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The material in' this volume was prepared during the summer and fall of '
1980 as parc of an interim report to the Offlce of Education as part of the
SRI evaluat1on of the national Teacher Corps program. We are rnclud1ng chls
+  Volume 2 as a companion to our 1982 report (Volume 1)>to provide additional
eontext for the description of and assumptions about Teacher Corps project(
implementation. ‘

’ j _ : I ’ - N
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.This voluée describes three different’aepects of Teacher Corps program
implementacion. Chapter I is devoted to thé process of estabiishing the-
_relationship between an institutiqn of higher education (IHEY and-a local
education agency (LEA), which is part,of the colLaberatipe alliance that is
‘Teacher Cerps. The-value of the planning year for project operatidﬁs alsogE'
is discussed. Chapter II brings ie another partmer--the community. The
process of involving the commeﬁity in one site‘is discussed in some detail.
‘ Selection and operation of the compunxty council are included in th
A discussiof in °‘this chapter, as well as views tbward commun1t§ 1nvozfi:2nt
expressed by. local documenters, commun1ty persons, and others knowledgeable
about this component. Chapter 111 develops the story of how front-llne
’ professionals--teachers and pr1nc1pals,;n a ‘low-income school--get 1nvolved
in project planning. Again, the proceegﬂin a particular site is’described,

* . supplemented by experiences in other projects that weré reporfed by local

- -

documenters. .
— _ . ) - r

/"*- . I'd h 1

There are, important differences betwéen 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

N ., . . . . .
all Teacher Corps projects. Therefore, interpretations reported ,ln this

[

volyme in some small ways may not always agree with those ;n(Volume 1, which

.
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have been based on both addjtional 1nformat1on from projects and anocher
year of time in whiéh to study and refle¢t on théﬁlmplementatlon process.

In a sense, we vere addressing a different audience in the 1980 interim
report. In 1980, we were wr1t1ng primarily for local practytioners,
especially those  inside the Teacher Corps fam11y~ The l9§;}report

(Volume 1) iQ directed primarily toward state ana federal policymakers who

have responsibility for ‘the design and impiementatidq of educational and

other social iqtervenéion programs beyo%ﬁ Teacher Corps.

This difference in audiences for the reports f;;\to/; aifferenc; in
focus also, although the methodolSEical approach was similar for both
reporting periods. For uﬁis volume, we chose to emphasize the description
of the implementation 6rocess as it occurred in local projects, focusing on
case data collected durlng site visits to a few selected prOJects and °

N - sgpplemented w1t§'descr1pt1ons provided by local documéhters 1n other °
sites. The empha818 in Volume 1 is om analysis of the policy implications
of the data, which are drawn 1arge&§ from documentation essays from local
projects. The 1980 report served as a departure point for the description
and analyses reported in Volugé 1. ‘We believe that including it with our
1982!’reporc provides additional yerspective on the implementation process

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

. \ ' ¢ \ .

&




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

. > ¢ gj

This seéction describes the collaboration of two institutions, the .

IHE and the LEA, that provide educational services indirectly to low-
income studénts by providing traiming fo/ their teachers. These insti- ,
tutions have historically offered two kinds of teacher training: IHEs
offer preservice training, to student téachers, and LEAs offer inservice

training' to working teachers. Working teachers seeki/ng college credit i

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

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

aside from thefr formal student teaching., ‘ \
A goal &f Teacher Corps is to remove ‘tRis distimction and encourage ‘

IHEs to join LEAs in providing h%gh-quaiity ins rvice training and to

build. preservice programs wish a strong emphasis on field training in

the schools. Teacher Corps relies on a temporary, federally funded

intermédiaryvgrgup, the Teacher qups p;oject, to provide a bridge for N

the two institutiéns.

_ §
.agEEThis section begins with a description of conditions existing in the

IHE and the LEA that Jgfluence the success of the institutions' joint

working relations. An examination ofxthe issues that relate specifically . “
to the'formationﬁof Teacher Corps projects follows. ) ' ’
' /
' )
A - ’ .
}
/
[}
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. (Z\heeded to effectively operate in the real classroom,
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The IHE~LEA Partnership . .
The IHE and the ‘LE4A must crossan}dstorically‘defined*gap oflsubr .. PN

stantial magnitude to join forces in the prov1sion of ah integrated
training Rfogram for the staff of low-income schools. One documenter?

described the situatien well*:

- - .

The difficulty in estahlishing an inte ed teacher training ~ .
.. program has an h£§torica1 basis. history of a lack
¢ of communication and cooperati between@the?local -IHE and
'LEA, which is founded belief that the Iﬁﬁ‘and/Lgéfffe -
fulfilling different;#ﬁﬁccions and serve different needs.

This belief importan ly affects the prospetts for%inst tution-~

alizing a b00peranye1 designed. continuum of professionak¥
development opportunities. ‘ - '
The IHE and LEA view their roles in teacher training as
51gnificant1y different. The IHE acknowledges its role in
‘providing a liberal arts education coupled with the basic
certification requirements by this state. Chaﬂglng class- !
room needs and changing teaching strategies have been ’
historically slow to affect programming at the IHE. Until
the state certificdtion requirements are chapged--to reflect 1
changing educational needs and strategies, there is.sub- . <
sequently little emphasis in pre-servicing plans for dealing
with contemporary issues &nd problems. The responsibility ,
* of the LEA has historically been to fill this knowledge and Y
skill gap.. It becomes the LEA'S respon%ibilicy to provide
' in-servicing at the district.and building level which is
responsive to these changing needs. These neetls have beeq
identified by state mandates and not' by local ' teachérs'
perceived in-servicing needs. . As a result the LEA has been
forced to address the issues 6f. career education, sex and -
drug education, multicultural education, bilingual education,
leisure education, mainstreaming, and so forth. [In éffect,
the IHE provides the teacher with a basic education and the /
LEA idealY¥y provides the teacher with the knowledge which is

"t

_’ . . \
A . . . .

« . . : ~

*The excerpts from documenters' essays ‘presented in éhis chapter have
been edited for spelling, grammar, and punctuation.
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Locally. this meéns’that the THE responds §6 the state- a
identified requirements for pre-servicing &dnd thg_ !
responds to state-identified requirements for in-servicing
without consideration for any additional or varying concérns
which are present locally. Since a large percentage of IHE
teagher graduates enter’local school' systems, there should
seem to be more commitment at the IHE for meeting local
educational needs. While this May be so, the historical
responsibility foremeeting local needs has rested with the
local LEA., _ i .

- A\

. This historical division of labor between IHE and LEA has conse-
quences for the Teacher Corps Program. The docun%nter reflected further

"“about the proeess of change at this $ite and the signs of.progress:

S |
. Since the IHE and ﬁ%A have historically functioned separately
in teacher training, integration will not occur overnight,

i} one year, nor probably during the five-year Teacher Corps
funding cycle, The process of cooperative decision-making
7 coupled with the human linkages established through. exchange
. d of human and material resources have become important- factors
(4 influencing local realization of this goal. The increased :
G cooperation has a1ready proved to be beneficial to professors,
. teachers, deans, consultants, and superintendents. Increased
experiences of professors in the LEA and cooperative efforts
by the College J0f Education, central offdice, consultants,
superintendents, professors, and teachers has led to the .
realization of professional gains. The operation of the
.policy board, dean and superintendénts 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 totals
professional development continuum offered locally.- This
renewal of awareness and quality in professional development
programming is indicative of future cooperative program
design and development. . /

.
0 -

Issues Affecting the Creation of the Partnership

N
4

The preceding excerpts suggest two principal reasons wzi>zgys and
LEAs have historically worked separately in providing teachay training!

directives. 1In other projects, the THE/and 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
| .

‘~Ehey\have.differgﬁb\institutioﬂal'missions and they respond to different

N3
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'distinction between the kind of training offered aé ‘the IHE and by the

—

! f;’LEA still holds. Th following factots influence whether a Teacher R
t Corps project is abl# to bridge this historical gap between the two - o
K ‘inSFitutions:- » ‘ . ..

. N !
e Prior collaborative experience between the two institutions
¢ Resolution of control issues.
e The nature and compatibility of the two institutional . Q
structures. < .
¢ The geographical distance between the two institutipns

e Cultural differ'ences between the IHE and LEA*staff. .

e

e The severity of retrenchment conditions affecting each
. " institution. , . / ' . \
§ [} - ‘ } CL

¢ 5
¥ ..
" Ptior Collaborative Experience t . \

. » . . e -
The Program 78 project descr bed above represented tHe firstatime’\;) //

the IHE and LEA were linked by a Teacher Corps prOJect They, like many

other projects without prior collaborative experiences, used the planning /z’/
year to lay the groundwork for understanding each other-and working

. comfortably together. Projects found the process of relationship build!—a

. ' ing time consuming but productive, as the following essay indicateS'

Even though project activities are on schedule a&B the staff .
1s presently working as a unit, initially there #has a con- ;
ssiderable amount of time spent M building a\relationship
" with the LEA administration and staff. It was understood by . -
the staff that developing positive relaq;onsyﬂps takes time. ' ]
It was not anticipated that even aftey the staff had been
involved ip staff de elopment activities ghd several staff
meetings/ﬁad been held that the’leVel of misunderstanding
i concetning operations, parameters, and staff functions
would sti}l exist. ‘a . ; -
, . R S ‘_. :
t building did cost the project
ain ampunt of time a the onset of the project, the .
ff feels, thatithe time'gpént in this endeairr was very
rthwhile and well spnt ‘becaise of the relationship that °-
id evolve and beca rHF tablished as a ‘result of staff ’
. meetings where’ conce And attituded were discussed . " .

*

|
It was d\shéartening %o the staff to &onstantly discuss the . . ‘
same things, bufH}t was not futile because once the LEA

[
. ,/‘ '." - \ ! - »
a . -.'\' "'5’—- / ( o 6 $ PN ‘
’ 4 ‘. o & 2 ) ’ ) !
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administration understood what Teagher Corps is d:Eigned to ot
do and that the staff is only Ainterested in doing those
things, they gave the,staff their wholehearted support.

In éroject'sitgs where the IHE and LEA had previously collaborated!
successf&lly, the time—consumieg process of learning to work together
was eliminated and program planning began directly. For example; the -
IHE and LEA in one case study site had  been paired several years earlief
to help accomp)ish co;rt—ordered busfng,'and they alkso had worked together
in a previous Teacler Corﬁe cycle. The superintefident trusted the IHE-
based Teacher Corps staff and did not hesitate to commit herself and her
staff EQ the project. Through a seFies qf monthiy meetinés) the Teacher
Corps staff and the district staff developed close working relationships.
They Jointly set procedures for selecting the team leader and interms,
and they helped each other in emergencies” For example, when school
began after the planning year, ¢he city .superintendent called for a mejor‘
chafige in the method of providing;;eading instruction in the schools.

The district's reading specialist was overwhelmed with requests for help
from teachers.- She celled on two members of thefTeacher Corps staff whom
she knew had experience in reaéing instryction, eq@ together cheyldeveloped

programs for the teachers. , -

In a few cases, however, prior fgilures at cgllaboration left nega-

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

. the following problems that the project staff members encountered when

wihey tried to’gain’ enﬁry into_projecs 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 complairfed about institutional -
racism at the THE and wondered why'this {nstitution 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 gycle.” Teachers were
unimpressed with programs comin into'schools.and lasting

for a couple of\years. '

~
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These teachers were eventually convinced tHat the 5-year Teacher Corps )\
prOJect was worth supporting--er at least worth tolerating. Nevertheless, )

perceptions of the past clearly made the process of program development )

much morezdifficult. ‘ ‘ U ‘o ‘ .«
. T
~ . s
Resolution of Coftrbl Issues ’ 4
: 3 . .-
\ p b . . . PR
Major confligts over control of the project have not occurred at - -

.most projects. Projects usually divide responsibilety for different

tasks between the institutions. IHEs are responsible for grgnting degrees
and for paying IHR-based staff and participants, and the LEAs.have taken’ .
responsibility*fof\gxanting release timg}for teachergland provtding

numerous other in-kind contributions, from partial staff salaries to

office and workshop ffcilities. Depending on the institutional affili- é
ations of the people involved, join't control in some manner has become C
a reality, with more leadership emanating ftom thé IHE in most cases . :

because most directors are affiliated with the IHE. “A documenter. from ) R

an urban oroject wrogE;
l. » ~ - .
In. examining Teacher Corps prOJects throughout the country, A

most dlrectors were chosen from the university and it con- -

xn sequently controls the program. However, in this city, the

community was adamant dbout selecting a director from the
LEA rather than the university The community believed that
an LEA director could be more effective in déaling with -
community/educational problems. ‘A review of Teachér Corps
. literature indicated that when unYversities 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 78) in this city ~wanted mqre input into the decision-
making process and felt it wa$ important to hire” Someone .
at the LEA to try and avoid these problems and open up,
lines of communication. « Y.

