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ABSTRACT .

\---7) This volume is directed primarily toward local
'Teacher Corps'practitioners and is intended to serve as a companion

-- to olume 1 of this fi4A1 report.'This volume provides an additional,

c n ext for the description of and assumptions about Teacher Corps
pro) ct implementation. Data collected in 1980 during site visits to
selected projects and descriptions provided by local documental's at

other sites provide a'descripon of three aspects of Teacher Corps

program implementation. Chapter.I is devoted to the establishment of

.a collaborative relitionghip between the institution of higher
,education, and- a local education agency, one of thesTeacher Corps

mandates. The roles of project participants and the value of the
iialiqping year in the five -year project cycle are discussed: In
Chapter IL, the process of involving the community in the educational

,process is illustrated through a case study of a Teacher Corps
project. Views on the process are expressed by local project
documenters an by participants in the cooperative proces. The
involveient of the school staff in project planning is explored in

Chapter III through a case study of an actual .teacher Corps project.
Attention, iigiven to the creation of a,conducive collaborative

.
climate, the finding of training resources, and the characteristics
.of,the planning - process. (FG) .
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INTRODUCTION

4

The material in'this volume was prepared during the summer and fall of

1980 as part of an interim report to the Office of Education as part of the

SRI evaluation of the national Teacher Corps program. We are including this

Volume 2 as a companion to our 1982 report (Volume 1) to provide additional

context for the description of and assumptions about Teacher Corps project(

implementation.

ti

.This volume describes three different aspects of TeacherCorps program

implementation. Chapter I is devoted to the process of establishing the-

relationship between an institutign of higher education (IHE\) anda

education agency (LEA), which is part of the collaborative alliance that is

'Teacher Corps. The value of the pl ning year for project operations also

is discussed. Chapter II brings in another partner--the community. The

process of involving the community in one site iis discussed in some detail.

Selection and operation of the community council are included in the

discussion inthis chapter, as well as views toward community invo vement

expressed by- local documenters, community persons, and others knowledgeable

about this component. Chapter III develops the story of how front line

professionalsteachers and principals_in a`low-income school - -get involved

in project planning. Again, the proces'i .n a particular site is4crescribed,

supplemented by experiences iotber projects that were repomreed by local

documenters.
r

There are, important differences between the two volumes that should be

noted. The 1980 material is presented intact in this volume, with no

rewriting to reflect additional data or increased awareness of events. across

, all Teacher Corps prhjects. Therefore, interpretations reported,in

volume in some small ways mIty not always agree with thOse its.-Volume 1, which '

1
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.have been based on both additional information from projects and another

year of time in whiCh to study and reflect on thdtimplementation process.

In a sense, we were addressing .a different audience in the 1980 interim

report. In 1980, we were writing primarily for local pract tioners,

especially those-inside the Teacher Corps family,. The 198 report

(Volume 1) is directed primarily toward state and federal policymakers who

have responsibility for the design and implementation of educational and

other social intervention programs beyorld Teacher Corps.

This difference in audiences for the reports 1 to a difference in

focus also, although the methodological approach was similar for both

reporting periods. For is volume, we chose to emphasize the description

of the implementation process as it occurred in local projects., focusing on

case data collected during site visits to a few selected projects and

supplemented with descriptions provided by local documdhters in other -

/ 4

sites. The emphasis in Volume 1 is on analysis of the policy implications

of.the data, which are drawn largely from documentation essays from local

projects. The 1980 report served as a departure point for the description

and analyses reported in Volume 1. We believe that including it with our

1982-report provides additionallperspective on the implementation process

that will be of interest to a variety,of readers.

,)
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I BRINGING TOGETHER INSTITUTIONS THROUGH THE
FORMATION OF A TEACHER CORPS PROJECT

This section describes'the collaboration of two institutions, the

IHE and the LEA, that provide educational services indirectly to lOw-

income students by providing training foitheir.teachers. These

tutions have historically offered two kinds of teacher training: IHEs'

offer preservice training_to student teachers, and LEAs offer inservice

training to working teachers. Working teachers seeking college credit

,usually attend classes on the IHE campus. Those classes are not designed

for working teachers, and student teachers hate little exposure to schools

aside from their formal student teaching.,

.

A goal Of Teacher Corps is to remove'ttlis distinction and endourage

IHEs to join LEAs in providing high-quality ins rvice training and to

build.preservice programs with a strong emphas s on field training in
1

the schools. Teacher.COrps relies, on a tempor ry, federally funded

intermediary group, the Teacher Corps project,, to provide a bridge for

the two institutions.

This section begins with a description of conditions existing in the

IHE and the LEA that 4tluence the success of the institutions` joint

working relations. An examination of the issues that relate specifically

to the forma ion
*
of Teacher Corps projects follows.

%.0

3
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The IHE-LEA Partnership_

The IHE and the `LEIS must cross an historically-defined' gap ofjeub,

stantial magnitude to join forces in the provision of an integrated

training ppgram for the staff'of low-,income schools. One documenteri,

described the situation well*:

Tne difficulty in estatlishing an inte ed teacher training

program has an- hiostorical basis. re is history ,of a lack

of communication and cooperati between'theilocal-IHE and
LEA, which is founded belief that the 41.1k and/L are
fulfilling different functions and serve different nee s .
This belief importantly affects the prospects for intt tution7
alizing a tooperatiyel designed, continuum of-pro essional'

deVelopment opportunities. ,

r .
.

The IHE and LEA view their roles in teacher training as
significantly different, The IHE acknowledges its role in
-providing a liberal arts education coup/ed with the basic
certification requirements by this state. Charking class-

room needs and changingteaching strategies have been
.

historically slow to affect programming at the IHE. Until

the state certification' requirements are changed - -to reflect

changing educational needs and strategies, there isssub-.
sequently little emphasis in pre-se7icing plans for dealing

awith contemporary issues and problems. The responsibility
of the LEA has historically been to fill this knowledge and

skill gap.. It becomes the LEA't responslibility to provide
in-servicing at the district. and building level 'which is

responsive to these changing needg. These needs have been

identified by state mandates and not'by local'teachers'
perceived in-servicing needs. As a result the LEA has been

forced to address the issues OE career education, sex and
drug education, multicultural education, bilingual education,
leisure education, mainstreaming, and so forth. In effect,

the IHE provides the teacher with a basic education and the
LEA ideal?y provides the teacher with the knowledge which is
needed to effectively operate in the real classroom.

4

*The excerpts from documenters' essays' presented in his chapter have

been edited for 'spelling., grammar, and punctuation.

4
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Locally this means that the IHE responds L'he state-

identified requireients for pre-servicing nd the LEA

responds to state-identified requirements for ill-servicing

without consideration for any Additional or varying concerns
which are present locally. Since a large percentage of IHE
teacher graduates enter'local school. systems, there should

seem to be more commitment at the IHE for Meeting local

educational needs. While this tar be so, the historical
responsibility formeeting local needs has rested with the

local LEA..

This historical division of labor between IHE and LEA has conse-

quences for the Teacher Corps Program. The documnter reflected further

about the process of change at this $ite and the signs of.progress:

4

Since the IHE and L'A have historically functioned' separately

in teacher training, integration will not occur overnight,
in one year, nor probably ,during the five-year Teacher Corps

funding cycle/ The process of cooperative decision- making

coupled with the human linkages established through. exchange
of human and material resources have become important' factors
influencing local realization of this goal. The increased

cooperation has already proved to be benefidial to professors,
.teachers, deans, consultants, and superintendents. Increased

experiences of professors in the LEA and cooperative efforts
by the College Of Education, central office, consultants,
superintendents, professors, and.eeachers has led to the

realization of professional gains. The operation of the

.policy board, dean and superintendents making joint decisions
concerning teacher training has led to. increased communication,
trust and knowledge where there has been an historical void.

This is leading to a joint serious appraisal of'the total).
professional development continuum offered locally.- This
renewal of awareness and quality in professional development
programming is indicative of future cooperative program

design and development. e,

Issues Affecting tie Creation of the Partnership

The preceding excerpts suggest two principal reasons wlyy.IH s and

LEAs have historically worked separately in providing teach training!

--they_have differ institutiorls1 missions and they respond to different

directives. In Other projects, the IHEand LEA moved closer, together

in'their provision of teacher training through previous collaborative

efforts than they did in the project cited above. However, the basic



'distinction between the kind of training offered dit the IHE and by the

,LEA still holds. Th following factots influence whether a Teacher

Corps project is abl to bridge this historical gap between the two

institutions:.

Prior collaborative experience between the two institutions.

Resolution of control issues.

The nature and compatibility of the two institutional

structures.

The geographic -al distance between the two instituti>ons.

Cultural differences between the IHE and LEA staff.

The severity of retrenchment conditions affecting each

institution.

Prior Collaborative Experience

The Program 78 project described above represented the first,time

the IHE and LEA were linked by a Teacher.Coipsproject. They, like many

other projects without prior collaborative expeiiences, used the planning

year to lay the groundwork for understanding each other-and working

comfortably together. Projects found the process of relationship build .

ing time consuming but productive, as the following essay indicates :

Even though project activities are on schedule al4 the staff
is presently working as a unit, initially .there *as a con -
'siderable amount of time spent in layildtnia\relationship
with the LEA administration and staff. It was understood by
the staff that developing positive relatpnOlps takes time.
It was not anticipated that even aftei the staff had been
involved in staff de elopment activities Ad several staff
meetings ad been h= d that the.'10/el of misunderstanding
concetning operatiOns, parameCersnd staff functions
would sti

4,

Even t
a

ojec
exist.

ugh the period of fir, t building did cost the project
c- ain amount of time .a the onset of.the project, the

rthwhile and well sp' because of the rela ionship thatt
ff f eels.that2the.iline qpbnt in this endea r- was very

id evolve and liece ablished as a'result of staff
meetings whereonee s And attitude were discussed.

.. : '''...,...

11t was dIshCartenIng to'the staff to tontantlY discuss the

same thins, 111.;43q was not futile, because once the LEA

.% s
6
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administration understood what"Teather Corps is designed to .o

do and that the staff is only interested in doing etose
things, they gave the,staff their wholehearted support.

InprojecesiteswheretheJHE and LEA had previously collaborated

successfu'?lly, the time-consuming process of learning to work together

was eliminated and program planning began directly. For example; the

IHE and LEA in one case study site habeen paired several years earlier

to help accom4ish court-ordered busLgiand they a]fso had worked together

in a previous Teacher Corps cycle. The superinteftdent trusted the IHE-

based Teacher Corps staff and did not hesitate to commit herself and her

staff to the project. Through a series of month'y meetings, the Teacher

Corps staff and the district staff developed close working relationships.

They jointly set procedures Appr selecting the team leader and interns,
r'

and they helped each other in entergencies? For example, when school

began after the planning, year, the citr.superintendent called for a major

ceige in the method of providing,geading instruction in the schools.

the di'strict's, reading specialist

from teachers.- She called on two

she knew had experience in reading

programs for the teachers.

was overwhelmed with requests for help

members of therreacher Corps staff whom

instruction, and together they developed

In a few cases,-however, prior fa4 ilures at co,llaboration left nega-

tive legacies for projects to overcome. In one case, a documenter noted

the following problems that the project staff members encountered when
,

,

hey tried tovgain entry into_projeci schools:
/

Some of the teachers stated that they worked with Teacher
,.. Corps in Cycles 9 and 11 and their problems were not

addressed. Some teachers complaiAd about institutional :-

racism at the IHE and wondered why'this inslitution was ):

chosen for this project again. The staff explained that

Cycles 9 and 11 of Teacher Corps' were two-year projects
and. that these cycles(did not have a planning year to include
the various groups included in this 9ycle.- Teachers were

(k

Unimpressed with programs comin into schools. and lasting

for a couple of years.



-.

1

a.

/

. A

we

I

These teachers were eventually convinted that the 5-year Teacher Corps A

project was worth supporting--or at least worth tolerating. Never4heless,

perceptions of the past clearly made the process of program development

much moredifficult.

Resolution of Coftol Issues

Major conflicts over control of the project have not occurred at

most projects. Projects usually divide responsibility for different

tasks between the institutions. IHEs are responsible for granting degrees

and for paying IH -based staff and participants, and the LEAs have taken'.

responsibilitrfor enting felease time..--fc4r teachej,st and providing
'

.._

numerous other in-kind contributions, from partial staff 'salaries
..

to
, ,

&
...."`N.

office and workshop fl"cilities. Depending on the institutional affili- e

ations of the people involved, joint control in some manner has become

rea10.ty, with more leadership emanating fOm 918 IHE,in most cases

because most directors are affiliated with the IRE.' 'A documenter,Erom
= A""

an urban Project wroeb!

In. examining Teacher Corps projects throughout the country;
most directors were chosen from the university and it con-
sequently controls the program. HoWever, in this city, the
community was adamantibout selecting a director from the
LEA rather than the university. The community believed that

an LEA director could be more effective in dealing with
community/educational problems. A review of Teacher Corps
literature:indicated that when uniVerdities controlled tfie
program, there was a failure to develop or institutionalize
major comprehensive programs. Universities had difficulty in,
communicating with community members and generally ran the
program their own' way. The community component of Teacher
Corps 7S3in this city wanted more input into the decision-
making process and felt it was important to iii.regomeope
at the LEA to try and avoid these problems and open up.
lines of communication.

There has been a great deal of strain between the director
wand the IHE on who adtually directs the'program. It appears

that the university wanted to'ontrolthe IHE.,component
while leaving the` LEA component' to the director. When the
director came on boArd; the university was more than helpful .

in gett,ing her established: As the directo54hegan to a9sume.
control of the program and indicated she was in cha12ge(f the
project at both levels, some problems began to emerge.

A
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. The director was told she,Js not control of the Teacher

Corps.budget at.the IHE revel and that she could not
technically hireanyone from the budget or Sign requi-

sitions. Rational Teacher Corps informed She univeristy

that Washing recognized only one director and that

per'on in thi project came from the LEA'. The university

was also to that the directpf was responsible for thp
budget and total program.

,

This statement suggests that, the control problem had several dimensions,

reflecting a history of noncoomunipation and mistrust among university,

the LEA, and the community. ,In this particular case, the community Was

strong Inough to maintain an LEA-based project despite university

.press7e.# \e

Such examples are few, however, in the overall population of

f
Teach&Z Corps projectsMore ften, the IHE exercised thegrelter ini-

tiative 4nd'in a,subtle way ha) more influence over the shape and

direction of the project. A documenter from a project with an IHE-based

direc,tor 'described a more typical pattern in which the control issue was

resolNied more jpy default than anything else:

4.0

We arelflortunate ifi having a dea of education who has made

an enth siastic investment the project. The dean has '.

served as the chair of the olicy Board and attends all its

Meetings. His wholehear ed support of the project and
.-romise of the university's resoaCes have impressed persons
,in,the LEA and community. It has indicated that the univer-

sity takes the project seriously.-
.

-

The administrators from the LEA have.not made such an open

display of Support. (The'LEA has been assocaited with 3
cycles of.the previous Teacher Corps project w h another-

. universIty.)" The superintendent does not a end

Policy Board meetings, serf instead the deral program

'c'Oor natots as represent atives. lie isyot empftwered to

- make ecisions on polic tteirs, whidt means delays in

decision-making and impiementation.
1 '

.

Many LEAs did lobby more actively for their interests than this docu-
e,

mentlr suggests, even though the director and Teacher Corps staff.were

primarily IHE petsonnfl, 'in one case; participants described the way

in which decisions were made About the details of the program as a
- a

r 9
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"painful" process of negotiation between IHE'and LEA, characterized by

Strong wills and,differing agenda on the part of each institution.

