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INTRODJCTION

* Model programs that must develop, demonstrate, and disseminate have a dif-

"ficult mission.” The-energy involved in development, and sustained through a

demonstration effort, can dissipate by the time the project turns to dissemi-
nation. Model programs must tHink_clearly about dissemination -- not only

during the last months of funding, but throughout; not only as a nod to a

funding agency's requirements, but as a conscious effort to extend project

impact.

For HCEEP Demonstration projects, dissemination* can mean:

XK spread

xx facilitating change
+% exchange

*x+ implementation

Model programs typically embrace the n.‘otion of "spread," developing, bro-
chures and awareness sessions and writing articles and manuals. These strate-
gies increase knowledge but rarely change people's skills and behaviors.

"Implementation" describes the ultimate goal of disseminafion efforts --
to get a program used in another setting. The view expressed in this monograph
is that if a program or its components aren't ultimately used elsewhere, the
dissemination effort has failed. Though difficult, the task of helping others
to use a new, "effective program should be the charge of all model program
developers. - ‘,

This monograph will try to answer this question: What must a’model de-
veloper know about successful implementatioh to effectively help others adopt
and use a model program? The ideas offered reflect the author's understanding
of rescarch on dissemination strategies that actually result in changes in
practice.

*This elaborate definition of "dissemination" resulted from work by the Dis-
semination Analysis Group in 1977.

i)
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The major source for this paper is a study recently completed by The NET-
WORK, Inc., at Andover, Massachusetts, called "A Study of Dissemination Ef-
forts Supporting School Improvement” (The NETWORK- Inc., 1982). Other studies
which preceded and fed into this one are also used as source material (see
reference list). These sources cornstitute a body of research examining a long
line of federally funded demonstration and dissemination programs (including
HCEEP) whidh used such varying strategies as: .

++ having publishers distribute government-funded, locally developed ,
materials; . ‘ )

.“xx describing a project in great detail, packaging it and distributir{g it
without in-person assistance;
- ’n
. »x engaging prospective users in a problem-solving process, selecting a
project for adoption and assisting in implementation;

-

*x using a network of developers and state-based facilitators to make
potential users aware of- a large variety of effective projects they
'might adopt, training them and. supporting implementation.*

This monograph uses results of research on these strategies to organize
guidelines for model program dissemination and to answer these questions:

xx What must tl'n_e__digs_eminatdn do to help others adopt a model program or
practice? ‘

.

*k Planni;ls Tools the disseminator and adopter can use to work together
to effect a long line of progehy that clearly demonstrate a_maximum
. return on' the investment of public monies?

»x What must the adopter do to implement a model program or practice?

Some ideas: follow. ) -

[

Linkage Program, Froduct Information Packages, the R&l Utilization Program
and the lMational Diffusion Network. See Bibliography for information about
each.

) RS 3

*Examples of these four strategies are U.S. Special Education Program's Market




v. WHAT MUST THE DISSEMINATOR DO?

Effective dissewmination is an interactive process. As a model program,
you must do certain things, and the adopting organization and individuals also
must perform in certain ways to make implementation effective. You can help
them perform their roles by helping them conceptuahze, plan, and organize the
effort. ASS1gn responsibilities and develop timelines in ways you know work
best. This is a far cry from sending out materials or giving a one-shot,
"goodbye-and~good-luck" workshop. It also is more effective. °

This part of the monograph lists and describes some of the assistance *
roles you must perform. Later in this document these ideas are developed in.
greater depth as a step-by-step process unfolds. Functions you can effective-
ly perform are presented here. :

Create ‘Awareness »

Individuals who are just learning about a new project which they might
adopt have two primary questions: What is it? and How will it affect me?
Awareness materials should address these questions. At this point, there is
no need for detail about organization and management, nor about all the vari-
ous outcomes the users can expect (although some of this, .f course, is neces-
sary); these details will come later, Keep awareness materials brief and to-
the~point. Create an image of, what the project. Wwill look like when it {s in
place (more about this later). A

Establish Commitment

Clearly, an externgl person alone cannot create commitment in adopting
parties, but you can affect that commitment. Talk with individuals or small
homogeneous groups about their benefits derived from using your prolect or its
components. Take advantage ge of your image as an outside expert. '

AN . ¢
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Provide Mstgrials v b -