There has been a great deal of strain between the director
,and the IHE on who adtually directs the program. It appears
that the university wanted to dontrol the IHE component

. while leaving the LEA component to the director When the
director came on board,” the uniyersity was more "than helpful .
in getging her established As the director%began to agsume.
control of the program and indicated she was in changefof the
project at both levels, some problems began to emerge.

5 -
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.
. The director was told shi/w s not' in econtrgl of the Teacher .
Corps .budget at.the IHE el and that she could not A
) technically hire3anyone from the budget or ‘sign requi-
: s1tions. National Teacher Corps informed the univeristy °
that Washing recognized only one director and that
~ person in thif¥project came from the LEA. The university
was also to that' the directgf'was responsible for the
budget apd total program. *

Pe D» T . r
This statement suggests that. the control problem had several dimensions,
reflecting a h1story of noncommunication and mistrust among university,
the LEA, and the community .In this particular case, the community Wwas

strong enough to maintain an LEA-based project despite university

,pressnxe. \e . ' - ) >

Such examples are few, however, in the overall population of
Teache{ Corps prOJectsingore ften, the IHE exercised the greater ini-
tiative gnd 'in a_ subtke way had more influence over the shape and
direction of the project. Afdocumenter from a project with an lhE—based
director described a more typical pattern in which the control issue was "

resolvéd more py defdult than anything else:
> .
We areW§ortunate ifn having a dea
- an enthusiastic investment the project. The dean has
served as the chair of the/Policy Board and attends all its’ .
meetings. .His wholeheargéd support of the project and
.®romise of the university's resoufFces have impressed persons
in,the LEA and community. It has indicated that the univer-
“sity takes the project seriously.- . )

.
&

of education who has made

»

-

The administrators from the' LEA have not made such an open
display of Bupport. (The’ LEA has been assocaited with 3
. cycles of .the previous Teacher Corps project w h another -
university.) The superintendent does not ?gvéig\ail
Policy Board meetings, sen instead the federal program
- 'c'oord,inators as represen,t tives., Re is flot empawered to
+ - make decisions on policy matters, whi¢h means delays in
decision—makeng and imglementation. ) s
o < -

- Many LEAs did lobby more actively for their interests than this docu-
. mentgr suggests, even though the® director and Teacher Corps staff were
primarily IHE petsonnel "In one case, participants described Lthe way

in which de¢isions were made dbout’ the details of the program as a
! - . ‘ ' .
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. ( administered through existing state institutions must follow .

"painful” process of negotiation between IHE‘and LEA, characterized by
strong wills and differing agenda on the part of each institution.

The underlying struggle over control of the Teather Corps project.

-

seen in this and other projects can in fact béthealthy, a sign of strong

commitments to training that over timg may merge into a ‘more integrated

>
. v
-

approach to the training needs of low-income schools.

-

- 3 .
“ ] RN : % .
Compatibility-of Institutional Structures , ) :
Both. IHEs and %QAS had organizational or institutional structuﬁE?\\\__ :

in place before their participation in Teacher Corps. They were guided
by regulations and .procedures established for the entire institution or,
in the case o% many IHEs, for é system of state-run institutionc. An ’
institutional structure often facilitated project planning. For example,

0

projects did not have to devige a degree’granting procedure because one

already existed at the IHE.;;?iso, thez established imstitutions' organi-

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

In:a number of cases, however, 'policies of the t;o institutions
either conflicted with each other or with the directives of Teacher Corps
Washington. The following illustratesfhow ‘the standard operating pro-

cedure of an IHE and_those of the federal mandate clashed:

@

\
Federal grants such as the Teacher Corps.project that are

that institution's guidelines, giving rise to conflict situa- ™~
v ~..tions. For example, the university guidelines indicate that
we are to.reduce total mileage by automabile by 12 percent
_as compared with last year. Since last year, Teacher Corps
activities and resulting travel have increased drastically
“and will brobably continue to do, so. I . -

Institutional guidelines also limit the amount of monies
that may be spent £6r hotel rooms, meals and other normal .
. expenses involved with travel. Many of the Teacher Corps
meetings and conferences are scheduled in large cities,
_-making it impossible to attend and stay within university
guidelines. 3}

¥

v

10 A.
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- . UniJgrsity accounting guidelines present numerous problems -
- to the project. The university accounting office may use
.\ different headings or line items than does.the project which
. musc operate under Federal guidelines, or in some cases,
may combine several line items under one heading, making it

difficult to maintgin dccurate accountability.

On several occasions, the university has questiqned legi--

timate expenditures under Teacher Corps guidelines that

do not fit university guidelines. Examples include paying

the travel expenses of interns and the reimbursement of

LEA staff members to eonferences even when thoag expenses -
- are legitimate under Teacher Corps guidelines. .

! « F

On occaeion,:the institutional procedures of one of the institutidhs
made Teacher -Corps projects appear to be unresponsive to their dopstituents.
A doeumenter from a project operating in a large city school system

describéd, how slowly plans move through that system:
One other lesson learned is the extreme 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 done through channels with
proper doctmentation 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 presentacion at a departmental meeting--and it
' takes a month to make all the arrangements,. you really lose
A credibility with thé group. This becomes even more
’ difficult amd complicated if the problem pertains to
Bé to réesolve. It would be alot
; Ydown, and, as soon as someone
learns how to do it, I'1l B®the first to. buy their book.
.I should-add, however, that this bureaucracy exists at the
' university level also and can cause just as.many, if not
. more, problems. .

~
.

>

Organizational incompatibilities were often easily overcome but had
-~
. serious consequgnces for Teacher Corp; efforts in some 1oca1 sites. The"’

complicationsthatarose were 1arge1y unforeseen, and they raise basic
- questions about the degree to which the two %nstitutional partners and

the federal éoyernment can remain flexible in accepting the differing

procedures of the others. Because the Teacher Crops project .is created

- I —— . -
in between existing structures, its survival depends on its ability té

~

(\
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Geographic Distance

[y

- . 2 ro
«  Ideally, IHYE and LEA staffs should:be able .to meet spontaneously

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

N by miny miles. Field- based” training and. cpllaborative planning became
- -difficult as the number of miles increased. Many rural and some semi- -
. urban projects encountered substantial logistics problems in arranging . -
' workshops or simply in staying in regular communication, qf suggested by
- the following comment from a documentor of a Native American project:

) ...the physical distance between (IHE and LEA) makes it . Yo
harder for the two to get to know each other, and tends to - ' -
polarize thege twd factions of the same project. There are
many phone cglle and trips between the two sites but it is -

. sometimes hard to coordinate everything between the two . .
separate places. o \&ji;> .
‘e " ~
A » .
In an extremg 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 distafce of 20 miles substantially com-

plicated arrangements for interactive planning for teachers and internsg. p

. y .
- . Where Histances were great, a number of creative SOlutions emerged

. for maintaining a collaborative working arrangement. For example, ‘one
project chartered an airpléne once a week to fly IHE professors to a
[ 4
remote site, and another project stationed resident faculty in ‘isolated
areas. The following description of a more modest solutifon in another
rural site ‘underscores the neeg 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 '

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

~ -~
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~. Cultural Differencés’ e

Cultural differences be)ueen collaborating personnel in the partner -
institutions crzéte a differentkind of "distance" between the institu-
‘tions. The problem reflects the fact that most low-income school dis-
trict's contain large numbers of peop1e from differing ethnic backgrounds.
A successful Teacher Corps program will ,take spectal precautions to
. develop effective, sensitive commun}cation channels among participants.

Communication problems were most ofteh seen in the interaction between
project participants and community p;zple, but they also\occurred between -

represegitatives of the partner institutions.

In one of the case study sites, for example, most of thé LEA and . -

b
but also by different norms for conducting ‘business. The IHE personnel

izg/personnel game from different ethnic backgrdunds. Communication
t

ween the institutions was complicated ‘not only by geographic distance,’

tended to follow communication procedures characteristic of large organi-
zations, such as relying on the te1ephone 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 gides to communicate with
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 documenter from a rural southern project captured the impormance of
recognizing and working with iocal protocol when dealing with the LEA

as well as with the community:. & .

»

W

Our project is working in an ultra-conservative environment

. in which "outsiders" are viewed with suspicion. "Outsiders"

) are those who are not immediate residentg 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 come' from the varioug copstituencies and then
having the "significant.others" take the\leadership role with
project staff serving as facilitators.... The people in this
geographical areg have a "protocol™ that cannot be violated
without raising suspicion. Mrs. Jones must be addressed as
"Mrs, Jones." Entry into the school» system is through the
superintendent, .Entry into the school‘or community is via
the principal. The superintendent,wpuld not violate heir

LY
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i declining enrolvméng, teacher layoffs, and financial constraint. _The

s . . ’ -‘ / R . . )
* protocal and talk to community members without going through

the}ppipcipal. To do otherwise invites suspicion and mis-
trust. ' .

/
L3

. Retf;nchment Conditions

e As s%ated, 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 declining enrollments and fiscal austerity. They are no longer

worried about raising money to build new schools; they must confront
parents ahd teachers with unpleasant news of school closures and teacher ~
layoffs. IHEs ﬁgcé a relased sft of problems. The flood of young ) ¥
students into teachar training programsshas reduced to a trickle, and

IHEs have trouble placing these few students in teaching jobs.

: . ot
Previously, iné&perienced.teacherg could always finé\}qbs-iﬁ low-~

; ‘ipqome SChogis if they received no better vffers. Today, however, low-
n an extreme example of the devastating effects of

come schools

s

following comment by a dean illustrated both the problems and the

possibilities present in such % situation:

The Teacher Corps project.:.is located in a school district
where grinding poverty, the insensitivity of a large city
bureaucracy, low teacher morale, racdial problems and a
shrinking school budget make any educational enterprise
difficult. Such a site, however, has much to,commend it
N in terms of providing the kind of challenge that Teacher
Corps.needs in order to prove the validity of its

- gtrategies and principles. In my opinion, this particular
Teacher Corps group has proven that it can build a strong s
collaboration between school, community and colleie whose
strengths enable schools even in 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 and-consistept effort made to understand
community needs and to meet thesq through soliciting com-
munity support on the one hand, %nd applying effective
educational know-how on the other. XTeacher Corps, in this
instance, -has beentable to act as an agency through which .
community cooperation has been matched with college leader- .
ship and expertise to maximize the delfvery of educational
services in an area badly in need of such positive influences.

X
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, ¥ . In consequence, both community apd college have gained by the
. development of new ways to meet lhe challenges of the inner ‘

city. ! g

t

As this quotation suggests, retrenchment conditions associated with
declining enrollments created an unusual opportunity for Teacher Corps
_ at. the same "time that the LEA had to wréstlé with problems associated
— with decline. ~ ' v .

v

Thé reduced demand for new teachers similarly created a new
opportunity as well as a problem for- IHEs.“ IHEs are beéoming inéreasinglx

) aware of the "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 thro®h Teacher Corps participgt&on, they cgn be expected to offer
' training relevant to working teachers' needs. * ’
- ) %- )
) “
. ) . ) .
S
& MR . & .
* ) ‘ )
(‘,Hﬂ * . —
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Bringing Together Training Institutions Within the Project Itself
; - S

- The Teacher Corps mandate creat:s a new organizational entity, the
Teacher Corps project. This "temporary system" is the vehicle for the -~
two established s}stems 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, itis hoped that
. the activities of the project will have a permanént influence on the
) actions of the two-partner institutions, but such effects will notghe
detectable for several years. The immediate goals of the planning year
, + were to‘put togethér a viabie project organization, assemble a core staff,
and'p;ovide the staff with the necessary support to Yo its work. Case
, study evidence and essay documentation provide a basis for understanding
the most‘significant impjjementation 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 remarﬁably,complex entity, when one considers the array o{
part-time participants (e.g., teachers, some IHE faculty, parents, and \\\

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

~
"\./

funds. The entire project compriges a fragile collaborative networksof
people performing roles that'require careful definition and articulation.’ [’—-'
Whag results in each project is both a formal systeggof roles, groupings,

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

cipants. s
— , ‘ , h - (
' - i@plementation ISSues in Constructiné a Project

The comments of the documenter from Carlyle State * g Program 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 eésays touched on a wide range of prob-
lems, many of which related directly to the organization of the pro;ect:

» )3 . /

(R - e

*The name has been changed to-maintain privacy. ‘ . ‘ :

- e . } ”
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- The year of planning was disoriénting initially, as we were

all wondering what we could possibly do with all that e!

We were also reacting to our public's demands of "wheé’ize you
% , going to do something?" We have struggled to restrain our
impulse to produce and have merged planning and programming
into anh action mode. By organizing workshops in response to
identified needs in the sistem, we are gathering data for
' future program implementation and satisfying the demands of

the district.

