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Reprinted with gernmission from The Amerizan 3shcol
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Boardroom
Bottom Line

The budget your board approves and the process
you use to burld it show the public your school priorities

BY BARRY J. HARTLEY

OTHING SAYS MORE about what your school

board considers important thzn your annual bud-

get. After all, a quick compariscr: of the money

atlocated to, say, remedial reading versus that spent

on the football team can be a telling statement of
20ard priorities.

That’s why you need iv take great care when you put to-
gether your next budget. It's not enough simply to balance
revenues and expenditures. The public expects you to provide
the best education possible for its tax dollars, so you have
an obligation to review your school budget with renewed dili-
gence and a determination to put the needs of students above
all else.

If you're new to your board—and to budgeting—no doubt
a lot of questions are coming to mind: Where do I begin? What
do I'look for in the budget? How do I tell whether the budget
meets the board’s education priorities?

As a former school board member and a consultant on
school finance, I know the difficulties you see ahead. So i’ve
put together this ten-step primer for better budgets:

L. Start with fiscal poliries. A therough review of board poli-
cies regarding the budget and the use of funds is wise. One
school system ran into controversy when it was discovered
that administrators were transferring funds from one account
to another—basically rewriting the budgst out of the public
eye. Only the school board had the authority to make such
changes, but no policy existed to guide administrators.

Your policy handbook is a good place to begin this review.
Make sure you have policies specifying what budget proce-
dures will be followed, which accounting and reporting systems
are to te used, and who has check-signing authority. You
should also review policies for compliance with state regula-
tions. Good policy models are available from the state or
national school boards associations, or ask to review the policy
handbooks of neighboring school systems.

2. Select a format for your budget. Many school boards rely
on a budget format that lists expenses according to categories

-arry J. Hartley is professor of educational administration at the(

University of Conmecticut, Slorrs. N
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such as salaries, supplies, and textbooks. But this ‘‘object
budget’’ tells little more than the cost of thirgs you've pur-
chased. To decide whether resources are being wisely allc-
cated, you should insist the superintendent present the budget
in additional formats.

One useful format lists how salaries and other expenses
are divided among specific programs, such as re:.ding instruc-
tion, remedial programs, dropout-prevention efforts, central
office administration, and interscholastic sports. This "*pro-
gram budget” allows your board o see funding priorities—and
to raise questions if, for exam, :, large sums are allocated
to under-enrolled electives at the expense of basic-skills
courses.

Another format is the ‘‘site budget,”” which can point out
spending inequities among individual schools. Decide what you
want to know, then select the format that will provide you with
that information.

3. Ask what assumptions guide the budget. Your board’s
review of the budget request shouldn’t start and end with the
tottom line. First, you need to know what factors influenced
the superintendent’s proposed allocation of funds: Is the ad-
ministration predicting increasing enrollment? Were poor test
scores the reason behind increases in remedial programs? Do
staff deveiooment programs need to be bolstered? Have new
state mandates forced additional expenditures?

The assumptions behind the budget’s development and
the superintendent’s priorities should be listed at the begin-
ning of the budget. The superintendent should tell the board
how this year’s budget differs from the previous year’s and
why. This is important because the board might not agree with
the superintendent’s reasoning, and without this information,
board members cannot make appropriate changes to reflect
their beliefs.

4. Ask the tough questions. Don't be reticent. Askiag tough
questions will help you make the right decision when it comes
time to approve the budget. And knowing the answers will
save you emparrassment if someone asks the same questions
at a public budget hearing. After all, you don’t want to turn
to the superintendent every time a question is raised. You
want t¢ show that the board is well-informed. (For a list of
typical questions, see the article on page 31.)

5. Allow yourself options. Your school board isn't forced
to accept the superintendent’s budget proposal. If you don't
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budget-making process at the end of each year. The
following checklist will help identify areas where
potential problems might be waiting to happen.—H.;.H.

It makes good sense to evaluate your schooi board’s

Conducting the hearings

Roles of board and superintendent are clearly

defined.

Board financial policies are updated regularly.

—— Financial data are accurate and timely.

—— Staff is adequately involved in budget request.

———— Public heazings are held with citizen pasticipation.

Budget document (or executive summary) is widely

distributed.

Budget process complies with legal requirements.

Community/political support is generated for budget.

—— Contingency strategy (budget options) exists.

—— Efficient accounting/financial reporting system is
used.

Organizing the document

Cover, title page, and overall appearance are

attractive.

——. Includes table of contents or index and numbered
pages.

— Lists names of board members and officers.

Includes organizational chart and lists school

administrators.

Includes ~udget message or letter of transmittal.

——— Uses good graphics/artwork, charts, figures, tables.

——— Style is clear and avoids technical jargon.

This checklist makes for better budgeting

Document size and shape are manageable,

—— Offers glossary of key financial terms.

Includes concise executive summary (budget in
brief).

Compiling the data
Bottom-line requests are politically feasible.
— Considers school system goals and objectives.

— Considers budget assumptions 4nd priorities.
——— Includes summary of ‘“‘object budget’- (salaries,
supplies).

Includes summary of *‘program budget'’ (reading,
math).

Includes summary of “‘site budget’’ (individual
schools).

Provides budget history (expenses listed for five
years).

Gives unit cost analysis (p2r-pupil expenditures).
Summarizes estimated school system revenues from
all sources.

Explains impact on tax rates.

Explains major cost factors (contracts, inflation).
Explains budget coding systzm (chart of accounts).
Considers performance measures (test data). Lists
pupil enrollment projections by grade.

Gives staffing history and projections.

Considers long-range plans for school system.
Justifies major decisions (layoffs, closings). ]
Compares costs to other districts and state averages.
Summarizes capital budget (improvement projects).
Includes budget detail (line-item expenditure data). ]

agree with his assumptions or funding priorities, you have
every right to insist on alternatives. That's especially true
when financial problems arise. If painful cuts must be made,
you'll want to be able to choose where the ax must fall.

One approach is zero-based budgeting. This approach
requires administrative departments not only to explain in-
creases in their budgets, but also to justify the very existence
of their programs. Another approach is to ask them to explain
how they would make a 10 or 15 percent cut in their budgets.
Some ideas: deferring equipment purchases, delaying mainte-
nance work, trimming staff development funds, or cutting staff.

6. Prepare an executive summary. The school budget is for
everyone, So ask your superintendent to provide a nontech-
nical, easy-to-read summary of the budget for laymen—which
might mean board members as well as interested taxpayers.
This 10 or 15-page summary should contain budget highlights,
the superintendent’s budget assumptions, explanations of any
unusual variations from the previous year's budget, and reve-
nue estimates.

Included in this report should be one-page summaries of
the various budget formats used, along with an explanation
of what these formats reveal. If it's properly prepared, the
executive summary can be distributed to citizens and the

30

press—and for most of them, serve as the only material they
need in reviewing the budget.

7. Plan public hearings. Depending on the degree of public
interest, your board might want to develop procedures for citi-
zen participation in upcoming budget hearings. That's especial-
ly true when staff cuts or tax increases raise the specter of
controversy and angry public displays.

If you expect a hue and cry, it's a good idea to choose
a large room for the hearing, set aside space for television
cameras and reporters, arrange a procedure for speakers (pro-
vide sign-up sheets or set time limits on comments), and pre-
pare a question-and-answer handout for the audience. Inviting
key administrators (including principals and program directors)
to field questions from members of the public will add credibii-
ty to the answers.

8. Provide attractive docums s, Your budget sets the direc-
tion of the school sysiem for the coming year, so use the
budget as a public reladons opportunity. Avoid dull, difficult-
to-understand printouts of line after line of figures. Treat your
executive summary and other budget materials as if they were
a corporate annual report. Publish well-organized, easy-to-
read material, using pie charts and graphs and concise, jargon-
free writing that sells the public on the budget.

THE AMEBRICAN SCHOOL BOARD JOURNAL
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instructional dollars are being redistributed in next

year's 2nnual budget, are you prepared to answer?

You'd better be. To win public support for your
school budget, you must anticipate the most challenging
and difficult questions and insist your superintendent
prepare responses to them. Even if the quesions never
arise, knowing the answers will help your board fulfill jts
responsibility to see that tax dollars are spent wisely.

To help you start asking the right questior here's a
list based on issues often raised by the public:

1. The bottom line: Why is the proposed budget

increase greater than the projected rate of inflatipn?
' 2. Enrollment decline: Why is the budget increasing
when pupil enrollment is decreasing?

3. Local taxes: How much will local property taxes
increase next year because of this budget?

4. Financial aid: How much revenue will the schools
receive next year from state and federal scurces?

5. Staffiag: Does this budget anticipate any staff
reductions or additions? Why?

6. Program changes: Will any programs or services
be reduced or enlarged in the proposed budget? Why?

+ 7 Evaluation results: Whaz 5 our money buying? Do
you look at the rsults you'se getting from a program
before you approve funding?

8. Basic skills: How much is spent on instruction in
basic subjects such as mathematics and reading? How
much is spent on athletics, electives, and programs for
the gifted and talented?

9. Special education: How expensive is special

If a taxpayer asks your school board to explain why

Find the answers to these tough budget questions

education? Does it receive preferential treatment in the
budget?

10. Pupil-teacher ratios: What is the anticipated pupil-
teacher ratior Wha* about class sizes? What are your
five-year projections for enrollment and staffing needs?

11. Administrative costs: How much is spent on
school administration? What percentage of the entire
budget goes for administration?

12, Comparative costs: How do we compare in per-
pupil e.:penditures with other local school systems and
with the state average?

13. Efficiency measures: What has the school board
done to control spending, eliminate waste, and improve
operaung efficiency? Were there any savings last year?

I4. Teacher salaries: Why is so much money going to
teacher salaries and fringe benefits?

15. Health care costs: What are you doing to control
the rising costs of employee health care?

16. Controllable costs: What proportion of the budget
consists of mandated costs? What proportion is
discretionary?

17. Building maintenance: Does the budget provide
adequate funds for maintaining school facilities?

18, Capital projects: How much will be spent for
capital improvements? Is there a long-range capital
budget plan?

19. Equipment needs: Is there a plan to buy new
equipment and replace existing equipment?

20. Contingency strategy: Have you developed
budget options? Is there a contingency plan in case
budget cuts are necessary?—H.J.H.

9. Tighten financial contvols. Once your budget is ap-
proved, the school board still must oversee its implementation,
You'l! want administrators to provide regular reports regarding
the budget situation. The most common approach is the *‘en-
cumbrance report,”” which shows the balance in each account
and what is spent by the end of each month.

Perhaps more useful to your needs, however, is a *‘vadi-
ance report,’ which shows how close actual revenues and ex-
penditures are to budget plans, Thus, if the budget predicted
that 70 percent of the funds set aside for energy costs would
be spent by February and 80 percent has actually been spent,
that 10-percentage-point variance from plan would be brought
to the board’s attention. Other useful budget reports include
audits, capital project status reports, and a list of payments to
vendors.

Staying on top of your budget is essential if you hope to
have the time to respond to problems. Also, such oversight
reports are important to ensure that administrators aren't
circumventing the intentions of the board. Example: Some
Superintendents delay spending their equipment budget until
late in the fiscal year. If finansial difficulties force budget cuts,
this pool of unspent fuads provides the superintendent with

reserve fund. Your board might find this perfectly accept-

v
|C FeBruary 1990

able, but many board members disapprove of this practice,
preferring to see the equioment put into studeats’ hands
quickly.

10. Conduct a budgt postmortem. Were budget predictions
accurate? Did monthly budget reports provide a clear picture
of the schools’ funding situation? Are there any administrative
problems that need resolving? If you want the budget process
to work smoothly, your board must address questions such
as these at the end of every fiscal year,

Reviewing budget pructices occasionally throughout the
year also is 1 wise move. For example, reviewing vendor pay-
ments might reveal that bills aren’t being paid within the 30
days set by board pclicy. Or a check of inventory might reveal
that lists are out cf date or equipment is improperly identified.
The secret is never to stop looking for problems. (For addi-
tional help in evaluating your budget, see the checklist on
page 30.)

These ten recommendations should help guarantes an ef-
fective budget for your school system. But much depends on
how much time and effort your school board puts into its over-
sight of the budget process—and on whether the toard is will-
ing to insist that administrators follow responsible, fiscally pru-
dent procs-.res. K]
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This is the beginning of the second
decade for education's only system-
atic trend watching and issues man-
agement program developed by
NSPRA Past President William J,
Banach, ASPR. Just putilished are his
top 10 educational issues for the
‘90s:

1. Children in low esteem
A majority of U.5. families hava no
children under age 18. The number
of single-person households has
doubled in the last 15 years. Seventy
percent of new home buyers need
two incomes t0 make the mo.igage
payments. These demographics
speak to the aging of the population,
changing value systems and eco-
nomics—three forces which are con-
verging to plac? our nation’s chil-
dren in low esteem. Here's the para-
dox of the issue: Educational quality
deteriorates when chiidrer: are
placed in low esteem. In turn, lower
quality education produces a lower
caliber workforce.

2. Shaping the century
ahead

About 60 percent of education’s
workforce will change during the
1990s. Whether it's retirement, relo-
cation or reassignment, staff demo-
graphics present education with a
profound opportunity. Capitalizing
on it will require an assesstient of
purpose and an evaluation and re-
vamping of hiring and training prac-
tices. Personnel people must be vi-
sion-oriented and understand what
the organization seeks to accom-
plish. Their job will be to recruit
people who have skills and value

4 NSPRA Naetwork/January *990

systems consistent with the culture
and vision of the organization. It is
time. to marry the disciplines of or-
ganizational theory, personnel, psy-
chology, management, humar re-
source training, public relations and
education.

3. Cuiting corners
Quality is the hallmark of the crafts-
man. 1e caliber of his workman-
sbip and attention to detail create
demand for his products and serv-
ices (and bring premium prices,
t00). America needs 2 national com-
mitment to the building ¢f character,
responsibility and salf-esteem. Our
children need—first of all—parznts
and adults who model the character-
istics cf the craftsman~ who demon-
strate in their lives the attributes of
attention to detzil. They need to
leamn that commitment, responsibil-
ity and pride lead to both personal
exhiaration and a job well done.
They need to leam from example
that there are no she..tcuts to high
quality and performance. They have
to learn that no 03¢ can build self-
esteem by cutting comners.

4. Ethnic beachheads
The questions for the nation are
clear: How can Americz memain uni-
fied and cohesive if every natio ality
is commitied to strengthening its
own ethnic heritage? How will we
ever define—let alone attz2in—
rational goals? During the past 15
years, the number of minority lan-
guage children in America increased
by almost one-third. And 11 pescant

| Sy
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Top 10 educational issues for the ‘90s

of the country's population speaks a
language other than English at
home. Educators must deflect the
political and s.cial pressures which
push them to cross the line batween
understanding and preservation,

5. Leadership Uy poll
Polls are not designed to make deci.
sions. They are designed to provide
leaders with decision-making intor-
mation. In education, lezdership by
poll and responding to political
breezes are tied to lack of vision,
Without a destination and a process
for getting there, people cannot set a
course for the future, They are
forced to operate at the whim of po-
liticzl winds. Visionary curricula, stu-
dent achievement and community
armony do not result from leader-
ship by poll. It is one thing to watch
for the signs of changing weather. It
is yet another to be blown in the di-
rection of every broeze,

6. Competitions and
contests:

After 20 years in education, [ can’t
recall any business that has sum-
moned the neighborhood elemen-
tary school to ask for help on its
logo, 3tationery design and corpo-
rate image. Yet it happens rouunely
in our school...and then <ducators
wonder why they have a bad image.
Perceptions of public education are
not favorable as ws enter the 1990s.
Kkelying on contests certainly will not
produce the sophisticated communi-
cation needed to-narrow the undes-
standing gap between the schools
and the people they serve.
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7. Rubber yardsticks
Educators cannot tell a student or his
parents what to expect after a dozen
v€ars of schooling—they cannot pro-
duce a contract which specifies the
bouom lir:e for a 12-year investment.
Instead of national goals for educa-
tion, Americz has local control at jts
worst. .\nd nationally measurable
sesults will not become reality so
long as every community can define
a course of study. America needs to
guard against special interests nar-
rowly defining educational out-
comes. Business, for example, needs
to appreciate that education is much
more than workforce preparation. It
is ime to define what we expect ev-
ery American youngster to know.

8. Money
Educational funding has escaped the
annual top 10 list for a decade. Not
so this year. Quite simply, American
public education cannot prepare stu-
dents to be competitive in a global
marketplace without federal finan-
cial support. While legislative statisti-
cians can produce data which show
i significant flow of dollars into the
educational enterprise, the seality is
that federal commitment and finan-
cie! support have declined over the
past decade. There are at least three
botrom lines to the federal neglect of
education. First, the amount of fed-
eral assistance in most school dis-
tricts has become an insignificant
percentage of the local education
budget Second, the lack of federal
commitment to education has re-
sulted in a proliferation of state man-
dates and requirements. Third, we
have not addressed the issue of
financial equity in our schools. The
resulting educational dilemrna for

sodiety is: As suppott for schools be-
comes more local, the arena in
which graduates will perform is be-
coming more global.

9. Preoccupied parents
Parenthood is being redefined.
Today’s pasents juggle chores and
careers in an attempt to accommo-
date a faster paced lifestyle. Too of-
ten the result is less time for every-
thing—including parenting. Family
diversity, parent skills and time are
factors which converge at the
schoolhouse door. They are factors
which need to be addressed well
before kindergarten.

10. Getting through the
book

The numbers are astonishing. Infor-
mation doubles every 900 days. Cal-
culations are completed in billionths
of 2 second. Data zips from one
point to another at the speed of
light. And the pace is quickening. At
today’s rate, the body of information
will quadruple before a first grader
graduates from high school! How
will all this information be packaged
and stored? How will leamers access
i How will they separate the ueful
from the extrancous? How will they
process i? The movement away
from chemical packaging of informa-
tion (printing, photography) to alec-
tronic (digitized data on disks, for
example) will put me. .. information
in smaller places. Access will be by
faster and faster computers. This
means students will spenc " ss time
accessing information. It also means
that they will have more time to
think about what they have
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accessed. This will require teachers
to develor new instructional strate-
gies, new assignments «nd new
measures of student progress. In-
creasingly, the proliferation of infor-
mation presents 2 double dilemina
for teachers. They will have to
struggle through volumes of infor-
mation to remain current in their
subject area, yet not be over-
whelmed. They will have to become
*knowledge managers.” They will
have to become skilled at under-
standing and synthesizing informa-
tion so they can create new knowl-
edge. And they will have to teach
their students the same skills,

This information was developed by .

Dr. Banach to stimulate public dis-
cussion cf these issues, and does not
necesyixily «2flect the opinion of the
Nations. school Public Relations As-
sodiatior: Reproduction of this docu-
ment § encouraged. However, any
reprint must contain the information
below:

Copyright 1990. The Nationa/
Issues Management Program is
directed by Dr. William J. Banach.
Banach is chairman of his own
marketing and survey research
fimm, and serves as Executive
Director of the Institute for Future
Studies, based at Macomb Com-
munity College in W=rren, Mich.
The National [ssues Management
Program was iritiated during the
1980s with support from the
Michigan State Board of Educa-
tion. The National Issues Man-
agement Program, William J.
8anach Associates, Inc., 21969
Cimarron, Romeo M| 48065;
313/784-9888.
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. pring heralds the arrival of an-
Sothcr budget season. Once

again, school administrators
face the challenge of providing
sound fiscal stewardship as they jus-
tify their budget requests for fiscal
vear 1990.

Clearly, an edu-

cation budget is T
inore than the sum .
of its fiscal parts. .
In many cases, the -
annual budget is
the best statement
of values a school
system makes. The
expenditure plan
reveals exactly how
many dollars are
allocated to com-
peting programs,
while the revenue
plan indicates the
extent to which lo-
cal and state tax
revenues are ear-
marked for public
education.

W.C. Fields once
observed, “The fu-
ture ain't what it
used to be’ And
perhaps the out
look for school
budgeting in the
1990s is not what it
used to be either.

For instance,
each of the past
three decades wit:
nessed the emer-
gence of a major
budget innovation
in the public sec
tor: planningpro-
gramming-budget-
ing system (PPBS)
in the 1960s, zero-
base budgeting
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budget that is more responsive to lo-
cal needs and does aot highlight a
particular acronym or fad.

The leadership challenge is to de-
velop the best possible budget proc-
ess and document that will convey to
the board and
community what s
needed and why.
Now is a good time
1 to evaluate your

own budget systein
and make appro-
. priate modifira-
- tons.
Setting tie Stage

In starting the
budget process. !
saggest an annual
checkup or an in-
ternal manage:*
j ~ment audit to de-
~ termine that
i certain procedures
and documents
are in place. By
setting the stage.
we are realy de-
scribing character-
istics of the well-
managed
organization.
Experience has
clearly shown that,
even though the
superintendent
has good inten-
tions and a strong
desire to imple-
ment budget im-
provements, suc
cess will not be
achieved unless
sound administra-
tive procedures
and gooc¢ docu-
mentation exist.
Let's examine the

e

P

o

(ZBB) in the 1970s,
and school-site
budgeting (SSB) in
the 1980s.

As we develop fiscal year 1990
budget requests, no single budget
format dominates and no fiscal in-
novation lies ahead. Many superin:
tendents are wisely incorporating
the best elements of recent budget
concepts: budgeting by individual

Professor. educational leadership, University of Connce

BY HARRY J. HARTLEY

programs (PPBS); budgeting by indi-
vidual schools (SSB); and improving
the review of budget options and jus:
tification of program funding fevels
(ZBB).

Both practical and eclectic, this
approach often results in a school

tieul. Storrs. Connecticut

prerequisites to
successful budget-

ing.
Evaluating Your Budget

In reviewing a school budget, try to
avoid drawing a “bad™ overall con-
clusion simply because the budget
does not satisfy certain biases of the

continued on page 34
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continued from page 31

reader. Remember that each budget
is responsive to distinctive local
needs, has its own history, and is the
product of some degree of compro-
mise. A number of factors influence
the format of a given budget, includ-
ing:

® tradition/past practice,

® municipal budget regulations,

® state budget policies and regu-
lations,

® board of education’s policies
and needs,

® superintendent’s style and
needs.

® availability of computers and
fiscal staff,

® auditors’
and

® Jocal political farrors.

In short, a budge: is the product
of many factors that have shaped its
contents and appearance. However,
itis also clear that all budgets should
meet certain standards of quality
and principles of public budgeting.
The budget process should provide
adequate swaff and public involve.
ment. The format of the document
should be well-organized, readable,
and informative. The contents
should be accurate, complete, and
timely and satisfy legal compliance
requirements.

A budget evaluation checklist on
page 36 is one I have developed and
used extensively with school adm=;,-
istrators, including National Acad-
emy for School Executives institutes
on resource management. By using
this checklist. an administrator can
assess a local school budget and de-
termine whether certain changes
may be needed.

recommendations,

Budget Hearings

Budget hearings are essential to a
budget’s successful adoption and for
establishing confidence in the exec:
utive. The key to preparing for
budget hearings is to anticipate
questions and minimize surprises.

A useful approach is for the su-

 EE————— ]

Contrasting Views of
Maney

“The love of money is the
root of all evil”
(St. Paul)

“The lack of money is the
root of all evil)
(George Bernard Shaw)

Source: Aaron Wildavsky—The News Politics
of the Budgeting Process

raised, credible answers can be pro.
vided. Examples include:

® How do you justify a substantial

udget increase while student en. .

rollment is declining?

® Why is the budget increasc
twice the rate of inflation?

® Why does speciur education get
preferential treatment?

® How do you measure program
results and relate them to costs?

©® How much is spent on adminis-
tration and why?

® Why don't you cut costs by in-
creasing pupil-teacher ratios?

® How much will taxes rise?

Preparing budget briefing books

continued on page 36

Prerequisites to Successful Budgeting

Documents that should be readily available:

Board Policies—current and comprehensive financial policies
Educational Goals—organizational values linked to budgets
Table of Organization—up-tc-date administrative structure

Role Descriptions—functional management responsibilities
Budget Procedures Manual—calendar, instructions, codes, forms
Financial Reports—accurate, timely expenditure control data
Annual Repoﬁ—‘expenditures and results of past year

Procedures that should be easily observable:

Executive Leadership high profile of superintendent
in fiscal matters

Organizational
Stability

Team Management

low turnover of superintendent and board

individual and group values integrated

Business Management competent busine:s office staff

perintendent and staff to prepare a  Budg.t Workshops  staff training on budget procedures
list of the 10 toughest budget ques:  Public Hearings ~pen discussions on budget issues
tions and develop appropriate re. Community Support  local schools viewed as community asset

sponces. One might hope that none
of these questions will be raised at
the public hearing, but if they are

&
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continued from page 34 files, class size, fringe benefits, en-
is helpful so that administrators can  ergy costs, labor contracts, capital
‘espond quickly and accuraiely to projects, equipment pians, and spe-

,uestions. These loose-leaf, internal cial education data.

documents may contain data on en- A final suggestion is for the super-
roliment projecaons, staffing pro-  intendent to conduct mock hearings

with other key administrators. Re-
hearsals for budget presentations
ars essential since the best way to
make a positive impression at a
hearing is to know the budget. Cred-
ibility iy a hailmark of leadership.

— R S VY

Checkiist for Evaluating Local School Budgeis

: BY HARRY . HARTLEY
PROCESS: Conducting the Hearings

. Roles of board and superintendent cleariy defined
. Board financial policies updated regularly

. Accuracy and timeliness of all financial data

. Adequate staff involvement in budget request

. Adequate public hzarings and citizen participation
. Budget documenz (or summiary) widely distributed
. Compliance with legal requirements

. Comnmunitylpolitical support genesated for budget
. Contingencv strategy for cuts (budget options)

. Efficient accounting/financial reporting system

FORMAT: Organizing the Document

11. Attractive cover, title page, overall appearance
12. Table of contents or index: numbered pages
13. Names of board members, officers listed

14. Table of organization, administrators listed

’ 15. Budget message or letter of transmittal

Uy b OO N

S W o~

—

16. Graphicsiartwork charts. figures, tables

17. Clarity of style; avoidance of technical jargon
18. Manageable size and shape of document

19. Glossary of key financial terms

20. Concise executive summary (“budget-in-brief”)

CONTENTS: Compiling the Data

21. Political feasibility of "bottom-ling” request

99, School system goals and objectives

93, Budget assumptions, guidelines. or priorities

924. Object budget summary (e.g. salaries. supplics)

95. Program budget summary (e.g.. reading, math)

926. Site budget summary {e.g.. individual schools)

27. Budget history (expznditures for past 5 years)

28. Unit cost analysis {(psr pupil expenditures)

929, Summary of estimated revenues (all sources)

30. Explanation of impict on tax raies

31, Explanation of major cost factors (contracts, inflation)
32. Budget coding System explained (chart of accounts)

33, Performance measures program outcomes; test data

34. Pupil enrollment projections by grade

35. Staffing history and projections

36. Longrange plans (five years) for the school system

37. Justification for major decisions {layofs, school closing)
38. Comparisons with other districts (or with state averages)

39. Capital budget summary (capital improvement projects)
. 40. Budget detail (line-item expenditure data)

Yes No
0O 0O
O c
0O 0O
0O 0O
0O 0O
O a
o O
0O 0O
0O 0O
0 O
0O 0O
O 0O
0O 0O
0O 0O
0O 0
0O 0O
0O 0O
0O 0O
0O 0O
0O 0O
0O 0O
0O 0O
0O 0O
(] O
0O 0O
O G
0O 0O
0O 0O
0O 0O
0O 0O
0O 0O
0O 0O
0O 0O
O ()
0O 0O
a O
0O 0O
0O 0O
0O 0O
0O 0O
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Excerpt from School Administrator's Budget Handbook,

by George E. Ridler, MBA, and Robert dJ. Shockley, Ed.D.
Prentice Hall, 1989.

The most common types of budget include:

o Zero-based budget: If your school district follows this type of budget, ev-
erything in the new budget will start from “ground zevo” and have to find

its place in the final decument, depending strictly on a needs or must-
have basis.

® Program budget: This type of budget arranges the information by the kinds

of programs or services operated by the system; e.g., mathematics, per-
sonnel, transportation.

 Lineitem budget: This focus here is on what is purchased with funds: e.g.,
fuel oil, wages, books.

® Incremental budget: This emphasizes changes in expenditures from the
current budget to the proposed one. It may be used in contexi of the

program or line-item budget. It is very different from zero-based bud- '
geting. .
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Reprinted with permission from Catalyst For Thange,
East Texas School Study Council.

EDUCATION AND

THE POWER OF THE PRESS

by Nicholas P. Criscuolo

~Reading Scores Decline for Second Yearina
Row™

“SAT Scores Show Sharp Drop™

~Joe Doe Sues School Board for Fuilure to
Teach Him to Read”

These are some of the headlines which have
appeared in the nation’s press. They do not paint a
picture which fosters public confidence in what the
schools are doing to educate children and youth.
Speak to o group of educators about newspapers
and such words and phrases as ‘‘hostile.” “anti-
education” zad *‘biused” are often uttered.

Teachers and administrators complain—often
bitterly—about the tendency of the press to down-
play or ignore positive news about education in
favor of printing stories which cast education in a
negative light. Journalists, on the other hand. claim
that educators are often deceptive and less than
candid with them.

Educators and journalists who write on educa-
tion for local and national newspapers have. in
many cases. become adversaries. Many educators
feel that the press is ““out to got them.’” This is
particularly true when standardized reading scores
are released to the public.

12
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It has been a practice for years in New York
City to release the results of standardized reading
achievement scores in the New York Times and
other newspapers.! The public is given a list of
schools and a comparison of the median or mean
reading scores in selected grades for the last two
years is made. No other data are listed for each
school. Factors which influence test results such as
pupil attendance, health, mobility, bilingualism, as
well as poverty or a school’s Title I status are not
noted.

According to Jerome Green, principal of the
Ochs Public School 111 in New York City, this
practice encourages the public *‘to make invidious
and superficial comparisons.” He states:

“sssumptions and inferences made by the public
about these rankings were obvious, although rot
necessarily accurate. Schools that ranked *high’ were
considered °‘good schools,” presumably doing well
because of superior teachers and supervisors.™

Dr. Nicholas P. Criscuolo is Supervisor of Reading
for the New Haven, Connecticut Public Schools.
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If the public does lose taith in the public
schools to teach students basic literacy skills.
whose fault g5 tt? [t certamnly 1s not the fault of the
press alone. In releasing test data which can only
be construed 45 one indication of how well children
are learning how to read. Boards of Education
should provide accompunying tormation which
will lielp the public understand and interpret test
Juta aceurately. Releasing naked scores alone can
lead to mistrust and misconceptions.

School persunnel noi only criticize the content
of the education. articles which appear in the
press but also the qualifications ot tlie revorters
who cover education tor their newspapers. Yet
Joseph Mc¢ Cord.* ua former education reporter for
the Fremont (Cahtorna) News-Register and o
school bodard member 1n Califorma indicates that
editors usually assign their best people to the
education beat. and most large newspapers have
education writers who are specialists in the field.

Assumm, that tius is -true, why then does
educational coverage {requently take on a negative
tone? Speak to reporters and they have their com-
plaints too. They feel that many educators are not
always lonest with them and remai:: aloof and
unapproachable. It is hardly a situation which
engenders open communication.

Barbara Mullins who has also been a reporter
and school hoard member. underscores the impor-
tance of being honest with the press. She feels that
reporters should not have to dig for every single
routine fact. She advocates giving reporters copies
of the agenda for School Bozrd meetings, and
board memorandums except the very few that are
contidential.*

Mullins does not adhere to 1 policy of coddling
«nd pampering the press or go to extremes. as do
some boards, including those who attempt to buy
good press by wining and dining reporters to plus
“press conferences.” Regarding this she states:

“Aside from the legitimac of such use of tax-
payers’ money, it won't help -ou at all when the
ch’ps are down. Reporters—at least good ones, and
the majority are just that—have no hesitation about
biting even the hand that feeds them if they believe it
is 1n the best interests ol their reades. [t only makes
the bite more painftl when 1t comes.™*

One crucial point to remember is that the role
of the press is guaranteed by the First Amendment
to the U. S. Constitution. The press reports and
writes about public occurrences, officials and insti-
tutions. It is a potent medium and articles and
editorials appearing in the newspapers con shape
attitudes and perceptions held by the general
public concerming education. William E. Henry a
secondary school administrator, calls newspapers
the “watchdogs” of our free society.® Hé, too,
underscores the point that the keys to good media

relations are honesty and candor.

Educators should not take a defeatist attitude
or stance when working with the press. [ndeed.
there are certain roadblocks and obstacles to over-
come. There are reporters and newspaper editors
who will always be opposed to the idea that the
present :ducational system can be successtul.
Charles Putaey, former public information otficer
ot the International Reading Association adwvises
that if you run into an immovable object. go
around it and seek alternative sources. There are
many channels of communication [f one is closed,
use the others.’

There is evidence that r:wspapers have been
responsive and supportive to education. For
example. 4 group of Florida educators developed a
16-page tabloid supplement utled “*How To Help
Your Child Learn” which was published on Sep-
tember 17. 1977 as a supplement to the Florida
Times-Union and the Jacksonville Journal® The
content of this supplement consisted of activities
in the areas of reading and math which parents
could do with their children. According to a
random survey conducted by Market Research
Service. twenty-three percent of the adults who
saw the supplement spent 10 or more minutes
reading it and it was heavily used in households
with children. Additionally, a number of other
newspapers requested the right to reprint parts of
the tabloid for their readers.

Aanonsen reports on a weekly column ttled
“*Counselor Comments” written by guidance per-
sonnel in Messena, New York public schools and
published in the local newspaper to help the
general public understand the role of the school
counselor and the guidance services provided for
children and youth. Each column was approxi-
mately 400 words in length and included such
topics as choosing a high school program, career
planning and current guidance activities in the
rchools.

Several informal surveys, the author reports,
have indicated that such a column has beeneffective
and has resulted in an increased number of parent-
counselor contacts.’

In the New Haven public school system. the
auther writes a biweekly column titled “Parents
School Forum™ for the Sunday edition of The MNew
Haven Register (circulation 140,000). The column
has a Question and Answer format and parents are
invited to write in questions they have regarding
curriculum, especially reading, to be answered in
the column. This column generates approximately
a dozen letters per week and, from readers’ .om-
ments. has been successtul in informing them and
keeping them abreast of current developments in
curriculum.

The power of the press is well-recognized. It
can be used to good advantage to inform the public

)
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about what the schools are domng to educate child- o Contact/the editor to explore the possibility uf

ren. Rather than shrug their shoulders or throw uy preparing’ 3 _staffewsitten weekly column. -For
example, a-column titled “Teachers” Corner™ or

their !\.mds i defeat. cducators should take the _“School Visitc-"with teachers invited to contribute
imitiative and launch o broad-based campaign to short ~pieces wn' innovative classroom practices
inform the pubhic through the newspaper. The would. terze-to kéep perents-aware of what.is going
following seven key points should be kept in mind - consin <lassrooms and sewe 35 2 teacher .morale
when working with the press. . boosterat the'same M€Y -, - - wn*
. Compliment reporters;whohave .dopez.particularly
i A S AN w7 grzd:job «in veporting anweducationalmews event.
+ Be candid and honest in dealing with the press.=* =, . . &:Ttiscan be done through asquick telephoneicall:or a
#Designate someone in the-school system to prepare  .°. _ “letter to the -reporter-with a carbon copy to the
. ,well-timed, well-written news releases for-distribu- > i Ol cteditorns o T .

Xy

-,

' " 5. ~Take weporters :into*your ;confidence prior*to the
Ty .4 :break of.a:major.news story and provide as much
or-administrator in the school systent:who possesses :* 3 172 batkground as possible. This.is particularly.-appro-
good writing skills. w o~ e ¥, RSt piiate prior to the release .of standardized reading
<+Keep the channels -of communication open with . "z, | . acctscores. . -
educatior: reporters.and,let them know aboutnews- -, V- - wraeBvery school district should develop a board-
worthy events. Invite them to visi i adapted, plannedpublicsinformation policy under
sobserve ﬁrsthanﬁ‘how*they operate.. % Zwhich.all employees work with' their peers.
Sty et MO B

= e g

“tion to‘the press. This personoes zot have to'be . %
full-time: released-time could be offered toa teacher - .0
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Adninistrator, American Association o
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How To Shine in

thie Worst Crisis

BY EDIWWARD T. RANCIC
Superintendent, Palos Heights School
District 2.28. Falos Heights. Illinois

B The public has
~a.right to kitow
* what takes
place in a pub-
lic school sys-
‘tem. But some-
times, this right
can interfere
with an indi-
vidual's right
20 privacy or
can impinge
on  sensitive
legal proceed-
ings. As administrators, we want to
avoid public criticism and lawsuits.
Therefore, we should consider care-
fully what to regart to the media.
Two vears ago, my district became
the focus of intense media attention.
In separate incidents during the

continied on page 42




continued from page 40

same school vear, two staff members
were charged with sexually abusing
voungsters. Under such conditions,
dealing with the press can be frus-
trating, but challenging. What I
learned can help you.

The first incident of abuse in-
volved a teacher/coach who, under
the guise of checking for a hernia,
fondled his smdent athletes. Several
courageous boys brought the matter
to the attention of the principal who
began an investigation.

Charges such as these put a teach-
er’s reputation at stake. One must
be sure students aren't seeking re-
venge because they dislike a teacher.

After several hours of speaking
with thzse students and their par-
ents, 1 determined there was
enough evidence to report the mat-
ter to the local Department of Chil-
dren and Family Services.

During the investigation, I called
the teacher in to respond to the
charges. He exercised his Fifth
Amendment rights and was immedi-
atelv suspended with pay.

The Department of Children and
Fam:ly Services talked to other stu-
dents, parents, graduates, and staff.
They concluded the students were,
in fact. sexually abused by the teach-
er in question. The state’s attorney
and local police were brought into
the investigauon, which triggered a
media frenzy.

At this point, the district lost most
of 1ts control over the situauon. The
storv covered the front pages of all
local newspapers, was broadcast on
the radio houriy, and became the
lead story for the evening television
newscast.

The questioning by parents and
reporters seemed endless. Some
people were sympathetic; some bru-
tal. But our problem was that we had
such litde time to prepare ourselves
for the onslaught.

At the next board meeting, we dis-
cussed how to answer the questions
we knew would continue to arise
from the press and from parents.
For example, “How long had this
been going on?" and “Are there
more teachers in school like him?"

These questions were difficult to
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Good Public Relations Practices

The followirg 10 guidelines should belp wher ihe press calls.

1. Know the reporter and his or her new” organization (newspaper, radio, television station)

2. Try to talk to the reporter personally, in your office if possible.

3. Assume everything you say to a reporter—even in a sociable situatiop-may appear in print.
When speaking “off the record”™ be sure you and the reporter bave the same understand-

ing of that term.

4. Be cautious of humorous responses-they usually sound funnier than they read.

5. Be sure you understand the reporter’s question, and the reporter understands your an-
swer. Do not assume the reporter is well informed on the subject being discussad.

6. Use uncomplicated language rather than technical terms.

7. Mainuin good press relations year round, not just during  crisis.

8. Work from notes. This practice helps ensure that your answers are Tonsistent among re-

porters.

9. Dezignate one spokesperson for the district. Again, this will help with the consistency of

responses to the press.

10. Be honest with the press. Don’t ignore their calls.

answer because school officials had
been ordered to make no comments
about the case.

Several months later, the teach-
er/coach had pleaded guilty to the
sexual abuse charges and resigned
from the district.

It seemed that everything was re-
turning to normal.

However, three days before clos-
ing our doors for the summer, one
of our principals was escorted out of
his building by the authorities. He
was arrested for child abuse and pos-
session of pornographic materials.

Fortunately, the second incident
occurred outside the district, and
none of our students was involved.
But, it still auracted plenty of auen-
tion.

Cries of “Fire all the staff and start
over” were heard from some of the
parents. Another parept suggested
we give all remaining staff psycho-
logical exams. The press had a field
day trying to link the new incident
with the old one.

A camera crew and a large contin-
gent of parents showed up at the
next board meeting. The anticipa-
tion of what might happen was al-
most too much to bear. The packed
board room listened attentively to

our auorney discuss the pending
case.

Much to my surprise, imost of the
parents were sympathetic and sup-
portive, not able to comprenend
how this could happen a second
time in such a small district. (We
have 650 students and 50 teachers.)
The positive reaction from the sar-
ents gave me the strength to struggie
through the ordeal, and once agair,
start rebuilding the **~trict’s public
image.

In these two situations which I've
described, dealing with the press can
be frustrating. Sometimes the press’s
demand for answers seems more
than a superintendent can satisfy.

The guidelines outlined above
should help you mainwin good
working relations with the press dur-
ing crises. Laying the groundwork
now through good public relations
practices can help in your district’s
good times and bad.

If you're fair and honest with the
press, they will respond in kind, and
in many instances, will go the extra
mile to help. They did for our dis-
trict at a ime when we needed to re-
build our image and regain trust in
the community.
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~ Try these six strategies for
® handling the Fourth Estate

8Y ROBERT J. DARIA

THE PRESS: No other institution has
such power to make or break your school
system's reputation with the com-
munity—and, in turn, to determine the
degree of public support your schools re-
c:ve. It almost goes without saying:
Good relations with the press are an es-
sential element of your success as a school
executive,

Unfortunately, too many good school
systems become the targets of a critical
press. and administrators are at a loss to
salvage their schools’ reputations. It
needn't be that way: By getting to know
your reporters and understanding their
needs, you can build a fair and productive
relationship with the press. In the South-
ern Regional High School District (7-12;
enr.: 2,500) of Ocean County, New Jer-
sey. I've worked to do just that.

When | arrived five years ago, the local
newspaper—known to the board as the
“fishwrapper’—was doing the school sys-
tem real harm. News articles made it ap-
pear as if the classrooms were filled with
juvenile delinquents and taught by inc- n-
petent teachers, who in turn were hired
by 2 crazy board. Of course, none of this
was true. We had a good school system
with good teachers and a caring and con-
cerned board. We just couldn’t convince
reporters of that.

After a good, hard look at our press
coverage, [ developed a strategy to turn
the situation around. My board thought
the task impossible, and [ admit it took
time and hard work before we saw any
change. B! change we've seen. It took
a willingness to help reporters do their
job—by providing them with the infor-
mation they need to write their stories and
by insisting on accuracy and fairness.

Switch roles a moment: You're a ‘re-
porter w.signed to cover a school board
meeting. You must collect the facts and
write your story by an 11 p.m. deadline.

Robert J. Dana is supenntendent of the South-
ern Regronul High School Distnct of Oceon
County, N.J.
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Your paycheck is at stake. You come to
the meeting with only a vague idea of the
issues being discussed and even less
familiarits® with the facts. After attempt-
ing to take accurate notes, you approach
school officials to clear up some questions
for you. One tells you he’s busy. Another
says, "No comment.” A third complains
about an article in your newspaper. How
fair and accurate a story do you think
you'll be able to write?

To guarantee good coverage, you must
understand the nature of the beast:
Generally speaking, reporters are not
mean-spirited people who are out ‘o get
you. They're professionals whose job is
te sather the news. Their livelihoods
depend cn their ability to fill columns of
newsprint. If you make it difficult for
them to do this, their articles are likely
to be one-sided and reflect suspicion
about your intentions.

Indeed, this reaction is natural to a
reporter. To be an effective reporter takes
inquisitiveness and a certain degree of
skepticism. A reporter’s mission is to fer-
ret out the facts, to separate truth from
fiction—and that's not always easy to do.
Reporters are ignored, insulted. and even
lied to by others. Little wonder, they tend
to doubt what people say.

That's why we school executives must
demonstrate to reporters we're not typical
bureaucrats « 2 politicians; we'fe profes-
sionals and educators. The key is to dispel
any preconceptions or biases reporters
harbor. On the basis of my experience,
here are six strategies for establishing a
healthy working relationship with the
Fourth Estate:

1. Let reporters get to kriow you. It's
exceedingly important that reporters
understand your motivations and honest
concern for children. They need to know
you're a good person. They need to be
reminded you're only human—as capable
of making mistakes as the next person.
Such understanding makes them more
likely to forgive your mistakes and look
at the intentions behind your actions.

i'ake time to talk to reporters. Let them
know about ye1r experiences, your ac-
complishments and failures, your goals

for the school system, and even a little

e
M

about your personal life. If you're new to
tne community, take time to visit local
newspapers and television stations. Meet
reporters on their turf, Youll send a clear
signal that you understand and apprediate
the role of the news media.

2. Take time with reporters. Don't be
afraid to invite reporters into the schools.
They write more accurate stories if they
know your schools and kids and if they
understand what today’s education is all
about. When new reporters are assigned
to my school system, [ personally escort
them around—taking as muck time as
necessary to fill them in on the back-
ground of the school and its mission.

I also take time to explain the history
behir «  es that come before the board.
I don't v..nt reporters writing a story
based on accusations, unsupported
claims, and v.gue references to the con-
sequences of decisions. I wan? them to
know the facts so they can discern .hat
information is important and relevant to
a story. Context is essential for accurate
reporting, and only you can provide it
from your unique perspective.

3. Set ground rules. Establish early on
whether your reporters will accept “off
the record” remarks, }f they will, you can
feel safe providing them all the facts—and
when [ say all, I do mean all. To maintain
trust, you cannot afford to hold anything
back when they agree not to use it. A
reporter cannot be certain of your moti-
vations or the context of what they're
reporting unless they have all the facts.

I tell reporters that as long as this cods
of jourralism is upheld, they will have
access to all the information at my dis-
posal (within the limits prescribed by law
or ethics). [ realize that's risky, But I be-
lieve it's worth it, in the long run. fust
remember: You must be the one who says
when you are going off the record and
when you're back on. If you don't, you
might find all your remarks in the morn-
ing papers.

If r¢ corters prefer to keep everything
on the record, that's fine. Just be certain
you're careful about your comments—
without giving the impression you're gun-
shy. You're entitled {0 your opinicn, but

{Please tura to page 29 )
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{Continved from page 26.)
keep in mind the possible interpretations
by the public.

4. Open your buildings. Notify re.
porters by mzil or by telephone of all
activities scheduled in the school system.
We assist reporters by helping them set
up appointments with teachers or stu-
derits they want to interview, and we help
in arranging for photographs. If rep~tiers
wish to attend a class activi’y in one of
our schools, someone meets them at tha
door and escorts them to the site,

Try to open your records to reporters,
When budget time comes around, take

time to walk them through the figures .

“¢p by step, item by item. Go out of your
way to make the gathering of information
as simple as possible. Whether reporters
decide to cover an event is their choice,
In Ocean County, we make no demands,

UOr do we criticize reporters if they fail

to cover a story or report facts as we see
theu.. Our reporters appreciate: this ap-
proach. and we see their attitude reflected
in the kind of stories they write.

5. Avoid thy phrase. "No commaent.”
These words don't sit well with ceoorters.
In their minds. refusing to discuss an issue
suggests you have something to hide. If
you tan’t commers;xplain why. A re-
porter will understand if you ars bound
to confidentiality regarding personnei
issues or contract negotiations. if the re-
porter agrees, explain the matter off the
record to prove nothing improper is going
on. Don't get defensive. and don't take
offense at a question that seems to cast
doubt on your intentions. Any reporter
worth his salt must ask tough questions.

6. Show your appreciation. Reporters
are working people who have a job to do.
Like anyone, they mspond favorably to
praise. Say “Thank you” when they've
sdone a good job, or express your appreci-

ation through a letter to the editor. Re: -

cently, we organized a Media Apprecia-
tion Day, where reporters attended a buf-
fet brunch in our school and received a
certificate of appreciation.

Such advice makes good press relations
sound easy, But despite your test efforts,
your relationship with the press can sour,
Sometimes, nothing can convince a
reporter he's being unfair. We've quietly
shut out intransigent reporters from our
schools—giving the good stories to the
competition until the reporter or editor
got the message. I'm not suggesting you
should expect public relations fluff from
the news medis. Understand that re-
porters are going to write about contro-
versies that miglit make you look bad. All
you can ask is that their coverage be fair.
So far, we've been able to work out an
equitable compromise with cur reportess,

It’s taken time and effort, but now the
members of the Ocean County press are
what you'd call “friendly,” if indeed not
totally supportive. They know we're
honest with them. that we hide nothing,
and that some good is being done in our
schools. Fact is, we have a strong sym-
biotic relationship: Reporters need stories,
and we've got plenty. We nezd positive
coverage, and reporters provide it be-
cause we have good things going on in
Gur schools. It's exactly 2he kind of rela-
tionship the press ar4 the schools should
have. And 2% it took was understanding
what the press is all about. |

How do you rate this article? Please turn to
the reply card hdnf page 26 and circle 199 if
you think it's excellent, 200 if you thirk it's
good. and 201 if you think it's poor. Thanks.
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Educators: Does Your School District Have
a Policy on School-Press Relations?

Dick Gorten and Maxine Newsome

The educational literature cl.arly points to the
necd for comprehensive policy statements to
guide practice within both school and news
organizations. For example, Bitte. stresses the
importance  of guidelines for school
administrators when he states:

School officials can expect to have frequent
dealings with the news media, and should be
prepared tc both generate positive news as well as
be able to quickly and intelligently respond to
?uenes_ from news gatherers. In this respect. the
irst thing a school system should do is establish
a public policy.!

But to what extent have school districts
developed such policies? And how adequate are
they?

To shed some light on these questions, we
initiated a study, the first step of which was to
develop a policy-submittal form based onareview
of the literature. Because of concern about
self-reporting research, it was decided to request
actual copies of the policy statements rather than
asking the respondents if they had a policy and
what it included. (A limited number of
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self-reporting questions were asked of the
respondents, however, such as who had been
involved in the development of the-pslicy.) The
policy-submittal form was sent to a twenty percent
random sample of Wisconsin school districts and
n(ws organizations, the latter being included for
comparison purposes. Seventy-eight perceni of
the school districts and sixty percent of the news
agencies submitted useable information regarding
their policies (or the lack thereof) on school-press
relations.

Policy, Policy, Who Has the rfolicy?

Not many school districts or news organizations
do, according to our findings! Table | shows the
percentage of districts and news organizations that
had policies on school-press relitions, and who
had authored and had been involved in
developing those policies.

Of the requests for policies, about 60 percent of
the 88 school districts sampled either did not
respond or had 53~ Holicy. Of the minority or' those
school districts which did respend positively,




formal policies were predominant. In response to
the question about authorship of the policies
submitted, more than half of the respondents
identified no authors. In only approximately one
out of four instances were school board members
or the superintendent listed as authors. For a
fourth of the policies, other authors were
mentioned. such as previous administrators or the
National School 2oard Association. Furthermore,
only five of the 33 policies submitted mentioned
involvement by other people, such as board
members and superintendents. In only one
instance was the principal — who is most likelv to
be implementing the policy — mentioned
specifically as being involved in its development.
(It should be emphasized that we are not implying
that principals should be involved in deciding
policy, but that their ideas might be helpful in
developing a policy and giving them a sense of
“ownership.”)

Tablel

Polices on School-Prets Relations
Categorwsot An s Type of Response (Fig. “es are Percentages)

No No Informal  Formal
Policy Response by Response Policy Policy Policy
Supenntsndents 216 386 148 250
No Authors Board Members vt Vanous
Authors of the ldentified Supenntendents Others
Schoot Distnets”
Policres 514 237 2439
No Others Principsls Various
Additional Contnb- {dentilied Others
utors to Development
of the Policies 85.7 239 114
No No Intormal  Formal
Policy Retponse by Resgonse Policy Policy Policy
Media Edutors 410 329 247 14
No Authors Editors Vanous
Authoes of News [dentuled Others
Organizations”
Policres 735 211 5.3
No Others Reporters Vanous
Additional Contnb- {dentifsed Others
utors to Developoent
of the Polxcws 89 211 [

When one examines Table 1 for the responses of
the news organizations, it can be seen that nearly
three-fourths of the news agencies sampled either
did not respond to our request for a copy of their
policy on school-press relations or else stated that
they had no policy. Of those who indicated that
they operated on the basis of some type of policy,
in all but one case the policy consisted of little
more than short, informal statements, lacking in
specificity, scope, and focus. When asked to
identify the authorship of the policy and those
involved in its development, approximately
three-fourths of the respondents didn’t identify
any author (editors were most frequenily

identified by the remaining respondents), and
almost 80 percent didn’t identify any others who
were involved in the development of the policy.

Table 2
Extens of Coverspe ol School Distnets” Policies

Category Analys:s (Fiqures are Percentages)
Not Some Compesh C. of Amaly
", o 0; Guidel

Policies tpecily procipal’s
roie 18 working with the
P

Policies bave 2 philosophy
(ot school pews repotung.
Policies specdy goals and
objectrons for school news
reportieg.

Policies specaly systematse
procedurss foe school acws
frpoctmg.

Policies specxiy entena
{or what constxuses
educatiosal cews content,

400 486 114

314 543 143
257 600 143
A3 4090 257

4090 429 17.1

What's in These Policies, Anyway?

Table 2 presents the results of a conteat analysis
of submitted school district policies on
school-press relations as to the extent of inclusion
in the policies of certain elements recommended
in the educational literature.

An analysis of the policies submitted by school
districts revealed that in 40 percent of the cases
there was no mention of the principal’s role in
regard to news reporting. Also, and perhaps more
serious from a district perspective, more than
two-thirds of the policies either did not mention
or barely mentioned school district philosophy or
goals and objectives for news reporting. In
addition, most policies either did not mention or
barely mentioned criteria for determining
educational news content, nor did they specify
systematic procedures for school news reporting.
Moreover, only a small minority of school
districts, ranging from 11.4 to 25.7 percent, had
comprehensive, definitive guidelines for any of
the policy elements recommended by the
educational literature.