Several years ago, cne federal education program (Sterns and Norwood,
-1977) found that providing materials alone does not effectively disseminate a
pregram. However, with your help interpreting and explaining them, materials
can certainly bhe important. Materials may“be the items actually needed for
implementation’ -- curriculum materials, equipment, recordkeeping -cards; etc.
-- or they may be instructional manuals -= e.g., "How ‘to Manage," "How to As~
sess Children's Needs," "How to.Teach Developmentally Disabled Children." All
materials must be-high quality, clear, and comprehensive. Check with an ex-
pert in product development. '

N,
~

Train

Secure a commitment from adoption site staff to attend training sessions.
Training should include step-by-step procedures for using your project --
teaching and assessment skills for,teachers, management skills for managers,
etc. Principles of adult learning must come into play here. Provide informa-
tion, demonstration, hands-on practice, and opportunities to discuss with
‘others and plan feor direct application to their own situation.

It is now accepted knowledge (Berman et ql., 1975; Hall and Lqucks,
1978b; Huberman and Crandall, 1982) that one-shot training is rarely success-,
ful. To use a new program, people must try out new behaviors a few at a time
and be able to come back periodically to solve problems and learn more. These
opportunities can be provided by dividing training into segments of, for exam-
ple, one or two days a month for three months. Or, a large initial session
can be followed by -regular individual and small-group consultations over the
next several months. These strategies allow time to practice, adjust and add
to behaviors with expert guidance. Without follow-up training, behaviors that
don't seem to work the first time will be discontinued or changed so radically
from what was intended that they may do more harm than good.

fL ]

Plan : '
£

Model .program developers offer a welcome perspective to people in poten- .

tial adoption sites; »the developers have a good program and they've used it A

well. They've seen it work in other, sometimes quite different settings, and

they have some ideas about effective implementation in most situations. .Yet

research (Bauchner et al., 1982) has found that one of the most important

kinds of assistance -- which rarely gets delivered, especially by an outsider

-- is helping individuals at the given site.plan for implementation. Planning

includes assessing the a'dopter"s own situation before fraining and implementa-
tion; making necessury adjustments ahead of time so the program fits the set- *
ting; and working closely with program staff to rearrdnge staffing assignments
and schedules, reallocate resources and fully understand what.needs to happen °
on a day-to-day .basiss¢ Implementation planning extends beyond the training

- phase so that continual adjustments can be made to help the adopting staff

» meet the needs of their own situation.

A
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Solve Problems and Troubieshoot

There are many ways to locate and solve'problems. Someone from your

" model program might return periodically (frequently at first) to an adopting

site to help users think about problems they are having as they implement yout
program. Often this can be done simply by visiting and observing and then
holding informal voluntary sessions for staff at the adopting site. Staff can
describe how things affe going, and you can discuss their problems and rein-
force what they're doing. Never underestimate the benefits of encouragement
-- especially in the first stages of implementation, when users are uncertain
about what they're doing and concerned about making things work.

Another and perhaps the most cost-effective way troubleshooting assis-
tance can be delivered is by working closely with a staff person at the adopt-
ing site to help that person become an expert and an advocate for your program.
This person has the advantage of.being readily available to serve as a trouble-
shooter for other staff at the adopting site, saving you time and the adopting
agency money for your travel. This delivery scheme also increases the adopter's
internal capability to use and support your program. The value of such a local
facilitator is well supported in the research on change (Bauchner et al., 1982;
Loucks and Hall, 1979). AT

Local facilitators can get things done quickly and efficiently; they are
accessible and often have resources on hand and some clout or influence to
wield. They are particularly effective if they support your program for their
site.

} . o

Monitor and_ Eva[_q_a_tg

Like follow-up assistance, monitoring is best“done by somebody who has
regular and ready access to the adopting site. Thus, as disseminator, yqu
might not do the actual monitoring and evaluation of an adoption effort. Mon-
itoring is essential assistance for any change effort; it helps ensure that
the model program is implemented as intended. ' ‘

Consider-how monitoring will be done and who will do it. Monitoring and
evaluating activities should be determined with the adoption site program
manager.

Reasons to monitor an adoption effort depend on that effort's intended
outcomes, so let us digress for a bit to discuss some different outcomes an
adopting site might seek. Two major kinds of outcomes may result from an ef-
fort to implement a model program (Loucks et al., 1982) -- implementation out-
comes (the assessment of which indicates how well the site has adopted your
program) and target population outcomesa(whose assessment measures the effica-
cy of the program itself). .

Implementation Outcomes. Various implementation outcomes are ‘possible,
ranging from those which involve individual users (teachers, health care pro-
fessionals, day care workers, infant specialists) to those which involve the
users' organization.