The underlying struggletiver control of the'Teather Corps project_.

seen in this and other projects can in fact be healthy, s, sign of strong --

commitments to training that over tim# may merge into a more integrated

approach to the training needs of low-income schools.

A

0

Compatibility-of Institutional Structures

Both.IHEs and il5As had organizational Or institutional structurN...._

in place before their participation in Teacher Corps. They were guided

by regulations and.procedures established for the entire institution or,

in the case of many IHEs, for e system of state-run institutions. An

institutional structure often facilitated project planning. For example,

projects did not have to-devi e a degree granting procedure because one

already existed at the IHE w so, thetestablished institutions' organi-

zational structure-gave them more influence than the community in many

sites.

In'a number of cases, however,-policies of the two institutions
or

either conflicted With each other or with the directives of Teacher Corps

Washington. The following illustrates. how the standard operating pro-
.

ceduraof an IHE and those of the federal mandate clashed:

Federal grants such as the Teacher Corps project that are
administered through existing state institutions must follow.
that institution's guidelines, giving'rise to conflict situa-
,4ons. For example, the university guidelines indicate that
we are to reduce total mileage by automgbile by 12 percent
as compared with fast year. Since last 'year, 'Teacher Corps

activities and resulting travel have increased drastically
and will Probably continue to do, so.

Institutional guidelines also limit the amount of monies
that may be spent^f0 hotel rooms, meals and other normal .

expenses inliolVed with travel. Many of the Teacher Corps
meetings and conferentes are scheduled in large cities,

.-making it impossible to attend and stay within university
guidelines.

10 ,%
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UniltrsitY accounting guidelines priesent numerous problems

Aik to the project. The university accounting office may use

IF, different headings or line items than does.the project which
must operate under Federal guidelines, or in some cases,
may combine several line items under one heading, making it
difficult to maintain Accurate accountability.

On several occasions, the university has,questioned legi--
. timate expenditures under Teacher Corps guidelines that

do ndt fit university guidelines. Examples include paying

. the travel expenses of interns and the.reimhursement of
LEA staff members to conferences even whenthoqg expenses
are legitimate under Teacher Corps guidelines, .4 )

On occasion, the institutional procedures of one of the institutidhs

madeeacher-Corps projects appear to be unresponsive to their Constituents.

A documenter ftom a project operating in a large city school system

described, how slowly plans move through that system:

One otherother lesson Learned is theextreme difficulty in.
dealing with a bureaucracy. This city system is so large
that it becomes almost impossible to finish activities with
dispatch. Everything must be dime through channels with
proper documentation and support, When one is representing
a group of people such as Teacher Corps in-service partici-
pants and is asked to do something for-them--like arrange
an English presentation at a departmental meeting- -and it

takes a month to make all the arrangements,. you really lose

credibility with the group. This becomeseven more
difficult and complicated if the problem pertains to
money--this could take mo
easier ifthis could be b
learns how to do it, I'll

to resoive. It would be alot
down, and; as soon as someone

the first tobuy their book.
,I should-add, however. , that this bureaucracy exists at the

' university level also and can cause just asmany,*if not
more, problems.

Organizational incompatibilities were often easily overcome but had

serious consequ9nces for Teacher Corps efforts in some local sites. The

complications that arose were largely unforeseen, and they raise basic

* questions about the degree to which the two institutional partners and

the federal government can remain flexible in accepting thediffering

procedures of the others. Because the Teacher Crops project,is createds
i

in between existing structures, its survival depends on its ability to

11
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accommodate :trose structures, at least until long-run institutional

changes ate made.- f.

Geographic Distance

r

Ideally, IHE and LEA staffs shouldbe able,to meet spontaneously

and often. However, many projects linked institutions that are
-
separated

.- 1

by many miles. Field-baeed'training and.collaborative planning became

-difficult as the number Of miles increased. Many rural and some semi-
.

. J ..

urban projects encountered substantial logistics problems in arranging

workshops or simply in staying in regular communication, i, suggested by

the following comment from a documentor of a Native American project:

...the physical distance between (IHE and LEA) makes it.
harder for the two to get to know each other, and tends to
polarize the e two factions of the same project. There are%i
many phone ca a and trips, between the two sites but it is
sometimes hard to coordinate everything between the two

4 ;
separate places. ,

In an extrenT case, a distance of 200 miles between IHE and LEA

greatly complicated travel. Face-to-face interaction wqs reserved for

prearranged meetings, which became more formal than many, project parti-

cipants would have liked. Even a distance of 20 miles substantially com-

plicated_arrangements for interactive planning for teachers and interns.

Where 'distances were greet, a number of creative solutions emerged

for maintaining a Collaborative working arrangement. For example,lone

project chartered an airplane once a week to fly IHE professors to a
1.

remote site, and another project stationed resident faculty in isolated

areas. The folloWing description of a more modest solution in another

rural site underscores the.need for flexibility in bringing about

training in the field:..

.

The training mainly will occur'in the two communities rather
than holding all classes at the university. It proved to be-

a big incentive for enrollment for this particular class to
have the instructor ,"riding the circuit" rather than s

participants making a 140 mile round trip to attend cl'asses.
Flexibility is important in designing the program. ,

12



... Cultural Different s'

. .

Cultural differences be een collaborating personnel in the partner ,

institutions cr te a different'kind of "distance" between the institu-

tions. The problem reflects the fact that most low- income school dis-

trict's contain large numbers,of people from differing ethnic backgrounds.

A successful Teacher Corps program will take special precautions to

develop effective, sensitive communication channels among participants.

Communication problems were most ofee seen in the interaction between

project participants and community p ,ple, but they alsooccurred between ,

. .

"represegtatives of the partner institutiont.

c,,,

In -one of the case study sites, fer example, most of the LEA and
/

THE personnel 'ame froiidiffetent ethnic backgrOunds: Communication

b tween the institutions was complicated not only by geographic distance,'

4

but also by different norms for conducting-business: The IHE personnel

tended to follow communication procedures characteristic of large organi-

zations, such as relying on the telephone and memoranda. In contrast,

LEA personnel were accustomed to conducting most business through informal

face -to -face conversation. Open conflict has been avoided because of

frequent (although difficult) efforts by both sides to communicate with
tic

one another and through the efforts of an,IHE staff member who "rides-

the circuit" regularly between the IHE and the LEA. In a similar vein,

the cocumenter from a rural southern project captured the imporPance of

recognizing and working with local protocol when dealing with the LEA

as well as with the community:,

Our project is working, in an ultra-conservative environment

- in which "outsider's" are viewed with suspicion. "Outsiders"'

) are those who are not immediate residents of the community,
and include university faculty. In view of this milieu,

the project staff has carefully avoided working directly with
various.personnel,preferring to work with "significant '

others" who comesfroin the various constituencies and then
having the "significant.apthers" take the\leadership role with
project staff serving as facilitators.... The people in this

geographical area have a "protocol' that cannot be violated

without raising suspicion. Mrs. Jots must be addressed as

"Mrs. Jones." Entry into the schoolsystem is through the
superintendent. .Entry into the Pchool'or community is via

the principal. The superintendent,Npuld not violate -their

13
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protocol and talk to community members without going through
the principal. To do otherwise invites suspicion and mis-
trust.

Redenchment Conditions

As stated, Teacher Corps was born-in an era of growth but has

matured in an age of decline. LEAs face a set of problems associated

with decliningtenrollments and fiscal austerity. They are no longer

worried about raising money to build new schools; they must confront

parents alnd teachers with unpleasant news of school closures and teacher --

layoffs. IHEs f&ce a related set of problems: The flood of young

students into teacher training programsihas reduced to a trickle, and

IHEs have trouble placing these few students in teaching jobs.

Previously, inexperienced. teachers could always find bs in low-\

de
come tchogils if they received no better offers. Today, however, low-

\

ncome schools an extreme example of the devastating effects of

declining enrol meet, teacher' layoffs, and financial constraint. The

following comment- a dean illustrated both the problems and the

possibilities present in such a situation: '

Ire

The Teacher Corps project...is located like school district
where grinding poverty, the insensitivity of a large city
bureaucracy, low teacher morale, racial problems and a
shrinking school budget make any educational enterprise
difficult. Such a site, however, has much to,commend it
in terms of prOviding the kind of challenge that Teacher
Corps,needs in order 6 prove the validity of its
strategies and principles. In ay opinion, this particular
Teacher Corps group has proven that it can build a strong
collaboration between school, community and college whose
strengths enable schools even such desperate'circumstances
to not only meet immediate needs but to demonstrate ways of
working in difficult districts that are exportable and have
universal application. This is because there has been an
intelligent andconsistent effort made to understand
community needs and to meet thes through soliciting com-
munity support.on t.N One hand, ndlapplying effective
educational know-how on the othe . \Teacher Corps, il,this
instance,-has beeniable to. act as an agency through which
community cooPeration has been matched with college leader-
ship and expertise to maximize the delikrery of educational
services in an area badly in need of such positive influences.
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In consequence, both community esd college have gained by the
development of new ways to meet-the'challenges of the inner
citjf.

As t

(

is quotation suggests, retrenchment conditions associated with

declinin enrollments created an unusual opportunity for T4echer Corps

at, the sa e'time that the LEA had to wrestle with problems associated

with decline.

The reduced demand for new teachers similarly created a new

opportunity as well as a problem for-IHEs.e' IHEs are becoming increasingly

aware othe "new market" of experienced teachers in the schools who

need problem-specific training. Federal.and state regulations

(e.g., PL 94-142,"bilingual education) have changed teaching significantly

enough that many teachers require additional training. As IHE professors

become more accustomed to field-based education and to problems in the

field throNh Teacher Corps participation, they An be expected to offer

training relevant to working teachers' needs.

15
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Bringing Togetheh. Training Institutions Within the Project Itself

The Teacher Corps mandate creates a new organizational entity, the

Teacher Corps project. This "temporary system" is the vehicle for the

two established systems of the IHE and the LEA to join forces in teacher

training. The most direct impact of federal money and guidelines is the

shape of the Teacher Corps project itself. Ultimately, it is hoped that

the activities of the project will have a permanent influence on the

actions,of the ts.m-Flartrier institutions, but such effects will not be

detectable for several years. The immediate goals of the planning year

were to put together a Viable project organization, assemble a core Staff,
.

and provide the staff with'the necessary support to Vo its work. ase

study evidence and essay documentation provide a basis for understanding

the most significant implementation issues encountered at the project

level during the.program's initial stages.

Although small relative to its parent institutions, the Teacher Corps

project is a remartably,complex entity, when one considers the array off

part-time participants (e.g., teachers, some IHE faculty, parents, and.

administrators) whose primary jobs are not paid for out of Teacher Corps y

funds. The entire project compris'e's a fragile collaborative networkof

people performing roles that require careful definition and articulation.

What resultain each project is both a formal systempf roles, groupings,

and tasks and an informal network of trust and familiarityireen parti-

cipants.

Alementation Issues in Constructing a Project

.

The comments of the document-et from Ctrlyle State,* a Ptogram 79

project, exemplify the experiences.of many project as they struggle

with organizational issues during the planning year. :Early in the

planning year, the documenter's essays touched on a wide range of prob-

lems, many of which related directly to the organization of the project:

*The name has been changed to maintain privacy.
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The year of planning was disorienting' initially, as we were
all wondering what we could possibly do with all that et

We were also reacting to our public's demands'of ''whegrare you
going to do something?" We have struggled to restrain our
impulse to produce and have merged planning and programming
into dh 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 district.

Rules for staff members were difficult to define, and efforts to
4

work jointly were complicated by the special geographic characteristics

of this site:
-

The LEA district is very large and the schools are spread widely
across the area. To insure our project "keeping an ear to the.
ground," the inservice coordinator and community coordinator were
placed in the field at "outposts." The community coordinator

/ is located 20 miles from the college, where the director and

documenter are housed. The inservice coordinator is about 30
miles from the college and 10 miles from the community coor-

dinator.

The placement in outposts has made communication among.. staff
members difficult and has affected-our development as a.strong,
integrated team. We are all wrestling with our role descrip-
tions and functions, which is not unusual fora new project,
but the effort is compounded by our distance from one another.
It is difficult to coordinate individual efforts, identify and
express our needs as related to the projects or establish, clear
and effectiveLin-house communication while separated from each

other. As a result, we are at times overlapping tasks; we are
fuzzy about our roles in the project, and we are eacb missing
a broad perspective of hoW the project is moving towards its '

goals.

During the planning year, the Carlyle State project was required

to form a policy board and recruit a team leader/intern team as part of

.-- the planning activities. The staff wrestled with. the policy board's

relationship to them, and early in the year were doubtful about its

usefulness:

The PoliCY Board consists of LEA superintentent, THE dean and
Community Council chairperson. These personS represent thee

three institutions we are working with--or do they?

What is the function of a Policy Board to be--a rubber stamp

*.
,
for decisions made by our staff or a responsive policy-
setting group? Do people in top management positions necessarily

/-
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,have insight into the.needs, concerns, thoughts and feelings
their populations'? Is it possible to know what kind of policy
best meets the needs of all three groups from 'such a distance?,

We have a lot,of questions _relating to the form and function
of the Polic Board. As yet, we haven't felt the beriefit of
the Policy Boa d. They seem as-unsure of their role and func-
tion as we are and seem to prefer not having:the responsi-
bility of disc sing or creating policy. So far the function
of the Polic oard has been a problem to solve instead Of a
useful component of the project. An example of the attitude
was-expressed by one member like this, "You the direetor)
should come'iri to us with what you want already in mind_and
let us knot what we should do to support your decision."

%

Later in the year; the identity of the teacher-intern team was also

a subject of considerable debate:

CI

There is a constant debate among staff, other projects and
this component about the purpose of the intern program. Are
the interns there to be trained or to provide services for
the project? Can these two purposes be balanced and/or
_interfaced to accomplish both purposes? The phrtse'"use of
intern teams" (found in the essay topic assignment) signifies.
using interns to implement programs for the project- -ghat
interpretatioh would provide four more people with whom to
do work. I don't think we can neglect to include the
importance of the training aspect of internteams; that
aspect will also provide Teacher Corps_ projects and cooper-
ating institutions with some valuable information....

S

In gradual stages, the project personnel found answers to their

questions in their persistent search for a way to make the collaborative
.

goals Of the project become a reality. The documenter's essay responses

later in the year suggest that both the formal structure of collaboration

and the informal network of trust relationships on which it depended

had begun,o be

Our project staff, in stubbornly upholding our berief
collaboration, is beginningto experience the payoffs frop
thOshared.effort and trust-building that come ,frbm parti-
cipatory problem-solving. Collaboration is a chance -to
establish a unique parity relatiOnship among college, public
schools, and communiW. It is hard work to establish and

. pperationalize. We have' successfully impldthented'a structure

in which problem - solving and training implemented,
and.evaluated by groups made up of three institutions.

18

21
A



a

In the.same essay, the do umenteNeflected,on the roadblocks

encountered and some of the project's solutions to them:

) ,Building Trust inthe Process: We -had to prove to all
the populations that this was not another'attempt to
"pacify the masses"by'haying them involved in the procesi.
Previous superficial involvement in- making' decisions
(curriculum changes, buying materials, discipline codes, _

,etc.) have made them iUspiciotS ofthe gesture to have
0 them involved. -We had to-prove to them.-fhat they were in

'control and had the power to influence and direct the
finall outcome of'problem-solving:

(2).'Delaying Gratification --Prevention Versus Reaction: -

The staff and the councils had to fight, the impulse to.
"do" and "perform" in order to satisfy the needs of

_ some/teachers and parents before sufficient planning
s had been finished. The support for long-range planning
in' public education .ts a/most nonexistent: It wag diffi-

i/cult
to-convince the 'hurting people" that patience and

thoughtful planning would be more beneficia than a
".band aid."