. Rules for staff membérs were difficulf to define, and efforts to

work jointly were comp%}tated by the special geographic characteristics

« - ’ -

of this site: N
The LEA district is very 1arge 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 colleger 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
memberg difficult and has affecteéd-our development as a-strong,
integrated team. We are all wrestling with our role descrip-
tions and functions, which is not unusual fdr 'a new project,
but the effort is cqQmpounded by our distance from one another.

. It is difficult -to coordinate individual efforts, identify and
A express our needs as related to the projecty or establishs, clear
and effective dn-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 each misging
. a bpoad perSpective of how the project is meving towards its ”
goals. .
During the planning year, the Carlyle State project was required
. to form a’ﬁolicy_board and recruit a team leader/intern team as part of
»~ the planning activities. The staff wrescled with. the policy board's ,
+ relationship to them, and early in the year were doubtful about its
A 18
' usefulness: - _ ]
. . ) . ﬂ% ’ -

The Policy Board consists of LEA superintentent, IHE dean and

Community Council chairperson. These persons represent thes =

, 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 responaive policy-

setting group? Do people in top management positions necessarily
’ e
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F . L J4ave insight into the.needs, concerns, thoughts and feelings d’

) their populations? 1Is 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 Policy Board. As yet, we haven't felt the benefit of )

thé Policy Boayd. They seei as unsure of their role and func- )
tion as we are{ and seem to prefer not having;the responsi-
bility of discussing ot creating policy. So far the function
. of the PolicysBoard has been a problem to solve instead of a

< - useful component of the project. An example of the attitude

+s was ‘expressed by one member like this, "You—{the direétor)’

‘ : should come‘'id to us with what you want already in mind .and .-
let us kno® what we should do to support your decision.” ,
o (Y - 4 .

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

a subject of considerable debate:

— 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 phrase '"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 ipclude the

. importance of the training aspect of intern.teams; that -
aspeéct will also provide Teacher Corps projects and cooper- - ]
. *" atimg inscitutions with gome valuable- information.... . s

f
. In gradual stages, the project personnel found answers to their d

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

-

goals of the project become a reality. The documenter's essay responsés -
later in the year suggest that both the formal structure of collaboration
and the informal network of trust relationships on which it deptnded

had begunego be built:— . — ’

¢
Ourproject staff,in stubbornly upholding our belhef ig, ’
coliaboration, is beginning.to experience the payeffs from ‘
the?shared. effort and trust-building that come from parti-
v '~ cipatory problem-solving. Collaboration is a chance-~to
// establish a unique parity relationship among college, public
schools, and communi It is hard work to establish and
. . operationalize. We have successfully implemensed a structure y
s in which problem-solving and training‘are,planned, implemented,
and«evaluated by groups made up of three indtitutiong. *

S J
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® In the, same essay, the d?éumentesﬁreflected'on the roadklocks ) ’

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

L 2
7 L]
Si; Building Trust in the Process: We-Had to prove to all
che populations that this was not another attempt to .o
"pacify the masses'. by" having them involved in the procesé.
¢ ’ ) Previous superficial involvement in making ‘decisions " ' .
4 (curriculum changes, buying materials, discipline codes, .
. .etc.) have made them suspicious of-the gesture to have
P them involved. -We had to -prove to them-that they were in
'eontrol and had the power to influence and direct the

. - N &

5 finaﬂ outcome of’problem—solving

(2) . “Delaying Gratification - Prevention Versus Reaction: - .
t. - » - - . The staff and the councils had to fight.the impulse to. . .
- J "do" and "perform" in order to satisfy the needs of 4
' . . some’teachers and parents before sufficient planning - =~ .
~ =7 e ¢ had been finished. The support for long-range planning
dn’ public éducation {8 almost nonexistent: It was diffi- ~
, cult’ to convince the "hurting people" that patience and )
//thoughtful planning would be more beneficial than a :
"band<aid." . . 7

’(3) Dealing with Inexperieﬁce& Planners: We had to prepare K
. each group for the planning process by training them in
i P problem-solving techniques, decision-making and communi-
. cation skills (particularly listening).” The subcommittee -
leaders also received leadership and facilitatipn train-
ing. ) - <

et ' .
(4 Qridging Traditional Rivalries: .The teachet and the parent/
community group are traditionally rivals in the public
school arena. Who should control the school? The people
who pay the bills or the-educators in the schools? Parents
. ) 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 traditionalégerceived elitism of the I
college group has prevented feelings of equality/
parity in: collaborative efforts. Breaking through the 4, .
facade of "superiority" (a provider of higher education -
and intellectual academic pursuit) on the pdrt of college zzz
members and elevating the self-esteem’of community '
- members so that each group perceives the 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 waters, losing their direction and grasping
at attractive immediate solutions. It has been our role
to provide support and thexreassurance that ciff:>water is

-
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above—them-and-hard-ground-lies beneath—them— Training—
" people inthe working groups-(subcommittees) to play this
- role is essential to the institutionalization of the \/,4"
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: @ .

.
[ -

e The role of the director .

e The rolé of the policy board < -

o The problem of clarifying and articulating staff rdles
e The relationshiﬁ of the teacher-intern team¥of 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 sités and by case sthdy work. A fifth area of concern, not alluded ) e .

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

'.o The influence of external support groups, including the T

Teacher Corps National Program.

The Role of the Directot ,

The director of Teachgr.Corps projects has an exceedingly complex.
role. He or she, must simultaneously function as a planmner, manager, diplo-
mat, trainer, and‘intellectuél leader for the fledgling project. In )
essence, the director is the hub of the project. ﬁosc information from »
Teacher Corps Washington about project operations is transmitted to tﬁe
director, and infog&ation about each component of the Eroject is conveyed
tg'Washington 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, clgarly, and wjth sensitivity, and -
inte%aces with diplomacy and good cheer. He or sﬂi also has credibility :
in the IHE, LEi; and community. ' One documenter commented on the difffcg;Fy

of combining these skills in one person:
The naivete which is conspicuous in Teacher Corps is clearly 4
represented in the single role of the project director. This
person apparently is expected to lgad both the IHE and 'LEA .
components as well as exert influence on the Community Council.

P . '
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. Given the nature of these formal and non-formal organizatioms, = -
‘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. . -

.- . - » *

.
N

Most‘projects selected directors from the IHE. fﬁey ueuaIly tried . -
to find a professor éxperiencell and interested 1{ working' with sghools

and the community and, ideally, one who,ﬁad previously established credi—
bility with the LEA. In a few cases, ~however -the,director was drawn .
from the LEA staff. As described in the prfgzging section on '"Resolution

;2 Control ISSues,' conflict between the IH& and LEA sometimes arose

when the director was not a member of the IHE staff. LEA-based directors
had the difficult task of gaining credibiiity'ﬁith the IHE and ipvolvinéj S

professors in a field-based program. e

Some directors from IHEs faced problems within their institution.
A complaint was-that directors' efforts to coordinate such a,complex - --
oroject as Teacher Corpe.are not rewarded at the IHE. The director spends
most of his ¢r her time coordinating activities and assuring that the
three constituents are involved and satisfied. The director ‘rarely ]
has time to rgflect on these activities and write about themi In research-

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

. result. Documenters described young, untenured directors or directors

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

- the discrepancies in expectations'froﬁ the pfoject and the institutidn.
‘Directors who had an established position within.the IRE 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: o

The person in chargé at the IHE (most probably the director)
needs to be a senior level tenured faculty member. This status
. is perceived as needed in grder to geperate cooperation from
other faculty member&, to bring about institutional change,
.and to protect this person from the '"publish or perish" require-
ments of a non-tenured faculty member.
4

o | -
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dost professo¥s gain tenure thsough théir publication record, not through .

management. or igperpersonal skills. As the following shows, qualities «

beyond job security are needed: A ¢
" v : o
(The director's) successes in relaﬁing meaningfully to groups ‘ )
widely different in-social background educational-expertis% e
and political orientation were a source of inspiration as the ‘
year progressed. -''He listens when you talk, a rare thing".... P
(Interview with Community Council chairpers%n) 15
e} - :

S ,
A certain number of project directors resigned the directorship .

. : 3

tangible rewards were often, too discouraging for directors.n Evén skilled

during or after the planning year. The diverse.demands and lack of

‘directors became: frustrated at times and commented that the job is

“exhausting mentally, physicalﬂy, and emotionally," Despite complaints

and occasional frustration, however, most project diregtors remained in
"."?

their position and enjoyed the challenge.

The Role of the folicy Board in Project Leadership - : _ .
* R -

The documenter from Carlyle State raised questions about role” and .
function of the Policy Board that réflect questions raised by other pro-

jects. During the planning year,Leach project formed a Policy Boayd

consisting of at least the IHE dean, LEA superintendent, and the . v,

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

most often a teacher representative. Although the membershii requirements

for the Board were specified in the Teacher Corps Rules and egulations,\ T e

the rationale for selecting two top administrators and a spdkesperson

for the Community Council was not. On one hand, €6p-level support for ’

the Teacher Corps project was necessary if the new entity was to survive; L -
on the other hand, institutional leaders lacked the closeness to the

project to feel comfortable in their roles as policymakers. Also, their

busy schedules and multiple responsibilities often curthiled their

regular participation in Teacher Corps events and .even in scheduled d
N \'\ ' ‘
Policy Board meetings. . : A ' S

- . I3

°‘During the planning year, projects expressed mixed feelings about

the PoliCy Board.

A number of documenters commented on the rubber- ,
« .
stamp quality of Policy Board participation, at ﬁeast during the early

\\Jzz )
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stages bf the projects' existence.’ Others noted the "fofmality 6f the

Board, which contrasted with the open climate, most projects snght to

create. The following essay excerpt highlights diﬁficulties one projeet

encountered in forming a PQlicy Board and involving it in project planning

.

» -

o The time and depth of investment of human emotions required

t8% reconcile Policy Board issues related to institutional
change, concerng, personal concerns, program goals ang
objectives and the -shar#ig of limited resources have con-
sistently posed major frustrations.

- difficulties of tramsferring from the more "open"
o . " and flexible concept of the " traditional” governance
‘ " 7 ,structure of Teacher Corps Advisory Councils to the more
'closed" and conservative phenomenon of the Policy Board
combined to immediately banigh.roles and functions of
some other representatives who had played major roles in
project governance.

N

- Policy Board members needed a great deal more time than T
N anticipated or planned to build trust (a continuous need),
. _positive, open attitudes of sharing, and understanding and ’

e 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 8tafif. Many Policy, Boards provided little
g ' support or direction to the projects, sq the director'and project staff
were in the position'of making what they considered policy decisiqns to

.

set the project in motion. -
- [ - * B -

‘Over time, however, Policy Boards could and did assume 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:

4

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

i ’ of” thggBoard, this year s meetings have had greater and more
open participation by Board members and as a result, no contro-

* ’ versies have eruptgd, ' ) "

— H

Policy Board meetings are scheduled for the second Friday of

each month. One week prior to edch meeting, an agenda,

minutes of the previous meeting, and staff recommendations are

mailed toseach Board member. Organizationally, the Board has

23
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functioned and continues to functign 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

regpect 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 ugderstanding has led to
increased involvement_ and ownersﬁip. To maintain their
momentum, th® project staff recdmmended and the Board
- ’ approved the expansion of the present Policy Board to
include certain key LEA personnel (stakeholders). So far
the results have been impressive.

-

The Policy Board is designed to be a vehiele to involve top-level
administrators who would otherwiseﬁfpend little time with the Teacher

-

Corps project. Their active involvement is essential if, the project is
to remain active after Teacher Corpé funding expires. Two issues frus-
trated efforts to involve the Policy Board actively. The first relates
- to the issue of primary c4n2iol of the project. Disagreements over dis-
tribution of resources and fégibnsibilities occupied some Policy Boards
to the point that collaboration ceased. The second issue involves the
lack of coneceptual 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
L iierly protective. Possibly further definition of the Policy(Board's

’ . role or, alternatively, the presentation of several kinds of governance

»

. ' arrangements would benefit many of the projects.

. - -~
. N .
. .
-

”Clarifying and Articulating the Roles of the Core Staff Team -

- At the heart ofzeach project was the 'core staff team,"

a group of
people who drew a substantial portion of their compensation from Teacher

' ; Corps funds. Ihese people carried out the fgg-to- y frork. of coordina-
ting”and adminietering theéprograﬁ. Eath project decided on how to

staff the project; the only roles specified by thd Rules and Regulations
were che director and the team leader/interns. Documenters typically came

“from the IHE, as did most project directors and other personnel such as

%

.-
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program development specialistsa Team leaders came from the ranks of

the school teaching staff. Interns often were recruited from student
.populations and represented the ethnic background of the communities.
Community coordinators were often people active in the community, pre-

viously employed by neither the IHE nor the the LEA.