-

-integrated use of the new program and to assurance that the model "stickse'

Individual outcomes refer to the extent to which each user's personal be-
haviors or attitudes have changed to those needed for the model program. Sucn
outcomes include: )

- 5! an
o Change in Practice - How much change has occurred in the ‘user's .
behavior from before the adoption of the new program to the present? l

o Fidelity -~ How closely does use follow program design and intentipns?

o Extent of Implementation - How much of the model program, or how rr;any )
of its components, is the user employing? . - QN .

As a new model is integrated into an ongoing grogram adopters' skills in
using the new behaviors grow, and their attitudes toward the new program
change. Thus monitoring these "growth dimensions" is often useful. "Stages
of Concern" and "Levels of Use" are two concepts {described later) that can
help you assess the extent of this developmental growth of each user of your

model program. .

Although it is cr1t1cally 1mportant to know what individuals are domg
with your model program, orgamzatlonal change is also essentjal to an ,

Thus implementation outcomes which may be monitored at the organizatlonal
level must also be considered. These outhmes mclude .- \

-

o Orgamzatlonal Change - What changes have occu1 red that affect the
entire agency (for example, a shift in roleg and respansibilities, or
rlew allotments of time and space)?

Py

o Institutionalization - What steps have been taken to ensure that the
model program will become an ongoing part of the agency? For example,
in assessing these outcomes you might ask: "Are new staff trained to
use the program? Are all needéd ‘materials and equipment routinely
ordered and supplied? ‘ . '

Implementat'\on outcomes, both individual and organizational, can help you
determine the extent to which the adoptang site has 1mplemented your model
program.

It is also possible for you to provide adoption sites with tools for mon-
itoring the implementation outcomes, particulary those which occur at the in-
dividual user level. (Such tools will be disqggsed in the next sectlon of
this monograph.) ’

Target Population OQutcomes. Outcomes to be found in gxe target popula-
tion (for our purposes, the handicapped child and family) may include cogni-
tive learning, developing attitudes, acquiring skills, and developing psycho-
motor and’ life skills. The evaluation of such target population outcomes re-
quires the identification and use of appropriate assessment tools that should
be part of the package you offer adoption sites.

= | 1o
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Relationship_to Eva‘uatlon. Havmg looked at the variety of intended
- outcomes that will” 1ffect monitoring and: evaluation considerations, we are
better equipped to discuss gvaluation. Generally, two kinds nf evaluation are
conducted: formative evaluation is done throughout the course of the program;
summative evaluation is conducted at the end of a certain period and asks, "Is
" this program any good?" . - Y

-
-

When money is an oBject -- as it often is -- the sumjnative evaluation is
~often given pri~rity ovdr the formative. I would argue for the reverse case,
A number. of research and evaluation studie§*document the fact that often we
end up evaluating "non-events" -- that is, we focus on the outcomes of a
progfam that has not in fact been imiplemented. This poor focus easily occurs «
when only target populstion outcomes have been measuded; as mentioned above,
it iS necessary to examine lmplementatlon outcomes if we are to know whether a
program has . in fact been implemented. Conducting formative evaluations’, where
implementation outcomes are examined, will help ensure that the program is
.properly implemented; then a summative evaluation measuring target populati
oujcomes will truly indicate the efflcacy of the program. . .

In* addmon to clarifying evaluation results, monitoring implementation
outcomes provides needed irfformation for those supplymg, assistance., Knowing
the extent to which a program's components are being implemented by individual
staff members is a Key to knowing what kind of assistance would be most rele-
vant to them. - Either the same person should do monitoring and follow-up, or a
very close connection shquld be established ®etween the two roles. Another
benefit of monitoring is that individual staff members notice that attention
is heing given to the new program, a, clear ‘message that it is important for
them to continue to use prograin components.