'(33) Dealing with Inexperienced Planners: We had to prepare
each group for the planning process by training them in
problem- solvin techniques, decision-making and coymuni-
cation skills (particularly listening). The subcommittee-
leaders also received-leadership and facilitat1'n train-
ing.

(4) Bridging Traditional Rivalries: The teacher and the parent/
community group are traditionally rivals in the public
School arena. Who should control the schdol? The people
who pay the bills or the-educators in the schools? Paxents

are suspicious and critical of what happens in the schools
and teachers are protective and defensive of their control
over what happens in the classroom...The emotional tender-
ness between the groups must be dealt with before the
groups can work effectively in bridging the gap between

-"the groups. The traditional,perceived elitism of the
college group has prevented the feelings of equality/
parity in collaborative efforts. Breaking through the
facade of "superiority" (a provider of higher education
and intellectual academic pursuit) on the pert of college
members and elevating the self-esteem'of community
members so that each group perceives tht inherent worth
of each other's contributions is essential....

(5) Clearing Away the Mud: More times than' not, groups in
.the midst of exploring Solutions to a problem will get
lost in muddy watera, losing their direction and grasping
at attractive immediate solutions. It ias been our role
to provide support and the reassurance that" clea water is
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abov nd--liesf beneath--themv-=Training
people inthe working groups- {subcommittees) to play this
role is essential to the institutionalization of the
process....

.The experiences of the Carlyle State project bring into focus the

following set of important issues relating to the project-level organiza-

tion tasks of the planning year: 0

do" The role of the directOr

The role of the policy board

The problem of clarifying and articulating staff rdles

The relationship of the teacher-intern team4of the broader project.

These issues applied broadly to the full range of projects in the.

Teacher Corps Program, as suggested by essay documentation from a number

of sites and by case study work. A fifth area of concern, not alluded

to in the Carlyle example, but that many projects commented on, was:

The influence of external support groups, including the

Teacher Corps National Program.

The Role of the Director

The director of Teacher Corps projects has an exceedingly complex..

role. He or she.must simultaneously function as a planner, manager, diplei=

tat, trainer, and Intellectual leader for the fledgling project. In

essence, the director is the hub of the'project. Most information from

Teacher Corps Washington about project operations is transmitted to the

director, and information about each component of the pioject is conveyed

toWashington by the director. In this central role, the director

becomes the choreographer of activities at the IHE, LEA, and community.

A successful director listens well, clearly, and w th sensitivity, and

inta.acts with diplomacy and good cheer. He or s e also has credibility

in the IHE, LEA, and community. One documenter commented on the difficulty

of combining these skills in one person:

The naivete which is conspicuous in Teacher Corps is clearly
represented in the single role of the project director. This

person apparently is expected to lead both the IHE and 'LEA
components as well as exert influence on the Community Council.
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Given the nature of these formal and non-formal organizations,
such a role designation is unlikely to result in the kind of
coordination which is essential if program outcomes are to be
reached. (There is a) need for shared leadership in projects
which involve cooperative arrangements with different institu-
tions.

Most projects selected directors from the IHE. They usually tried

to find a professor experienced and interested in working' with schools

and the community and, ideally, one who,had previously established credi-

bility with the LEA. In a few cases,-however thedirector was drawn

from the LEA staff. As described in the pr ceding section on "Resolution

4f Control Issues," conflict between the IHE and LEA sometimes arose

when the direCtor was not a member of the IHE staff. LEA-based directors

had the difficult task of gaining credibil4ti with the IHE and involving

professors in a field-based.program.

Some directors from IHEs faced problems within their institution.

A complaint was-that directors` efforts -to-- -coordinate such a,complex

project as Teacher Corps are not rewarded at the IHE. The director spends

most of his Oi her time coordinating activities and assuring that the

three constituents are involved and satisfied. The dfrectorrarely

has time to reflect on these activities and write about them: In research-

oriented IHEs, time spent in the field is not rewarded unless publications

result. Documenters described young, untenured directors or directors

brought to the IHE solely on Teacher .Corps funds who were frustrated by

the discrepancies in expectations' from tht project and the institution.

Directors who had an established position within the IHE and those who

had earned the respect of other faculty and administrators appeared to be

less concerned with conflicting demands. One documenter went so far as

to assert:
of

The person in charge at the IHE (most probably the director)
needs to be a senior level tenured faculty member. This status
is perceived as needed in order to generate cooperation from
other faculty member#4 to bring about institutional change,
.afid to protect this person from the "publish or perish" require-
:tents of a non-tenured faculty member.
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.Most professo t gain tenure through their publication record, not through
)

management,Or iVerpersdnal skills. As the following shows, qualities .

beyond job security are needed: ,:

..---` 4

(The,director's) successes in ,relaeing meaningfully to'groups

widely different in-social background, educational.expertiski,
and political orientation were a source of inspiration'as the
year progressed. ."He listens when you talk, a rare thing"....
(Interview with Community Council chairperAn)

.....----_,,4
'

...

,

A certain number of project directors resigned the directorship

during or after the planning year. The diVerse.deMands and lack of .

tangible rewards were often. too discouraging fl directors. Pc E.iiiaer

4irectors became' frustrated at times and Commented that the job is

'exhausting mentally, physical,ly, and etotionally." Despite"Complaints

and occasional frustration; however, most project directors remained in

their position and enjoyed the challenge.

The Role of the Policy Board in Project Leadership'

The docpmenter from Carlyle State raised questions about roleand .

function of the Policy Board that reflect questions raised by other pro-

jects. During the planhing year,, each project formed a Policy Board

consisting of at least the IHE dean; LEA superintendent, and the

Community Council chairperson. Some projects also added other members,
.) S.

most often a teacher representative. Although the membershl requirements

(for the Board were specified in the Teacher Corpi Rules and egulations,\
.

the rationale for selecting two top administrators and a spdkesperson

for the Community Council was not. On one hand, fagzlevel support for
,.

the Teacher Corps project was necessary if the new entity was to survive;

on the other hand, institutional leaders lacked the closeness to the

project to feel comfortable in their roles as policypiakers. Also; their
.

busy schedules and multiple responsibilities often curtailed their

regular participation in Teacher' Corps events and.even in scheduled
v.

Policy Board meetings.
r

During the planning year, projects expressed mixed feelings about

the Policy Board. A number of dOcumenters commented on the rubber=
4

stamp quality Of Policy Board participation, at rest during the early
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stages bf the projects! existence.'Others noted' the "formality of the

Board, which contrasted with the open climate most projeCts.sodght to

create. The following essay excerpt highlights difficulties. one project

encountered in forming a Pqlicy Board and involving it in project planning:.

The time and depth of investment of human emotions required
A reconcile Policy Board issues related to institutional
change, concerns, personal concerns, program goals anSI
objectives and the-sharffig of Hated resources have con-
sistently posed major frustrations.

Tire difficulties. of transferring from the more '.';open"

. and flexible concept of the "traditional" governance
.structure of Teacher Corps Adviepty Councils to the more

. .

'closed" and conservative phenomenon of the Policy Board 41

-----)
combined to immediately banish roles and functions of
some other representatives who had played major roles in

project governance.

Policy BOard members needed a great deal more time than
anticipated or planned to build trust (a continuous need),
p(Aitive, open attitudes of sharing, and understanding and '

acceptance of program goals and objectives.

As this excerpt indicates, many Policy Boards were more concerned

with start-up problems than with policy issues. Projects struggled to

agree on the kinds of issues that the Policy Board should resolve and

those best left to the project geall. Many Policy, Boards provided little

support or direction to Ow projects; SO the director and project,staff

were in the position of making what they considered policy decisiqns to

set the proj,ect in motion.

Over time, however, Policy Boards could and did assutte a more active

and influential role in shaping and supporting many projects. A documenter

wrote the following from the perspective of the project's second year:

The structure and organization of (our) Policy Board has been

and still is very formal. However, due to attitudes developed
during the controversies of the planning year and an expansion
of the Board, this year's meetings have had greater and more
open participation by Board members and as a result, no contro-

versies have eruptfde

Policy Board meetings are scheduled for the second Friday of

each'month. Ong week prior to e4ch meeting, an agenda,
minutes of the previous meeting, and staff recommendations are
mailed toeach Board member. Organizationally, the Board has
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functioned and continues to function in a rigid, formal

manner. In the past, this formality has prevented free,
open discussion among members. After all the controversy
of the planning year, Board members have grown to -know and
respect each other. At the last two meetings, an atmos-
phere of friendship and understanding penetrated the whole
meeting--a drastic change. Nothing,seems controversial

any more.

The previous turmoil caused Board members to become very
knowledgeable of project goals and Teacher Corps regula-
tions. This knowledge and understanding has led to
increased involvement and ownership. To maintain their
momentum, tilt project Staff re66mMended and the Board
approved the expansion of_the present Policy Board to
include certain key LEA pe'raonnel (stakeholders). So far

the results have been impressive.

The Policy Board is designed to be a vehicle to involve top-level

administrators who would otherwise spend little time with
.,

the Teacher
lk

'Corps project. Their active involvement is essential if,the project is

to remain active after Teacher Corp funding expires. Two issues frus-

tratedtrated efforts to involve t Policy Board actively. The first relates

to the issue of primary c ntrol of the project. Disagreements over dis-

tribution of resources and Alonsibilities occupied some Policy Boards

to the vint that collaboration ceased. The second issue involves the

lack of conceptual clarity of the Board's leadership and policy-setting

role. Projects and their Policy Boards often struggled to create a role

for the Board that was active and informative but not overpowering and

overly protective. Possibly further definition of the Policy Board's

role or, alternatively, the presentation of several kinds' of governance

arrangem 'ents would benefit many of the projects.

'Clarifying and Articulating the Roles of the Core Staff Team .

At the heart-ofgeach project was the "core staff team," a group of

people who drew a substantial portion of their compensation from Teacher

Corps funds. These people carried -out the -to- y work. of coordina-
,

ting-and administering the prograth. Eath project d ided on how to

staff the project; the only roles specified by th Rules and Regulations

were the director and the team leader/interns. Documenters typically came

from thejliE, as did most project directors and other personnel such as



program development specialists. Team leaders came from the ranks of

the school teaching staff.

populations and represented

CommUnity coordinators were

viously employed by neither

Interns often were recruited from student

the ethnic background of the communities.

often people active in the community, pre-
.

the THE nor the the LEA.

These people occupied positiops that were new, and that rarely fit

any institutional job descriptions. New Vtojects faced an immediate

task:' to translate conceptions of each role into actual pracIce'and

to integrate all the roles into an effectively functioning team. -Estab-

.1ishing good communication patterns seemed to be of paramount importance.

Many documenters mentioned the various efforts to make this kind of

communication happen; they used devices such as workshops, retreats,

and specialized forms of staff training. Some projects even viewed

the core staff group as,a microcosm of the project as a whole, in which

the collaborative spirit could be developed as a model for the relation-

ship between all participant groups. The following essay excerpt is

an example:

The. collaborative mode of operation has been established as an
integral element of our project staff development. Indeed, the

collaboration between components of the staff (core group, docu-
mentation/evaluation, secretarial) had been visualized as a
model for the cooperation of the constituent groups of the wider

project. Very early in our association, we established the
importance of communication as essential to collaboration. The ti
documentation/evaluation component was able to demonstrate several

lapses in its own efficiency which could be traced to gaps in
communication between staff members, and we negotiated with all

concerned to be present at a short "communication" meeting to
be held approximately once every three weeks. Having- experienced

two such meetings at this point, members have agreed that the

sharing of involvements and concerns hadbeen beneficial for
our professional development as a cohesive team. In addition,

we have thought it .profitable to end the quarter by participating

.
in a two-day retreat which will enable us to concentrate more
purposively on processes of group-building and definition of

A number of factors complicated the process of group-building, asitie

from the fact that the roles were new and were-filled by diverse types

of people. Many people occupied Teacher Corps positions on a park-time

basis; the demands of their other jobs drew energy and attention away
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from the task of establishing the Teacher Corps project. Physical dis-

tance between staff members, as mentioned in the Carlyle State project

description, made communication more difficult, depriving some projects

of the sense of togetherness necessary to make a complicated collaborative

project work. But an even greater problem was that of first attracting

people with the right skills to the project and second,- keeping them

there.'

Staff turnover was a particular problem because of the time.and energy

demanded of collaborative efforts. The general effect was that activities

in the planning year were delayed considerably. A number of documenters

mentioned turnover in their essays entitled "Unanticipated Events." They

described tile needs of rebuilding, familiarity and trust with the new member

and of removing any negative consequences of the initial turnover.

Whether turnover of core staff,members continues to be a problem or is

mostly a problem with the start-up period remains to be seen; this will

be explored at a latpr stage in this study..

It is not too soon, however, to note that certain roles were more

difficult to fill or to keep filled, than others. The most prominent

,example was that of the community coordinator. For reasons presented in

Section II, this position demanded a very unusual-combination of-qualities-

but,offered little sense of security. Not surprisingly, projects reported

many delays in hiring people for this position and many resignations of

those who were hired. Turnover in other positions appeared to relate less

systematically to characteristics of the position. A general character-

istic appeared to be that as Teacher Corps employees, all project staff

had to°cope with an often tenuous and ambiguous identity. Those less

able to handle such an employment situation were more likely to leave.

Several factors appeared to facilitate development of a stable,

integrated core staff group. Close proximity to one another, a major

timelcommitment as a Teacher Corps employee, and early efforts to develop

communication skills and to address the.overlap between roles were among

the more significant organizational factors that improved the-core staff

team. The interpersonal chemistry inherent in any group undoubtedly played

as great a role, but this lies well beyond the reach of policy.
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Selecting the Team ader/Intern Team

The earlyle State doc r described how questions were raised

during the planning year about t role the interns would playin the

At' most projects, the team leader/intern teams were not formed

of the planning year, so thdir influence on program imple-

limited. Their selection, however,. triggered consideration

in Teacher Corps projects.,

coming,year.

until the end

mentation was

of two issues

The first issue involved- the role of the team leader/interm team in

the Teacher orps project. The team leader, usually selected from-the

(Cteaching s aff.of one of the project schools, was to guide the interns
.

through their graduate program. The team leader was selected after the

continuation proposal was submitted so he Or she did not develop the plans

for training the interns. Because the team leaders were drawn from the

ranks of projdct teachers, the teachers often'viewed them as "teachers''

representatives" on the Teacher Corps staff. In many projects, the team

leader assumed an early dual rale of official adviser to the interns and

unofficial representative of the teachers. In some projects, directors

depended heavily on team leaders. for their efforts in both areas, and.

team leaders appreciated this recognition of their abilities.

.
The,interns also had both an-official and unofficial role in many

projects. Project staff(were frequently surprised at the level of

experience and maturity of the interns they selected. They questioned

the advisability of limiting the interns to a single role of trainees

and frequently encouraged them also to function as resources to the pro-

ject. As one documenter described,

Once the interns had been oriented, they were recognized as
talentdd, capable people and given a.high degree of autonomy
within the structure so that they would freely exercise.
their knowledge and creativity. IHE and LEA personnel: were

informed, that the,interns were not aides or observers or

substitute teachers, but rather resource persons who would

playa unique role within the program, and that role is to
create projects of lasting value th4t lay beyond the sphere

of an individual teacher.
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The second issue involved the concept of training teacher-interns

that h'as guided Teacher Corps sihca its inception. As discussed earlier,

in most LEAs new. teachers are no longer sought, even in low-income

schools. This issue was raised by teachers, parents, and administrators

as Teacher Corps project staff explained the program. Some Teacher

Corps participants regarded the intern program as both a misuse of. funds

and as'A potential waste of time for interns because they would not be

assured of jobs after their training. The following excerpt from a

documenter's essay exemplifies suct'negative reactions to the team:

The teacher-intern teams are presently seen by both project
staff and participating teachers as a not very useful alloca-

tion of Teacher Corps funds. Although all parties realize

that interns are a mandated component of projects and that
their existence is an established part of Teacher Corps history,
it is felt that the funds should be .spent on components which
more directly benefit project communities, the children attending
project schools; and the teachers already established in
those schools. Resentment was also expressed by teachers
toward the use of project money to pay teacher-interns.
Although the interns are being paid no more than a beginning
teacher (here), some teachers feel that project money should

not be used in this-way. There are also disagreements with
the manner in which the interns are to be placed in the schools.,:fe
Some of the principals and teachers Would prefer to have one
intern in the school for the i.41.l year, or some other plan, .

rather than having the four interns move as a team through

four schools.