The results of a content analysis of submitted
news organizations’ policies on school-press
relations are presented in Table 3.

Table 3 raises the possibility that news
organizations are in even worse shape than school
districts so far as the presence of comprehensive
policies on school-press relations are concerned.
For example, about 90 percent of the policies
submitted by the news organizations either failed
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Table 3 - -~ o

Exteat of Coverzge of News O " Policies o7
Catrgonse of Asalyss .

Category Analysa (Fagures sce Pecosnss )
Not Some -

Y3 | n Caidal

Policus spocly reporter’s ‘I“',
role ia workcng wa. B

schools. 421 474 - rew 103
Policies brve a philosopdy -
for :chdol mews Feporting. 421 1. s 158. =
Policies specrly gocis and . vy
objectives for schocl news R . B
reportung. . 158 . .
Pclicies specily sysamatic - -
procederes{ee sehvocd soes . . - -
reporting. - s21
Policies specly crueris

for what coastxutes

educationat news. 519

. - . .
. N e - bt

to mention or barely mentioned the role of the
reporter in working with the schools. In addition,
rnost policies contained no systematic procedure
for school news reporting nor criteria for
determining what constitutes educational news.
Also, most policies submitted by news
organizations either did not mention or barely
mentioned a philosophy or goals and objectives
for school news reporting.

Conclusions and Recommendations

It needs to te emphasized that caution should
be used in generalizing the results of our study.
However, the data do raise serious doubts about
the extent to which many, if not most, school
districts and news organizations have developed
comprehensive,  definitive  policies on
school-press relations. (It should be noted that a
minority of school districts and news
organizations haa deveioped excellent policies.)

If most school districts and news organizations
have neglected to develop such policies, it would
indeed be unfortunate, in our judgment.
School-press relations are too important to be left
to the predispositions and inclinations of
individual administrators and reporters. Carefully
developed policies can be used to state the
importance of and approach that an organization
wants to emphasize in school-press relations.
Policies can also b= used to provide direction and
a basis for evaluaiing the members of the
organization. To be useful, school-press policies
should include definitive statements about the
role of the principal and the reporter in working
with each other; the philosophy and goals ana
objectives of the school district or news
organization regarding school news reporting;
criteria for what constitutes educational news
content from the perspective of the school district
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and from the vantage point of the news
organization; and the policies should specify
systematic procedures for schcol news reporting
by the educator as well as the press. Once
developed, the leadership of the organization
should take the initiative to provide orientation to
the users of the policies and should provide
monitorinz and periodic evaluation of their use.

Comprehensive, definitive policies on school-
press relations won’t ensure a positive relationship
between school administrators and the press.
However, their absence may impair the
relationship. Certainly, the findings from this
study suggest that many, if not most school and
news media organizations have a long way to go
in developing such policies.

REFERENCE

1. Bitter. Practical Public Relations for the Public Schools (Alabama:
Troy State University Press, 1977): Page 4.

About the Authors: Dick Gorton is Professor of
Administrative Leadership at the University of
Wisconsin-Milwaukee.

Maxine Newsome is Director of Elementary
Education in the Wauwatosa School District
(Wisconsin). Thearticle is based on Dr. Newsom’s
dissertation which Dr. Gorton directed.




Reprinted with permission from Catalyst for Chance,

East Texas School Study Council. Spring, 1983,

Involve The Community

To Approve The Budget

Richard Bamburger

The headlines read, “Schodack Central has
Largest Tax Levy Hike in County,” and
“Schodaclk: Taxpayers’ Group: Defeat School
Budget.” Faced with these problems. the
Schodack Central School District, a small K-12
school system near Albany, New York,
experienced two years of budget defeats. For both
those years the school board adopted contingency
budgets and was successful in having. all
propositions passed during the first year. For the
second year the district scheduled a total of four
budget votes before interscholastic athletics were
approved. Several areas not included in the
contingent budget never did receive approval that
year.

The reasons for the budget defeats were clearly
apparent to everyone: a large increase in tax levy
during the same year that the county moved to full
value assessment from fractional assessment.
These factors created a spirit of distrust and
animosity in the schoot district which had in the
past experienced generally good support for
budgets and the educational system.

In an attempt te alleviate the crisis, the Board
of Education during the fall of 1981 decided on a
massive involvement of the community in the
preparation of the 1982-83 school budget. A
subcommittee of the board was formed to develop
ideas for community involvement. After studying
many budget plans of large school districts, and
city school districts throughout New York State
which  iavolved the community, the
subcommittee presented a very elaborate program
to the school administration for its reaction. The
administration reacted positively, but believed
the demands imposed upon it by a very elaborate,
time-consuming process would be
counterproductive to the operation of the school
district. Working together, the administration
proposed an alternate plan consisting of twe large
committees. One was a budget prepacation
committee and the other was a budget promotion
committee. The budget preparation committee
would be composed of three subcommittees, one
each to study each of the three schools in the
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district. The budget promotion committee had
four subcommittees concerned with public
relations, research, organizational contacts, and
recruitment.

Procedures for the budget preparation subcom-
mittee are listed below.

I. Each subcommuutee will have its first meeting in
December to set uts goals and set 1ts time lines, The
principal of each school will call the first
subcommuttee meeting.

2. One person will be elected chairperson of the
subcommittee. and one person will .be elected
recorder of the subcommittee.

3. Each subcommittee will have the opportunity of
examining the principal’s budget and its
preparation. Each subcommittee will develop a
budget including both prioritized recom mendations
for cutting the present program and prioritized
recommendations for additional spending bevond
the present program.

4. Recommendations from the budget preparation
subcommittees  should be given to the
supenntendent no later than Monday. March 1.
1982.

5. Three persons from each subcommittee will be
selected by the subcommuttee 10 sit with the board
of education when 1t works on the 1982-83 budget.
These people will be selected from teacher. parent.
public. and student representatives.

Whern the superintendent received the recom:-
mendations from the three subcommittees on
March 1, he sent them togetirer with his own
prioritized list of recommendations from those
subc-mmittees to the board of education
members. Each of the recommendations for
additions and subtractions from the program were
included in the superintendent’s report. He was
able, however, (o pass on his recommendations by
providing his own list of prioritized
recommendations for additions and deletions to
the school program.

ouring the budget process as the board worked
on the budget during the months of March and
April, the recommendations from the
subcommittees and the superintendent were taken
very seriously. The recommendations or a
variation thereof were adopted by the board of
education in the final budget.

Procedures for the budget promotion commit-
tee are as follows:;

l. The budget promotion committee will have its first
meeung in January 1982. The board member will
serve as chairperson of this committee. The
chairperson of the committee. the administrative
representative. and the four subcommittee chair-
persons will develop campaign strategies and time.
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2. The public relations subcommittee will determine
the format of the popular budget, develop materials
for budget presentations. determine the type and
kind of news releases and other written materials, ‘

3. The research subcommittee will work with the
districtoffice 10 getaisswers and explanatiions forany
and all questions which may arise from the budget
promotion process. It will also provide demographic
information as need~d and analysis of that
infarmation.

4. The organizationa! contacts subcommittee will set
"' meetings with as many local organizations as
possible after the board adopts a budget and will
provide for appropriate speakers concerning the
1982-83 budget.

5. The recruitment subcommittee will actively seek
out people in the community who would be
available to work on the budget promotion process.
particularly people to work on a tetephone campaign
and to provide transportation on the day of the
budget vote.

6. Each subcommittee chairperson will sit with the
board of education when it works on the 1982-83
budget.

The budget. promotion comimittee became a
most important committee during the snring of
1982. The public relations subcc .1mittee
developed a slide/tape presentation based on the
educational program of the district. The
chairperson of this subcommittee was a
professional public relations person from the
community, and using the ideas and material fr
the school district, produced a very professi
product for dissemination in our community.

The ckairperson of the organizational contacts".
subcommittee set up a series of meetings with
almost all of the organizations in our community
prior to the budget vote. Members of the board of
education and the superintendent attended these
meetings showing the slide/tape presentation firss
and then passing out copies of the proposed budget
and answering questions from the members of the
organizations concerning that budget. The
reception of these presentations was excellent; and
many, many misconceptions concerning the
school district were addressed and made clear.

The job of the recruitment subcommittee went
into full gear the weekend before the budget vote.
People had been lined up to mount a telephone
campaign and to provide transportation on the
day of the vote. This committee also proved to be
a very effective one and was responsible for getting
out a very large vote on the budget in June. The
results came on June 2 as community residents
approved the 1982-83 budget, 594-378. The board
of education’s approach to the development of the
budget for 1982-83 had been successful.

Before beginning the process of the bud
preparation subcommittees, board members, a’
administrators both recognized the possibility o
alienating 2 large number of people in our
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community who might try to sabotage the process
by baving an axe to grind and misinterpreting
what 1iappened in the subcommittee meetings.
While we did have several people who became
critical of certain elements of the school district,
by and large most of the members of the
subcommittees learned a tremendous amount
about their public school system. i fact, most of
these people attended the board meetings at which
the budget was worked on and at the end of the
process thanked the board publicly for its vote of
trust in involving the public in such an
undertaking. At the end of the process the school
district had 18 community members who had
worked on budget preparation committees and
who were very well infornicd concerning the
educational system 1n the district. Information
concerning standardized test results, the exact job
functions of persons working in .ach of the three
schools, information about state laws and
mandated programs, anid information about costs
for pupils, staff, supplies all became part of the
public domain as these people examined the
budgets for the three schools in great detail. These
people, in turn, with their increased knowledge
aboui iiie schools were able to pass this knowledge
on to their ‘riends, relations, and fellow members
of organizations in our community. In the dark
days of the two budget defeats we maintained our
belief that if only we could get public members
into our schools, they would see the good
educational system which they were supporting.
This process affirmed our belief in this concept.

Desiring to improve the process, the board of
education scheduled a meeting with the members
of both the budget nrcparation committee and the
budget pivinvaun committee to listen to ways of
improving the process. The results of that
evaluation were very positive, again, with the
suggestion that a new subcommittee of the budget
preparation committee be formed. This fourth
subcommittee would study the district office, the
business office, the transportation department,
and the buildings and grounds departmeat. The
other change which was suggested concerned the
word “preparation”. Membeis of the budget
preparation committee believi:d that they were
really giving advice. It had been difficult to
actually help in the preparation of the total budget.
Rather what the committee members had done
was to look at the programs in each of the three
schools and make recommendations concerning
deletions and additions. The result is that the new
committee will be called the budget advisory
committee and those members will look at the
1982-83 budget and make recommendations
concerning the program as it is represented by the
present year’s budget.

The cycle is under way; Schodack has begun
using the system for the second vear. We are
confident that the process not only helps to pass
our budget, but more importantly, provides an
educational program for immnortant and interested
members of our community about what’s going on
1n the schools.

A commuttee meeting tn progress at Schodack Central School
Dastrict

here is nothing more

notable in Socrates

than that he found
time, when he was an old
man, to learn music and
dancing, and thought it time
well spent.

-MONTAIGNE

man doesn’t learn to
understand anything
unless he loves it.

-GOETHE

Mr. Richard Bamburger is Superintendent of the
Schodack Central School District, Castleton-on-
Hudson, New York.
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Let the sunshine
illuminate the school
budgeting process

our school system's budget is a
detaile_d road map of resources
and priorities, and it's the remns
that control the schools’ progress toward
desired destinations. Understanding the
bpdget and the * adgeting process rmght
give citizens more sympathy for your
schools” money needs—and it just mght

give them a charice to tug on the remns
as well.

Peprinted with permission trom The American School

Roard Journal, lar<™ (S99,
Board Association.

In what one official has called a *‘citi-
zen's empowerment’’ effort. the federal
government recently issued Making
Sense of School Budgets: A Citizen's
Guide to Local Education Sperding. The
43-page guide aims, it says, ‘'to help cit-
zens understand and control how their
noney is used in the local public
schools.””

In clear prose, ‘he guide introduces
the reader to typical school budget
formats and some variations. It explains
accournting terms and how to read budget
tables. It distinguisk.cs among the dif-
ferent vetsions of a budget—proposed,
original, revised, estimated—and ex-
plains which ones customarily are bind-
ing. And it gives citizens advice on how
to approach school officials and board
members to gain information and influ-
ence on the budget.

Don't think this guide was written with
your convenience in mind. It's meant to
make citizens more knowledgable and ef-
fective. In every section, the guide hands
the reader some tough questons to ask
you and your colleagues. Some questions
clarify details about the budget. Others
bring underlying policies and assump-
tions to light. For example: Do increased
personnel expenditures reflect more
teachers or higher salaries? And what are
the allocation formulas used to divide
resources among schools?

Making comparisons is one of the best
ways to analyze a school budget, the
guide says. Citizens should compare cur-
rent expenditures with those of past
years and with the school system'’s stated
priorities. The budget also can be com-
pared with budgets of other school sys-
tems, including private and parochial
schools. Specific budget items, such as
photocopying services, can be compared
with the prices at commercial print
shops. The guide also suggests bud-
getary cormers—in personnel, mainte-
nance, and capital expenditures—where
waste often collects because of careless
management.

Don't expect Making Sense of School
Budgets to be completely evenhanded,
either. For example: It advises citizens
to examine whsether administrator
salaries and benefits have grown rapidly
or whethar—'‘on the positive side’'—the
school system is shifting money *‘toward
classroom instruction and with sup-
porting activities being carefully justified
in terms of expense, benefit to students,
and service to the community.”

Similarly, on the prickly topic of school
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allocation formulas, the guide says school
administrators sometimes '‘try to avoid
making the data public’’ for fear citizens
will reject the assumptions behind :hewr
budget decisions.

To calm those fears—and get the infor-
mation—the guide suggests tact: *'If the
officials you talk to seem to resist an-
swering your questons, you may want to
explain, first. that you understand that
there can be good reasons for schools tc
receive unequal resources, and second.
that you want the data in order to evaiu-
ate for yourself the justification for dii-
ferences in your district.”

The guide doesn’t say people should
be tactful about using information once
they have it, but it does say that citizens
who find fault should deal in concrete
proposals for improvement--and talk
them over with school officials. Proposals
should be precise. supported by success-
ful examples elsewhere. and introduced
in step with the budget calendar. Chang-
ing the school system’s priorities usually
takes several vears, the guide counsels
not several board meetings.

These suggestions for citizen involve-

ment in the budget process seem con-
structive and sound—although we can't
resist noting that they come from the
largest bureaucracy in the.U.S (We<d like
a guide to understanding and controlling
the federal budget. please.)

Yes, this guide might raise some un-
settling specters—taxpayers probing the
school budget for *‘fat,” for example. or
parent groups wielding budget figures to
onpose administrative decisions. Under-
standing does bring power, and citizens
will not fail to exert it.

But with greater participation should
come greater public consent as well—the
cornerstone of effective governance. And
if the budget's mysteries are unraveled
in a context that encourages thorough.
long-term, constructive involvement with
schools, those advantages should be
enough for you to consider handing out
a stack of these guides at your next pub-
lic meeting.

The booklet is available, at $1.75 a
copy, from the Superintendent of Docu-
ments, U.S. Government Printing Office,
Washington. D.C. 20402. Ask for stock
number 065-000-00382-1. M|
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SECTION 3

COMMUNITY DEVELOPMENT and:
COMMUNITY INVOLVEMENT in.Budget
and Non-Budget Issues

1

33




Reprintnd with permission from Catalyst For Change,
East Teras School Study Council. Spring, 1980.

IMPROVING SCHOOL COMMUNITY RELATIONS:

A PROGRAMMATIC MODEL

by Constance D. Cooper

How often do educators complain about the
lack of success they have in getting parent or com-
munity *“*participation’ in school events. **l had a
party and no one came” is the sad refrain following
many an open house, parent-teacher conference
day. or the monthly P. T. A. meeting. On the other
hand poor iest scores, declining enroliment leading
to school closings, or the elimination of athletic
programs due to lack of funds may often lead to
more community demands for involvement in the
decision-making process in the s:hools than is
rational, feasible or legally possible. Too often
educators find themselvess involved in a crisis
before they discover that it is falacious to assume
that “parents and other members of the com-
munity aren't interested ip the schools.” Maybe
there was another reason why the attendance was
small at the open house? Maybe there is something
that the school was doing, or not doing. which was
responsible for all those no-shows at the Spring
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Festival? Is it possible that some parents may
prefer a relaxing evening watching TV after a hard
days wck in lieu of attending the monthly P. T. A.
meeting to be told what they can do to help the
school, or come to a Parent Teacher Conference
only to hear again what is wrong with their
child(ren) and not permitted to express some ideas
about what they think is ‘‘wrong with their
school?”

Research has shown that prticipation in the
school is directly related to pa.ent attitudes and
behavior.! Given this data, the development of a
school-community relations program which effec-
tively stimulates community involvement and
participation and provides for two-way feedback




and communications linkages is one of the most
essential tasks of an admimstrator. The question is
what can an administrator do to accomplish this
goal. First, there must be an acceptance of the fact
that unless there is a crisis directly affecting their
child or their personal interests. some parents and
members of the community will never be seen or
heard from directly! However., they will be aware
of what is going on in the school and the feedback
from them will be indirect. but it will e there. In
some cCases. it may be evidenced by a ves vote the
next time z school tax referendum appears on the
ballot.

Secondly. the administ itor must recognize
that some teachers feel threatened by members of
the community and some community members
stay away f{rom the schools because they feel
threatened by the staff. Therefore. one component
of the scnuol-community relations program must
be the development of mutual respect by the two
groups for the other. Staff must understand that
there are significant contributions the community
can make to the school and the community must
be aware of the unique skills and knowledge their
school staff possesses which makes it the single
most essential resource in educating youth. While
individual cz.abilities and styles may vary. a teacher
is one of the most essential members of our soclety.
The administrator must provide opportunities for
interaction between staff and community which
allow for the development of feelings of respect.
acceptance and trust if an environment conducive
to the development of an effective community
involvement program is to be affected.

Components of an effective school community
relations program should include the following:

l. An informative communications organ that
is published and distributed on a regular basis. This
may be a simple school newsletter or a more
formal printed rewspaper. In Consolidated School
District No. 65 in Evanston, Illinois, an outstanding
newspaper entitled 65 In Action is published and
distributed to all members in the community by
mail six times a year. The paper includes informa-
tion about local, state, and national education and,
the sure fire attention geller, news about student
activities in the individual schools in the District
with pictures. The key to the success of this news-
paper is the key to the success of any form of
written communication from as 100l or district. It
must include information that the people “want”

to know as well as that which they “need” to
know,

2. Development of a demographic profile and
4 map of the community. The demographic profile
will provide data about the resources to be found
in the community. The data can be collected by
mail or through questionnaires sent home with
students. however. if possible a door to door
census would be more reliable and beneficial to the

development of communications between the
school and its community.

3. Use of student oriented activities to estab-
lish initial contacts with parents as one meuans of
identifying persons to«serve on an advisory board
or council. All admunstrators know that some
parents will only come to the school for an activity
in which their children are involved, e. g.. Spring
Festival. basketball game. art exhibit, Christmas
Play, etc. Organization and planning are key here.
Determine what specific role the Advisory Board is
to play. Is it to be a communications link only or
do you want o have actual community input into
the decision-making process. The specific perim-
eters of the group's participation in the school.
iheir specific role and function must be clearly
defined for them and for the staff when the com-
mittee is first brought together. The composition
of the group is most important. Do not limit it to
parents. Members of the community financiz.dy
support the schools and should be involvey us
advisory board members. Key staff members and
students should also be members. One of the major
responsibilities of the board would be assisting the
administrator in devising and implementing strate-
gies to broaden community knowledge of school
affairs and increase community participation in the
school. Meetings should be regular and the members
must feel that they are muking a valid. meaningful
contribution or they will not continue their involve-
ment. The administrator must make thzm feel that
their input is listened to, respected. and that it has
impact for the venture to be a success.

Some of the strategies which administrators
might employ to further increase community
mvolvement and participation are:

I. Have teachers telephone parents to talk
about the s “ool and coming events with no allu-

sions to any prclems related to the school or the
parent’s child.
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2. Invite members from the community to
spedk to individual classes or assemblies about thar
careers. travel. hobbies. or wmque experiences.

3. Have cach student write a personal letter
to their parent(s) or guardiants, telling them about
the school and how their personal participation
will hely improve the learming environment at the
school or mwviting them to attend co-curnicular
events.

4. Contact senior citizen retirees and 1nvite
them to school to be speakers or assist in individual
classrooms to enable teachers to provide more
individualized instruction.

5. Establish an “open-door’” progrum and
invite members of community to come to school
to observe classes. The aumber of visitors to a
classroom at any time and thd number of days this
would be done would have to be closely monitored
originally. however, .fter a while both teachers and
students tend to ignore visitors. In all cases, visitors
would be scheduled through the office and would
never go anywhere in the building without first
coming to the office und would never go unywhere
in the building without first coming to the office
and officially registering and being escorted to the
classroom.

6. Involve community members in developing
program for onentating staft to the school com-
munity. This could include a bus tour with coin-
munity members as tour guides.

7. Printing a community map showing
businesses. service organizations and agencies.
recreational facilities. and other points of interest
in cooperation with local businesses who would be
asked to provide the funding to cover the cost. The
map could be distributed by the schools. agencies.
and businesses and would include a calendur of
school sponsored events for the year.

8. Istablish contact with local newspaper
staft(s) and subnut articles regularly. Newspapers
irequently need fill ins and ¢f an artidde 1 tmely
and available, it will probably be published.

9. Television and radio are interested
school news. Try to get a regularly scheduled time
seement for your school or district. I tlus 1sn't
possible. aim for appearances on talk shows or
news programs to publicize voming events. share
information. or showcase achievements of statT,
students. or the school. As often as possible. use
community members as your spokespersons.

10. Uffer co-curricul.  programs for adults
after school. Weight-watchi . exercise. literature.
crafts. board and table games. and recreational
slasses are highly appealing, can be run by volun-
reers. and will develop the image of vour school ay
a school for the community.

BEST COPY AVAILABLE
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Wide Net

Reer, in school supporters among
nonparents and senior citizens

BY ELLEN H. HENDERSON

ERSUADING ADULTS who aren't pareats to get

involved in your schools might seem a low-percent-

age proposition. But if you can get them involved,

schools have a lot to gain. Unfortunately, ‘‘non-

parents’ —whom I define as adults without school-
age children—are tough to reach. Unlike the parents of school-
children, nonparents rarely list their names, addresses, and
telephone numbers wit: your schools.

Even when such information is available, your school staff
members might hesitate to try involving nonparents, believ-
ing that these adults won't take an interest in education except
in the case of a tax hike or a bond issue. But if your school
svstem makes excuses mstead of plans to describe your suc-
cesses and expldin ydus needs to nonparents, you're paying
a dear price—and so are the children of your community.

With some 75 percent of the U.S. population not having
school-age children, schools must plan for vigorous action.
We must find creative, effective ways to tell community mem-
bers why their continued personal and financial support of
schools helps them in the long run.

Many school systems have experience in involving senior
citizens aiid, increasingly, the parents of children too young
to enter school. But every community also has many non-
parents at other life stages: young single adults who are just
cut of school and have no children, young married adults who
haven't had children, and middle-age adults who have no chil-
dren or whose children have finished school. Ways can be
found to involve all these groups in your schools.

Adults with preschoolers

For many new mothers, the time spent in the hospital after
giving birth is full of excitement and good intentions. It's
important for schools to make contact with new parents right
from the start. .

Consider this: Three hospitals in the metropolitan area
of Columbia, S.C., deliver approximately 7.500 babies each
year. Many of these 7,500 children will be entering one of the
five area school systems in five years. If you were on the board
of one of those school systems, what might you do for these
new parents to generate goodwill?

Ellen H. Henderson is director of public relations of the South
Caroling Schov Boards Association,
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For a start, you could create a joint publication with the
other four school systems to provide tips on being 2 good
parent and descriptions of early childhood programs, special
education testing, and other elements common to all the
school systems.

Second, you could start an annual mailing to these parents.
Ask the hospital to print four sets of address labels, and then
send an age-appropriate newsletter about being a parent
to this group once a year.

Look, too, at the day-care centers and private preschool
programs in your area. They give you built-in opportunities
for communication with new parents. You could arrange to con-
duct special sessions led by school psychologists, speech
therapists, and early childhood specialists.

In South Carolina, educators increasingly recognize the
importance of classes on being good parents and early child-
hood programs—especially programs for the developmentally
disadvantaged. [deas on what makes good parents vary widely,
but schools can do much to help preschool parents learn coping
skills, Don't expect parents to ask for these classes, though.
You'll grow old waiting. You must target those who need such
skills and work with community partners who can help you
reach these groups.

And you won't reach them by scheduling all your programs
at schools, I might add. You have to go where people are—
often to churches or community centers in rural settings,
workplaces in industrial areas, and housing developments in
inner cities.

Seniors

Many school people have a negative image of senior cit-
zens, and that's too bad, because public relatons research
verifies, that these people in particular support the institutions
they understand.

As of 1983, the U.S. had more people older than 65 than
it had teenagers. In addition. the Baby Boom generaticn—
some 70 million strong—will reach senior citizen status early
in the next century. T~ 2 demographic changes make it es-
sential to involve Senior citizens in education affairs.

Providing special passes for senior citizens is not a new
idea, but it's effactive. In my local school system, Golden
Passes provide free admission for citizens 65 and older to any
athletic or cultural school event. The passes also allow senior
citizens to eat lunch in school cafeterias, paying just $1.75 for
a m~"dous meal, Because the cards have color photos, the
passes also serve as identification for those who no longer
have drivers' licenses.

The five school Systems in metropolitan Columbia have
agreed to honor one another’s Golden Passes. The cost of
the program is small compared to the goodwill it generates.
Some schoo! systems also offer a modest discount on com-
munity education classes to Golden Pass holders.

Here's another idea: Picture an older gentle-man sur-
rounded by four or five eager nine-year-olds. He's gently
placing a pair of glasses smeared with Vaseline on a boy
and saying, ‘‘Tell them how things look.”" As part of a
joint venture between the school system and 2 senior citizen
program at the recreation center, the man is fllustratig how
degenerztive eye diseases, such as glaucoma and cataracts.
affact an older person’s vision. Called Project LOVE (for Let
Older Volunteers Educate), the program brings senior citizens
in regular contact with third graders throughout the vear. It
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operates in three elementary schools, with concrete benefits
for children and adults alike.

Not all senior citizens belong to organized activities through
a recreation center or church, but enough do so that your
scheol system probably can call on one of these groups to heip
vou Open communications with senior citizens.

Single adults and DINES

Now, for the hard pact—reaching young single adults and
*he childless working couples the pundits have dubbed DINKS,
for ‘‘double income. no kids.”" Both groups are taxpayers
and might be induental community leaders.

Although some of these people will be newcomers to your
c.mmupity, others will have gone to school there. You can
reach young alumni by setting up a table at their fifth and tenth-
vear high school reunions—to recruit volunteers for activities
such as tutoring, coaching, and mentoring. You'll be surprised
how many 28-vear-olds have a strong sense of nostalgia and
an eagerness to help youngsters.

With good public relations. you can be fairly sure to reach
many of the younger p-ople spread throughout your com-
munity. When designing a public relaticns plan. remember the
old sales ad1ge. 3ales promotion doesn't sell, salesmen do.
Your plan should be balanced between written communicatons
and listening and talking with the people you're trying to reach.

Single adults and DINKS read newspapers. listen to the
radio. watch television, drive by schools. live in apartments
and subdivisions, atterd religious services, and buy property.
They're corporate employees, ministers, real estate agents.
Many of them belong to a chamber of commerce. a church,
a professional organization, or a farm bureau. Your public
relations plan should have components that target all such
groups.

You can use your mailings to invite younger people to volun-
teer as individuals or to join in larger partnerships with local
schools. Don’t be discouraged if these people have little time
to offer. Even if you involve bem ol minimally the first year,
working with school kids is nabit-forming—you might well hook
some volunteers for life.

To cast your ner even farther in a bustling city, town. or
suburb, use the marquees that abound at restaurants and other
businesses. From tme to time, if you've established good con-
tacts, these can carry messages about your schools. And don't
forget marquees at your own schools. As a matter of fact, even
a well-kept school exterior can send a subliminal but significant
message to those who merely drive by.

Reaching nonparents takes more than money; it also re-
quires effort by your entire school staff. And that's where you
as a board member come in. Your board must provide ade-
quate staff and financial resources, but you also must make
this communication a high priority.

You know full well a school system can't move forward un-
less it erjoys community support. You can't provide for the
educatiorial needs of your students without a sufficient tax
base. And you won't get the tax support you need until every-
one in your community understands your schools.

You can make sure the administrative staff develops a plan
to make that happen. You can request an annual update on
the schools’ public relations effort. But in the last analysis,
it's up to you as a board member to raise your schools’ com
mitment 0 building broad-based understanding for educauon
througnout your commuruty.

MARCH 1990

Pullouts

{Continued from page 26.)
pullout programs hope the idea of sending specialists into the
classroom will prove less disruptive than pulling chuldren out.

Such proposals. however. seem unlikely to stem the tide
of increased use of pullout programs. Despite calls for change,
many of the teachers we surveyed are ambivalent about the
ercsion of the seif-contained classroom, apparently shanng
the viev: that at least some curncular specialization 15 desirable
and appropriate. Approximately two-thirds of the teachers n
our study agreed that, despite the scheduling problems and
need for reteaching lessons, remedial pullou, programs offer
a better environment and more appropriate insouction than
the regular classcoom. Almost as many felt the same way
about enrichment programs.

Other forces also are at work in favor of pullout programs.
A bureaucracy by its nature seeks to heighten worker produc-
tvity, and ever finer divisions of labor have been thought to
accomplish that. Similarly, greater specialization among
tezchers has seemed to promuse greater expertise in the class-
room. Moreover, the new specialists themselves soon become
advocates for the further expansion of pullout programs.

So, over the years, many elementary schools have added
pullout programs and specialists, in the grocess moving wn-
creasingly toward the kind of structure that reformers current-
ly are challenging in high schools. And this drive toward spe-
cialization makes the use of pullout programs more likely to
increase than decline. Administrators struggling to fit technz-
cal subjects, such as computer literacy, inw the curriculum
are succumbing {0 the temptation to use pullout arrangements.
Other forces also are at work, including the growing presence
of specialists in elementary schools.

The fact is, the elenientary school already is well on its
way to becoming as specialized as the high school. For in-
stance, one Long Island school we know has 24 classroom
teachers and 22 specialists.

So the question arises: IS the current trend toward more
specialization and increased use of pullout programs what's
best for your elementary schools? The issue deserves your
artention. Although some see merit in providing special pro-
grams for stuaents, ochers believe our schools are running
the risk of departmentalizing the elemeatary school and
destroying the close relationship between teacher and stu-
dent—an alienation that already exists in many high schools
and might well lie at the core of the high school’s problems.

Equally disturbing, the increased use of pullout programs
means the continued decline in classroom teachers’ skalls, in
working with a wide range of students and subjects owing to
the increasingly nasrow range of students and subjects with
which they work. The elementary teacher’s role already is
under attack. Teacher3 themselves are complicit in the nar-
rowing of their roles as they express self-doubts about their
ability to teach all children.

What's occurring in our elementary schools today 1s a
phenomenon that can't be ignored. Broadly put, the expanding
use of pullout programs challenges our traditional concepts
of how elementary schools should be organuzed. Whether
that’s for good or ill, however, is a question local schoo! boards
and school adminstrators must inswer for themselves. So
consider well. What kind of elementary schoois do you aant

n your’go‘;nmunity? i
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Reprinted with permission from Illinois School

Board Journal, 1981.

Small communities must help
schools compete for teachers

In a recent issue of The Small
School Forum, two Texas edu-
cators Suggest some ways in
which small school districts can
become more effective in compet-
ing for good teachers.*

Texas, of course, has large rural
areas in common with Illinois and
is one of only two states with more
school districts than Tilinois. Au-
thors Edward H. Seifert and
Penny Simone base their sugges-
tions on two assumptions:

1) The small community
cares—or can be made to care—
about the quality of its public
schools.

2) The quality of instruction in
a school depends on its teachers.

As a first step in competing for
good teachers, therefore, rural
school officials must determine the
kind of teacher they want to em-
ploy. This means establishing a
school board policy stating the
ideal characteristics” for teachers
to possess, such as the ability to
teach students with a wide range
of abilities or qualifications to
teach in more than one subjeci
area or grade level.

Moreover, a board that wants
community support for building
an effective facuity will involve
citizens in identifying those “ideal
characteristics.” (A community
that is made awaze of the quali-
ties that distinguish its teachers is
likely to be more supportive of
those teachers and the schools in
general. Unfortunately, even
parents receive very little informa-

—————————

*Edward H. Seifert and Penny
Simone, “Personnel Practices for Re-
cruiting and Keeping Effective Teach-
ers in Smaller. Schools.” The Small
School Forum, Winter 1980-81, Uni-
versity of Colorado Department of Ed-
ucation.

tion about the positive qualities of
teachers.)

A second area needing atten-
tion is recruitment—and it's
another arez where community
support can play a vital role. Sei-
fert and Simone suggest the fol-
lowiag:

o Salaries and fringe benefits
need to be competitive, but com-
munity support is essent:al if com-
pensation is to be a truly positive
factor. (There is a growing belief
that bigger budgets do not buy
better education. The small school
district has an opportunity to
overcome this by showing citi-
zens the relationship between
competitive salaries and its
ability to attract teachers with
#ideal characteristics.”)

¢ School boards can consider
various ways to subsidize the edu-
cation of teachers. This concept is
already built into most salary
schedules with additional pay in
return for additional coilege
credits. With community support,
boards also can consider subsidiz-
ing other forms of continuing edu-
cation (e.g., travyel or study in dis-
tant places) or subsidizing the
undergraduate education of ovt
standing students in return for a
commitment to teach in the dis-
trict for a specified number of
years.

¢ Naturally, school officials
must emphasize to prospective
teachers the advantages of living
(and raising children) in a small
tov:n and working in a small
school.

e Help the teacher secure af-
ford able housing, perhaps with
homes built by vocational educa-
tion classes or housing provided
by the community.

e Provide summer employment
for teachers and employment op-
portunities for teachers' spouses.
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The final step in develoning an
effective small school faculey is to
keep good teachers ance they’ve
been attracted to the district. Be-
yond zood management practices
that make teachers feel productive
and part of the team, Seifert and
Simone suggest the following:

¢ Build community support for
regular improvements in salaries
and extra-duty pay. (This should
assume that the teacher merits im-
provement in compensation; if not.
the teacher should not be re-em-
ployed. The evaluation process,
of course, must proiect the teacher
from the impact of personal
grudges—something not always
easy to do in the closely-knit en-
vironment of a small town.) It is
important, say the authors, to
"ghare the problems of recruitment
and maintaining of effective
teachers with the community.”

o Encourage churches, civic
organizations, and other commun-
ity groups to include teachers in
their membership. Teachers must
comc to feel part of the commun-
ity, bux some small-town groups
shun outsiders. That attitude must
be overceie.

e Help community groups tnat
want to develop recreational, so-
cial, and cultural programs and
see that they are available to
teachers. If the community can be
made a better place to live for
everyone, it will be more attrac-
tive to teachers—and vice versa.

¢ The ownership of }and en-
courages permanext residency.
Work with landowners and
lending agencies in making real
eciate purchases more readily
available to teachers.

Developing an effective faculty
for a rural district boils down to
knowing what kind of teachers are
desired and making faculty de-
velopment a community eff_rt.

ILLINOIS SCHOOL BOARD JOURNAL
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RURAL SCHOOLS AND THEIR
COMMUNITIES: A NEW APPROACH

.TO COMMUNITY DEVELOPMENT

: 'Sue Raﬂery. Ph.D.

- Rural America s in the state of transition. As
Dillman (1989) sugges!s. we are Ieaving ar: Indus-
trial era and embarking on a new “Information” era.
Telecommunications and information technologies
are expandir:g into rural America. Such technolo-
gies 2re as important to the rural residents of today
as tural electrification and highway systems were
to rural America of the 1930's. The ability to adapt
to this information age will be necessary for
successiul rural community/economic development
activities In the 1990's.

» Today, move than at any other timx in the
‘history of rural America, there Is a need for col-
laboration among appropriate local institutions and
agencies. Mobilizing this collaboration and partici-
pallon will be the first step. One key institution In
rural communities to assist in this mobilization is
the school.
.« What happens In the schools does not occur In
avacuum. Schools effect and are Zirected by the
community of which they are a part (Mulkay,
1989). An Important part of e *dr community or
econolic development IS individual capacity build-
ing and schools are in the business of expanding
Individual capacity (Mulkey, 1989; Hobbs, 1988).
There Is an inherent symbiotic relationship be-
tween rural schools and community develezment.
The question remains, how do we call upon the
schools and communities tc draw upon thelr
irdividual strengths for tha betterment of the
community.

The role of e school should remain the
provision of educational programs to enhanca
community vitality. However, a reassessment os
the delivery of such programs is needed. It will no
longer do to view aducation as a K-12 phenome-

non. Rather this traditional role must be chal-
lenged. Schools must become Iife-lorg leamning
centers which offer educational opeaitunities for
the entire communtity, regardiess ot age.

It is accepted by educators and thie public
alike that we must come to grips with the problems
of lliteracy and school drop-out rates. For In-
stance, In a recent study of the South it was found
that this region still has a disproportionate shara of
high scheol drop-outs (38.8%) and a high func-
tional lliteracy ra‘a (20%-+) (Beaulieu, 1989). By
helping adults get GED's and other work related
skills, the adult populous will have more oppartu-
nity to increass their quality of liie through Income
enhancemem. Increasing rural Income and
reducing the humber of rural poor families, shouid
be as much a part of a strategy for rural scheol Im-
provement as those strategies whose applications
are conflned to traditional schooling (Hobbs,
1988).

In addition to widening the delivery of educa-
tional programs for aduilts, the schools must also
be challenged to expand the K-12 cuniculumi to
Incorporate community studies. Knowledge of ths
local community Is vital to the students if they are
to play an active role, as an adult, in that commu-
nity.

So to, do community development activities
require specialized, in-depth knowledge of the
local community if 2 measurable degree of suc-
cass is 10 be achleved. Hobbs (1987) reminds us
when he stated, it straing the creclibility to belleve
that rural community dgvelopment can travel very
far on ignorance of the locality, anc how it oper-
ates.”

Rural communities have litiis hope of having
full-time professionals to gather such Information.
This Is where a well conceived Student project
would result In the collection of local data. Teach-
ing research and analytical sklilg through language
arts, social science, or other appropriate classes

(continued on page 2)
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(continued from page 1)

could become part of the curriculum. Implicitly it
also dispels the student's myth there is nothing
unique about their individual communities: In this
instance everyone benefits—both the students
and the community.

Entrepreneurial skills could also be integrated
into the course offerings and taught to all students
regardless of future career espirations. If ap-
proached creatively, such programs could en-
hance small business development in the local
community. Students may in fact see new oppor-
tunities, rather than responding to conveidional
wisdom that one must “move out” of rural America
to “move up”.

These are but a few innovative ways in which
rural schools could adapt cumiculum to enhance
local community development. All remain within
the delivery of educational programs. Conven-
tional, perhaps not; appropriate, to the changing
world community, yes. .

How rural Amarica responds to the need for
development programs will determine the future of
rural communities in the 1990’s and beyond.
Schools must play a role in providing all citizenry
with access to both :curate information and
training to meet the new challenges. The choices
are theirs to make—together. Rural schools and
rural communities together, can make a differ-
ence.

*About the author: Sue Raftary is a Rural Sociolo-
gist with the Southeastern Educational Improve-
ment Laboratory in Research Triangle Park, North
Carolina.

Ten Strategies for Making the
Connection: Rural Schools and

Economic Development
1. - i i

Appoint educators to Chamber of Com-
merce committees; appoint business
people to school committees. Ask partici-
pants occasionally to report to their
respective boards on what t'iey are doing.

2. Joi .
Schedule reqularly a joint meeting of the
School Boz  and the Chamber of Com-
merce o sharg inigrmation relevant to
economic developrmient.

3. Economic Surveys by School Classes
Ask high school classes or clubs to
conduct community surveys to help
determine current economic activities,

4. Career Awarensss Days .

trends, and projections.

Ask local employers to act as "mentors for
a day" for high school students as a
means of career exploration.

Teacher-Business Exchanges
Sponsor a one-day “job exchange”
program, asking teachers to work in
businesses and business people to work
in schools, hold a foliow-up discussion.
6. Entrepreneurship Education
Spor.sor a class in the high school on
stariing and operating a small business,
with guest speakers from local businesses
as an integral part of the instructional plan.
7. Fagi
Make available under-utilized school
facilties as small business incubators.
Hire students to provide support services.
8. School-Based Businesses
Initiate 2 program that will heip students
expiore, start and operate businesses
filing gaps in available local services.
1oint E ic Davel { Planni
Ask the School Board, County Board,
Town Council and Chamber of Commerce,
to develop a joint area economic develop
ment action plan, using the unique
strengths and contributions of each -
partner.
10. - i i
Cevalopment
Develop a public-private partnership for
leadership developmant, focusing the
program on developing local capacity and
nurturing local resources that are critical to
economic renewal.

These ten strategies are © 1988, The Heartland

Center for Leadership Development, Milan Wall
and Vicki Lutter. Co-Directors, 941 O Street, Suite
920, Lincoln, NE 68508, reprinted with permissioi.




RURAL EDUCATION

ESTABLISHING PARTNERSHIPS BETWEEN THE
BUSINESS COMMUNITY AND RURAL SCHOOLS

An effective way to help develop a strong rural educa-
tional program is to estabhish a husiness partnership
between the rural school and th= business community.
Once a relationship is set up, the sdvantages for both the
schools and business community could prove beneficial
to the entire rural community. For a partnership
between a business and a school to work. each party must
te willing to define its specific needs and demor~irate a
desire to make the partnership work.

What is a school-business partnership?

Generally defined, a partnership is a mutual agreement
between a business and a school to establish certain
goals, and to construct a reasonable means of achieving
those goails. The term “school-business partnership™ Is
distinguished from the “adopt a school” concept by the
fact that a true school business partnership is not an inner-
city program geared toward helping only Jdisadvantaged
students. The present trend of school-business partner-
ships is focusing on helping to improve the overall educa-
tional system and perhaps aid in community development
as well.

What kinds of partnerships exist?

The types of partnerships that are formed between a
school and a business depend on what each party hopes
to achieve. The objectives of each party will determine
whether the type of partnership will be directly involved
in the overall school program or whether it will E2 indirectly
involved, or involved in just a spacific area of the school
program. Some school-business partnerships are only
partnerships in the sense that both parties desire thatthe
relationship be as uncomplicated as possible. In this kind
of partnership the business might provide funds and equip-
ment for the school program while the school may
reciprocate by publicly giving credit to the business.
Another type of partnership is the long-term partncrship
and is usually more complex in nature. The long-term
partnerships usually have well-defined purposes and both
parties work closely together to accomplish their objec-
tives. These partnerships often provide programs to help
ennch the school programs such as sending professional
business people to teach mini-courses. Long-term

partnerships are frequently concerned with developing
enriching career educational programs and providing on-
the-job training.

How can parterships be effective for the rural school?

Along with today's emphasis on effective education also
comes .:2 constant pressure of budget cutbacks of public
education funds. Forming a strong school-business part-
nership can help ease some of the budget woes and per-
mit the business community to take responsibility for the
quality of education, and can make the transition from
school to work easier. Rural schools freguently do not have
the monies for new equipment or innovative teaching pro-
jects. Partnerships can help supply funds and professional
expertise for hands-on projects or pilot programs which
the rural school budget may not be able to cover but which
the school desires to incorporate into its curnsulum. An
example of this might be an agreement between a local
bank and a school to stimulate life skill activiies as
motivating factors to achieving learning objectives. Often
businesses can provide workshops for students and staff,
provide up-to-date equipment, or provide direct on-tt.2-job
training. Many partnerships are formed because both the
rural school ar:d business community find themselves con-
cerned about the lack of rural career enrichment pro-
grams. With budget cuts and the increased attention »e-
ing given to the back-to-basics movement, schools are
finding that they have to decide whether they can affora
to include arts and humanities in their curriculum. Rural
educators who are concerned about the importance of arts
and humanities to students’ overall educat:onal and
cuitural growth should look toward possible partnerships
to fulfiil this need.

Arts and humanities programs frequently discover they
need to bring in outside instructional resources. Again,
partnerships can fill that void by functioning as a liaison
for the school and a cultural center, for example. With the
suppor of a partnership, schools can encourage teachers
to work closely with cultural centers to stimulate student
creativeness.
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How can business henefit from the school business
partnership?

While we can say that a good partnership might be
invaluable to the rurai school, the same can be 3aid for
the business community. By cooperating with the rural
schools in devaloping strong career and educational pro-
grams, the rural business community may not have to
depend upon outside skilled help. Large businesses which
form partnerships with rural schools are assuring their own
future with the kriowledge-that the future work force may
be the finished product of their involvement in quality
educat.. \

Why are partnerships formed?

¢ Mutual desire to improve the qualily of education

Rural schools are usually too small to offer a large
variety of educational services. Too often, enriching
activities such as field trips and special we-kshops are not
available to rural schools. The reasons 1or this vary such
as lack of funding, lack of facilities, or simply a lack of
qualified staff. In order to give rural school students the
same opportunity for quality education which is av-ailable
to many urban schools, outside resources should be con-
sidered. A good partnership can bring in a wide range of
fields and professionals to satisfy the need and contribute
to the broadening of rural students’ social and career
perspectives.

* A need to uplift the morale of the educational system
and the rural community regarding education

While the back-to-basics movement itself may not be
a hard subject to deal with, recent criticism of public
education has to some extent, taken its toll on school and
community morale. The business community can play a
vital role in uplifting the morale of both the eucational
system and the community by being involved in the whole
school program. Partnerships can function as a liaison in
the improvement of community-school programs.

¢ The school’s need for financial funding

Rural schools with a budget that usually just covers. the
bare necessities can benefit by the formation of a good
partnership. Qutda’ed school equipment can be replaced
with modsrn equipiaent with monies from partnerships.
Buildings, ronovations, and computers are just a few ex-
tras that business partnerships could provide.

How can partnerships be formed?

A partnership can be initiated by sither a school or a
business. To farm a partnership, communication must be
established. Each party should be willing to take time to
sit down and draw up a definite set of goals. The parties
involved must be committed to the time and effort it takes
to make a good partnership. Individuals should be selected
from each side who are comfortable working outside their
enviranment and who relate well with people. Business-
school partnerships can be extremsly rewarding-but to
work, they need tota! commitment from both parties.

What are some successful examples of school-
business partnerships?

* A good example of a rural community education
program took place in 2 community in lowa with tw
companies and the schools of that comimunity. Thb
main goal of that partnership was to give students
education and experience in the computer field.

* In Virginia a partnership was set up with the
Chesapeakw Corporation of Virginia to solve the math
teacher shortage. In this partnership business loaned
engineers o schools to teach advanced math classes.

* A rural community in Utah formzd a partnership to
prcvide educational opportunities for students via a
live telelearning network.

* Rural communities in North Carolina realized that
they needed stronger mathematics and science pro-
grams, so partnerships were utilized to fill the void.

* Southern Georgia has the iarvin Pittman Laboratory
School which warks .vith schools in the development
of new teaching appruaches.
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Blueprint for Entrepreneurship in Your Schogc!

Entrepreneur: One who organizes, manages and assumes the risks of a business or enterprise.

School-Based Enterprises
and Student Entrepreneurs

“Have fun, learn something new,
make decisions, be your own boss, earn
morey, create something, improve your
community and learn to work with
others, all while getting high school
credit!™ Schoois :that integrate
entrepreneurship into their courses find
students using just those phrases to
describe their school experiencss.

Learning how to beginand run a busi-

ness provides immediate relevance to
’ e school experience, can create addi-

«10nal economic activity in a community
and is a life-long skill that continuss o
pay benefits. The school-based
enterprise is a simple idea. Students re-
search, plan, set up, operate and own
economically viable small businesses in
cooperation with local edycational in-
stitutions. There is a classzoom com.
ponent to the program as well ax an
experiential component.

The Way-Off Br;adway Delicatessen
was created. by a group of rurai high
school students from St. Pauls High
School in St. Pauls, North: {.‘aroiina;
Serving typical New York-deli‘fare to
travelers using Interstate: 95 between
New York and Florida, its great success
is due to two factors: It provides an un-
usual alternative to fast food'along the
interstate, and the workers aré owners.
“Everyone should be putting in 110%,
said deli manager John Dexter. "They’re
going to work harder because they're
working'for themselves' instead of for
someone else." Begun as a school

nroject, the Way-Off broadway Deli be-

O ymes an independent cooperative this
spring.

The REAL Story, Winter, 88/89

Webster's New Collegiate Dictionary

How to Begin: Gelting
Organized and Deciding
What to Do

Comrmunities (school board mem-
bers, administrators, teachers, students,
parents, business people, etc.) begin by
agreeing that student learning can be
enhanced if students learn how to create
jobs as well as how to work for someone
else. School officials identify a teacher
eager o expand e regular curricula,
Student participants may be selected
(one school used grade poiat average,
another ignores academic ranking and
identifies students who are risk takers),
or students may select the class them-
selves (other schools define the program
as an elective). In some schools par-
ticipation is restricted to juniors and
seniors; others open it to all kigh school
classes, including ninth graders.

The project <an fit in existing cut-
ricula (there are now examples iri classes
ranging from English through Social
Studies, Business, Math, Economicsand
Band) or be offered as a free-standing
cn: se. The oniy unbendable suideline
is that student-created businesses, like
all businesses, must serve real needs to
be successful. Some enterprises are
profit-making, others are intended as
comrunity service, not-for-profit en-
deavors. This article includes examples
of both.

Fitting the enterprise to the needs of
the community is critical, and this is
where the community survey (see
preceding article) can be very useful.

It is tempting to ignore the survey
step. Students will be sure they have a
wonderful idea, and be impatient to
begin, unable to understand why they
should “waste time” discovering what

real needs exist. This impetuosity, not
confined to teenagers, contributes to the
high rate of small business failures. The
community survey is to identify existing
and unmet comraunity needs that stu-
dent enterprises can address.

The survey provides an analysis of the
community’s demographics and
economic base, and will bring to light
possibilities that students haven't con-
sidered. For instance, many rural com-
munities are aging. A large proportion
of the population is over 60, and the
need for services to the elderly is sig-
nificant. Rural communities often have

financial difficulty providing such ser--

vices. A school-Cased-enterprise could
help fill those needs, and service busi-
nesses are among the simplest (and least
costly) to start,

Studcnts in Harding Coum;, South

,,,,,,,,,,,

néed for peoplﬁ igdoodd jobs. pamzmg,
clunmg and putting ¢ Storm 'windows;
fuxnsmncc.'l‘heyb'gan anemployment
service throughthcirsocial studies class,
They circulated: applmtmns to all the
srudcms' ncgouatcd‘ am -arrangement
v -school secretary: to-take mes-
sages; developed:a data base *0 match
requests- with. ‘student-talent; and
publicized* the program through the
local :paper;; ‘tadio: station . and: with
posters in’ theé:churches:and at other
gathering; plam around; town: They
charge studeqt workers: five-percent of
the first’ day’sawage and 4 smaller per-
.:ntage- for -repeat’ business: Students
lea-n: organizing®skills;. workers earn
money and- -older-people in-the com-
munity see-them: and the school: as a
source of help rather than annoyance.
Community pride has blossomed as the

.




appcarance of homes: has-improved. “I
don’t know what I'd do without my. hel~
per from'school," sdid one-grey-haired
resident. from her porch. “Before my
husband died we were-so proud of. our
houseand yard and [ just can’t keep it up
myself, the heavy lifting you know. We
talk, too, just after he’s done; and somes
times share somé cookies.. It just makes
my day when [ know he’s coming.”

The community study provides a list
of possibilities for student businesses.
Feasible al.ernatives that arise can be
prioritized, with such student developed
criteria as:
¢ fit to community,
¢ fit to student operation and interest,

and
® ability to exist as an independent

enterprise, etc.

Business Plans: Deciding
How to Do It

The next step is a student-developed
businzss pian. The business plan
describes the business and the reasons a
lender should invest start-up money in
it. When the enterprise is non-profit, the
business plan outlines reasons the
school should sponsor the activity. The
business plan is the result of student
resea.ch, ideas and creativity.

Typically, business plans include ex-
ecutive summaries (lenders are busy
people and studGents nesd to learn to
write to capture attention quickly); a
description of the company, the irdustry
and thecompetition: a dzscripiion of the
product and the production process (or
the setvice proposed); an assessment of
the market and how the product or ser-
vice will be marketed; plans for manage-
ment and personnel; financial data;and
supporting documents or exhibits.
During this same process, needed
resources are targeted, including sources
for venture capital. Creating a business
plan brings real world learning into the
curriculum. In the North Carolina ex-
perience with REAL Enterprises, the
Notth Carolina Bankers Association
found the student business plans better
written than those submitted by most
adultloua applicants, Asample business
plan outline follows this chapter.

Student business plars provide an op-
portunity to involve the community in a

meaningful way. Community members
are willing and eager to contribute their
talents and expertise to local schools in
worthwhile ways, but rarely are they
asked for more than token monetary
contributions.

“It feels much better to be
asked to talk to students
about something I know, like
costs of running an operation
and sources of supplies, than
to always just be asked to put
up $25 for the yearbook.”