Y . M +

_Finally, information gained during a monitoring process is 4 valuable
resource for comminicating regularly with & model program's clients or consti-
tuencies. A new program rarely achieves early success in target population
.outcomes, hut information pained through monitoring can be used to stimulate
continued efforts by keeping informed thvos¢ people who were supportive (or -
even skeptical) about the adoption. What kinds of things are happening now
that weren't happening before? Are increases in skills and sophistication in
using. the_new program noticeable? How do people feel about using the new pro-
gram? Bemg able to provide answers to such questions reminds people that
something important is hgppening, somethmg that ultimately can’ result in im=«
port‘ant changes for children. ,

Summary -
e/ -~
- In summary, these seven assistance and support tasks are crmcal to un

adopting site's successful 1mplementatlon of your model program or comjponents)
(Loucks et al., 1982):

L

)l
*xx Create awareness
x» establish commitment
«x provide materials
+x train . ¥
»x plan \mplemenmtu n




/.
( :
+x solve problems and troubleshoot
»x -montitor and evaluate ’ 9.

hJ3 . > . Q
The following section of this monograph describes some tools that can
help you perform these tasks. *

{

PLANNING I'OQLS L,
;

Practices and programs are described in many ways: by the goals they es-
pouse; by thre outcomes they achieve; by the facilities, equipment, and training
they require. They also can be characterized by approach or underlying phil-
osophy: "diagnostic/prescriptive.” "competency-based," "humanistic," "indi-
vidudlized." All these descriptors give-us a sense of what the practice ig
_(or is not),. but.they hardly help us picture the practice in action. They do
not help us understand what we might do to implement the practice, nor do they
guide us in what to look for in evaluating the practice. We are forced to
make leaps of faith that a program is being implemented when peo, le say it is,
and we therefore can be of limi}ted help in improving program use.

SOC and LOU

To describe how individuals change as t‘hey implement new p.rograms, the
-Texas Research and Development Center for Teacher Education developed these,
conceptual frameworks: "Stages of Concern" (SOC) and "Levels of Use" (LOU).
Both frameworks consist of specific tools that disseminators can use.

Stages of Concern. When involved with an innovation, individuals gener-
ally progress through three global stages in their concerns ahout the new ap-
proach. Concerns about-self ("How will this affect me?") manifest during in-
troductory phases. The initial use period is characterized by concerns about
program management ("Will 1 ever get it all organized?"). Only when these
concerns ar2 resolved do concerns about impact on learners dominate ("Are tt\ey
learning what they need to°learn?"). Hall and Loucks (1978b) identify seven-
stages of concern that reflect this general progression (see Figure 1).

L]

Levels of Use., The way people use the rnew programs also changes. Gener-
ally, as individuals become more ‘familiar with a program, they become more
skilled: and coordinated in its use and more sensitive to its effect on stu-
dents. Levels of use of the innovation (see Figure 2) is another dimension
that describes changes in individuals in relation to their actual use of an
innovation (Hall et al., 1975).

As noted earlier, different dissemination and implementation activities
are appropriate at different times in the change process. "Stages of Concern”
and "Levels of Use" are good tools for judging appropriate dissemination and
implementation activities. For example, if pecplg are asking "What is it”"
and "How will it affect me?" (Stages 1 and 2), it's useless to deliver a

_8_ lc?
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Figure 1

a STAGES OF CONCERN: TYPICAL EXPRESSIONS OF CONCERN ' N
ABOUT THE .INNOVATION*

Stages of Concern Expressions of Concern

(0) Awareness "I am not concerned about the 1nnovation;"

(1) Informational "I would like to know more about the innovation:"

(2) Pe?sona] ‘ "How will using the innovation affect me?"

(3) Management "1 seem to be spending all my time getting materials
readx." .

(4) Consequence "How is my use aftecting kids?"

(5) Collaboration "I am concerned about relating what 1 am doing with

what other instructors are doing."

(6) Refocusing "I have some ideas about something that would work&
even better."

Hall and Loucks, 1978b*

*This publication (seekBibliography for complete citation) explains in detail
how to use this tool and how to relate it to "Levels of Use" (Figure 2).




. ‘ .
) Figure 2

LEVELS OF‘hSE OF THE INNOVATION: TYPICAL BEHAVIORS*

Levels of Use \ Beéhavioral Indices s
(0) Nonuse No action is beiny taken with respect to the
innovation
(I) Orientation. The user is seeking information about the
innovation
(I1) Preparation The user is preparing teo use the innovation
(111) Mechanical Use’ The user is using the innovation in a poorly .
’ coordinated manner and is making user-oriented &
changes
(IVA) .Routine The user is making tew or no changes and has
- . established patterns-of use :
(IvB) Refinement The user is making changes to increase outcomes 5
(V) Integration The user is making deliberate efforts to
coordinate with others in using the innovation
(VI) Renewal The user is seeking more effective alternatives to

the established use of the innovation

Illlll!lllIlllllIIllllllIllIlllllllllllIIIllllllIl-lllllllllllllllllllllllllllll
Hall et al.,, 1975*

» ¥ . ‘
| —— |

‘ *This publication (see Bibliography for complete citation) exphﬂns'in detail
how to use this tool and how to relate it to "Levels of Concern" (Figure 1).