These people ocpupied positions that were new, and that rarely fit

any institutional job descriptions. New g!ojects faced an immediate )
,task:' to translate conceptions of each role into actual pract ce "and

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

the core staff group as,a microcosm of tne 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
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 paint, members have agreed that the
sharing of involvements and concerns had'been beneficial for
our professional development as a cohesive team. In additionm,
, ' 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
goals-
A number of factors complicated the process of group~building, aside
from the fact that the roles were new and were -filled by diverse types
of people. Many people occupied Teacher Corps positions on a parg-time /

basis; the demands of their other jobs drew energy and attention away

ps .
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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, madé'communication more difficult, depriving some projects
of the sense of togetherness necessary to ﬁﬁke a complicated collaborative
project work. But an even greatef problem was that of first attracting
people with the right‘skills to the project and second,_keeping them :

there.:

Staff turﬂover was a particular probleﬁ because of the time-and energy
. demanded of collaborative efforts. The general effect was fhat activities _
in the planning year were deliayed consi@erably. A number of aocumenters
\5;“ “mentioned turnmover in their essays entitled "Unanticipated Events." They
‘ described(theAneeds of rebuilding, familiarity and trust with the new member

’

and of removing any negative consequedces 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

FS

be explored at a latgr stage in this study.

, It is not too soon, however, to note that certain rqles were more
difficult to fill or to keep filled, tﬁén others. The most prominent
.example was that of the community coordinator. For reasons presented in
SectionII, this position demanded a very unusual~ceﬁbination of qualities
but, offered little sense of security. Not surprisingly, projects reported
many delays iﬂ hiring people for this position and many résignations 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.asﬁféacher Corps employees, all project staff
had to“ébpe 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,
integraéea core staff group. Close proximity to one another, a major
time'commitment as a Teacher Corps employee, and éarly efforts to develop
communication skills and to address the .overlap between roles were among '
the more significant organizational factors that improyed the- core staff
team. The interpersonal chemistry inherent in any group undoubtedly plaﬁed

as great a role, but this lies well beyond the reach of policy.

*
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Selecting the Téam lLeader/Intern Team : ' ) é"

The Carlyle State doc r described how quéstions were raised

during the planning year about t .,role\tﬁe interns.would'play—in the
coming: year. At most pro}ects, the team leader/intern teams were not formed
until the end of the planning year, so théir influence on program imple-
mentation was limited. Their selection, however,. triggered consideration

of two issues in Teacher Corps projects.,

The first issue involved the role of the team leader/intern‘t:Lm in i
the Teacher Corps project. The team leader, usually selected from -the '

' teaching séfif .of one of the project schools, was to guide the interms
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

T ranks of projéct teachers, the teachers often” viewed them as '"teachers"
representatives" on the Teacher Corps staff. In many projects, the team
leader assumed an early dual role of official adviser to the interns end
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 abtlities.

. 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 %o 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, sthey were recognized as
talented, 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

play .a unique role within the program, and that role is to

U create projects of lasting value thgt lay beyond the sphere

of an individual teacher.

[
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The second issue involved the céncept of training teacher~interns
that has guided Teacher Corps sihce its inception. As discussed earlier,
in mésc LEAs new teachers are no longer sdught, even in low-income

%chools. This issue was raised by teachers, parents, and administrators _ -

as Teachef'Corps project staff expla;ned the program. Some Teacher
Corps participants regérded the intern ﬁrqgram as both a misuse ofy funds
and asfﬁ potential waste of time for interns because they would néf be
aséured of jobs after their training. The following excerpt %rom a

4
- documenter's essay exemplifies spcﬁ‘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 /J

not be used in this-way. There are also disagreements with *@:

the manner in which the interns are to be placed in the schoolqzﬁ‘

Some of the principals and teachers would prefer to have one

intern in the school for the fyll year, or some other plan,

¢ rather than having the four interns move as a team through!
, \\. four schools.

s

~

Reactions were often extreme bécag;g the team leader/intern team
is allocated a large part of the project budget. For example, in a
hypothetical (séEond—year) budget for an urban project totalling $158,000,
‘che poiﬁion allocate; to tﬁe team leader/intern team might tygicaily

exceed 40%, broken down as follows:

. L4

- Team leader salary” ' : $25,000 )
Intérn compensation 26,000
Dependency allowance 3,000
.7 . Fringe benefits ' 9,000
Medical irnsurance 5,000
. “Intern discretiopary allowance 1,000 ,
Total . $69,000 ~—

€
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Despite some participéﬁts' complaints andydespite Ehe 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 prdject. 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 admin-g,
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 i978. The
networks, training workshops of various kinds, and other services formed
a supportive web backing up the ptojects’ start-up activities. Although
funding for most of these services ended with the present fiscal iEar,
(FY 80), their impact was apparently substantial, as inferred from the
various comments from documenters. The und;rlying policy question
remains: Do thése services--or some effective substitute--facil{tate

the implementation of a program such as Teacher Corps?
- [
Taken individually, different services were found to be especially

useful for projects, depending on tho nature and 'special needs of that
project. For example, one project witgia large number of non—English—
speaking students in its schools found regional workshops on - bilingual

and multiculcural education particularly useful.” Another project found
the regional network to be a source of emotional as well as maceriai
support for copiné with planning year problems. Even though the support
groups were not singled out as a topic for‘essay documentation,‘a number
of documencers remarked on the usefulness of specific services, especially
RCTR (Recruitment and Community Technical Resource), which provided
leadership training to community pgrticipants,fym the €MTI (Corps Member

Training Institute) summer institute for Feache -interns. .. C .
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The eiements of chg support;ve network were not always maﬁe avail-
‘ablq to projects in an organized or clearly unaerstood way.. Participating
in the numerous network meetings, regional confereﬁées, and special-
interest meetings placed a substantial addell demand oﬁstaff time. In

: N
some projects, this time demand and the manner in wnich special services
were offered was viewed as a mixed blessing, as the following documenter's

comments illustrate: . ’
«
Perhaps the most disappointing lesson learmed duriné the first
year of project planning was the lack of useful information
and assistance fitom the national and regional Teacher Corps
1 Jsupport groups; especially SSTAﬁ RCTR, and networks. Two
-~ factoss 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 1little prior informatiom about thé
. groups, resulting in knowledge only through actual experience
and -hearsay. - Second, the groups presented dogmatic views and ,
methods which not only gonflicted with each other but, more
importgntly, were inconsistent withjproject gpecific goals and
: * pérspectives. Often assistance pr rided by these groups was
viewed as self-serving. Related to this was a perception -
of project personnel as being viewed less 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 personnel egually or better qualified
to-provide technical assistance. '

I d

[y

-

. More ofien; projects.ﬁéund elements they could use from the
supportive services, although comments such as the following about the

¢ § -
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 ‘experiencé of our project has been positive in that

network activities have proven stimulating and conducive

to learning with and fyom gther projects, and that other
"rechnical 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 Structures rather than by adding more. Some of

the confusion about where to go for what might be eliminated |
by better organization and clearer communication about function.

* C o .
Site Specific Technical Assistance
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An important question remains ‘to be answerdd, riow that provision

of these supportive services has beem terminatfed: Can projects find

| R -
the help they neéd on their own? Some projects were able to locate
specialized local services eSpecially in the larger urbap areas where

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

working in Ellington School (page 60, Section III). Doc&mentation

froﬁ projects in Pther urban centers noted linkages forged between thai

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

local groups. Documentation from rural projects rarely mentioned { L
developing shch resources, for reasons presumably relating to the lack

of supply. The two paffner 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 tbw?%d 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

projetts, in their present and future form, gain expértise in handling
. e

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‘on local implementa-
tion through budgetary sﬁifts, monitoring of pro}ects, and the annual
refunding cycle. A few comments about the way these influences have been
felt can be made at this stage in the Program g life cycle., First, thg
impact of unexpected budgetary cutbacks has been considerable. Plans

had to be changed in midstream, which often caused considerable resent-
ment and logs of momentum. The removal of network and other services
adversely affected certain training plans. Although budgetary shifts are
probably beyond the control of the National Prog¥am, their ramifications
tﬁroughout the projects have been substantial and are only beginning to
be felt. A documenter from aslarge urban project commented that despite
the possibility of mitigating some of the immediate effects of the
budget'cuts;-an iﬁ@qrtanc pgychological blow resulted :

31
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When, the Congress cut the National Teacher Corps budget, it
was inevitable thaty the impact would be felt by this project.
Concern was expregsed at all levels of participation con-
_cerning the specific ramifications of these reductions.

~

-

Q

”

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 pregram, Wwhich then has to he diluted -
or even dropped becaﬁge of funding cuts, explanations gqf

the process of congressional review offer scant consolasr
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 fundidg reductions were

not iconducive 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 apd its projected impact on significant
parts of the project...Repeated negative experiences with _
this process tend to induce in some project members 'a ,
skepticism towards project planning and a cynicism toward
the project's ability to deliver on those plan%.

C;::/ Monitoring of projects was also a topic frequently raised by project‘
dacumenters, althonghrit was not an assigned essay topic. The documenters’
i ‘ated 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
érrangements between the institutional partners. Some projects cofi-
plained,[however, 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 submission date forced adoption of. premature plans. Other
projects (possibly those with prior Teacher Corps exﬁﬁrience) found that
the requirement for a year of plarning (broken in the early spring by
proposal, submission) broke the momentum gained in the early part of the

planning” year. Project appeared to vary in their perceptions of the

-, rigidity of the planning year requirements.
. 32 — . !
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The Valuk of-the Planning Year for Encouraging Institutional Partnership .

Corps, ‘'we can identify some of the important vakueg of the substantial
planning period at the beginning of the project. The'étrong consensus
of documenté}s, supported by evidénce frop the ;ase studies, was that
the long time frame of the program amd the initial year of plafiiing
made the collaboration of the institutional partners much more likely. .
At all levels of the program, the participants had the time to develop
the ?orking familiarity with one apother that i§ so necessary for tﬁe
achievement®*of a collaborative program. One &qcumenter's reflectiohs,
on his project's experiensf with the planning yéar represent the

experience 6f many:’ ) e

the specific loéhle affected the start-up of A new project. As one

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

J

fﬁé provision for a planning year appears to 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 planninhg time saves both time
and trouble in the long run and that quality program
development ig the result of quality planning. The rather
Jbrief "year" has had several advantages. First, it has
allowed the project staff time to get to-know 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}\ghe three schools, and the cOmmunity to get
to know each other well enough to trust the intentions

of the various groups if not the specific scand 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 iﬁ\the local school’
system.

-
I3
.

. v )
Third, the planning time permitted the project governance .
-structures and planning structures to 'shake down" such
that all of the constituent groups ¢ egin to see that
they could be heard and that the-procesges- established
were more than just abstractiofis but wolld in fact work.

Other documenters noted how much the unanq} ated events within




’

L3

) documenter suggested, 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

«with the usual "starting up" delays in any school inter-

vention project, have clearly underscored for project

staff the important advantage of‘year-lcng initial planning _

time. A negotiations crisis with the teachers' union,

negative residual affect theréfrom, personnel and role

changes in the top leadership positions, lack of consis-

/i tency in LEA support, and the considerable investments of

,  time instaff "orientation' via national and network con-
ferences and meetings easily have)required diversion of
considerable planning in their addressing.

“

The longer range benefits of the fEont-end planning time are not
yet apparent but will be a focus of at%fion 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.

»
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‘ 11 INV()I:VING THE COMMUNITY

L3

Committed to community involvement in the educational process,.Teapher

Corps has mandated thdt.each project provide parity in govergance among - .
the IHE, the LEA, and the community. The elected Community Council-is ‘

intqnded‘to generate community involveﬁent, adﬁ its chairperson is one of

the required members of the p?oject's governing Poliey Board. Despite .
the apparent simplicity of this mandate, however, in :actual practice

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

igg parents and other community members in the operation of the schools.,

Community Involvement in One Teacher Corps Project

To illustrate the impleﬁentation issue; tﬁat arise wheﬁ the community

' participates actively in Teacher Corps project planning, we have ’
Belected a case study site that we will call the Grant City Project.*

That project hald been a part of Teacher Corps im two cycles before the hd
_currentzone. Its setting is a medium-sized city with a primarily white
population. The approxigatgf;ﬁﬁsz mino?ity population comprises seQeral
ethnic groups. Because of the physical characteristics of Grant City

and its school attendance boundaries, the iﬂclusion of the full feeder
pattern in the current cycle incregased 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 comEunity\to serve,
but.fhe size of the area ﬁindergd communication and qontact and the heter-
ogeneous socioeconomic characteristics affected comméini y participation.
Low-income and subsidized housing units abut the homes of more affluent
citizens., Organized neighborhood groups and existing community centers l
present both Opportunitieg for amd barriers to communication and area;
wide participation. Overall, how%;ér, the citizens of Grant City are

interested in and become “involved with civic affairs. 4

< s
- ! 4

*The name of this project has been chanéed.’
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Within the project area itself, low-income parents=have prdblems
in participating in community and school affairs that are in no way
related to a lack of interest. An elected official described residents
of the area where the elémentary and junior high schools are located as
not being politically active. He sdid they were not joiners, that the

home “was the center of actiyities, and that day=to-day survival was a

! major éffort for many. This being the case, Teacher Corps efforts to
gain their participation can be only ‘partially successful.