A community-based development ad-
visory council (DAC) can be involved
from the beginning when the initiation
of a new business is being discussed.
Brainstorming with students about pos-
sible enterprises also involves the busi-
ness leaders in positive ways with the
school and in creating a more optimistic
future for the community’s young
people. DAC members can be drawn
froma list of local people who are skilled
and knowledgeable about business, such
as a banker, a local CPA, school ad-
ministrators and others who are not
simply consumers. Local lawyers can
help with incorporation issues;
physicians or dentic.ts can talk about
limited partnerships, sole proprietor-
ships and personal corporations. DAC
members can also provide some reality
checks on unrealistic expectations.

A cafe owner, who inhcrited
the business from her family,
told a group of students, “We
almost lost the place. [
showed up in the morning to
open up and closed up at
night. I had people working
for me, and didn’t think I
had to be there. I had no
idea being the boss meant
you had to work, and usually
harder than everyone else.”

When plans are [irmer, you may wish
to expand the DAC tr ousiness people
familiar with the tvpe of enterprise
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proposed. While it is imporiant that
thove who could kill or harm the
enterprise be identified—2nd a con-
certed effort to win thuse people over
must be made—it has been our ex-
perience that having a policy that stu-
dent enterprises not compete directly
with existing community businesses
removes most negative reaction. Be-
cause community leaders are deeply
concerned about the future, they wel-
come increased economic activity. They
are often astounded at the talent and
energy of students, and begin to work
hard to find ways to keep them around
after high school.

“Foryears, our school taxes
have gone to create a future
we've exported. This project
is a first step in turning that
around.” :

The Harding County School is on
ilighway 8S next to a small gas and
groceries operatica in Buffalo, South
Dakota. Because the district is about 50
miles square, many students board in
town during the week, living with rela-
tives or on their own and going home .0
ranches only on the weekend. Curt
Shaw’s social studies class decided that
their stomachs presented a need to be
filled. They conducted a simple survey of
the high school, asking what kinds of
foods students would like to have avail-
able for before.school brezifasts and
snacks. Instead of starting a school store,
Cust and his students took ihe list next
door and shared it (and what thc class
was doing) with the proprietor of the; gas
station. She now stocks those itenis, has
increased her profits and isastrongcom-
munity supporter of the other stud.at
entreprencurial ideas.

The decisions about which student-
devised plans to support can be made by
the community-based development ad-
visory committez (DAC) with board
review and final approval, It is a good
idea to spread the decisions among a
group of people as a wzy of increasing
information about the projezt, insuring
the best decisions and avoiding per-
sonality conflicts. The board of educa-
tion usually retains firai project
approval,
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Students in Belle Fourche, South
Dakota, where the school is about two
miles from the nearest store, reacted (0
the same adolescent hungers by starting
aschool store. They conducted a survey
to decide » hat to stock, negotiated with
the schoo. administration, the board of
education, several suppliers and the
school attorney before beginning. They
filed incorporatior papers with thestate
of South Dakota. Local merchants
provided encouragement and advice. All
has not been smooth, however. To make
the store more attractive, they covered
the outside with barn wood. The State
Fire Marshall determined that it didn’t
meet the fire code, so they began
negotiating with state officials. After
proposiny a series of creative com-
promises, they sprayed the offending
wood with fire retardant. The store
clears roughly thirty dollars a day selling
soft drinks, microwave hot items and
celery, carrot sticks and -alads to the
students.

Operating a Business:
Filling Real Needs

Student-owned and managed busi-
nesses are no different from other busi-
nesses. They need to fill real consumer
needs. In northwestern South Dezkota,
where winters are long and hard and
many people heat their homes with
wood, Harding County provides an il-
lustration of how a, project can meet
several needs at one time.

Last year, Ben Latham of Camp
Crook, SD cut wood from his.father’s
ranch and sold it to earn enough money
for a trip to Europe. This year, he
negotiated on behalf of his father with
the students in his class (Ben's a senior
this year) and they took over his wood-
cutting business. The negotiations in-
cluded the cost of the truck to haul the
woud, gas and oil for the truck and the
chainsaws and sharpening the saws (stu-
dents researched the costs of buying
equ'pmem asopposed to leasing it from
Ben's dad and decided leasing wis the
best deal) They cut wood on werkends,
stack-it in trucks and bring it to town
(about forty miles) and splitand stack it
next to the school. Orders come to the
school and are filled during student free
time, after classes. Kueping careful track
of hours, they intend to pay every stu-

dent on the basis of how many hours
hefshe put in at the end of the wood
season (which in South Dakota lasts
untilApn‘) Theyall figure to make well
above minimum wage-and, at the-same
time, are providing a much apprccxatcd
service (o the wood -burning ciuzcns of
the area.

Some student-opzrated cmcrpnses
are organized te re-invest profits in a
mutual goal, rather than set up for in-
dividual gain. Profits from a com-
memorative football program, which
included a historyof the schooland team
and was personally autographed by the
team, coaching staff and cheerleaders,
were used to purchase a banner for the
school gym.

The most popular TV show in
Presho/Lyman, SD is written and
produced by band members at Lyman
High. Called The Lyman Connection,
the show appears on cable TV every
Friday night. A talk show format gives
community memters an opportunity to
talk about specia! interests (Arbor Day,
the Soil Conservation District, an up-
coming local theater produciion) and
showcases performances by members of
the band and chorus. The students plow
most of the profits from their show back
into production costs; the remainder
supports band trips.

The commercials may be the most
eagerly awaited parts of the show. V/rit-
ten and performed by the band mem-
bers, they feature locat merchants o
are enthusiastic about buying time on
the show. One, for example, features ais
old, old lady in an old, old car creaking
into the local mechanic’s garage. The
garage door closes and, when it opens,
out comes a beautiful blond high school
senior in a new red convertibie. The
garage's business nas boomed.

The students drive 150 miies each
Thursday after school to the nearest
television studio, edit the tape all night
and drive back just in time for their first
class on Friday. The show airs Friday
nigats and videotapes of the show are
the most popular rental at the local
video store.
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Concerns: Liability,

Community Perceptions,
Accountability
Liability

Liability issues are a concern for
schonl boards and administrators. The
supenatendents we consulted suggest
that, ar a school-sanctioned activity
(With a board resolution to that effect),
the prolccts are covered under the
school's existing insurance policies. You

may want (0 raise the issue with your
school attorney.

Accountability

Parents, community members and
teachers may ask, “How can we be sure
the students are really learning?” There
are two ways. The first is (0 have the
teacher(s) analyze the basic skills or
competencies for which they are
regularly responsible and make plans to
be sure they are covered and evaluated
as the projects proceed. (A fuil discus-
sion of how that is done can‘be found in
the article, “Blueprint for Course
Design,” that follows this one.)

The second way io monitor student
learning is even more compelling. It
comes from the students themselves as
they enthusiastically show and teil the
adults with whom they interact how
much they are learning,

A group of H”arding Comuy. SD stu-
dents are preparing adirectory of all the
small businesses-in the.County. They
chort “You can getanythmgyou need,
right herel” They are making the direc-
tory available free, as.-, public semcc,
and have learned so much aboutstarting
smallbusmcsscs that they are working as
consultants to. adult: community mem-
bers. Fomnstancc, Marc, a local 23-yzar
old, wants to start: a- health club. The
studcms have.conducted two rounds of
surveys for him to satisfy.the demands of
the SBA and'¢onsidered-(and declined)
an- opportumty to-become silent
partners in theopération. (They thought
his plans were t00‘ambitious, based on
what they | knew of hlm and their data.)




Another community member is being,
urged by the students to start a cleaning
business. They have discovered the need,
are willing to buy the equipment and
lease it to her,and several ofthe students
will work for her while they are going to
school. The Harding County students
are (collectively) members of the cham-
ber of commerce, attcnd meetings and
scrve on standing chamber committees.

Parents report that conversations at
home have moved from the usual—
“How was school?” “Fine.” “What did
you do?” “Nothing"—to excited stu-
dents, bursting with new information,
wko monopolize conversations at home
on issues such as the social boundaries
in the community, the county system for
licensing and permits, the history and
scttlement patterns c; the town, the
recalcitrance of the fire marshall, the
problems of cash-flow and thesurprising
number of existing businesses in the
county.

“This is real learning,” saws one red-
headed senior. “Thig is how it is in the
rcal world. We’re so much better at
working together and [ appreciate some
people I never had time fo- befnre. I'm
just sorry more of my classes weren't like
this one. It’s sometimes confusing, but
always interesting.”

Community Perceptions

Will community members think the
students are goofing off when they are
out of school, collecting information or
doing reseaich? Possibly, at the begin-
ning. Community meetings and articles
in the local paper, on the radio and in
newsletters can eliminate some
misunderstandings. The office
secretaries should expect some calls as
community members react to the sight
of students outside during school time.
A simple explanation that it’s a school
projectand personal experience with the
earncstness and seriousness of the stu-
dents wili quickly clear up matters. And
again, a scheol board policy endorsing
the project is a big help.

Belle: Fourche students are respon-
sible for a twice-a-week radio show on
the local commercial station. The show
began as the usual reading of an-
nouncements, but the students lost
paticnce with that. “We didn't want a
radio show that just was a talking head.

We wanted to really use the medium and
create a tlieater of the mind.” Thiey take
pains to present an.audio experience
that is greatly anticipated by: the liss
teners as a way 0 keep up with what's
happening with their school and Zom-
munity. The radio showisabranchofthe
corporation created by the Belle Four-
che students, called THIS, Limited. The
radio work is HEAR THIS; other sub-
sidiaries:include EAT THIS, a refresh-
ment stand; WEAR. THIS, a T-shiit
printing business on the drawing boards;
and WATCH THIS, a dinner theater for
which they prepared cost estimates,
planned and prepared the menu,
decoi.ted and managed the house and
produced a female version of “The Odd
Couple” for a three-day run.

Outcomes: What if the Business
Fails?

A not uncommon concern is, “What if
the student business fails?" Statistics on
small business fzilure are familiar and
gloomy. What is not so well known is
that most of those failures are at-
tributable to poor planning and the lack
of a business plan. Careful attention to
teaching students how to plan for their
own businesses creates skills that will
serve them wherever, whenever, and if
ever, they decide that working for them-
selves is what they want. If, after all the
careful planning and work, a student-
owned business fails, that is a Iesson to
be learned as well. The school district
and board of education are generally
protected from finarcial consequences
of a business failure.

The emotional and psy=hological con-
sequences for the students are also part
ofthe risk required for success in the free
enterprise system. An entrepreneur is
defined as “one who organizes, manages
and assumes the risks of a business or
enterprise.” There is risk involved. The
business owners we've involved in the
program appreciate that students are
aware of and willing to assume risks.
They say that that’s the exchange for the
potential to make a profit. We think the
approach outlined here minimizes that
risk because of the careful attention
given to well-researched business plans.
While all risk can’t be avoided, care{ul
guidance can lessen the potential
failures. The point of the program is
student knowledge, and when inter-

26

preted by a talented teacher, failure too
can be a learning opportunity.

The Belle Fourche Dinner Theater,
for example, played to about half the
crowd they had planned for because the
students did not sell the tickets they had
assumed responsibility for. Rather they
counted on Sales at the door that didn’t
materialize. This left them with le(t-over
food: The prime beef was sold easily to
faculty and parents at cost. The lettuce,
carrots and other perishable salad
fixings presented a larger problem. They
made individual salads and sold rhern in
the school store, marketed raw
vegetables to the wrestling and basket-
ball teams after practice, and took a loss
on the rest. The next production will
have built on the great word of mouth
recommendations from the audience
that attended. this one, and more
publicity: I the future, thestudents plan
to investmore time and effortin advance
ticket sales.

Itis important and relatively simple to
build a high level of acce:. atability into
the project. Students can report con-
stantly to the community, to boards of
directors of local civicorganizations, the
PTA, teacher organizations, étc., and
find opportunities to tatk about. what
they're doing. At the same time, an in-
formation campaign can be initiated in
the community. Periodic press releascs
with pictures showing the business in
progress can be given to local media. If
there is no local media, posters could be
prepared and written by students and
distributed at local peints of interest, 3
community newsletter could be
developed and distributed or perhaps a
school newsletter could be distributed
more widely to the community.

Ultimately, the best nurturing comes
from those adult supervisors willing to
allow thestudents to makedecisions and
implement them. Technical assistance
from local resource people as well as
external sources may be nceded, and the
ability to identify sources and to ask for
that assistance can be an important
learning project. One dedicated teacher,
however, is key. Our experience is that
unless a school has a teacher turncd-on
and fired-up about the idea, it won't
work. Delay your plans until you find 2
committed teacher. You may, however,
encourage lukewarm interest by arrang-




ing a site visit to a successful project, or
arrange to have some involved. ex-
perienced teachers and students come
talk toyour faculty/community. Thestu-
dent-to-student and teacher-to-teacher
exchange is a powerful motivator. There
are also outside experts from McREL
and other organizations who can speak
to your faculty/ccmmunity.

Some administratcss and boards
wonder, “What if we get this project up
and running and the teacher leaves?”
Well, either another teacher on the
faculty will take 1t over, or you wall hire
someone who agrees to continue it (that
is Chuck Maxon’s solution in Harding
County. He says “The community won't
let me drop the program.”), or you stop
the program. The students who have
been involved will have profited, and the
school has no large investment in
matcrials or equipment.

Money: Costs to the School
and Start-up Capital

Let’s talk, for a moment, about costs.
The strength and apparent weakness of
the program s that there is no packaged
curriculum. Therefore, .he project has
no start-up costs and no unexpected
costs latur. Class time and teacher time
come already budgeted for, students are
not reimpursed for their time, and there
are no special materials or equipment to
purchase. The project requires an at-
titude shift as much as anything, and the
activities come from each individual,
unique situation: the blend of com-
munity, teacher and students. Some
teachers will relish the opportunity o be
flexible and creative; others will be
frustrated at the thought.

There are ways to support teachers.
They include courses in community
developmentat colleges and univarsities
(one crzated especially for this project is
described in the article on studying the
community and will be team taught by
the South Dakota teachers involved
with McREL). Short courses and con-
sultation are oftea offered by extension
services and economic development
centers. In-service sessions with
teachers and students wiio are already
doing projects are possible to arrange,
ars videotapes and print material are
avdilable from McREL and others.

While costs to the district are mini-
mal, there tnay be some costs associated
with the businesses the students wish to
start. When students have identified
market niches through community sur-
vey research, decided on gdods or ser-
vices that are needed that they could
produce, prepared business plans and
had them reviewed by development ad-
visory committees and approved by the
board of education, it is time to secure
financing for their ventures.

The quality of the business plan will
determine how well it will attract financ-
ing. Of course, waiting forcapital to fund
the business may mean a very long wait.
At the outset, it is wise to identifystages
within the business plan and to target
financial resources needed for each
stage. This will enable a sequence of
financing that can add to the strength of
the entcrprise and may be easier to ob-
tain in smaller communities.

Funds are available from a number of
sources. The district itself, in rare cases,
may wish to provide start-up capital.
Stage legislation governing spending by
school districts may need to be reviewed.
In fact, if this is an inhibiting factor, an
effort on the part of several districts in-
terested in this approach to community
development may need to actively lobby
for change. On the other hand, state
dollars maybe available, as several states
lave special funding packages available
for rural communities.

[tis important to begin with the [ocal
community. Close ties to investors will
enhance the opportunities for success.
Some local Chambers of Commerce
have economic development programs
that include incentives for new busi-
nesses. The iocal advisory board may be
of considerable helpindevelopingsources
for risk capital. A local development
corporation may need to be developed
to handle financing. Grants could also
be written through Chapter 2, Carl
Perkins or Job Training Partnership Act
(JTPA) funds. It is important that, even
taough the business is owned and
operated by young people, it be subject
to the rigors of the marketplace faced by
any other business. This way students
will learn the most and be best prepared
to sutvive in the real world.

There is also the possibility of
developing a partnership with an exist.
ing Jocal business. In this case, it may be
in the best interest to invest in a business
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that offers some *ype of support service
that previously had to be sought else-
where. Businesses developed as school-
based businesses could be prime
supporters of new businesses. In fact,
that may be something that could be
specified in the business plan. Another
good source for funding is those ..-
dividuals in the community who are al-
ready providing financial support in the
form of scholarships. A good business
plan should be fundable from the usual
sourc~s; however, donations miay be in
order, especially if funding sources are
difficult to access.

Of course, local banks and other sources
of commercial capital should be con-
tacted. The most difficult obstacle to
overcome is lack of collateral. School
districts may not wish to encumber
property, and students generally do not
have sufficicnt collateral to insure a
business loan. However, if the business
is such that signed contracts for s:rvices
can be obtained in advance, those con-
tracts can act as collateral.

The Small Business Administration
has a guarantced loan program,
FASTRACK, for just these kind of stu-
dent owned and operated businesses.
The FASTRACK process is itself an
education insecuring government loans.
The fact is, when seeking capital for
starting a business, small amounts are
often more difficult to obtain than large
amounts.. For that reason, it may make
some sense for au intermediate service
agency to acquire larger funds which can
then be distributed to local school dis-
tricts engaging in the establishment of
school-based enterprises. Establishing
an economic development mill levy
might also provide a source of risk capi-
tal on 3 local level.

Aaron Amberof Lyman, SD began his
own business last summer. Lyman
opened a new golfcourse and Aaron got
the first loan from the SBA's
FASTRACK program for students and
now owns and operates a driving range.

Through this process there should be
several active partners seeking capital:
the schoot system, local banks, private
corporations, the federal government
and the students themselves.
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The Bottom Line

Finally, as the business develops,
thereshouldbe in place some criteria for
spinning-offthe business. Some projects
in Georgia ran into difficulties when the
child care center that students started
proved so profitable that the school
1¢fused to relinquish ownership to the
students when they graduated. They
responded by starting another, even
more profitable one. The point is, expec-
tations should be clear. Criteria need to
be developed for who is eligible to take
over the business once those students
involved have graduated or at the time
of spin-off. Contracts should be made
with time lines included and a written
plan for how and when the business will
spin-off into the community. In addi-
tion, there may be avariety of legalissues
lo consider. All of these issues can be
dealt with on an individual t s, by in-
dividual communities and boards of
education.

School boards will need to develop
policies involving rules for business in-
volvement and operation. For example
the following might be incluued in such
a policy:
® All students working with the

enterprise have the right to become

an owner but do not have to be an
owner.

® Any student working in the business
must take education support classes
that teach business skills.

® All owners must work in :he
enterprise.

¢ Students have several ways to become
business owners, including fiscal and

“sweat equity,” where they earn

shares by working in the business.

A time limit needs to be established
for spin-off. At the same time, the first
right of purchase of a business must
belong to the students who founded it.
Perhaps the second right of purchase
should be to the adult supervisor who
has been working with the students. Fol-
lowing the iefusal by both parties, the
school then can make the decision to
retain the business or to sell it. It is
important, however, that the school not
elect to retain the business simply be-
cause of its success and refuse students
the opportunity to purchase it. Clear
policies will help resist that temptation,
even when the business provides very

good public relations exposure or is
highly successful.

Inaddition to specifying how the busi-
ness must be sold, paficies about price
should be established. A formula for
determining that price should be
specified and agreed upon at the outset.
That formula should reflect the actual
investment in the business plus a
reasonable level of intrrest or profit
share.

I the ultimate purpose in developing
school-based enterprises is as it should
be, to provide educational opportunities
for students, to enhance community
development through a collaborative
community/school effort and to increase
opportunities for students to stay in
their home communitiss or return to
them, the school-based business must be
looking to a future position as a com-
munity business. The school acts as zn
incubator, nurturing the business in its
early stages as students learn what they
need to know to “leave :hie nest.”

Eighteen Additional
Suggestions for
Entrepeneurial Activities

Directories of business services avail-
able in communities and counties can be
researched and produced by economics
or business classes. Listings can be
provided free or for a small charge, ad-
vertising can be sold.

Job services can match willing student
(and community) workers with employ-
ment opportunities; students can
operate the employment service as part
ofa business curriculum. Theservice can
be organized as a worker-owner cor-
poration, with shares allocated in ex-
change for sweat equity. Jobs might
include the usual (babysitting, lawn care,
cleaning, home maintanence) and such
tailore services as the delivery and in-
stallation of water softener salt. The
employment service may charge a small
percentage of wages earned by workers
placed or collect a fee (rom the person
requesting the service, or both.

Students in family or human develop-
ment classes can organize child care ser-
vices for days when school is cancelled to
accommodate families where both
parents are employed cut of the home.

Summer camps for families with two
wage earners can provide a service and
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an opportunity for students to learn
about child development and care for
students in home economics, family or
health classes.

Physical education class members can
provide coaching in life long recreation
skills such as tennis, handball, volleyball
and other individual and team sports.

Arts and Craft (airs where [ocal
citizens can display and sell goods can be
an annual Saturday event that draws the
community together and provides an ad-
ditional source of income for talented
community members, organized by the
Art classes. The organizars can also ar-
range monthly shows in local businesses
and in public places with the artist clear-
ly identified to raise interest in the next
show. A portion of the proceeds covers
organizing expenses and provides a
profit for the producers.

History classes can research when
public and privaté buildings in town
were constructed and who owned them
then and now. Shop or Industrial Arts
students can make lawn signs with this
information. Buhler, Kansas had signs
like this on lawns during their Centen-
nial celebration, much to the delight of
the out of town residents who returned
for the day. .-

Some students interested in health
care or social work could research and
set up a child care and respite service
especially for children with handicaps
and their families. Students figure out
how to qualiify as certified care
providers (perhaps by setting up their
own certification program). There may
be third party payments oz state su port
available to families ic pay for such ser-
vices.

The music department and siudents
mightorganize an instrument inventory,
repair and exchange service for out-
grown or underused instruments, charg-
ing 2 small percentage for offering the
service. Other music students mayinves-
tigate a booking agency for local club
meetings, dances and other circumstan-
ces when music is a desired add. tion.

Agriculture or biology students could
engage in experimental agriculture, re-
searching and testing new crops that
mightimprove a sagging farm economy.
Microcrops, supplies for gourmet
groceries or restuarants in urban areas
and new uses for ancient seeds are all
potentially profitable.




English students could organize a
renral library for books, paperbacks,
records, tapes, CDsand videotapes. Part
o( the service might be suggestions for
reading/listening/viewing materials and
brief reviews to interested patrons. Jo
some areas, a pick-up and delivery ser-
vice would add to the value of the ex-
change.

Students could organize and manage
a bi-annual community garage sale and
clean-up campaign. Student helpers
could be available for minor repairs,
painting, yard work and hauling.
Proceeds from the garage sale could be
spiltamong the owners and school or the
owners and 2 local charity.

Studentscould be trained todo energy
and safety audits of private residences,
encouraging or providing assistance to
reduce energy use through better jnsula-
tion or fuel conservation. Dollars not
exported for fuel costs can then circulate
in the local community.

Students in English or journalism
classes could research, read and edit, as
well as type or word process, papers for
community members attending adult
sducation courses. A student-run agen-
‘y would guarantee timely, accurate
results.

Business or economics classes might
prepare a community “yellow pages”
listing talents and skills people were
willing to share or wanted to exchange.
For instance, someone might be willing
o read to a person with diminished
sight, in ezchange for a pan of sweet rolls
or some lawn work. The journalism or
English class could write descriptions
and preduce the document with yearly
updates and follow-up stories.

Classes with expertise in developing
business plans, starting new businesses
and community surveys can share their
expertise with community members in-
dividually as consultants, negotizting
fees on an individual job basis. In Hard-
ing County, for example, the students’
market research suggested there was a
need for a cleaning/painting service.
They investigated the purchase price for
heavy cleaning and painting equipment,
identified a local resident they thought
would do a good job, and suggested she
start the service, employ several stu-
dems and lease the equipment from

em.

0 A community theater, including stu-
dent actors and technicians, could be
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established that used school facilities.
Studentsin Belle Fourche, South
Dakota, organized a dinner theater to
increase profits and participation in
their productions.

Business plans keep students realistic
and focused. They also msy surface ad-
ditional opportunities. In Presho, for ex-
ample, a student investigating the
passibilities of a trash and garbage pick-
up service was spurred by his business
plan development to include nroviding
garbage cans, can liners, bags and fly
spray in the summer.

Ten Strategies for Making
the Connection: Rural
Schools and Economic
Development

I. Chamber-School Committee
Me:nbership
Appoint educators to Chamber of
Commerce committees; appoint
business peozic to school commit-
tees. Ask rarticipants occasionally
to report o their respective boards
on what they are doing.

2. Joint School Board-Ck xmber
Meetings
Schedule regularly a joint meeting
of the School Board and the Cham-
ber of Commerce to share informa-
tion relevant te economic
development.

3. Economic Surveys by School
Classes
Ask high school classes or clubs to
conduct community surveys to help
determine current economic ac-
tivities, trends, and projections.

4. Career Awareness Days
Ask local employers toact as “men-
tors for a day” for high school stu-
dents as a means of career
exploration.

5. Teacher-Business Exchanges
Sponsor a one-day “job exchange”
program, asking teachers towork in
businesses and business people to
work in schonls, Hold a follow-up
discussion.

6. Entrepreneurship Education
Sponsor a ¢*ss in the high school
on starting and operating a small
business, with guest speakers from
local businesses as an integral part
of the instructional plan.
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1. School Facilities as Incubators
Make avzilable under-utilized
school facilities as small business
incubators. Hire students to pro-
vide support services.

8. School-Besed Businesses
Initiate a program that will helpstu-
dents explore, start and operate
businesses filling gaps in available
local services.

9. Joint Economic Development
Planning
Ask the School Board, County
Board, Town Council and Chamber
of Commerce to develop a joint
area economic development action
plan, using the ynique strengths and
contributions of each partner.

10. Public-Private Parmcrship for

Leadership Development

Develop a public-private partner-
ship for leadership development,
focusing the program on develop-
ing local capacity and nurturing
local resources that are critical to
economic renewal.

These ten strategies are © 1988, The
Heartland Center for Leadership
Development, Mila- 'Vall and Vicki
Luther, Co-Directors, 941 O Strset,
Suite 920, Lincoln, NE 68508, reprinted
with permission.
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Six things you must consider before
opening schools to community groups

By Robert L. Monks

URING a ume of declining en-
rollment, requests by nonschool
groups to use school facilities at mght
and on weekends are likelv to increase.
That's because sentiment in many com-
munttics favors openming up schools dur-
ing off-hours for use as community cen-
ters. School boards that are interested in
earning points with the public would be
wise to promote cuch ideas—but on
your own terms. To protect schools
from possible abuse—and to ensure {hat
educational programs are not dis-
rupted—boards need specific policies to
govern the use of schools by nonschool
groups. Otherwise, problems are bound
to spring up.

Here's a situation | encountered as a
principal: A local theater group was us-
ing the school auditorium for a play,
and during a rehearsal, an accident
occurred. One curtain on the stage was
snagged by a spotlight overhead, and as
a result, four curtain panels burned.
The theater group had no insurance to
cover tuch mishaps, and the school sys-
tem’s insurance carrier was reluctant to
pay for damage caused by a nonschool
group during nonschool hours. Eventu-
ally, the theater troupe agreed to use re-
ceipts from sts play to pay for new cur-
tain pane!s, but only after several need-
less heated exchanges and a threatened
lawsut. A board policy requiring
groups that use school facilities to ~«rry
insurance would have prevented this
situation,

W hen drawiny up your board's policy
governing the use of school facilities by
outside groups, here are some things to
consider:

1. Cost. Specify whether or not
gioups wil! be charged for using school

Robert L. Monks. a school administrator for
14 years, now 18 director of coniinuing edu.a-
tion at Chicago’s Loyola University.
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space, and if so, how much. Take into
consideration the local situation (some
smail communities, .. _ "mple, have
few public facilities, and boards in such
locales probably would sot charge for
most events); consider the cost of school
utilities; how long the building will be
used (mightly for several wecks for a
play, one full day for a local election,
one Sawurday afternoon for a civic

Access to school
by community
groups should be
regulated by a
clear, specific
policy protecting
property and
school operations

group’s fish fry); how likel the event is
to require special services (custodians,
cafeteria workers); how many people
are involved: the size of the organiza-
tion. You might even consider whether
or not the school will be used for
money-making ventures: Communuty
service groups using the school for a
potluck dinner to raise funds. for ex-
ample, would be charged: Boy Scout
troops needing a one-tim. meet'ng place
would not. A flexible scale of charges
probably is the best solution.

2. Conditions. Stipulate that use of
school facilities be permitted only when
activities will not nterfere with classes
and only when activities are unlikely to
resuit 1n damage 10 school property.
Also, make provisions to keep use by

(995
.
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nonschool groups nondiscriminatory: It
would be unwise 1o allow one political
group to use a school auditorium for a
rally, for instance, but not another.
Remember that the public has no **di.
vine right'* to use schools; the board
ulumately decides who will and won't
be given permission. In sticky situauons
(if the Nazi Party wanted to use school
facilities, for example), check with the
board's attorney. One way 1o cover
yourself might be to charge all users a
fee so that no group later can claim dis-
crimination when it is charged.

3. Insurance, Insist that nonschool
groups carry insurance {0 cover per.
sonal injuries and property damage in-
curred while on school property. If
that's impossible, check with the
board's insurance carrier to see
what—if anything—the school system"s
insurance will cover.

4, School represeniatives, Whenever
special school equipment or facif.aes are
10 be used, be sure a school representa-
tive or technician is on hand to super-
vise, The lighted scoreboard in the gym-
nasium, the footlights in the audi-
torium, the stoves and ovens in the
schoot kitchen—all should be super.
wwed by qualified school personnel.
You might \hink about building the cost
for such service—including custodial
service—into the fee groups pay.

§. Schedutlng. Coordinate the sched.
uling of school use through the building
principal when possible, especially for
such routine events as club meetings.
The rule of thumb for scheduling:
School activities always come first; if an
event unduly interrupts the educational
process at a school or inconveniences 1ts
employes, it should not be scheduled.

6. Security. If a group plans to use
only a portion of the school building,
make provisions to srotect other por-
tions. Other security service (guards.
doormen) 1s the firancial responsibiisty
of the sponsoring group. -
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Planning That Fits
Every District
Three Choices Help Define Your Plaiz’s Scope

BY ROGER KAUFMAN AND JERRY J. HERMAN

hich of these three ques-
uons best defines your vi-
sion of your district?

® Are you concerned with improv-
ing the quality of a product generat-
ed by an individual or small group in
vour educauonal organization?

¢ Are you concerned with improv-
ing the quality of a product generat-
erd by your educauonal organization?

® Are you interested in social and
economic trends and future oppor-
tunities which might not exist now
or be readily apparent?

For any strategic planring effort
to succeed, you must choose careful-
Iv the size of your plan and who will
benefit from your planning. If you
<hoose too narrow a focus, your dis-
trict might be stuck with a very well-
developed plan that does not con-
tribute to the whole. Conversely, a
too-large focus may overwhelm and
frustrate planners who only gaze
into the future without regard to
what is happening today.

The first question above inferred a
micro- approach to planning, the
second, a macro-, and the third, a
mega-approach. Let's take a closer
look at each.

Micre-Planning
In micro-planning, the primary client
and beneficiary is an individua: or
small group, such as one administra-
tor or a social studies department.
The time trame in which the plan
operates is frequenty weeks or
months, never beyond one year.

You may choose a micro-planning
process because of your concern fot
{one or more) teachers’ or adminis-

trators’ work hours, leave policy,
safety, pay, power, status, or affilia-
ton. You also may use micro-plan-
ning to help individual students or a
group of students perform better in
courses and activities, or on tests.

Whatever your reason for choos-
ing micro-planning, this process as-
sumes that:

® the goals, objectives, and pur-
poses of the system and its opera-
tional units are known, valid, and
useful,

& the unit of improvement is the
individual and/or the course, activi-
ty, or specific intervention,

® the primary beneficiary is the
individual or small group, and/or
student competency, ~nd

® all such improvements, when
combined, will contribute to the
measurable improvement of the im-
pact and payoffs for the entire edu-
cational system.

Macro-Planning

If you're interested in identifying
ways to better reach larger organiza-
uonal missions and objectives set
forth by your school board, parents,
or community, then select macro-
planning. Here. your goal is to im-
prove your educational organiza-
tion's effectiveness and efficiency as
awhole.

Examples of larger objectives that
would trigger a macro-planning pro-
cess include excellence programs,
assessments of community desires
and preferences, and school-based
management and school renewal
programs,

Typical macro-planning processes

take one year or longer.

Macro-planning assumes that:

® the goals, objectives, and pur-
poses of thz educational system and
its operauonal units are known,
valid, and useful,

® the unit of improvement is the
educational system and all of ‘s
parts,

® the accomplishment of these
goals and objectives will be suitable
to allow learners to be self-sufficient
and self-reliant in today's and tomor-
row’s world, and

® the future is generally deter-
mined by others (such as legislators,
business executives, advisory groups)
and we can only attempt to forecast
and respond to the trends.

Mega-Planning

In mega-planning, society is the bene-
ficiary. This basic and rare approach
identifies existing and future needs
ad opportunities while striving to
accomplish the goals of micro- and
macro-planning.

A successful future for individuals,
organizations, and society is the goal
of mega-planning. It not only deals
with “what is” and “what should be,”
but also adds the dimension of “what
ceuld be.”

Mega-planning assumes that:

® the unit of improvement is soci-
ety as well as the educational system
including all its parts,

® we can and should shape t*¢ fu-
ture, not just react to it,

® people care about the future
and wish to purposely design, devel-
op, implement, and evaluate an edu-
catonal system which will be effi-
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cient and progressive in 1denufying
pew missions that can contribute to
society, and

® the pnmary beneficiary is soci-
ety, now and in the furure.

Next Steps

The planner’s life would be less ag-

vaung if things related in a linear,
lock-step fashion. Who doesn’t wish
that we could simgly move from
micro- to macro- to mega-planning
and onto results and payoffs.

However, the hard work and
thought that you and your strategic
planning group devote in choosing
the scope of your planning process
will reward you through these neat
12 steps.

1. Identify beliefs and values. Beliefs,
values, and wishes of your strategic
planning group will drive your plan.
These should be formally identified
and publicly shared after consensus
isreached.

Your strategic planning success
might hinge on the group’s open-
ness to consider new philosophies or
basic beliefs about people and edu-
cation, and to agree on how much
change to tackle.

Most beliefs come from very early
learning, and can be resistant to
change. We suggest that you lead
people to question their own beliefs
so that constructive change might
be possible.

2, Identify visions. Here the plan-
ning group identifies and defines
what 1s, what should be, and what
could be. Each individual can imag-
ine the world they would like their
children to live in, the organization
they would like to work in, and the
vision they would like to help create
as a planning parwner.

3. Identify current missions. While
progressing through steps 1 and 2,
the group should review the current
educational mission and, if neces-
sary, rewrite it in performance
terms. The mission should include
answers to “where are we going?”
and “how will we know when' we
have arrived?”

The group should also determine
and analyze operational missions for
each part of the education system.

4. Identify needs. Seeing a “need” as

a gap in results, the group shouid
scan internally the educational orga-
nization and externally the society
and community for future opportu-
nities. In assecsing needs, the group
should be considering and using the
data collected in previous steps.

5. Identify matches and mismatches.
The group will examine the beliefs,
needs, and missions to find simlari-
ties and differences. Because each
individual’s experiences will be im-
portant to him or her, the major
challenge will be ir-egrating actual
performance data with perceptions.

6. Reconale differences. A this step,
the group will have to find common
ground among its differences. In
hammering out it differences, the
group frequenty will return to the
beliefs, visions, and needs to com-
pare with the existing mission. This
step requires the leader’s patience,
skill in group dynamics, and adept-
ness at shared problem solving.

7. Select preferred future. Based upon
the reconciled beliefs, visions, needs.
and missions, the planning partners
will choose their preferred future:
the organizaton and society in
which they would liks to work and
live. Thi» "ep commits the plarners
to a targeted furure and discourages
a drift in the organization's current
direction.

8. Identfy missions. The group now
will write a mission statement based
upon its visions, beliefs, and needs,
using measurable performance re-
sults. This often requir s altering the
mission statement and ordering
needs.

9. Identify SWOTS. The planning
partners will examine and agree on
the educational strengths, weakness-
es, opportunities, and threats
(SWOTS).

10. Derive decision rules. Decision
rules, or policies, should be made so
that all partners have the same
“marching ordurs.” These policies
will provide strategic goals and ob-
jecuves with measurable perfor-
mance criteria.

11. Develop strategic action plans. As
the last step in the planning pi-cess,
the group will integrate the needs,
visions, beliefs, and missions. Based
on the SWOTS and decision rules,
the key questions ¢ who. what,

when, where, how, and why should
be answered.

12. Put the plan to work. Here, the
planning will be complete. Now vois
will put the plar ©  action and
seek the require. results. At this
point, work will involve designing
the response, implementing plans,
and evaluating. Based upon the eval-
uations, the group will decide about
continuing and revising strategies.

Any time change is considered or
introduced, many people view the
~hange t imply criticism toward
them or their work. Just the implica-
tion can make those inside or out-
side the planning group quite ner-
vous and sometimes hostile.

Al school districts can improve on
what they already deliver. In spite of
those who might call strategic plan-
ning impractical or even Utopian,
halting the planning process at
“what is” instead of moving toward
“what could be” is a pessimistic set-
tling for the staws quo.
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Strategic Planning

Is a Lead or Support Role Better? These
Tips Will Help You Decide!

BY WILLIAM BRECK

Assoclate professor, Southern Connecticut State University, New Haven, Connecticut

hat your school is now
and what you, your staff,
and the community want

it to be may be o different things.
To turn your vision into reality, you
can use a management tool called
strategic planning.

If your district already is involved
in strategic planning, you probably
\1ow how to fit into the process. But
‘ sou’re considering strategic plan-

~-ng for the first ime, you must de-
cide on your role. Strategic planning
can succeed regardless of how you
participate, but the role you choose
is sure to affect the final product

A few years ago, I helped develop
2 strategic plan for my district in East
Hampton, Connecticut. What I
learned about the superintendent’s
role can help you.

Lead or Support?

The key question is how involved in
the actual development of the plan
you want or have to be. The more
involved you are, the more you're
perceived as committed to strategic
planning and to the plan's sub-
sance. Your involvement also signi-
fies to others that your words and ac-
tions are consistent.

The role you'll play in strategic
planning will vary from district to
district depending on your leader-
ship style, the size of your district,
& structure of the central office

; and the amount of funding
ailable for planning. Regardless of
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“Without the
superintendent’s
support of
strategic
planning, the
effort will fail.”

how much you participate, you must
support the strategic planning pro-
cess unequivocally. Without your
support, the effort will fail.

Your choices for participation ba-
sically are wo. You can assume a
support role in which you provide
human and material resources as
well as coordinate the process, or
you can assume a leadership role,
whereby you initiate a vision of the
future for the school district and in-
spire others to follow it.

The Support Function

Even if you don't participate directly
in development of the plan, you'll
retain an important support role.
First, you must provide the neces-
sary financial resources for the pro-

cess to work. You may need money
to train partcipants, to provide food
and meetng space, and to type,
print, and distribute the plan docu-
ment.

Second, you need to assemble the
20 to 25 peogle who will comprise
the strategic planning group, Your
group shouid be a combination of
parents, :zachers, administrators,
and community leaders who volun-
teered or were hand-picked. In all
cases, the group should reflect the
divergent values of the community.

A group of 20 to 25 may seem un-
wieldy, but will be more manageable
after being broken intc smaller
groups. You will assign each small
group an acton plan during the
early olanning stages.

Later, when the -trategic plan is
put into effect, you should monitor
the progress of the vuious groups
toward accomplishing the plan’s ob-
Jectves. Performance of the group
siiould be reviewed at least twice a
year. If you work in a larger school
district, you may be able to delegate
some or all of these support tasks,
but you stll should oversee all as-
pects of strategic planning. Your
oversight will keep your staff on

- track and ensure success.

The I.eader Role

Ideally, you can hire an outside con-
sultant, called a facilitator, who helps
the planning group carry out the
strategic plan. Then you're free to
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work as a member of the group, con-
tributing ideas and raising objec-
tions.

But when you are the group facili-
tator, your input isn’t allowed. A fa-
cilitator’s goal is to get the group to
generate ideas. The group then
reaches a consensus on its own. Fa-
cilitators don’t pass judgment.

In reality, however, most school
districts don’t have the funds to hire
consultants. If you must serve as the
facilitator, be wary cf these potential
pitfalls.

® Risking plan credibility. You jeop-
ardize the plan’s credibiiity if you try
to facilitate the planning process
whiie concurrenty contributing
vour own ideas to the plan’s sub-
stance. Even if you tell the group
clearly what your role is, they may

Photo by Henry Gasque © 1989

get confused because they're accus-
tomed to soliciting your views as su-
perintendent. .

® Finding enough time to devote to
strategic planning while handling other
routine responsinhiies. My posiuon n
a small district meant I had many
operauonal responsibiliues. The
board of educauon recognized this
problem and allowed me to hire a
person (who was already working
part time in the district) to help
with organizational details. For ex-
ample, she set up action team meet-
ings and made the arrangements
for a three-day retreat at the begin-
ning of the planning process.

I was fortunate that a central of-
fice administrator from a nearby
town had undergon? training at the
Nadonal Academy fcr School Exec-

al;

utives certification institute with
He served as a process observer b
his comments and feedback wer.
valuable in helping me make adjust-
ments to the process along the wav.

Meeting the many deadlines re-
quired to complete our strategic
planning in the nine-month time
frame would have been difficult
without the assistance of these two
people.

I recommend that vou estimate
the hours you will be participating
and confer with the school hoard to
be certain your schiedule allows for
the additional tasks.

® Sharing the glory and reaping the
blame. Facilitating you~ own strategic
plan may be threatening because of
the slim risk that it may not work.
The person who is most closely iden-
tified with any project will be the
one who is awarded recognitiun or
disdain depending upon the out-
come of the proceedings. You could
have trouble if you're closely identi-
fied with the plan and it doesn't
Measure up to the public's expecta-
tions.

® Backing a conservative slo‘
When the group realizes it is de
ing the school’s future, it may get
reticent about taking a bold stance.
Strategic planning is not a time to
be conservative. It’s a time to take
risks, to stretch the organization to
achieve its vision.

® Lacking experience. Even though I
had participated in the extensive
NASE certification program, my
skills and knowledge as a facilitator
were rudimentary. I went into the
process with an uncomfortable
awareness that I was about to prac-
tice facilitating a strategic plan in my
own district, where the success of
the project could directly affect my
own career. The positive side to the
situation, however, was my determi-
nation to make it work. My aware-
ness of the stakes in the project
served as a strong motivator.

William Breck, 2 former supernnten-
dent of East Hampton, Connecticut,
Public Schools, is also a senior as-
sociate with the Cambridge Ma
agement Group of Montgome
Alabama.,
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Strategic Planning Based on Comprehensive Data
Jerry D. Weast

The retirement of the superintendent who
had led the district for 18 years, a school board
with urcompromising differences, a climate of
distrust from a teachers' strikr a few years
before, <hifting enrollment patterns — and a
surprise $4.8 million budget shortfall . . . that
was the picture that welcomed the new super-
intendent to the school district of Great Falls,
Montana, in the summer of 1984. At first glance,
this might seem like the worst time to begin
strategic planning. But the urgent and obvious
need for some action actually opened the door to
charge.

Phase One: Solving the Fiscal Crisis

Phase One of strategic planning dealt with
solving the fiscal crisis as well as improving
the fit between facilities and services and the
educational needs of students. Resources brought
to the problem-solving process included an-
alyses of whatever data could be quickly ob-
tained, integrated, and analyzed — including
deta on student enrollments, administrative
and faculty personnel, physical facilities, rev-
enues, and expenditure patterns. Resources also
included the people of the community, repre-
sented by the board of trustees and by multiple
and closely integrated associations, organiza-
tions, interest groups, and neighborhoods.

The first step was to review a comprehen-
sive study of facilities, curriculum, and enroll-
1 nts that had been conducted five years pre-
vic sly, in 1979. The immediate recommenda-
tions of that study had been implemented at
the time, but the long-range recommendations
had been ignorz

Since the 1979 enrollment projection had
been right on target, the same methods were
used to undertake a new analysis of enrollment
trends and projections. This study added anal-
yses and projections of enrollments at pazochial
and other private schools in the community

under various change scenarios. It also iden-
tified the most likely changes possible in the
personnel levels of the larger businesses and
industris in the community.

The facilities section of the 1979 study had
also been updated. Changes in the composition
of enrollment across grade levels were taken
into account. Transportation systems were an-
alyzed to identify streamlining actions that
might improve service as well as be more cos:-
effective. With 1,700 employees in Great Falls
Public Schools, it was apparent that refinement
was also needed in the personnel data base.
The size o. the budget shortfall dictated
changes in staffing levels. Finally, a system of
revenue projections was developed, with con-
tinuous monitoring of fluctuations in monthly
levels and revision of current budgets on ‘he
basis of these fluctuations.

An ad hoc cominittee of community leaders
was created to work for the board of trustees in
proposing the changes needed to zddress the
problems. As the committee accumulated and
analyzed information, every effort was made to
keep both the board and th2 community aware
of the committee’s activities, informed of the
problems, and most importantly, apprised of
how we could use the data to identif solutions.

Pressures are always present to respond to
budgetary problems by cutting back on curricula,
increasing pupil-teacher ratios, or in other
ways reducing the quality of educational ser-
vices. Could a district adapt to the budget
shortfall without taking such actions, and ad-
dress the problem without jeopardizing the
schools’ mission or the delivery of educational
services? Solutions were sought in staffing, use
of facilities, and organization of grade levels.
We had to adapt to the budget shortfall, not by
trying to find the needed funds all in one place,
but by adjusting a little here and a litfe there.

Reorganization of administrative services
was the first target. More than one-fifth of the

Jerry D. Weast is Superintendent of Great Fails Public Schools, Montana (enrollment 12,400),
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savings necessary was achieved by combining
two assistant superintendent positio?s and
eliminating or reducing administrative Support
positions.

This starting point set a political climate
which expanded options to obtain savings in
other areas. Analyses of the characteristics of
persons ! faculty and other non-administrative
staff positions, such as average age, length of
service, professional status, and so on, led to an
incentive program to encourage early retire-
ment.

The next area explored for savings wi s re-
structuring of school building use to reflec- new
enrollment patterns. The 1979 repor. nad
anticipated declining enrollment at the secon-
dary level, which would accelerate in 1984
while elementary enrollment increazed. The
community had experienced substantial net out-
migration in the latter 1970s, dispropor-
tionately taking families with youngsr chil-
dren. As the resulting lower enrollments at the
early grade levels moved into secondary
schools, junior and senicr high enrollments
would also begin to decline. The report had
suggested that by 1984-85, the district would
have excess facilities at these levels. Com-
bining these shifts in enrollment with analyses
of building use, the ad hoc committee proposed
a reorganization of grades, with an associated
change in the use of the physical facilities.

The existing grade arrangement was K-6, 7-
9, and 10-12, with four junior high schools
feeding into two high schools. The junior high
school buildings were under-used: each had 600
to 700 students in buildings that could accom-
modate 900 to 1,100.

The two high schools were converted into
four-year schools for grades 9 to 12. One of the
junior highs was closed, and one was reniodeled
to accommodate the total K-6 enroliment of two
elementary buildings, simultaneously putting
these children in a better facility. The savings
generated by closing the two elementary
schools and one of the junior high schools were
substantial. The political costs vrere small in
comparison, once the community and district
employees understood the options.

These actions. adopted by the board and
implemented by district personnel, concluded
Phase One. The board, working with the ad
hoc committee, looked at the problems holis-
tically. They developed a single, shared vi-
sion of the strategic planning required.

The ad hoc committee reports went to the
board, the press, and public Simultaneously.
The community was reached through public
hearings and through three TV stations, nine
radio stations, and a statewide newspaper. A
Program of regu._r correspondence with 200 to
300 key communicatory within the community
was initiated. Information was disseminated
to the faculty directly and in person, through
both formal and informal channels. Consider-
ation was given to the diverse interests of the
nine unions representing district employees.
Keepinr the data well diffused in understand-~
able forms contributed to the favorable politi-
cal climate.

Phase Two: Focus on
Long-Range Change

With the resolution of the fiscal crisis, it
became possible to move beyond the concrete
Tevenue, enrollment, personnel, and transporta-
tion data. Phase Two of the strategic plan in-
volved a shift in focus from imm.ediate prob-
lemns to long-range change.

Targeting of Resources —

The populations of school attendance areas
were examined to better understand socio-
economic similarities and differences across the
community to aid in targeting specific pro-
grams.

Local school boundaries were cross-refer-
enced with census tracts in order to use census
information to describe specific attendance
areas. The extensive data on social and eco-
nomic characteristics increased understanding
of how the populations of children and fami-
lies within each attendance area differed. The
report concentrated on those characteristics
with implications for school attendance and
performance. The indicators selected included
the rate of population turnover, the number of
working mothers, and the number of singie-
parent families who lived in each area. These
data were used for decisions on staffing and
programs for at-risk and atypical learners.

A survey of families with children moving
into the community was conducted to bring the
census data up to da‘e and to identify how the
composition and needs of the school populations
were changing. Familie; were asked why they
were moving and what their specific educa-
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tional needs were. To better forecast kinder-
garten enrollment, census data were updated
with informaticia on recent birth rates for the
state, county, and community.

The overall pupil-teacher ratio was held
level at the elementary schools. The demo-
graphic data disclosed groups of children in the
lower elementary grades who were at risk. To
address these needs, additional elementary
teachers were assigned where most needed, and
transition classrooms were added for first
graders at risk. Savings generated by stream-
lining the system at grades 7 through 12, cutting
back administrative costs, improving the effi-
ciency of the transportation system, and low-
ering facilities costs were plowed back into
elementary and secondary programs and rein-
vested in technology programs.

The reorganized delivery of educational
servicos quickly led to measurable increases in
pupil performance. An improved climate of
community opinion was noted.

Individual specialists in the district used
the technological developments in computer-
assisted telecommunications to develop RIDE
(Responding to Individual Differences in Edu-
cation) to assist teachers' work with atypical
learners. This teacher-driven curriculum
achieved substantial savings in special educa-
tion, in part through a far more effective iden-
tification process. RIDE has since been adcg d
by more than 800 schools in 13 states.

Project MOST (Maximizing Opportunities
for Students and Teachers), another innovative
project, decentralized curricular decision mak-
ing to the individual building !evel. This pro-
gram built on a study of student-teacher-ad-
ministrator climate conducted in eaci of the 20
school buildings in the district. A thrust for
national recognition was instituted. Since 1986,
over 50 awards for national and regional ex-
cellence in curriculum and teaching have been
received.

Benefits for Employees —

Improvements in employee development
programs were undertaken and monitored. New
programs were instituted in health and fitness.
A daycare center for employees was estab-
lished. A program to integrate handicapped
persons into the work force was begun, and has
since become the largest such pregram in the
state.

Reorganization of Facilities —

Additional space would soon be needed at
the elementary school level; the problem was
acute in two buildings. Enrollment was increas-
ing at the lowest grade levels, both as the
children of the "baby boomers" entered s.iool
and as the largest emple  in the community
grew and hired more empioyees. Just as out-
migration takes familie ‘th younger children
from a community, so does in-migration bring in
more of these families. With enrollment de-
clines at the secondary level and increases at
the primary level, overall growth at grades K-
6 was now taking place. This was the first
absolute growth with which the district had
dealt in more than 15 years.

Because the Phase One decision to remove
th2 ninth grade from the junior high and create
a partial middle school with grades 7 and 8
was viewed as a temporary solution, training in
the middle school concept began immediately.
The enrollment projecticns had shown that by
1988-89, the two middle school locations would
not be able to house the seventh and eighth
graders comfortably. A comprehensive 6-7-8
middle school program would be needed, taking
sixth graders from the elementary schools.
Strategic pianning provided two years' lead
time to conduct th changes needed for a smooth
transition. The data provided the means to
balance the population in the middle schools,
socioeconomically and ethnically.

Informing the Community —

The continuaus process of keeping the cc™i-
munity informed became even more vital as the
focus shifted to long-range planning and as the
databases became more varied and complex.
Administrative bulletins to faculty and staff
kept the district's employees informed. Board
agendas became detailed and were prepared
and reviewed at work sessions at least five
days piior to board meetings. At the work
sessions, the information was shared with tiw
press and made available to the community,
allowing time and opportunity for input to
board members before the formal decision-
making process.

The politica! climate surrounding the op-
eration of the school district underwent change.
Board campaigns and clections became less po-
larized than at any time in the past two dec-
ades. Negotiations with teacher unions and
other employee unions became smoother, even
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though the resources available to meet em-
Ployee needs did not increase.

Phase Three: Implementing the
Middle School Structure

Phase Three concentrated on restructuring
the delivery system into a K-5 elementary and
a full 6-7-8 middle school configuration. This
simultaneously created the Space needed in the
elementary schools and met the particular age-
related needs of children in the middle grade
years more effectively.

Practically, this phase focused on the de-
cision making necessary to open a third middle
school building. Since geographical boundaries
define attendance areas as well as community
neighborhoods, assignment of sixth graders and
reassignment of seventh and eighth graders to
particular middle schools posed inevitable
problems. These problems would have to be
worked out in the political arzna of the com-
munity.

During Phase Three, the district shifted
froma long-standing pattern of four junior high
schools feeding into two four-year high schools
to a pattern of three middle schools feeding
into two high schools. The old houndary solu-
tions that had evolved with the configuration
of four junior and two senior high schools were
not going to work with the new configuration.