—10_
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"how-to-do-it" workshop, or to spend large amgunts of time explaining the pro-

gram's effects on children. In addition to helping the disseminator antici-

pate adoptors' questions, the ideas presented in Figures 1 and ? are helpful

for follow-up assistance, when it's not clear where people will be in the

change process. For example, one year after training, some people will be at

a mechanical level of use, some will be at a routine level, and still others

will be refining the program. If the person providing follow-up assistance is

_ sensitive to each user's level of concern and use, just the right type of as-
gistance can be provided.

Simply reading more about the concepts and being sensitive to differences
in people is one quick way to assess stages of concern and levels of use.
More rigorous assessment can be made with paper and pencil (Newlove and Hall,
1976; Hall et al., 1977) and an interview procedure (Loucks et al., 1976).
Model programs have found much success using these tools to guide assistance
strategies.

The Practice Profile

In 1978, The NETWORK was funded by the U.S. Department of Education to
investigate several federal dissemination strategies that supported school im-
provement through the implementation of new practices. Working with the Texas
Research and Development Center at Austin, The NETWORK developed a tool called
the "Practice Profile" (see Figure 3) to define practices selected for study.

The Practice Profile provides a picture of the model program. The dis-
seminator can use this picture to effectively describe to potential adopters
what the program looks like and how individuals behave when the program is in
place. The profile also can be used as a yardstick to measure the progress of
implementation.

The Practice Profile becomes a monitoring tool to answer questions such
as: To what extent has the program been implemented? and How closely to its
intended use is the program now used?

Practice. Profiles differ from other tools in several ways. First, the
profile standardizes the format in such a way that components are comparable
across practices. This makes statistical analyses (necessary in research and
evaluation) possible and enables individual projects to compare their prac-
tices with those of other programs; potential adopters can easily look across
several projects. The NETWORK has also envisioned and is currently developing
a "component bank" that will allow projects to describe themselves by borrow-
ing rather than creating their own component descriptions. In addition to
providing comparability, use of this component bank will be much less time-
consuming than the independent composition of component descriptions. The
bank will also allow potential adopters to u‘ccess useful descriptions of vari-
ous practices. - ’ '

The developmént of Practice Profiles rests solely on the developer's per-

. spective of the practice. Research (Huberman and Crandall, 1982; Hall and
Loucks, 1978a) and cxperience tell us that school improvement efforts benefit

from a clear, concise image of what a practice should look like: teachers and
instructors want to know what's expected of them, and evaluators and researchers

-11- 15
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PRACTICE PROFILE: A SAMPLL FROM THE ADULT BASIC SKILLS PROJECT (ABSP)

Part 1 - Component Checklist

f e T R

Component

ldeal

Acceptable

Unacceptable

1 Diagnosis

Instructor diagnoses
student reading and
math levels using ABSP .
Competency Tests

W

Instructor diagnoses student
reading and math levels us-
g procedure other than
ABSP Competency lests

I_1

=

Instructor does not dfagnose
student reading and math
levels .

2 lInstructional
Program

Instructor designs an
individual tzed program
tor each student bhased
on entry level skills

H

Instructor does not desiyn
an indfvidualized program
tor each student based on
entry level skills

3 Use ot Materials

[nstructor desiyns
program tor each stu-
dent, using ABSP
materials keyed to
student level and en-
riched with wide vari-
ety ‘ot other materials

Instructor desiyns program
tor each student utilizinyg
only ABSP materials keyed
to student level

OR
Instructor designs program
tor each student utilizing
materials other than ABSP

W

Instructor desiyns program
for students without using
materials

4 Instructor Role

~

16

buring student work
time, instructor acts

as tacilitater, assists
students sndividually
when asked and convenes
tor direct 1nstruction
small groups ot students
with common skill needs

Wi

During stuaent work™ time,
instructor acts as facili-
tator amd assists students
individually when asked, but
never 1nstructs students 1n
groups

9

During student work Lime,
instructor usually leads
groups or lectures to all
students toyether

OR
During student work time,
instructor is not available

- 1

N

O

Aruitoxt provided by Eic:

lzJ!::tt: Checkmarks indicate actual use ot each component

{continued)