Reactions were often extreme because the team leader/intern team
AW

.is allocated a large ,part of the project budget. For example, in a

hypothetical (second-year) budget for an urban project totalling $158,000,

the portion allocated to the team leader/intern team might typically

exceed. 46%, broken down as follows:

Team leader salary' $25,000

Intern compensation 26,000

Dependency allowance 3,000

Fringe benefits 9,000

Medical insurance 5,000

'Intern discretiopary allowance 1,000

Total ,
$69,000
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Despite some participants' complaints andkdespite the financial

burden the team places on the project, many projects regard the team as

one of their greatest strengths, and they ended the planning year excited'.

about incorporating 'them into the project., A documenter wrote:

[This] Teacher Corps project has always felt proud of the
team of interns hired by the project. Individually, and as
a group, they have been invaluable to project efforts in the
LEA and IHE. Consistently, they have impressed LEA adminr4
istrators, project teachers and IHE faculty.

Influence of External Support Groups

As originally conceived, Teacher Corps projects were not to exist

in isolation from one another or from numerous sources of teehnical

support sponsored under the original Teacher Corps funding in 1978. The

networks, training workshops of various kinds, and other services formed

a supportive web backing up the projects' start-up activities. Although

funding for most of -these services ended with the present fiscal Year,

(FY 80), their impact was apparently substantial, as inferred from the

various comments from documenters. The underlying policy question

remains: Do these services--or some effective substitute--facilitate

the implementation of a program such as Teacher Corps?
k

Taken individually, different services were found to be especially

useful for projects, depending on the nature and'special needs of that

project. For example% one project wit4a large number of non-English-
,

speaking students in its schools found regional workshops an'bilingual
.

and multicultural education particularly useful.'. Another project found

the regional network to be a source of emotional as well as material

support for coping with planning year problems. Even though the support

groups were not singled out as a topic for`essay,documentation, a number

of documenters remarked on the usefulness of specific services; especially .

RCTR (Recruitment and Community Technical Resource), *which provided

leadership training to community grticipants, nd the 'EMTI (Corps Member

17Training Institute) summer institute for teach e -interns.

///
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The elements of the supportive network were not always mate avail-

able to projects in an organized or clearly understood way. Participating

in the numerous network meetings, regional conferedces, and special-

interest meetings placed a substantial addiki demand Okstaff time. In

some projects, this time demand and the manner in which special services

were offered was viewed as a mixed blessing, as the following documenter's

comments illustrate:

Perhaps the most disappointing lesson learned during the first
year of project planning was the lack of useful information

iand assistance ftbm the national and regional Teacher Corps
gupport groups; especially §STA1 RCTR, and networks. Two

factoI compounded the various support groups' inability to
provide useful information to the project. First, it was

assumed that the project director knew-in advance about the
existence and the purpose of the groups. In fact, the

director was provided with little prior inforratioa about the

groups, resulting in knowledge only through actual experience

and'hearsay.-.Second, the groups presented dogmatic views and
methods which not only .ponflicted)with each other but,, more
importantly, were inconsistent wine project specific goals and

perspectives. Often assistance pr ided by these groups was

viewed as self- serving. Related to 0.11 was a perception

of project personnel as being viewed Tess competent than the

technical assistance provide. In point of fact, the IHE

and LEA are recognized as national leaders in many aspects
of education and each-have perdonnel equally or better qualified

to-provide technical assistance.

More often, projects.found elements they could use from the

supportive services, although comments such as the following about the

4
.

-

overall organization of the services were not unusual:
'

The supportive mechanisms for projects. .-.have also grown

by addition and need to be organized and thought through
once again by integration processes rather than additive

ones.'

The 'experience of our project has been positive in that
network activities have proven stimulating and conducive
tq learning with and from ether projects, and that other

"technical assistance" groups have been of specific help

in a couple of instances. More of the individualized,.

specific support might be built in--but by using already
existing gtructureg rather than by adding more. Some of ,

the conlusion about where to go for what might be eliminated

by better organization and clearer communication about function.

Site SpecifiC Teohnical Assistance
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An important question remains 'to be answe d, no that provision

of these supportive services has been terrain ed: Can projects find

the help they need On-their own? Some projects were able to locate

-specialized local services, especially in the larger urban areas where

such resources are more plentiful--for example, the music institute

working in Ellington School (page 60, Section III). Dochmentation

frdk projects in other urban centers noted linkages forged between th

project and local arts councils, social service agencies, and other

local groups. Documentation from rural projects rarely mentioned

developing such resources, for reasons presumably relating to the lack,

of supply. The two partner institutions themselves were also in some

cases a source of expertise. The requisite skills were not always

present.in the host institutions, however.

As projects move tow' rd the goal of institutionalization, the avail-
.

ability of local supportive services will become a more central concern.

,However, the need for some forms of the support may be less strong as

projects, in their present and future form, gain expertise in handling

organizational and training matters.

The issue of supportive services cannot be considered in isolation

from that of the influence of the larger "supporting" framework of the

National Teacher-Corps Program. It sets conditions ton local implementa-

tion through budgetary shifts, monitoring of projects, and the annual

refunding cycle. A few comments bou the way these influences have been

felt can be made at this stage in the Program's life cycle. First, the

impact of unexpected budgetary cutbacks has been considerable. Plans

had to be changed in midstream, which often caused considerable resent-

ment and low of momentum). The removal of network and other services

adversely affected certain training plans. Although budgetLy shifts are

probably beyond the control of the National Progkam, their ramifications

throughout the projects have been substantial and are only beginning to

be felt. A documenter from arlarge urban project commented that despite

the possibility of mitigating'some of the immediate effects of the

budget'cuts,.an important psychological blow resulted:
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When, the Congress cut the National Teacher Corps budget; it
was inevitable thatsthe impact would be felt by this project.
Concern was expressed at all levels of participation con-
cernl.ng the specific ramifications of these reductions.

Some project principals expressed concern over the effect
of budget cuts on the project's credibility with the
participating schools' staffs. When participants are
offered a certain prilgram, which then has to he diluted
or even dropped because of funding cuts, explanations of
the ptocess of congressional review offer scant consoler
tion. Many teachers became anxious that their inservice
Master's Degree program might not be delivered. The

Community. Council also felt its activities threatened
by the budget cuts. In sum, the funding reductions were
noticonducive to the peace of mind or security of project
participants...there is a persisting deleterious
psychological result of year-to-year uncertainty concerning
the level of funding and its projected impact on significant
parts of the project...Repeated negative experiences with
this process tend to induce in some project memberse , '

skepticism towards project planning and a cynicism toward
the project's ability to deliver on those plank.

Monitoring of projects was also a topic frequently raised by projects

documenters, although it was not an assigned essay topic. The documenters'

inated that in the early stages of project development, monitors

were often able to facilitate the solution .of personnel matters,and

difficult organizational questions in the development of cooperative

Ap arrangements between the institutional partners. Some projects com-

plained,fhowever, of project monitor inflexibility, This suggests that

monitors' styles and individual interpretations of federal guidelines

have distinguished the instances of help from those of hindrance.

Many documenters commented that the funding cycle requirements

(continuation proposal submission required by April) were considerable

and drew too much staff time and energy away from other important

dimensions of planning. A common perception was that the early

proposal subassion .date 'forced adoption of. premature plans. Other

projects (possibly those with prior Teacher Corps exArience) found that

the requirement for a year of planning (broken in the early spring by

proposal, submission) broke the momentum gained in'fhe early part of the

planning-year. _Project appeared to vary in their perceptions of the

,,rigidity of the planning year requirements.
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' The Vali& ofthe Planning Year for Encouraging Institutional Partnership

Even at this early stage in the overall 5 -year cycle of Teacher

Corps,,we can identify some of the important valiuea of the substantial

planning period at 'the beginning of the project. The strong consensus

of documenters, supported by evidence from the case studies, was that

the long time frame of the program and the initial year of pldebing

made the collaboration of the institutional partners much more likely.

At all levels of the-program, the participants had the time to develop

the working familiarity with one another that is so necessary for the

achievemeneof a collaborative program. One documenter's reflections

on his project's experience with the planning year represent the

experience Of many:.

Thy provision for a planning year appears io be a rather
straightforward acceptance of a couple of axioms that
those of us in education have long expressed but seldom
actualized: that front-end planning time saves both time
and trouble in the long run and that quality program
development i$ the result of quality. planning. The rather

.brief "year" has had several advantages. First; it has
allowed the project staff time to get to --low each other
well enough to function as a staff. \We've:had the luxury
of disagreeing with each other, learning from each other,'
and ultimately the time to become a team with more or less'
common goals for the project.

Second, the planning year has enabled the personnel from
the two IHEs;Athe three schools, and the Ammunity to get
to know each other well enough to trust the intentions
of the various groups if not the specific stand that a -

group takes on this or that issue. This Was particularly
important given some rather negative affect in the site
of major college "experts"'intervening in".the local school
system.

Third, the planning time permitted the project governance ,

-structures and planning structures to "shake down" such
that all of the constituent groups c ` :in to see that

they could be heard and that the .roce ablished

were more than just abstractio s but wo din fact work:

Other documenters noted how much the unanri. sated events within

the specific locale affected the start-up of W new project. As one
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documenter.iuggested, the year allocated for planning the Teacher Corps

project provided a cushion that absorbed the effects of these events:

In the case of our project, "unanticipated events," coupled
giwith the usual "starting up" delays in any school inter-
vention project, have clearly underscored for project
staff the important advantage of 'year-long initial planning
time. A negotiations crisis with the teachers' union,
negative residual affect therefrom, personnel and role
changes in the top leadership positions, lack of consis-

i tency in LEA support, and the considerable investments of
time in staff "orientation" via national and network con-
ferences and meetings easily hive)required diversion of
considerable planning in their addressing.

The ldnger range benefits of the_ ont-end planning time are not

yet apparent but will be a focus of at tion as this study progresses.

So far, the many activities of the planning year seem to have provided

a foundation on which the 'institutional partners can build a new

and more integrated approach to training.

4
34

37

de



J

II INVOLVING THE COMMUNITY

Committed to community involvement in the educational processfloTeacher

Corps has mandated that.each project provide parity in goverqance among .

the IHE, the LEA, and the community. The elected Community Council'is

intended.to generate community involvement, and its chairperson is one of

the required members of the loject's governing Policy Board. Despite

the apparent simpliaty of thrs mandate, however, in actual practice

Teacher Corps projects have had only varying degrees of success in involv-

ing parents and other community members in the operation of the schools,

Community Involvement in One Teacher Corps Project

To illustrate the impleilientation issues that arise when the community

participates actively in Teacher Corps project planning, we Wave

Selected a case study site that we will call the Grant City Project.*

That project haH been a part of Teacher Corps in two cycles before the

current:one. Its setting is a medium-sized city with a primarily white

population. The approximately 15% minority population comprises several

ethnic groups. Because of the physical characteristics of Grant City

and its school attendance boundaries, the inclusion of the full feeder

pattern in the current cycle increased the size of the "community" from

the attendance area for one school to about one-third of the city.

-The project had no difficulty in defining the community,to serve,

but.the size of the area hindered communication and ontact and the heter-

ogeneous socioeconomic characteristics affected camm ni y participation.

Low-income and subsidized housing units abut the homes of more affluent

citizens. Organized neighborhood groups and existing community centers

present both opportunities for and barriers to communication and area-

wide participation. Overall, howe)r, the citizens of Grant City are

interested in and became involved with civic affairs.

*The name of this project has been changed.

35

38 4"N.



1.

Within the project area itself, low - income parents4have prOblems

in participating in community and school affairs that-are in no way

related to a lack of interest. An elected official descAbed residentS
. ,

of the area where the eldnentary and junior high schools are located as

not being politically active. He sAd they were not joiners, that the

homeas the center of activities, and that day7to-day survival was a

Major effort for many. This being the case, Teacher ,Corps efforts to

gain their participation can be only-partially successful.

The community coordinator:in Grant City project elaborated on the

problems. associated with a heterogeneous community:

IC; causing us community proble;ns;.too, when I have a
'professor from the university say at a meeting'thati
speaking as a parent from the project school area, he
doesn't understand why math scores aren't higher because
all parents have to do is sit down and spend two hours
every evening working with their children. Some of those

kids don't even have anything to eat when they get home,
much less have a parent that will sit downwith'them for
two hours and do hoMework. Some of those,kids either have

to babysit: all night so that their mdther-can work, or

they have to wonder where their- mOtherjs or their father...
-,--,

They don'tjlave books in their 'homes.- Maybe some of them
don't haye floors in the homes or heat. Someone like that,

who says "I Speakfor the parents in this community,".,is
kind of silly because,-they don't even know that'other-part
of the community exists. "They're not even aware that just

a few blocks rom themthat kind of life is going on...So

the problem is if you don't have that kind of parents - =the

parents with the-dirt floors77involved, then you don't have

anybody speaking for'thep.I'You just haye the professional
meeting goers spe king for them, and they're not representa-

tivetive of the dommiiity.- Of apat of it, sure;

This community coordin'ator has done considerable volunteer work
....,,,

in the schools,and community but does not have an academic background.

Project participants indicated that a local person is an asset in

soliciting:parent and community input. Indeed, the coordinator commented:

If someone had come in from the outside and said, "You
poor people, let me help you," then I think we might

have had a riot. !It wouldn't have worked for the project

director to have come in with that kind of attitude.
Even the interns Coming in with that kind of attitude

wouldn't have worked..
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The principal in one of the schools reinforced this comment when

he said,

So often parents of low-income kids have not had successful
experiences with school themselves and, consequently, they
have a kind of Standoffish fear or reluctance to make their
feelings known. Some of the parents sometimes are not as
comfortable with professional people as they are with some
of their own peers.

The dean of the College of Education expressed his belief that

"there is a strong commitment on the part ofmSy project to'substaUtial

involvement of the community in lots of different ways," and the project

director and other members of the Teacher Corps staff confiried

However, being committed to the concept is not sufficient to induce'

active community involvement. The difficulties were highlighted by

the director in the following way:

In all three of our cycles, including this one as the third;
the biggest struggle has been to inform and get involvement
from the community representatives. Now, that's not to be
negative about our community program but simply to recogtizei.
that many, many parents here--and I think it is true.natioAc
wide--don't get involved with school activities, don't come
up to school unless they arR-called up or there is some

problem. Many of the people in this area carry that feeling
with them that if the school calls, something must be wrong.

We haven't had, and probably never will have, complete sup-
port from the community. Certainly not complete involvement
from all the parents that we would like to have involved with
their kids' educational programs. I have great respect.for
most of the community people and feel that they are a very
necessary part of our project. We need to spend as much time

o-'1

as we can to bring them up 7kio date on things and to

13

et their

ib jfmt'on program involvement. But, well I guess t ike

any community, there are those that are'opposed to us,
that don't understand us, those that want to cut taxes and
they see this as-one way to cut, taxes, and so on.