The necessity of geographical change cre-
atad an opportunity to achieve a socioeconomic
balance across the three middle schools that
would be educationally better for the children
and the community. The building to be re-
opened as a new middle school had been one of
the junior high buildings previously closed.
This was a building in an inner-city neighbor-
hood with a very poor socioeconomic image in
the community. At the same time, another of
the existing middle school buildings had a
particularly elite image. The new configura-
tion called instead for three middle schools, all
balanced, all mixed, all excellent.

The stage for this phase was set once ain
with data. The geographic nature of the prob-
lem led to further expansion and diversifica-
tion of databases. Software was purchased to
implement a geogrdphic information system.
This new database would increase transporta-
tion efficiency, provide projections of enroll-
ment changes by individual school attendance

areas, and define new attendance area boun-
daries. Information on land use, housing, maj
developers, and movement of individual fa
lies was integrated with the existing census
tracts data for school attendance areas,

Removal of sixth graders from the elemen-
tary schools alleviated crowding in two loca-
tions and created the Spare needed for curricu-
lar enhancements in all other buildings. To
create space for curricular enhancements at all
primary facilities, building additions were
needed at two locations. A bond issue was pro-
posed to fund the needed additions,

One of the two schools affected, located in
a low socioeconomic neighborhood, had been a
K-3 school for several years because of its small
physical facility. With passage of the bond
issue and corapletion of the addition to this
school, it would also become a full, K-5 primary
school.

Curricular expansion included technology
classrooms. Space constraints had forced the
district to limit computer labs to those few
buildings that could accommodate them. This
had led to uneven student access across the dis-
trict. In all oundings, adequate space was
lacking for support programs, including nation-
ally recognized music and drug/alcohol pr
grams. The goal of continued integration
speciai education facilities and personnel into
each of the primury schools 2iso required more
space in all but a few of the buildings.

These changes were accomplished through
a community-wide process, just a3 in Phase Cre,
with extensive community input prior to mak-
ing any of the final decisions. The reasouing
behind the proposed solutions was carefully
detailed and disseminated to alleviate the
fears that might be encountered in proposals for
change. In spite of school cloezres, reorgani-
zation of the secondary schools, and adoption of
the middle school concept, bond issues for
school additions passed by a 2-to-1 margin,
with a 70 percent voter turnout.

Phase Four: Focus on Individua,
Learner Qutcomes

The Great Falls Public School District is
now moving into Phase Four, which might best
be characterized by the switch from aggregate
measures of educational qu ality to individual
leammer outcomes. Preparation of students for
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the year 2000 is now the guiding goal of the
district. With its financial house in order,
grade levels reorgarized, and school buildings
reconfigured, the district is in a position to
build on what it has accomplished. The basic
goal throughout the strategic planning process
has been to address the question of which de-
livery system would c.eate the best learnisg
environment for a diverse and changing student
body. The three prior phases paved the way
toward making the most effective use of re-
sources. External constraints on planning were
loosened, and lead time for actions was created.

The curriculum has been revised to increase
technology in the classroom, with K-12 access
to state-of-the-art electronics through video-
disc, computer, and satellite dish communica-
tion. The testing program is now congruent with
the learner outcomes designed by the district
staff.

Phase Four has seen more emphasis on the
human element in information charing. Regular
trustee classroom visitations have been insti-
tuted to maintain regular contact between fac-
ulty, students, and decision makers. Admin-
istrative visitations follow a similar pattern so
that superintendent, administrative cabinet,
and senior technical personnel keep in touch
with student, teacher, and classroom needs.

Personnel development programs have more
than tripled and are available to teaching,
technical, classified support, and administra-
tive personnel. /. better trained employee is
the outcome of this investment. Productivity
has improved throughout the district staff, and
each salary dollar goes further in accom-
plishing the district's mission.

Database collation has continued through
Phase Four. Special education enrollments are
being examined to determine whether the ac-
curacy that has been obtained in anticipating
changes in general education enrollment can al-
so be achieved in special education. The Geo-
graphic Information System (GIS) is being put
in place to improve the accuracy of forecasting
year-to-year enrollment changes at irdividual
elementary school buildings.

While the focus of Phase Four is squarely
cn individua! learner outcomes, the earlier em-
phasis on continual expansion of databases is
being maintained. Full integration of data-
bases into strategic decision making requires
that they te extended, maintained, and used.
The process becoren self-maintaining to some
extent, as board and commwunity familiarity
with data-driven management increases, and
as the staff comes to expect the continuing use of
data for decision making. O
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S.N.A.P.
Student Needs As Priority
(A Model for Budget Decision Making)

Joseph F. Lasky

The last several years liave presented the
educational community a series of critical budget
decisions, because of a lack of adequate financial
resources to support programs and services to
studets. Because of this dilemma, parents,
administrators, teachers, communities and
Boards of Education are faced yearly with
choosing what to keep or what not to keep; what
to reduce or what not to reduce; what to eliminate
or what no? to eliminate.

No empirical data clearly gives the needed

‘ irection as o cause and effect between services
and programs and outcome of studert per-
formance. Therefore, when the decision makers
have tc determine budget reductions, they do so

o “ased on the perceptions and values of significant

individuals and special interest groups within the
community.

It would be extremely wise for all individuals
who have the final responsibility of determining
budget decisions to be aware of the value
dynamics in forcing decisions. Values do drive tiie
final decision. What is needed, considering the
lack of hard empirical research, is a process to
solicit values from the key actors in the
educational play to help the decision makers.

The STUDENT NEEDS AS PRIORITY
(3.M.A.P.) model forces individuvals and groups to
‘ocus on their value system in a systematic manner
and quantify their perceptions so they can be
reported to the decision makers in the budget
process, which are the Boards of Education.
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The STUDENT NEEDS AS PRIORITY
MODEL is simplistic in design, as it focuses on
student needs as the driving force. All forces
surrounding the educational community tend to
agree that no reduction should take place if that
reduction is going to adversely impact the student
in the classroom.

S.N.A.P. MODEL

However, the difficulty arises because almost
everything educators promote can be related back
to the classroom. All programs, services. and
functions du have significance to certain
individuals in the community. It seems useless to
force arguments as to whether services and
programs have value but rather to discuss a
method of value ranking. The S.N.A.P. mode!
does exactly this.

PROCFSS STEPS

First, Boards of Education must identify a series
of clearly defined mission goals and statements for
students. The mission and goals would detail what
the community expects and wants from the school
system to meet student needs.

Second, once the mission and goal staements
have been accomplished, the S.N.A.P. model of
priority ranking would be implemented using the
following definitions.

PRIORITY ONE — Services and or programs
that have immediate and direct impact on all
students on a daily basis. These services and
programs can clearly be shown to relate to the
district mission and goals for students, (If the
services or programs were to be eliminated, the
student would experience an immediate and
significant loss.)

PRIORITY TWO - Services aid/or programs
that have an immediate and lirect impact on
those providing for students’ needs at Priority
One. Level two priorities can be catagorized as
services/programs that if withdrawn would
impact the providers of services at Priority One
immediately or within a three month period of
time. If Priority Two services/programs were
eliminated the mission and goals of the school
district would and could not be carried out.

PRIORITY THREE - Services/programs if
eliminated would impact the student from
accomplishing their needs, but the impact would
not be felt directly for at least one year after
withdrawal of services. Priority Three
services/programs would main'y be those types of
conditions tnat provide backup to the Priority
Two catagory.

PRIORITY FOUR - This category of
priorities includes services/programs that clearly
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do not reflect the mission statement or goals of the
school district. Services/programs in this categorv
could be delivered through other means outglll®
the educational setting, or they may be t
functions that were once highly valued by
educators and the community but no longer.
Priority Four would also concemn itself with
efliciencies of services. Any service that could be
delivered more efficiently by other strategies or
techniques would qualify at this priority level.
Priority Four would also include
services/programs that may exist within the
educational setting that  could be
seif-supporting.

METHOD OF FORCING VALUES

The Boards of Education should determine the
groups and individuals they would like to solicit
for input. Then these participants involved in the
budget decision making process should be trained
so that they have an understanding of the mission
and goal statements of the district coupled with a
working knowledge of the four priorities. The
Boards should take in.0 consideraion a
consumer/consumption model in estab’ishing
input groups. The consumer/consumption model
is a model in which those individuals affected
mostly by the possible reducations should have
the most input. One would not ask a car deale
rank. or value the services of his operation, ratp
the car owner using the services would do the
evaluating. Students, teachers, parents and other
building level individuals need to play a
significant role in determining priorities.

DATA COLLECTION

The method of collecting value/perceptions
may take two major focuses. First, all the
programs and services available which are
currently being offered in the educational setting
could be listed. Then tite input specialists could
rank each according to the priorities criteria. One
ranking may be a broad based general approach
(see example A) or the other a more specific and
detailed analysis (see example B).




Example A
(General)
Priority
1 2 3 4 DK
Teachers 0 0 0 0 0
nncipals g 0 0 0 0
Jecretaries g 0 0 o0 0
Superintendent 3 0 0 o0 o0
Assistant Superintendent 0 0 0 0 O
Transportation 0 0 0 0 O
Athletics 0 O 0 o0 O
Art Program 0O 0 0 o0 O
Math Program 0 0 ¢ o0 0
Music Program 0o 0 0 o0 O
Science Program 0O 0 0 o0 o
Priority
Example B
{Specific)
l 2 3 4 DK
Elementary Teachers 0 0 0 0 0
Junior High Teachers 0 0 0 0O 0
Senior High Teachers 0 0 0 0 0
Art Teachers 0 0 0 9 0
Music Teachers 0 0 0 0 o
Elem. Art Teachers 0 0 0 0 O
Secondary Art Teachers 0 0 0 0 0

The second tocus would engage groups in the
rating of the priority categories for each
service:program that is currently being offered
within the system. using group concensus through
facilitation. This focus would elicit more dialogue
and sharing among group members. New values
and perceptions could evolve during the

interaction. Each group would reach some form of

decision for each service:sprogram reviewed.

Either ot the two focuses would force the
participants to clearly look at the missions and
goals: these goals would then be transiated onto
value priorities.

These two methods could be organized under a
data tabulation method and could easily be
correlated and analyzed based on the populations
assessed.

If the DK (Don’t Know) category is marked
significantlv for any one programyservice, the
Board ot Education would immediately realize the
need to provide more intormation to the raters.

The data collectec may be easily translated into
a quantitative summary, giving the Boards of
Education clear data as to commuaity staff
perceptions of student priority needs The Boards
of Education would then use Prionity Four ratings
of services/programs for budget reduction. If
similar budget problems persist over a period to
time, logitudinal data could be kept. Reduction 1n

subsequent vears could continue to ‘ocus %
Priority Four unul all services. programs :n ity
priority are exhausted.

The S.N.A.P. Model and the data coilecie
should be communicated to the citizens. so that
they will clearly know what reductions could :ake
place if budget cuts were: necessary.

SUMMARY

First. the S.N.A.P. MODEL recognizes :iat
empirical data as to the cause and etlfect
relationship between service:programs and
learning is not available to assist board members
in budget decision making.

Second. perceptions and values are the tinal
force in determining outcomes of any budget.

Third. because perceptions and values playsuch
an important role in the budget process. Boards /'
Education need to have a method of quahiiing
these perceptions, values in a svstema.ic
manner.

Fourth. priority could be given to the cor-
sumers  perceptions/values of  programs
services.

Fifth. once the data is established. Board
members should concentrate on Prierity Four tor
pssible budget reductions.

Sixth. the final decision makers in every case
must be the Boards or Education. However. the
more information they have as to their
constituents’ perceptions,svalues of educational
services will assist the Boards of Education in
making better budget decisions.
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Reprinted with permission from ERS Spectrum,
Summer 1984.

Writing Grant Proposals: Dispelling the Myths

Sharon O‘Bryan-Ganand and Robert D. Larsen

Finding enough money for all the de-
serving projects is a perpetual headache
for local school administrators. Many
school districts look for external fund-
ing and grants to finance special proj-
acts in tueir schools. This article
seeks to dispell scme of the myths about
seeking funds through grants. Uncover-
ing the reality of writing grant prope-
sals should help to banish the mental ob-
structions that often keep administra~
tors from tapping this important source
of funding.

Myth

Only a small group of knowledgeable
people can write successful grant propo-
sals.

Reality

Successful grant proposal writing 1is
in many ways an art, but it is one that
can be acquired. The vast majority of
people who are considered successful
grant writers pick the brains and the
bones of previously successful propo-
sals. Reviewing such proposals, avail-
able under the open records law from var-
ious federal and state agencies, and
carefully studying each grant's specific
requirements, cited in back issues of
the Federal Register, will provide the
necessary background.

Successful grant applicants also keep
their focus and their ideas matched to
the requirements of the individual fund-
ing agency. By responding directly to
the specific requirements of the Request
for Proposal (RFP), application ki, or
other literature provided by the grant-

ing agency, one can acquire grant pro-
posal writing skills.

Myth

Grants have been severely cut back
oy the current federal administration,
and only a few are given out.

Reality

A comparison of this year's proposals
for grants to those of the last fiscal
year shows that many of programs were
maintained at existing levels or were
given an increase in appropriations. To
determine the probability of receiving
funding, ask the granting agency for the
number of applications from previous
years and the number awarded. Agencies
will generally furnish this information
upon request. It may be necessary in
some cases to put your request in writ-
ing in accordance with the open record
law. The success rates may range from a
small percentage to over fifty porcent,
depeading on the source of funding.

Even though funding may have been
maintained at previous levels, the grazat-
ing agencies may have shifted emphases.
Follow the RFP, and, when possible, per-
sonally contact agency staffs to diszern
the shifts.

In addition to federal funding re-
sources, excellant opportunities exist
with state agencies, private founda-
tions, and private corporations.

Myth

Only big-name school districts re-
ceive grants.

‘Sharon O' Bryan-Garland is Associate Professor in Secondary Education and Robert D. Lar-
sen 1s Associate Professor, Geography and Planning, and Associate Direztor of the Of-
fice of Sponsored Projects at Southwest Texas State University. Both have had exten-
sive experience in obtaining grants, including a Fulbright-Hayes Grant to send public
school teachers to Colombia for social studies curriculum improvement.
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Reality

Large staffs dedicated ~o grant work
are, indeed, an asset to ..tricts seek-
iug external resources, However, indi-
viduals who express their particular
ideas and expertise lend a freshness and
enthisiasm to the process that is often
missing from the experts' proposals. As-
sembling words in a nice flow with enthiu—
siastic ideas increases the possibility
of funding.

Do not discount your chances because
your district is small and you alcne are
writing the grant. Increasingly, grart
agencies are trying to fund first-time
applications and to establish a mo.e
equitable geographical distribution for
their awards. Previous grant recipients
may have heen to the well once too of-
ten. Although the technical aspects of
your grant may not be superior to the
large staff proposal, your chances may
be enhanced by lack of experience

Another distinct advantage cof large
districts is their ability to lobby the
funding agency. However, lobbying tech-
niques are used most effectively through
Congress and state legislatures, and
small districts have the same degree of
access as large districts.

Forming a consortium with other small
school districts will also strengthen a
proposal. Granting agencies typicaily
like consortia that are well-structured
with sound administration. Specifical-
ly, the lines of authority and responsi-
bility must be clearly delineated

Myth

Schools must make a large budget com-
mitment in matching funds to support the
grzat.

Reality

In some cases, this may be true. How-
ever, by carefully selecting the fundinug
agencies, you may keep matching monies
at a minimum.

While there may be a specified peed
for a local match, this is often an "in-
kind" match. By in-kind funding, grant
avencies typically mean the provision of
office working space, custodial ser-

vices, paper, and ‘'release time" of
staff and faculty to implement the proj
ect. Release time does not necessari]‘
mean an increase of cost to a school dis-
trict, but may mean permitting individu-
als. to work, wusually on a part-time,
over-load basis, on grant-related sctivi-
ties. Creative scheduling, such as divid-
ing the teaching load or asking the fac-
ulty to work overtime, may privide local
matches at little or no additional mone-
tary cost to the school district.,

Myth

Rewards are great to the individual
seeking grants.

Reality

Although debunking this myth may seem
counter to the theme of the article, the
reality must be addressed. Although the
reward system is slowly changing, some
frustrating negative aspects remain for
individuals pursuing grants.

Valid ideas for proposals often. begin

in the classroom with faculty member.
But fazulty are, in many ways, discour‘
aged from pursuing grants. Full-time
teaching load, attitudes on the part of
administrative grant personnel toward
competitive ideas, and the lack of time-
ly information about grant applications
can impede faculty participation in the
process. If a faculty member is able to
overcome all of these hurdles, he or she
may soon be out of the classroom and in
administration writing more grants.

Acquiring a grant often puts the writ-
er in the spotiight with increased trav-
el bidgets, new equipment, staff assic-
tance, and office accomodations. Col-
leagues may view this as favoritism and
react with jealousy.

Even 3od ideas may cause frugtration
by falling on sterile ground, whether
due to administrative problems, envious
colleagues, or approaching incorrect
fur ling sources. If there is frustration
at failure and frustration at success,
it can be argued that the best alterna-
tive is not to begin. However, based on
our years of experience In grants, th
rewarde do outweigh the hazards and lia'
bilities. 1Individuals should be encour-
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aged tc pursue grant writing opportuni-
ties to bring their ideas to fruitioun.

M. 4

There is a high rate of rejection.
A lot of work with little or no rerura
goes into writing a gr.nt proposal,

Reality

The rejection rate is 100 percent
for proposals never submitted. Grant
writing is time consuming. but revard-
ing.

Myth

The school administration does not
have to take an active role in grants,

Reality

Without the suppert of the adminis«
tration, a successful grant award 1is
doomed from the outset. The only authur-~
ity who can commit the resc cces, wheth-
er "in-kind" or real, is the administra-
tion. It is imperative in pursuing a
grant that the administration be made
aware of the idea from the beginning, be
kept aware of the progress, and be solic-
ited for review and comments throughout
the process. The administration cannot
be expected to approve a project without
a firm understanding of whav is entsiled
and how it will benefit or affect the
system.

Reviewers of grant applications are
percuptive in identifying proposals that
have only tacit support of the school
administration.

Lf the proposal can be institutional-
ized at the end of its external funding,
its chances of receiving approval will
be greatly enhanced. Institutionalizing
the grant means that the school is wiil-
ing to assume financial responsibility
to continue the work in gradual incre-
ments, finaily becoming fully respon-
sible for ths project.

Myth

Bigger is better -~ long preposals
and large budgets are impressive.

Reality

Reviewers demand quality and c¢ ; ef-
fectiveness, not quantity. The key is to
be direct and succinct. The more the pro-
poszl addresses, the more there is ¢o
criticize,

Myth

It is best to either submit a "bare

bones" budget o. to pad the budget to
allow for cuts, .

Reality

The real answer lies somewhere in be-
tween these two myths. 1t is best to
realisticaliy reflect what you are try-
ing to do in your budget. Miracles can-
not be performed on a bread and water di-
et, yet the days of caviar sre gone,

When establishing the tasks and the
time frame, the writer must crivically
assess the resources necessary and those
that are actually availabie. Reviewers
evalcate the matching of tasks and re-
“ 2es on the bagis of reascnableness, .
It _he goals of the project appear to re-
quire more than the districe is able to
dedicate fo the task, the oroposal has
little chacce of a favorable reviaw. The
key is 20 make the proposal realistic.

Myth

Notice of RFP's give too little time
to prepare a proposal adequately; all
grant applications are due yesterday.

Reality

RFP and grant npotices clearly identi-
fy closing dates which are seldra re-
vised and are strictly followed. Grant
applications mailed late are not consid-
ered. The lead time for grants will vavy
from several months to WeEKS or even
days. Thus, one should be prepared to
assemble grant applications in as short
a time as posgsible.

Althovgh the policies of different
agencies vary, some agencies will accept
the body of the grant proposal at the
deadline and allow support letters ta
follow within a see™ 9r two., If you have

£
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only a short time, we strongly recommend The following chart provides addi-
that you call, not write, the agercv for tional recommendations to follow when
confirmation of their deadlines. preparing grint proposals. il

RECOMMENDATIONS FOR PREPARING GRANT PROPOSALS

Bo: DON'T:

© Select no more than two people to
be responsible for writing the
grant in a clear, concise manner. neglects all facets of the prob-
© Be certain that you have contacted lem, resources, faculty interests,
all personnel who are involved or and interests of the agency.
must give institutional approval e Be wordy or flowery. Communicate

o Forget to do your homework. Your
proposal will be ineffective if it

as early as possible.

Get support letters from key re-
source people within your institu-
tion and from outsiders who may be

effectively, addressing the points
of the RFP.

Submit the same application to sev-
eral agencies. An informal network

affected by the grant.

exists between funding agencies.

¢ Be aware of the deadline and estab- © Submit after the deadline.
lish a firm time-line. ® Proceed without an appropriate bud-
o Be sure your objectives are realis- get.
tic, considering the resources and ¢ Minimize the importance of lobbying
the time allotted. and usipg political contacts.
¢ Become acquainted with the funding e Quit just because you are not fund-

agency staff by phoning or person- ed.
al contact. Learn the composition
of the review panel, and address
their interests in the proposal.

Request review comments unde’
the open records law. Rewrite ,
resubmit. There 1is always mo

than one funding source.
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Reprinted with permission from The School
Administratcor, April 1990, American Association

EDUCATION
FOUNDATIONS

The Catalyst that Mixes Corporation and
Community To Support Schools

BY GEORGE P. WHITE and NICHOLAS H. MORGAN

Executive Board Members. Central Bucks Education Foundation. Doylestown, Pennsylvania

early one morning last Septem-

ber. Spoerle. a vice president at
Bewz Labs in suburban Philadelphia,
wanted 10 share some good news: His
company’s contributions review com-
mittee had just approved a $2,500 do-
nadon to the Central Bucks, Penn.. Ed-
ucation Foundation for

E Y teve Spoerle was on the phone

The foundation serves as the cata-
lvst that mixes corporate and commu-
nity support—money, services, and
equipment—that might otherwise re-
main bevond the reach of hard-
stretched school budgets.

A recent Pennsylvania study of
school funding conducted by one of

that doesn 't involve a tax hike. An ed-
ucational foundauon in such setungs
can tap those emotional roots and
free local supporters to think about
their school in new and creauve wavs.
Suburban school systems are
equally enthusiasuc. As bedroom
communities, the suburbs usually
watch helplessly as so

start-up costs.

Betz also promised
further financial assis-
tance for the academic
initiatives identified by
the foundation as its top
priorites.

Spoerle’s colleagues
on the foundation boa:d
shared his enthusiasm. The money
and support had begun to flow. Pri-
vate support for the public schools in
Central Bucks County had become a
reality. Now, only time and imagina-
tion limited the foundation's ability to
help the school system.

The Central Bucks fund is one of
an esimated 1,500 public education
foundations established by cities,
towns, and school districts of varying
size across the country. Sixwy-five of
these grassroots groups belong to the
Public Education Fund Nework,
based in Pittsburgh.

Growing Phenomenon

Local education funds—privately
funded, nonprofit, and self-governed,
by public-spirited citizens—serve as
ar independent third party between
the school and the community to sup-
portexcellence and innovation in the
aublic schools.

22 THE SCHOOL ADMINISTRATCR

“‘Serve as an independent
third party between the
school and the community ...” %

the authors showed 78 percent of
local school budgets were consumed
by employee salaries and benefits,
and up 1o another 15 percent was de-
voted to physical plant and debt re-
ducton.

The few remaining dollars must
support the entire range of educa-
tional programming, and that per-
centage has been declining over the
last five years because of salary and
benefit pressures and the needs of an

aging physical plant.
Fiis Everywhere

As school leaders seek alternate
sources of funding, an education foun-
dation may offer the appropriate
means.

10 rural school systems, where the
small-town aunosphere means a pop-
ulation is stable and tight-knit, strong
tes to the local school can bring a
powerful response to a call for help

7

much talent and energy
goes off to the city where
they work five days a
week. But these well-to-
commuters care
about where they live.
and often they have cho-
sen their community for
reasons that include the
quality of the public schools.

Thus a large pool of resources ex-
ists among people who may not know
how to become involved. An educa-
ton foundation permits them to help
without getting entangled in difficult
issues like taxes and without devoting
large amounts of time.

Finally, urban schools witnessed
the beginnings of the education
foundation movement in the late
1870s. Parents and school leaders
concerned about declining quality
and the erosion of financial support.
found in the private foundations a
cost-efficient channel for addressing
school quality.

Today, some 65 predominantly
urban school districts have founua-
uons belonging to the Public Educa-
tion Funa Network. Their annual
budgets range from $3,000 in
Northampton County, N.C., to $2 mil-
lion in Los Angeles.
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Unexpected Spinoffs

In each of these setings, local en-
wepreneurs, corporate executives, ed-
acators. and promment citizens (ot
sider the educauon foundauon a
weans for pusiive involvement i the
lucal school svstem without the debl-
{aung wrangling that often acconipa-
nies school board politics.

Moreover. as these foundauons
have grown. a number of unexpected
results have surprised the beneficiary
schools.

For example. in the Central Bucks
School District. 2 communit group
that sponsored a fledgling Artist-in-
Residence program approached the
local foundation about
expanding its services
so everv child in the
district could have first-
hand contact with cre-
ative artists.

Somedav. the Central
Bucks foundation mav
be able to step 1 when
state support dries up.
Pennsvivama recentlv
discontinued iis pro-
gram of mini-grants to
teachers with innova-
uve curriculum ideas,
leaving the Central
Bucks district unable to
expand to everv fourth
grade classrocm a book
and slide prasentation
on local historv devel-
oped by one teacher.

In this instance. a
foundation mightiden-
ufv a need and move
quicklv to provide the
modest amount of
funds needed to return a large bene-
fit to the district and its children.

Tapping Good Will

How can districts go about starting a
foundation?

In Central Bucks. the assistant su-
perintendent responsible for pro-
gramming, curriculum. and instruc-
rion recognized earlv in his tenure
the impact of the pereunial money
squeeze on instructional quality.

Teachers and administrators in the
district were an enthusiastic group.
constantv developing new prograin
ideas or improving existing ones. But
with funding limnits. frustration grew

rapidlv because there often was no
money to support even the ve. Jest
ideas.

In discussing these frustrations with
the local communit, the assistant su-
perinterdent found an extraordinary
desire to help in solving these prob-
lems and in ensuring the schools
staved vibrant znd healthy.

Soon, he was heading up a small
group of local leaders to explore the
possibility of aiding the school system
in some wav. The committee con-
sisted of two local entrepreneurs. a re-
tired school teacher, tvo members of
the school board. and a corporate ex-
ecutive residing in the district.

bvlaws.

Ata senes of meetings. the commlt.
tee hammered out the purposes.
goals. and mission statement of the
orgamizauon. Finallv, atter (five
months of planming and grass-1ouis
work in the cummunity. the group
named its first board of directors.

Retain Independence
Earlv on. the commuttee had decided
that 1t would not conunue as the first
board for several reasons.

First, the members sought to -
volve parucipaton as broad as possi-
ble 1n the foundution.

Second. the group determined the

The group’s research showed sev-
eral urban centers had had great suc-
cess in establishing educational funds.
The committee decided the concept
could work just as well in a suburban
setting as in Cleveland, Piusburgh,
Providence, or Los Angeles.

That decision was key. The legal
process to «stablish a foundation was
set in motion. and the orgamazation
began to take shape. The planning
cemmittee expanded its membership
toinclude a retired local businessman
and an attornev and began its self-ed-
ucation in setting up a nonprofit or-
ganization. The group obtainea free
legal services to develop the necessary

H
{

%

roundation and the schocl board
raust remain erdrelv separate to
avoid conflicts of interest. whether
real or apparent.

Third. the commuittee wanted to be
clear from the starz the foundauon
would notusurp the ro.e o the school
board.

And finally, the commutee wished
to avoid the negauve and divisive po-
liucal issues which so often afflict
school boards.

The group recruited its first board
members from a vanietv of back-
grounds, using wha+ 1t came to caO
the *four W's test.” Each membe re-
cruited had to meet at least three of
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How To Start a Local
Education Fund

he Public Educauon Fund Network and the authors recommend
these steps in creating a local education fund:

1. Identifv a need for a local education fund (LEF) in your districc.

2. Resezrch existing LEFs, particularly those ‘n school districts of sim-

ilar size and demographics.

3. Convene steering commitiee to plan strategy and affiliation.
4. Determine mission and goals and type of board of dir .tors needed

to carry out program.

5. Develop byvlaws with help of an attorney
6. Recruit and elect board of directors. Use the 4 W's: wealth, work,

wisdom, “with-it-ness.”

7. Obtain tax-exempt status from the Internal Revenue Service.

8. Create a committec structure.

9. Begin program development and plan fund-raising.
10. Publicize the goals and needs of the local education fund.

11. Start fund-raising.

The Public Education Fund Network serves as a resource for individ-
uals and organizations interested in exploring the local education funs
concept. The nenvork provides information, materiale and advice atno

charge.

Fer more information, contact Gern Kay, executive dirsctor, Public Education
Fund Network, 600 Grant St, Suite 4444, Ptisburgh, Pa. 15219, or call 412-

391-3235.

the four w's—wealth, work, wisdom,
and “with-it-ness.”

Wealth refers, of course, to the abil-
1tv to support the mission of the foun-
dauon with resources both financial
and human.

Work refers to essential worker bees
who carrv out the duties of the foun-
dation.

Wisdom signifies understanding of
local problems. the communig, and
educauon, or specific skills such as
public relauons or finance.

With-tt-ness refers to the extent the
prospecuve board member 1s ued in
to the local community through 1ts
local networks of associauons, friend-
ships, churches, clubr, and the like.

Targeted Projects

The makeup of the Central Bucks Ed-
ucauon Foundauon Board, like any
board. reflects the needs of wne partic-
ular community to which 1tis ted. It
consisted originally of:

¢ a professor of education,

* areured school teacher,

o the president of the local bar as-
sociation,

* e director of development
communications at a nearby major
umversty, and
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* a member of the local chamber
of commerce board of directors.

Also involved were:

* a corporate executive,

¢ the senior vice president of the
largest corporation located in the
school district,

* a v e president of a regional
bank holding company,

* alocal entrepreneur. and

* the locai superintendent of
schools, ex officio, 10 act as liaison.

The Central Bucks Education
Foundation, now incorporated, meets
regularly. The foundation has re-
-eiverd 501(c) (3) tax-exempt status
from the Internal Revenue Service,
secured office space donated by a
local business, developed a three-vear
fiscal plan and a comprehe nsive pub-
lic relations plan, and mads a key de-
cision to encourage both unrestricted
gifts as well as gifts targeted to specific
projects.

The foundation's {irst four initia-
tives are:

» Artist-in-Educauon Program, to
support further development of a K-
12 Artist-in-Residence program in all
15 schools;

¢ Teacher Incentive Grants, tosup-
porta grant progran in the district to

encourage creative and innovative
classroom projects and problem solv-
ing;

* New Technology, to provide
funding for the development of a
computer writing lab and a
computer-aided design lab in the
high schools:

* Asian Studies Program, to pro-
vide start-up funds for the develop-
ment of an interdisciplinary program
in Asian studies.

The list is designed to generate
widespread interest among a variet
of constituencies throughout the dis-
-t All grade levels are represented,
and differing levels of complexity and
cost are involved.

Untapped Prospects

Solicitation by board members al-
ready has generated gifts. including
the support from Betz Labs. Appeals
will be made to key individuals, corpo-
rations, and other foundadons. The
Central Bucks foundation will solicit
both large donations and broad-
based support in smaller amounts.
Equipment and service donations are
also encouraged. ’

In addition, the foundation is ex-
ploring an exciting new initiative: en-
dowed chairs, like those at the univer-
sity level, for top-flight high school
teachers, underwritten by foreign
governments and major international
corporations.

The excitement and enthusiasm al-
ready genera.ed in the Central Bucks
community by the foundation is ex-
traordinarily encouraging. It helpsto
confirm the belief there is consider-
able support for public school systems
out there—if it can be tapped outside
the normal channels which can be-
come clogged with political issues and
turf battles.

The education foundation which
provides private support for public
education is an idea wnose time has
come most emphaticaily for school
svstems across the United States.

George P. White is an assistant profes-
sor, Department of Leadership, Instruc-
tion, and Technology, Coliege of Educa-
tion, Lehigh Univarsity. Nicholas H
Morgan is director of development com-
munications and lecturer, Department
of English, Princeton University.
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Public Schaools
Foundation

by Marvin E. Edwards, Ed.D.

Problem: How to create
a bond between the

private sector and the public
school system? How to involve
community leaders in the
schools? How to offer speciai
programs to students and
educators that will emphasize
academic, social, professional
and artistic disciplines?

polution: Create a public

-hools foundation to identify
areas of emphasis and raise
funds to support each.

Then sit back and watch the
wonder on a child’s face who discov-
ers thejoyofliterature in an acceler-
<ted summer program. Or help
youngsters at four elementary
schools grapple with critical issues
facing kids today. Allow a top—notch
teacher to attend a skill-enhancing
w .ashop. Or see the one—on-one
benefits to many students by bring-
ing an artist-in-residence into the
schools.

A Topeka, KS., citizens' group
comprised of pareats, business lead-
ers, school administrators and
teachers did it all, and in a single
year's time. .

What is a public schuols founda-
tion and how is one set up? Topeka
school administrators weren’t sure
>ither when they first started talk-

1g about creating such an organ.za-
tion in mid-1985, prompted by
strong citizen nterest. No one knew
where the many id. 3 coming in
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were heading, but they plunged on-
ward. Some legal research by school
board attorneys found that Kansas
alle ¥s citizens to form a local school
district, yet may operate in connec-
tion writh it to serve tne district's
needs. The state requires no ena-
bling legislation where a not—for—-
profit foundation is created by inde-
pendent citizens.

With that, the superintendent,
with blessings from the board, set
about developing a 16-member citi-
zens' task force to study the founda-
tion coricept and to recommend a
model for the Topeka Public Schools.
A basic criterion was that the task
force L > representative of the com-
manity and have the respect neces-
sary for the public to see the serious-
ness of the effort. Among the 16
people chosen were the mayor, the
local newspaper publisher, an ex-
ecutive for United Way, astate sena-
tor, a localjudge, abank president, a
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f Aletzd Learning stressed ands-on' learning and creativa

college administrater and various
business . .rs. The goal was to
recruit strong publie, corporate and
business leaders who reflected the
city’s ethnic diversity.

Onc¢ founded, the planning task
force developed By-laws and Articles
of Incorporation. The group studied
otherfoundations across the conntry
and received technical assistance
from the executives of the Public
Education Fund, a Pittsburgh-
based, rnational organization that
assists in forming local initiatives
such as Topeka's.

Thetask force determined thata
Board of Directors made up of 33
members of the community with
similarly diverse backgrounds as
the original 16 member task f ‘ce
should be created. Each director
would serve a three-year term of
office, with elever: members in each
of three classes, to ensure continuity

{Continued on next page/
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Foundation (contin.ced from previcus page,

Enthusiasm for the director’s posi-
tions ran hign, and included all but
three of the original 16 members.
The entireproposal was taken to the
Board of Education for endorsement
in February 1986, and the Topeka
Pvblic Schools Foundation was
lauched.

The newly constituted Buard of
Directors met, elected »fficers and
made plans to officially intrcduce
the foundation to the community.
One of the president’s first duties
was to establish working commit-
tees, to be assigned based on board
members’ preterences. Standing
committees includc¢ ?; Allocations,
Finance, Nominating, Public Infor-
mation, Fund Raising and the Ex-
ecutive Committee. The board de-
cided to meet monthly during the
first year, with the option of less fre-
quent meetings after the organiza-
tion was in operation.

October was targeted as the
kickoff month {or introducing the
foundation to the community and
holding the first fundraising func
tion. Even before any real effo. s
were made to raise funds, money
began to flow in—a most pleasant
surprise and a great boost to the
enthusiasm of the board and school
staff watching from the sidelines.
The Independent Insurors Associa-
tion gave $1( 000, and the school
boards’ attorneys $2,000 within
days of the announcement of the

foundation’s formation. Smaller
gifts of $100 and more started com-
ing in sporadically.

The kickoff function was a
by-invitation gathering paid for by
foundation board members featur-
ing Sen. Nancy L. Kassebaum who
spoke about the importance of the
schools foundation concept . The
board mem..ars recommended the
invitees, identifying potential do-
nors such as school personnel, scheol
beard members and the foundation
board members themselves. Ap-
proximately 300 individuals were
invited, and about 200 attended.

syndrome relative to raising funds
vs. iaving projects to fund. The
Topeka Public Schools Foundation
wrestled with this dilemma. Board
members on the Fund Raising
Committee were saying, “These
firms ve're contacting want to know
how the money will be spent before
they decide if, and how much, to
contribute.” The Allocations
Committee was saying, “Hew do we
Jecide what to firnd until we have
.. e idea ofhow much money wallbe
raised?” In addition, the Finance
Committee had the problemof devel-
oping a budget with no idea of how

¢ One dilemma faced by anyone starting a
foundationis the ‘which came first, the chicken
or the egg’ syndrome relative to raising funds
vs. havirg projects to fund.*

A larger—scale drive for funds
was planned to follow the kickoff
function. Local businesses were tar-
geted for year-end tax write—off
gifts. A mailing to another special
audience—2,000 members of the
Topeka Area Retired Teacaers Asso-
ciation netted approximately
$10,800. A local trust fund contrib-
uted $3,000 to the cause.

One dilemma faced by anyone
starting a foundation 1s the ‘which
comes first, the chicken or the egg’

The Foundation-funded personal safoty curriculum nrogram has students talking

openly about their feelings and nghts to safety anc

+y. (Topeka Public Schools)
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much money would be raised nor
how it would be spent.

The foundation board of direc-
tors looked at types of projects being
funded by similar foundations
across the nation. Members of the
school district administration and
the local teachers’ association pre-
sented perceived areas of need. Fi-
nally, the board asked the school
administration to make recommen-
dations on disciplines to cover and
specific projects to fund, along with
cost estimates. The projects, they
said, sbyuld cover a broad spectrum
of interests and needs, as these
would establish, for many in the
community, the role of the founda-
tion.

The zreas of emphasis finally
approved were curriculum enhance-
ment, social needr staff de-elop-
ment and fine arts.'the specific proj-
ects accepted for funding were:

1) a summer academy for selected
students in grades 5-8 for acceler-
ated learning in math, science, lit-
erature/creative writing and tech-
nology;

2) fellowships for certified staff 0
members to attend skill-enhancing
workshops and seminars;
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TIMELINE

for the Topeka Public Schools Foundation.

1986

hed been warmly received by the
community, with no negative reac-
tions voiced, the initial funding ef-
forts had raised enough to cover the

volved in the schools, and programs
which never would have been more
than wish-list ideas were becoming
realities

C Q Q O
APRIL MAY JULY JULY
16 20 15 16
Board of Educauon First foundation Special luncheon First $12,000
endorses foundation board meetir. orientation meeting donation received.
formation, of foundation board
with Public Educa-
tion Fund represen
tatives.
L | I— - %
®) @) Q. Q.
OCTOBER OCTOBER NOVEMBER DECEMBER
22 23 '
Kickoff reception tur Brochure distributed End-of-year fundraising via personal contacts
300 invited guests; to schools and and letters to those invited to reception, retired
funds provided by administrators teachers’ association and Cliamber of Com-
foundation baord explaining founda- merc2 membership.
donation. tion.
) Q Q Q
: JANUARY MARCH‘ APRIL
20 17 21
Selection of first_four Fundraising suc- Annual mgeting
pre, 2cts for funding, cessfully completed closes first year.
and targeted areas for initial projects.
for 1987 funding
established.
3)a personal safety projectforusein initial projects, and the projects se- ———
four elementary schools, addressing lected were ones that would visibly ]
issues such as alcohol, drug and enhance educational opportunities
child abuse, latchkey children, etc.; for students in the district.
arld . 4
4) a year-long artist-in-residence From the school district’'s per- k
srogram to reach all grade levels. spective, the foundation was creat- 3
' ing the desired bond between the .
By the annual meetingin April, private sector and the schools. b
the foundation board could look at a Leading citizens were once again e :
year of successes: The foundation actively and enthusiastically in- - Marvin E. Edwards, Ed.D.,

served as Superintendent of Topeka
Public Schools . He recently accepted
the position of Superintendent of the
Dallas Independent School District.
fcge S
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PUBLIC
RELATIONS

by Frances Powell, assistant to the
superintendent for communications, Tulsa
Public Schools, Oklahoma

How Te Set Up a High
S<hool Foundation

The tighter school funding gets, the
more educators search for new
sources of help in meeting students’
needs. Business partnerships,
school adoptions, broad-based vol-
unteer programs, and even active
solicitaticn of contributions have be-
come commonplace in American
schools.

Few of these resources, however,
offer the long-term planning and
security of a high school founda-
tion. When that foundation is
organized, incorporated, and ad-
ministered by dedicated scheol
alumni, it may help realize great-
er support. For instance, while the
endowment itseif may pay for such
long-term needs as computers,
equipment. staff development, or
landscaping, continuing alumni in-
volvement may help the principal
solve sinall problems such as a need
for tutoring sarvices or a shortage
of mouthpieces for the football
team.

The principal's leadership is the
key to organizing an alumrii foun-
dation. The ability to communicate
needs and draw support and coop-
eration from others is paramount.

For this leadership, the principal
should take stock of the school’s
alumni. Retired, successful people
may be the best resource. Those
who have besn successful in srgan-
izing class reunions or who have
been active in organizing church
activities are also excellent re-
sources. Those ideiitified should
not have other major commitments
and should possess “the spirit” nec-

essary 10 help the principel build an
educational environment for excel-
lence in their alma mater.

One or two of these leaders, the
orincipal, and an attorney who is an
expert in school and tax law then
should incorporate the foundation
and begin the process of qualifying
for tax-exempt status. The organi-
zation of the foundation should be
ondined in a set of bylaws and meet
the individual needs of the school
and community. For example, a
model foundation at Central High
School in Tulsa (Oklahoma) lists six
vice presidents, each dedicated to
one of six major functions: educa-
tional assistance, communication,
campus development, alumni mem-"
bership, historical research, and
alumni events. Establish at the onset
what standing committees and what
kind of projects will be given priori-
ty. It's easy to get off course, so goals
and objectives should be deter-
mined and written into the articles
of incorporation. This safeguards
both the tax-exempt status and the
principal’s peace of mind.

It is also a good idea to organize
an all-alumni gathering to enable
others to have a hand in the plan-
ning, according to T. D. Williamson
Jr., president, Central High School
Foundation.

Thirty alumni, elected for stag-
gered. three-year terms, serve on
the board of the Central founda-
tion. Getting out the vote is often
difficult, says Williamson, because
the graduation dates of these alum-
ni span more thar 60 years and
names on the ballot seldom are fa-
miliar, Having candidates represent
the decade of their graduation may
be one solution, he says.

The Central experience has
shown that older alumni tend to get
involved more often than recent
graduates. In the three years since
incorporation, more than 7,000 of
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the 55,000 graduates have conated
a total $70,000 in funds or services.
The key, says Williamson, is to en-
able people to get involved with
litde effort.

Exeriipt from this rule is the
foundation president, who should
be a tireless worker. The treasurer,
0o, must spend many hours main-
taining accounts, paying bills, and
acknowiedging every donation with
a letter that can be used to exempt .
the donation from taxes.

Alumni foundation members '
should be given life membership
cards and asked for donations on a
regular basis. When requests are
tied to a specific pro{cct. and in-
clude complete, detailed informa-
tion, the response will be greater.

Regardless of the exact dollar
amount generated, foundations
help renew commitment among any
school's strongest support group—
the graauates. (3
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Yes, you can cut costs without
cutting quality — here’s how

8y Oliver S. Brown

EAD MY LIPS—no new taxes. That
often-quoted cliché from the 1988
presidential campaign is desuned to ring
through the statehouses for the next few
years. The sentiment—and the tax caps
that go wizh 1it—will renew the pressure
on many school systems to control costs
and find imaginative ways to fund new
programs.

1t’s difficult, of course. But most school
systems can cut the costs of many of their
programs and operations—and without
sacrificing quality. [ say that after more
than 30 years of working for more cost-
effective school support services, as -
school administrator and as a consuitant
10 school systems. ['ve found, in fact, that
economy and efficiency measures—as
long as they don't cut too deeply—can
maintain and sometimes even improve the
quality of services.

Creative cost-cutting can preserve a pro-
gram that otherwise would be eliminated
or reduced. Or it can uncover funding for
new, enhanced, or expanded programs. In
other words, school boards and superin-
tendents can do more for students with
what they have—if they can survive the
politics of cost reduction. But more avout
politics later.

Typically, you can pursue cost reduction
down a number of different avenues: You
can lower a program’s cost while main-
taining its quality, eliminace or reduce a
nonessential program, increase revenue
support for a program, or get another
agency to fund and operate a program. A
good cost-reduction study looks carefully
at all of these opuons.

Someumes you need to invest money
now to achieve savings down the road. For
example, it might take several yea~s before
the savings from a computerized energy-
control system outweigh your investment.
[f you must show a financial return now,
an energy conservation conirctor, a pub-
lic uunlity, or the state might agree to a
ssshared savings’’ plan. Under such a
plan, you essenually borrow part of the

Oliver S. Brown, a management consultant,
Jformerly was deputy supenntendent for plan-
ning and management services in the Cam-
briage (Massachusells) schools,
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investment money from the other party,
then pay it back out of a portion of the
energy savings for the first few years. Af-
terward, you keep all the savings.

Looking for savings

Creative cost-cutting means leaving no
budgetary stone unturned. To uncover
savings 1n your school system, try upend-
ing a few of these rocks:

1. Plant operations. Usually the quick-
est way to find money is by looking at
plant operations. Almost without excep-
uon, every school system | have assessed

Creative cost-
cutting can save
an imperiled
program or uncover
funding for new or
expanded programs
A

in recent years could run its buildings
more efficiently. Scirools typically have
between 10 and 3C percent too many cus-
todians; more than 10 percent of the
energy they use is wasted; and their clean-
ing materials, custodial training, and
equipment are inadequate and inefficient.

Energy projects that return dividends
ysar after yeas are a savings gold mine.
Most school administrators don’t realize
you can pay for energy improvements
without affecting the operating budget—
through the so-called shared-savings plans
['ve described, or through energy grants,
or through a combination of the two.

I recently visited a large secondary
school in New England that annually uses
245,000 gallons of oil and 1,587,000 kilo-
watt-hours of electricity and has 19 custo-
dians. Under ordinary circumstances, a
typical energy-¢“ficient, oil-heated school
building of that size and in that region
ought to use only 200,000 gallons of oil
and 1,300,000 kilowatt-hours of electricity
per year and require only 13 or 14 custo-
dians. Potentially, this school could be
saving $200,000 2 year on plant opera-
tions, although a study would be needed

70

10 assess any special circums:ances that
might require more (or fewer) resources
for the school.

2. Plant maintenance. It's smart to take
a portion of the savings you’ve found in
plant operations and 1nvest it in plant
maintenance. Most school boards do tlie
opposite: They steal from future educa-
tion programs by giving maintenance—
especially preventive maintenance—short
shrift. But buildings are like automobules
in that it almost always costs more t0 re-
pair tomorrow what you neglect today.

To s«ve money on maintenance, follow
these four principles: (1) Do what needs
to be done when it needs to be done. (2)
Buy the highest quality materials—burn-
ers, door hardware, plumbing fixtures,
floor finish, windows—to reduce future
maintenance and replacement costs. (3)
Train your maintenance workers well and
supervise them carefully. (4) Take mainte-
nance costs into account when you design
renovations and new construction.

3. Administration. Look carefully at
administration. Often, school systems do
not have enough administrators overall to
do effectively all the work that needs tc
be done. Stili, through an assessment of
school system organization, you some-
times can find savings through admini-
strative cuts. Iz general, clementary
schools need more administrative help;
secondary schools znd central offices
sometimes can do with less.

To find administrative flab, look for
situations in which an administrator’s
span of control is narrow. For example.
a pupil services unit might have a director,
an assistar, director, and two supervisors.
Thar skinny chain of command rught be
rooted in employee history and reflect the
difficulty of dismissal proceedings. Per-
haps in the past, the schoo, system needed
to reassign a surplus adminis-=ator or re-
tain an inconipetent staff member by add-
ing someone to keep close tabs on that
person. The need for the additional ad-
ministrator mixh? be gone, but the organi-
zational structure remains.

Go slowly in filling an empty admini-
strative post. Adding another certified
administrator might not be the most cost-
effective recponse. Examine the profes-
sional work to be done and the time and
expertise it requires. For example, some of

3l
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wha. an assistant principal does 1s profes-
sional, and some is not. An administrative
aide who has some management or super-
visory training and who works a full day
and full year might be more cost-effecuve
in helping the prindipal with bureaucrauc
tasks—saving the principal’s ume for
faculty, education programs, and stu-
dents.

One option is for the school system to
pay four or five supends to each elemen-
tary school to support employees chosen
by the principal. Giving the school rather
than the central office the hiring power
might be a more effective use of the
money, even if it results in less standardi-
zauon across the school system. A prina-
pal who has a limted background i1n pn-
mary reading instrucnon or staff develop-
meat, for example, could hire specialists
to help 1n those areas. That option mught
be more effecave, and cheaper, than huinng
an assistant principal.

Whenever someone resigns or reures,
reassess what type of help would be most
useful and effective. Change always is
casier when a position is vacant. If you
reshuffle staff members’ dunes, you mught
not have to fill the redefined job with an
educator. In fact, the strongest school
admunistrauons often have some nonedu-
cators on staff.

4. Employee benefits. The cost of em-
ployee benefits has nsen ala~nungly. Most
school systems’ policies on employee cov-
~rage were developed at a ime when these
costs—especially health insurance
premiums—were much lower. In those
balmier days, personnel offices someumes
created part-time positions at 20 hours a
week expressly to enutle part-ume em-
ployees to benefits, even though the job
really required only from 15 to 18 hours
a week. But now, the benefits a school sys-
tem pays for those same employees caa
equal 50 percent of thewr salary.

Whenever 2 part-ume vacancy opens,
decide how many working hours are
needed 1n that posiuon. Then insutute (or
try to negotiate with your union) a reason-
able benefit policy for new employees.
Often, staff members have dual coverage
of health benefi's through ther spouses’
fell-ume jobs elsewhere, Depending on
the rate of your employer contnbuuon
and the cost of benefits, you could save
from $1,000 to $4,000 per position by
elimunating dual coverage.

5. Transportation. Most school systems
stagger school operung and closing umes
so buses can make several runs. Often,
clementary schools open later and close
carlier than secondary schools. But few

school systems take the idea of staggered
openng times the next logical step. Look
at the whole tiansportauon system—both
reguiar and special runs—to see whether
you can stagger the openings of various
clementary schools to equalize the loads
on several bus shifts and possibly reduce
the number of buses required.

In addition, take a look at attendance
boundaries with an eye to increasing the
number of students who walk to school
and reducing the number who ride buses.
For each bus you elimunate, you can save
$20,000 or more per year.

6. Teachers. In many school systems, a
combinauon of nsing elementary enmll-
ment and falling secondary enrollment
has crowded classrooms in elementary
schools and depleted classes 1n secondary
schools. Some school systems saw that
trend coming and have used reassign-
ments. resignauons, and reurements to ad-
just staffing levels accordingly.

Others haven't adjusted elementary and
secondary school staffs to fit enrollment
patterns, fearing secondary scheol pro-
grams would lose variety and quality as
a resuit. But as some rura! high scheols
have demonstrated, that needn't be the
case. And remember, quality and vanety
are not necessarily synonymous.

One more thing: Try not to cut educa-
uonal matenals and equpment. That 1s
the easiest and ofte:. the dumbest way to
achieve savings. Schools tend to have too
many people and not enough up-to-date
matenals 2ad equipment.

Studying cost reduction

One way to proceed with a cost-reduc-
uon study ts to have seruor admunistrators
perform a floor-to-ce:ling analysis of the
school system. The advantage of thus ap-
proach 1s that your top staff members
know the most about your schoois and
people. But there's 2 downside: A cost-re-
ducuon study often affects the responsi-
bilies and even the jobs of colleagues.
Even the perception of unfairness poses
a threat to morale.

Qutside help can be objective and per-
cetved as such. An outside consultant can
tap staff members’ knowledge without
putting individuals on the spot. And the
consultant’s candid ¢piuons can be help-
ful. Outsiders also can absorb much of the
ill will a cost-cutting plan generates.

Whoever conducts the cost-reduction
study should begin by looking at the
school system's goals and how the system
allocates financial, human, and matenal
resources, Most goals and related pro-
grams fall into one of three categories:

acl

——_

1. Primary goals, exnbodying the reasons
an instuuon edsts—in the case of
schools, student learning and development.

2. Supporung goals, which include edu-
cauonally sound and safe facilines, acuve
leadership, and safe transportauon.

3. Communuty goals, which reflect the
primary goals of other agencies or 1nsti-
tutions—for example, health and food
services.

A school system's biggest investment
should be in programs that support pn-
mary goals; 1ts smallest investment should
be in the area of commuruty goals. Where
possible, you should pursue commumnty
goals by getting other agencies to operate
and fund programs to support them. Fail-
ing that, you should get others to fund the
programs completely, even if the school
system must operate them. And failing
that, at least get others to increase funding
over the current level. Investment in sup-
porting goals should be sufficient to do
the job adequately and efficiently—and
no more.

Playing the politics

The techmucal difficulues of developing
a good, comprehensive cost-reduction
study palein companson to the challenges
of implementing your plan. Barners ap-
pear on all sides.