- f -

The community coordinator :in Grant City project elaborated on the 4

problems. associated with a heterogeneous community: o

"\ It's causing us community Qroblems, too, when I have a
-professor from the university say at a meeting that,
L speaking as a parent from the project school .area, he ~
doésn't understand why math gcores 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 down with® them for
" two hours and do homework. Some of those,kids either have - :
to babysit’ all night so that theiyr 'mother“ean work, or N w
- they have to wonder where their. mother is or their father... o ’
They don't have books in their homes.” Maybe some of them
don't have floors in the homes or heat. Someone like that,
. who says "I speak'for 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 from them-that kind of life is going on...So
the problem is if you don't have that kind of parents--the
parents with the .dirt floors-ﬁinvolved, then you don't have
anybody speaking for them.:' You just haye the professional
Sy meeting goers spegking fpr them, and they re not representa-
tive of the dommuzity.~ Of a page of it, sure.

This community coordfhator 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 ript. 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. . _
2 . : e é O
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The principal in one of the schools reinforced this comment when

he s:'iid, . . . -

[y
.

So often parents of low-income kids have not had successful
experiences with school themselves and, consequently, they

o 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 ofnﬁuf project to ‘substantial

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

director and other members of the Teacher Corps staff confirmed this, -
However, being committed to the concept is not sufficient to induce’

active community involvement. The difficulties were highlighted by

Ay

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 recogn;zédgk:;'
that many, many parents here-—and I think it is true.natiqn;
wide--don't get involved with school activitigs, don't come
up to school unless they are called up or there is somne
.problem. Many of the people in this area carry that feeling
with them that if the school calls, something myst be wrong.
®

We haven't had, and probably never will have, complete sup-
port from the community. Certainly not compleue involvement
from all the parents that we would like to have inyolved with

-~ their kids' educational programs. I have gréat respect.for

“ . most of the c0mmunitxfpeople and feel that they are a very

necessary part of our project. We need to spend as much time
as we can to bring them up ¥o date on things and to get their
input-on program involvement. But, well I guess ggéfi)ike
any community, there are those that are’ opposed to~us, those -
that don't understard 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. A And we are
not so big thatwe can't try to work solving 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

31 . .

s - P .

’




R IR A, Y WG T T 1 (Y

:

b
’
.—}"4
g
:
£
il
4
H
§.
i

.

a

3]

- ’ . N i
things going on in the Teacher Corps project so ‘that we

can't focus on just oné thing and do i% well. Maybe those
are good problems to face. i

-
o2 N

I

. Another issue in community involvement was defining thé& role of
community members, particularl§ for those elected to the Communit§ Council,. —
The federal projects admidistrator in Grant City district believes that

=

the fedefal requirement for community participation in the project and
narity in 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 powers in district educational policymaking that

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

legal and fiscal responsibility for educational decisions and 0peration§
lies with the elected or appointed board of education. )

Tlhie Gran City tommunity’coordinator discussed the difficulty in
electing a Council that is truly representative of its constituen¢y when
the geographical area of the Teacher Corps froject is so large -
parents in one area. d.o'not know or have contact with parents in*

The coordinator said: 5

«
. . Ad

areas of the city.
One of the things I have problems with in Teacher Corps is
not the requirement for a Community®ouncil but the way the ]
J,guidelines, the regulations, say the Community # ’
flas to be elected. I think it probably works very
well #ir™an 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 blocks® Then you can have an
,.election that involves those people:and’elect your twelve -
or fifteen or twenty people to the Council. But we don't ‘
- 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 entire city. It's a farce. .
People who live out in the western area don't know people . .
who live in the innet city:  They never will.i They might L.
accidentally run into them at a football game, but you ’ .
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. .
. 1¥'s not real A \ . ' ) T4

- .
.

A high school teacher agreed that the parents who, were elected to
the Comttaunity Council or whe:tended meetings were not completely.

representative of the 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're putting 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.

,
. /
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Issues Affed{iggCommunity Involvement

Several issues in obtaining community participation in a Tepcher
Corps proqut*wefe explicit or implied from our éonversatiohs with project
and school personnel in the Grant‘Ci£y>p;qject.‘ The followfng‘two pre-

S . )
conditions. for successful community involvement emerged from the case #

—

study: . . , e
. 1 3

P A4

. e History of community participation i the educational

_process.

e Commitment of project staff to involving the community in

Teacher Corps activities.

tively involved and the readiness of the project to include the comm nity.
Building on this base, two areas of planning year activiéy contributed =

directly to making ommunity -involvement a reality:

+

e Election and establishment of the Community Council.

The following discussion wdll explore the preconditions and areas of
N 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 resisc coming
together within the Teacher Corps framework, partly beéause they had '
gollabor%ted in ‘the past. As indicatg&tihowever, fayoraBle»eommuniqy"
characteristics add successful past working relations &;/;oc guarantee - - -
col;abo;acion; the projeéi's active and consistent commitment to ipvolving
- community‘members in planning is essential. 7/

N . ¥

Community Characteristics and Histor}“of Participation

. -

Teacher Corps is not the first project to seek active parent

involvement in the sc¢hools. Consequently; parents often have strong

. S =
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N feelings about participating in governmént—funded programs” based on “their

previous- experiences. As one documentor wrote, LV -

S ¢ - v

o The level of commugdty Darticination in programs which are [
) brought into the school community is’ a function of a cluster
of Variables which are déeply imbedded im 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. schooling to facilitate personal goals,
but also the sense of the coimpinity pertaining to -the manner
. in which the school values tMeir participation.
) . s ¢
-When an effective organization exists within the community
~ *  for the‘purpose of promoting schdiiie-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. ) : )
- Ihe” 1dtal history of amy progr@m site is important. Here,
there are a numbe; of important factors. First, the program
staff have had ong higtory of personal and institutional
ifferactons with the community members. Both live within the\Jj
social system of the community, asiwell 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 deaITngs with its dinstitutions,
and this Council will reflect and be influenced by this
developing relationship. Fourth, usiig volunteer organizations _
o ) as a place to learn and from which to move into full employ-
ment or elected office has beén a pattern for community
' members. Whether or not Council members see themselves as
participating in this pattern and where they are in this
procesg are important’ for- program staff to -bé aware of. ‘
- Finally, T@acher Corps Programs. should be aware of any con-
) flict between a school or school system and the community
FoT T members and work against becoming the flash point for the
! conflict.

L]

. A’.other documenters expressed eithe exnlicitly or implicitly in )

describing the community component, h wever, preexisting conflicts are

difficult to avoid and ‘must be faced d ly. As one documenter wrote:

Avoiding the history, pretending that it either doesn't exist
or that the prograi will begin its own history, is a mistake
that should be avoided. ..

These comments reinforce the impression that for successful imple—‘

4 .mentation of a project, administrators,must\takgkinto account the

> . N . . -
. . N N . N
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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
& ‘ .
3 Across all Teacher Corps projectg} 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.

s

Another documenter prajised the leadership style of the project

e

) director as he worked with the dommunity Council.

I3

One of the style characteristics of the local director is
implicit in the difference he dra¥s 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

b of community control of their council. He sees influence

as being able t6 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.

Py .
- " The documentation and case studies clearly indicate that the Sincere
l deeire of the Teacher. Corps project staff for communié& involvement and
a leadership style that is supportive and invites participation and
collaborative problem-solving not only facilitate community invoivement,
'but are also essential if the mandated governance model is to be success-
ful. This commitment to the community is manifested in the way

42
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communication channels are opened ano mafntained, which in turn leads

to development of trusty ' : A\

.
3 ¢ -
2

Development of Communication Patterns, Coliaboration, and Trdst

.

Fulfilling in more than a perfunctory way, the-Teacher Corps mandate
for joint participation of the community (as Yepresented by the Community’
~ Council) with the LEA and IHE was one of the most &ifficult tasks for
Teacher Corps projects in the planning year. Maintaining communication
and developing collaboration and trust with the community component were*

icularly difficult for project staff; especially for those such as -

Overcoming Inexperience and Mistrust
. @

For _many legitimate reasons, residents in‘mo t low-income areas ‘are
g

both mistrustful of schools and lack experienee in dealing with these

+ and other institutions. A documenter observed that . TN

« It is important for staff‘members to remember that community
people are at a different place when it comes to Operating
within formal systems. . a . -

' Speaking of the Community Council operations, this documenter

continued: ] - . }
Task orientation may not always be as focpsed, 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:and the existing’ RS
local norms and expectations, JIwo examples come to mind in
a largé city: the Policy Board will Be composed of two indi-
viduals who are relatively sophisticatéd in the exercise of
authority, the superintendent and d&an, and one whp may not
be, the Council Chairperson. This difference is heightened
by,the 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 accomnodation
and negotiation. There are potentially strong currents or

no;z which may work against the theoretically équal’ tri-

e

K

P rship of community, school systemé‘and university on
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- -
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N .the Policy Board.  This partnership ‘between community and
- ’institution is also apt to rest on uneasy history with
*-regard to community participation in school system decisionms....
Formal mechanisms for communicating with the Council must be
effective amd timely. It seems unnecessary to say this, but
the fact remains that the community does not speak "educa-
tionese," nor are community people necessarily on the same o
timetable as school ‘people. More important is the’ necessity -
of understandjing the informal communication mechanisms in '
tne community. .

1

Many parents are not actively involved in the education of their
children except when a problem is brought to their atténtion. Low-income
_ parents particularly may feel intimidated by professional educators. '
Members of the project staff had to learn not'only ;a communicate'ﬁith;
each other, but also to communicate with the community using_words°that
would not éfclude them. One documenter- commented on the importance of

- "communication as follows: .

The major lesson learned was the difficulty in keeping the ) ft)

lines of communication open to fthis large, diverse group of

people. I am reminded of the story regarding the feather

pillow that was scattered to the wind. It ls impossible to

regain all the feathers that were orginally there. Our

commurfication process is a lot like this. One misstep, one .

for ten person or group, and you can spend days trying to . Ce
. “'mend the broken channels—-an almost-impossible task. :

\.._} * [}

ﬁnother documenter suggestgd 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 documenter?indicated: ~
Building owner%hip of the program was another element in this ) :
lesson. Skepticism abounded and was constantly combated; .
people initially did not perceive that’ their participation
could m2ke a difference 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." . ) ' IJ;D

A number of documenters undFrscored the importance of time in allay-
ing community members' mistrust and developing familiarity with the
organigational issues of the Teacher Corps project. Clearly, experience
could only be gaineo through extended associat}on with the project, so. :
- . -




Community Council members needed time to learn what it meant to repres

¢
L]

thei::fommunity's interests in the Teather Corpsg project.

& v -

v

The Communications Role of the Community Coordinator

<

*

. . As the.Grant City case study sugge;ted, the community cogrdinator
ié an important and necessary link between the project and tbe community,
SRI project site viéitorg' observ;tions'and the documentets' essays

_indicated that the coordinator played an especially key role ddg}ng the
fi;st year in communicating pfojéct purposes and goals to residents of

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

holders, and in organi;ing the Community Cquncil election. One local

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

election as part of the documentation for SRI, noted: .

No matter how well organized ohe is, keeping people first is
the prime responsibility of the LCCC during the electtion.
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
T 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.

L7

/ 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:- '
. 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
' 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 )
- - ' \ o
- .
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"keepiné the ball rolling" (or bouﬁéing!) is that this pro- .
cess must ocgyjr on each small phase of every operation. If
. every group is aware of the actions (or potential actions)

of every other group, less chaos-is 1fkely to ensue. 7

The community coordinator's role was clgafly a‘difficult one to accom-
plish, as the preceding descriptioﬁ makes clear.. The ability of projects
to fiﬁd_and retain the'apﬁropriaca person for this ass%énment was a key
q}ement in the success of the gommuniQy Cquncil election process.

A @

Election and ESCablighment*bf the Community Council

The election of ché CommuniCy‘Council and establishing its operating
p£ocedures and role is‘%n activity that requires,considerable time and
attention from the Teacher Corps project staff during thé 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 funccioning of the Council has been both
difficuic and, in a number of cases, re&érding. The following observa-

- N .
tions of one documenter are representative of this belief:

£

When Teacher Corps first introduced the concept of a,coﬁmunicy
council, the idea was greeted with little enthusiasm 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 do little more than

fulfill another federal guideline. i

- A\

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 Council under the leader-
ship of a very knowledgeable and able chairperson began to
articulate and confront various community concerns regarding
the local school sysEem. Consequently, over the past year,
the community has become, much to the surprise of almost ~
everyone, a powerful force in articulating community cor-
cerns and mobiliéing 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.varﬁixz degrees—of success, depending on a

number of factors in the process: -gpreading the word about the program

+and election, the logistics and tim{ng of the election itself, the

procedures for ensuring representativeness, and the problem of clarify-

ing the new Council's role and identity.* . -
’ 46 '
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The Election 'Process . -

re

. <«
’ . »

Many of.the preject documenters commented specifically on the timfng
of the election. Others cited problems that could be attributed at least
in pari to timing. A common‘cémplaint was that 90 days is insufficient
time to orient the commun}ﬁy to Teacher Corps, plan the election, and
carry out the balloting, nough whatever means” is .chosen; this is a
particular problem if the election muat be held at the same _time that

A
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: ‘

. . A - A .