..-

We have our problems but I think we have a very positive

approach. We say let's look at those problems. And we are

not so big thatwe can't try to work solying,some of these

problems. I get the feeling from some, other directors some-
times that they think it's a hopeless situation and we
don't think it's hopeless at all. The problems are problems,
maybe, of too many expectations of the schools or too many
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things going on in the Teacher Corps project so'that we
can' focus on just one'thing and do 14c well. Maybe those

are good problems to face.
rt

Another issue in community involvement was defining the role of

community members, particularly for those elected to the Community Council.

The federal projects adtinistrator in Grant City district believes that

the fedeial requirement foi community participation in the project and

parity .1-1 representation on the Teacher Corps Policy,Board may not-be

realistic and can lead to conflict if the parents think that either the

Council or the Board has pow- ers in district educational policymaking that

go beyond the Teacher Corps project operations. He pointed out that-

legal and fiscal responsibility for educational decisions and operationa

lies with the elected or appointed board of education.

The Gran City community' coordinator discussed the difficulty in

electing a Council that is truly representative of its constituency when

the geographical area of the Teacher Corpsproject is so large

parents in one area, do not know pf have contact with parents in

areas of the city. The coordinatqr said:

One of the things I have problems with in Teacher Corps is

not the Tequiremenf-for a Community ouncil but the way the

feder guldelines, the regulations, say the Community

Count s to,be elected. I think it probably works very

n area where you have housing, projects and the

school is there and all the parents of kids who go to that
school live within twelve,block4 Then you can have an
,election that involves those peopleland'elect your twelve
or fifteen or,Wenty people to the Council.. But we

all, live in that kind of an area; When you live in an

area with-busing in the school system, you have to elect'

these fifteen people,from the'entite city. It's a farce.

People wfib live out In the western area don't know people

who live in the Juliet city; They never will:4 They might
accidentally run into them at a football.game, but ydu
know what I mean. =They're not going to vote for somebody
they don't know and if they do, then again it's a farce..

It's not real. A

A high school teacher agreed that the parents who,were elected to

the Catinunity Council or whertended meetings were not couletely.

representative oethe greater 'Grant City area, nor were they necessarily
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representative of the areas they claimed to represent. That teacher

observed that:

Most of the people who go to the meetings are professional

meeting goers. They'reputting in their time and repre-
senting a group...you rarely see the typical parent...It's

very interesting. It's very efficient. Business is done.

They accomplish a great deal. It's,very parliamentary,

but we close out a great-deal of people.

w
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Issues Affect pg Community Involvement

Several issues in obtaining community participation in a Teacher

Corps project-were explicit or implied from our conversations with project

and school personnel in the Grant City-project. The following two pre-
_ I.

conditions. for successful community involvement emerged-firom the case 4'

study:
a

History. of community participation iri'the educational

.process.

Coplmitment of project staff to involving the community in

Teacher Corps activities.

These preconditions imply the readiness of the community to betcome e fec-

tively involved and the readiness of the project to include the comm nity.

,

Building on this base, two areas of planning year activity contributed

directly to making ammunity-involvement'a reality:

Devel ent of adeqUate communication patterns, collaboration,

trust.

Election and establishment of the Community Council.

The following discussion mill explore the preconditions and areas of

activity.in other projects, with reference to the experience of the

Grant City project.

Sources of a Project Climate Conducive to Community Involvement

In Grant City, the community and the project did not resist coming

together within the Teacher Corps framework, partly because they had

collabor'ated in-the past. As indicated7however, favorable-community_

characteristics and successful past working relations donot guarantee

collaboration; the projeCtts active and consistent commitment to involving

community members in planning is essential.
lt

Community Characteristics and History-of Participation

Teacher Corps is not'the first project to seek active parent

involvement in the sthoolt. Consequently, parents often, have strong

40



feelings about participating in governm4ht-funded programs-based on-their

previous- experiences. As-one documentor wrote,

The level of community participatiOn'in programs which are 1Y

brought into the school community is a function of a cluster
of variables which are deeply imbedded iR the previous experi-

ences of parents with,the school system. This_cluster of

variables includes not_oniy the attitude of parents regarding
the effectiveness of,sthooling ter facilitate personal goals,

but also the sense of-the con. nity-pertaining torhe_manner
in which the schOol values t eir participation. -'--

When an,effective organization exists within the community

III
for the'purpose of promoting,sch -community linkages, a

`nucleus of parents can be easily tivated for specific

projects. Parents who have experience in'working with school
projects appear to be aware of territoriality problems within

the school system.

pe'lebal history of any progrAn site is important. Here,

there are a numrb-er of important factors. First, the program

staff have had a Ung history of personal and institutional
ifteractons with the community members. Both live within thej
social system of the community, ae.,well as working for the

educational system. Second, the Community Council itself is
composed of smaller groups. of people with long histories with

each other. Third, the community had gradually begun to feel

more self-confident in its dealings with its institutions,
and this Council will reflect and be influenced by this

developing relationship. Fourth, using volunteer organizations_

as a place to learn and from which to move into Tull employ-

ment or elected office has been a pattern for community

members. Whether or not Council members see themselves as
participating in this pattern and where they are in this
process -are important'for.program staff to-be aware of.

Finally,: Teacher Corps Programs should be aware of any con-
flict between a'school or school system and the community
members and work against becoming the flash point for the

conflict:

Allother documenters expressed eithe

describing the community" component, h

difficult to avoid and must be faced d

explicitly or implicitly in
. _

wever, preexisting _conflicts are

ly. As one documenter wrote:

Avoiding the history, pretending that it either doesn't exist

or that the program will begin its own history, is a mistake

shouldshould be avoided.

These'comments reinforce the impression that for successful imple-
.

.mentation of a project, administratorspust---takeinto account the .
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existing conditions in the community, other programs operating in the

schools, and the support system that is available through the,district
/'

offices.

Commitment of Staff to InvO ving the Community

Across all Teacher Corps pro , the level of commitment to and

success in achieving active community involvement Varied. One documenter

wrote as follows about the necessity of providing support for the com-
.

.munity component and particularly for the Community Council:

The community role group does not have the institutional
structure or history of involvement.enjoyed by the IHE and

LEA. The diversity of individual backgrounds of the community
representatives, although interesting and desirable, can
create a committee characterized as a wandering.generality
without a sense of common purpose. Leaders from the. IHE

and LEA can assist in helping the newly formed group in
establishing a partnership among the role groups without

exerting unnecessary control. These leaders can initially

act as advisors and interpreters on matters of policy,

procedure, terminology, and the "givens" or parameters Of

the project.

Another documenter praisea the leadership style of the project

director as he worked with the Community Council.

One of the style characteristics of the local director is
implicit in the difference he draigs between manipulation,

influence, and control. He believes that control and manipu-

lation on the part of program staff will destroy the credi-
bility of the program in the eyes of the community. The

actuality of the program operation must match the rhetoric
of community control of their Council. He sees influence

as being able to state his ideas strongly and clearly and

`openly, but he will not either subvert or rescind a decision
that the council or decisionmaking mechanism within the

council has made that does not agree with his ideas.

The documentation and case studies clearly indicate that the sincere

desire of the Teacher, Corps project staff for communiAr involvement and

a leadership style that is supportive and invites

collaborative problem-solving not only facilitate

but are also essential if 'the mandated governance

participation and

community involvement,

model is to be success-

ful. This commitment to the community is manifested in the way
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communication channels are opened and maintained, which in turn leads

to developient of 'trust.:

Development of Communication Patterns, Collaboration, and Trtfat

Fulfilling in more than a perfunctory way, the - Teacher Corps mandate

for joint participation of the community (as-represented by the Community'

- Council) with the LEA and IHE was one of the most difficult tasks for
. _ -

_ cw

Teacher Corps projects in the planning year. Maintaining communication

and developing collaboration and trust with the community component were f

pa icul rly difficult for project staff, especially for those such as

elfcommunity coordinator who had mary liaison roles. s
..

',
Overcoming Inexperience and Mistrust

ire

For many legitimate reasons, residents in molt low7income areas are

both mistrustful of schools and lack experience in dealing with these

. and other institutions. A documenter obsery.ed that

4., It is important for staff members to remember
people are at a different place when it comes
within formal systems.

that community
to operating

Speaking of the Community Council opera_tions, this documenter

continued:

Task orientation may not always be ak focused, word choice
__and the meanings that people attach to-the choices will
certainly be different. While it may ultimately prove to
be an important community institution, it,,Must be remembered
that the Council has its beginnings as an artificial system
loosely fitted-to an already existing organic community....
Careful thought should be given to the interaction of required
Teacher Corps mandates fOr-the community:an& the existing

local norms and expectations. Two examples come to mind in

a large city: the Policy Board will be composed of two indi-
viduals who are relatively sophisticated in the exercise of
authority, the superintendent and dean, and one who may not

be, the Council Chairperson. This difference is heightened
by1the fact that both the superintendent and dean are admini-
strators of institutions with,-vested interests. Probably,

the two institutions have'had a prior history of accommodation

and negotiation. There are potentially strong currents or

nor which may work against the theoretically equal tri-

7par ership of community, school system and university on__

'ex
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the Policy Board.' This part nership between community and
!institution is also apt to rest on uneasy history-with

``-- regard- to community participation in school system decisions....
Formal mechanisms for communicating with the Council must be
effective and timely. It seems unnecessary to say this, but
the fact remains that the community does not speak "educe-
tiOnesee" nor are community people necessarily on the same
timetable as school'people. More important is the necessity
of understanding the informal communication mechanisms in
the community.

Many parents are not actively involved-in the education of their

children except when a problem is brought to their attention. Low-income

parents particularly may feel intimidated by professional educators.

Members of tfie Pi6ject staff had to learn not only t6 communicate with

each other, but also to communicate with the community using words that

would not exclude them. One'documente commented on the importance of

communication as follows:

The major lesson learned was the difficulty in keeping the
lines of communication open to _this large, diverse group of

21'
people. I am reminded of the story, regarding the feather
pillow' that was scattered to the wind. It `is impossible to

regain all the feathers that were orginally there. Our

commu cation process is a lot like this. One misstep, one

fOr ten person or group, and you can spend days trying to
/-,men the broken channels an almost impossible task.

Another documenter suggested that the community members were not

only sensitive about whether they were included, but also suspicious

,about whether their input would have any effect.. Although deeply rooted,

these suspicions could be overcome, as the documentei4indicated:

Building ownership of the program was another element in this

lesson. Skepticism abounded and was constantly combated;
people initially did not perceive that their participation
could mike a differen6e to the school and.the community. At

the end of year one, however, one Community Council member

. made all the efforts to collaborate worthwhile when she
offered the comment, "We really are not just rubber-stamping
ideas in the program, but instead have a real opportunity to
set directions for ourselves."

A number of documenters untrscored the importance of time in allay-

ing community members' mistrust and developing familiarity with the

organiational issues of the Teacher corps project. 'Clearly, experience

could only be gained through extended association with the project, so.
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Community Council members needed time to learn what it meant to-repres

their community's interests in the Teener Corps project.

The Communications Role of the Connunity Coordinator

As the.Grant City case study suggested, the community coordinator

is an important and necessary link between the project and the community.

SRI project site viditors' observations, and the documentets' essays

indicated that the coordinator played an especially key role during the

first year in communicating project purposes and goals to residents of

the community, in seeking participation from parents and other stake-

holders, and in organizing the Community Cquncil election. One local

community council consultant (LCCC), who prepared a report on the

election as part Cf the documentation for SRI, noted:

No matter how well organized one is, keeping people first is
the prime responsibility of the LCCC during the election.
The election period is a time of building credibility and
the way one does that, regardless of television appearances
and newspaper articles, is through person-to-person contact.

I sometimes thought of myself as a spider busily spinning a
web during the election process; that is, each new person I
met gave me access to several other persons. And as I
followed up on each of these contacts, new ones emerged so
that a web (network) of community resources and people gradu-

ally, was woven.

The community coordinator's description captures the importance of -'

constant personal contact that was alluded to in many other essays.

Further comments by the same coordinator indicated that the problem was

not only to "spin the web" of contacts, but also to keep it intact among

both the community members and the important IHE and LEA participants:
,f)

A second item I have realized during the election process is
the idea that constant communication among all components of
the network is an absolute necessity. The LCCC's role, in

1 many ways, is similar to that of a ping.pong ball; that is,
the Community Council bounces an idea to the LCCC'(and, the'
LCCC becomes a ping-pong ball--the idea) which is then bounced
upon the IHE faculty. They return the ball (with modifica-,
tions) or serve it to the school district personnel. The

schools then return the serve (with modifications) to the

Council. This process goes on continuously. The key to

tr"
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"keeping the ball rolling" (or bouncing!) is that this pro- ,

cess must occgr on each small phase of every operation. If

. every group is aware of the actions (or potential actions)
of every other group, less chaosis lfkely to ensue.

The community coordinator'p role was clearly a:difficult one to accom-

plish, as the preceding description makes clear._ The ability of projects

to find and retail the' appropriate person for this assignment was a key

element in the success of the Community Council election process.

Election and Ettabli)hment"of the Community Council

The election of the Community Council and establishing its operating

procedures and role is an activity that requires considerable time and

attention from the Teacher Corps project staff during the° first year of

the program's operation. Comments by respondents to interviews and

documenters' reports,clearly indicated that not only the election

process, but also the actual functioning of the Council has been both

difficult and, in a number of cases,, rewarding. The following observe-
%

tions of one documenter are representative of this belief:

When Teacher Corps first introduced the concept of acommunity

council, the idea was greeted with little_ nthusiasm by admini-

strators, teachers, and the community as a whole. The county

had never had such an elected organization, and the general

feeling was that such a council would db little more than

fulfill another federal guidelide. 1.

But through a little luck and lots of'hard work, capable people

were nominated and elected to this countil. After going through

a short "groping period," the Community Counc ,il under the leader-

ship of a very knowledgeable and able chairperson began to

articulate and confront various community concerns regarding

the local school system. Consequently, over the past year,

the community has become, .much to the surprise of almost '

everyone, a poWerful force in articulating community con-

cerns and mobililing community resources. The-mobilization
of community support for,local school projects seems to be

made 'possible through the structure of the council.,

Other projects met with var g degrees -ef sdccess, depending on a

number of factors in the process: preading the word about the program

-and election, the logistics and timing of the election itself, the

procedures for ensuring representativeness, and the problem of clarify-

ing the new CoUhcil's role and identity e<
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The Election-Process
4

Many of,ihe project documenters commented specifically on the timing

of the election. Others cited piobleme that could be.attributed at least

in parAto timing. A common.camplaint was that 90 days is insufficient

time to orient the comm
city

to Teacher Corps, plan the election, and

carry out the balloting, Through whatever meang'is .chosen; this is a

particular problem if the election mutt be held-at the same time that

4
the schools are beginning their year's activities and the project staff

is attempting to get the project underway. The following was typical

of the comments from many documenters:

While the project was organizing and trying to 1104:dle minis:

cuie'but important houskeeping responsibilitlor(such as
setting up new offices with supplies, hiring"secretaries,
developing stationery, etc.)., the projectstaff was required

:to_ sponslir a mammoth community publicity effort in electing

a Community council. The staff's lack of.knowledge about

Teacher Corps support systems, the organizatioIal structure
of the project, and the election format (r`esultedlin the
lack of development of an effective community.council during
the planning year).

Generally, projects were able to comply with the requirement that

elections be held,Within 90 days, but a number.questioned the quality of

the results. As the following comment indicates, rUshing the elections

can lead to election of Community Council members who ate not strongly
4

tommitted to being a part of the project:

' We had to hold the election so early that many citizens
didn't know what Teacher Corps was all about, let alone whom

to vote for-. Also, due to early date, same ran and were
elected who really were not interested in Teacher Corps, but
they did not have time to find out what they were getting

into.