One source of resistance 1s individuals
and employee groups who have theearc”
certain school board members—perhaps
a majonty. Some employees might have
assisted in school board election cam-
paigns. Some might have been promised
that if they accepted a certain reassign-
ment, they would not be moved or fired.
Whether those agreements are in wnung
or not, they can block necessary shifts of
resources or improvements 1n efficiency.
The answer 15 10 try to show staff groups
that 1t’s 1n their long-term interest to re-
duce costs and reallocate funds to essen-
ual programs and services.

Other problems anse when a tax cap or
other financial restraint results in draco-
ruan measures or when laycffs are based
on the judgment of the supenntendent
and the school boaru. In these cases, em-
ployees legiumately mught ask why they
should bear the burden oi layoffs when
an earlier response by management could
have achieved the same or greater savings
through attrition.

The lame but accurate answei: Not all
condinons can be anucipated. Policies
and needs change. (And 30, .nadentall,.
dn the people who make poticy.) Public
schools exst to promote the learrung and

{Continued or oage 39.)
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Cost-cutting

iContinued from page 32.)

development of students:; fairness to staff
members is important, but the institu-
tion's primary goals must come first.

You can uvoid many of the political dif-
ficulties of cost reductions by taking steps
before a crisis occurs. The superintendent
almost always knows some arszs that can
and should be reduced—bu he =il keep
his mouth shut if he doubts the school
board will support those cuts in the
crunch. It’s important to let your st erin-
tendent know you'll work cooperanvely
with him in making cost reductions.

If you decide to look for outside as-
sistance, you have two option:: A number
of nonprofit erganizations help schoois
achieve more cost-effective operations. or
yo: ¢an wrn to the management consult-
ing units of large accounting firms and
independent consulting companies. One
word of warning: In selecting 2 consult-
ant, be sure you don't pay his way up.the
learning curve. Select someone who has
gotten good results with other school sys-
tems. And be sure that the experienced
person identified in the proposal will
actually do substantial work on your proj-
sct. Sometimes you can obtain funding
for your study from {7undations, govern-
ment grants, lscal jinance committess, or
through shared savings.

The best waiy to reduce costs is to make
savings a part of your long-range plan;
that way, your school system’s goals and
priceities are clear, and your cost-reduc-
tion plan can respond to those goals. Once
you have developed and implemented the
plan, both you and your taxpayers will be
assured that the schools are as efficient
and effective as possible. Then, if you still
need more money to pursue your educa-
tional goals, you'll have a stronger case.

Finally, [ have to admit that cost reduc-
tion isn't a popular subject. But as [ see
it, it’s wrong to avoid the pain of cutting
cc . . in the face of students’ overwhelm-
ing educational needs. e

How do you rate this article? Plsase rum to the
reply card facing page 42 arid circle 190 if you
think it's excellent, 131 [f you think it's good,
and 192 {f you think i°s poor. Thanks.
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Let older employees test the waters
with this trial retirement plan

8y Joseph Donnelly

UNCERTA'NTY haunts any school
employze’s decision to retire before
mandatory retirement age. For most of us,
retirement is a one-way exit from the
familiar world of work into an untested
future. Valid questions arise: Will [ like
retirement? Will [ have enough money to
live on? Will [ be happy—or bored? How
will my health hold up? How long will I
live?

Early retirees don’t anticipate Low
abruptly their final school year ends and
might find the sudden transition to retirc-
ment traumatic. Sometimes, too, experi-
enced and once-valued school employees
have reached a plateau and are simply
marking time.

Everyone would benefit from tneir early
retirement, but these employees often stay
because school employment policies make

oh Donnelly is enjoving retirement after
=g for 40 years as a teacher. then as princt-
~4 at Bound Brook (New .fersey) High School.
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carly retirement decisions irrevocable,

They needn’t be. We could give poten-
tial retirees a trial period to test the water
—and welcome them back if that is their
wish., Just as we give students second
chanres in thCr activities at school, so
might we allow our employees second
thoughts in this majar life-.aoice.

For years, some corporations have of-
fered trial retirement either by letting em-
ployees work fewer hours or by offering
a complete separation from the company
for a spzcified period. Then the employee
is able to make the fin. ! decision with the
benefit of having experienced iife away
from the workplaze.

Education has lagged behind industry
in this area. But wouldi't the same ‘dea
work in schoul systems? atlowing school
employees between the ages of, say, 55 and
62 to take a half-year tna! retirement
would give them enough time to be active
in the community, to pursue hobbies, or
to get a part-time job before facing the
daunting decision of retirement.

About now, I'm g{r‘r,‘some school

<

board members and administrators are
mouthing the words, **We can': afford it."”
But 1 belicve tnal retirement can inake
good economic sense—if a younger per-
son is used as a substitute and te tnal
retiree is paid only a* the level of *us pen-
sion.

Let’s look at the hyp~ * eticol example
of John Smith, a schoo’ emy! wes whe i
considering retiremzat. Assame your
school system is irying to cut personnel
Costs or renew an aging staff, or both, You
know that the worst thing you couid do
for the mnrale of your staff is to lay off
younger employees or force older anes like
Smith to retire.

But with trial retirement, Smith cculd
give retirement a try for half of the school
year. At the end of that period, he could
decide to return full time to the same posi-
tin or to retrre fully. Six months of living
on a salary at the level of tus pension lets
him judge if he could live comfortably °f
fully retired. The difference in pay goes
toward paying his less-experienced and
lower-salaried replacement.
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To determine the trial-retirement salary,
each school system will need to work out
its own formula with the local teacher
union and state pension bureau. Under
New Jersey pension rules, (he tria’ retire-
ment salary for a teacher or : dministrator
with a salary of $45,000 and 35 years of
experience—like our hypothetical john
Smith—would be calcuiated as foilows:
$45,000 x 35/60 x 0.92 = $24,150 annual-
ly, or $12,075 for a half-vear. (Note that
this is approximately 27 percent of the an-
nual salary—a simpler way of arriving at
almost the same figuvre.)

In this case, the school system would
pay Smith $12,075 instead of thc $22,500
he normally would earn for the kalf yzar
he’s on trial retirement. The remain...g
$10,425 could be applied to the salary of
the substitute.

If at the end of the trial period (or pos-
sibly earlier), Smith devides to put in for
full retirement, he would have had a half-
year experience in trial retirement at no
great financial loss. Because pension
benefits in many states are based on the
last year’s salary or the average of several
years, the school system would be obliged
10 reinstate the full salary ior the half year
the employee was absent—to ensure he re-
ceived his full pension entitlement. That
cost would be recovered fully from the
inoney saved by his lower-salaried replace-
ment.

If Smith decides not to retire, he'll go
back to his job, and the school system can
assign the replacement to some other posi-
tion.

Whether the tnai period for teachers
should be far the first half of the school

year or the second can be debated: |:
most parts Of the U.S., the best test of a
new lifestyle might be dunng winter
weather, but a substitute who tales on the
tnial reuree’s class from the beginning of
the school yeai as a freer hand 1n setting
standards and continuing throughout the
year if the retiree makes 1t permanent.
The decision to renre early is difficult
and personal and should not forced on
anyone. Retirement can be the happiest
period in life, or 1t can be a disaster. We
owe it to faniful employees who have
given us years of dadicated service to give
them every opportunity to make the right
choice. -

How do you rate this article? Pleas. turn to the
reply card facing page 34 and circle 208 if you
think it Is excellent, 209 if you think it’s good,
and 210 if »ou think it’s poor. Thanks.

Consider these early-retirement strategies

It’s hardly a secret that the real aim of
early retirement programs, including
trial retirement (see main article), is to
get high-salaried employees off the pay-
roll After all, when enrollment drops,
a school system needs fewer em-
ployees—and has less money to pay the
higher salaries of the employees w_.h the
most seniority. Many school systems are
offering a lot—bonuses, annuities, par-
time jobs, and other benefits—to ‘empt
older employees to leave 3racefully {and
soon).

To tind out if trial retirement would
fit that strategy, the JourNAL spoke to
a number of schoot leaders:

® [ think it’s an interesting idea,”
says Eugene Tucker, superintendr=t of
the Santa Monica/Malibu (California)
schools (K-12; enr.: 9,300), where declin-
ing enrollment has led to an array of
early retirement options. Tucker agrees
that some employces stay on the job be-
cause they're afraid they won’t know
what to do with themselves when they
retire. “‘For a lot of peopie [who are con-
sidering retitement], there's a certain
void in their lives, so they go on (each-
ing. That’s the sad part.”’

© Fay Dear, business manager and
clerk for the Dawson County Yigh
School District in Glendive, Mont. (9-12;
enr.: 600), says that in a small communi-
ty such as hers, the replacement teachers
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and administrators needed for a trial re-
tirement program just don’t exist. Ia the
past few years, the Dawson County
schools have had an ‘‘extreme decrease’’
in enrollment, Dear says, but whea the
teacher association proposed an early re-
tirement plan this year, the board looked
at it seriously and voted it down. 1n her
opinion, she says, a trial retirement plan
would ‘‘go down the tubes.”

* Guy Di Biasio, superintendent of
the Waterbury (Connecticug) schools
(K-12; enr.: 13,000), says he does not
favor trial retirement as an incentive be-
cause employees can use unpaid leaves
¢f absences or sabbatical leave to explorz
retirement options—and at less cost to
the school system. **I think such a plan
would foster a problem where people
will retire on the job,”’ ke says. ‘‘People
are thinking about retirement, and two
years before trial retirement they’ll be in
semiretirement, and then they’ll come
back and be in semiretirement for a few
more years. Individuals who are profes-
sional know when to retire”

* Mario Mancieri, superintendent of
the Portsmouth (Rhode Island) schools
\K-12 enr.: 27,000), says he finds trial re-
tirement ‘‘an interesting concept’ but
cautions :hat an incentive can be too
tempting: “‘Our problem is that many
times if you make that offer, generally
speaking, you might make a benefit for

some people you are hoping would not
leave.”’

In designing any early retirement
plan, including trial retirement, school
systems should consult with their attor-
neys about the implications of a recent
ruling of the Seventh U.S. Circuit Court
of Appeals. In Karlen v. the Chicago
City Colleges, the coart threw out an II-
linois state law all wing early reurement
plans in which the benefits decline as the
employee gets older on the ground that
sucn plans violate the federai Age Dis-
crimination Act.

Bruce Mackie, a Chicago attorney
who has reviewed many school systems’
carly retirement plans, says, *“It's diffi-
cult to tell anybody what to do, because
50 many retirement plans dovetail o
state law. Many states have statutes
which are questionable; many work the
same way [as the Illinois statute]. A lot
of school districts want to know their
own liability. The problem is that there
are significant risk. in liability.”

According to Mackie, the federal law
does allow diminishing benefits in early
retirement to be based on semority
rather than age. But, he adds, seniority
is a less effective way to encourage early
retirement, because many of the highest
paid employees—such as top-level
school administrators—often have low
seniority.—Andrew Trotter
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Schuyle; County R-1 Scheols
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School districts across the nation are facing rapidly
:3calating costs of medical insurance programs for
employees. Faced with rising premiums, superinten-
dents in several small districts in northeast Missouri
carefully studied the ratio of premiums paid to carriers
with claims paid to employees and decided that pre-
mium increases from 25 to 60 percent were simply un-
justitied. As a result, nine districts with approximately
750 employees banded together to form a self-insur-
ance cooperative which has netted substantial savings
to both the districts and employees during its first year
while maintaining more desirable coverage. With the
cash reserve position from the program continuously
building, the prospect for the future appears very bright
for the cooperative and offers districts a unique alter-
native to existing insurcnce options. This arlicie reviews
\he benefits of the self-insurance pror -m and seeks to
explain the mechanics of the operation.

Level of Benefits

Beca''se three separate carriers wich multiple options
handle J the insurance programs for the schools, agree-
ment on the type of coverage to eventuaiy be offered
posed a formidable problem. Hov.ever, this was re-
solved by each distict simply maintaining its own umique
program to which employees had already agreed.
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SELF-INSURANCE: STABILIZING
INSURANCE COSTS

Premiums

Since each district’'s unique premium for 1982-83
was used as the base in calculating the premium to
claim ratio, the same rates we, e used as the basis for
calculating future premiums.

1 order to calculate premiums, several factors were
considered. First, a primary loss fund was established
to meet predictable claims and a secondary loss fund
was established to meet unpredictable claims. Second.
co-insurance agencies were contacted to serve as re-
insurers of catastrophic losses in the secondary loss
fund in order to assure adequate protection and sciven-
cy. Third, set-up and administrative costs were
estimated.

Based on the resulling calculations, a 5.8 percent
premium increase was added !¢ each o the premiums:
the dis‘ricts began their 1983-84 premium contribu-
tions on the revised basis. Note, however, that the 6.8
percent figure was well below the increased being im-
posed by the carriers and the coverage remained the
same rather than being reduced.

Financial Integrity

The cooperative is governeC by an executive counci
compnsed of all disirict superintendents. Ay advisory
council comprised of one teacher from each district




also serves. Both of these groups serve without pay.
The group has retained a consultant and a claims pro-
cessing staff. Funds are retained in local banks on the
basis of bids, and interest cn the deposits pay a major
share of administrative costs.

Resulls

In the first nine months of operation, the cooperative
has achieved a balance of $90.000 over and above the
claims made on it. Several claims, including open-heart

surgery for one superintzndent, have been extraord:-
narily high, yet the fund is growing.

While it is still too early to make long-range predic-
tions or plans, some discussion on implemesiting self-in-
surance coverage in other arezs such as dental insur-
ance has taker: place. Expectations ¢f organizers are
currently being exceeded. Other districts in a con-
tiguous geographical region may want to try a similar
program.
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Cut class size in half—
without hiring more teachers

BY R. LYNN CANADY
AND A. ELAINE FCGLIANI

UJ HEN ELEMENTARY PRINCIPALS
discuss class si>~ they tend to talk i:
terms of tnmmr...g existing classes by a
few students. Th.v know class size must
be cut 1.ore drastically than that for any
real bencfit, but they dismiss the 1dea of
classes of fewer than 20 or 22 students as
financially impossible. What if we could
describe an economical way to reschedule
the school day to allow teachers to work
with only 12 or 12 students at a bme?

We thought you'd be interested.

For 25 years, we've helped elementary
schools decrease student-teacher ratios for
at least part of the day through the usc
of a technique we call parallel block
scheduling. In its simplest form. it works
like this: During critical reading and
mathematics instruction, normal-sized
classes are sy« in two—half or so of the
class stays with the teacher, and half
leaves for such programs as Chapter 1,
speech therapy, musis, or computer lab.
Later, the two groups switch places.

What makes this scheduling technique
worth your notice is thzt it doesn’t require
additional staff or funding. Instead, you
simply make better use of your existing
resources.

For too long, educators have stuck to

R. Lynn Corady is an associate prafessar in
the Department of Educational Leodership and
Policy Studies, University of Virginia, Char-
lortesville. A. Elaine Foglioni is o docterol can-
didate in the cepartment, completing g re-
seorch study on paraiiel biock scneduting.
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the traditional way cf scheduhing the day
—expecting teachers to teach the entire
cless as a whoie except when certain stu-
de-ts are pulled out for other activities.
But over the years, new programs such
as Chapter |, speech therapy, or computer
instruction were slapped into place wher-
aver they could be squeezed in—a sloppy
system that pulled some students out of
cass at the wrong *.me and left some
teachers waiting for them to return.
Although parallel block scheduling
does require students to work with other
teachers dusing the day, it doesn’t seek
to remolA the eletaentary schools in the
fashion of hugh schools. Young students
still are taught most of the day by the
sarne teache:. The key is dividing stucents
mto two groups fer alternate instruction
1n reading and mathematics, Thus, a child

You can uecrease -
studen -teacher ". -

ratios for at least *
. part of theday
- with parallel block =
scheduling, which ~
st lits normal-sized

classes in two -

dun‘ng critical s
{” " readingand
mathematics ‘
. instruction

who 1s 1n Reading Group 1 might be in
Math Group 2, and vice versa. After
small-group ir *uction. the class recom-
bines for additional lessons in spelling,
penmanship, social studies. health. and
science—in a traditior:al elementary class-
room setting.

How does parallel block scheduling
work on a typical day? A sample schedule
for one teacher and one student 1s shown
on page 23. Take a look. and you'll <e
che schedule is simple and straightior-
ward. And in our experience. it has some
important benefits:

T An enviranment mare conducive ta
learning. Working with fewer students at
a tire allows the teacher to focus more
attention on each child’s needs and on the
learning methods most suitable for that
child. Slow learners or students with dis-
cipline problems receive more of the
teacher’s time, and those participating a
pull-out programs no longer miss impui-
tant class lessons.

0 Less wasted insiructional time. Ina
traditional classroom setting, the only
way a teacher can work with a small
group of students is to give the rest of the
class seat work—more often than not
mere “busy work” dsigned to occupy the
students’ time. This is seldom the best use
of a child’s time at school. Undur paraliei
block scheduling, students participate :~
other important school activities unde~
the supervision of other teackiers ¢ -hiie
their classmates are learning reading and
n.athematics.

O Fewer discipline prablems. Young-
sters often grow restless with seat work.
And whes; the teacher is devoting atten-
tion to a small group of students, the situ-
ation is ripe for discipline problems to
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arise in the rest of the class. In a trudi-
tional setting, the teacher must interrupt
small-group work to maintain disciphine,
but under parallel block scheduling, the
rest of the class is not present to create
distractions.

Z Protection of student privacy. No
Jhild wants to be treated differently than
= - clarsmates, and pulling a few students
2ut ot class for remedial instruction sub-
jects them to a perceived stigma. That
problem doesn't arise under parallel block
scheduling: Half the students leave their
classroom at the same time, whether for
Chapter 1 or for enrichment activitiss de-
«igned for gifted students.

3 Easier teacher workloads. With this
scheduling approach, teachers no longer
have to orepare work for students who

uss less..1s because of pull-out pro-
arams. What's more, they are relieved of
policing students who are Joing seat
work—and they don't have to spend
valuable planning time devising seat work
assignments. Instead, the planning time
that is part of the parallel block schedule
can be spent preparing interactive jessons
for use with small groups of students.

3 Wiser use of time. Principals can use
tke scheduie to ensure that all staff mem-
" 2rs make good use of their day. In mny
schools, a teacher has idle time while the
class attends a music class or computer in-
struction. Under parailel block scheduling,
the teacher is teaching. Also, because other
teachers are following the same schedule,
enrichment and pull-out programs stay
busy as well—~because half of one teach-
er's class will ;oin with half of another’s
to participate in a program together.

OFf cov-e, initiating parallel block
<cheduling into elementary schools isn't
quite as ¢asy as it might appear. You'll
find you still won't have enough hours in
the school day for all that must be done.
And staff members working in pull-out
or ensichment programs misht not appre-
ciate having their schedules adapted to fit
the needs of the classroom teachers.

But considering the educational benefits
*his schedule offers withcut the necd for
<ditional funds or farulty, we believe
v2u’ll find the idea worthy of attention.
After all, it would be remiss ts ignc - ~ny
approach that has the potential fo. : -
Proving instruction. And a smaller class
size—even if it's maintained only for a
few hours each Jay—certainly has tha
potantial.

How do you rate this article? Please turn to
the reply card facing page 26 and circle 193 if
you think it’s excellent, 194 if you think ivs
8 d.and 195 f you thunk ('s poor. Thanks.
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Who does what, and when

HOW EXACTLY DO teacher Jane Smith and student John Jones spend their school day
under parallel bieck scheduling? In the following example, Smith still teaches reading,
mathematics, social studies, and science just as she would under her old scheduie.
And John still receives instruction in these areas and attends the pull-out programs
applicable to him. The difference: John is assigned to Smith’s first reading group
and her second math group. Here's how their day would go:

Schedule for

Time Teacher Smith

9:00-2 50  Instructs 12 students
in Reading Group 1

9:50-10:40 Instructs 12 students
in Reading Group 2

10:40-11:00 Recess/snack time

11:00-11:50 Instructs both
reading groups in
story time,
penmanship, and
spelling

11:50-12:40 Instructs both
reading groups in
science and social
studies

12:40-1:10 Lunch

1:10-1:40  Instructs 12 students

in Math Group 1

1:40-2:15  Instructs 12 students

in Math Group 2

2:15-2:50 Planning time

2:50-3:00 Dismissal,
homework
assignments

Schedule for
Student John

Receives instruction in Reading Group 1

Attends computer lab, extension center for
reinforcement in basic skills, or pull-out
program {(Chapter 1, speech therapy, ar

qifted class as applicable)

Recess/snack time

Retuiz 10 homercom for additional
reading and language arts a..  led by both
goups

Participates in science and social studies
with both readirg groups

Lunch

Attends pull-out progrzm, matlr extensicn
center for reinforcement in basic skills, or
comptiter lab as applicable.. .

Receives instruction in Math Group 2

Attends. physical education, music, or
library on alternate days

Returns to homeroom for dismissal
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GLEN E. ROBINSON

educing class size 1s ofien pro-

posed as an educauonal nter-

venuon holding much promise
for improving educauonal outcomes.
But dnes research suppon the expec-
tauon that smalle. clisses will imprave
{ learning? My purpose here 15 to glean
j from accumulated class size studies
those findings that are relauvely con-
sistent and meaningful. 1n order to
provide informr wion for making class
size decisions.

Reviews of Class Size Research
Four approaches have been used to
examine and 1uerpret the resez~ch on
c.ass size.

Descriptive analysis. For several
decades, class size studies were sum-
marized and tallied according to their
results. Early a.alyses, such as Ross
and McKenna (1955) and NEA (1968),
generally favored smaller class sizes.
In 1978, a descriptive analysis by the
Fducational Research Service con-
cluded that class size had litle impact
on the academic achievement of most
pupils, in most subjects, above the
primary grades. The analysis found
some evidence of a positive relation-

Reprinted with permission from Educational
Leadership, April 1990.

Synthesis of Research on the
Effects of Class Size

The research evidence provides little support that

decreasing class size will by itself improve st dent

learning—the most promising effects of class size
reductions occur in grades K-3.

ship berween smaller classes and in-
creased academic achievement of
come pupils in the primary grades.
Meta-analysis. In the laie 1970s,
“meta-analysis™ was introduced to pro-
vide statistical, rather than descriptive,
reviews of research studies (Glass
1976). A metric called “effect size™ was
calculated for each comparison be-
tween treatment and control grours o

The available few
studies in grades
9-12 have not found
that smailer classes
Lave positive effects
on azchievement;
moreover, the
studies are seriously
limited in quality.

measure both direction and extent of
the efect of treatment variables (such
as class size) cn outcome variables
(such as pupil achievement).

In 1978, Cone reporied a meta-anal-
ysis of 25 studies that included 124 effect
sizes. Finding an overall effect size of
smaller classes on pupil achievement of
only +.14. Cone concluded that student
achievement was not significantly
higher in smaller classes. Also in 1978,
Glass and Smith examined 76 class size
studies and selected 14 “well-con-
trolled” studies with 110 comparisons
for their me ia-analysis. They found only
a 6 percentile rank difference in the
mean scores of pupils taught in classes
of 20 versus those taught in classes of 40.
nevertheless, the authors concluded xat
“major benefits from reduced class size
are obtained as class size is reduced
below 20 punils” (p. v).

Later, in a second meta-analysis based
on 60 studies containing 371 compan-
sons, Smith and Glass (1979) examined

“nonacademic” effects of class size, such
as studant behavior and teacher morale
They reported that smaller classes had a
substantial positive effect on teacher :
morale and antitude but much less effect

et
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on pupil behavior and amitude instruc-
uonal environment. and instructional

procesees.

Best-evidence synthests. In 1986
Slavin combined elements of meta-
analysis with escriptive analysis to
form “best-eviaence synthesis.” Apply-
ing this method to class size research
in 1989, he found only 8 swdies that
met all his criteria. The median effect
size across the 8 studies was only
+ 13; thus Slavin concluded. “Substan-
ual reductions in class size (from
about 27 to 16,2 40 percent reduction)
do generally have a positive effect on
student achievement, but the effects
tend to be small” (p. 251).

Related cluster analysis The fourth
method, the “clustering™ approach to
research analysis was first described
by Light and Smith (1971) and then by
Pillmer and Light (1980).

In 1986 Winebols and I applied the
cluster analysis approach (o all class
size research studies conducted be-
ween 1950 and 1985 in K-12 classes
containing five or more pupils.! We
grouped the 100 studies that met these
criteria into “clusters” considerad im-
portant for class size decistons, such as
grade levels, subject arezs, student
characteristics. smident achievement,
srudent behavio:, and teaching piac

uces. The results of our analysis con-
stitute the basic content of the follow-
ing summary.

Class Size and Student
Achievement

Of the 100 studies in our related cluster
analysis, 55 dealt spedifically with class
size and student achievement in grades
K-12. The following cluster summaries
are based on the findings of those srud-
ies. Additional studies reported since
publication of the cluster analysisw. >e
described within each section.

Grades K-3 and subject. The most
promising effects of smail classes on
pupil leaming are in grades K-3. Of 22
studies concerned with these effects
(see fig. 1), 11 found pupil achievement
higher in the smaller classes. Two stud-
ies found differences in favor of larger
classes, and 9 found no significant dif
ferences berween larger and smaller
classes. (In these studies, definitions of
“small” classes ranged from a low of 13
pupils to a hugh of 29. Defininons of
“large” classes ranged from 22 to 40
pupils.)

In terms of subject areas, all 22 stud-
ies dealt with reading; 11 of them found
achicvement higher in smaller classes.
Of the 14 studies that involved achieve-
ment in mathemaucs, 5 o. these found

are limited in both number and quality.

Highlights of Research on the Effects of Class Size

The accumulated body of class size research supports the following conclusions:

© The most positive effects of small classes on pupil learming occur In grades K-3
in reading and mathematics, particularly i, classes
the first year’s positive effects may not be sustained in subsequent years.

@ Studies examining student attitudes and tehavior found the most favorable
effects of srnaller classes in the primary grades.

o Smaller classes can positively affect the academic achievement of economically
disadvantaged and ethnic minority students.

® Within the midrange of 23 to 30 pupils, class size has little impact on the
academic achievement of most pupils in most subjects above the primary grades.

© The positive effects of class size on student achievement decrease as grade levels
increase; however, the available studies in specific subject areas in the upper grades

© Life if any increase in pupil achievement can be expected from reducing class
size 1f tezchers contirue to use the same instructional methods and proced.:res in the
smaller .:lasses that they used in the larger classes.

© Reductions in class size have small positive effects on achievement in compar-
ison to many less cosdy learning interventions and strategyes.

22 or fewer students. However,

—Clen E. Robinson

achievement lugher 1n smaller classes
(Note: Johnson and others 11977) found
“neither” small nor large classes im-
proved achievement in mathematics).
Of the 4 studies that involved language
arts. 1 found achievement greater in
smaller classes; the other 3 found no
significant differences.

Tennessee's Project STAR, curcendy
in progress, is a four-year study mnvolv-
ing seme 6,500 pupils in about 350
classes from kindergarten through
grade 3. The latest data available ind-
cate that class size reductions from
about 24 to about 15 pupils in each ~f
grades X-2 had positive effects as mea-
sured by scores on nationally stan-
dardized tests. For reading, efect sizes
were +.18 for kindergarten, +.24 for
1st grade, and +.23 for 2nd grade. For
mathemaucs, effect sizes were +.15
for kinderganten, +.27 for 1st grade,
and +.2% for 2nd grade (Achilles, Bain,
and Finn 1990 p. 22). ]

The earlier findings of the pidot
study for Project STAR (Whitungton
and others 1985) indicated that the
positive small-class gains in reading
and mathemaucs at the end of 1st
grade had evened out by the end of
2nd and 3rd grade. However. Bain and
others (1988) found that the smaller
classes were associated with student
mastery of the district’s basic skills
objectives for all three years.

Two recent studies also indicate that
the initial effects of class size reduc-
tions may not be sustained in subse-
quent years. Follow-up data to the
Doss and Hollsy (1982) study indi-
cated that the first year's nositive ef-
fects had largely disappeared by the
second and later years of the study
(Christmer 1987). Second, data from a
cohort study 1n one school distnict of
the Indiana PRIME TIME program,
which reduced class size in grades K-3
from a range of 20 to 24 pupils to a
range of 17 to 20 pupils, found that the
gains in ceading and mathematics
achievement observed in grade 1 had
largely disappeared by the end of
grade 3 (Tillitski and cthers 1988). In
their “Final Repornt"” summanzing
statewide data, Farr and others (1987)
found “small but positive” results in
PRIME TIME classes but concluded

&0
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that ‘extending PRIME TIME t0 3rd
. grade classes did not have any sigmifi-
cant effect for esther reading or math-

Q

Aruitoxt provided by Eic:

ematics on competency test scores” Y )
(o). petency There is some evidence that smaller classes
° L]
can have positive effects on the achievement
4 L] 7
of disadvantaged and minority students.
Fig. 1. Studies of Class Size and Student Achievecient
Clustered by Grade Levels with Subject Areas Indicated’
Grade Number Studies Showing Greates Achievement in:2
Level of Studies Small Classes Neither Large Classes
K-3 22 Frymier 1964 (R)3 Spitzer 1954 (R, M, L, O) Little and others 1971 (R)
Castiglione and Wilsberg 1968 (R) | Fox 1967 (R, M) Mazareas 1981 (R, M)
Balow 1969 (R) Counelis 1970 (R)
(50% favoring Heim and Perl 1974 (R, M) Katzman 1971 (R, M}
small) Jlohnson and others 1977 (R, M) Taylor and Fleming 1972 (R, M)
Wagner 1981 (R) Murnane 1975 (R, M)
Carrington and others 1981 (R) Madiscn Metropolitan Schoo! )
Doss and Holley 1982 (R, M, L) District 1976 (R)
Cahen and others 1983 (R. M) McODermott 1977 (R, M, L)
Indiana State Department of Johnson and Garcia-Quintana 1978
Instruction 1983 ™ M) (R, M, 1)
Whittington and others 1985
(R. M)
43 21 Furno and Collins 1967 (R, M) Spitzer 1954 (R, M, L, O) Menniti 1964 (R, M)
Woodson 1968 (R, M) Lansir.g 1956 (O) Flinker 1972 (M, L)
Balow 1969 (R) Marklund 1963 (R, M, L, S) Kean and others 1979 (R)
(38% favoning Moody and others 1973 (M) Fox 1967 (R, M)
small) Heim and Perl 1974 (R, M) Johnson and Scriven 1967 (M, B)
Manos 1975 (C) Katzman 1971 (R, M)
Summers and Wolfe 1975 (G) Taylor and Fleming 1972 (R, M)
Doss and Holley 1982 (R, M, L) Coldiron and Skiffington 1975 (G)
Wright and others 1977 (R, M, L, O
Mueller 1985 (R, M, L, O) 1
9-12 22 Andesson 1950 (N} Miglionica 1958 (M, E, S, N) Warburton 1961 (E)
Mollenkopf and Melville 1956 (O) | Johnson and Lobb 1961 (M, £, S, Nt Madden 1968 (M)
Bowies 1969 (R, M, O) Williams 1962 (€, N) Beditz 1983 (N)
{18% favoning | Smith 1974 (E) Engstrom 1963 (M)
small) Anderson and others 1963 (M)
Haskell 1964 {O)
Meiller 1965 (N)
Jeffe and Cram 1948 (O)
Grove 1969 (S)
\ Good 1970 (O)
Massachusetts Association of
. School Counselors 1972 (E)
Heim and Perl 1974 (R, M)
Summers and Wolfe 1975 (€} .
Coldiron and Skiffington 1975 (G) I
DeAngelis 1977 (N) {
Source: Adapted from Robinson and Wittebols 1986.
! Study-effect classificanons in this table indicate only the general or overail findings of the study. The effect for one subject area in a study may dlf‘Ef trom the
eifects of other areas compnising the overal! classification oi the study. Reier to text for specific subject area erfacts,
2 Swdies listad in mare than one zell indicate that the study reported class size companisons for more than one grade leved,
3 Lenters following stud citations indicate the subject areas in each sudy. ' Reading, M. Mathen,aucs, L. Language Arts. E. English, S. Social Science, N. Naturai
| Science: O: Other Subjects: G: Ceneral (e.g., basic skill test scores).
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Grades 48 and subject In grades
4-8the c. °rof 21 studies indicates
that smaller classes have a slight posi-
tive effect on pupil achievement, but
the evidence is not nearly so strong as
in grades K-3. Of these studies, 8
found achievemeat higher in smaller
classes, 3 found differences in favor of
larger classes, and 10 found no signif-
icant differences between smaller and
larger classes (fig. 1). (The definitions
of “small” classes ranged from 5 to 36
pupils; “large” classes ranged from 22
to 55 pupils.)

When examined by subject areas,
14 of the 21 studies involved reading;
5 of these found reading achievement
higher in smaller classes. Of the 15
studies involving mathematics, 6 found
achievement higher in smaller classes
(Note: In addition to the 5 studies cited
in fig. 1, Mueller’s {1985] findings sup-

Two of the 7 studies involving lan-
guage arts or English reported greater
achievement in smaller classes (Doss
and Holley 1982, Mueller 1985). One
study found achievement higher in
larger classes (Flinker 1972), and 4
found no significant difference. Two
general studies found scores on the
Towa Test of Basic Skills higher in
smaller classes (Manos 1975, Summers
and Wolfe 1975). No significant differ-
ences in achievement were found in
studies involving other subject areas.

Grades 9-12 and subject. The data
in the 9-12 grade cluster do not indi-
cate that smaller classes have positive
effects on student achievement. How-
ever, these studies are severely limited
both in number per subject and in
meuodology. Only 4 of the 22 studies
indicated that smudent achievement
was greater in smalier classes than in

these studies ranged from S to 40
students, and “large ' classes from 26
10 192-—nearly half involved large
classes of 45 or more students.

Examined by subject areas, none of
the 7 studies involving mathematics
found achievement greater in the
smaller classes. But Bowles (1969)
found that “neither” small nor large
classes were ascociated” with higher
achievement. Of the 7 studies in En-
glish, 2 reported greater achievement
in smaller classes (Miglionica [1958] also
found smaller classes associated with
greater achievement in 10th grade En-
glish), 3 found no significant differences
between larger and smaller classes, and
< found higher achievement in larger
classes. ~Tilliams’ [1962) findings fa-
vored “large” classes for English.)

Of the 14 study comparisons n other
subject areas, 3 found achievement

poned smaller classes in mathematics). | larger ones. But “small” classes in | greater in smaller classes: Anderson
Fig. 2. Studies of Student Achievement in Class Sizes of 22 S(udent‘s or Fewer,
Clustered by Grade Levels, with Subject Areas Indicated
Grade Numbes Studies Showing Greater Achievement in:2
Level of Studies Small Classes Neither Large Classes
K-3 13 Castiglione ard Wilsberg 1968 (R)} | Fox 1967 (R, M)
I Balow 1969 (R) Katzman 1971 (R, M)
Johnson and others 1977 (R, M) Johnson and Garcia-Quintana 1978
(69% favoring Wagney 1981 (R) (R, M, L)
smaill) Carrington and others 1981 (R) Mazzareas 1981 (R, M)
Doss and Holley 1982 (R, M, L)
Cahen and others 1983 (R, M)
Indiana State Department of
Instruction 1983 (R, M)
‘Whittington and othars 1985 2, M)
48 10 Woodson 1968 (R, M) Marklund 1963 (R, M, L, S)
Balow 1969 (R) Fox 1967 (R, M)
Moody and others 1973 (M) Katzman 1971 (R, M)
(50% favoring Manos 1975 (G) Wright and others 1977 (R, M, L, O
small) Doss and Holley 1982 (K, M, L) Mueller 1985 (R, M, L, O) 7
912 4 Miglionica 1958 (M, E, S, N) Beditz 1983 (N)
Johnson and Lobb 1961 (M, E, S, N)
(none favoring Hskell 1964 (O)
small)
Source: Adapad from Robmison and Wittebols 1986,
! Study-efiect classifications in this table indiczte only the general or overall findings of the study. The effect for one subrect area in a study may differ Irom the
effects of other areas compnsing the overall classification of the study. Refer 10 text for specitic subject area efiects.
2 snudtes listed in mon: than one cell indicate that the study reported class size comparisans for more than one grade level.
3 Lettev., following study ctations indicate the subject areas in each study. R. Reading, M Mathematics, L. Language Asts, £. English, S. Social Science, N. Natural
Scrence; Q; Other Subjects: G: Genvral (e.g., basic skill test scores), t ‘
t
i
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Fig. 3. Studies of Class Size and Disadvantaged or Minority Students
Clustered by Grade Levels
Grade Nuinber: Studies Concerned with Ach  vemnt inzt
Lavel of §&
Studles Small Classes Neither Large Classes:
K-3 9 Castiglione and Wilsberg 1968 Counelis 1970 Little and others 1971:
Wagner 1981 Taylor and Fleming 1972 .
Doss and Holley 1982 Murmane 1975
(44% favoring | Cahen and others 1983
small} Whittington and others 1985
4-8 5 Fumo and Collins 1967 Taylor and Fleming 1972
Manos 1975
(80% favoring Summers and Wolfe 1975
small) Doss and Holley 1982
9-12 1 Bowles 1969
(all favoring
small)
Soutce: Adapted from Robinson and Wittebols 1586,
! Studies listed in more than one cell indicate that the study reported class size compansons for nve » thzn ane grade level,

(1950), Moilenkopf and Melville (1956),
and Bowles (1969). Onlv 1 study com-
parison favored larger classes (Beditz
1983). The 10 other study comparisons
found no significant differences be-
tween smaller and larger classes, Re-
cently, a study of the effects of class size
reductions in two California secondary
schools reponted that class size reduc-
tions in English, sodial studies, science,
and mathematics did not affect student
achievement (Winston 1987).

Classes of 22 pupils or fewer. Of the
55 studies cited in Figure 1, 24 make up
the cluster with class sizes of 22 or fewer
students. These 24 studies yielded 27
grade-level comparisons, shown in Fig-
ure 2. In .e K-3 grade cluster, 9 of the
13 swudies in reading found achieve-
ment greater in the smaller classes. Four
of the 9 studies that concerned, mathe-
matics found achievement greater in
smaller classes. (Note that the findings
of Johnson and others (1977] favored
“neither” small nor large classes in
mathematics).

In the 4-8 grade cluster, 5 of the 10
studies favored achievement in smaller
classes. Three of the 8 studies con-
cemned with reading found achievement
greater in smaller classes. Likewise, 4 of

8 studies in mathematics found achieve-
ment greater in smaller classes. (Note
the 3 studies in fig. 2, plus Mueller
(1985], whose findings favored smaller
classes in mathematics).

In grades 9-12, only 4 studies in-
volved classes of 22 or fewer stu-
der.:s. None found student achieve-
ment greater in smallar classes.

& “

Many teachers
whose classes have
been reduced, even
by subszantial
numbers of
students, do not
change their
teaching techoiques
.2 take advantage of
the smaller classes.

In additon, severii recent studies
have involved reductons in class size to
below 22 pupils. First, as cited earlier,
the latest avajlable results from the Ten-
nessee Project STAR study show positive
effects of classes below 22 pupils on
achievement in reading and mathemat-
ics at the end of kindergarten, 1st grade,
and 2nd grade (Achilles, Bain, and Finn
1990). fecond, a cohort study—in one
school diswicr---of Indiana’s PRIME
TIME program w reduce class sizes be-
low 20 pupi’s found positive results at
the end of 1st grade but not by the end
of 3rd grade (Tillitski and others 1988).
Third, the statewide third-year analysis
by Farr and others (1987) found small
but positive results in PRIME TIME
classes. Fourth, in a New York City ex-
perimental program (o reduce the size
of 1st grade classes from 26 to 16 pupils,
pupils in the smaller classes did not
have significantly bigher reading score:s
than pupils in the larger classes (Jarvis
and othars 1987).

Disadyantaged or minority studenss.
The research rather consistenty finds
that students who are economic *ly dis-
advantaged or from some ethnic minor-
ities perform better academically in
smaller classes. The 13 studies cited in
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Figure 3 that included students from
disadvantaged backgrounds or ethnic
minoriues as a specific factor of the
study vielded 15 grade-level compari-
sons. Ten of the compansons found the
academic achievement of the pupils
higher in smaller classes.

Of the 9 studies 1n grades K-3, 5 found
achuevement of disadvantaged or munor-
1ty students higher in smaller classes. In
grades 4-8, 4 of the 5 swdies found
achievement higher 1n smaller classes.
The one study in grades 9-12 found
larger classes negatively related to the
achuevement of 12th grade black stu-
dents 1n reading but founc no signifi-
cant correlation with ach.evement in
mathematics (Bowles 1969).

In addition to the studies cited in
Figure ,, eyt general studies have
dealt with class size or pupil-teacher
ratio as part of some broader analysis.
These studies were included here be-
cause a substantial proportion of par-
ucipating students were economically
disadvantaged or from an ethnic mi-
nority. Of the 8 studies, 6 found that
achievement for disadvantaged or mi-
nority students increased shghdy as
pupil-teacher rauos decreased (Feuers
and others 1968, Mayeske and others
1969, Walberg and Rasher 1974, Wal-
berg and Rasher 197, Maryland De-

Tenniessee’s Project
STAR is a four-year
study involving
some 6,900 pupils
in about 350 classes
from kindergarten
through grade 3.

partment of Educauon 1978, Edmonds
and Fredericksen 1979)

Current data from Project STAR indi-
cate that at the end of 2nd grade minor-
1ty students in classes of about 15 sw-
dents did substantially better than
munority students in classes of about 25
students. The effect sizes on siandard-
ized tests were +.33 1n reading and
+.35 in mathematics. The data also in-
dicate that 12.7 percent more minority
students tn the smaller classes than in
larger classes passed the reading por-
tion of the Tennessee basic skills test
and 9.9 percent more passed the math-
ematics poruon (Achilles, Bain, and Finn
1990).

Academic ability of pupils. Ten of
the K-12 studies in the related cluster
analysis included both academic abil-
ity and grade level of swudents. The
limited data from these studies indi-
cate that students of less ability achieve
more in smaller classes, but the evi-
dence is mixed concerning students of
average or higher ability. Of the 2
studies in the K-3 cluster, 1 study
(Mazareas 1981) found that below-av-
erage pupus in non-Title I schools
achieved more in reading in smaller
classes but that average and above-
average pupis »chieved more 1n
larger classes. In mathemaucs, below-
average and above-average students in
Tide I schools did betuer in larger
classes; average ability swudents did
better in smaller classes.

The other study (Whittington and
others 1985) found significant im-
provement in both reading and math-
emaucs when lower achieving 1st
grade pupils were taught in classes of
15 pupils compared with classes of 25
pupils.

Of the 2 studies 1n grades 4-8, 1 study
(Summers and Wolfe 1975) found that
pupils who scored low on tests of basic
skills were negatively affected by class s
of 28 to 33 pupils compared with classes
of fewer than 28; all groups of pupils in
the study were negatively affected in
classes of 34 or more. The other srudy
(Menniti  1964) found achievement
gains varied among students of differing
ability levels.

Of the 6 stwudies in grades %-~12, 2
indicated that smaller classes can be
beneficial to low-achieving students, at

Current data from
Project STAR
indicate that at the
end of 2nd grade
minority students
in smaller classes
did substantially
better than minority

students in
larger classes.

least 1n the areas of English and writ-
ing skadls (Smuth 1974, Summers and
Wolfe 1975) The other studies re-
ported varied results among students
of differing abiliies (Engstren 1963,
Jeffs and Cram 1968, DeAngelis 1977,
Bediz 1983).

Class Size and Student
Behavior and Attitudes
The 15 studies in our cluster analysis
dealing mith the relationship bztween
class size and student behavior or atu-
tudes in all grades (K-12) vielded 17
comparisons. Seven of the compari-
sons found more positive student atti-
tudes and behavior in smaller classes.
and 10 found no difference (see fig. 4).
The studies in the grade K-3 cluster
show the most favorable relationship
between smaller classes and positive
student attitudes or behavior, with 4 of
the 6 studies favoring smaller classes. In
grades 4-8, 1 of the 3 studies identified
a positive relatdonship between smaller
classes and se.dent attitudes; 2 studies
found no difference. In grades 9-12, £ of
the 8 studies found student attitudes o0
be more positive in smaller classes,
while 6 found no difference.

J
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Fig. 4. Studies of Tlass Size and Student Behavior and Attitudes
Clustered by Grade Levels
Grade Number Studies Showing More Favorable Behavior or Attitude in:!
Level of Studies
e Sinall Classes Neither Large Classes
K-3 6 Cannon 1966 Taylor and Fleming 1972
Jjohnson 1969 Buczek 1981
Rageness 1974-
(67% favoring Shapiro 1975
small)
4-8 3 Rogeness 1974 Taylor and Fleming 1972
Wright and others 1977
(33% favoring
small)
9-12 3 Walberg 1969 Haskell 1964
Anderson and Walberg 1972 feffs and Cram 1968
Grove 1969
(25% favoring Hughes 1969
small) Scott 1972
Ward 1976
Source: Adapted from Robinson and Wittebols 1986,
! Studies fisted in moce than one cell indicate that the st ly reported class size comparisons for more than cne grade level.

Class Size and Teaching
Practices

Of the 22 studies in the teaching prac-
tices cluster in grades K-1Z 13 studies
found more favorable practices in
smaller classes than larger classes,
Eight of the 9 studies that used the
Indicators of Quality or similar Joser-
vational instruments to assess differ-
ences in teaching practices and class-
room climate found practices and
climate more favorable in smaller
classes (Vincent 1968, Coble 1969, Ol-
son 1971, Auerbacher 1973, Newell
1954, Richman 1955, Whitsitt 1955,
McKenna 1955). One study (Pugh
1965) found no significant difference.
Manv of these studies were criticized
for weir use of observational instru-
ments their critics considered biased
in favor of small classes and for includ-
ing practices that had not been vali-
dated as effective in improving student
learning (NESDC 1975).

Nine other studies also used direct
classroom observation of teaching prac-
tices but different types of assessment
inswuments. Six found no significant
differences in teaching pracices in
smaller and larger classes (Fax 1967,

Haberman and larson 1968. Bemstein
1973, Smith 1975, Yeany 1976, Wright
and others 1977). Three found teacher.
in smaller classes using more desi;able
practices (Taylor and Fleming 1972,
Manos 1975, Cahen and others 1983).

Bourke (1986) found that some teach-
ing practices were different in smaller
classes, but he did not find any increase
in the individualization of instruction in
the smaller classes.

P

1ne initial effects of
class size reductions
may not be
sustained in
subsequent years.

Many teachers whose classes have
been reduced, even by substantial sum-
bers of swudents, do not change ther
teaching techniques to take advantage of
the smaller classes. For example, in their
t ro-year experimental study in Toronto,

"right ind others (1977) reported thaza
substantial majority of teachers whose
classes had been reduced from 37 0 16
pupils said they had given more individ-
ualized artention (o students and had
made chunges in classroom manage-
ment, pupil evaluzton, and classroom
layout when working with smaller
classes. However, these teacher-report-
ed changes in teaching procedures
were not found in classroom observa-
tions by the researchers.

Jarvis and owiers (1987) evaluared the
recent New York City experimental
study that reduced Ist gmade classes
from 26 to 16 pupils. “Al.(ough it was
expected that the reducericlass size
would permit teachers to provide more
small group and individualized instruc-
tion in all curriculum areas." they re-
poned, “no meaningful differences 1n
the amounts of small group and individ-
ual i~=tryction were observed berween
pre a4 classes and comparison
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schools classes. However, several fac.
tors had 4 bearing on the experiment.
lack of classrooms, late notficauon of
expenmental schools, quick huring of
additional teachers (many mexpen-
enced), and no specific traiung or heip
for teachers wn using techrugues appro-
priate for small classes.

Class Size and Learning
Interventions

Several researchers have examined dif-
ferent leaming intervenuons in termis of
their effects on student achievement.
For example, in his studies, Bloom
(1984) held class size consuant and v=r-
ied instructional methods and other fac-

A recent study bv
Pinnell, DeFord, and
Lyons reported
sustained long-term
effects with the
one-tc-one tutoring
techniques of
Reading Recovery.

tors 1 an effort to raise student leaming
in «lasses of 30 10 match the levels of
leaming that he and his coworkers
achieved with one-to-one tutoring.
Through one-<o-pne tutoring, they
raised studentle: g levels “2 sigmas”
(2 saniard devia...us) above the fevel
of pupils taught by conventional meth-
ods in classes of 30 pupils. By using the
feedback-corrective techniques of mas-
tery learning in classes of 30 pupils, they
raised student achievement “1 sigma”
above the level of pupils taught in
classes of 30 using conventional teach-
ing methods. Blocm concluded that
even in classes of 30 pupils. large num-
bers of teachers “can use the * adback-
corrective procedures [of mastery learn-
ing] to get the 1 sigma effect [in student
learning]” (p. 6).

In an examination of neadly 3,060
studies of educational interventions
and their relationships to educational
productivity, Walberg (1984) found that
class size reductions showed the small-
est positive effect (effect size, +.09) on
student leaming of some 35 interven-
tions studied. The instructional meth-
ods found to have the largest effects on
learning were reinforcement (+1.17),
acceleration +1.00), reading training
(+97), and cues and feedback (+.97).
Walberg pointed out that 2 of the 4
highest ranked interventons (rein-
forcement and cues and feedback)
were components of Bloom's mastery
leaming,.

Slavin (1989\, in applying the re-
sults of his class size best-evidence syn-
thesis 1o Chapter 1 programs, ques-
tio...d whether Chapter 1 funds should
be used in schoolwids projects to re-
duce class size and what the optimum
class size is for Chapter 1 pull-out pro-
grams. He concluded that research
would not justify reliance on class size
reductions alone 2s a means of improv-
ing the achievemrent of low achievers. In
answering the second questk -, Slavin
stated, “Leaving aside the quustion of
cost-effectiveness, providing low achiev-
ers with one+o-one twiors for some
pastion of their school day is probably
the most effective instructional strategy
we have” (p. 255). A recent study by
Pinnell, DeFord, and Lyons (1988) re-
poned susiained long-tetm effects with

the one-to-one rutoring techriques ot
Reading Recovery This early interven-
tion program, directed at the 20 per-
cent of 1st graders hiving the most
difficulty learning to read, requires spe-
cially trained teachers to tutor pupils
individually for 30 minutes evervday In
an average of 14 weeks, according to a
‘ongitudinal study conducted in the Co-
lumbus, Ohio, schools, three-fourths of
the bottom group of students were
brought up to the average reading
level of their classes. Most imporant,
the reading gains were sustined
through the 3rd grade without further
interventon.

Class Size and
(Cost-Effectiveness

Some rescarchers have atterapted to
measure the relative cost-effeciveness
of improving student )eaming by a
school district spending additional
amounts of money to upgrade specific
learning interventions. Reporting data
on 6 vutput measures of pupil perfor-
manre in Bostor: <lementary schools,
Karzman (1971) found that differences
in school pupil-teacher rados of 14 o
1and 31 1o 1 did not significantly affect
pupil achievement in reading ard
mathematics. He concluded that ex-
penditures per student are, weakly re-
lated to student performance "because
many expensive resources, like small
classes or ne°v buildings, have little
impact on leariing” (p. 171).

_Later, Heim and Parl (1974), using
datwa from 63 school districts in New
York, compared grins in student
achievement when per-prpil expen-
ditures were increased in $100 incre-
ments for each of 4 types of improve-
ments: (1) r&ducing the pupil-teacher
ratio, (2) iucreasing teacher degree
status, {3) increasing teacher experi-
ence, and (4) increasing principal de-
gree status. Of the 3 teacher-related im-
provements, only reduction in class size
was found to have a systematic impact
on student achievemnent at the K-2 grade
level In grades 3-5 -1 4 factors ap-
peared to yield improvements in read-
ing achievement but vaned in cost-
effectiveness. The most cost-effective
improvzment was found to be upgrad-
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ing the degree status of princinals (14
percenule pownt gan), followed by
upgrading teacher degree status o
peccenule points). lowering pupil-
teacher ratio (1 percentile pomnt), and
increasing teacher experience (0.7
percentile). In arithmetc achieve-
ment, only the principal and teacher
degree status nputs appeared to
vield any real improvement.

Using a computer model, Levin,
Glass, and Meister (1984) rested the
relauve cost-effectiveness of adding
$100 per student for each of four
.nterventions. (. o~ering class size
(35 10 30, 30 to 25, 25 to0 20, and 35 t0
20): (2) tutoring (peer. adult. and com-
binauons of both): (3) computer-as-
sisted instrucuon (10-rinute. Jaily ses-
sion): (4) increased instructional time
(30 minutes a day per subject). They
found peer wioring, in which uppsr
elementary students tutorad pupils in
lower grades, to be the most COst-
effective of the four unerventions. Peer
tutoring was about 4 umes as effective
in improving pupil achievement in
mathemaucs (effect size, + 46) as re-
cucing class size from 35 to 20 pupils
(+.11). Computer-assisted nstruction
(+.10) showed ubout the same efec-
tiveness as redu 3 class size in im-
oroving mathemaucs achievement,
while increasing instructional time by
30 munutes a day had the smallest
effect (+.05) per unu of cost. In 1m-
sroving reading actievement, the ef-
fectiveness of peer wuoring (+.22)
was followed closely Ly computer-as-
sisted instruction (+.19) and by in-
creasing nstrucuonal ume  (+.12),
with class size reducuon (+.06) the
least effective.

Recently, Stern (1987) examined
achievement data of pupils 1> grades
3 and 6 in Californ:a schools related
1o teacher salary dat: and controlled
for soaoeconom:c characterisucs. He
found achievement to be positively and
significantly associated with sacher sal-
ary levels but nat positvely assodated
wth teacher-pupil ratio. The author con-
cluded that raising teachess' salaries
would be more cost-effective 1n improv-
ing student 2chievement than reducing
cluss size 1n grades 3 anci 6.