{




‘Figure 3 {(continued) k - ‘ .
PRACTICE PRUFILE: A SAMPLE FROM THE ADULT BASIC SKILLS PROJECT (ABSP) <X ; :
Part 2 - Implementation Requirements : Part 3 - Practice Characteristics ‘ .
1 Costs: _ . 1 Purpose:
Start-up: $3,000 (program for lbO students) Basic skills development
Continuation (yearly): $50 per student _ “

(NOTE: this is without addinyg staft)
. 2 Pedagogical Approach:

2 Training: . diagnostic/prescriptive
Two weeks for staff before implementation

Two 2-day follow-up sessions over first year
lTow (circle one) high

7 , .
3 Materials/Equipment: 3 Concreteness of Benefits: 1 2 (39 4 5
ABSP Reading and Mathematics Curriculum comment s
o Guides (one per student)
: 4 Precision of Definition: 1 2 3 (::::) 5
4 Personnel: ’ .
' . comment s
No additional staff required . .
Instructor needs usual skﬂlf.,fa.teaching- _ )
adults, knowledge of basicC reading and 5 Prescriptiveness: 1 2 (§:> 4 5
math skills
comnments
‘9
5 Organizational Arrangements: vl
6 Complexity: . 1 (j£:> 3 4 5
A classroom where workspace and materials . -
may be available to students at all times comment s




.

want to know what to look for. The developex"'s perspective provides a useful .
framework to clarify practice expectations and provides a standard to measure
fidelity. Further, the Practice Profile format does not eliminaté the possi-
bility of describing user adaptations, thus providing a descriptivé as well as
an evaluative tool. -

Finally, the Practice Profile is more than a checklist of components of
the practice. It does include a component checklist, but it also provides-a
precise list of implementation requirements that show potential adopters what
they must do before implementation and what support elements are needed. The
Practice Profile also includes a system for assessing practice characteristics
such as complexity, purpose, and prescriptiveness. Sonle characteristics have
been shown (Rogers and Shoemaker, 1971) to make a difference in how and whether
new practices get implemented. With the three kinds of information available
from the Practice Profiles (component checklist, implementation, réguirements,
and practice characteristics), consumers can make wise seleétions between pro-
grams. Practice Profiles offer a standard of comparison. J

i

Component Checklist. Part 1 .of the Practice. Profile, the component check-
list, identifies a manageable number (usually between six and twelve) of pro-
gram features, each described behaviorally (i.e., .role definitions are given).
Variations are described. according to ideal, acceptable, and unacceptable uses
of each component. There can be any number of variations or no variations in
each category. For example, in Figure 3 there is no "acceptable" variation of
component 2; only the "ideal" use of the component is permissible. It is not
necessary to list components in which any variation is dcceptable, since they
can be used in gny way or n&t at all.

~

Y

Component descriptions do not include requirements for implémentation,

. such as training, facilities, persorifiel, or equipment. These are describedin
the next section of the Practice Profile. Rather, the component checklist de-
scribes the prdctice in use. Merely having had training, or having the rmght
materials, personnel, or facilities, does not necessarily mean anything is ac-
tually being done -- that people are actually behaving in the defined ways.

. ' Two kinds of checklists can be developed. The first, which The NETWORK
has used most frequently and finds most valuable, is focused on the user.

! Definitions of behaviors state, for example, "The user tests ...," "The user
groups students ...," etc. This kind of checklist can be used to monitor in- \
dividual hehaviors by completing one checklist for each user.

The second kind of checklist focuses on the practice as a whole and is
most useful for complicated practices where people perform several roles. A
practice focused on job training, for example, involves counselors, trainers,
administrators, and teachers, each of whom behaves in different ways within tHe
program. Here, while it is possible to create a user-focused checklist for
. each role, the large number of actual checklists would be cumbersome. Instead,
' one checklist can be constructed to combine all roles -- a practice-focused
checklist. This type of checklist is particularly beneficial in describing a
practice to new audiences. Figure 4 ill:strates a simplified practice-focused
checklist. :

-14- 20




Component.