While the project was organizing and trying to hsadle minis-

cule ‘but important houskeeping responsibilitigt/?zuch as

, setting up new offices with supplies, hiring® secretaries,
© developing stationery, etc.), the project:staff was required
%o _spops6r a mammoth community publicity effort in electing
3 community council. [The staff's lack of.knowledge about
. ’ Teacher Corps support systems, the organizational structure
of the project and the election format (resulted in the

) Yack of develOpment of an effective community council during
. the plannihg iear) ~

Generally, pro}ects 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 electioens
can lead to election of Community Council members who ate not strongly

bommitted 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, some ran and were
elected who really were not interésted in Teacher Corps, but
~)they ‘they did not have time to find out what they were getting ~
into. N

. - - 0

‘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

!
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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 icseif the procedures that work best in the local environ-
ment. In one project whereléfiﬁderq elecﬁionfbroceddree were followed,
the documenter attributed the success 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. T .

Whatever the results of the election, the process did provide a
learning situation for projeécts in disseminating informa;ion about
Teacher Corps, in seeking community participation, and in dealing with
the interpersonal relationships and dynamics involved in the attempt to

~ B e

create educational change.

Repreeentaciveness of Community Council Membership :-

In a number of projects, the requirement that.Community Council
memgbers be elected raised the potential problem of lack of representa-

tion of important constituent grgups in the community. In areas

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

Corps ﬁroject was such that conducting an elee;ién in which all segments
of the community participated equally was difficult. In the following

_comments, a documenter highlighted this problem and, offered a possible

golution: I. R =
- s

Those people in ouf communify’whd tend to run for elections
(of any variety) are not likely to be from low~-income or
minority groups. In fact, the election process.seems 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" gandidates nominated, they were not
elected*because they were not known by other district rvesi-"
# dents. .




.

If communities hope to serve low-income or minority residents
who have 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 some described.
solutions put into practice by proj 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 cértain groups to run for office,

: ' another part of the problem was to attract sufficient numbers from these
groups to cast votes,fop/fﬂeir representatives, Some pfojects were able
to find creative solutions to these problems, as one documenter suggested:
Surprisingly, our Community Council is représentative of the
community. 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. -
‘ o 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 {ndividual projects to select candidates and conduct the elec-
tion in whatever manner best suits the local situatign. As one docu-
menter wrote, "You must develop a plan that 'fits' your project area and

A ]

o im lan." . .
not try to impose cpme outside p S

>

# Role and Oberation of the Council .

In discussing community involvement in Grant City, we noted the

comments of the federal projects administrator regarding rolesdefinition ..
. for the Community Councilu That this was an iSsue in other projects was

evidenced in documenters' escays, which féveal.éhe 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 more active community participation.

v -
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. As one documenter wrote, . . .

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 the-Council was raised,
presenting a challengenin getting peoplé to become candidates.

.

In contrast, a few Couneils, such as the one described in the following

quotations, tried to exercise more influence than was warranted in a

aborattve project governed by ,an overall Policy Board:

-

The project's Community Council was extremely interested A

,iﬁinvolved,,inwthe“de,uelo.pment;“qf_lgachgx.C%ps.,«hithin the

community. However, the Council saw itsélf as a policy 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 ‘ag”"productive

; as it might have been. °

7 In many projects throughout much’ of the planning year, the mewly
elected Councils groped for 3 sense of their mission and for an effec-
tive set of opérating procedures. Some projecﬁs organized specialized
training programs for Council members to help }hem develop the skills
‘required to make decisions a; a group and to act as represeﬁtatives of
their respective communities. Documenters throughout the prbg?am-
generally agreed that quncilsrvery:mhéh needed such support,,;lthough
sensitivity was required in brqviding'the suppbrt witﬁguc exerting
control over the Council. The inherenf dilemma was expressed’ well by
one dogumencer who reflected on the project.'s pI;nnﬁqg yéan experience

with the Community Council, which was less successful than it might have

been: . ' e
* - . e 7 . . N @ " ;;
-~ Never allow the unity Council to floﬁhder in attempting ,
o to develop their own identity and directipn. 1In an effort

to avoid the danger of contfolling the Council, I think we
inagvertentiy abdicated our responsibilit} €o provide needed
' leadership and careful nurtuFing to a developing group. This,

) I believe, had led to unnecessary ‘delay in the developﬁént of
! an equal partner in the project.

it
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The Community's View of Community- Involvement in Teacher Corps

Up to this point, the views presented regarding issuee of community

involvement in Teacher Corps and in the educational process have primarily

been those of the Teacheriborps project staff. Knowing how .the community

people felt aboua their role is equally important. At this point in the

study, definitive statements about this issue are premature. However,

Community Council chairpersons were given the opportunity to add comments

to the self-report questionnaites that they completed this year.for the
evaluatien'

-~

The final section of the gquestionnaire stated: ) ©P

. We recognize that is is impossible to design'a question-
B naire ;that fully captures the experience and reactions of .
n_everyone.involved with Teacher Corps projects. If you N
have the time, we would be interested to learn of any :
aspects of the project or your experiences with it which —

you feel were’not conveyed in your responses to our ques-
tions. %

-

The foilowiﬁg cqmments from chairpersons‘reflecr the range of

perceptions regarding the community component of the program and its
role. Some comments support the impression that productive 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.

~

~
.

-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

years ahead Teacher Corps will help define and develop the X
role of the community in the total education of our students.

Another's remarks corroporate this impression but qualify it somewhat,
indicating thit the relationship of‘ participants to an existin

power
structure is not easily or quickly changed: .
My role as chairperson of the Community Council has been T
very satisfying but alsoefrustrating 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 project.
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.

One chairperson observed: .




*

< ‘ .
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-~ . .The comments of .other chairpersons cGonvey much mdre anger. about the
> . .r i .
N factaghat the Councils within their respective profjects did not have an
. 5 ] - . . e -
#ective role.» According to one chairperson, -*
A L . . '
= % % fThe Community Council is required by law, but it really is
\ .+ gegregated frome% project designed almost exclusively for T o

teachers. Community feels left out and pushed out,

- "

v :‘ . . . . ¢
. The observations’of the documenter from the same project did not address
- & .

- . by 3 . d
m “the question of the extent to which the chairperson's feeling were
7 .- based in fact. Nonetheless, what is important is that the chairperson: ' %

ffeic excluded: R ) ‘ Lo

-Community representatives often lack sophistication in the
2.0f .educational term}nélogy'and operating procedures,
. but WAy have very strong feelings about how schools, should
g be operated. Leaders from the IHE and LEA must demonstrate
- pa%%pnce in working with the community .without befﬁ§1con—
) de¥tending and must model appropriate irteractive behavior.

. 7
53 _The commungfy members expressed ;ﬁé'feeling\of exclusion frhm.an ’
’ infiuegsial role and also genmeral confusion about the Councilds role in
S * - the complex collaboragive nétwork of the Teacher Corps prgject. As a '
‘ chairperson remarked, = - ) . < ‘; .

r . .
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., JGQIR Center,
. - Program Specialist and three different project directors).
B The Teacher Corps model speaks of a projeet operated by three .,
entities (school district, college and community coungil). -
This project has many more, e.g., the principals, teachers,
. college faculty'are all separate interest groups, It is Lo
’ impossible to tell the players without a program.. The Project -
. Dirgctor is reduced to playing the role of ‘diplomat pulling : .
all of these diverse groups together simply .to maintain the
.proﬂect. A few coursed+and workshops have been conducted. .
Somte are of questionable value. A

~ + -

P

- The rénge of opinions-acéossisites and the dj®ersity of views within ,
a given site undersg'e‘s the importance of further case study work to
" inves igate" the subtler chemispry of community. involvement in markedly ! _ .
diffdrent situ;tibns.“’ln further césé study work, we will explore these
" issues ;n‘%feater depth: not tﬁat the range of issues has’been delipeatea.
* Cer azn questions of importance to f?geral,policymakefg hav® already

comp more sharply into ‘focus, however.
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ot Policy Implications of Project Experience with Community Involvement
. in the Planning Year . " .

- 2

Conditions that predatg 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
result- of Teacher Corps operations, but Federal rules and .regulations
designed for any specific program will most liKely not in themselves
bring about that chahgefﬁ'What will determine how successfully the
project is implemented and -the resulfs that are obtained ig-how the
local projects translate rules and regulations into strategies and

practices.

* The Teacher Corps Rules and Regulations are speeific:relative to
community involvement: The community must be a joint participant through
{an elected'Community Council. The Rules and Regulations detail election .
i of this council and the chairperson's participation in the Policy Board. o }é§§
However, to promote community participation in the educational process, '

federal policymakers should firsc consider how realistic it is to expect

- a‘'great many parents to become involved Moreover, they should take .
&}nto account the,. diversity that exists across communities and geographical

. regions. No single regulation will be equally applicable in all communi- .

V @féies This suggests that the guidelines should be written so as to

oy pr'ovide the Mocal project sufficient latitude to devélop its own -

v processes an:procedures for seeking participation in community councils, -
PTAs, and other school committees and’groups; that is; the localiproject,
can best determine "what works" in a particular situation. Perhaps the

‘ projects should be offered the option of deciding whether one council
can adequatel} represent the constituency or whether multiple groups,
Co such as one for each school, might besmore effective. Policymakers

should also reexamine the timing of the Council- election. As project

documenters noted, the, requirement for an election within 90 days after ‘ .-
start-up of the project created problems in some projeCts. S .
. . o %
. ¢ ¢ N - -
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Another area that deserves attention concerns incentives for parent .

participation, particularly-in the Community Council. As one documenter Y

wrote,

-

. L e

as adequately as they should, they have been important i
developing the community support for students and facult
which is so critical in a cross~cultural situation.’ Teacher . 4
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.

Although in some cases (Community Councils) do" hot funct;in/
y
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S/‘ di/ The Value of the Pf%nning Year for Promoting Communt&&)lnvolvement

As was the.case w{rh formacion of instiéutional partneréhipg, the
plénning year was valuable for establishing the community componeo;\of_
the projeect. In a numper' of cases, the time provided‘the opportunity
forggouncil'members to develop the confidence and skills necessary to

deal onh an equal’ﬁ66E;ng with participants from the two educational

‘ingtitutions. Moreover, the other participants 'had a chance to get to

know and gain respect for the community members. The“documenter, of the

~ -

Grant City project spoke for a number of projects when he wrote:
This time helped the Community Council discuss- thoyoughly
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 universicy
in the Teacher Corps project.

3

Relatively few prOJects, least of all the Grant City project; céuld
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 ohe:of the key ingredieﬁts of a process'
of grad/al 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

v

v
04 -

Diverse groups -are brought together tﬁropgh the Teacher Corps project
to dévelop a program that will ultimately improve éducacion for low-income
students. One of the most important of these groups is the staff of the
low-income school--the teachers, principal, the gides who have the most

direct influence on’ the education of studéﬁts.

This section describes the involvement of school personnel in Teacher
Corps project development. The experiences of one case study 'site are
presented to demopsérate how Teacher Corps Program man&ates 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;aé.ap example pf hqw
ideas are succgésfully translated into practical action and of what iésues
arise in program impIemsEfation at the sdh&%l level when isolated and
abstracted. The influences that helped and hindered the development of this
‘project can be seen in other accounts of p}oject efforts to plan érogram&
in the school. This case study and examples’from other sites raise issues

that ﬁaVe implications for policy on school-level interventions. -

.

Tk
Planning a Teacher Training Program in Ellington Schogi

The project director described the atmosphere at Elliggton Elemen-

*

tary School favorably, as follows:

Let me ‘tell.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 hawve .
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," °
but they 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

_ystudents are bused from a ﬁearby neighborhood. Ellington is a small

*Fictitious name for an ‘actual 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. thhing
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, a-language arts center/library, an office,, and a teachers'
room. In the basement are lunch tdbles, a sewing room, a phdtography room
and a physical education room, which was added this year. An unadorned

patch of asphalt serves as the school's playground.,

s

The positive atmosphere that permeatés, the scheol comes not from the
physical setting but from the people in the school. Inside the old.build-
ing, rooms and halls are brightened by children‘s art work and the

staff administration, and students seem to enjoy each other and the

experieace’ of teaching,and_learning a;@Ellington.