Reductions in class
size have smalk
positive efccts in
comparison to many
less costly
interveptions.

Making Decisions about

Class Size

Although class size reducuon  zre of-
ter proposed as a way o improve
student leaming, research does not
support the expertauon that smaller
class=s will of themselves result in
greater academic gans for students.
The effects of class size on student
learning varies by gtade level, pupil
characteristics, subject sre-s, teach-
ing methods, and other arning in-
terventions. To enhance the possibil-
iy of increasing studeat learning by
reducing class size, research indi-
cates that class size reductions should
be targeted to specific groups of pu-
pils for specific purposes and that
teachers should receive the training
and rescurces they need to make the
most of the learning oppontuaities in
smaller classes.

Ceruainly, class sizes should be within
reasonable ranges in which tie most
effective teachung and learnung can oc-
cur. But 1n tems of increased puplil
learning, research evidence does fiot
justify an absolute limuation on class
size or small overall reducuons in class
size or pupil-teacher rauos as a maner of
general policy in 1s0lauon of the many
other factors nvolved.O

1Glen E. Robinson and James H. Witte-
bols, Class Stze Research A Related Cluster
Analvsis for Deusion Making. Arlington,

VA Educauonal Research Serwce. 1986
<72 pp.

INote: The studies wn Figure 1 are
grouped according to their general or
overali findings regarding class size effects
In cases where mult.ple-subject-studies re-
ported findings 1n a subject area that dif-
fered from the general classificatic:1 of the
study, the exceptions are noted in the text

Editor’s Note Space imuations prevent
inclusion of the lengthy hist of references
accompanying this-article. The basic refer-
ences 2= available in Robinson, G.E. and
J.H. Wiuebols, Class Size Research: A Re-
lated Cluster Analysis for Decision Making.
Arlingion, VA: Educational Research Ser-
vice. 1986. 222 pp. A list of th= full ciations
of all references in the article is avaiiable
upon request from the author at the ad-
dress below.

Glen E. Robinsox: is President at«3 Direc-
tor of Research, Educauonal Research Ser-
vice, 2000 Clarendon Blvd,, Arlington, VA
22201,

© 1990 by Educationa} Research Service
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Technology: Cost and effect
. - - -

Investing 1n school technology? Weigh
today’s expense against tomotrow’s gain

By Michael J. Feuer

ECIDING WHAT TECHNOLOGY

your school board should invest in

is a bigger problem than you might

imagine. Let me use an analogy to show
you what [ mean:

Suppose you're a sales represcntative
-vho must visit customers in 20 different
cities, and you wznt to plan your trip so
you'll travel the fewest possible miles. All
you need to do is list the different possible
routes, calculate their rmileage, thea scan
your list for the shortest one. Sounds logi-
cal and easy—until you start doing it. The
number of possible routes is so large
{roughly 24 with seventeen zeros) that by
the time you finished listing them, you'd
have aged considerably, your road maps
would be obso’zte, aad your car would be
a rusi# "-out relic. Meanwhile, your
competitors, unencumbered by your
penchant for anal:izal rigor, would fol-
low their good old seat-of-the.pants
instincts, get out on the road, stea! all your
business, and ignore your mathematical
subtleties of optimization all the way to
the bank.

Decision making in education has all
the trappings of this traveling salesman
problem: The number of possible interac-
tions among teacher, school system, par-
ents, and children seems virtually endless,
and the effect of any given intervention
can be predicted with only fimited ac-
curacy. Worse yet, it’s difficult to abbrevi-
ate the multiple goals and objective: of
schooling into something that’s easily

Michoel J. Feuer is a senior analyst af the Office
*/ Technology Assessment of the US. Congress.
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measured—Ilike miles traveled, in our
example.

But because education is a public e.ier-
prise operating under tight fiscal con-
straints, school board members under-
standably want to allocate resources in a
way thzt achieves their objectives as effi-
ciently as possible. Choosing from an ever
growing array of hardware and software
configurations—all of which promise dra-

matic classroom results—is no exception. -

And boards facing these tough choices
might ieel trapped between two equally
unattiactive.strategies: Hold off buying
computer technology . ttil you've identi-
fied the ""optimal®* h.rdware and soft-
ware, or buy now at the risk of investing
public money for no measurable return.

The learn-as-you-go-strategy

In fact, schools have opted for the
second choice. In what might be termed
a cautious natural experiment, more than
9% percent of all public schools have
acquired at least one microcomputer for
instruction. In less than ten years, com-
puter-based technologies have been intro-
duced to students who have quite different
intellectual and behavioral needs, by
teachers and administrators of varying
backgrounds and technical skills, in com-
munities of diverse demographic, racial,
ethnic, and economic compositions.

Some might argue that, with more ex-
tensive planning and analysis, these new
learning tools could have teen introcuced
more effectively. On the whole, thougl,
schools have opted for a iearn-as-you-go
strategy. One of the outcomes has been
arich set of data—including reports from
a wide range of experiences, along with

7

research and evaluation conducted by a
small community of dedicated scholars.
Together, this information makes it possi-
ble to approach technology decisicns with
2 healthy blend of informed instinct and
analytical deliberation.

Consider, for example, two key quss-
tions often faced by school boards: How
much do new instructional technologies
cost? And are they worth the money?

These are not academic questions; they
have important practical consequences.
**Buy more hardware’* sounds appealing,
especially to advocates of computer-based
instruction—until someone pointz out
that the equipment comes at.the expense
of other materizls or programs.

As the congressional Office of Tech-
nology Assessment (9.7.A.) indicated in
our comprehensive study Power On! New
Tools for Teaching and Lecrning® the cur-
rent naticnal average is I computer for
every 30 public schoo! children. The study
also fornd that computer-using students
now average less than two hours per week
on the machines.

The current 1 to 30 ratio represents a
trivia: fraction of total annual education
expanditures. But talk about substantially
improving that ratio—and tlie amount of
time children actually spend working with
computers—and you're talking about a
commitment equal to nearly a third of
what we now spend on nonpersonnal in-
structional resources every year. If you
wanted to provide one microcomputer for

*Power On! New Tools for Teaching and Learming s
available for $11 from the Superintendent of Docy-
ments, Government Printing Office, Wathington.
D.C. 20402-9325. To crder by telephone, call 2027°8)-
3238, When ordering, specify G.Po stocx nt = er
052.003.01125.5.
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every three students, for example, the an-

nual costs (including software, upgrades,

training, and maintenance) would exceed
$4 billion, or approximately 32 percent of
the SI3 billion w. curreptly spend for
instructional materials.

Whether this is a tor or a little depends,
of course, on your point of reference. Four
billion dollars is a small fraction of the
amount Americans spend each year on
fast food, for cxample, and an infinjtesi.
mal fraction of the gross national product,
On the other hand, with four billion dol-
lars, you could pay the annual twition and
room and board for 400,000 collzge stu-
dents or the annudl medical expenses for
250,000 elderly Americans. Without refer-
ence to the effects of these expenditures,
in other words, the dollar amount we
spend on computer tools is almost mean-
ingiess.

Inevitably, the cost qQuestion compels a
series of even more difficult questions:
Will the new learning tools be more effec-
tive than books? Could reductions in class

size bring about similar achievement gains
at lower cost? What type of computer-
assisted instructional tool is most ap-

propriate 10 a gjven schoo! system’s
needs?

Analyzing cost-effectiveness

Obviously, the cost question cannot be
divorced from the effects question. Few
studies of school technology have put the
tWo together, as o.T.A. found. Luckily,
some have, and their results demonstrate
that analyzing cost-effectiveness can shed
light on the relative stiengths and weak-
nesses of computer-assisted instruction
versus other strategies and also can inform
decisions about which type of computer-
assisted instruction (C.A-1) your schools
should adopt.

The basicrationale for using cost-effec-
tiveness analysis, as Stanforu professor
and school board member Henry Levin
explains in Coss Effectiveness: 4 Prirmer,
is that it allows decision makers to select
those activities that give the best results
for a certain level of expenditure or that
give a certain leve] of resuits for a minj-
mum cost. Cost-effectiveness analysis as-
sumes that programs with similar or iden-
tical goals can be compared and that a
common measure of effectiveness can be
used t0 assess them.

The technique, according to Levin, in-
volves estimating all the relevant costs—
including personnel, facilities, equipment,
and materials—and Specifying program
objectives with appropriate measures of
accomnlishmeant. Once you have da‘a on
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cost and effarts, vou can—l[ike the sales-
man figuiing the mileage of his trip—
compute the per-dollar effects of various
instructional strategies, then select the one
that promises the lowest cost-to-effect
ratio.

One recent study, for example, com-
pared the cost-effectiveness of four differ-
ent instructional Strategies: reducing class
size, lengthening the school day, introduc.-
ing c.A.l., and instituting Cross-age tutor-
ing. The results show that c.A.L was cost-
effective at the elementary Jevel compared
to increasing instructional time, but
reducing class sjze appeared to be slighly
more cost-effective than c.a.1, in mathe-
matics. Peer tutoring was the most effec-
tive of the four interventions in both
mathematics and reading. In other words,
Peer tutoring was associated with higher
gains in reading and mathematics scores,
per $100 of cost per Student, than was
compuier-assisted instruction.

Another recent study used cost-effec-
tiveness analysis 10 compare alternative
approaches to computer-assisted instruc-
tion. Levin, who did the study, found that
different forms of C.Ad—including *!in-
tegrated learning systems,” which are self-
conl2ined, higaly structured, and ostensj-
bly "tcachcr-proo!'"—yicld quite different
results in different places. Both the costs
of thez~ technologies and their effects on
learning varied widely among the schools
he investigated. In addition, the study
showed that cost-ef| fectiveness depends in
part o1 how much the computer-based in-
structional system is ysad. (Often the tech-
nologies are used below full capacity,
partly because educators might believe
C.A.L is effective only for some students.)
Cost-effectiveness rises when computers
are used fully, even though a day-long
program can entail added personnel costs,

Other researchers have applied cost-ef-
fectiveness to using computers in indys-
trial and mijlitary training. Of course,
training and education are fundamentalty
different: Training usually involves teach.
ing more specific skills 10 older leasners
than education does. Also, in the m,. tary
and in many indusiries, the main effi-
ciency problem is how to train people as
onickly as possible—nog a central concern
of schools. Stiil, studies of training can
give educators some insights.

The Institute for Defense Analyses has
reached the preiiminary conclusion that
computer-assisted training costs approxi-
mately one-third less per unit of effective-
ness than does conventjonal instruction.
This conclusion does not necessarily apply
to schools, but it demons: rates the value

(3 —~
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of explicitly accounting for the costs and
effects of various modes of instruction,

A few notable studjes have experi
mented with cost data and modeis of co'
effectiveness in public schools. One such
study, conducied at the Westberry Ele.-
mentary Schoo! in Saskatchcwan.
Canada, involved students in grades 3 and
5 who were assigned randomlyv 10 a study
group and a control group and were tesied
before and after the teaching period o
Mmeasure mathematics achivement and
attitude and computer literacy.

The study found that sttdents who
were exposed to computer-assisted in-
struction in mad::matjcs improved signifi-
cantly more in mathematics than did stu-
dents taught by traditional methods. Not
surprisingly, they pulled ahead of their
peers in computer literacy, t00. Students’
attitudes toward mathematics were not
significantly affected by computer-assisted
instruction—but c.a.1, won the prize for
cost-effectiveness in producing mathe-
matics achievement.

A cautionary note

As these studies suggest, the advent of
computer technology and of sophisticated
analytical methods s making it possible
for school board members and adminis.
tralors to approach complex choices about
technology in a systematic and quantitive
way. But a word of caution is in order-
Cost-effectiveness is not the sole criterion
on which to base technology decisions.
Nor does it respond perfectly (o the lim-
ited questions it js designed to address.

One glaring deficiency of cost-effective-
ness analysis is that the conventional ap-
proach does not account explicitly for
multiple objectives, says David Stern,
*ducation profe.sor at the University of
California at Berkeley, who contributed
to the o.1.A. study. For example, if com-
puter-assisted instruction produces gains
in one area, other areas of learning might
suffer simply because the amount of time
in the instructional day is limited. Time
spent on the computer saastering certain
mathematics skills could mean less time
for other subjects.

Stern argues that, ideally, cost-effective .
ness analysis chould yield informatior
about the ner overall gains in learning.
taking into account o/ alternative teaching
strategies, (Even more advanced analytical
techniques eventually might be akle to
handle such complexity.)

A second drawback 10 keep in mind
when applying cost-ef; fectiveness analysis
is its inherent bias toward short-term re-
sults. This problem is pronounced with
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Technology: Network news

Get the whole story before you
plug into a computer network

8Y DAVID VERNOT

HOW THINGS have changed. In
1984. I taught word processing in a mid-
dle schoo! computer lab. At the beginrung
of class, students passed around the word-
processor disk, loading the program into
individual computers (a practice I sub-
sequently learned is illegal). Then they
retrieved projects from their file disks
(except for those who left their file clisks
in their lockers). Eventually, all the stu-
dent; were working on their projects.

David Vernot, o curnculum supervisor for the
Farrfield {Ohio) City Schools, 1s a cantnbuting
editor of Electronic Learning magazine.
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And ten minutes before the end of the
period, students began saving their
projects and lining up, file disks in hand,
by the. lone computer-with-printer to
print out copies. Inevitably, soms= stu-
dents still were in line when the bell rang.

Today, many students in computer
science classes arrive with no disks in
hand. They turn on their computers, give
their names and passwords, then select
the word processor (stored on 2 central-
ized hard disk and purchased with a net-
work license) from a menu, and load their
files from the same hard disk. Within two
minutes, they’re hard at work. When
they're ready to print, they send their files
to a central, high-speed printer where the
files {rather than the students) line up and
wait the.: turn. And while the files are

waiting to print, the students begin work
on another project.

Oh brave, netv world that has such net-
works in it.

Or isit? As the networking juggernaut
gathers speed (you've seen the hype in
computer magazines). the time has come
to take a close look at this newcomer to
the world of school computing.

What is networking?

Networking basically means setting up
multiple computers so they can share
"stuff” electronicallv. The stuff can be
software, information, files, printers, a
hard disk drive, or any number of oth:r
peripherals. .

With networking, for example, stu-
dents in a computer lab can uee a single
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software package stored on a centralized
hard disk, or members of a central office
staff can share a printer and send mes-
sages to each other electronically.

More specifically, talk of networking
today usually refers to what’s called a
local area rietwork, or ran. A 1AN can
include the following components:

C The hardware (computers, printers,
and so on) to be connected.

3 A master computer, called a file
server, which controls the network opera-
tion and stores software and user files.

3 Cables and interface cards (installed
in the computers) to connect the hard-
ware.

01 System software, which controls the
operation of the network.

83 A network version of the program
software to be used at each individual
computer station.

Not all tans have all th; 2se components.
Some don't have a file server; others have
system software built in. Some rLans are
set up just for printer sharing, with the
software stored on floppy or hard disks
at each station. But whatever their con-
figuration, networks can perform a
myriad of tasks. A few examples will give
you an idea:

Mathematics teachers at Lake High
School in Stark County, Ohio, use the
software stored on a file server to suppie-
ment their curriculum. Math department
head Jo Schiffbauer says her staff is not
networking to save money or teacher
time, but to help students better under-
stand mathematics.

In Hamilton, Ohio, Pat Huth tends to
a writing center that boasts 30 computers,
14 printers, and a passel of high school
students who come to write — English
papers, science lab reports, articles for the
student newspaper. Ever elementary and
special education students use the lab.
Thanks to the three small networks link-
ing this hardware, students can select an
idle printer on their screens (the network
tells them which printers are available)
and send their writing to be printed. The
students keep word-processing software
and files on floppy disks.

Although Pat sees no need for a file
server to store the word processor and
student files, she would like to add one
to give students access to a proofreading
software package that would help them
check punctuation, grammar, and style
— and even identify potentially racist and
sexist language.

In Dayton, Ohio, rans go a step
further. Elementary school students have
access tc curriculum software. and thanks
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to a management software program that
automatically records their progress,
teachers can instantly keep track of how
their students are doing by tapping into
the system.

What's in it for you

All this sharing sounds great: Buy one
printer, one hard disk drive, one copy of
that math game or word processing pro-
gram instead of 20, and think of the
money you'll save.

Networking has other advantages, too.
It can reduce — but probably nut elimi-
nate — the handling of floppy disks and
(if properly managed) increase the
amount of time students 5pend on task.
It also allows for easier individualization:
Students can select the appropriate pro-
gram from the network menu.

And as the Dzyton case suggests, net-
working can help teachers do a better job
of monitoring student progress and
achievement. Many programs keep
records of student work and store the in-

Networking has

advantages, but

it’s fraught with
complications, too

formation in a teacher-accessible file on
the file servers hard disk.

But pyrite glitters and is not gold. Net-
working can be fraught with complica-
tions: copyright laws, software incom-
patibility, hidden expenses. And it's
fraught with myths that need to be ex-
ploded if you're to make a reasonable de-
cision about whether networking's right
for your school system. Maybe you've
heard (or even bought into) some of these
myths:

C Myth 1: Networking saves money,
Yes, you can save money on some soft-
ware. Example: Software for 15 stand-
alone computers in your school’s com-
puter lab could cost you $60 a pop, or
$900 for all 15. A network version of the
same program might cost 5200 — and
you only have to buy one. But the added
costs of interface cards, extra memory,
cabling, and networking software can
approach $1,000 per machine, Factor 1n
an extra computer if you need a file
server, and don't forget to add the cost
of staff time. Before you know 1t, that
“economical” network system has turned

out to be more expensive than stand-
alone computers.

O Myth 2: I can use all my current
software on a network. To run most soft-
ware on a network, you need a special
network version, and suck: versions just
arent available for many programs.
What's more, it's iliegal to buy one copy
and place it on the network without a
license.

O Myth 3: Software runs faster on a
network. Not so, says Ohio computer
consultant Gary Canterbury. “Personal
computers have spoiled us with speed.
The more computers on a network, the
slower the operation,” he says. "It might
be frustrating to discover that getting
access to that word processor on a net-
work is slower than running it from the
hard disk of your office P.C."”

O Myth 4: A network-integrated
learning system will raise our test scores.
Maybe. Maybe'not. Watch out for the
trap of buying a computer system geared
to the kind of skills measured by stan-
Jardized tests. Instead, use computers to
develop the more important basics of
thinking, writing, and group process
skills.

O Myth 5: Networks will reduce our
necd for teachers. Teachers are just as
necessary in a lab setting. In fact, if you
set up a computer network, you'll need
a trained and willing teacher with t‘meto
learn the network operation, set up the
software, and maintain and update files
on the hard disk.

Caveat computer emptor

What all this means is that you have
to be a knowledgeable consumer if you re
in the market for a co:.:;puter network.
Don't be snowed by the saies pitch. The
sales rep and company brochure might
convince you that networking is the solu-
tion to all your problems. But I've yet to
see a network that operates like the one
in the brochure. Much network software
still contains bugs. Talk to teachers who
are using the proposed system elsewhere.
And give the teachers who will be using
it in your schools a say in the decision.
Above all, don’t buy more network than
you need: Analyze your needs befure you
start shopping, and then keep hold of
your purse strings,

Make sure you also buy where you wall
get “after the sale” support. That's im-
portant advice wher. you're buying stand-
alone computers, and it's even more im-
portant with networks.

And don’t expect any networking svs-
tem to be self-sustaining. Trawung is cnti-
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cal. both for the person who will admin-
ister the network and for the staff mem-
bers who will use it. Maka the training
ongoing: One-shot training has a way of
going in one ear and out the other.
Being a knowledgeable consumer also
means getting a fix on where the major
computer companies stand today when it
comes to networking. Here's a rundown:
3 Tandy, which has been involved in
networking for years, continues to up-

grade its network capabilities. Its 1am-
compatible Tandy 1000 line can be in-
corporated into a LAN with a Tandy 3000
or 500C file server and third-party net-
working hardware and software sold
through Tandy

O IBM is pushing labs using its K-12
curriculum package. A typical 1sm tan
has Model 25s or 30s linket. to a Model
50 or 60 file server using an 1sm or third-
party retwork.

—

Talking about
These are the

THIS BRIEF GLOSSARY Of networking terms
will help you wade through the jargon
(and hold your own with the computer
sales representative):

O Backup. Making a copy of the files
on your disk in case the disk is dam-
aged. In a network, it's ciitical to have
and use a procedure for backing up the
hard disk on the file server.

0O Cabling. Used to connect nodes in
a network. The type of cable used af-
fects the speed of transmission of the
data and, consequently, the speed of
operation of the network. Coaxial cable
transmuts faster than telephone wire or
the equivalent.

O Dedicated computer A computer
reserved for a specific function. A file
server ina network is a dedicated com-
puter and cannot be used as a station.

O Douwntime. Time when a com-
puter or network is not working. This
is more of a problem with networks
than with stand-alone computers: When
one computer in a lab goes down, you
still have 15 others, but when the file
server or system software goes down,
the whole lab follows.

O File server. The master computer
that controls the network and on which
the network files are stored.

O Hard disk. A high-capacity disk
usually sealed inside a computer.
{Floppy disks hava z smaller capacity
and can be removed.) Scftware and files
are stored on a hard disk in the file
server.

O Integrated learning system (1.L.s.).
A comprehensive package of education-
al software, often aimed at basic skills,
which includes a detailed management

networks?
words to use

System. An 1.L.s. is usually run on a
network and is almost always ex-
pensive.

O LAN administrator. The personin
your school systemn who will oversee the
local area network (Lan). This person
is cruaial and will need training and time
to do the job properly.

O Networkable program software.
Programs that can be loaded on a file
server and used by stations on the net-
work. (Example: a word processing pro-
gram or problem-solving game.)

O Network software license. A
license sold with some software that al-

-lows you to use it on a.network.

O Node. Each point on a network
where a piece of hardware (example: a
computer or printer) is connected.

O Print buffer or spooler. A way to
store files waiting to be printed (either
in a special memory or on a hard disk).

O Printer sharer. An alternative to a
network for printing. Multiple com-
puters can send files to the printer
sharer, which lines those files up in
memury and sends them to a printer.

O Stand-alone computer. One that is
not ccnnected to a network.

O Staticn. A computer or terminal
available for use on a network.

O Switch box. An alternative: to a
printer sharer, used to connect multiple
computers to one printer. The tiser must
wait until the printer is fre¢, turn the
switch to his computer, ard print.

O System software. Software that
controis the network operation. It is
loadrd on the file server (if there is one)
and. sometimes on the individual com-
puter stations.—p.v.
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O .4gple is moving into networking.
Until recently, Apple LAxs needed a third-
party network. Corvus was the major
player, with others available. Many pub-
lishers were reluctant to develop network-
able versions of software. But since
Apple’s announcement of its own net-
work, Appleshare, publishers seem more
willing to develop networkable versions
of some Apple software. The Minnesota
Educational Computing Consortium
{MEcc), a major supplier of instructional
software for Apple lls, now is converting
much of its software to support the
Appleshare network.

How far can all this technology take
you? Pretty far. For example, sorra, a sup-
port organization for school systems in
southwest Ohio, has impressive plans to
network its training center/demonstration
site. An 13 lab, with a Novell network,
has access to all of 1am’s administrative
and instructional software. Twenty Apple
[IGS computers will be connected, using
the Appleshare network, to a MacIntosh
II §ile server, on which mecc, Scholastic,
and other instructional software will be
stored. A third lab will contain MacIntosh
SEs connected to a variety of state-of-the-
art peripherals. A second Macintosh Il
will operate as both a file server for the
Macintosh network and super-file server,
allowing information transfer among all
three networks. Hooked into the network
will be a modem and satellite dish for
long-distance data transmission via phone
lines and satellite. )

No school system really needs such a
system today. And most of these connec-
tions are stil: just a glow in the eye of
sottA’s Gary Canterbury. But it can be
done—1if you want it. You have to decide.
And when it comes to networking, educa-
tors are going both ways.

I asked Kent Rawlings, computer co-
ordinator in Fy,'neytown, Ohio, why he
isn't networking Kent replied that hisim-
rediate need is for more computers 1 the
classrooms. “ don't hear teachers asking
for a network, so I'm content to wait for
bugs to be worked Gut and the technology
to advance further,” he told me. “For
now, ['d rather give the teachers floppies
than take on the responsibility of admun-
istering a network.”

On the other hand, Gary Canterbury
and others swear by their networks.

You have to be the judge for your own
school system, L]

Hew do you rate this article? Please turn to
the reply card facing page 34 and circle 187 if
you think it's excellent, 188 if you think it's
good, and 189 if you think it's poor. Thanks.
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Technology: Buyer beware

Greet computer vendors
with these pointed questions

8Y MARK WHITMAN

AN EXPENSIVE MISTAKE awaits
school executives who purchase com-
puters cnd other technological equipment
without tappiig into every available
source of expertise for advice. And as
trends currently are shaping up, the smart
move 1sn't to turn to your in-house com-
puter whiz--but to a vendor interested in
serving as your partner.

No, I'm not making a plug for com-
puter vendors. Instead, I'm suggesting
you simply take advantage of today's
marketplace: For computer manufactur-
ers, the public schools are the growth
market of the coming years, and once the
local schools are using a specific brand of
computer, a secondary market for that
brand will open up among parents of
schoolchild. .a. That means the pressure
to win your business is great. and you can
use this situation to the benefit of vour
schools.

Of course, you can't trust a salesman
to put your needs entirely before his own.
What I'm suggesting is a different rela-
tionship with your vendor. Rather than
assuming a traditional adversarial role
with salespeople, it's time to form & part-
nership with you in control and the
vendor putting his expertise at your dis-
posal. Because you have the advantage
over the vendor, you aren’t forced to buy
what he ras to sell—instead, you ¢ nin-
sist he sell you what you need.

Bu:t that’s only as it should be. Only
you have the expertise to know what you
need in a computer System that is to serve
as an educational or administrative tool.
And because the vendor wants your busi-
ness, you are in a position to take ad-
vautage of his technological expertise to

Mark Whitman s administrative assistant for
progrom dsvelopment for the iippecioe
(Indiana) School Corporation.

help you select the equipment that will
do the job.

Ask your vendor

Building a partnership with a computer
vendor takes great care on your part. You
must choose a vendor who has the re-
sources to meet your needs and a commit-
ment to honor his role in the partnership.
Good business sense still prevails, and
asking tough questions will be a big help
in making the right choice. In the Tippe-

om—

The vendor wants
your business, so
take advantage
of his expertise

—

canoe (Indiana) School Corporation
(K-12: enr.: 7,500), we've learned from
hard experience that you need to know
a lot more than just how much a specific
comptezs system costs., Here are some
questions I recommend asking vendors:

1. Right now, 1 don’t have the re-
sources to purchase all the technological
equipment my schools need, but eventu-
ally I'll require a computer system that
will handle both administrative and in-
structional needs. Do you have the soft-
ware to handle my requirements? What
specific hardware would you propose,
and in what sequence would you propose
it be installed? How do you suggest we
begin? Can your company provide my
schools with professional planning as-
sistance? At whose cost?

2. Who is going to supervise this tech-
nology once it's in place? Will I have to
add to my staff? How many new people
will I need? What would be their duties?

3. Convince me the technology you're
trying to sell me will not be obsolete be-
fore the year 2000. What changes does
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your company anticipate ii the next five
or ten years? How I will be able to expand
on today’s purchase to take advantage of
tomorrow’s innovations?

4. How many terminals can be con-
nected to the same computsr system at
one time? How many people can use the
system at one time without slowing com-
puter response time or otherwise degrad-
ing the performance of the system?

5. Who writes your software? How
long have the writers been in business?
Who else uses your software? Can you
give me the names, telephone numbers,
and addresses of customers [ can contact?

6. Is your software prepackaged? How
much will we have to restructure our
present methods of operation to conform
to your software? How much {lexibility
is provided within the programming to al-
low us to customize the software to our
specifications? How much do you charge
for customizing software? How do we get
it done if the need arises?

7. What kind of customer support do
you providel Do you have a customer
hot line? Will company representatives
come to our schools? How much does this
cost?

8. What about new software versions
and updates? Will we receive them auto
matically? Who will install them? ls there
a feel

9. Can your hardware and software
make use of optical scanners for inputting
data? If so, whom do I contact to get
more information about scanners?

10. What sort of warranty do you offer
with your hardware? Do you provide on-
site maintenance? How quickly? How
many service people cover our area? Do
you have a single telephone number to
call for maintenance? How much do you
charge per item for annual maintenance?

11. What sort of interest is your com-
pany taking in aducation? Are you devel-
oping special products for the school mar-
ket? Can you offer evidence of your com-
pany’s commitment to education?
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12. How large a territory do you cover
for your company? Fow long have you
been with the company? Will you be
available when 1 have a question or need
help with the system? Can you arrange
for me to speak with people at the highest
level of your firm?

13. We will require considerable train-
ing for our staff, How much training can
you provide, and what do you charge for
1t? Who does the training? What are therr
qualifications? What guarantees can you
provide that your training will be effec-
tivel

14. What evidence can you provide
that your company will consider our rela-
tionship a partnership that transcends the
normal vendor-customer relationship?
What will you do for us besides take our
money?

Asking these questions won't guarantee
you'll make the right decisicn in choosing
a computer vendor. But getting satisfac-
tory answers will help you assess the
vendor’s commitment to your success, his
ability to provide a good product and
continuing support, and the level of
corporate involvement you can expect.

And you'll know whether you've found
a firm that will take your partnership
seriously.

Critical criteria

Remember: Youre not purchasing
technology; you're purchasing education-
al and administrative tools. The distinc-
tion is critical. When a salesperson t-ies
to sell you on greater computer memory
or the latest microprocesscr, your deci-
sion must rely ~n two simple criteria: the
ability of the L.urdware and software to
do the job required of it, ang the level of
vendor support you can expect after the
computer has been installed.

Don't underestimate the importance of
these two criteria. A partnership with a
computer vendor and his parent company
is essential to the success of your newly
purchased technology. Too many school
executives try to be creative with their
technolcgical systems and wind up shoot-
ing themselves in the foot—mixing and
matching different brands of bargain
cquipment that aren’t compatible and that
offer vendors little incentive to provide
the training or maintenance support that's

I
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possible through a close relationship wi
one vendor.

So unless you have someone in your
schools with substantial technological ex-
partise, you're best advised to select one
esuablished vendor who is prepared to put
together a packaged system tailored to
your needs and to back up this system
with training and support. As an im-
portant customer, you're buying the
vendor and his services as much as you're
buying his equipment.

The marketplace is full of vendors
who’d love to have your business, so the:
discriminating .chool system should have
little problem finding one and coming to
an arrangement that is both educationally
and economically sound. And once
you've spent the effort to select your
vendor, you'll have the luxury of con-
cerning yourself with instructional deci-
sions regarding the computers you pur-
chase—and leaving the technical concerns
to your vendor. ]

How do you r.te this article? Please turn to
the reply card facing page 34 and circle 184 if
you think it's excellent, 185 if you think it's
good, and 186 if you think it's poor. Thanks.
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Some schools save money by
breathing new life into old buses . . .

By Arthur G. Sharp

EARLY AS GOOD the second time

around: That’s the conclusion of

school boards that have elected to save

money and wring a few more years of sec-

vice out of their school buses by rebuild-

ing or renovating them rather than buying
new o.1es,

Several school systems in Colorado and
western Kansas are having their buses re-
built commercially one or two at a time.
One large Colorudo school system cur-
rently is having 30 buses refurbished. And
in Tulsa, the school system is rebuilding
buses using its own mechanics.

Ir most cases, rebuilding a school bus
involves replacing the teensmission (often
converting the vehicle from manual trans-
mission to automatic), replacing the
engine (often converting from a gasoline
engine to a diesel one), painting the body
inside and out, reupholstering the seats,
and making repairs to the chassis.

Because of the cash crunch many
school systems find themselves in these
days, the school bus rebuilding industry
has blossomed in just the nast few years.
Gene Plankey, business manager for
Diesel Fleet Service in Marquette, Mich.,
says his company began rebuilding buses
in' 1984 because it recognized what one
company official calicd “the lack of
money available for new school buses.”
Western Bus and Coach, a similar venture
that started in Lamar, Colo., has been so
successful that it is considering opsening
three new rebuilding plants. The firm's
output has risen from five buses a month
to nine, and officials expect the growth to
continue. .

And cummercial firms don’t have a
lock on the rebuilding business. Several
srison systems have enter~d the industry.
One Texas piison plant rebuilt 370 school
buses in 1987, and Virginia recently

Arthur G. Sharp is a free-lance writer in Rocky
Hiii, Conn,
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Rebuilding is an
option for boards
that want to
wring a few more
years of service
out of an old bus

opened a rebuilding facility at its prison
in Lawrenceville. The Virginia operation’s
brochure prowmises that “all work and
materials used in the repair of school
buses will meet or exceed state and federal
standards.”

In Tulsa, the transportation department
enlarged its bus m: intenance bay and has
a foreman and five bodymen/mechanics
workinz swing shifts to rebuild a bus every
13 workdays.

All of this activity in the rebuilding field
augurs well for scivol board budgets—
because rebuilding school buses offers low
cost and extended life for the equipment.
Totally rebuilding a 65-passenger schoul
bus, for example, costs approximately
$23,000 at a commercial rebuildzr. (Thlsa
does it on its own for approximately
$18,000.) These are clear if not dramatic
savings compared to buying a new vehicle:
A new 65-passenger school bus usualiy
costs between $28,000 and $40,000, de-
pending on options, says Terry Whitesell,
an executive of Wayne Corp., a bus manu-
facturer. Frank Dixon, transportation

104

N

director of the Fairfax County (Virginia)
schools, says he currently pays $35,000 for
a bus of that size, generously equipped
with options such as automatic transmis-
sion and an adjustable driver’s seat.

The savings that can result from a com-
mercial rebuilding job—usually between
$5,000 and $17,000 per bus—are dimin-
ished slightly by the rebuilt bus’s some-
what shorter second life span. A rebuilt
bus will last for between seven and ten
years, says Rob Havenstein, president of -
Western Bus and Coach Co. School sys-
tems often expect a new bus to last as long
as 10 or 12 years, or between 130,000 and
150,000 miles. .

Havenstein says a rebuilt school bus
(one with a gasoline-powered engine) will
be serviceable for an additional 120,000
miles—possibly as many as 160,000 miles.
And if the engine is converted to diesel,
he adds, the bus can run for as many as
200,000 miles.

The most significant problem associ-
ated with rebuilding, say those who've
done it, is scheduling time for the work.
Rebuilding a bus can take as long as nine
weeks. Time might pose no problem: for
systems with large bus fleets, but it is a
concern for school systems that own and
operate few buses. The ideal time to re-
lease buses for renovation, of course, is
during summer, but that’s not always pos-
sible: Many companies that specialize in
rebuilding report backlogs during the
summer months.

Another concern involves the discovery
of hidden flaws that prohibit rebuilding.
Say, for example, a school sysiem slots a
ous for renovation, and the rebuilder
strips it to its chassis. Mechanics then find
a2 major crack in the frame that rules out
rebuilding. The school system then might
be stuck without a replacement—or
money to buy a new bus.

Careful budget planning, frequent in-
spections of buses, and timely rebuilding
schedules can help avoid such problems.
Rebuilding does not have to occur all at
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once, for example; it can be accomplished
in stages. Buses can be reupholstered and
painted in one stage, and converted from
a gasoline engine to a diesel engine and
from manual to automatic transmission
in another stage. The advisabulity of two-
step rebuilding depends, of course, on the
proximity of the facility that will do the
work and the amount of time a bus can
be out of service.

Deciding to rebuild

In deciding whether to rebuild a bus or
replaceit, consider its age and mechanicai
condition, the local climate, safety con-
cerns, and regulatory requirements.

Age and mechanical condition. The
older the bus, the more likely it is to need
complete refurbishing. The mechanics in
your transportation departraent should
inspect the bus and check its maintenance
records to decide whether it is worth re-
building. Check for signs of joint stress
or metal fatigue. Severe rusting of the
chassis usually will rule out rebuilding as
an option. And don’t consider removing
an old body and placing it on a new chas-
sis: Under federal regulations, the age of
the bus is determmined v the age of its
chassis; the old body will have to meet this
year's safety standards—u prohibitively
expensive prospest. If mechanics have
doubts about the fundamental serviceabil-
ity of a bus, they should consult with the
rebuilders to determine whether the ex-
pense is worthwhile.

Climate. Buses in western states might
make better candidates for rebuilding than
those in the Northeast, because the West’s
drier climate, more level terrain, and better
roads generally result in less wear and tear
on buses. Conversely, buses exposed to
harsh elements over many years might not
be worth rebuilding. Ask vour transporta-
tion director for help in making this de-
cision.

Sgfety. Rebuilders insist that rebuilt
buses are fundamentally as safe as new
ones. Of course, the fact that older buses
might lackihe latest safety devices could
give the edge 0 new buses. The National
Highway Transportation Safety Admin-
istration (N.H.T.5.A.), the federal agency
responsible for school bus safety, never
has conducted a comparative study, ac-
cording to William Liu, a safety standards
engineer at N.H.T.S.A. But according to
Leslie Drake, an underwriter for Lancer
Insurance Co., a school insurer in New
York City, accident insurance rates are no
different for rebuilt buses than for new
buses.

Gene Kotlarek, chief executive officer
of Western Bus and Coach, says, *‘Safety
is foremost in our minds. We won't re-
build a bus if we think that passengers’
safety is going to be threatzned.”” Rebuild-
ers can, of course, add some of the safety
features that were federally mandated in
1977—notably, high-backed secats and
safety cages around gas tanks. Although
these features are not required on rebuilt

pre-1977 buses, adding them might be a
good idea: After all, the buses could be
in service for another decade.

Regulatory requirements. In addition to
the federal standards, each state has regu-
lations governing schoo!l buses. In some
states, the rules are more stringent than
in others. In choosing a rebuilder, 2 sure
the firm can meet the regulations in your
state. You also must make sure that the
rebuilder keeps the bus in compliance with
the original safety standards for that bus.

For example, the federal standard on
joint strength applies to school buses puilt
after 1977; the rebuilder must be able to
meet that standard. Your transportation
director can find the standards that apply
to any bus by looking at its vehicle certifi-
cation label to determine the year of
manufacture and then by writing the
manufacturers of the chassis and body
(possibly different companies) for the
specifications for that year.

The decision to rebuild buses should be
a careful one. For some schoo! systems,
rebuilding might be a useful step in a bus
management plan. Or it might be a way
to transport pupils through som2 finan-
cially lean ycars. If you are looking to
conserve transportation funds, rebuilding
buses is one option your school board
should consider. a

How do ou rate this ariicle? Please tums (o the
reply card {aclag page 50 and clrcle 124 if you
think it's excellent, 125 if you think it's good,
and 126 il you think it's lousy. Thanks.

. . . While others conserve cash by
converting from gasoline

By Scott A. Rasmussen

ERE'S (POTENTIALLY) GOOD

. news for school boards dismayed

by the high cost of student transportation:

In the five years since 30 buses in our

school system's 36-bus fleet switched from

gasoline to propane fuel, we've saved

approximately $75,000 in fuel and main-
tenance costs.

Our experience with propane-fueled

Scott A. Rasmussen is vice chairman of the
David Douglas School Board, Portland, Ore.
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school buses in the David Douglas Public
Schoots (K-12; enr.: 6,000) in Portland,
Ore., began in 1983, when we decided to
convert two gasoline-fueled buses to pro-
pane and compare costs with our regular
buses. After six months, the advantages
of propane were obvious, and we switched
over to propane—except for six older
buses that were scheduled for replacement
anyway.

The primary advantage of propane is
price: Since 1982, propane’s cost per gal-
lon has ranged from -. to 40 cents less than
gasoline. And considering the likelihood

s

to propane

of increased oil prices, we expect the cost
savings of propane to improve in years to
come.

Price stability is another advantage:
*‘Gasoline is like the stock market,’’ says
Jerry Barron, our student transportation
director. **The price changes daily.’* Noi
so with propane.

Another savings advantage is lower
maintenance costs. Propane engines don't
require a carburetor—that means fewer
maintenance problems—and the ‘‘clean-
er’ fuel results in a longer engine life.
“Some of our engines are six years old,




and we've not experienced any problems,”
Barron says. **Even considering the §1,200
price tag for converting each bus to pto-
pane, we began seeing real savings within
two and one-half years.”

Propane has other advantages as well.
Because the gaseous fuel is stored under
pressure, fuel tanks are thicker and strong-
er than gasoline tanks and thus are highly
unlikely to be punctured on the road. This
safety featurs is backed up by a feature
that limits fuel leakage by shutting down
the fuel system should gas pressure drop.

Finally, propane burns cleaner than
gasoline. And in a state such as Oregon,
where stringent environmental quality reg-
ulations exist for public vehicles, our con-
version has been a great help. We've seen
few problems with state inspectoss who
previously cited us for the sooty exhaust
that sometimes pours out of older gaso-
line-fueled buses. And because the fuel
already is vaporized, starting up our buses
on a cold morning no longer is a problem.

Of course, no fuel system is perfect.
Ot school district consists primarily of
refatively flat terrain, so we've not been
bothered by what appears to be slightly
less power in propane engines. It's possi-
ble that school districts in hilly areas
rnight find that propane-fueled buses have
difficulty with steep roads.

The skeptics among you might have
heard of school systems experiencing
problems with pre pane fuel, so right now
you must be wonilering how to square
their stories with ours, We think we have
the answer: *'When you hear about a dis-
trict that has had a bad experience with
propane, it often has to do with how the
buses were converted,’ Barron says.
“*Conversions can be done poorly, and
leaks and mechanical problems crop up.”

We attribute our school system’s success
with propane to the policies and practices
our transportation department followed
to ensure safety and performance. Among
those pelicies:

¢ Administrators investigate the refer-
ences and previous work of contraciors
bidding for conversion work. Small com-
panies without the testing equipment to
monitor the quality of each conversion are
dropped from consideration.

o Strict specifications outline the re-
snoonsibilities we expect of contractors. In
addition to the engine conversions, the
company must serve as the school sys-
tem’s propane supplier, trair; employes in
proper maintenance of propane-fueled
engines, and guarantee regular refueling
of our storage tank and quick service
should a conversion problem arise.
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‘We succeeded in
converting to
propane because we
developed practices
that ensured safety
and performance’
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o Employe training is emphasized. One
of our mechanics attended a workshop to
be licensed as a propane-system m«chanic
and installer, and he trained others to
perform simple maintenance work and
taught drivers safe fueling procedures.

e A strict preventive maintenance
schedule is followed. All buses are in.
spected semiannually, and mechanics and
drivers are expected to report any potential
problems they notice in their routine in-
spections.

If you're interested in propane conver-
sion, following similar procedures will
help immensely in keeping your experi.
ence on track. A little research also will
help.

Example: Although some companies
will sell you a storage tank, others are so
eager for your business they'll lease you
a tank for as little as $1 a year. Uncovering
and investigating such tips ¢7 : make the
difference in the ultimate cost effective-
ness of conversion,

Switching to propane-fueled school
buses might not be right for every school
system. But we can say our five years’
experience with propane has been a hit,
and we're 100 percent behind it. With such
a testimonial, it’s something you should
keep in mind. 0

How do you rate this articie? Please turn to the
reply card facing page 50 and clrcle 12711 you
think it's excellent, £28 If you think it's good,
and 729 if you think it’s lousy. Thanks.
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Buying Power

Put safety first—and make your buses last

THoSE steex NEw school buses you just
added to your zchool system’s fleet—
complete with efficient diesel engines,
automatic transmissions, and air
brakes—represent an investment for
your school system of more than
$30,000 each.

But your transportation buying de-
cisions are far from over after you've
purchased new vehicles. You'll need to
budget for at least two more expenses:
adding accessories that will enhance
your new buses’ safety and road worthi-
ness, and maintaining those vehicles
once theyre on the road. Here's a
sampling of some of the products you'll
want to look into:

{3 Tires. The television advertise-
ment that shows an infant sitting inside
a tire says it all: . . . because so much
is riding on your tires.” Replace that in-
fant with a school-age child, and you'll
understand the need to buy the highest
quality tires for your school buss.

Transportation o dials agree: When
it comes to tires, the brand name really
does matter. But that’s not to say you
should look at only a few brands. Be-
tween 10 and 15 tire manufacturers sell
products considered “top of the line.”
So when you make your buying deci-
sion, you should quickly be able to
satisfy your desire for high quality and
get right down to specifics.

You're going to buy several sets of
tires over the life of a bus, so the longer
your tires las,, the more money you will
save. Tubeless, 10 or 12-ply radial tires
generally have a longer life, are more
durable, and are more trouble free than
other tires. (The 2 or 4-ply tires you find
on most automobiles are too thin for
school bus use; tires thicker than 12-ply
will provide too rough a ride.) Look for
tires that feature a “stone ejector” tread
pattern that kicks out stones and other

For valuable technical assistance in the prepa-
ration of this article, Tur Execunive Epuca-
o is grateful to: Frank Divon, director of
transportation, Fairfax County (Virginia)
schools; and Chuck Higdon, warehouss
superintendent. Fairfax County Equipment
Management Transportation Agency. For
more details, please check Transportation on
the reply card facing page 26,

road debris, thus protecting your tives
from punctures. Expect to pay apgioxi-
mately S150 for a tire with all of these
features.

Once you have found a high-quality
tire at a good price that meets all your
state’s ssquirements, stick with that
Lrand. Putting different tires on the
same bus—no matter how similar they
might ses.i—can cause steering and
stopping , oblems and uneven wear
and cear on the vehicle.

0 Tire cables. Standard tire chains
are being used less these days, yiciding
to the increasingly popular tire cables.
These steel cables have some distinct ad-
vantages over traditionai chains: They
are lighter and less expensive {from ap-
prox:mately S35 to 550 a pair, cormpared
with as much as $80 for chaine). And
cables are safer: When chains break dur-
ing driving, they can cause extensive
damage to wheels and fenders. Cables,
on the other hand, can snap, but be-
cause of their rigidity and l!gnt weight,
they won't cause as much damage.

3 Road-speed governor. Although
it's not likely to be standard equipment
on your new buses, a road-speed gover-
nor can be a lifesaver, With a road-
speed governor, your drivers won't be
able to speed or accelerate too suddenly.
The device attaches to the carburetor
and limits how fast the bus can go—and
how fast it can accelerate—by limiting
the amount of fuel entering the engine
{brt you'll still have enough power
when you need it, such as when merging
onto a highway). The top speed possi-
ble on a bus equipped with a road-speed
governor generzlly is from 45 to 50
miles per hour. The cost of from $200
to $300 per device, according to one
school transportation official, is “worth
every penny.”

.3 Other safety devices. Speaking of
safety, some other devices shouid be
standard equipment on ail your buses.
One is 2 metal guard, shaped like a flat
figure eight, that can be ex":nded from
the front of the bus, When the guard is
extended, children crossing in front of
the bus must walk at least eight feet
away from the vehicle, where they are

in full view of the driver. A safety guard

can be purchased for less than $100.

Large, convex mirrors installed on
both sides of the bus will allow the
driver to see down one side of the bus
and .cross the front, again preventing
a possible tragedy. These mirrors cost
from $10 to $15 each.

A flashing stop sign, which can be ex-
tended from the side of the bus just be-
low the driver's window, warns motor-
ists on the opposite side of the street that
children are crossing. The stop sign costs
approximately $200.

Fuily equipping your new school
buses will cost some money, but you'll
be paid back in longer life-span for the
vehicles and increased safety for your
student passengers.

o 32 THE EXECUTIVE EDUCATOR
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Starting early
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Boards Association.
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Our self-supporting preschools meet
the needs of rural parents and children

By Linda Graves

PRESCHOOL has become a neces-
sity for many families today. In-
creasingly, both parents have full-time
jobs, and often they want their children
cared for in a school setting. Parents in
rural Putnam County, in northwestern
Ohio, are no exception to this trend. In
our county of 3,000 people and nine local
school systems, farming is the main oc-
cupation; we have smaller numbers of
profassionals and blue-collar workers.

The county was served by four pre-
schools, but three of them were located
in Ottawa, Ohio, the county seat—a 36-
mile round-trip for parents in some com-
munities. After receiving requests from
many road-weary parents and studying
the local demographic patterns, the Put-
nam County Office of Education decided
to apply for a state grant to set up a smal!
local preschool—the first of what 1s now
a three-preschool program.

The state gave us $6,000 to pay for sup-
ples, equipment, in-service programs, and
contractual services for one year. After
that, the preschool had to be self-suffi-
cient.

When we approached the local schools
with the prroosition, at first only one—
Pandora-Gilboa Elementary School—
agreed to house the preschool in an un-
used classroom. We designed the program
to accommodatz ten children, ages four
and five. After examining various pre-
school programs, we selected the High
Scope curriculum, which aids in children’s
cogmtive development by letting them
plan and do a variety of daily activities—
such as painting, playing house, playing
with dolls, and pretending to cook. The
emphasis is developmental, not academic;
children make progress at their own rate.

‘ To staff the preschool, we selected an

Linda Graves is one of two codirectors for the
Preschool Program of the Putnam County
(Ohio} schools.
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elementary school teacher who had
studied early childhood extensively. We
sent her to an observation session at the
High Scope Foundatica in Ypsilant,
Mich., before school started and gave her
opportunities for in-service training dur-
ing the year.

When we released articles 10 local news-
papers informing county residents of the
new prograia, the response was tremen~
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dous. We soon had a waiting list. Now the
pres hool is in its fourth year, and each
year we have kad full classes. We've also
started preschools 1n two different local
schools—also funded initially with grant
money. The new programs are now in their
second and third years. Each class now
has from 14 to 16 students, plus a waiting
list.

We hold an orientation day for students
and parents, at which the teacher/codi-
rector meets each child and explains the
program'’s objectives to the parents. The
preschools meet on Monday, Wednesday,
and Friday from 9:00 to 11:30 a.m.

A preschooler’s day: First comes *‘plan-
ning time,”* during which children choose
materials for play and discuss their plane
with the teacher. During ‘‘work tire,
students go to one of six different work
areas of their choice. After 55 minutes, it’s
*‘cleanup” time, which gives children a
chance to locate things in the room and
helps them learn to match objects tc labels
and find similar objects. **Outside time"*
comes next, giving children an oppor-
tunity to work on their gross motor skills.
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“*Small group time"’ then features snacks
and discussion. *‘Circle time'* ends the
day with music, stories, and other group
activities.

During the year, the county speech and
hearing therapist evaluates each child and
provides any necessary remediation. The
teacher meets with parents twice a year to
tell them about their child's progress.
Parents also receive a weekly newsletter
about events in the program.

The preschool isn’t a burden on the
host school, because the codirectors take
care of all the administrative duties. In-
stead, the school basks in the many good
words the preschool receives. The 1ocal
school enjoys the pride of ownership, but
the county office remains the fiscal agent
and director of the program.

During each preschool’s first year,
parents paid a nomin.! fee of $7.50 per
student per week to nzh; ¢-:ver snacks and
extra supplies. The1 .chie; was paid out
of the grant funds. "1t once the pre-
schools became self-supporting, student
fees increased to 315 a week to cover the
teacher’s salary, as well as snacks, and
supplies. Except fo; the free loan of the
schoolrooia, the program is completely
seli-supporting. Certified teachers are
Jaid in accordance with the county
teacher’s salary schedule.

We're proud of our preschools and be-
lieve our efforts at early educauon will re-
sult in fewer school failures and at-risk
children, higher achievement levels, lower
dropout rates, and increased collsze at-
tendance rates. Getting started was easy,
thanks to the seed money frem the state
and the organized efforts of the codi-
rectors, parents, aand teachers. Although
we live in a remote rural area, we believe
we can give our children many of the same
opportunities available to the children of
subvriia, (]

Hew do you rate this article? Please turn 10 the
rsply card facing page 46 end circle 190 if you
think it's excellent, 191 Iif you think it's gcod,
and 192 if you think it’s poor. Thanks.
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development gap between
kindergarten and
second grade.

i n the spnng of 1987 the principal and
some of the teachers at John Camp-
bell School got together in an attempt
'0 find a realistic way to bridge the de-
velopmental gap between the kinder-
2arten and first grade without holding

T Manurie Oberlander s director of elemen-
tarv education tor the Yakima Public Schools in
Yakima, Washington She was principal of the
whn Campbert Schovl i delah. Wastington.
shien this article was watten

MAY 1989

A NO\IGRADED MULTI AGED PROGRAM
THAT WORKS

Here's how an approach borrowed fro -
the one-rcom school helps bridge the

children back . full vear. We discussed
several ideas. including transiton
rooms. but all uf them involved sepa-
rating children from their peers, wnich
we were reluctant to dJo.

We wanted to Jevelop a plun where
voungsters could learn in heteroge-
neous groupings «nd sull have the ume
necessary to master the curriculum.
Eventually the Jiscussicn produced an
intriguing suggestion. Wiat would hap-
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T. Marjorie Oberlander

Oon Chishain

pen if we mixed five-. six-. and seven-
year-olds in one class. ithe they did in
the old one-room schools! Could we
successfully mux these ages. alung with
a few eight-vear-olds. and have the
same teacher teach them—tur up 10
four vears if necessary—unul they mas.
tered the second-grade curricuium’
The more we talked 1n ,ubsequent
meetings about developir.g such 4 aun
graded. multi-aged program. the

Aan




greater the enthusiasm grew. Finally,
five experienced teachers volunteered
to try it during the 1987-1988 school
vear All of them had taughi first grade,
and most had also tauzht kmderodrten
and second grade. One was a reading
specialist. two were trained n early
childhood education. and two had
taught in multi-aged settings before.
They were very eager and I was confi-
dent that they could make the program
work even though we had no extra
funding uand no model to follow.

