most impor- .
tant; place the number "2" in front of the tactics that you think have
moderate importance; place the number "3" in front of the tactics that

you 'think have little or no importance. Please rank eash,tactic with a

single number: 1, 2, or 3.

Y -
These are the major,' 1mp1ementat10n tactics" SRI has identified from
the Teacher Corps Rules and Rggulatlons for Program '78 and '79:

Program focus on schools serving low~income families. (172.60)
A five-year funding’qyclebfor projects. (172.30)

An initidl developmental year with emphaéis on projeét
development, organizationﬁ)and planning. (172.40)

Grantees may not apply for a new project until three years
after the end of their five-year cycle. (172.33)

Specific objectives be designed to achieve the improved school
climate outcome. «172.62) ¢

. Specific objectives be designed to achieve the outcome for
" an improved educational development system. (172.63).

Spec1fic objectives be dgsigned to achieve the institution-
alization outecome. (172.64)

Specific objectives be designed to achieve the demonstration
and dissemination outcome. (172.65) .

Field-based and community-based training. (172.50)
Integrated preservice and inservice’training. £}72.63)
Multicul&ural education. (lZ%,éQ) STy
Diagnostic/prescriptive feachimg. (172.62)

. Collaborative mode of ogeration. (172.10)

Joint participatiom of institutions of higher education, local
education agencies, and community councils. (172.10) 3 !

Teacher intern teams. ’(172.83)

Elected community counails. (172.14) ’
Representative policy boards. °'(172.15) y
Coordination w%th State Education Agencies. (172.17)

~

Documentation of project experience, (172.52)




APPENDIX C

GUIDELINES FOR THE ESSAY ON
PROJECT CONTRIBUTIONS TO IMPROVED SCHOOL CLIMATES

One of the four basic outcomes intended for the Teacher Corps pro-

gram is to improve ''school climate," as stated in the Rules and Regula-
4 .

Ctions:

"...Each project must be designed to achieve the following
outcomes: =

(a) an improved school climate which fosters the learn-
ing of children of low-income families..." (172.60)

By now, your project has had time to begin to see evidence of its
impaction the school climates within participating feeder échools. The
basic guiding question to be answered by this essay is this: In what
ways has your project contributed to the improvement of school climate
in the project schools? 1In your 4- to 6-page essay response, please ad-
dress each of the following four aspects.of the basic question.

Section I: Definition of "Improved School Climate' and Differcnces

Among Schools Within the Feeder System

At present, no single widely accepted definition of improved
sqhool climates exists; therefore, we are interested in knowing.how your
project has chosen to define the conce;t of "improved school climate.”. °
Put another way, to whﬁt aspects of school operations ‘has your project
been paying the most attention? Considering the fact that your project
includes schools at different educational levels, are there important
Q}fferences between them in terms of the perceived school élimate and how
conducivg each school is to the learning of .students from iowfincome

families?

’
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Section 2: Teacher Corps Pfogram Component§ with Greatest Impact
on Improved ScHool Climates to Date .

Keeping the* full ranse of program activities in mind--from the be-
ginning of the project planning year to the prcsenf-jgescribe the activi-
ties or program features that have, in your view, contrfbuzed most to
the improvement of school climate in,thehﬁroject schools. State in brief
the kinds of evidence or observations on which your impressions are based.
Have certain program features or activities appeared to have ércater ef- -
fect' in certain schools than in others? How do you account for any dif-

ferences noted? .
- .

-

Section 3: Other Condit%gns Affecting School Climates

»

Teacher Corps project activities are of course only one of many in-
teracting influences on the climate for learning in each of the project
schools. Are there special local conditions in your LEA as a whole, or
in the indi&idual project schools in particular, that you feel have an .
important influence on school climate, either in supporé of project ef-
forts or agting as an obstacle to them? Are there important diffcrsnc«s
in factors affecting each school's climate? Where thcaﬂghgnditions stand
in the way ;? project sdccess, what™¥talistic cxpectations would wvou sug=-
gust for Teacher Corps' ability to counteract their effects in the short

term and over the longer term?

Section 4: Advice to Policymakers -

.Each local documenter has had opﬁorﬁunities to observe and reflect

oh the efforts of the project to contribute to improving school climates.