-

1

P s

.Developing the Plans . . * »

>

3]
When"the school year began.in the fall of 1978, teacherg learned

that the Teacher Corps project had been fudded. Staff from the college
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,
and the teathers unanimously requestedwtraining in thSical education
and music. The principal, district office§sta€t; and Teacher Corps

staff members were surprised and somewhat dismayed by their choice.
One teacher said.: . o
- v .
It was the principal who was pushing for 1angua§e arts and ~
we've alnéady had a grant in the past that I've written;
and besides, we have a beautiful teading.and languagemarts
center. All the teachers have their master g8 in reading.
We all know how to do it. We know *how. to teaéh 1anguage
arts. They all have ten years beﬁind them. < #0 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 areag would develop later.

v 57 - ' -
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* The next step was to plan the two programs and find instructors to teach
them. Neither the Teacher éofps staff nor the teachers had direwt
experience in either content area. As they began searching for avail-
able eiserts or programs in physical education and music, they soon
realizedvthat music and physical education programs need not be restricted
to singing and dancing. Two experts were found who tryﬁto link music

or physical education with improved cognitive, affective, and motor

learning. i
) ¢

™
i
¥4

Two Teacher Corps staff members took reeéonsibility for finding a

; 'physical education instructor. They contacted a colleague at State

Lo .
(a local. teachers' college) who had recently returned from a l-year
' advanced training program at a renowned movement institute in England.
o4 - As this teacher described, she vas eager to translate what she had .
learned in England into a_ curriculum for elementary school teachers,
and she was challenged by the lack of facilities at Ellington:
He (project director) safd the teachers wanted{to know how -
to set un a curriculum, objectives, materials,®and how to
teach phyaic education. I """a, "Q"“e 1711 be g4 lad 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 have 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
v 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
v private music institute that is t;ying to revolutionize music instruction. ﬁ‘

The musie inStructor described her enthusiasm about the proSpect of

teaching a group of elementary school teachers.

I got very éxcited because to be asked by a classroom teacher
to run 4 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, tbeiteachers and instructors
began planning the courses. Eariy in the planning, prob}ems arose !
concerning both budget and focus. A teacher said thac she repeatedly
asked for guidelines on budget limits but that the Teacher Corps
director told her not to worry about it. Whe; the director heard that

they could usedbout $200 000 over the-next:-2- years, he "almost fé“T/

off his chair." He finally promised $4,000 to pay for the teacher
trainiﬁg. The discrepancy in budgets,was due primarily to different
interpretations of what Teacher Corps funds could eover.. As the

- ¥
music idstructor explained,

*

It gradually became clear to us, which was a shock to everyone . -
eoncerned, 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 ldng 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 requesqg%'fuﬁds from the
city public schools office to offer demonstration les\ s. That office
released several thousand dollars. With the combin;d funds, Teacher
Corps p;ying for the teacher tréining and the city paying £ the
demonstrations, the teachers received the program they wanted; the
institute was able to offer a program o tﬁe quality it tries “to
maintain, and the Teacher. Corps project was able to offer a more X -
elaborate program than Teacher Corps funds albne éould have supported.

3 ’ .

Putting the Plang into Practic;

Both classes begah in ché’fall of -1979. The teachers were anxious
to begin training, and the instructors were eager fo test their ideas -
in a new environment. Ik fact:, the courses were so appealing that
several teachers from the other project elementary school enrolled.

Both instructors had somé initial crepidapioné about teaching class~
room teachers, as the following excerpt from our interview with the

music instructor indicates:

)

s

1
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MI: This is the first time I've taught classroom teachers
to be music teachers. -

~ ‘. » A3

Int: Did you see it as a challenge? - B

‘N 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. 1I've come to
enjoy this course very much. I look *forward to it
every week. -I enjoy the teachers and we're doing,
some ihteresting, 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.

..
3

Both instructors were available to counsel teachers during school
~hours. The music institute used its grant from the city to pay for a
“music‘in§tructor\4\3?ys a week to effer a music program for first and

second grade children. The physical education instructor spent every
- Wednesday at Ellington. 'She wanted the teachers to Ifivite her into
their rooms to offer master 1esson§, observe their physical education
1essoﬁs, and- offer advice, She’expréssed her reaction to the program
as follows: ."I go out there and I say, ;Oh, how are they going to
receive me today?' and by the time I'm halfway thfough the day it's

* so thrilling to see th&m."

.

Most of the teachers were also satisfied with the instruction and
‘with the a&ded help iff;fuctors gave during their classtoom visits.

Two teachers' commentS were:

+Tl: There's a 1ot of sharing of ideas. Like yesterday Julie
) had a really-good lesson with hér class, and the physical
education instructor had to share it. Since we're on
really different schedules, I'd never’had a chance’ to
sit down and.talk to her about it. That!s what I really
appreciate. The instructor is great at sharing thinég.
She is available on Wednesday. She has taught my cldss ,

. but I like takipg it totally on my own. She's welcome),
’ “ghe knows to come any time she wants. — - o
A N . NER
. % ‘

* .
Names have been changed. -

Jp— - . ~ L]
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T2 She will teach a master, lesson if we want and we can
- . repeat it if we feel as though we need it.
;:Agi ’ v
- The teachers were not always happy Wwith. the classes, however.

As the physicdl education instructor said, "If they didn't gripe, ‘some-
thing would be wrong; l wouldn't be working then." Some teachers ’ .
resisted visits to their classrooms, believing that they, were being ) - A
tested. Most of the teachers who complained about the classes,
. 'however, 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 ° 4

- didn't know what to expect, and they thought she wanted too
much work at the beginning. She wanted them to have her
observe them at least four times during the year doin
-activities we had‘ learned in‘class. Some teachers rzgected

; 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. - B N

’ The implementation of these field—based inservice classes had an\\‘\\
influence on the local teachers' college. Man§ of the college faculty
were active in field-based preservice programs before the Teacher ‘Corps
project began, but few have had ‘the opportunity to offer, inservice
courses in the schools or to spend time in teachers' clagsses. The -‘“T\
* physical education instructor said that the experience had'been invalu~ Y !
able, and she and other college faBulty involved in the Teacher Corps “
project said they used their experiences in. the schools in their college R
> teaching and- would not hesitate to encourage colleagues to spend more

- . time in the schools. - - .

T =€

= The influence of this specific Teacher Corps project on the
, + college's established procednre for offering teacher' training may not be
known because of changes in other IHE-level regulations. ,Eor example,
a college administrator said that the trend in teacher training is
moving imr the direction of field~based education. ﬁeﬁsaig,the state
board of ' credentials would soon require more field experience before P
' , 61 ¥ ~ ‘ v
Q v : - 'K\\\\\
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. / : students receive-cgedentials. He suggested_that National Teacher
Corps may have influenced the state's thinking or else Teacher Corps

R - and the.state are responding to the same trend. In either évent,
> changes are occurring at the college and the Teacher Corps project -
: can point to successful efforts to implement field-based inservice

. , courses. \tlthough the music instructor is not on State College s
staff, her

in field-based education:

comments reflect growing interest among teacher traihners
¢ 1
I think that direct services from the college to the
teachers is~the healthiest thing. To go into the school, N
to work with people im the school rather than have them A
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.

o Thesé,classes had several-‘positive gide effects. The teachers
L4
are now meeting once a.month to help each other plan curriculum.

At the college, other faculty members are becoming curious abogt what

their colleagues are doing in the schools. The teachers are beginning
to feel comfortable in soliciting help from cotlege professors on g a

other curriculum matters, and barriers between the interns and working

LI 2

-~ teachers are dissolving.. ' . B .
T . ‘ . Ge .

Aspects of Implementation Highlighted by the Example’.
v o

The planning and implementation process at Ellington Schodl was
S - 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 and were accustomed to working
as a team. The college staff was comfortable and familiar with working
n the schools. The planning year gave them a chamce to define mutual
) goals and find creative so%dtions to problems. Second, teachers took t
responsibility‘for their own program from the beginning. They believed e
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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‘e
.

inStructorstfor the program, ‘which contributed to their commi tment

to the music program Third, everyone involved remained flexible
while thEy planned. For example when plapning started, the’ principal
did not impose his will and order' the teachers to plan as he wanted,
he hoped additional planning would occur once the initial needs were
addressed %h the mind of the’ prineipal, the involvement of the staff
was a top priority and he supported their expressed objectives. P

When the planning was under way, the Teacher Corps director did not
specify budget limits initially becauseghe wanted the teachers to.plan
freely. Once restrictions werk imposed,. the teaclers and instructQr

did not give up their larger goals but sought additional .funds. Because
the district office supported the Teacher Corps effort, funds were
available. These funds diverted the potential confrontation over the

I «

differing pérceptions of what constitutes staff development. oo
o . ’

-The\descripton of the actual training process emphasizes the 3
importance of continued collaboration between teachers and trainers.
It suggests that teachers remain active and involved ingihe 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 lessons in the teachers nvironment. . The

success of field—based courses apparently depends greatly on the environ-

Ay
ment. For example, the physical education course was almost spoiled

by the addition of the other elémentary school teachers. They had not

~ planned the course, the schedule was inc0nvenient for them, ‘and they

viewed some of the assignments with suspicionv 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. ~

¢ T T ‘ .

The process of planning and offerihg inservice classes at Ellington
School is not unlike the process at many other Teacher Corps’ schools
across the eountry. The conditions, howewer, may vary considerably.
For example, features of the process that were taken for granted at’

N - .
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ﬁilington, such as good staff morale, were absent elsewhere. Some of

-

the sources of problems at Ellingfqnz such;as'incogporating teachers
from several- schools, facilitated implementation at other sites, Such

¢ N

issues are discussed in the following sectionm.

Sources of a Climate Conducive to Planning ac the School Level‘

Ellington School enJoyed a climate that was very supportive of the
Teacher Corps project plaéning ptocess. The eviden¢e suggests that the
following three €lements contribute to such a climate: high morale
among teachers, cohesiveness among the teaching staff, and flexibility
among administrators regarding teacher-initiated planning. Program
planners, however, cannot assume that these ingredients will exist in

the schools, as .the following discussion illustrates. S

> Teacher Morale

<

The teachers at Ellington School like where they work and enjoy
the children, each other, and the tea hing:profession. They communicate
freely and opénly and truet each othejk the=principal, 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

A )
it or we would go crazy.' v \

At‘many other‘gchools across Teacher Corps projects, however,
teachers' morale is not high; teachers\ane afraid in the schools and
they believe they are bverwerked, undegbaid, %?d qnappreciated. Wpeﬁ
morale is low, and when %;tcle trust exists between teaehérs and project
staff, the project, staffshas a more difficult time in convincing the
teachers th3t their needs will be taken seriously and tha£ their parti-

cipation in important decisions will be requested.'

Described here is an urban project in which teacher morale is an
_igsue. 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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' their classes, with Mondays and Fridays the worst days of the week...

* You have:so many defenses.

4
4

.

¥ teacher morale is one of the most pressing. The Te:;her Corps proposal
ents are not in

stated that at the highschool "25 to 40% of the st

the teacher absentee rate closely patterns the percentage of student

" -The proposal author speculated that one of the reasons

absentees.
for this problem may be teacher morale. , , )

. L A . '; ~

We will probably not be very successful in dealing with the .

problems that youngsters have in school 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 motivaté poorly mocivaquﬁ) ‘

students? . s .

The teachers also recognize that their morale is low, as démon-

strated in this respopse 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. 1I'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.
Parents and administrators are

against yoﬁ There s so much on top of you.

The teachers reflect theee attitudes in their expressed and implied

Their participation (or lack of participation) in the Teacher

behavior.
ole in school

ACorps program indicates how they feel about their

activities. The documenter described the negative] 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 ~in 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. )

»

Throughout the planning year, the project stgiiztried 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 projecé moves into its second year. We expect that
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< '  Prioritizin ‘ﬁeégé«on the basis oﬁ a numerical value

. -
.

oo : A :

those teachers who communicated and participated most in the program .

2 11 have a higher morale and will disseminate more skills than those P,

— &ho vere less involved. The challenge in this project is obviously

greater than thit in the Ellingﬁon_SchooI project.