We found an open area large enough
for five classes. which was advanta-
geous for planning and visual contact
among the teachers. The plan was to
assign each teacher approximately 30
children trom five to eight years old.
The children in these multi-aged
2roups would stay together with the
same teachers until they mastered sec-
ond-grade skills and moved into third-
grade classrooms.

In order to assure that each group
had 2 normal heterogeneous mix, we
assigned children who were perceived
as high. medium. and low in each class.
We also made sure that each teacher
received some children in need of spe-
cial education, some minority chuldren,
and a mix of toys and girls. If parents
requested that their youngster be in the
program. we tried to accommodate
them—if it didn't unbalance the-het-
erogeneous mix. We did not put any
students in the program whose parents
did not want them.there.

The kindergartners posed the most
difficult scheduling problems. In our
half-day program. one of the teachers
had taught about 25 kindergartners in
the morning and 25 in the afternoon.
To integrate these children into the new
program. we decided that all of them
would attend in the morning. In that
way we could start the day with ap-
proximately 50 kindergartners. 50 first
graders, and 50 second graders divided
among five teachess. Each teacher
would have about 30 multi-aged stu-
dents—ten from each grade—until late
morning, when.the five-vear-olds would
leave. Each teacher would then finish

the day with approximately 20 older

children.
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Another problem we faced was some
initial skepticism from the music. phys-
ical education. and library specialists
about teaching a multi-aged group of
youngsters. Although we had little dif-
ficulty 1 adjusting music and library
instruction, we were a bit concerned
about the developmental aspects of
physical education. Early in the year
the teachers worked with the physical
education specialist to analyze chil-

et - ]

Campbell School’s
Nongraded Schedule

8:15- 8:30 Opening and
calendar

8:30- 8:40 Silent sustained
reading

8:40- 9:20' Language
experience and
centers

9:20- 9:55 Special classes

9:55-10:10 Recess

10:1010:55 Centers (integrated

subjects)

Dismissal, half-day

children

10:55-11:55" Math

11:55-12:45 Lunch

12:45- 1:00 Story reading by

10:55

teacher
1:00- 2:00 Reading
2:20 Dismissal

11>
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dren’s physica! skills before regroupmg
them into different physical skills
groups. For 30 minutes each day. one
of these groups would go to PE.. wo
to music (different teachers). one to the
library, and one to a class in personal
safety and drug and alcohol awareness.
The arrangement worked well.

In order to teach children of different
age and developmental levels. the
teachers have created a concrete.
hands-on environment where children
are actively involved. They use a whole-
language approach to reading. writing,
and spellmg Social studies and science
are integrated into special teaching
centers. with units rotated each year to
avoid repetition.

The whole-language approach incor-
porates speaking. listening, chanting,
singing. writing, and spelling 1n many
different settings. Children learn the
rhythm of language and how 1t 1s struc-
tured. The teachers have faund that the
six-and seven-year-olds can read more
difficult books and can write whole sto-
ries while the five-vear-olds dictate sto-
ries or look up words 1n a book.

Because multi-aged children coop-
erate and.learn from one another. the
teachers feel that they have been able
o meet most students’ needs at appro-
priate levels without resorting to ability
groups.

Now in its second year. our program
has been successful because it provides
a developmentally appropriate environ-
ment for young children without rejec-
tion or separation from-peers. If a child
needs additional time to learn certain
skills. it can be provided in a comfort-
able. familiar setting. The program can
be tailored to their needs and achieve-
ment and it includes lots of teacher/stu-
dent interaction, hands-on experiences.
cooperative learning, peer tutoring.
and an integrated approach to learn-
ing—all elements recommended for
young children by the National Asso-
ciation for the Education of Young
Children,

I hope other administrato:s will see
the advantages of this approach and
look- for creative ways they might apply
the same concept to their early child-

hood programs. Z
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Serving the

Te'2learning:
Making Maximum
Use of the Medium

Gail Lewis

Business technology 1s used in an
innovative project to of fer advunced
academic courres to gifted students in
rurol arcas. Using computers. electronic
blackhoards. modems and phone hines.
highly interactive classes arc provided at
low cost. The program. funded fully by
the state. uses masler teachers at the
Louisiana Schoal for Math. Science and
the Arts to transmit classes in calculus.
trigonometry/precalculus. survey of the
arts. French and western civilizotian lo
students in rural and isolated areas The
program.-easily replicated. is one answer
to the proliem of serving rural Qifted
studenis at the high school level.

Gall Lewis (Ed.D.), serves as Co-Directorof
the Telelearning Project and as Kead.
Department of Creative and Performing
Art3 at the Louisiana School for Math,
Science and the Arts in Natchitoches. LA.
She is currently working with the Torrance
Center for Creative Studies to identify croa-
tive scholars in Louisiana.

Roeper Review. Volume 11. No. 4. Copy-
rSlgi?t ? 1989. Roeper City and Country
chool.

_Gitt—é;! in Rural Areas

Reprinted with permission from Roeper Review,

May 1989.

Long-distance learning. at its best. is
the marriage of education to leading
edge business technology. A subset of
the more general term. teleccmmuni-
cations. long-distance learning, or tele-
learning. is used at the Louisiana
Scheol for Math. Science and the Arts
to send advanced courses to academic-
ally talented high school students in
rural a1eas throughout Louisiana.

Ithough educators & ve experi-
Amented with telelew. ning at a

variety of institutions. the
Louisiana School program combines
low cost with high in.cractivity — a
powerful combination. A simgle and
cost effective desi_n connects the
teacher and students interactively
through the use uf persont ! computers,
modems. Optel software, microphones,
and electronic blackboards. Students
may communicate with students at
other sites and with the teacher through
audio feedback. computer keyvboard or
graphics pad: feedback is immediate
and is received at all sites simultan-
eously. Commonly, three or four schools
are linked to the teaching site at one
time. with up to 20 students enrolled for
each course.

Less expensive and more interactive
than other methods commonly used
such as uplink connections, the program
provides some obvious benefits: ex-
tremely isolated rural areas canreceive
courses previously unavailable to them:
interaction with students from other
schools involvedin the course provides
cultural. social and intellectual stimu-
lation: and students become increas-
ingly independent learners. familiar
and comfortable with computer tech-
nology. Because of the unique delivery
system. the telelearning program is an
ideal way to bring classes to gifted
students in rurai locations.

History of the Prsject

In response to a recommendation
from a task force created by the State
Board of Regents. a pilot project was
initiated at the Louisiana School ‘or
Math. Science ard the Arts {LSMSA)in
the school year 1986-87. Two schools
were linked to-the teaching station at
LSMSA during the pilet year. Students
at both schools received instruction in
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calculus znd survey of the arts. Thicty-
three academically talente. students
were served.

iudents and teachers rated ihe

pilot program as highly success-

ful. Although technical problems
intecrupted the class from time to time,
participants learned to deal with such
difficulties flexibly snd withot dis-
rugtion lo the coursework. Considering
that the coursework was experimental
and that neither students nor teachers
had known just what to expect. evalu-
ation responses were particularly grati-
fying. Modifications were made during
the school vear based on results of
formative evaluations. At ihe end of the
course, 82% of the students surveyed
indicated that they wot!d take another
telelearning cour.e il provided the
opportunity: 84% said they learned as
much as they usually dsin a {ace-to-face
situation. Responses to all questions
indicated that objectives had been
achieved. A survey administered in.a
six month follow up study indicated
that students had profited from the
course. Results of that survey are
shown in Figure 1.

The program’s success rippled
throughout the state. Positive response
from school systems led to a grant
award of $150.000 for operation in the
program'’s second year. Requests came
in from other schools wishing to be
included in the program. In the school
year 1987-88, 73 students were served
in three.coutses: calculus, precalculus/
trigonometry. and survey of the arts.
Students at seven different high schools
throughout the state of Louisiana partic-
ipated. Preference was given to schools
it, rural or isolated areas with no secon-
dary programs for gifted students. Only
schools not offering similar coursework
were chosen. End ~f the year evalua-
tions were positive, indicating thzt the
program had achieved its objectives.

The success of the program during
the second vear and a growing aware-
ness of the effectiveness of telecommu-
nications led to requests from 40
schools to be incluaed in 1988-89. with
additional requests from out-of-state
schools and one international program.
For 1988-89, the program has expanded
to 14 student sites with six course offer-
ings: calculus, trig/precalculus. survey
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Figure 1

.‘_...i*.?..‘;' SN A A
e
1.5
e + s TEv—— 4.50
4.35
4 4.15 4,00 3.97 |
5.5l 3.64
3
.54
™e Informa-
2 tion pre- The The
santed in Itearned 8 telelearning | | teleiesning 1 anjoyed
Thecourse | {thecourse | licyanout tne | [communics- | jcommial | {ing clasy1
sheiged e § [netpedme in} {giniace tions ciass | | Cations took
leam 10 a8k | Fothersut~ | lipugntny helpes me class through the
U 5] questions | ljects which ! | lieleieamning | {lesm to heiped me telelesming
*~Yjand respond | Inavetaker: | |eommuntes- | [think sbout | | iesmio communics-
Inclass. slrcs. 1N, the subject | workmors | |yang
mzre deeply, | | independ- profect.
ontty.
of the arts, French I and western  with 640 K. Darome modem. micro-

civilization. The cetwork is potentially
expandable to any size needed. Each
teaching site can haudie six subjects
perschool day. plus evening and week-
end offerings. At the beginning of the
school year. u schedule of courses is
made available 10 schools chosen to
participate. Schools register for the
courses matching offerings to their own
schedules. Maximum enrollment for a
class is 20; each school may register one
student or seveval. Theideal ' nber of
students at each sile is six.

Techuical Information

The system iscomposed of a leaching
site w:than1BM or compatible computer

phones for each instructor. Optel soft-
ware and graphics pad with electronc
nen. and 25” RBG monitor. Experience
nas illustrated that a separate phone
line. dedicated to the telelearning class.
without extension lines provides the
clearest transmission. In addition, the
computers 1deally are equipped with
compression boards and an 1mage cap-
ture board.

ach student site 1s similarly
Eequipped. For maximum interac-

tivity, the number of microphones
should equal every two students and at
least ore student at each site should
have access to the graphics pad and
computer keyboard.
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The systemis quite flexibl2. using
a graphics pad with a four color
palette. Instructor and studens
can write on the pad in longhand.
making it an excellent tool for math
classes. With the addition of a com-
pression board and image caplure‘
board. video still pictures can be
transmitted from one location to
another. Although as much as five
minutes can be used up by the trans-
mission of video pictures. the system
provides an excellent medium for
trensmitting pictures of art works for
=urvey of the arts, for maps for history
and for a variety of teaching tools.
Because of the transmission time. it is
generally more cost-effective to store
images a floppy diskettes and transmit
these by U. S. Mail or courier. Instruc-
tors have found the system to be limited
unly by their own creativity.

Course Design

To reduce the phone line costs.
ciasses meet three days per week with
the telelearring instructor. The addi-
tional two days are spent in off-line
assignments. A pructor is always pres-

cat-at student sites and many school
cystems have made use of parents.
librarians or volunteers for these
positions. On. & typical class day.
prepared “screens” ~re transmitted via -
phone line t¢ student stations prior to
class. These screens provide the back- g
Sone of the visual mcterial accompa‘
nying the lecture. Screens prepared on
disks can also be mailed to reduce
phone line costs and tests or other
printed materials are routinely mailed.
For the future. LSMSA plans to use a
tell-free phone line so that students can
phone ir on off-line days for individual
assistance.

Math Ciurses

In the more sequential math courses.
notebeoks are developedas anauxiliary
to the text. These notebooks include
probl-ms which are discussed by the
teacher in the class and additional
practice problems. Two week calendars
are sent to students to indicate off-line
assignments for which they are respon-
sible and any variation in class meeting
times.

Math courses are highly interactive.
with students solving problems directly
on the screen by using the panpad. The
fourcolor paletteenables the teacher to
write in one colar and students another
or for the teacher to usea multiple color
array.

Humanities courses generally pro
duce a calendar for the entire semeslel’
indicating lecture topics. listing all off
line assignments and all class meeting

daya. In addition. to eliminate the con-
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Figure 2
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AGB monitor.

All teaching and receiving stations are equippec) with a full equipment
package: Tandy 3000 or 4000 Persona: Computer, Optel Penpad,
Modem and Software, Darome Convensr and microphones and 25 inch

fusion which may result from not
having instant access to the teacher,
humanities courses provide detailed
assignment sheets for each off-line
assignment. These sheets include care-
ful directions fer completing the assign-
ment. points which can be acquired from
complelion and name of the teacher to
whom the assigment should be routed.

he survey of the arts class has

been taught by a team of content

specialists in the following areas:
visual art. music, theatre. and history.
Special attention has been paid to
varyingthe instructior: to include single
lectqres on specific areas. lessons hy
two instructors on certain topics (such
as barofue art and music), and with
threeor four instructors on topics which

provoke discussion and differing opin-
ions such as the influence of politics on
the arts.

Program Benefits and Limitations

The general objectives of the tele-
learning project are to bring «dvanced
courses to rural high schcol students
throughout the state while developinga
model for the use of business technology
in education. During 1987-88. calculus,
survey of the arts and trigonometry/
precalculus wereoffered to 73 students.
while in 1988-89 120 students are
served by seven courses. A particular
strength of the program has been the
ability to bring this coursework to one
student or to 20. depending on the needs
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of academically talented students n
rural schools.

hile most observers would
believe that the absence of a
teacher from the classroom is

the biggest disadvantage, students and
faculty have been able to overcome this
problem through flexible teaching, stu-
dent independence and clever use of the
graphics pad to provide stimulating
visuals. Pure lectures do not work with
the system. however outstanding the
lecturer may be. It is too easy to be
distracted from listening to a lengthy
monologue. The strength of the system
is its interactivity.

Teachers find it most difficult not to
beable toread students’body language.
Audio pauses while students ace think-
ing often seem quite leng; however.
students and teachers quickly adjust.
To ameliorate the problem, LSMSA
teachers meet with each group in petson
early in the semester and mount pictures
of the students at the teaching station.
Inaddition. all students gather asa large
group at LSMSA once during the year.

More difficult than not being able to
see body lanjuage is the transmission
of assignments by mail. Some are too
lengthy to use computer transmission”
cost-effectively: use of the mail means
that assignments may belost or delayed.
To be most effective. the number of
items transmitted through the mail
should be kept to a minimum.

Since technical problems occasionally
occur —such as disruptions in the phone
line or schocls temporarily dropping off
— it has been important to have the
right type of phone bridge — one which
has an operator on lire to spot technical
problems and to redial where necessary.
A two way bridge which permits one
site to speak while another site is
controlling the line is especizally impor-
tant. Without the ability to interrupt.
students car ot ask questions while
the teacher 1. speaking or writing on
the pen pad. The small extra cost of the
bridge is well worth the expense.

Some difficulties have been experi-
enced when schools substituted a dif-
ferent type of PC.Even thoughasystem
may be IBM compatible. some systems
operate at different speeds and this
may interfere with transmissionof data.

The problems experienced have heen
minor when considering the benelits.
Students report consistently that they
have become more independent learn-
ers. since the teacher is not in the
classroom and they must rely on them-
selves on off-line days. Relationships
with oneanother have improved as well;
small group learring is frequently use-1
for off-line assignments and the feeling:
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that they are explorersin anew territory
tends to draw them close. Special
contacts make important connections
for rural students to the rest of the
world. On one occasion, students were
linked to & professional in New York
City to discuss cucrent conditions on
Broadway. Future plans include linking
math students to a writer of AP
Calculus materials for a special lesson.

ery importantly, the students
‘ /. have become familiar and com-
fortable with the technology.
For one survey of the arts assignment,
students were asked to teach a ten min-
ute segment of class. One school — with
three students in the class — working
from a remote site in Louisiana, taught
aspecializedart form,andin the process
actually sent three screens over the
phone line to accompany their very
interactive lesson. In this way the
students demonstrated their comfort
with the equipment, since the classes
had not been taught to use it in this
manner and sending screens involves a
fairly elaborate system of computer
commands.

+ A definite benefit is the fact that
demand for advanced courses is in-
creasingin some telelearn:ng locations.
Two schools that participated in the
program will offer their own course in
calculus next year. In addition, the
ptogram offers some subtle rewards.
Students in 1solated areas traveled
some miles to view arts eventsas a part
of their work for survey of thearts. One
remarked. I didn't like all of the
concert. but I was surprised ai how
much I did enjoy." A student in the
trigonometry class entered a state
mathematics rally and because he
placed at the regional meet. traveled on
to state level competition. His school
could.not have offered advanced math
courses without the telecommunica-
tions program. Such benefits can never
be measured statistically, The value of
bringing advanced coursework to a
rtudent who would not otherwise have
2ccess to it is incaicizlable.

Three Factors for Success

The prugram can be easily replicated
in other locations if three factors are
present: master teachers who are con-
tent specialists witih flexible styles:
access to equipment for all locations:
andfunding for the phone line expense.

None of those factors can be missing.
Teachers who are only comfortable as
lecturers will jose the students, Those
without content knowledge will have
little to transimi aver the medium,
Many processes are involved in the
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courses taught in this manner since the
system is highly interactive, byt those
processes are best tied to content in
telelearning,

The combination of equipment pre-
viously described has been lested in
college courses to prevent unnecessary
travel for off-campus courses and inthe
high school program herein described.
Other equipment combinations may
allow less flexibility and are not rec.
ommended.

hone line costs are, in most
Pinstructional settings, the bigges:

single expense once the equip-
ment has been acquired. Several com-
panies provide the service and duye to
competition costs are constantly being
lowered. Judicious shopping and carefu]
composition of classes can reduce the
cost further. Even with current rates,
these courses are less expensive than
the less interactive medium of tele-
vision courses combined with toll-free
numbers for call-in questions or when
compared to hiring a teacher on site.

Program Funding

The Telelearning Project is funded
entirely through a state grant using 8g
funds. Participating schools receive the
program free, as instructional costs and
equipment acquisition are budgeted in
the grant. LSMSA. as grantee, is
responsible for purchasing the equip-
ment, providing instruction, selecting
participating schoolsand administering
the program. Equipment is loaned to
participating schools who are then
responsible for selecting students for
the program and for providing a proctor
for each class.

The program could be easily repl-
cated by any institution with access to
master teachers and funding for the
operating costs. In the absence of grant
funding, participating schools could
Pay a course fee. While costs would
varydependingon the instructor’s need
to be paid. the following cost units are
basic to all programs.

Equipment package

IBM compatible computers
(Tandy 4000)

Optel penpad

Optel software

Optel modem

Darome microphones

Sony RBG monitor, 25~

Estimated total per teaching and
receiving station: $10.000

Operating Costs
Phone bridge with operator on line
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Estimated total per hour of NSty
per stalion:

Ranging from S15 to $30 per hoy,

While cost of supplies and i
vary according to local n A
important that teachers neyy 1o
system be given time to prepare
rials for the course and learn to use
equipment. The Louisiana pro
:ays new teachers summer salariesy
three weeks for the first w0 summy
they are involved with the Programg

ecause of the size of the proj%
Btwo LSMSA administrators 3

assigned to serve as Codirecty
and a full time secretary is employed}
the program. The secretary's dyti
include maintaining contact with 1)
schools, copying diskettes, Organizy
mailings, serving as secretary o 1}
codirectors. purchasing supplies an
managing the program'’s budget.

Plans for Expansion i

—

The telelearning faculty has devel
oped instructional methods and curric
ular materials to make the best possibl
use of this leading edge technolagy
Visitors from business and industry
have watched the. progress of this
program with interest. [ is a am
with promise: making maxim" 0l
the medium will take educatio 1ght
into the future.

In the immediate future, LSMSA wili
continue the program begun in 1986 tc
develop and implement courses, course
materials and syliabi: to create aware.
ness of the program within the state
and its educational system: to develap
interest in the program: to serve rural
and isolated schools with direct instruc.
tion: to continue exploration of the
state’s needs and exnand the program
to meet perceived needs: and to se-k
funding for expansion and continuation.

Presently. admnistrators and staff
are working to develop new courses
appropriate for the medium: to increase
the funding base: develop public rela-
tions materials; and to explore new
uses for the network linking Louisiana's
schools. While assuring the continu.
ation of the program and buildingonits
strengths, 1 is important that the
program engage in research and devel-
opment — stretching the medium to the
maximum and, thus. staving on (he

leading edge. |




The Rural Gifted on
Line: Bulletin
Boards and
Electronic
Curriculum

W. Thomas Southern
Howard H. Spicker

An clectronie bulletin board and video
tope exchange netwark was designed to
ougment the limited personal and
professianal resources available in seven
tural commumities. The netwark afforded
opportunities for uifted students to share
and exchonge infarmation concerning their
common study units on the eaviroament
ond un therr imnugrant raots The
strengths and weaknesses involved in
implementing an electronic netwaork af this
nature are described
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Professor of Special Education and Coor-
dinator of Gifted Programs at Bowling
Green State Unwersity. OH Howard H.
Spicker (Ph.D.), is Professor of Special
Education and Director. Gifted and Tal-
ented Programs at Indiana University,
Bloomington, IN.

tion Network for the Gifted (Project

RING) was designed t5 help rural
districts orovide opportuitities for gifted
students to interact with students like
themselves. to provide access to the
information and people resources of a
major university, and to make the
students themselves an information
resource for other participants The
project linked rural districts in an
electronic bulletin board and video tape
exchange network that was designed to
augment personal and professional re-
sources for gifted students and }heir
teachers. Five and then seven geo-
graphically diverse sites in the State of
Indiana participated in the three years
of the project, providing service to
nearly 200 students in grades 4-8, and

Indiana University's Rural Informa-

R.oeper Review. Volume 11. No.4, Copy-
right © 1988. Roeper City and Country
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30 teachers. At the heart of RING
was a commitment tc incorporate the
strengths of the various districts in-
volved. This was accomplished through
the use of common instructional units
that tapped the local heritage, human
and physical resources, and unique
demographic features of the partici-
pating districts. In addition, the project
was designed to supplement the infor-
mation resources and professional ex-
periise available to these students. To
this end. university faculty functioned
as consultants. resource managers, and
mentors to students as they developed
individual and small group projects off
theumbrella unit that was being studied.

tudents were asked to collaborate

with other students on tasks that

required common data from the
various sites. In addition, resources also
were dedicated to allowing students to
use the computer to communicate with
one another on topics unrelated to their
project. Whereas gifted students in rural
communities seldom have the oppor-
tunity to interact with students who
are like themselves. it was felt that any
interpersonal communication among
gifted students should be encouraged.
[n adaition to the computer network,
two [ace-to-face meetings with all of
the participants were also held. Re-
search indicated that personal contact
might enhance the volume of interaction
between telephone or computer network
participants (Chambers & Sprecher.
1980). More importantly. it seemedthat
students needed to see with whom they
weve communicating to achieve the
socizlization goals of the project.

Organization '

The Nétwork

The major mechanism of theexchange
used by the project was a comg uter bul-
letin boa.d. Bulletin boards can offer
gifted children some obvio.s benefit .
[t allows them to participate in social
and intellectual exchange without con-
cern about their physical appearancear
differences in age. Currently, such
fhoards operate for a wide variety of
snecial interests. and witha wide range
of computer hardware. At the time of
the formulation of the project, bulletin
boards were much less common than
they are now. RING represented a new
approach for educational programming,
and. even now. the use of bulletin
boards in schools is relatively novel.

Initially. software for the board was
developed by consultants specifically
for the project. Difficulties involved in
the use of this - ttware caused a shift to
less sophisticated. but more reliable.
commercially available software. A
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dedicated IBM XT computer housed on
the Indiana University campus was
selected.

hree levels of access were pro-

vided [or participants. Messages

could be sent confidentially to
any other user on the system; they
could be directed to any member of
another group: or they could be pre-
sented to any bulletin board participant.
Access to any of the levels was provided
to students. teachers, university faculty.
and project staff managers. The entire
operation was monitored by a system
operator {Sysop} whose job it was to
monitor the board and "teep it current
and [ree of libelous ma’erial.

The Unit

An environmental unit was developed
for a pilot project. Each of the five
districts participating the [irst year
identified a local environmental concern
that constituted a real problem. These
issues included such problems as the
pollution and erosion on sand dune: the
effects of excessive tourist traffic on
wildlife: the effects of surface coal
mining on water and soil erosion; and
the disposal of solid waste. Because
students were dealing with the prob-
lems that were important to their com-
munities. a wide array of experts on
these patticular problems wasavailable
at each site. Activities were designed
to encourage the students to identify
a project appropriate to the environ-
mental concern of their area. and to
communicate withother districts about
their progress.

Students were brought together at
the end of the pilot program, and
allowad to share the results of their
projects. Awards were presented for
project completion and outstanding
efforts were recognized.

The School Districts

More important than any population
orisolation criterion for inclusion in the
project was the natureof the population
of the school district. All of those
participating wererelatively small. and
most were isolated from large urban
areas. One school district described its
isolation by saying it was one hour
from a K Mart, Another was only 45
miles from downtown Chicago. Yet for
many of the people in that community.
it might as well have been 450 miles.
The vast majority of students from this
small district reported never having
visited Chicago. Indeed. only 15% indi-
cated they had visited a major national
park and state recreation area less than
10 miles away. The districts were uni-
forta in representing what Carmichael
characterized as rural (Clark, 1983).
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The Participants

The project did not impose common
gifted-identificatior. guidelines on the
individual projects participating. In
consequence, selectivity varied greatly
from district to district. One of the
districts used avery selective procedure
that identified 5% or less o! the popu-
lation atany grade. Two of the districts
used moderately selecive procedures
that identified 6-14%. and the two
remaining districts used more liberal
procedures that identified 15-23% cf
their population. This range was ac-
cepted becauseexcessively strict identi-
fication standards. particularly those
that rely heavily on standardized tests.
tend to under-identify gifted students
from traditional rural areas (Spicker,
Southern. & Davis, 1988).

The Pilot Project Results

The first year of operations revealed
several major difficulties. Some were
occasioned by hardware configurations,
over andabove those caused by compu-
ters and modem problems. In many
rural areas, for example. telephone
lines and service quality caused diffi-
culties in data transmisston.

oftware also caused difficulties.
S Inthefirstyear.amajoremphasis
was placed on security, with the
use of elaborate passwords, and log
on/off procedures. Students unable to

type 10 characters without error were
consistently logged off the system.

Because the project was new. and
because most of the participants had
little experience with computers. dif-
ficulties with training and access were
also encountered. Teachers were some-
times reluctant to allow students ade-
quate time on the network because of
the cost of the long distance service
being used. Most of the teachers in the
project were not trained teachers of the
gifted. Many were unaware of methods
tofacilitate and direct student projects.
In some schoo! districts. the hardware
was housed at a different loc~**on from
the students’ classroom. thus further
limiting their time on the network.

Still other difficulties were related to
the nature ard timing of the unn
chosen. The environmental umt was
viewed by participants and evgn
teachers as primarily scientific thus
reducing the involvement of students
whose talents and interests were in the
arts or the humanities. Furthermore,
the unit was conducted during the
winter months making outdoor field
trips and research projects somewhat
hazardous. In fact, ¢n the first outing to
videotape one of the research sites. the
»foup’s video camera froze.

articipant projects represented a
Pwide range of quality. Of the 41

small group projects, only 17
were rated good or superior by content
areajudges. Twelve w-re rated average,
nine poor, and 3 as inadequate. Fifteen
percent of the students did not complete
a project. Despite these disappointing
results, there were some successes
during the pilot year. A team of outside
evaluators noted the following program
strengths:

1. The project made students aware of
local environmental concerns and
that these concerns have implica-
tions beyond their local boundaries.

2. It provided the opportunity for
students to identify a project goc!
and to complete it. At least four
projects were displayedin the Dunes
National Park Information Center,
and one project. an environmental
game. was reviewed by agame manu-
facturer with positive comments.

3. Districts received a great deal of
positive publicity through local and
regional newspapers. Communities
were supportive and excited.

4. The project provided impetus to the
districts to widen the scope of their
offerings to gifted and talented
students-far beyond what had been
the case.

5. A coterie of teachers were created
who wereexcited enough to continue
with the program the following year.

6. Many students had their first exten-
sive contact with the resources and
facilities of a university campus.
Several were sufficiently excited by
the experience that they reported
new career plans.

Year Two Modifications

Year two of the project witnessed
some 1nnovations designed to address
the problems noted in the pilot project.
Anew hardware system was purchased
to extend the capacity of the board for
storage. A more complex bulletin board
was used that allowed message editing;
word wrap at line ends and additional
special purpose boards. One of the
latter, dubbed the Grumble Board. was
dedicated to student only use, and
secured from teacher monitoring. De-
signed to provide an outlet for student
social interactions and shelter from
teacher censorship. it alsv allowed the
staff to gather some valuable unabtru.
sive data about the perceived effective-
ness of the project at each site. At
several points. the university staff was
able to make key visits to schools
concerned with issues noted through
remarks on the Grumble Board. For

example, a comgiaint surfaced that to,
much extra work was being assigned in
addition to 'heir already highly de.
manding ptojects. Conferences with

project teachers provided relief from
these assignmesnts, ‘

One of the important characteristics
of rural districts is a desire to keep alive
the values and heriagje of the local
community {Carmichael, 1982; Lewis.
1982}. With that in mind, a second umit
was employed in the spring semester to
complement the skills and talents re-
quired by the environmental unit and.to
acknowledge the reality of outdoor
winter conditions in Indiana. The Indi-
ana Immigrants unit was targeted to
emphasize the people who chose to
settlein Indiana, from the early Indians
to the current influx of Southeast
Asians, and to determine what made
them choose these areas as their new
home. It allowed students to examine
their home, and their place in it.

To encourage students to form alli-
ances across districts. two projects
were integrated into the unit. The first
was the creation of acommon data base
which included statistics on popalation.
political elections. nuinber of schools.
employment figures on a specific date,
The second was a social history com-
parison of one of two major local

Street or Town Square. Interim dead
lines were included, and small group
meetings ‘were scheduled to further
encourage student usage.

institutions. their schools. or their Main. ‘

Results of Subsequent Years

ear Two represented a signifi-
Ycantimprovementoverthe pilot

study on a number of outcomes.
The new hardware and software were
successful. [n four of the seven school
districts, downtime for the praject was
reduced effectively to zero. Studen!
usage climbed and student information
requests and social contacts increased
sharply. The number of consultation
for faculty assistance requests also
rose, averaging three to four per week
during the second sernester. Some
downtime did occur for individual
districts primarily due to hardware
problems in three sites: but staff tech-
nical assistance was able to respond, in
most cases. very quickly.

Computer interaction among teach-
ers remained a major disappointment,
Though a few teachess did use hnarc
notices for information and support.
mest contact was purely administra-
tive. Teachers did contact each other
independeirtly over the phone. but
these contacts were specifically to

Q
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someone they had met during thenital
rheetings and were not recorded as

official exchange.

The mechanisms that were designed
to encourage interactions among the
various sites vorked well. Duringa data
base comparison. one district discov-
ered that the Depression of 1929 had
had ~- v minorimpacton their commu-
mty pecause it had not recovered from
ths economic panic of 1890 w.h;ch had
effectively killed their majot industry.

imilarly. the examinations of

community records were oftes.

valuable in the exchanges they
generated as well as the original re-
search they required. For example,
students at one site uncovered hand
written town ordinances from the 1860's
and 1870's that dealt with zoning and
utility management. These were tran-
scribed and retyped on word processors
for the project. Then copies were
donated to the library and the town
council. Inanother site. students gener-
ated comparison maps of town growth
across several periods. These revealed
to students that goods and services,
notably entertainment. were spread
throughout their county but within
smallertownships some of these serv-
ices were no longer available. The
conclusion of the group was that
individual transportation made regional
centers for shopping and entertainment
feasible. while those in smaller, rural
areas died.

Final Projects

The final project sharing was held i
May with all participants contributing
individual or small group projects for
judging inseveral categories. In contrast
to the pilot experience, completion
rates exceeded the 95% minimum tar-
geted by the staff. The majority of the
projects were highly rated by agroup of
independent judges.

The projects fell into one of two types
— school umbrella projects which
attempted to link individual researchers
into a comprehensive product. and
small group efforts. An example of the
former was one district's history of one
room schools in the area. Approximately
half of the group (8 students) collabo-
rated on the project sharing research,
interviewing, and composition tasks
equally. The resulting booklet gave
evidence of good histerical writing,
research techniques. and creativity.
Such efforts were somewhat more
successful overall than unrelated small
group products which varied widely in
content and quality. One of the better
ones was a study of the effects of
railroads on commumity growth under-
taken by two participants whoincorpo-

rated research n public documents,
newspapers. a diary, and personal
interviews about the early twentieth
century railroads in their area, Two
seventh grade students compared archi-
tectural features of lamimarks in their
downtown. They interviewed an archi-
tect and an historian and produced a
video tape that illustrated their hypo-
thesis ihat one builder had exerted
maijor influence on building styles over
a 30 vear period, even identifying his
earlv and later periods of design.
Geneological projects were less freqient
but several students brought original
efforts that linked their own family
history and documents with events
occurring in | «ir communities and the
country °s a whole.

Social interaction for these students
was a primary goai of the project and it
seems to have achieved some measure
of success. Major factors in this success
seemed to be proximity of districts and
early face to face contact. In a number
of instances games, [riendshias. even
vouthful romances were sup}  ec by
the bulletin board.

Two school districts had far and
away the greatest usage of the bulletin
board. These two districts incorporated
their computer specialists as part of
their project staff. These teachers were
comfortable using computers provided
assistance 1n the use of the equipment,
and encourage their students to use the
network frequently.

Discussion

roject RING set out to address
Pseveralproblems unique to gifted
and talented students in rurai
settings. After three vears, some major

successes were noted. but several
troublesome questions remained.

The clearimplication of the project is
that electronic communication does
indeed offer a tool for the intellectual
enrichment and social suppest of rural
GiftedsTalented students. Siudents be-
gan using the system extensively asits
reliabiiitv increased ard its utility was
demonstrated. This increase contradicts
findings by others that as the noveity
effects wear off high initial usage
declines. Two [actors appear important,
The first is providing a purpsse for
usage of the network. Buiit into the
project were mechanisms that called
for exchange of information across
sites. Also critical was the meeting of
studentsin early stages of the project to
allow formation of contacts across s:tes.

The concept of studying an umbrella
unit across sites was a viable procedure
for coordinating the disparate interests
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and abilities of gifted students in a
common effort. [t must be noted. how-
ever, that certain requirements should
bemet in order to maintain the vizhility
of the unit approach.

1. The unit must include elements that
allow students with daifferent inter-
ests and abilities to participate. Both
the environmental and heritage units
were conceived to do this. though the
former was defined by students asa
science unit. and the latter as a
history unit. Where numbers of
gifted students are small to begin
with, it is difficult to structure units
aimed at particular, specific interests.

2. A mechauism for interaction must
be built in'o the unit plan. Students
do not tend to correspond about their
projects without specific reasons for
doing so. Interaction mechanisms in
the heritage unit elicited grezier
numbers of exchanges of each kind.

t is also clear that the electronic
I!inkage is only a tool for addressing

the problems of the rural gifted. In
and of itselt. it is insufficient to carry
the weight of the pioject. A teacher of
the gifted must provide adequateaccess
to the linkage. maintain a consistency
in rationale for its academic use, and
provide baltnced demands for the
process of inquiry and project outcomes.
The difference in project sophist. ~tion
and ratings across situs were probably
due to factors relating to instruction not
computer use,

In several instances, teachers engaged
in practices that seemed to inhibit
successful project completion.

1. Technophebia. Some teachers openly
expressed distaste or fear of compu-
ters and the technology of computer
exchange. In these instances students
either microred this attitude or, if
they themselves were technically
criented, devalued the teacher’s abil-
ities to direct them in the project.
Teachers who. though just as tech-
nically naive, expressed enthusiasm
for the project were much more
successful in getting their students
involved in computer usage,

2. Inconsistency of Demands. Some
teachers were uncomfortable in di-
recting ‘adependent inquiry. They
ofter, swung between totally un-
structured, open ended, unspecified
demands and rigid. highly structured
assignmen*» Despite early inservice
in contracting and developing facili-
tative skills, some teachers had
difficulty achieving a progression
toward student independent inquiry

Perhaps the most disappointing fea-
ture of the project was the reluctance of
teachers to use the board to augment
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therr resources and extend their net-
work of colleagues. While some inter-
school contacts were made. the number
and extent of those remained limited.
e.g. a teacher from one district main-
taining phone correspondence with one
otherteacher. Reluctance to make com-
puter contact with other teachers may
have stemmed from teachers' uncer-
tainty about how their requests might
be perceived. Would peers view their
requests as a display of ignorance?

eluctance to use the network
Rmay have been exacerbated by

teachers’ self-doubt about their
technical adequacy. In the pilot study
this problem was noted mainly in the
hesitancy of teachers to allow open
access by students to the hardware in
the schools. Extensive effort was made
in subsequent years to educate teachers
about this difficulty and improvement
was noted. It was. however, apparent
that many teachers felt uncomfartable
with the technology. and were reluctant
to use it 2t all. n two cases the teacher
appointed a student to oversee the
computer and never touched it again.

The technology applied here was not
expensive. Modems and bulletin board
software for various machines have
falien steeply in price. The major cost
item in operating these netwarks is
now' the cost of the telephone. The best
results are obtained {rom operating a
dedicated phone line with open access
to peak hour long distance service. For
some districts these costs may be
prohibitive. Some solutions present
themselves. It is possible to save
transmission for off peak hours. using
phones intended for business use during
the school day. This does however
remove the student one step from
immediate contact with others and it
necessitates someone who will upload
and download messages at every site.
Furthermore. the removal of direct
student azcess from the network may
lessen the excitement and socialization
opportunitiespresent in the technology.

Conclusions and Implications

It seems clear from the three year
project thet electronic linkages and a
common unit approach can provide
useful ways to supplement services to
rural gifted students and expand social-
ization opportunities. In addition such
devices could be used to expand infor-
mation services, establish contact with
mentors at distant sites. and expand
awareness of other gifted students’
unique interests and backgrounds.

The project linked rural students
with each other and with a university
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setuing. However. nther linkages are
just as feasible. Rt sal gifted students
could have access to urban peers. even
with students from other countries.
Libraries. museums. laboratories and
other public and private institutions.
etc.could be brought into a netv. ork for
rural students and their teachers. Al-
though not a panacea for all of the
problems that face rural educators, the
creative use of computers will certainly
reduce some of those problems. Net-
works could be built now that allow
more direct interaction. even to the
point of shared simulation and educa-
tional gaming across sites. What is
clear. however is that the teacher is a
critical variable in achieving the goals
of such projects. Teachers need the
training and support to use the tech-
nology. integrate resources, and facil-
itate the projects of gifted children.
What we have found is that trained
teachers with technology can begin to
bridge geographic and academic isola-
tion for the rural gifted.
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Using
Telecommunications
to Meet the Staft
Development and
Networking Needs
of Educators of the
Gifted in Small or
Rutal School
Districts

Donna Rae Clasen
Robert E. Clasen

These are the facts of the problem 13cine
Wiscansin s education>l system*

1. Faur hundred and thirty districts
{two-thirds rural) across an area 160 miles
wide and 330 miles lang.

2. Fifty thousand educators. very few
of whom have had course wark in meeting
the needs of the ifted.

3. A state law requiring that the gifted
(intellectually. academically. creatively,
artsstically. and in leadership) be 1dentified
and served apprapriotely

Prablem finding resulted in the need to
provide o mix of credit and noncr~dit
learning opportunities at times ¢ , n

places convenient ta tecchers. The solutian
1s a hlending of new techaolagies
[computers and television}) with older
technologies ftelephon. ...J federal mail}
in develaping a statewide learning
community.

Donns Aae Clasen 1s Associate Professor
of Educational Foundations and Counselor
Education at the University of Wisconsin-
Whitewater. Robert E. Clasen is Extansion
Professorol Educational Psychology at the
University of Wisconsin-Madison,
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Insteod of hoving to drive over 1y

- roads ot night to the neorest uni-

versity. my time wos better spent 1n
reseorch ond proctice of what we
were leorning 1 the locol ETN
cenlers.
— Sonette-Salter
Elkhorn. Wisconsin

control room announces, “This is

the University of Wisconsin Edu-
caticnal Telephone System.” Within
seconds a class or workshop begins,
and participants from both small and
large communities around the state are
iinked together in an experience that
allows them access lo each other as
well as lo knowledge and instruction
aimed at enhancing and nurturing their
abilities as educators. This unique
{eaching/learning situation is possible
due to approximately 200 ETN (Edu-
cational Telephone Network]) sites
throughout Wisconsin. each equipped
with speakers and microphones which
link instructor and class members ina
stalewide educational network. For
most Wisconsin residents. an ETN site
is less than 30 minutes away. Thus.
technology removes many of the limi-
tations for continuing education placed
on teachers in those areas in which a
university instructor 1s not readily
accessible in person.

Il's 5:30 p.m.. and the voice in the

Staff development in small rural
districts continues to be a severe
problem. In general. rural districts are
too small {o nave individuals assigned
solely to staff development: their re-
sor:rces are too limited to purchase staff
development expertise: the possibility
of coalition with other districts is often
complicated by schooi schedule or by
distance; and their remoteness from
centers of higher education means
hours of trave', often on non-lreeway
roads. often at mght. and most often at
the 1eacher’s own expense.

The problem of rural staff develop-
ment inan area suchas gifted education
is often exacerbated by the need. The
vast majority of in-place teachers have
had nocourse work 1n ifted education:
many hrve not attended workshops.
conferences, or institules dealing with
the education of the gifted, and local
efforts frequently lack follow-up and
practical application. Most teachers
have been exposed only to basic ideas
nn i~service format, usually a speech.

. In 1975 the University of Wisconsin
vystemin cooperation with the Wiscon-
sm‘Deparlmenl of Public Instruction
decided to do something about the
situation. Since then, four educational
television courses which help teachers
meet the needs of gifted students have

been developed and delivered by tele-
communication systems to educators
throughout the state. Beth graduate and
undergraduatecredit for the courses are
available through several universities
in the University of Wisconsin System.

Development of Courses

The four educational television
cvursesinclude: (a) Simpie Gifts (intro-
ductory educational psychology of the
gifted): (b} Programming for the Gifted
(models and methods): (c) Teaching for
Thinking (teaching for creative think-
ing): and (d) Teachers Tackle Thinking
(teaching for critical thinking). The
production teams for these courses
have invelved the authors and staff
from several University of Wisconsin
campuses. most notably those at
Stevens Point (Dr. Robert Rossmiller)
and Parkside (Dr. Beecham Robinson).
Funding was provided by the University
of \isconsin-Extension, UW System
Institutions. and the Department of
Public Instruction.

ach series involves three compo-
Enenls: twelve half-hour video

tapes. a book of readings. and
a study guide. Each component serves
a different function. The video tape
is holistic and shows recommended
teaching strategies in action: the book
of readings provides theoretical and
research support for each recomnien-
dation: the study guide provides guided
practice intended to move class mem-
bers from the impressional level of the
video tapes through the cognitive level
of thebook of readings. to the behavoral
level of application.

The television production has two
foci: the 1dentification of national ex-
pertstod scussissuesand instructional
methods and the selection of teuchers to
demonstrate the instructional model or
strategy under discussion. In all in-
stances demonstration segments \ere
taped within the regular school setting:
taping captured part of the regular
teaching routine of the demonstration
teacher. Emphasis in the segmentsison
showing how instruction might be Gone.
not telling teachers what to do. Thus,
the video allows viewers to hearnational
experts such as Harry Passow. Sandra
Kaplan. Dorothv Sisk or Jue Wayman
discuss an educational practice and
then to see application of a recom-
mended practicein a classroom setting.

Once the course is completed. it is
distributed to all institutions with a
financial in -estmentnits development,
Subsequently, a complex delivery net
1s set 1n place so that every teacher in
the state of Wisconsin has access to

-
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training on the education of the aifted
regardless of how remote or rural the
district. In addition. the tapes are
marketed nationally. where they are
purchased primarily by school districts
and universities for similar instruc-
tional purposes.

The Delivery System

After some mitiol skepticism. |
found the ETN delivery system to
be excellent. In oddition to the eosy
occess to quolity educotion. my
ETN closses introduced me to o
stotewide network of colleogues
ond new friends.

— Dennis Brooks, Pewaukee

sually the ETN classes in
Ugiﬂed education meet oncea
week for 18 weeks through-
out the semester. One of 12 videos is
shown each week on educational
television channels in the state:
students view them when they are
aired ortape them for later viewing.
For class sessions. students go to
1e of the ETN sites in the state.
.rn on their speakers and micro-
phones. and \echnology connects
them with the instructars and other
students. The ETN time is used for
discussion of the videor and read-
ings, modeling of teaching strate-
gies. and analysis of participants’
personal application of strategies.

For many. the first reaction to
taking a course via the telephone
network with microphones and
speakers as the link between teacher
and student is pessimistic. The
system s often viewed as unfriendly
and cold. In fact. the first author
originally agreed to teach via ETN
only because she had just finished
producing Teoching for Thinking
and was committed to the courses
dissemination throughout the state.
However. the first class with ap-
proximately 100 students on the line
convinced her that the teaching
learning transactions on ETN could
bechallenging and exhilarating and
that the advantages of reaching 4
varied audience in communities
around the state far outweigh the
disadvantages, such as the lack of
face-to-facecontact. An ETN course
is now part of her university teach-
ing load each semester.

It should be noted that many
participants come to the ETN expe-
rience not only somewhat uncertain
about it. but even intimidated It is
the instructor's or the facilitator’s
task to mitigate that uncertainty and
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0 esldullsll o psyLhvtugiedlly  sdle
environment for each individual as
well as the collective group. Effective
teaching strategies which work in the
regular class setting will also work on
ETN and, in fact. are especially pcwer-
ful. For exampl . in an initial class
students were asked to do a forced
association: ETN is like...One of the
first responses was that it was like a
blind date. A student on the line said,
"My hande are sweating; [ feel rather
tongue-tied and fearful of saying the
wrong thing. and I haven't the slightest
idea what my date looks like! The
forced association turned out to be a
wonderful icebreaker. generating both
cognitive and affective reactionsto ETN.

sers ot ETN find th~! effective
l | teaching/learning .ranscends

the medium. Whether in a regu-
lar classroom or on ETN, the teacher
instructs. encourages and directs dis-
cussion and models the desired student
behaviors. Students listen reflectively,
respond to cach other as well as to
the instructor, question. practice tech-
niques. and share concerns, ideas and
suggestions. And in thesz moments.
isolated rural teachers find themselves
members of a statewide movement.

ETN course offerings are a major
means of reaching educators of the
gifted in small, rural or isolated school
districts within Wisconsin; but. addi-
tionally. several options for uging both
the courses and the ETN system exist.
Each of these is intended to help meet
the continuing educational needs of
educators in more rural areas as well a-
those in other districts who find the
telecourses a convenient way to leacn
andinteract with colleagues overissues
of importance. The foilowing three
options regularly are available to meet
educators’ needs.

Gption I: Gredit Courses

The video tape portions of courses
arebroadcast courtesy of The Wisconsin
Educational Communications Board on
public television stations. Tkese trans-
mitters reach 87% of the homes in the
state, Cable networks are also encour-
aged to pick up and rebroadcast the
signals. Students have several choices
for using the tapes:

1 Studenis enroll inan ETN university
course, view the video tapes (off-air
taping in Wisconsin is encouraged)
and join a Telephone Discussion
Group at a state ETN site. ETN
outlets are located in county court-
houses, colleges and universities.
hospitals. schools and in many pub-
lic libraries. All outlets are two-way
interactive. equipped with speakers
and microphones. A lead campus is
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prunasniy respunsivle 1or providing
instruction. but as many as three
campuses often work together to
provide instruction and credit.

. Students who cannot avail them-
selves of a course and the weekly
discussion groups can obtain credit
using Independent (Correspondence)
Study: Independent study requires
students to view the tapes. read the
print materials, and write answers
to a series of questions for each unit.
Invariably. the assignments require
trying some teaching/learning trans-
action and reporting on it. as well as
respording to thought provoking
questions and ideas.

3. Students may engage in credit
courses based on the course materials
taught on campuses from any of
Wisconsin's teacher training insti-
lutions. In some instances. gz puses
appoint adjunct facully to deliver
these courses to school districts.

Option II: Non-Credit Courses

ach year State Superintendent,
EHerberl J. Grover. alerts district
administrators to the availability
of telecourse materials for local inserv-

ice programs. Local inservice work can
be legitimized in several ways:

1. Advancement on the local salary
schedule for hours of effort associ-
ated with teleco';rses.

. Awarding of state clock hours upon
approval by thestate superintendent.
(One hundred-eighty clock hours are
required each five years for license
renewal.) Clock-hour bearing pro-
grams can be run by districts,
assuciations. and regional service
agcncies as well as college and
unijversities.

. Meeting inservice requirements ne-
getiated into local contracts,

Option [II: Networking

Stall development is not limited 1o
course work. The telecommunications
system also 1s used to bring together
colleagues from around the state as
well as around the nation or world. The
intent is to create a support network:

1. To augment the delivery of training
for credit and salary advancement,
Wisconsin is also concerned a* sut
networking personnel i its 431
districts scattered 1n a statz 350
miles long and 160 miles wide.
Therefore. the Wisconsin Idea uses
the telephone 1o hold meetings. to
offer non-credit courses separate
from television tapes. and to bring
people together fora special session
orconference. Thetelephone network
has the flexibility of linking with
any telephone in the world. and this

has allowed Wisconsin tn hoin
experts such as Frances Karnes ang
Joe Renzullitothe state while ncither
was anyt here nzar Wisconsin, All
participants in thesediscussions cap
hear and interact with the Qesy
-peaker and each other. Usually. thy
interaction is facilitated by one .
the authors.

- Currently. a computerized bulletin
board is being added to t*.e commy.
nications mix making a wide variety
of information readily accessible,
By using comguters and modems.
teachers {and students) cau obtain
information from the electronic
bulletin board maintain:d by the
Instructional Media Development
Center at UW-Madison. Three 1n-
dices relevant to gifted education are
currently in process: (a) a calendar
of interest for the year (operational);
(b) a list of individuals who can be
Contacted to provide training and
inservice (operational); and {c) an
index of print resources sush as
district gifted pians. model curricula,
thought papers, and other relevant
materials. This index provides .in
abstract of each document. If peopie
are interested in the materials upon
reading the abstract on their own
compuler screen, hard copies of
these materials can be purchased for
the cost of reproduction and mailing
(in process).

eachers of the gifted often fon.

alone. This can be especially true

for educators in rural, small or
more isolated districts. ETN helps
mitigate the isolation. It offers oppor-
tunities to learn with colleagues. 1o
develop collegial relationships and to
forge new friendships. It helps develop
a statewide network of educators with
common understandings of the gifted
and talented and their special need.
ETN educators have found that l-
though problems and issues in a rnal
community will differ from those 11 a
metropolitan area. many of the critical
concerns regarding identification. pro-
gramming and counseling of the gifted
are shared by all. And finally. the
system offers a means for statewule
planning, coordination. and increased
school/community linkages. Abova all.
thetelecommunication system provides
equal opportunities for participation
for educators from all districts. regard-
less of size or location. The resulting
diversity enriches evervone.

Evaiuation

Evaluation of correspondence studs
courses includes objective examinations
and the assessment of work samples




d on a take-home basis. Tele-
uraes require students to sub-
mit work samples, lesson .plans and
their reactions 1o lhe.aclual implemen-
tation of their plans in the classroom.

More to the point. perhaps. are some
comments by students:
Renee Triulzi (Whitewaters Tele-
vision -

In oll the years I've gone lo college.
ond I'm twenty-one crecis past the
master's degree. this is ore of only
three closses in which I've been
totally involved and felt psychologi-
colly connected with the mstructor
and with the other closs members.

fary Bernien (Reedsburgs Tele-
vision - ETN
...1 found the ETN closs hotl
interesting ond beneficiol. Wz, too.
ore struggling to find o way lo meel
the mandates — this sove us some
ideas to opprooch tlie tosk.

Walter Coyle {UePeres Television
- Individuriized)

_..1 now think twice whenever |
return o pisce of work to one of my
students. « wont lo be sure thot 1
hove zesponded os fully to o student
as | {now] know students lika to be
responded lo.

ate
5 2CO0

Course Information

The telecourses are distributed na-
tionally.

Simple Gifts

Teachers Tackle Thinking

Creal Plains Natioual Television
Library

Box 80864

Lincoln, Nebraska 68501

800-228-4630

Programming for ths Gifted
Public Broadcasting Service
1320 Braddock ?lace
Alexandria. VA 22314
703-739-5086

Teaching for Thinking
Agency for Instructional Technology
Box A

Bloomington, Indiana 47462
812-339-2203

rint materials for all courses are
n.vnilable from Madison Educa-
tion Extension Programs. 157
Education Bldg.. The University of
Wisconsin, Madison, Wisconsin 53708.

Attn: Kathleen Sch . : 808-
263.5140) chuster. {Phune: 808

Persons interested in the technology
;hould contact: Marcia Baird. Director.
nstructlonal Communication Systzms,

University of Wisconsin Extension.
Radio Hall. Madison, Wisconsin, 33708.

The Progress of
Gifted Students .n
a Rural District
that Emphasized
Acceleration
Strategies

Aimee Howley

Rurol school districts con moke
occelerotion programs successful if they
follow certoin guidelines. This article
documents one distict’s experiences with
the use of vorious occelerotion strotegies in
different eleinantory schools. Although
eoch school toilored its progrom to 1ts own
needs. almost oll of the nrogroms were
equally effective. Their success inoy be
ottributed te four chorocteristics: [0}
ploaning for each student focused on
individuol needs. (b} instructionol
moterials closely opproximoted students’
instructionol levels, {c) teochers of tie
gifted monitored studsnts’ progress on o
routine bosis. and [d) the district required
thot program evoiuation be conducted.