The lessons learned from these experiences are a potentially valuable

‘resource for\planning.federally_funded education programs. Based on your

exp?fienceé so far, what suggestions would you make to a federal policy-
mpker who asked about the implications of your project's efforts to
improve school climates for planning other federal education programs?
For Exa@ple, in what areas of school c¢limate are the impacts of an inter;

vention like Teacher Corps most likely to be felt? What conditions do you

e § .
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than it solved?
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consider essential to support a project's efforts to improve school c¢li-

it worked so well? What would you avoid because it caused morc problems
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mate? What conditions do you consider obstacles to improving school ¢li-

Pmates? What would you do thc same if you had it to do over again because
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APPENDIX D

GUIDELINES FOR THE ESSAY ON
DEVELOPING SUPPORT SYSTEMS FOR PROJECT PLANNING AND IMPLEMENTATION

- Q

Bringing a, Teacher Corps project into be;ng requires support from
. g;oups'and agencies beyond the immediate participanégi. The local coﬁ—
munity may coﬂgain resources needed for the eme;ging training programs,
and departments in the inotitute of highof educatfon (IHE) and local
education agency (LEA) not formally linked to Teacher Corps may possess
important expertise. _ Regional, state, or other federal programs can \\
be. resources as well. A primary task of the developing Teacher Coigg
project is to enlist the éupport of relevant §foups, with the aid of
the LEA.and IHE, state education agencies, or the foderal government

(ineluding Teacher Corps/Washington).

The basic question for this éssay is how your Teacher Corps project
coordingtes diverse resources and services to meet its legislative man-

date. In this essay, please address the following two éections; each

of which co dimension ofg;ﬁ}ortopic. Probing questions have
]-—; been added in each section; you need not answer €ach, but they-have

- : been posed to help in guiding your thinking. Your response to the
first seétion should be 1 to Q-éages; your response to the second sec-

‘tion should be & to 5 pages.

-

Section 1: What Have Beeﬁ the Most Useful Sources
.of Support to Your, Project-So Far? &

"To answer thié question, consider the follow{ng:

e What resources(information, specific expertise, liaison,
materials, training, etc.) has the community (individuals,
businesges, organizations) provided to your Teacher Corps . =

‘pro.iect:? . = : g o ®

8\
: ° What resources (information, specific expertise, liaison, ‘ .
& - *  materials, training, etc.) has the LBA made available - ;
' to your project beyohd those which are provided for in the e 3
) ; . bagic-grant?. - .




. ® What resources (information, specific expertise, liaisonm,
_ materials, training, etc.) has the IHE made available to
your project beyond those which are provided for in the
basie grant? .

. ® Vere Teacher Corps funded support services of particular
use “(e.g., CMTI, RCTRC, SSTA, Networks, and the like)?
o ) ¥ Which ones have been most critically missed since funding
for these servi.es stopped?

® To meet the project's needs, were special organizational
or political :arrangements necessary? If so, what were
they?

® Are there resources not available to your project but that
would significantly enhance its capabilities to accomplish -« |
its objectives?

Section 2: What is the Nature of Your Project's Relationship With Other
Specially Funded Federal or State Programs Operating at Your Local Site?

-

This essay should be divided into three parts, as follows:

(1) Consider the other federal and state programs in
operation at the local education agency (LEA) or -at
the local project schools.

> "(2) Consider the other federal and state programs in
operation at the institute of higher education (IHE).

(3) Consider the other federal and state grograﬁs'in .
" operation in the community. "

.

In each‘part,.wfite about the nature of your project's relation-

ship with these other programgﬂ To answer each section, Sbnsider the

following: !

® Has your T®cher Corps projeét acted in some senge as an
"umbrella," coordinating services or resources from
diverse sources? If Teacher Corps has not-acted as an
umbrella, what type of relationship has it had with
other programs? .

- ® Does any problems with Huplication of effort exist?; {f
so, how has the problem of duplikation been solved?
What kinds of special coordfn_ ing arrangements have
emerged? ¥ . .

o . 168
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® Does your Teacher Corps project compete with other programs
in any way for staff, clients, materials, or facilities?;
if so, how has this competition been handled?

& Are there federal or state funded programs which if they
! were not present would seriously detract from your pro-
" ject's capabilities to accomplish its objectives?
Describe the nature of this dependency.

® Are those programs also dependent ﬁpon Teacher Corps to
-accomplish their mission? What is the nature of that
dependence?
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Characteristics of Useful Essays

-

- ERIC

Last year, we found that certain characteristics in the essays we
received made them especially useful for our evalyation. They are offered
hvere only as suggestions, not prescriptibns.' Our intention is to allow
each of you the'flexibility, within our overfll guidelines, ¢ choose wiat

to report and how to do it.

The characteristics that help make the information useful to the na-
tional evaluation include the folloﬁing: .