Clearly, this is one area-in which projeCts with a prior history of

community involvement (such as the Grant City project) were more pre-

pared to translate the program mandate into an operational reality.

Regarding the actual election procedures, documenters commented on

the location'of polling places,-use of mail ballots voting procedutes,

use of n independent agency (such as the League of omen Voters) to
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conduct the election,piggybacking the election onto some, other event,

and the like. The message that emerged was that each project must

determine for itself the procedures that work best in the local environ-

ment. In one project where,iiandard eleciion.Procedures were followed,

the docutenter attributed the.suctess of the election to the ritual and

formality that was introduced into the election process:

Ritual and formality are important parts of the process of

community involvement. Community members sense the impor-
tance of what they do if it has the formality and ritual of

other institutions. This election had: nomination papers,
challenges, registration to vote, campaign funds and receipts,
official city ballot boxes, and paid election officials from

the neighborhood.

Whatever the results of the election, the process did provide a

learning situation for projects in disseminating information about

Teacher Corps, in seeking community participation, and in dealing with

the interpersonal relationships and dynamiCs involved in the attempt to

create educational change.

Representativeness of Community Council Membership

In a number of projects, the requirement thatCommunity Council,

members be elected raised the potential problem of lack of representa-

tion of important constituent groups in the community. In areas

similar to Grant City, the diversity of the community in a given Teacher

Corps prolect was such that conducting an election in which all segments

of the community participated equally was difficult. In the following

comments, a documenter highlighted this problem and. offered a possible

solution: AP

Those people in ouf community who' tend to run for elections
(of any variety) are not likely to be from low-income or

minority groups. In fact:the election processNseems to be
an added barrier to their participation. Rather than attrac-

ting the "silent majority" candidates which our Teacher Corps
project hopes to serve, we found that our election attracted

the "vocal majority" candidates. We also found that when we
did have some "silent" candidates nominated, they were not
electedtbecause they were not known by other district resi-/

dents.
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If communities hope to serve low-income or minority residents
who halie a history of nonparticipation in elections, the
election of a quorum Of Community Council members might be
followed by the appointment of a lesser number of members
who could speak for specific groups that did not participate
in the election. If possible, these "special" community
groups should be identified in the'project's proposal or
prior to the election: All such appointments should be
subject to the approval of the Policy Board.

Other documenters also suggest solutions, and same described_

solutions put into practice by prof s, such as designating seats for

certain constituencies and using school principals' contacts with the

community at the nominating stage. Part of the problem was apparently

to encourage capable people representing certain groups to run for office;

another part of the problem was to attract sufficient numbers from these

groups to cast votes,foiAheir representatives. Some projects were able

to find creative solutions to these problems, as one documenter suggested:

Surprisingly, our Community Council is representative of the

noalmunity. This is mainly due to the fact that, after realizing
our dilemma, we divided our election into two parts, holding
the second-part-of the election during the "Open House Week"
held at each school prior to the beginning of the school year.

These comments', suggest that perhaps the federal guidelines regarding

the election and compositioh of the Community Council should be'modified

to require only that the Council be representative of the community,

allowing individual projects to select candidates and conduct the elec-

tion in whatever manner best suits the local situatiOh. As one docu-

menter wrote, "You must develop a plan that 'fits' your project area and
, .

not try to impose some outside plan."

Role and Operation of the Council

In discUssing community involvement in Grant City, we noted-the- . ,

comments of the federal projects administrator regarding role/definition

. for the Community Council. That this was an issue- in other projects was
i.

evidenced, in documenters' essays, which reveal the facets of the problem.

In some cases, the lack of clarity about the Council's,role was a further

Source of mistrust and hence hindered &are active community participation.
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As one documenter wrote, A AP

There was apathy in the community. Some concern was expressed
as to whether or not the Council, would have any real voice in
the project. Some doubts were based on experiences with other

federal programs. Lack of clarity regarding the role of the

Council or the "power of-authority" of theCouncil was raised,
presenting a challenge. in getting peopTh to become candidates.

In contrast, a few Councils, such as the one described in the following

quotations, tried to exercise more influence than was-warranted in a

aborative project governed by ,amoverall Policy Board:

The project's Community Council was extremely interested A
involved in_the_development_ of Teacher C, pa ithin the
community. However, the Council saw its f as apolicy board
which was responsible for the project's budget and as a
decision-maker regarding project services. Because of this

lack of role clarification, the Council was not-agproductive
as it might have been.

In many projects throUghout much' of the planning year, the newly

elected Councils groped for ai sense of their mission and for an effec-

tilie set of operating procedures. Some projects organized specialized

training programs for Council member1 to help them develop the skills

required to make decisions as a group and to act as representatives of

their respective communities. Documenters throughout the program-
.

generally agreed that Councils very much needed such support, although

sensitivity was required in providing the support without exerting

control over the Council. The inherent dilemma was expresaed'well by

one documenter who reflected on the project's planning year, experience

with the Community Council, which was less successful than it might have

-
been:

. -

Never allow the Cunity Council to floinder in attempting

to develop their own identity and directi n. In an effort

to avoid the danger of controlling the Co nci I'think we

ina vertently abdicated our responsibilit o provide needed

leadership and careful nurturing to a developing group,- This,

I believe, had led to unnecessary. delay in the developriient of

an equal partner in the project.
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The Community's View of Community-Involvement in Teacher Corps

Up to this point-, the views presented regarding issues of community

involvement in Teacher Corps and in the

been those of the Teacher Corps project

people felt about their role is equally

study, definitive statements about this

educational process have primarily

staff. Knowing how .the community

important. At this point in the

issue are premature. However,

Community Council chairpersons were given the opportunity to add comments

to the self-report questionnaires that they completed this year,for the

evaluation% The final section of the questionnaire stated.:

We recognize that is is impossible to design'eqUestion-

oa naire.that fully captures the experience and reactions of
el....,everyone,involved with Teacher Corps projects. If you

have the time, we would be interested to learn of any
aspects of the project or your experiences with it which
you feel werenot conveyed in your responset to our ques-
tions. <-

.

The following comments from chairpersons'reflect the range of

perceptions regarding the community, compOneni of the program and its

role. Some comments support the impression that_prod4ctive Community

Councils could be created, after an initial period of considerable diffi-

culty, that had:the potential for having a long-term positive impact on

)
, schools. One chairperson observed:

-4I
:The project has given the community a true feeling of being
involved in the educational decision process. For the first

time for many of us, we feel a sense of-Contribution to the
`school learning climate of our children. I believe in the

yealrs ahead Teacher Corps will help define and develop the
role of the community in the total education of our students.

Another's remarks corroborate this impresbion but qualify it ,somewhat,

indicating that therelationship of participants to an exist!rl, power

structure is not easily or quickly changed:

My role as chairperson of the Community Council has been
very satisfying but alsogrustrating at times. Both the,

project director and coordinator of the project have tried
very hard, and succeeded, in making me and the other Council--
members feel like we are a very important part of the prbject.
The only time I do not feel comfortable and an equal part is
when we meet as a poliCy board. The authoritative role of
superintendent is very much in evidence.
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.The comments of.other chairpersons convey much more anger about the

...

fa

,,

edit

hdt the Councils within their respective proSects'didt'not have an

.

otive role. According to_one chairperson,

-v , , .

0:-

,

The Community Council is required by law, but it really is

segregated from94 project designed almost exclusively for

teachers. Community feels left out and pushed out.
,

. The observations'Of the Tocumenter from the same project did not address

dek,
--N

. 4.

the question of the extent to which the Chairperson's feeling were

,-.based in fact. 'Nonetheless, what is important id that the chairperson,

felt excluded:

-Community representatives often lack sophistication in the

owefliwf.educational terminOlogy'and operating procedures,

butIRky have very strong feelings about how schools, should

be operated. Leaders from the IHE and LEA must demonstrate

patAence in working with the dommun4ty.without beinilcon-

deWending and must model appropriate interactive behaVior.

The communkty members expressed the feeling of exclusion from'an

influential role and also genbral confusidn about the CounciL,'s role in

-the cbmplex collaborative network Of the Teacher Corps prqject. As a

chairperson remarked,

The Community Council is very angry and confused about its

role in the project. 'Too many different definitions of

that role have come from too many Sources (e.g., A.TR Center,

Program Specialist and three different project difectors).

The Teacher Corps model speaks of a project operated by 'three

entities (school district, college and community council).

.Thidproject has many more, e.g., the prindipals, teachers,

college faculty'are all Separate interest groups. It is

impossible to tell the playerS Ulthout a program.. The Project

Dirvtor 'is reduced to playing the role of'diplomat pulling

all/of these diverse groups together simply to maintain the

.proilect. 'A few courset-,and workshops have been conducted.

So are of questionable value.

T e range of opinions'across sites and the dipersity of .views within

a gime site undersies the,importancp oL further case study work to

inves igatetlpe subtler chemistry of community. involvement in markedly!

diff rent situations. 'In further cage study work, we will explore these

- i in4freater depth, not that the range of issues has
4
been delineated.

Cer ain questions of importance to federal.policymakers haA already

comb more sharply into'fogus, however.
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Policy Implications of Project Experience with Community Involvement

in the Planning Year

Conditions that predat$ the funding of a Teacher Corps project

greatly'affect the implementation of the project. Some of those

conditions (for example, attitudes and values) may be changed as a p

result-of Teacher Corps operations, but Federal rules and,regulations

designed for any'specific program will most likely not in themselveS

bring about that change. 'What will determine how successfully the

project is implemented andthe result's that are obtained it the

local projects translate rules and regulations into strategies and

practices.
I

The Teacher Corps Rules and Regulations are speeific,relative td

community involvement: The community must be a joint participant through

.an eiected'Community Council. The Rules and Regulations detail election

of this council and the chairperson's participation in the Policy Board.

However, to promote community participation in the educational process,

federal poliqymakers should first consider how realistic it is to expect

a'great many parents to become involved. Moreover, they should take

into account the. diversity that exists across communiiies and' geographical

regions. No single regulation will be equally applicable in all communi'

riles. This suggests that the guidelines should be written so as to

provide the cal project sufficient latitude to develop its own.

processes and p cedures for seeking participation in community councils,

PTAs, and other schOol committees and groups, that is the local'sproject,

can best determine "what works" in a particular situation. Perhaps the

projects. should be'offered the OptiOn of Aeciding.whether one council

can adequate4represent the constituency or whether multiple groups,

such as one for each school, might be(more effective. Policymakers

should also reexamine the timing.of,the Council-election. As project

documenters noted, the requirement for an election within 90 days after

startup of the project created problems in some projects-.
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Another area that deserves attention concerns incentives for parent,

participation, particularly-in the Community Council. As one documenter

wrote,

Although in some cases (Community Councils) do'hot function
as adequately as they should, they have been important i

developing the community support for students and faculty
which is so critical. in across- cultural situation.' Teacher
Corps should provide adequate funding for the operation of
such bodies and possibly encourage the budgeting of a
certain amount of money to pay lay people'for their partici-
pation on governing boards, especially if they will miss
work days and thereby lose pay.
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The Value of the Pftnning Year for Promoting Communi*Involvement

As was thecase with formation of institutional partnerAhip4, tfie

planning year was valuable for establishing the community component of

the project. In a numper'of cases, the time provided the opportunity
4

for Council members to develop the confidence and skills necessary to

lb
deal oh an equal oting with participants from the two educational

'institutions. Moreover, the other participants $lad a chance to get to

know and gain respect for the community members. Thijdocumenter of the

Grant City project spoke for a number of projects when he Wrote:

This time. helped ,the Community Council discuss.tho oughly

how to improve school-home communications, how to'promote
more community involvement in school activities, and how to

work collaboratively with the schools and the university

in the Teacher Corps project.

Relatively few projects, least of all the Grant City project; could

assert that at the close of the planning year that all the major problems

with the formation of the Community component had been solved; but nearly

all could agree that time was one*of the key ingredients of a process

of grachial growth among community participants. Whether the initial

momentum of the prOjects with successful community components can be

maintained remains to be seen. Whether those with faltering community

components can overcome the obstacles to success is also yet to be

revealed. Nonetheless, the fact that some headway has been made in a

particularly difficult facet of program activity gives reason to be

hopeful that further gains can be made in this area. .
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III INVOLVING SCHOOL PERSONNEL IN TEACHER CORPS PROGRAM DEVELOPMENT

,

Diverse group's are brought together through the Teacher Corps project

to develop a program that will ultimately improve education for low-income

students. One of the most important of these groups is the staff of the

low-income school--the teachers, principal, the Odes who hgve the most

direct influence on the education of students.

This section describes the involvement of school personnel in Teacher

Corps project development. The experiences of one case study site are

presented to demon.s4rate how Teacher Corps Program mandates and local

conditions combine with the specific conditions of an inner-city elemen--

tary school.' We do not suggest that this school is typical of Teacher

Corps projects in general; rather, it is presented-_,as an example of how

ideas are successfully translated into practical action and of what issues

arise in program implementation at the school level when isolated and

abstracted. The influences that helped and hindered the development of this

'project can be 'seen in other accounts of project efforts to plan programS

in the school. This case study and examples from other sites raise Issues

that have implications for policy on,school-level interventions.

Planning a Teacher Training Program in Ellington SchoO5.

The project director described the atmosphere at Ellington Elemen-

tary School favorably, as f011ows:

Let me stell,you a few things about that school. There's a lot

of togetherness in that school. If all the teachers aren't

'doing the same thing, no one is doing it. Together we have

strength. Individually we can't do it. Also, there's a good

relationship between the administration and the teachers.
Sometimes, even with this (the good relations) the administra-

tion will say, "We want this," and the teachers say, "No way,"

butithey have learned to compromise.

The school is located in a low-income section of a large eastern

city. Although it is in a predominately white neighborhood, black

,students are ,bused from a nearby neighborhood. Ellington is a small

*Fictitious name for an Sctual case study site.
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school, with,16 teachers, 1 principal, and fewer than 300 hundred

students. The grade levels are kindergarten through fifth. Ndthing

distinguishes the school physically from other older`elementary schools

in the city. The three-story brick structure is divided into classrooms,
.

-

a Title I room, alanguage arts center/library, an, office,,and a teachers'

room. In the basement are lunch tables, a sewing room, a photography room

and a physical education room, which was added this year. An unadorned

patch of asphalt serves as the school's playground-.

The posttive.atmosphere that permeates,the,school comes not from the

physical setting but from the people in the school. Inside the old build- -1

ing, rooms and halls are brightened by children's art work, and the

staff, administration, and students seem to enjoy each other and the

experifyce of tea,chins.and learning stqllington.e

,Developing the Plans

P

Whew,the school year begandn the fall of 1978, teacher, learned

that the Teacher Corps project had been futided. Staff from the college
A

came to the school and told them they were free to plan their own

program and to identify their needs. A needs assessment was conducted,
a 4

and the tethers unanimously requested, training in physical education

and music. The principal, district offiCeistaff,' and Teacher Corps
9

staff'members were surprised and somewhat dismayed by their choice.

On& teacher said:
t

It was the principal who was pushing for language arts and
we've alrady had a grant in the past that I've written;
and besides, we have a beautiful reading.and languagemarts

center. All the teachershave their master's in reading.

We all know how to do it. We knarhow,to.teadh langtage

arts. They all have ten years behind them. ,Bo you don't
just pile,on something else when we have enough. Spread

the wealth.? So we wanted to learn. That's what Teacher

Corps is about: teaching and training of teachers. The

consensus was, "Let's learn something new."'