PRACTICE PROFILE:

Figure 4
JOB SKILLS TRAINING (JST)

Part 1 - Component Checklist

Ideal

N

/. Acceptable

o]

m

N Unacceptable

1 Diaynosis

bDuring the tirst visit,
a counselor interviews
student tor job ybals
and adminiisters the JST
Job Competéncy Test

During the first visit, a
counselor interviews student
for job goals and administers
a test of job skills other
than the JST Job Competency
Test

-~}
Ouring the first visit, a
counselor does not interview
student for job yoals and/or
does not administer a test
of job skills

proygram based on job
yoals and entry level
Job competencies

¥l

Yl 7l . ‘
N ’
2 Instructional Instructor develops for Instructor develops tor Stu-
Proyram student an individualized dent ah individualized pro-

gram that ignores jbb goals
and/or job competencies

. OR
Instructor does not develop
an individualized program
tor student
121

- o

3 Work Mode

Students come and yo
freely.at Learning
Center, working on the -
materialscprescribed in
their proyram at their
own paces, assisted by
monitor upon request

Students come and yo freely
at Learning Center, working
unassisted on the materials
prescribed in their proyram
at their own paces

! ﬁZI ;

2

Students come to Learning
Cenver at assiyned times and
work-on their own proyram &t
a pace set by instructor

4 Monitoriny

Instructor and coun-
selor both monitor
student proyross by
meeting as a tireesome
once a week and formal-
ly testinyg proyress in
competency acquisition

at least once a month
)

ll et L
- vy

Either instructor or coun-
selor monitors student pro-
gress by meetiny with student
once a weéek and formally test-
iny progress in competency
acquisition at least once a
mpnth -

; ! [/“

Student proyress {s not mon-
itored at all, or is moni-
tored through either meetings
or periodic tests ot compe-
tency acquisition but not
through both

“y

R A I R ——————————————..
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lmplemggiq_ggn__R_e_(Lu_ir_-glgg_nt_s_s_gqq_lir_a_ggi_cg__(_lhgr;a_ctgristics. The second and
third parts of the Practice Profile are & listing of implementation require-
ments, which are self-explanatory, and an assessment of practice characteris-
tics. Definitions and decision guidelines for assessing practice churucteris-b

tics are not included here but are available in Loucks et al., 1982, ’

9

Collecting Data for Practice Profiles >

Practice Profiles should be construt';d by or with the developer of the
practice. Information ahout components} implementation requirements, and
practice characteristics comes from interviews with the «developer, reading
print materials, and observing the practices in use.

A component checklist may be completed for each individual user or, in
the case of the practice-focused checklist, for the project as a whole or teams #
of users with different roles. Interviews with users are the most common way *
to collect data. Users are asked an open-ended question: describe your use
of the practice. After the response, the interviewer probes any of the com-
ponents that were not described. In some cases it is preferable to observe
users to validly assess component use, especially when instructor-student in-
terdction is.involved '(for example, when a certain ratio of instructor talk to

* student talk is required).

(

Using a_Practice Profile in an HCEEP Program

Although the Practice Profile was originally developed to describe cur-
riculum and instructional practices in the mainstream of education, the pro-
file is equally applicable to model programs for handicapped children. "Users"
can be teachers, health care professionals, or day care center personnel. Each
has a role in making the program work, so behaviors of eath can be described *
as components. . .

Use the Component Checklist for an early estimate of how much the adopt-
ing agency must change in order to accept your model. Some agencies will have
many of your program's components already in place as they begin the process; *
others will need to start at or near the beginning. In the former, cdse, where
only minor adjustments are anticipated, a limited amount of dssistance is -
needed. A good beginner's training session to bolster enthusiasm and develop
commitment will suffice -- as long as the leader of the agency continues to
support ahd make accommodations for continued use. An agency that inust make
major changes, however, can benefit from more specific, long-range assistance,
with continued support from all kinds of staff" members, local experts, and the
leader as well. When prioritizing the sites with which you will .spend your
time, these "major changers" should be high orr your list.

Practice Profiles help us understand and picture what people are doing °
with parts of a program, thereby aiding dissemination and monitoring efforts.

.
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WHAT MUST THE ADOPTER DO? '

.
>

Al
@

-

Implementation of a model program’at a new site can succeed only through
a collaborative effort. All' the appropriate assistance in the world will be
useless ‘without the ‘commitment and attention of people at the adopting site.
As Huberman and Crandall (1982) show, a constellation of players is needed to
mnke  model program work. . )

In your role as disseminator you ‘mudt educate individuals at adoption
sites about their roles. This procédss involves more than training in the com-
ponhents and organizational requirements of your program; it includes under-
standing what .factors lead to successful implementation and how 16~put those
ingredients into place. Thistlast sectign of the monograph discusses thdse
ingredients and describes who might contribute most successfully to dach (see
.\Hubermnn and  Crandall, 1982). .