“
N

\ R

e Description in sufficient detdil to-help us understand the acti:ity
or event being described and the context in which it occurred.
How much description is enough? Your first assumption probably
should be that we really do not know very much about what is hap-
sening in your project (even though we may in fact know something
through site visits, for example). If you keep in mind also<that
we want to be able to use excerpts from your essavs to illustrate
points in our reports to ¢he Department of Education, you can see
that we need enough description so that someone not familiar with
vour project can understand how and why the activity or event oc-
curred and the consequences that followed. (We emphasize again
that any excerpts drawfh from your essavs will be edited to remove
any words that would allow your projeif or anyone in it to be iden-:
tified.) -

e FExamples and illusfjrations from your own project experiences.
The descriptive det}il in your essays helps put flesh on the bones
of general statement®s and provides the context for analyses and
interpretation. If Teacher Corps/Washingtgn and other federal
agencies and legislative bodies are to understand what the Teacher
Corps Program is, we have to be able to describe what is happening
_in the name of the program across all sites. The diversity is
great and we think it is important to capture that diversity. let |
us know what you arc doing by giving examples from youx PrOJect op=-
crations.
' |

e Interpretation and analysis of consoqunncvq, re]ntxonsh|ps amony

Q- factors, 1essons learned, etc., that are bascd on vour expericnces

This characteristic is perhaps the most meortant to us, but good
analysis and interpretation aTe not likely .to appear. in an essaf:
that does not dlso include good descriptiofi and illustraC1on.'<1ns
Lterpretations based on project exper1cncee‘will expresb unuqual
interesting, and important relationships am¢ng _ faccors. Your es-
says will help us to explaxn patterqgr;hat emeﬁge as we an§1yze
' * data from other sources, such as selfﬁﬁéport questlonnairﬁs.
t\
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When we look at your analyses and interpretations, wegkeep in mind
the drawbacks in the use of essay data that were mentdkpned earlivr.
For example, in most cases we are unable to corroborate or velidate
your statements and must take them at face value. Cross-site ag-
gregation of qualitative data from multiple sites does present pit-
\ falls for an analyst. However, our guidelines for essay topics

provide a framework within which we can search for general patterns
and within which we can categorize the information drawn from your
essays. .

-

) e 1Implications and suggestions for policymakers that can be drawn
from the description of the activity or cvent and its conscquencdes.
This is in a sense the bottom line of the ¢valuation. 1If the re-
sults of the evaluation are to help shape the design of future

| . federzl intervention programs, as well as of Teacher Corps opcera-
tions, we have to be able to-draw implications for federal policy
from the description of how the Teacher Corps Rules and Regulations
have been translated into implemcntation processes and the impacts
these processes have produced. Your suggestions, from the perspec-
tive of someone on the "firing line," will help us in this important
task. ’

-

e Ceneralizations -or overatl statements about Teacher Corps policy
and program operatioms. This point may scem to conflict with our
request for examples and illustrations. However, we know there will
be instances where this type of information will provide us with
insight helpful in understanding the Teacher Corps implementation
processes in general and in developing recommendations useful to
policymakers. You can judge when this kind of writing is appropri-
ate.

These are-some of the characteristics of essays that we consider.im--
portant. In addition, of course, we enjoy espccially those essays that are
clearly and concisely written in a lively style, whether bhé‘;tyle be formal
or informal. The choice of style should be your own--what you fuvel com— -
fortablo»with. Ne h%vg given you general suggestions on length of eséayé-i. o
always brief (4 to 6 pages) so as to keep down the paperwork rpqu}remtnt--

put we recognize that length will be determined at least in part by the .

topic on which you are writing and your own writing styie. Here againg you-
} ¢

choose the appropriate length. )

- We -fecel we should also mention:charagteristics of essays that wgzyid . .
not find as useful. We do emphasize, howeverﬁgthat'in only very rare cases
could we nok derive some information or indicatiop of relationships from

- cssaf% submitted. Even ; brief.outline type of statement tells us something

. about project operations,Lglthouéh this is far less helpful than a statement ..

-

that includes detailed description and ifterprefation.

’
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Some of the style characteristics we would prefer that you avoid are
(1) repeating information that is readily\afailable from another source,
such as your original graht or continuation proposal; (2) giving generailiza- *
tions if they are not supported by specifics; (3) giving a personal opinion
‘that is unlikely to be shared by anvone else in the projuct; and (4) using
program rhctoric and jargon. We realize that Lhcr; will be situations in

which an unsupported generalization, a personal opinion, or g repeat ol ju-

formation will be appropriate, and you should include them in your cssay if

you really think they are important. We would like you to identify personal o
h Y .
opinion as such, however. i .
. .
“ ) / »
.
? ' ' - o~ - . —
. t . ’
. .
-
) . 1] -
) 4
. T *
2 . ’ -
’
e ]
\ . v . -
. N

R »*

’ 3 (, .
. . * .
. ¥

Aruitoxt provided by Eic: . . ,