The teachers finally told the Teacher Corps staff, "Give us physical

education and music or leave us alone." The principal conceded, hoping

that interest in other areas would develop later.
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' The next step was to p an the two programs and find instructors to teach

them. Neither the Teacher Co s staff nor the teachers had ditelt

experience in either content area. As they began searching for avail-

able e4erts or prOgrans in physical education and music, they soon

realized -that music and physical education programs need not be restricted

to singing and dancing. Two experts were found who try to link music

or physical education with improved cognitive, affective, and motor

learning.
4(

4
Two Teacher Corps staff members took responsibility for finding a

physical education instructor. They contacted a colleague at State

(a local, teachers', college) who had recently returned from a 1-year

advanced training program at a renowned movement institute in England.

As this teacher de9ezlbed, she vas eager to_translate whit she had
4 ,.

learned in England into a curriculum for elementary school teachers,

and she was challenged by the lacOof facilities at Ellington:

He (project director) s.aSd the teachers wanted to know how

to set up a curriculum,, objectives, materials, and how to
teach physical education. I said, "Sure, 111 be glad to

go over there." He said, "Now, you have to understand one

thing. They have no, gym; they don't have a field; no
physical education teacher, but they hive a playground."
And I thought, "Oh, goodie. _Here is a challenge."

In an introductory presentation to the Ellington staff,,she described"

how physical, affective, and cognitive learning can be interrelated

in a,physical education prograM. The teachers quickly shared her

enthusiasm for the method.

One of the Ellington teachers contacted .a music instructor at a

private music institute that is trying to revolutiOnize music instruction.

The music inatritctor described her enthusiasm abotit the prospect of

teaching a group of elementary school teachers.

I got very excited because to be asked by a classroom teacher

to run a music program is really nice. Usually it's something

that's' done administratively. Administrators get together and

say this is what we want, and they tell the teachers that is

what you're going to have.
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Once the instructors were selected, the teachers and instructors

began planning the courses. Early in the planning, problems arose -

concerning both budget and focus. A teacher said that she repeatedly

asked for guidelines on budget limits but that the Teacher Corps
Alk - --

director told her not to worry abotit it. When the director heard that

they could use,--tbout $200,000 over the-next,-2=years, he "almost felt'

off his chair." He finally promised $4,000 to pay for the teacher
.

training. The discrepancy in budgets.was due primarily to different

interpretations of what Teacher Corps funds-could cover., As the

music instructor explained;

It gradually became clear to us, which was a shock to everyone
concerned, to the institute and to the teachers involved, that
they couldn't have a music program through Teacher Corps but

they could have a teacher training program. That was not

clear for a long time, and it was hard for everyone to-accept

that. They did not really want to be the music teachers -them- -

selves; they really wanted music. teachers.:.

Rather than,give up, the music instructor requestS" funds from the

city public schools office to offer demonstration les s. That office

released several thousand dollars. With the combined fund , Teacher

Corps paying for the teacher training and the city paying f the

demonstrations, the teachers received the program they wante ; the

institute was able to offer a program of the quality it tries o

maintain,, and the Teacher. Corps project was able to offer a more

elaborate program than Teacher Corps funds albne could have supported.

Putting the Plans into Practice

Both classes began in the fall of -1979. The teachers were anxious

to begin training, and the instructors were eager 619 test their ideas

in anew environment. It fact', the courses were so appealing that

several teachers from the other project elementary school enrolled.

Both instructors had some initial trepidations about teaching class-

room teachers, as the following excerpt from our interview with the

music instructor indicates:
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MI: This is the first time I've taught classroom teachers
to be music teachers.

Int: Did you see it as a challenge?

MI: Oh; yeah. It isn't what I would have chosen. There

are an awful lot 'of musicians trying to be music
teachers, and, they don't have to be trained from'point
zero. But, on the other hand, these are wonderful
people and that part is very attractive. I've come to
enjoy this course very much. I look *forward to it

every week. -I enjoy the teachers and we're doing.
some interesting, ekciting things. They are able to

do it. I was stunned from the beginning that they can
sing well. We've gotten into some very sophisticated
musical things.

Both instructors 'were available to counsel teachers during school

hours. The music institute used its pant from the city to pay for a

music-ingtructorsksdays a,week to offer a music program for first and

second ,grade children. The physical education instructor spent every

Wednesday at Ellington. She wanted the teacher's to ihvite her into

their rooms to offer master lessons, observe their physical education

lessons, and offer advice. She expregsed her reaction to the program

As follows: .P1 go out there and I say, 'Oh, how are they going to

receive me today?' and by the time I'm halfway through the day it's

so thrilling to see th'm."

Most of the teachers were also satisfied with the instruction and

with the added help instyuctors gave during their_ classtoom visits.

Two teachers-' comments were:

,T1: There's:a lot of sharing Of ideas. Like yesterday Julie
had a really good lesson with her class, and the physiscal

education instructor had to share it. Since wel.re,on

really different schedules, I'd never- lad a chance to
sit down andtalk to her about it. ThWs what I really
appreciate. The instructor is great at sharing things.

She is available on Wednesday. She has taught my class
but I like taking it totally on my own. She's welcome;

she knows to come any time she wants.

*
Names have been changed.

4
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T2: She will teach a matter_lessOt if we want and we can

repeat it if we feel as though we need it4

The teachers were not always happy ffith,ttie classes, however.

As the physicil education instructor said, "If they didn't gripe, some-

thing would be wrong; fwouldn't be working then." Some teachers

resisted visits to their classrooms, believing that they/were being

tested.," Most of the teachers who complained about the classes,

'howev'r, were from the other elementary school in the project, and they ('

dropped out in the second semester. An intern enrolled in the physical

education class described the start-up of the physical education course:

At the beginning it was a little shaky because the teachers

didn't know what to expect, and they thought she wanted too

much work at the beginniim. She wanted them to have her

observe them at least four times during the year doiag
-activities we had learned Some teachers relected

this idea and decided after the first course not to take her

course again because they thought they were being treated

like children. The teachers this semester are more adaptive .

and seem to be enjoying it more than last semester.

The implementation of these field-based inservice classes had an

influence on the local teachers'.college. Many of the college faculty

were active in field-based preservice programs before the Teacher torps

project began, but few have had the opportunity to offer, inservice

courses in the schools or to spend time in teachers' classes. The

'physical education instructor said that the experience had beef

able, and she and other College faatlty involved in the Teacher Corps

proffectSaidthey used their experiences in,the schools ifil_their college

teaching and-would not hesitate to encourage colleagues to spend more

time in the school's.
°

The influence of this specific Teacher Corps project on the

college's eatablighed procedure for offering teacher training may not be

known because of changes in other IHE -Level regulations. For example,

a college administrator said that the trend in teacher training is

moving in the direction of field-based education. He said. the state

board of'credentials would soon require more field experience before
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students receive credentials. He suggested that National Teacher

Corps may have influenced the state's thinking or else Teacher Corpt

and the,state are responding to tie same trend. In either event,

changes are occurring at the college and the Teacher Corps project

can point to successful efforts to implement field-based inservice

, courses. Although the music instructor is not on State College's

staff, her comments reflect growing interest among teacher trainers

in field-based education:

I think that direct services from the college to the
teachers is-,,the healthiest thing. To go into the school,

to work with people in the school rather than have them
come out to the "Ivory Tower" and do something.in'a theo-

retical environment. Because there is nothing that keeps

you quite so honest as to be right there where it is
happening, with the kids.

Thedclasses had several- `positive side effects. The teachers

are now meeting once a.month to help each other plan curriculum. t

At the college, other faculty members are becoming curious about what

their colleagues are doing in the schools. The teachers are, beginning

to feel comfortable in soliciting help from college professors on

other curriculum matters, and barriers between the interns and working

teachers are dissolving-

edo,

Aspects of Implementation Highlighted by the Example.

The planning and implementation process at Ellington S,chodi was

both successful and unusual for several reasons. First, everyone

was excited about the opportunity to have time to plan jointly. The

teachers and Principal had good rapport andwere accustomed to working

as a team. The college staff was 6amfortable and familiar with working

n the schools. The planning year gave them a chance to define mutual

goals and find creative so ions to problems. Second, teachers took

responsibility for their program from the beginning. They believed,

they ,knew their needs, and they resisted pressure to address other, areas

beyond the specific needs. They were even involved in recruiting
.
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instructors'or the program, °which contributed to their commitment

to,the music program. Third,-everyone involved.remained,flexible

while they planned._ For example, when planning started, the'principal

did not impose his will and order the teachers to plan as he wanted;

he hdped additional planning would occur once the initial needs were

addressed. , 41 the mind of the'printipal,, the involvement of the staff

was a top priority and he supported their expressed objectives.

When the planting was under way, the Teacher Corps director did not
.

specify budget limits. initially because:he wanted the teachers to,plan

freely. Once restrictions were imposed, -the teachers and instructgr
Ai

did not give up their larger goals but sought additional funds. Because

the district office supported the Teacher Corps effort, funds were

available. These furids diverted the potential confrontatiOn over the

differing perceptions of what constitutes staff development.

/

,c4The4le-Scr,ipton of the actual training process emphasizes the

importance of continued collaboration between teachers and trainers.

It suggests that teachers remain active and involved in the instruction

if they are encouraged to use the lessons in their classes and if they

see a positive influence on their students. Moreover, the Ellington

example suggests that the barrier between college instruCtors and clasS-

room teachers breaks down when the instructor spends time in teachers'

classrooms trying out lepsons in the teachers' environment. The
,

success ot'field-based courses apparently depends greatly on the environ-

ment: For example, the physlcal.education course was almosit spoiled

by the addition of the other el&mentary school teachers. They had not

planned the course, the s'chedule was inconvenient for them,.and they

viewed some of theoassignmenti with suspicion.. The Ellington teachers,

on the other hand, were not always completely satisfied but worked with

the instructor to shape a mutually agreeable direction for the course.

The process of planning and offering inservice classes at Ellington

School is not unlike the process at many other Teacher Corps'schools

across the country. The conditions, however, may vary considerably.

For example, features of the process that were taken for granted at

\
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Ellington, such as good staff morale, were absent elsewhere. Some of

the sources of problems at Ellington., such as'incorporating teachers

from several, schools, facilitated implementation at other sites. Such

issues are discussed in the following section.

Sources of a Climate Conducive to Planning at the School Level'

Ellington School enjoyed a climate that was very supportive of the

Teacher Corps project pla4ning Access. The evidenCe suggests that the

following three elements contribute to such a climate: high morale

among teachers, cohesiveness among the teaching staff, and flexibility

among admini6trators regarding teacher-initiated planning. Program

planners, however, cannot assume that these ingredients will exist in

the schools, as.the following discussion illustrates.

Teacher Morale

The teachers at Ellington School like where they work and enjoy

0)

the children, each other, and the tea hing.profession. They communicate

freely and openly and trust each other thetTrincipal, and the project.
.

They focus on the positive rather'than the negative influences around

them. For example, Ellington School is scheduled to close before 1985.

When asked aboUt the closure, one teacher said,-"We can't think. about

it or we would go crazy."

At many other schools across Teacher Corps projects, however,

teachers' morale is not high; teachers are afraid in the schools and

they believe they are overworked, underpaid, and unappreciated. When

morale is low, and wheR little trust exists between teachers and project

staff, the project, staffhas a more difficult time in convincing the

teachers that their needs will be taken seriously and that their parti-

cipation in important,decisions will be requested.'

Described here is an urban project in which teacher morale is an

.issue. The schools in this city serve a large number of low-income,

welfare-receiving families, and the teacher population is older because

of a decade of declining enrollment. Of the many problems at the schools,
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teacher morale is one of the most pressing. The Teac er Corps proposal

stated that at the high school, "25 to 40% of the st dents are not in

their classes, with Mondays and Fridays the worst days of the week...

the teacher absentee rate closely patterns the percentage of student

absentees." -The proposal author speculated -that one of the reasons

for this problem may be teacher morale.

We will probably not be very successful in dealing with the
problems that youngsters have inschool until we get staff
members who are committed so that they, themselves, can
-assume their responsibilities ... How can teachers who are
poorly motivated inspire and motivate poorly motivate
students? ti

The teachers also Yecognize.that their morale is low, as demon-

strated in this response to a question regarding the many school problems

teachers face:

The biggest problem is teacher morale. I've been in'this

system for fourteen years. I've seen the morale of the

teachers float out the windoW. I'd like to see some

enthusiasm come back. It's like everyone is tired, drained.

/ou have.so many defenses. Parents and administrators are

against yoU. There's so much on top of you.

4
The teachers reflect these attitudes,in their expressed and implied

behavior. Their participation (or lack of partic pation) an the Teacher

Corpsprogram indicates how they feel about their ole in school

activities. The documenter described the negativ climate, that had

developed between school and university personnel because of

...the resentment expressed by the school principals'on their
behalf and their teachers, that they were not paid for

participating planning activities while university

faculty were. To some extent this has created an atmosphere"
of mistrust and suspicion about motivation between the
university and school district.

1

Throughout the planning year, the project suit, tried to keep

communication channels open to all. teachers and to plan a summer activity

geared to their requests. The long-term effects of open communications

during the planning and the effects of the summer experience will be

determined as this project moves into its second year. We expect that
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t ose teachers who communicated and participated most in the program

11 have a higher morale and will disseminate more skills than those

who were less involved. The challenge ih this project is obviously

greater than ifAt in the Ellington School project.

r
The example demonstrates that teacher morale influences planning

operations at the schools; in fact, morale is an important,if not a

k \factor in the Teacher Corps Program: In the Ellington School

example, the project was fortunate in not needing to combat low teacher

morale. Other projects are overcoming it, often through communication

as well as patience, flexibility, and sensitivity to teachers' 'needs

and skepticism toward outside help.

Cohesive Teaching Staff

Ellington School is unusually small; the 16 teachers and the,prin-
,,

cipal can fairly easily work as a group and communicate informally:

Most schools, however--especially secondary schools--are much larger

and more compartmentalized, and communication across the entire staff-
.

becoies more formal.

If it" did not previously exist,' cohesiveness can develop through

the involvement in Teacher Corps. For example, most projects tonducted-

. formal assessments of needs in the schools, often by means of a

structured questionnaire distributed to teacherS. Teachersusually

filled out the questionnaires by the selves or with their friends,

turned the forms-in, and waited to hear which needs received,the most

votes: In some Projects, however, teachers were brOught together in

small groups to prevent the needs assessment process from becoming a

"wants assessment:.' One documenter desCeibed the positive results of

such facemao7face discussionsamong school faculty members and concluded

that:

rye
Prioritizing heedson the basis of a numerical value

arrived at through donsensus'is generally accepted by the

-faculty as-a fdir, democratic deCisionTaking' procedure,'
and thus they are more apt to support ire results, The

process, of course, demands a greater time commitment by

all participants. The nominal group process,also is
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highly regarded by both faculty and administration as a
morale booster because it creates a social atmosp ere
conducive to more intensive human interaction t is

ordinarily the case in the schools. One principal stated

that she would like to make the,needssharing process
a permanent feature of°faculty activities.

Building teacher cohesiveness was, even a planning yeai objective

for one project: That project began soon after a divisive teacher

and the Teacher orps staff believed it needed "to pull the

teachers together,." The documenter reported that, "some teachers chose

to go on strike? others chose not to...teachers returned to school not

speaking to each other."