L4

Develop a Vision

If you deu't know where you're going, there'g not much chance you'll get |
there. Applied to model program implementation, this axiom underlines the y
need for an adopting site to be clear about results they seck. What will.
various people be doing? How will the facilities look? What will the chil-
dren be doing? Here, the Practice Profile comes in handy, particularly the
Component Checklist. ¢ '

The adopting agency need not adopt your "ideal" vision. Rather, working
with site staff and with you, the adopting group's leader can describe the
agency's unique vision. Your response may be to accommodate some¢ of the con-
straints or peculiarities of the setting (e.g., different child needs, licens-
ing requirements, funding considerations) by adding components to the model
program. Using the Component Checklist as a starting point, work first with
the adopting site to develop a vision.

The .Leader

~If your program regpires significant change for agency staff, the leader
of that sgency (i.e., director, section chief, principal, manager) plays a
critical role. ‘I'tis involvement, however, need not be directly related to the
model program or practice. For example, if the model program involves an us-
sessment battery to be used mainly by health care professionals, there is no
reason why the agency head should provide direct assistance. lInstead, the
leader's most important contribution is to the agency's ongoing procedures and
efvironment. Bauchner et al. (1982) show that as orgunizations become more
stable, "crisis-managem’ént“' orientation legsens, and the potential for.lasting,
agency-wide changes increases. Here, the leader of the adopting -site is the
key. Has she or he established procedurks for making and carrying out plans
and solving problems as they arise? These are important areas for a leader's
attention; without stability and a systematic orientation, any new program
will be short-lived.




Commit

. | - .

A's noted éearlier, it is important-to have sn image of what the program
will look like after it's in place. - This image is part of a commitment made
by a ledder or leaders: this program will be implemented. The decision to
adopt may be made collaboratively or by the leadership only, but the important
thing is that the commitment be public and unequivocal. This .action doesn't
necessarily require strong-arming (though it sometimes may, if all else fails);”
active enthusiasm may suffice. A statement of commitment may be soft: "This
progranm has had excellent results elsewhere and we've decided to try it here.".
The key is that the staff must realize that they -will be involved in using the
program, . - :

Unless assistande, immediately follows a decision to commit to a model,

. "ip-service compliance" usually results; nothing really changes. So it is
essential that the adopting agency's leader provide his or her staff with help

and encouragement. Plenty of initial and continual help is essential until 7

the modél program truly is a way of life at the adopting site. This assis-
tance is not restricted to individuals; it must slso involve the establishment
of procedures that will "stick" when attefition to the- program lessens. The
adopter must automatically train new staff, routinely order necessary materi-
als and equipment, and provide a budget line item”to support the program.
Without these procedures, well-implemented and beneficial programs can be
lost, often without a trace.

A mandate, followed by assigtgnce. requires another ingredient -- con-
tinued encouragement and intangible support. This ‘might be termed "prgssure,”
but not in the more common, negative sense. Effective leaders are visibly ’
suppobtive of new programs, offer personal encourafement, and are available to
talk about and act immediately on problems that arise. These people make it
clear that the program is a priority. They take their ‘monitoring job seri-
ously. This kind of pressure must start early and stay late,

Limit Aduptation

Berman and McLaughlin (1975) and Hall and Louoks (1978a) document & pro-
pensity for adopters to adapt, change, modify, even nutate a program before or
during implementation. Often what results hardly re:embles the original pro-
gram. If the disseminator believgs the model program or spractice works the
way it was developed, and if the ‘&dopting site is not altogether unlike the
disseminator's site, the adopting agency's leaders should ellow his or her
staff only a limited amount .of latitude to change the program. Here again,
the disseminator can help. With the Practice Profile, point out the compo-
nents you believe are essential and Bhould be used "as is." Designate other
components where users have choices -~ beilng allowed to adapt a program to
one's own situation tontributes to ownership, which is important to success.
However, ownership is useless if the critical parts of a program have been
changed beyond recognition. Setting clear expectations at this stage will

further the potential for success. ,

A
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CLOSING

Disscmination is an essential task of a model programm. And, to succeed,
dissemination efforts require time, attention, planning, and action throughout <
the life of the model project. Furthermore, dissemination is a highly complex
process that takes more than fancy brochures and awareness presentations.
Rather, to ensure that a model program is w;xed appropriately and successfully
in another site, assistance to that site must pe substantial and ongoing and
must include a strong component to educate leaders at the site about key in-
gredients for success. The best of intentions; the most collegial, partici-
patory implementation process; or the greatest program ever created cennot
alone ensure implementation success. An array of elements must be built in
and carefully integrated to. significantly raise the potential for success.

i
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