\

'ani operations at the schools; in fact, morale is an important if not a
e

‘

" The example demonstrates that teacher morale influences planning q

" kej factor in the Teacher Corps Program. In the Ellington Schogl '
exaﬁple, the project was fortupate in not needing to combat low teacher
morale. Other projects are overgoming it, often througﬁ communication

as well as patience, flexibility, and sensitivity to teachers' ‘needs

and skepticism toward outside help. ' i
. Cohesive Teaching Staff o . U ;
3 - - . . )
. Ellington School is unusually small; the 16 teachers and theprin- . \
- cipal canfairlyeasily work as a group and communicate informally, R A »

Most schools, however—-especlally secondary schools--are much larger -
3

' _and more compartmentali;ed; and communication across’the entire staff- .~

. becomes more formal. . N . -

Q .
* If it’did not previously exist,” cohesiveness can develop through

. the'involvemént in Teacher Corps. For example, ﬁo;c projects ponéucxed
+ formal aééessments of{needs\%g the Fchoqls{ oftep b¥ means of a ]
structured questionnaire distributed to teachers. Teachers-usually
fillg& out the questionnaires by theﬁéé%vés or with their friends,

@g .tgrned the forms in, and walted to hear whiph needs received.the most
votes., In some ﬁrojects, however, teachers were bnbught together in : P
smalligroups to prevent the needs assessment érgcess from bécoming a
"wants assessment." One documenter described the positive resulté of

such face=to-face discussionsamongschooi*faculty members and\concluded ’ o

el - f - - -

< . -
that: - . P ) g - . .
- N -

oy

[}

—

— ‘:érrived at through consensus 1s generally accepted by the )

5 . .faculty as”a fdir, democratic decisio king‘p;ocedure,' < "
¥ .~ .and thus they are more apt to suppart Wfe results. The ) - !
« process, of course, demands a greater time commitment by . . '
all participants. The nominal group process also is ’ ) e
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highly regarded by both faculty aﬁd administrgtion as a
morale booster because it creates a social atmosppere
conducive to more intensive human interaction t is
ordinarily the case in the schools. One principal stated
that she would like to make the,needs-sharing process
“a permanent feature of faculty activities. .

»
Building teacher cohesiveness was, even a planning year objective
for one project: That project began soon after a divisive teacher

_strike, and the Teacher ¥orps staff believed it needed "to pull the

"

teachers together." The documenter reported that, '"seme teachers chose

¢ AN
to go on strike, others chose not to...teachers returned to school not

speaking to each other."

N
y

The actual sthool.site appeared to be a negative influence on =
planning because it had been the scene of hostile encoun;ers between
strjking and nonstriking teachers. The Teacher Corps staff brought the

lteachers to the IHE campus, 125 miles away from the school site, to
plan a program that the teacpers-believed they really needed. This

tactic appeafs'to'have worked. The documenter reported:

School beople 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 to,
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 administration was viewed as saying, "You can't
do that," now they are -saying, '"That's a good idea."

Once teachers began to communicate freely and have 'a sense of
'own@rship in the program, group cohesiveness began to develop. Teacher

Corpsactiv es "provided a new directional focus for the fdculty...a

mutual feeling of respect, unEerstanding, cooperation, motivation and
'communication was noticeable. . .

. o
-

- Administrators' Support for Planning

-

The Ellington School principal greatly facilitated the planning

K,prOCess in*his scﬁool) 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 pfincipal believed thdt once the

teachers” primary needs were satisfied, additional needs would be iden- -

o tified ! *f
l Prgject documentation indic d that prinippals' support of the .

’ project often dictated its success. For example, one project was

:alarmed at the lack of teacher participatipn in the.project and found

that the princiapls had failed to promote inservice participation

because they were noc involved in the planning. Another documenter

summarized the influence of supportive and nonsupportive principals as

‘follows: . ’ o .

" 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 "arofnd" the principal and gained considerable success
by holding "brown bag" training .sessions with voluntary
teachers. However, comparing the results with another high
school, 4 target school for'the Title IV=<C Staff Develop-
ment project, far greater participation, involvement, and
growth were achieved when the principal actively assumed
the responsibilities of instructional leader. ~

Finding Training Resources .
r ' .

: N :
The combination of conditions within Ellington School were ripe

‘for settinp in motion-a, teacher-initiated planning process. The
development of plans for the field—based training programs, however,
.required the availability of appropriace training resources either at
a nearby IHE or elsewhere. ‘' In the case of Ellington School, people
capable of delivering thé requisite'training were located at the nearby
teachers' college and at the specialized music institute. The fact
that these instructors coﬁ}d be located &epended to a large extent on
“’ the facts that IHE staff-(especially those involved with Teacher Corps)
weré‘inCereSCed in and aware of the teacher training resources in the

area and that the city is rich in such training resources. .

=
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The availability of resources was a critical problem for mény’pro—
jects, especially in projects where schools and training institutions were

separated by large geographical and cultural distances. As one documenter

v

of a Native American project observed:

Again, because of our hnique'sitdation it was imperative
that the program develop an alternative degree program
which was field based, interdisciplinary, and cross-
cultural <in nature. Simply to transplant-typical on-
campus courses, methodology, and delivery systems to this
rural site would not have worked; a new approach ‘thich
\_ Would take into account the students' backgrounds, life-
styles, and relationships with schools and communities,
and the limitations imposed by transportation and
N communication networks over long distances was needed.
There have been tremendous opportunities for developing
relevant, meaningful educational experiences that make
use of the interplay between theory and practice in
education and among the various disciplines usually
kept separate in traditional programs. As much as
passible, also, the students' own cultural perspectives
have been sought and used to enhgnce_learning.

t

Characteristics of the Flow of Activities at the School Level

-
- .

The success of the planning brocess at Ellington School was attri-

buted not only to the school conditions and availability of training

resources, but also € cteristics of the ongoing planning process
itself. Teachegf\ffiymed r¢sponsibility for identifying thzir own

or their doing so were varied.

needs, and the incentives 1 partici-

pants in the planning/remained flexible throughout the process, as
permitted by Qhk Teacher Corps Program mandate. Teachers received
training that fit both their definition and the IHE's definition of
appropriate "staff development." The resulting brogram 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 s -

-

The teachers at Ellington School did not need encouragement .in
' specifying their needs. In fact, they felt strongly emough about the
need for a music and physical education program to oppose adminisFrators.
In other siees, the teacners‘end project staff disagreed on goals or

the project staff had difficulty in conveying to teachers the need for

-

Fetting their own goals. -

A documentetr described how project staff resisted setting goals

for the teachers:

»

Itawould 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 hegin to
focus on training activities that will 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 incenﬁine.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 ah incentive than the
professional growth they expecteg to experience through the training.
Other projects expressed-the same sentiment: '

_In our prd?ect, teachers decided whether they needed

inservice, the type of training appeopriate, 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

t activity were those teachen@ whose interview responses .—
shaped the program.
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u In other pfojects, material incentives were a primary concern and
teachers were not satisfied with those that were offered. For exéhﬂi;,

‘ one documenter wrote:

Pofiz;;;kers should recognize the need to provide funds
for incentives to participants. Just as the policymakers 7
look for the payo#f from the projects, participants. look g
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

s reality of the market and operate accordingly... perhaps
v the THE 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 reluctazpfteachers. As a documenter noted, "It doesn't
1

matter what initially brings teachers to inservice actfvities; what

does matter is what hapéens to them during those activities and how

they. affect their students." s

Although material incentives are a potential means of encouraging
professional and personal growth, they must be defined clgarly and

thoughtfully or el'se they may be viewed not as a blessing but a curse.

Clear communication to groups (teachers, aides, parent85

of limitations involved in getting university credit and

™ the gemeratiqn of alternative incentives should be

addressed early, often, and consistently. Warning of

the dangers of unclear, of inconsistent-efferings would

be advantageous. )

g i

Incentives are important in the planhing and implementation of Teacher

Corps programs. First-year reports from the field indicate th?t in some

sites paterial 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 }earning,
. for its own reward; teachers became involved.and found the training

personally and. professionally enhancipg. 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,

Flexibility and Patience

As described,:the project staff, administrators,\:hd teachers at
Ellington School remained flexible throughout the planning process. -
The project staff did not come to the scﬁool with a preestablished pro-
gram, although it dié want -to accomplish goalé other than training-

P
-

teachers in physical education and music.

Few mandates in the Teacher Corps Rules and Regulations concern the
content or direction of inservicertraining. Only three are listed under
school objectives: education that is"multicultural, training to deal
with a wide range of variabilit§ in children, and diagnostic/preseriptive
training. If teaéhers resist training in these areas (and view such
predetermined goals as ''lay-oms"), prOjecés are free to incorporate -
these emphases within other training foci (e.g., multicultural education
can and should be included in any ﬂraining in content areas) or to

’ postpone emphasis on these mandated areas until the Qeachers' initial
needs are met. The Rules and Regulations are flexible becuase they do
ngt specify when or how these three school-level objectives should be

met.

The Teachér 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 thaf received a

/// " hostile initial reception from geachers at one school. In that project,
the Teacher Corp§ staff seE aside any notioh of working with the large
school group and focused ‘on the few teachers who were potentially g .
interested. The Teacher Corp$ staff waited for the time when the small
groups of teachers would convince their invited colleagues and together

. offer support for the program. The doéumentér reported:

. Ve afe convinced that a more aggressive .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. . ; ) ‘
/ .

M

-

\
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 conffo?fation
over yhat constitutes appropriate staff development activities. The
teachers and instructors at the music institute assumed they'would offer
a music program for childreng while the Teacher Corps project staff
a§sumed they would offer teg%her training. The differenée in perception
is probably ‘attributable to different degrees of exposure to the Teacher
Corps mandates and tg prior experience; 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 cgmé into

the classroom to teach the children. /

. /-

Because the Teacher Corps staff and teachers have different )
experiences with staff degelopment programs, perceptions need to be clari-
fied frem the beginning. A documenter from a Youth Advocacy 'project wrote:

In organizing and pr&ggssing 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.

: e ‘ . :7(; | ' )
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The university faculty agreed to help fulfill some short-

term goals in exchange for the promise to conduct studied...

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. ,

4 .
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. Pro%essors and the
teacher recipients will regérd staff development programs differently.
In the exdmples cited, IHE staff and teachers did not approach e%rly
planning with the same definition of what constitute’s staff development,
although compromises were reached. Other projects may never have
realized that some of their problgms in the schools may have b%en the

result of different concepts of appropriate staff development.

v

v
-

=

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
othef 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 i
had just moved to a new building when Teacher Corps projéct bégan and
they were suffering the residuar inconveniences of the move. The

df::denter described how this situation was handled p

The pervasiveness of an overworked feeling among the elemen-
"tary school staff and the serious nature of teacher com-

plaints gave clear’direction to planning by the Teacher ©
Corps staff. It was clear that more structured; small-group’
informational meetings, like those being held at the two )

seconddry 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 recdgnition
of the entire school staff at a comfortable location
away from the school site. an teacher stated, .'This
occurred just at the right time." Comments such as these
plus the enthusiastic response of the staff to the
invitation and the®large attendapce indicated that the
Jeeting was a highly appropriate and appreciated one.
This specific example illustrates tlie essential sequence v
- of having planning time to develop interpersonal

S relationships. Strong trust relations facilitate com-

L

munication about school climate and in turn result in
appropriate implementation activities. '

Many other ,projects, however, have followed the mandate in the
Rules and Regulations that all project schools Joincly participate in
: developing obJectives, and they have been pleased with the results.
.o For example, one project in the case stud§ sample sponsored a summer
program planned jointly-by teachers at all project schéols, community
people, and IHE'repnesgnratives. The summer program had two foci--
~ teachers teaching students in the morning and trainers offering inservice -
¥ classes for teachers .in the.af;ernoon. Teachers from elementary, middle,
and high schools parriEIpatéhz and some experimented with teaching at
“grade levels other than those they taught during the regular schog;/f
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; s
b Most of us have enjoyed having the three feeder schools

together and teachers sharing ideas. During the regular
school year, we~re wrapped up in our own school work.

0
»

§ 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
sch001. In other cases, teachers benefit from interactions with teachers

from other schools. The data suggest that projects should be free to

o chooségbhecher to focus planning on school-specific needs or on needs of
the feeder system. ! '
<N : B
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The Value of the Planning Year for Involving Personnel in Project
Development . o

2

One of the strongest messages recei;ed from the case studies and
<project,documentation so far has been that actively involving school.
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 whenathe planning year was over
but carried on with increasing momengym as the teachers became more
actively committed to the\inservice\ﬁrogram they had developed for

themselves. The foundation for the process’ however, was laid during

. . - »

the ﬂ&anning year. . .

N B b S .
Other projects described how during the planning year they laid
a foundation for active teacher involvement:—\ivenﬂin projects with
y

prior Teacher Corps experience, the planning year 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 Teacher Corps ideas and
activities. The teachers im the new schools needed time

to discuss, question, propose activities, and interact with
others involved in the planning process. While frustrating

tb 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. . ’ #-

» L4

Many project documenters mentioned that teacngrs did not know how

//P:o pian. 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: .

...eachH of the basic Teacher Corps outcomes...requires sub-
"stantial plamning.. In our case, the LEA has 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.

o

Some projects used the planning year to offer courses on how

to plan and were pleased with the results: -

. ' 2
The planning courses beiné\tbnducted 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." 1Im this
era of declining enrollment, reduction in force of teaching
staffs, school closing and consolidations, and citizen
outcries to ''cut down on school costs," it is unusual and
.refreshing to see teachers actively and enthu31astica11y
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
qgéeSSary because teachérs were eager to begin the proposed classes
and did not understand why they had to wait until the next school year.
Most projec;s} however, appreciated the planning year and the timé that
it gave them to Envolve school personnel in developing school-level

project activities.
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