The actual school .site appeared tmo be a negative influence, on

planning becau it had been the scene of hostile encounters between

strUing and nonptriking teachers. The Teacher Corps staff brought the

teachers to the IHE campus, 125 miles away from the school site, to

plan a program that the teachers believed they really needed. This

tactic appears to have worked. The documenter reported:

School People had Teacher Corps as something to hold onto.
It gave them something to talk to each other about and get
away from the feeling of the strike and a chance to inter
act with the administration. This served as a vehicle for

talking about something other than the strike. They had too

communicate in order to get organized. They saw the admin

istration in a different light. We saw collaboration on the

part of the LEA at the site and the superintendent. Whereas

....before the admi4stration was viewed as saying, "You can't
do that," now they aresaying, "That's a good idea,"

Once teachers began to communicate freely and have a sense of

ownership in the iFoigtam, group cohesiveness began to develop. Teacher

Corpsactiv es "provided a new directional focus for the faculty...a

mutual feeling of respect, understanding, cooperation, motivation and

communication was noticeable."

Administrators' Support for Planning

t-

The Ellington School principal greatly facilitated the planning

protess inkhis school, Although he initially disagreed with the teachers

'in their choice of inservice training, he did not impose his will on them.
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Rather, he supported the. teachers' -right to identify their own needs

and plan their own program. The principal believed thdt once the

teachers' primary needs were satisfied, additional needs would be iden

r tified.

litPrqject documentation'indic d that prinicpals' support of the

project often dictated its success. For example, one project was

alarmed at the lack of teacher participation in the.projeCt and found

that the princiapis had failed to promote inservice participation
4

because they were not involved in the planning. Another documenter

summarized the influence of supportive and nonsupRortive principals as

follows:

As much recent research indicates, administrators are the

"gatekeepers of change" in the schools. Although this

administrator gave, oral commitment to the project's goals,
there was little follow-through and no expectations placed

on his staff. As a consequence, the trainer was forced
to.go "arottpd" the principal and gained considerable success

by holding "brown bag" training sessions with voluntary

teachers. However, comparing the re.sults with another high

school, 4 target school for Title IV -C Staff Develop-

ment project, far greater participation, involvement, and

growth were achieved when the principal actively assumed
the respbnsibilities of instructional leader.

Finding Training Resources

4
.

The_combination of conditions within Ellington School were ripe

for setting in motion'a, teacher-initiated planning process. The

development of plans for the field-based training, programs, however,

.required the availability of appropriate' training resources either at

a nearby IHE or elsewhere. 'In the case of Ellington School, people

capable of delivering the requisite training were located at the nearby

teachers' college and at the specialized music institute. The fact

that these instructors could be located depended to a large extent on

the facts that IHE staff-(especially those involved with Teacher Corps)

were interested in and aware of'the teacher training resources in the

area and that the city is rich in such training resources.



The availability of resources was a critical problem for many'pro-

jects, especially inprojects,where schools and training institutions were

separated by large geographical and cultural distances. As one documenter

of a Native American project observed:'

Again, because of our unique situation it was imperative
that the program develop an alternative degree program
which was field based, interdisciplinary, and cross-
cultural,in nature. Simply totransplan typical on-
campus courses, methodology, and delivery systems to this
rural site would not have worked; a new approach'ilhich

\\._ would take into account the students' backgrounds, life-
styles, and relationships with schools and communities,
and the limitations imposed by transportation and
communication networks over long distances was needed.
There have been tremendous opportunities for developing
relevant, meaningful educational experiendes that make
use of the interidlay between theory and practice in

education and among the various disciplines usually

kept separate in traditional programs. As much as

possible, also, the students' own cultural perspectives
have been sought and used to enhance learning.

Characteristics of the Flow of Activities at the School Level

The success of the planning process at Ellington School was attri-

buted not only to the school conditions and availability of training

resources, but alsO t c Cteriatics of the ongoing planning process

itself. Teachers ass med r sponsibility for identifying the r own

needs, and the incentives or their doing so were varied. All partici-

pants in the plannin remained flexible throughout the process, as

permitted by tit Teacher Corps Program mandate. Teachers received

training that it both their definition and the IHE's definition of

appropriate ustaff,development." The resulting program was geared to

the particular needs and limitations of Ellington School.

The same characteristics were observed in other schodl-level planning

situations and are summarized below.-
.
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Teachers' Assumption of Responsibility for Identifying Their Own
Needs

The teachers at Ellington School did not need encouragementin

'specifying their needs. In fact, they felt strongly enough about the

need for a music and physical education program to oppose administrators.

In other sites, the teachers and project staff disagreed on goals or

the project staff had difficulty in conveying to teachers the need for

petting their own goals.

A documente't described how project staff resisted setting goals

for the teachers:

It would be easier for the project staff to develop in-
service programs which focus on changing teacher behavior
rather than let teachers determine what they need in the

way of training.. However,,we realize this would be
perceived as a lay-on and probably would not reap the

intended benefits.

I firmly believe that given time and support, the teachers
associated with this project will eventually begin to
focus on training activities that'wili cause significant
changes in their instructional programs, which will ulti-
mately result in a more effective and positive environment
for childten.

Incentives for Participation in Teacher Corps

Many projects suggested that the best incentive_for teachers to

participate in Teacher Corps was to offer-a program geared to their

needs.- The teachers at Ellington School stated during the planning

session that they expected the training programs to be useful, The

college credits they were to obtain were less of an incentive than tie

professional growth they expected to experience through the training.
4

'Other projects expressed-the same sentiment:

In our project,,teachers decided whether they needed

inservice, the type of training.appcopriate, and the
times it would be offered...Teachers also gained

-decision-making power-over the inservice agenda...
The core of participants in this ongoing inservice

' activity were those teacherQ whose interview responses -.....

shaped the program.
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In other projects, material incentives were a primary concern and

teachers were not satisfied with those that were offered. For exile,

one documenter wrote:

Po ymakers should recognize the need to provide funds

fo incentives to participants. Just as the policymakers
look for the payoff from the projects, participants, look
to the payoff for themselves. Whether we like it or not,'
there is_a prevailing attitude in the teaching profession
of "What's in-it for me?" If we want to change that, then
we may have to give a little-more than we get, at least
initially.

In a society with maxims such as "Time is Money" and labor,
practices such as "overtime," Teacher Corps must face the
reality of the market and operate accordingly... perhaps
the IHE resource exhaustion and "brain drain" would not be

as acute if extra work was remunerated.

A number-of projects viewed material incentives as a way of initially

attracting reluctan teachers. As a documenter noted, "It doesn't

matter what initia ly brings teachers to inservice activities; what

does matter is what happens to them during those activities and how

they affect their students."

Although material incentives are a potential means of encouraging

professional and personal growth, they must be defined clarly and

thoughtfully or el1se they may be viewed not as a blessing but a curse.

Clear communication to groups (teachers, aides, parents)

of limitations involved in getting university credit and

the generatign of alternative incentives should be
addressed early, often, and consistently. Warning of

the dangers of unclear, of inconsistent- offerings would

be advantageous.

Incentives are important in the planning and implementation of Teacher

Corps programs. First-year reports from the field indicate that in some

sites material incentives were assessed for their appeal, in and of them-

selves. Other incentives were broadened interest and improved, skills.

A different type of incentive existed in some projects, that of learning,

for its own reward; teachers became involved and found the training

personally and, professionally enhancing. Where that type of incentive
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exists, teachers are more likely.to_participate in the training regardless

of how, inconvenient the time and place and regardless of the availability

of material incentives.

(::2110
Flexibility and Patience

As described,,the project staff, administrators, aid teachers at

Ellington SchOol remained flexible throughout the planning process.

The project staff did not come to the school with a preestablished pro-

gram, although it did want.to accomplish goals other than training-

teachers in physical education and music.

Few mandates in the Teacher Corps Rules and Regulations concern the

content or direction of inservice,training. Only three are listed under

school objectives: education that is' multicultural, training to deal

with a wide range of variability in children, and diagnostic/prescriptive

training. If teachers resist training in these areas (and view such

predetermined goals as "lay-ons"), projects are free to incorporate

these emphases within other training foci (e.g., multicultural education

can and should be included in any training in content areas) or to

postpone emphasis on these mandated areas until the teachers' initial

needs are met. The Rules and Regulations are flexible becuase they do

not specify when or how these three school-level objectives should be

met.

The Teacher Corps administration and project staff serving Ellington

School realized that many of their goals would also be met if they were

patient. This was also true in a Program 78 project that' received a

hostile initial reception from teachers at one school. In that project,

the Teacher Corpsrstaff set aside any notion of working with the large

school group and focused'on the few teachers who were potentially r

interested. The Teacher Corp g staff waited for the time when the small

groups of teachers would Convince their invited colleagues and together

offer support for the program. The doeumentr reported:

We are convinced that a more aggiessive.approach to this
school would have resulted in the staff severing ties with.
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our project. The payoff for patience is today a strong
cadre of teachers who are enthusiastic supporters of
Teacher Corps.

Agreement of What Constitutes Appropriate Staff Development

A potential problem at.Ellington School was diverted when the

district released money for a music program for the children to coincide

with the teacher training. This solution forestalled a confrontation

over what constitutes appropriate staff development activities. The

teachers and instructors at the music institute assumed they would offer

a music.program for children, while the Teacher Corps project staff'

assumed they would offer tether training. The differene in perception

is probably attributable to different degrees of exposure to the Teacher

Corps mandates and t prior experiences with federal programs. The project

staff knew Teacher Corps was a teacher training program and probably

assumed the teachers realized that. The teachers, however, were familiar

with and accustomed to federal programs in which specialists came into

the classroom to teach the children. i

Because the Teacher Corps staff and teacherrs have different

experiences with staff development programs, nerceptions need to be clari-
V

fied from the beginning. A documenter from a Youth Advocacy. project wrote:

In organizing and pricessing the initial conception of staff
development with project sites, many questions need to be
answered prior to venturing to the field and making commit-

ments to an inservice delivery. Aside from the predisposition

of personnel.on site and their view of what staff -development
is, why it is ,taking place, and who feels it is necessary,
it is also imperative to assess the readiness, capability,
and flexibility of the institution which will deliver in-

service training.

Similarly, another project avoided a possible conflict by `recognizing

that)the teachers' views of staff development involved immediate, short-

term interventions, whereas this IHE's views were long range and research

oriented. In this project, negotiations took place.
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The university faculty agreed to help fulfill some short-
term goals in, exchange for the promise to conduct studiesi....
We advocate that agreements between university and school
personnel .be written in minutes of their meetings so that
each has a clear idea of what is expected...a blueprint for

future activities.

These examples emphasize that all participants must be sure they

understand each others' definition of staff development so that they can

work toward a mutually agreeable training process. Professors and the

teacher recipients will regard staff development programs differently.

In the examples cited, IHE staff and teachers did not approach erly

planning with the same definition of what constitutes staff development,

although compromises were reached. Other projects may never have

realized that some of their problems in the schools may have been the
9

result of different concepts of appropriate staff development.

Inservice Training Geared to the School Environment

The inservice program at Ellington School was geared to the specific

environment of that school." It met the teacherd and children's needs and

was desiged within the physical limitations of the school. During the

planning year, Ellington School was treated as a self-contained unit,

with its.own strengths and limitations. The addition of teachers from

other schools into this carefully planned and environmentally sensitive

program almost ruined the inservice program.

In another project, too, the conditions at one project school dis-

tinguished it from the other schools. The elementary school teachers

had just moved to a new building when Teacher Corps project began and

they were suffering the residual' inconveniences of thTmove. The
JP

d cumenter described how this situation was handled: J

,

The pertrasiveness of an overworked feeling among the elemen-
tary school' staff and the serious nature Of teacher com-
plaints gave clearidirection to planning by the Teacher

Corps staff. It was clear that moreEzructuredrsmall-group'
informational meetings, Like those being held at the two
secondary schools, would have made too many additional
demands on time and energy on the elementary school staff
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at that time. Consequently, the Teacher Corps aff

planned and held an informal social event in rec gnition
of the entire schdbl staff at a comfortable location
away from the school site. One teacher stated, "This

occurred just at the right time." Comments such.as these

plus the enthusiastic response of the staff to the
invitation and thelarge attendance indicated that the
meeting was a highly appropriate and appreciated one.
This specific example illustrates the essential sequence
of having planning.time to develop interpersonal
relationships. Strong trust relations facilitate com-
munication about school climate and in turn result in

appropriate implementation activities.

Many other,projects, however, have followed the mandate in the

Rides and Regulations that all project schools jointly participate in

developing objectives, and they have been pleased with the results.

For example, one project in the case study sample sponsored a summer

program planned jointly -by teachers at all project schools, community

people, and IHE'representatives. The summer program had two foci- -

teachers teaching students in the morning and trainers offering inservice
ar .

classes for teachers.in the afternoon. Teachers from elementary, middle,

and high schools partiClrard,and some experimented with teaching at

el
'grade levels other than those they taught during the regular schoo

year. This provided an opportunity for Teachers to learn about the

needs of other students and teachers:

The staff's reactions to the summer experience were positive for .

the most part;

Most of us have enjoyed having the three feeder schools

together and teachers sharing ideas. louring the regular

school year, were wrapped up in our own school work.

In sum, inservice training must be sensitive to the environment in

which it is offered. In spme cases; programs must treat each school's

needs independently; the most pressing problems are unique to a specific

school. In other cases, teachers benefit from interactions with teachers

from other schools. The data suggest that ,projects should be free to

choos&hether to focus planning on school-specific needs or on needs of

the feeder System.
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The Value of the Planning Year for Involving Personnel in Project

Development

One of the strongest messages received from the case studies and

prvject,documentation so far has been that activgly involving school, 4

personnel in program development takes'extended time. Teacher Corps

Rules and Regulations have tried to ensure active involvement by

requiring that projects spend the first year in a planning process

involving all relevant participants. As, the Ellington School project

demonstrated, that process did not *end when, the planning year was over
4

but carried on with increasing momentum as the teachers became more

actively committed to the\inservice,irogram they had develOPed for

themselves. The foundation for the process? however, waS laid during

the tanning year.

Other projects described how during the planning year they laid

a foundation for active teacher involvement en,in projects with

prior Teacher Corps experience, the planning y ar facilitated entrance

into new project schools. A Program 78 documenter wrote:

Starting a five-year project was very different from the
previous projects. We have three schools, rather than one,
with two of the schools new to Teachbr 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 process. While frustrating

eb some participants, the "brain-storming" sessions with-
out predetermined outcomes helped to develop a sense of

"ownership" for the plans which emerged from the planning

task forces.

Many project documenters mentioned that teachers did not know how
A

to plan. Before Teacher Corps, they had been the recipients, not the

instigators,. of inservice programs. As one documenter described,

planning committees often spent their first sessions helping the

teachers to articulate needs:

...east of the basic Teacher Corps outcomes.,.requires sub-

.stantial planning. In our case, the LEA hSs had no develop-

ment system and school professional development activities,

even though the LEA contract with its teacher union specifies
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internal budget allocations for such activities. Thus,

planning includes time consuming awareness and interest-
building.

Some projects used the planning year to offer courses on how

to plan and were pleased with the results:

The planning courses being conducted at the four project
schools are currently the inservice component. The

teachers Involved appear to see this as a unique opportun-
ity to have firsthand input into "the system." In this

era of declining enrollment, reduction in force of teaching

staffs, school closing and consolidations, and citizen
outcriesjto "cut down on school costs," it is unusual and
.refreshing to see teachers actively and enthusiastically
planning implementation strategies to open "new". (in this

case, reconditioned and rehabilitated) facilities.
At each school site, the courses entitled "Developing an
Education Plan" are enabling the university, Teacher Corps
staff, and Public Schools personnel to focus on issues

determined by the teachers..

Some projects commented that an entire year may be longer than

necessary because teachers were eager to begin the proposed classes

and did not understand why they had to wait until the next school year.

Most projects, however, appreciated the planning year and the time that

it gave them to involve school persbnnel in developing school-level

project activities.
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