Almee Howley 1s Assistant Professer of
Education at the Umiversity of Charleston,
wv.
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For a number of reasons rural schools
may have difficulty in establishing and
maintaining coherent programs for
gifted students. There may be too few
studants in certain rural schools to
warrant the establishment of special
classrooms for the gifted: and because
they are often poorly funded, rural
schools can ill afford options — like
pull-out enrichment pograms — that
have proven tobe costly and ineffective
(see e.g.. Gallagher, Weiss, Oglesby. &
Thomas. 1982: Cox. Daniel, & Boston,
1985).

cceleration is a mechanism by

which schools, including less

affluent rural schools, can pro-
vide gifted students with instruction
that more closely approximates their
abilities and achievement levels. After
conducting 8 meta-analysis on the
effects of acceleration, Kulik and Kulik
(19847 conclude that acceleration sig-
nificantly enhances the achieverent of
gifted studects, According to these
researchers. accelerated gifted students
have “grade-equivalent acores (that
are) nearly a full grade higher than the
scores of bright. nonaccelerated stu-
dents of the same age” (Kulik & Kulik,
1984, p. 417).

Although the research evidence is
positive, few school districtsimplement
programs that enccurage the majority
of gifted students to accelerate their
progress through the curriclum.(Cox
et al., 1985). The reasons fot .eglecting
this option are varied. Among those
most frequently cited are the following:
(a) concern that students’ emotional
development v-ill suffer: (b} belief that
acceleration will discupt the orderly
sequence of curriculum delivery: (c)
*»ar that large numbers of ps:eats will
request that their children be acceler-
ated: and {d) concern that acceleration
will cause insurmountable scheduling
problems.

‘Ihese concerns are not unfounded:
many teachers and school administra-
tors have had experiences that make
them doubt the wisdom of acceleration.
Nevertheless, upon review, their expe-
riences almost always turn out to
involve isolated cases of students who
were accelerated withoutl the support
of an officially sanctioned acceleration
program.

Such a program. howes er. can greatly
improve the chances that acceleration
will work. To accomplis this goal. the
program should provide systewatic
procedures by which admimstrators.
teachers, parents, and students can
plan for the acceleration, implemant
it, and monitor its success. The pro-
gram . iould also make available other
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options that can be used in the com-
paratively uncommon event that the
acceleration strategy selected for a
particular student does not work well.

The Jackson County Exparience

Jackson County is a rural county in
west-central West Virginia. Itis neither
the wealthiest county in the state. nor
the poorest. For a number of reasons.
the county has a relatively stable
school system:

1. It has an industrial tax base that
assures adequate. though by no
means lavish. funding for education.

2. Its proximity to moderate sjzed
metropolitan areas has insulated it.

3. Its distance from these same metro-
politan areas has protected it from
dramatic population influxes.

4 Itsboard of education concerns itself
primarily with policy matters and.
consequently, limits its involvement
with the routine administration of
schools.

5. Its central office staff is comprised
primarily of local people. many of
whom were raised in the county.

The county has had some sort of -
program for gifteu students for the past
11 years. In the early stages ot the
program there was one itinerant teacher
who attempted to serve all of the gifted
students in the county’s 15 schools. This
teacher began by making classroom
teachers and administrators aware of
the needs of gifted students. As aware-
ness grew. more students were identi-
fied. Eleven years later. the county has
12 teachers of the gifted who serve a
total of 260 gifted students.

ther changes in the program
Ohave also taken place. Most

notable is the change in the
program’s focus. Whereas the program
originally emphasized enrichment ac-
tivities, in recent years it has come
morz and more to emphasize academics.
This emphasis has led administrators
to explore various options that enable
students to accelerate through the
curriculum.

The first types of options that were
arranged were at the middle and high
schools. Honors and Advanced Place-
ment classes were set up in science,
English. social studies. and mathema-
tics. Gifted students were encouraged
toenrollin these classes; and they were
permitted to proceed through the se-
quente at whatever pace they could
handle. Some graduated from high
school early; and others enrolled in
college classes while they were still in
high school. Unfortur.ately, not all of
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the gifted students in the county were
e~ ouraged to take full advantage of
the program,

hanges in the elementa.y gifted
‘ program took longer to imple-

ment. Elementary teachers were
reluctant to allow the teachers of the
gifted to take over responsibility for
academic instruction: and they were
right. Many teachers of the gifted were
unprepared for such a responsibility.
Because of the stztewide shortage of
teachers of the gifted. Jackson County,
like many others, had been forced to fill
vacancies with teachers who had only
minimal training.

By the 1987-88 school year. however.
school administrators were ready to
look for alterr.atives to the enrichment
program. Increasing numbers of parents
were expressing their dissatisfaction
with the program: and several key
administrators found the program to be
wasteful and elitist.

In order to change the program,
administrators had to solve a number
of problems. First. was the problem of
parity. Schools were of unequal size:
and each had a different number of
gifted students. In addition the ele-
mentary schools varied in the grade
levels that they served: two of them
served students in grades K-8 four
served students in grades K-5: one
served students in grades K-2: and one
served students in grades 3-3,

Second. was the problem of individ-
ualization. Everyone recognized that
different gifted children would have
different needs. Some might benefit
from skipping an entire year of instruc-
tion: others might need to receive
advanced instruction in just one subject
area: and still others might require
radically accelerated instruction. To set
up only one mechanism for acceleration
would not work for all students.

Finally, there was the problem of
resistance. Although many parents.
teachers. and administrators wanted to
see a change take place. others did not.
Some would have been pleased to see
the county abandon the gifted program
altogether.

Given these problems. 1t seemed
unlikely that any uniform acceleration
program would work. Therefore. county
office administrators decided to let
each principal work out anarceleration
program that suited the needs of the
students in his or her school. The
programs that resulted from this school-
based planning varied somewhat. In
some schools. students were permitted
to skip grades. In others. thic ~ractice
was discouraged. Some principals ar-
ranged class schedules to accommodate

143

cross-grade grouping: others set y
schedule that allowed the teacher of the
gifted to deliver advanced instruction,

In spiteof these differences, all of the
programs had some common featureg,
Fourof these features seemed especiall
relevant to the success of the schgo]
based programs:

1. Planning for each student focused on
his or her individual needs. This
planning tuok place at an Indivig.
ualized Education Program (IEP)
meeting that was attended by the
principal, the classroom teacher, the
teacher of the gifted. and the parents.

2. Instruction of students in hasie
skills (reading, mathematics. spell.
ing, and English} involved the use of
materials that closely approximate
the students’ instructional level in
each subject.

3. Routine monitoring of students’ prog-
ress was conducted by the teacherof
the gifted that served each schaol.

4. Students’ progress was documented
through pretesting and posttesting
with the Woodcock-johnson Psy-
choeducational Battery: Tests of
Achievement.

Results of the Program Evaluaticn

used different methods to provide

accelerated instruction to gifted
students. the students achieved remark-
ably similar gain scores county-wide.
On average. their gain in reading on the
Woodcock-Johnson was about 1.8 years.
In math it was about 1.9 years: and in
written language. 2.0 years.

In spite of the fact that each school

Notonly wasitimportant to measure
the average gains made by the elemen-
tary gifted students county-wide. 1t
was also important to measure the
degree to which achievement in each
program was consistent with achieve-
ment in the other elementary programs.
This was accomplished by comparing
the gain scores obtained by each pro-
gram with aggregated gain scores from
all the other programs. If. using a two-
tailed t-test, the differences were found
to be insignificant. then it would be
possible o conclude that the programs
were about equally successful in foster-
ing academic achievemeat among gifted
students.

To conduct this comparison, it made
sense to consider as one group all of the
students served by one teacher of the
gifted. With the exception of one teacher
who served three small schools. each
other teacher served just one schaol.

All of the teachers administered the
Waodcock-Johnson Psychoeducational




ts of Achievement 10 each
s or her caseload as a pre-
mber and October of 1987:
I administered the same test as

.test in May and june of 1988.
;eg:::‘s: of an unusuatly large cas'eload.
one of the reachers did not have time to
‘sgninister the written language portion
of the Woodcock-johnscn as a pre-test
{o her students. These students: gains
{n written language could not, therefore,
be compared w.'" those of students in
the other programs.

i The results of the comparison were
encouraging. In nnly two instances did
one program’s gain scores diffgr sigmi-
jcantly from the aggregated gain scores
of the other programs. [For a more
detailed analysis. see Table 1.)

oth of the significant differences

related to mathematics gains In

one instance. a program’s gains
exceeded those of other programs by a
significant margin: in another instance.
a program’s gains failed to equal those
of other programs. In the first instance.
the teacher. thuugh assigned to an ele-
mentary program. had received training
as a high school business teacher. Her
background in mathematics was more
extensive than that of any of the other
elementary teachers of the gifted. In
the other instance. the teacher opposed
acceleration and had only reluctantly

Battery: Tes!
tudent in hi
{est in Septe

fhay 8

allowed students to progress rapidly
through advanced matenials.

Conclusions

“his program evaluation showed
that. in one school district. different ap-
proaches to acceleration were equally
effecave in producing achievement
gains among elementary gifted stu-
dents. Such a conclusion is particularly
relevant to school administrators in
rural districts who are using or plan-
ning to use acceleration strategies to
deliver academic instruction to gifted
students. In rural districts. schools may
differ considerably in size: they may
not have similar resources available to
them: and they may have a varying
number of gifted students identified.
Given this reality, it is unlikely that
rural districts could develop one type
of acceleration program that would
meet the needs of all the district's
schools.

dministrators should, therefore,
Aﬁnd it encouraging to know

that they can expect similar
achievement gains among the acceler-
atior srograms established at different
schools. even when these programs
differ considerably. In order to achieve
similar results. however. such programs
should adopt some common guidelines.

Table 1
T-Test Statistics
Note: Positive differences indicate that the group's scores were higher than tha
individual teachers scores. Negative differences indicate that the individual
teacher’s scores were higher than the group s scores.
* = significant differences
Teachar Subtest Ditference Degrees of Significance
(Group - Freedom Level (2-
Teacher) tziled tost)
#1 Reding -0.0462 98 0.8639
B Math -0.1122 97 0.6938
42 Reading -0.1511 98 0.6712
#2 Math -0.0111 97 0.9767
%2 Wr. Lang. 0.2320 58 0.6248
LE] Reading -0.1788 98 0.5501
#3 Math -0.1311 97 0.6809
H3 Wr Lang. -0.5911 58 0.1009
Ha Reading -0.3573 98 0.55¢€4
44 Math -0.0682 97 0.9165
ot Wr Lang. 0.4821 58 0.4772
#5 Reading -0.0545 o 0.8709
¥5 Maih -0.8098 97 0.0215°
k5 Wr. Lang. -0.1933 58 0.6212
LL:] Reading 0.4549 98 0.1195
e *6 Math 0.6498 97 0.0359 *
L Nr Lang. 0.6162 58 0.1305
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Of these. the most important s 'he
requirement that each gifted student
receive instruction in basic skill sub-
jects at levels that closely approximate
his or her instructional levels in these
subjects.
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Locus of Control
and Rural-Urban
Status in Gifted
High School
Students

Kelly A. Morrow

The study nvest-gated differences between
rural and urban gifted high school students
on two measures of locus of control (LOC).
the Intellectual Achievement Responsibility
Questionnaire {IAR) ond the Children s
Nowicki-Strickland Internal-External
control scale (CNSIE). Results indicated
that rural gifted students tend to claim
more responsibility for negative events in
the acadernic domain (e.g.. lower grade than
wos expected] than urdan gifted students.
Implications of the results ore noted.

Kelly A. Morrow is a doctoral candidate in
counseling psychology at the University
of Missouri.
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Lite spectdl needs vt giilted students
from rural communities have recerved
limited attention in the past (Carmich-
ael, 1982). The current study investi-
gated the differences between gifted
students from rural communities and
those from urban areas on measures of
locus of control (LOC). Seventy-five
students from 26 high schools were
selected by their teachers to attend
the University of Nebraska-Lincoln
Guidance Laboratory for Gifted and
Talented. Two LOC instruments. the
Children’s Nowicki-Strickland Inter-
nal-External Control Scale (CNSIE)
{Nowicki-Strickland, 1973) and the
ntellectual Achievement Responsibil-
ity Questionnaire (IAR) short-form
(Crandall, 1978), were self-administered
by the students, 95% of whom were
eleventh graders. The CNSIE is a
general LOC scale, whereas the JAR
measures academic LOC,

o significant differences were
found between males and te-
males on any measure. nor was

there an interaction between gender.
rural-urban status, and LOC,

Nowicki and Strickland (1973) and
Duke and Nowicki (1974) proposed that
female LOCis likely to be influenced by
the roles which are approved by the
particular culture. This would espe-
cially be true in academic settings.
Changes in the American culture may
make it more acceptable for females to
claim responsibility for academic and
career successes. This change would
probably have an effect on female LOC
scores.

Thereexists alack of research which
has investigeted the interaction be-
tween gender and rural-urban status.
Although both seem to be related to
LOC. and interaction of these variables
may not exist. Richardson (1980) was
supported by the present study when
considering the I- (negatively valenced)
subscale. Rural students scored signifi-
cantly more internal than urban stu-
dents on this subscale but no significant
differences in LOC scores were found
on the other measures. The previous
study considered a population of 2,500
or above as urban, while the current
study used 5,000. The former study also
had a larger sample and used Rolter's
Internal-External locus of control scale
(Rotter, 1968). These variables could
have influenced results.

It is interesting that the rural gifted
students scored more internal than yr-
ban students on the negatively-valenced
items. while no other significant differ-
ences were found. It is generally easier
to claim responsibility for events with
positive outcomes than undesirable

2C8/R, R, XI. 4. Mav. 1989

outcomes [Cranaail. 1978). The resulls
indicated that urban and rural gifted
students are equally willing to claim
responsibility for desirable events. byt
those from rural areas are more inclined
to accept responsibility for failures
than those from urban areas.

tudents from rural Nebraska are
) children whose parents are either

farmers, ranchers. or people
whose income is largely dependent
upon the success of agriculture. Farmers
and their families tend to be very
independent, a trait associated with
internal LOC (Richardson. 1980). They
cl~'m responsibility for their successes
as well as their losses, even though
profitis dependent upon unreliable and
uncontrollable factors such as weather
and market prices.

Lawson (1977) indicates that the
parents are the most significant source
of influence on children's LOC orienta-
tion. It follows that the rural students
would resemble their parents and score
highly internal on the I- subscale,
Gifted rural students’ self-esteem and
potential to achieve may suffer the
detrimental effects of an unrealistic
internal LOC orientation. Increased
awareness and intervention concerning
this aspect of gifted students’ personal-
ity is needed il teachers and counselors
are to help the students to reach their
potential and to cope with the ever-
present stresses in their lives.

Stipek and Weisz (1981) proposed
that the probability of learning from
mistakes is reduced when-students do
not claim responsibility for the outcome.
Based on the results of this study, urban
students appear less likely than rural
students to be influenced by negative
feedback in school (e.g., teacher evaly-
ations) and to then alter their future
behavior in attempts to avoid the
recurrence of the undesired outcome.
Theurban student's apparent tendency
to assign responsibility of negative
outcomes to external sources may have
a negative impact on his or her moti-
vation (Renzulli & Smith, 1980) and
levels of achievement and self-esteem
(e.g.. Stipek & Weisz, 1931). Further
research is nceded to determine if the
LOC difference is manifested in the
students’ behavior and performance
(Zaifran, 1983).
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ERIC DIGEST

SMALL SCHOOLS

TEACHING K-6 SCIENCE IN SMALL SCHOOLS
ON A FINANCIAL SHOESTRING

Teaching eiementary sc:ence is Not easy. 4specally in a small school. Elemen-
tary teachers 1n general and rural elementary teachers sn particular are asked to
teach sciance when typically they have not been adequately prepared in at least
1nree critical areas: fundamentas srience knowiedge. meaningful preparation :n
actually teaching sciance: and instruction as to buying and using pértinent course
materials. Further problems for elementary science t#achers in small schools oc-
cur with respect 10 inadequate amounts of tme. lack of money and litrary reference
matenals. 100 RAITOW science cumculum guides. and imited distnct support facilities
and personnsl. Whila tackiing s/ of these problams 1s bayond the scope of this
digest. suggestons are made that should improva sciency t2aching by gvercom-
ing some of the problams identfied and by addressing science teaching directly.
The digest also details additional ways tor smail schools to upgrade their programs
and teachers their peaagogy.

How and whare can one sscure science matenals from free and Inexpensive
sources?

One way for K-6 teachers in small schoois to ovarcome some of the dithculties
inteac hing elementary science 1810 involve Chiidren and parents in ottaining tree
and inexpeansive scignce-related matenals. Matenais should be sought dunng the
entire year, and can be sacured from visits to city msttutions (museums. libranes).
fecsral. styte. and county offices ike the U.S. Forest Sarvice and the Soit Conser-
vation Service: and from vacauons 0 national and state parks. Matenals can also
be obtained from colleges and universities and public interast groups like the
Audubon Society. Nationai Wikitifs Federation. and regional plant societies. it should
be recogrzed. hawsver, that spectal intarsat groups usuatly hava partcular points
of view and that matena. ~ should reprasent a talance of outiooks. Several inex-
pansive chidren’s magaznes are especially usaful in slementary science: Ranger
Rick, Zookooks. and 3-2-1 Contact. Magazine donabons from school families can
be solicited and can include an array of titles. includu:g National Geographic.
Discover. Sclenca 86. Scientific American. Audubon. ana National Wildlife.
Morecver, thrae adult publicauons are - «€Citically geared to teactung elementary
science on 8 shcestnng: Science and Children (each issus has alist of free and
nexpansive science matenals): TOPS. and Educator's Guide to Free Sciance
Materisls. Freehics magazina 1s more general. but does provido sources for
scianca matenals. Teachors. sludents, and parents need to be constantly alert for
free and easdy a..¢ss:ible matanais and literature.

How can the materiala be easily crganized?

fFree and Inexpansrve matenals need to be arranged in a 10gical manner in order
to be effective and usaful. One such arrangement consists of Six major categonas.
Biology. Chamistry. Earth Science, Astronomy, Physics. and Research Processes.
While all six categones will hava divisions and subdivisions, 8ioicgy frequently
acquires more matenals and hence raguires more disions. Threo possibie
biologscal divisions include animals. humans. and plants. These can be further
divided-animals into birds. mammals, repties, eic. Legal-size manila lile folders
should house the free 2nd inexpensive printeg materials gathered for each divi-
sisn encompassing the science Spectrum. Additional folders can be added as new
divisions and subdmsions cccur. Nonpnnt matsnais should likewise be
systematically refersnced in fi'e folders and placed in boxes. Ths calaloging and
systematizing processes thamselves can provide a scientific framework for the
students who. of necessity, should pay & mazof role in SOting, aranging. and fling.

How can tesching modules be developed?

Manila folders containing free and inexpansive Science matenas form the infor:
mation base for converting raw data into meaningful and uselul teaching guides
and m.odules. In order for the foldars to become a module. thase components need
to be complated for each folder.

—The accumutated matenals should be listed. inCluding tha nonpnnt matenals
tiled elsewhere.

—How each module integrates with all other modules (e g., birds with insects)
and with other school subjects (e.g., flowsrs with ant) should be specified.

— Equipment necessary to more *uily study the module (e.5.. a mcroscope) should
be isted. along with whers to gt it.

—There should be a list of local places to visit, local resource people to contact
and famous personalities associated with the module (eg.. Mane Curie and
the atomic energy module).

— Related referenca books should be listad with pags numbers cited and phys-. 1
tocation noted (s g.. ths hibcary).

—A set of lasson plans and activities of ever-increasing difficulty shouid be -
cludad for each module.

—A vanety of tests shouid be included -

Such an ambitous project shoulkd not te viewsd as something to accomplish
in a single year. it rught even be coordinated across ditferent grade levels. Each
module should never be considered complete: new materials and ideas can b9
constantly added and unworkable onas phased out gradually or attogether detsted.

How are the modules used to teech science?

The actual construction of the modules s a teaching and learming expenence
for teachers and students alike. Modulos can be -nitiated and used immediately
trém tha fitst fré@ or tnexpensive item receved and, if succr3ful. can only prove
mota rewarding with ime. As mors students and teachers become snvoived. the
maore complets the modules will become. Lesson plans begin to accumulate.
pOSIars Increass 1 number, and integration with olhar subiects becomes more ap-
parent. invanably, this science program 1s user-inendly becauss it 1s constructed
by the very individuals who will implement it and who have a practical and
theorstical interst in its successas and falures. AS new teachers come into the
district, thay can take up the construction at whataver phase they find «. without
having to initiate thew own program from scratch.

If the school uses a science text. curriculum guide. of fearning kit. it can be sup-
plemented by the modules. fermitting a m.ore functional. eciectic. and improved
science program. Students i8ara much more readily when they become nvolved
in developing thewr own lessons of whan two approachies are synthesized into one
coherent program.

Since teachsrs ara ulimatsly responsible for constructing the modules. they must
accept the responsibitity for devising 1933008 that correlate with vanous ability tevels
and learning styies of their students.

Are thera additional ways 1o Imp-ave K-8 science in small schools?

Wiile module buiiding and teschng scence from free and inexpansive materials
18 0no wey to explore elsmentary science in small schocs. there are Several other
ways to Improve of upgrade existing programs:

—by videotaping television sCience programs-eg.. OWUTV, 3-2-1 Cantact.

National Geographic specials-and complying with all copynght regulations*
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— by requesting unwearsiies t offer science mathods coursas specifically for small
$£hoo! teachers:

—Dby contacur." tnteractive cCmputer networks that spectalize in science teaching
un New Mes ). for exaranla, one s211c8 18 Mr. Jack Gittinger. Co-director.
CISCO-Nat Froject. Cepartiment ot Sc.ance Education. Coliegs of Education,
University of Naw Mexico. Albuauergue. New Mexico 8713t):

—Dby using the ERIC systam (0 find matenaic on 1elecommunication sateilite
SyStems that would transmut sc:ence news, programs. and career information
0 5CNO0IS. and which mught crovide answers to questions subrutted by teachers
~a great service 1o teachers in 1solated small schoals.

What are the overall contisbutions of teacher/student-made modules?
Teaching K-6 science 1n smalt schools through teacher/student-made modules
from free and inexpens:ive matenals 1S not a cure-ail for att of the difficulties of
teaching sciencg 1n small school. Rather. it 1S a means of providing teachers in
small schools with a direct and accessidle way (o improve their sciance teaching
and to build enthusiasm among students ior the many aspects of science.

FOR MORE INFORMATION

Penodicals

Educators’ Guide (0 Free Science Materials. Educators’ Progress Service. Inc..
2'4 Center Street. Randolph. Wis. 53956. (S24/yr)

Fisenies. PO. Box 20283, Santa Barbara Cal! 93120. (S697&r)

Ranger Rick. National Wildife Federation. 8925 Leesburg Pike. Viensa. Va. 22180
(Styr.}

Science and Children National Science Teachers Associat:ern (Membarship
Dept ), 1742 Ccrnacticut Avenus. NW, Washington, D C. 20009. (S32'yr.: 8 issues)

3:2.1 Contact. PO. Be.. 2933, Bouider. Coto 80322. (S1095/yr)
TOPS. 1C978 S. Mulino Road. Canby. Oreg. 37013, (Free)

Zoubooks Wildiite Education Lid.. 930 West Washington Street. San Diego. Catt
92103, (St4yr. 10 1ssues)

ERIC’ Matenals

Califormia Energy Extension Sen<e. Tnargy Action in Schools. Animated
iy -~ Jdmple of Energy Education Curnicuium
Matsrials. Sacramento: California Energy Extension Service.
1982. ED 242 490.

Daniem Environmantal Education Centar. Enargy Around Us. A Fail Activity Packet
for Fourth Grade. Jackson. Mich.: Jackson Communtty Col-
lsge, 1983 ED 249 104,

Forests and Finwers. A Spnng Activity Pecket for Thire
Grade, 1984, ED 249 t10,

Frogs and Toads. A Spring Aclivity Packat for Second Grade.
1984, EOD 249 109.

« Theinterssting World of Insects. A Fall Activity Packet Firat
Grade. 1983 ED 249 101. .
Nature Prepares for Winter. A Fail Activity Packet for
Kindergarten, 1983. ED 249 100.

Reading the Rocks. A Fall Ac.ivity Packet ‘or Fifth Grade.
1983. ED 249 105

Hamel. Dennis R. Gypsy Moth Workboak. Washington, DC.: Amencan Forestry
Association. 1983 ED 242 519

Hungerford, Harold R. and Tomera. Audrey N. Science 7esching Methods for
the Elementary School: A Worktext. Cartx:ndale: Southern
litinois University, 1985. ED 260 921.

Louisiana State Dapantment of Education. Litter Control, Waste Mc3gement. and
Recycling Resource Unit. K-6 Bulleti~ 1722. laton Rouge:
Author. 1985, ED 261 882.

Murphy. Pat. ed. Bubbles: Flims, Foams & Fizz. idess in Science. Notes for
Teachers, Washington, D.C.: Amencan Assoc:ation for the Ad-
vancement of Scisnce. 1984, ED 249 05Q. -

- —e—me— Lioht & images. |dass in Science. Nctes for Teachers. :9'

ED 249 0st.

Shatfer, Oate E..-comp. Sourcebook of Tesching Alds...Mostly Free Posters® .
& Pamphiets lor Educators. 4th Edition. Salom. Chio: 1984.
ED 234 825.

Wilhiams, Deboie and Hickson, Carol. Demonstration Aids for Aviation Education
[Vol. ] Washington. DC  Federal Aviation Administration,
1984 ED 249 048.

wisconsin State Dept of Pubkc instruction Sclence World Activities Book.
Madison: Wisconss State Dept. of Public Instruction. 1984,
ED 256 62t

Prepared by

Thom A, Votaw. Cocrdinator

Las Cruces Outreach Program of

The New Mexico Museum of Natural History
PO. Box 2335

Las Cruces. NM 88004

1986

This pubiication was prepared with funding from the Office of Educational
Research and Improvement. US Depariment o! Education under contract no.
NIE-400-83-0023 The opinions expressed in this digest do not necessarily
reflect the positions or policies of OERI or the Department of Educat.on.
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Drawing the line

Reprinted with permission from The American School

Board Journal, September 1989.
All rights reserved.

Boarcd Association.

Tre National School

Seven factors you'd better not forget
when changing attenaance boundaries

By Timothy F. Hyland

EDISTRICTING—altering school
attendance boundaries—was a com-
moan chore for school officials in the 1950s
and 1960s, when those famous babies were
booming through our schools, And
school boards werein the thick of it, fac-
Ing irate parents, debating each wiggle of
each attendance boundary, juggling
programs and teachers to ensure ey were
fairly reapportioned.

Today, the rush of enrollment growth
has slowed or stopped, except in areas ex.
periencing a ‘‘boomlet’” of children of
baby boomers. But as school systems
across the U.S. are discovering, the nsed
to redistrict continues duriug lean enroli-
ment years. t00.

Enrollment often ebbs and flows for
purely local reasons: A new subdivision
brings young families to an underdevel-
oped neighborhood, while in an older
neighborhood across town, most of the
youngsters are graduating from high
school. With changing populations, pro-
gram nceds change. And one day the
superintendent announces at a board
meeting, ‘‘Soon we're going to have {0
think about redistricting.’’

Seven factors

Few things are as potentially disruptive
in a community as redrawing school at-
tendance boundaries; 1n fact, it's one nf
the most sensitive tasks a school board
can face. Of course, you’ll want to con-
sider your redistricting plan carefully. But
where Fo you start? My advice is ty begin
with serious consideration of the follow-
ing seven factors:

1. Life span. A backward glance at your
enroliment patterns should convince you
that school enrollments and program
needs change inexorably over time. For
this reason, no redistricting solution is
likely to be permanent. The new attend-

Timothy F. Hy!anzZ is superintendent of the
Champaign (lllinos) Schools.

SepTEMBER 1989

ance boundaries, no matter how well
planned and precise, will have a limited
life span. Be candid atout the temporary
nature of your pian—which probably
shouldn't be expected to last more than
five or six years. During the life of the
plan, you should continue to monitor
changes in enrollment and space require-
ments so you'll be prepared for the next
redistricting.

2. Effective date. Although the need for
redistricting might seem urgent, the best

Few things are
as potent:ally
“disruptive in a -

. COmmuUnity as - :
.- redrawing scbool
. . district: attendame' :
6oarzdanes, in fact;
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timing for your plan can be a complex
question, Don't assume the plan auto-
matically must go 10t0 effect with the next
school year. Rather, ask yourself the fol-
lowing questions:

o Will there be enough time tc make the
necessary changes to school buildings?
Your plan might entail adding or moving
laboratories, computer rooms, or ocher
specialized areas that can’t simply be
boxed and nioved by truck. You also
might need to adapt the facilities—~such
as the height of drinking fountains and
toilets—for younger or older students.

¢ Can your transportation department
reshuffle the bus schedules in time? Your

129

new plan might require many more buses
or greatly altered routes.

¢ Will you make ailowances for sib-
lings? If an older brother or sister already
attends one school, will you let the young-
er sibling attend, even though it violates
the plan?

* Will you implement the plan for all
grades simultaneously? For example, if
you implement your plan with the fresh-
man class of the high school, it will take
four years to reach optimum efficiency.
The alternative, of course, is to uproot
high school stvdents who already have
matriculated, made new friends, and be-
gun to identify vith the school they're cur-
rently attending.

¢ Must you nish? Will a year of plan-
ning and preparation assure a smooth
transition—or sinyply prolong the inevita-
ble and irritate those affected for 12 more
months?

3. Racal balence. A poorly drawn plan
might worsen racial and ethaic inequities
among students; 2 good plan could ameli-
orate inequities. Few parents want their
children bused to the other side of town
to implement racial integration uuless
tangible educational benefits also result.
In many cities, most minorities live in the
same one or two sections of town. And
plans that integrate those studeats
throughout the community usually place
the burden of travel inequitably on the
people the plans were designed to benefit.

Problems of racial or ethnic inequity
are best addressed through community
partic'ation. Every group that will be af-
fecter. sy the redistricting should be asked
for suggestions. But it's easier to intend
community participation than to achieve
it. Public hearings play an important role
in the development of your plan, but dis-
advantaged citizens typically are less likely
to attewd such meetings than are the af-
fluent. O:her avenues must be explored to
draw suggestions and support from your
minority conymunities. Groups such as the
Mational Urban League, the National As-
sociation for the Advancement of Colored
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People, the National Council of La Raza,
and their local affiliates can be valuable
resources, too.

4. Resource equity. Sometimes schc
boards turn to redistricting 1o give eas .
student equal access to thie sarvices of th-
s~hool system. When sorne schools ars
crowded and others aren’t full, children
in the crowded schools aren’y getting their
fair share of resources. Redistricting ¢»n
try to adjust these inequinies by balar.ung
enrollments among schools.

But terms such as “‘balanced,”’ *‘com-
fortable’ and *‘crowded’’ don’t lend
themselves to precise definition. Crowded
in one school system might be comfort-
ablein another. Balance probably doesn't
mean giving schools precisely equal en-
rollments. Plans that focus on comparable
class size are more common—and prob-
ably more equitable. Yet when some
schools have classrooms that are physical-
ly smaller than classrooms in other
schools, the task becomes more compli-
cated. One approachis to fill eack school
to a similar percentage of its capacity, on
the presumption that, no matter what
their capacities, schools should be *‘com-
fortable'’ to the same degree.

Whatever your solution to the resource
equuty 1ssue, your efforts will help reassure
parents and students that they are treated
fairly and valued equally as cinzens and
pupils.

*5. Program umpuct. Over ime, many
school systems have added space-liungry
programs and services that eat up former
classroom space. Any redistricting plan
needs to reexamune the recent history of
how your instructional space has been
used. You might want to leave the com-
puter laboratory untouchec’, for example,
but a former classroom that has become
a second teacher’s lounge or a king-sized
principal’s office should be reconsidered
carefully in light of future needs.

6. Public impact. Your redistricting
plan might reassign large numbers of stu-
dents to new or different schools. If so,
you would be wise to announce from the
beginming your intent to give students
more equitable access 10 resousces while
disrupting as few students as possible.
Any board member who has taken past
1n redistricting knows that nothing packs
an auditonium full of hosule parents more
quickly than massive student shifts. Reas-
signing large numbers of students might
be unavoidable, but the rule of thumb is
to keep the public impact to a minimum.

Announcing your good intentions will
help reassure the community that your
plan will be rational and fair. (Of course,
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: o4 also mught attract candidates for the
&t school board election. No one said
politics was easy.)

7. Financial impact. Given unlimited re-
scurces, any board could fashion a suc-
cessful redistricting plan. New schools
could be built, new wings z2dded, old
buildings renovate , teachers and other
staff members hired, buses purchased,
drivers contracted, and new desks and
equipment installed. But few of us have
the luxury of drafting a redistricting plan
without weighing its financial impact.

Costs of redistricting should be broken
down 1nto expenses that occur only once
and those that will recur year after year.
Buying two dozen new computers for a
new computer lab is a one-ume expense.
But turing a teacher to staff the lab, plus
contracting for repair and maintainance,
will affect the budget this year and each
succeeding year. You need to assess the
one-time costs and the recurring costs to
determine the plan’s full financial impact.

Your financial analy..s also should ad-
dress the issue of which school funds
would be affected. Mos: states mandate
that certain funds can’t be commingled.
For example, transportation dollars usual-
ly can’t go to pay teachers or build build-
ings. In most school systems, some of
these iunds are n better health than
others, which means you might be able 1o
afford buses but not drivers, or build
buildings but not staff them—all of which
your plan must take into account.

Finally, your plan might require that
you go to the voters for a referendum—
especially if the redistricing wil! require
some new buildings. Even if you are con-
fident of the voters’ support, you might
not be able to place the matter on the bal-
lot for many months, and that could delay
implementation of the plan.

A process

After weighung these seven factors, your
next step is to set up a process for develop-
ing your redistncting plan. Because of the
potential for disruption and opposition
from the community, it’s virtually impos-
sible to have t00 much community in-
volvement in the process. Many school
systems hold public hearings to discuss
whether redistricting 1s needed at all—let
alone what form 1t should take. Giving
people opportunuty for constructive criti-
cism accomplishes two ends: You demon-
strate that the school board truly is a
grass-roots body, and you hear some good
ideas.

An early agenda item is to decide who
will do the study and draft the initial

recommendations. Although the board
has final responsibility, board members
rarely have both the time and the inclina-
tion to do the groundwork. Many school
systems give that wash :0 the central office,
which has the bas< data for a well-de-
signed plan—demographic data, building
permit information, school building
capacities, and transportation routes.

Occasionally, school boards hire con-
sultants to conduct the initial study. The
advantage of this approach is that a rep-
utable, impartial team of *‘experts’’ takes
the initial flak. Two caveats to using out-
side consultants: First, they aren’t cheap.
Consultants skilled in redistricting will
cost tens of thousands, even hundreds of
thousands of dollars, depending on the
size of the school system. Taxpayers legiti-
mately question the use of high-priced
consuliants when an administrative team
is on the payroll.

Second, unless the consulrants spend a
substantial amount of ume learmung about
your district, their plan will be brsed sim-
ply on statistics and mught fail t1¢: consider
the broader climate and history of the
community and the schools.

To have the benefit of outsiue advice
and still give the public opportunines to
make suggestions, scme schodl systems
create a hybrid comm.ttee—a troad-based
community advisc.y group that has the
sole purpose of creating a redistricting
plan. If you create such a commuttee,
you’ll be able to involve representauves of
many community groups in the process.
But be sure to specify the commuttee’s role
and responsibiliues carefully. Make sure
the commuttee knows thatit’s only an ad-
viser to the board. Otherwisz, if 1ts recom-
mendations are altered or rejected, the
comnuttee mught rebel. After you have de-
fined the committee’s task, guide its ef-
forts by satting forth several criteria for
a desirable plan. If necessary, appoint a
board member to the commuttee as a hai-
son to the board.

Before you embark on the task of re-
distnicting, make sure you have decided
what a successful plan will look like. If
you sketch out the characteristics you
want in advance, you wi. < able 1o nudge
others in the right direcion—and recog-
nize a successful plan when you see it.
Community participation is essential, wut
n the end you, the elected board mem-
bers, must decide whether to adopt a re-
districting plan. C

How do you rate this article? Flease rum 10 the
reply card facing page 42 and circle 187 if you
think it's excellent, 188 If you think it's gocd,
and 189 lf you think it’s poor. Thanks.
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Build a Capital
Plan for
Construction

BY RON SCHAPPAUGH
President, 3DI Inc.. Alexandria, Va.

Irnagine this
scenario: Your
long-awaited
bond issue
for capital
impre vements
receives voter
approval and
money is fi-
nally available

to build the
new schools
your district

{ needs and to
renovate the old oncs.

You start to breathe asigh of relief.
But the day after the vote, the news
media demands to know exactlywhen
the first shovel of dirt will be turned
and the first paint will be slathered on
a cafeteria wall.

Many superintendents who find
themselves in this situation are in-
clined to react hastily. They feel pres-
sured to do something immediately
to sitow that action has been taken
and the building program is under
way.

Thrustinto the spotlight, they find
themselves hiring architects and con-
tractors without careful analysis and
giving orders for construction to
begin without knowing exactly where
to start.

If you expect your bond issL = to
pass, then you should start plannuig
for capital improvements long before
the votes are counted. Your advance
legwork also .nay help sway voters by
giving thera a precise idea of what
they are voting for.

The firstutep is to define the scope
of construction or renovation to be
done. This involves answering, in de-
tail. several questions.

These inciude: How much renova-
tion will be done? What will be done
at each school? How much will im-
provements cost? Where are new
schools needed and how i ch will
they cost?

Most school districts will conduct
this preliminary analysis—or hire an
outside consulting firm to do it—as
part of deciding how much money
must be requested from the commu-

nity.

Reprinted with permission from The School
Administrator, March 1990, American Association
of School Administrators.

Create Timetables

But this is only the beginning of what
needs to be done before the vote.
Other equally important steps in-
clude:

» Establish priorities for the construction

gram.

o Create a timetable and schedule.
Which schools will be renovated or
built first and which later? How long
will each program take?

o Decide whether the district will use
staff or hire a project mar.agement consult-
ing firm to oversee the program.

Perhaps the best solution is to es-
tablish a small internal department of
senior people with a project manage-
ment tirm acung as an extens’ 'n of
your in-house staff.

Bear in mind that it is sometimes
difficult to hire quickiy an entire de-
partment to manage a large capital
improvement project, becauss the
best people may not want to work
where they will be needed for only
four or five years. It's also difficult to
reduce staff when the job is done.

An outside project management
firm also provides the necessary ex-
perts 2t each phase of the project for
only the time they are actually
needed. For example, if an acoustical
ex~ert is needed for only three days,
he can be “hired” for only three days,
not for five years.

o Decide how the renovation and new
construction projects will be packaged.

Mosr capital improvement pro-
grams for school districts consist ofa
large number of relatively small indi-
vidual projects. Does it make more
sense to hire a different architectural
firm and contractor for each project,
or shouid some projects be grouped
together and, if so, how should they
be grouped?

You also must choose between a
vertical or a horizontal plan in pur-
chasing: Should one contractor do all
the work at each site (vertical ap-
proach) or should, say, one roofing
contractor fix all the roof: and one
landscape contractor buy 2" the
bushes, often with considerable saw-
ings through volume purchase (hori-
zontal approach).
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Smooth Sailing

Prepare tc hire the first group of con-
sultarts needed—whether a project
management firm to oversee the e

ure program, or a series of arch.tcu-
wral firms.

Write ads, prepare reguests for pro-
posals and contracts, snd decide who
will servc on the selection committee.

When these steps have been tiken,
vou are ready to take action the
minute the bond issue is approved.
You have a timetable to putinto place
and vou know exactly when and
where the carpenters and plumbers
will appear first.

You and your staff will appear to be
remarkably efficient and will convey
to the voters and school br xd asense
of confidence that the entre program

will proceed on schedule and their
children will soon be sitting in more
comfortable and safe classrooms.
undistracted by péeling plaster.
cracked wiadows, and stopped-up
sinks.

The same kind of atten son to pro-
cedures befare design or construc.
tion begins will keep a program on
track.

For exar .pie, if uniform space re-
quirements and design guidelines are
setin advance and given to all the ar-
chitectural firms involved in the pro-
ject,a great deal of time will be savad.
You will not have to cover the same
ground separately with each new
firm.

Preparedness at the beginning wiil
keep the monster of an enormous
and expensive capital improvement
program tamed, obedient. and under
control. Hiring the nght peoole ‘o
manage the program and seting up
systems that build in control will pre-
vent delay, inefficiency, and waste
down the road.

But in order to be effective. strate-
gic planning must begin almost as
soon as the idea of a massive capital
improvement program begins to take
shape.

30! Inc. is a projact management firm
with officss nationwidy. The company
currently oversees projects n ‘e
Houston and Los Angeles sc~ '
districts.
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@ [Flexible, Stylish Prefab Schools

BY THOMAS CLARK

Thomas Clark Associates. Architects, College Park. Maryland

hen unprecedented res:
‘;‘; dential growth caused
Montgomery County Pub:

lic Schools to plan a new elementary
school in the Strawberry Knoll
neighborhood of Gaithersburg,
Manvland. the school svstem faced a
serious dilemma: Should the new
school be constructed less ‘han a
mile from another elemeutary
school that had just opened? Future
changes n the school-age popula-
tion might result in unceruse
in one or both of the schools.

To meet the need for a new
750-student school and avoid
future underuse problems,
Thomas Clark Associates devel-
oped a program for prefabrica-
uon of all classroom and class-
room support spaces. The
prograr. called for educational
space which could be moved to
another site in the future, if
and when the need for an ele-
mentary school declined in the
Strawberry Knoll neighber-
hood.

The program took advantage
of Montgomery County's experience
with prefabricated construction for
individual portable classrooms and
entire classroom wings.

Since the new site was adjacent to
an existing neighborhood park, a
conventionally constructed central
core could remain in place and be
readily adapted for use as a commu-
nity center or recreation center.

A Closer Look

The school's total floor area is
78,723 square feet. The convention:
ally constructed “core” comprises
26,666 square feet. The 52,057
square feet of instructional space 1s
prefabricated and consists of 102
separate components. (A typical

classroora consists of two 128" wide
components.)

All 102 prefabricated components
were constructed off site at an .n-
door plant. fhe plant was large
enough so that all components
could be fabricated and assembled
side-by-side 1n the sarne arrange-
ment in which they would eventually
be installed at the site.

The prefabricated construction
consists of steel framing with a con-

flatbed trailers to the site, set on pre
viously constructed foundation
walls, and  lted together. Mechan:
ical conne.  as were completed at
the site. Al.  mponents arrived at
the site with .. pet, chalkboards and
tackboards, shelving units, doors.
mechanical units, ceilling grid, and
lights in place.

The project includes 22 class-
rooms for grades | thru 6. four kin-
dergarten classrooms, and a special

crete floor on metal decking and a
metal roof deck covered with rigid
insulation and a single ply elasto.
meric roofing systere Exterior walls
consist of 1/2” brick “eneer on gyp:
sum backerboard supported by steel
studs with batt insulation.

The interior wall face is composed
of a double laver of gypsum drvwall.
The heating and air conditioning
system consists of all-zlectric self
contained unit ventilators and roof-
top units to facilitate the disassem.
bly and relocation of the
components in the future. The en-
tire school, including the prefabri.
cated construction, 15 equipped with
a sprinkler system.

When the prefabricated compo-
nents were completed in the plant,
they were disassembled, shipped on
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education suite consisting of
two classrooms for the Pre:
school Education Prograin and
one classroom for the Early
Childhood Program.

Special education support
spaces, including rooms for an
occupational therapist and a
physical therapist, comprise an
area equal to the size of one
additonal classroom.

Also nclided are a multi
purpose raom, a 70" by 75
gymnasium, ar and music

other site if enrollment changes. Photo courtesy of Thomas Clark classrooms with a2 dual pur.
Associates.

pose room to supplement

these functions, an instr:men-
tal music room, a media center, »
communications center, an admunis:
trative area with a health suite. staff
dining and staff lounge, a parent
volunteer room, instructional sup-
port spaces, and facilitizs for the
building service manager. The
school kitchen is designed for a sat-
ellite food operation.

The completed school, which was
occupied in September 1983, is in-
tended to be inviting and cheerful in
character. The cost of this project
was $6,883,267 or $87.44 per square
foot.

Thomas Clark Associates Architects
are the winners of the 1989 Walter
Taylor Award co-sponsored by AASA
and the Amenican Institute of Archi-
tects.
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Joint efforts tuin small
budgets into big 1deas

By Michael E. Alexander
and Robert G. Rogers

ONE COMPLAINT COMMONLY

made about smail school systems
is that academic opportunities and stu-
dent services are limited. But it doesn’t
have (o be that way. With a little imagina-
tion and the cooperative effort of neigh-
boring systems, any size schooi system can
meet the diverse needs of its students.

We should know. In rural Hlinois, the
Bluffs (K-12; enr.; 300) and Triopia (K-12;
enr.: 530) schools have formed a variety
of joint programs with 1earby school sys-
tems. Today, our students ride buses to
nearby schocls for special education
classes, and our employes cross district
boundaries to teach classes not otherwise
available. None of this would be possible
alone, but together, our school systems no
longer are limited by small budgets or
course enrollments too small to support
the cost of hiring a teacher.

Of course, the idea of small schools
pooling their resources is nothing new. But
it's worth remembering. that such joint
programs are 3 workable option—and as
proof, you need only jook at their success
1n our area. Not only are we providing stu-
dents with move course offerines and
social services than ever, bt we sometimes
make our administrators’ lives easier. For
examnle, sharing a counsclor means we
need to find c.ty une qualified employe,
and it is easier to hire someone when we
can promise a full-time job.

There's simply no limit to how closely
school systems can work together. But to
show you how far we've taken this con-
cept, here's a partial list of the programs
we've launched:

1. Staff development. The Bluffs Com-
munity Schools received only $574 in state
funds last year for in-service training,
which it pooled with the neighboring
Meredosia school system to create a $1,274
pool for hiring a consultant. Administra-
tors from both school systems agreed on
the training program and then brought

Michael E. Alexander is suiz,erinlendenl of
THopia (Illinois) Community Unit School Dis-
trict No. 27. Robert G. Rogers is superintendent
of Bluffs (Ihnois) Community Unit School
District Na. 2.
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their teachers together for joint staff
development sessions.

2, Social work. lllinois law requires
school systems to provide a social worker
to counsel students with family and per-
sonal problems. For a cost of approxi-
mately $3,600, t=e Bluffs school system
shares a social worker with two other
school systems. Ttz Bluffs schools assume
administrative responsibility for the coun-
selor, while the other schools simply pay
their share of actual costs.

3. Speech therapy. Both the Bluffs and
Triopia schools are too small to afford (or
even need) a fuil-time speech therapist. As
a result, each school system has estab-
lished a partnership with a nearby school
system to share the cost of employing a
therapist.

4. Vocational education. Several ven-
tures currently are being tried in our area,
The Winchester and North Greene
schools share the heavy cost of an auto-
mobile mechanics program, which re-
quires not only a full-time teacher but be-
tween $80,000 and $100,000 in equipment.

S. Cooperative purchasing. Three years
ago, 20 school systems joined to purchase
duplicating paper and copying fluid in
bulk. On paper purchases alone, the
Triopia schools saved approximately
$1,250. This year, more than 40 area
schools will cooperate on additianal pur-
chases, and the Triopia schools expect to
save 30 percent on everything from paper
towels to computer paper.

6. Special education. At Triopia, 31
learning-disabled and 18 educable mental-
ly handicapped students need special edu-
cation services. Lacking the resources to
hire five additional employes at salaries
of roughly $25,000 apiece, plus provide
classroom space and equipment, Triopia
began a joint progzam with Bluffs and
another nearby system. (Some children
also attend a special educatica coopera-
tive in the area.) Students are bused to
these schools, which agreed to hire teach-
ers and administer the program. Even with
yearly transportation and tuition costs of
$80,000, the Triopia schools save &n esti-
mated $95,000 annually.

1. Guidance services. Until recently, the
Bluffs schools employed a guidance coun-
selor on a oniz-day-a-week basis, and the
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counselor. When both school systems
needed to hire a new counselor, the two
school boards agreed that Triopia would
hire a full-time empizye and the two split
the cost: Now Liluffs has the counselor for
two days a week, Triopia for three days.

8. Gifted program. As part of the 1985
1llinois School Reform Act, all schools
must provide a gifted education program.
Yet inadequate state funds were allotted.
Last year, Bluffs received $1,628, and
Triopia received $2,680. Pooling their
money with four nearby systems, the
schools raised $15,433 to hire two half-
time program coordinators who help par-
ticipating schools start up gifted programs
for students in graaes 4, 5, and 6. At
Triopia, for example, & coordinator spends
a half day each week supporting teachers,
who themselves are assisted by parent
volunteers certified as teachers and trained
in gifted education.

With any joint program, of course, you
must be prepared for problems. Transpor-
tation is often a core point when students
are bused to another cite or employes
rotate among schoois. Conflicting school
calendars or class schedules also are prob-
lems. Our response: These ar¢ minor irri-
tants, but we respect the schedule of a pro-
gram's host school, Good organization
usually minimizes any inconvenience.

Pechaps more significant is the fact that
working together requires school systeros
to surrender some control over their stu-
dents and prozrams. Some school board
members are feluctant to take such steps,
if oniy because it remotely suggests an
opening for consolidation. Administrators
also dislike surrendering control, and tax-
payers can question why their tax dollars
aren’t sufficient to keep their children at
home. In such situations, it’s {ncuinbent
upon your school board to emphasize
firmly that such cooperation benefits chil-
dren and that this simple fact should be
the primary issue in any debate.

Organizing a joint program with neigh-
boring schools can allow a small school
system to expand its curriculum and stu-
dent services and generally improve the
educational quality of schools without
rending its budget. Good planning is
ess-ntial, but even more important is
creativity. Almost anything is possible if
your schoot board puts its mind to it—and
is willing to pool its resources with other
school boards that think the same way.O

How do you rate this article? Plesse tumn to the
reply card (acing pege 50 and clrcle /09 1f you
think It's excellent, 770 If you think it's good,
and /71 ¢ you think IU’s lousy. Thanks.
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SURVIVAL TACTICS FOR

Robert H. Decker
Charles R. May

Introduction

One reality confronting many rural commu-
mties 1s declining enroliment; particularly, in
grades 9 to 12. National figures record the peak
year of public school enroliment, grades 9 to 12,
as 1976. A 25% decrease from that peak is
projected by 1989. For the regions that have
declining enroliment (especially the Northeast
and }{orth-Central regions of the United States)
the nuinbers might be as high as 40% (Stinard,
1983). This decline will change the high school.
School districts with one high school could face a
disastrous situation if they cut back programs to
meet financial constraints. Havingealy onchigh
school, those schools districts do not have the
option of closing and consolidating their secon-
dary school as they do at the elementary level.
Yet, declining enrollment in secondary schools
requires fundamental reassessment of the pur-
pose of the high school and the role of the high
school in the community.

While implications of decline and change
may be different for large and small districts,
common fears exist. Districts w.aose high school
population is 2,000 or more can project a loss of
500 to 1,000 students; they will be just as baffled
as those whose enrollment will drop from 1,000
to 700 or 500 to 350 (Stinard, 1983).

Many strategies and approaches are open to
districts in making the high school fill the role
that meets community requirements, with fewer
students. One such strategy is Inter-District
Sharing.

Inter-District Sharing

Inter-district sharing is viewed by many as
a solution whose time has arrived. Asone super-
intendent phrased it: “Sharing is a means to
enable us to offer a comprehensive educational
program, even if we can’t have a comprehensive
school” (Stinard, 1983, p. 10).

Writings on inter-district sharing are lim-
ited. This concernisillustrated in a unique table
entitled, “ ) i

Adj ipe.” in which
only two of the forty-two documents addressed
inter-district sharing (Stinard, 1983).

.t meas

Reprinted with permission from The Rural ducater,
a journal of NERA, Fall 1989, Vol lI, wo. 1.

RURAL EDUCATION

Inter-district sharing is a relatively new
alternative for rural school districts. In 1979,
inter-district sharing was intreduced in the
State of Jowa with the implementation of School
Law 280.15, which stated that any two or mote
public school districts could jointly employ and
share the services of any school personnel, or
acquire and share the use of classrooms, labora-
tories, equipment and facilities. Any classes

made available to
students in this man-
ner would be consid-
eredas compling with
the requirements re-
lating to the mainte-
nance of the twelve
grades of a school.

InStinard’'s(1983)
four year assessment
of a seven county area
in East Central, Iowa,
he found that the
percentage of school
districts who entered
into an inter district
sharing prograia in-
creased from 235 to 49%.

Robert H. Decker

Administrators in

approximately one-haif of these school districts
stated that they felt the need to do something
different to improve their educational environ-

ment.

All sharing programs-do not look alike.
Sharing strategies can be ary different. Some
schools migiit pool students in a single location,
move teachers and administratorsamengschools,
bring specialized facilities or equipment to schools
on a rotating basis, or bring students and teach-
ers together across large distances through tech-
nological cominunication links. These coopera-
tive ventures are utilized in varying degrees ac-
cording to a particular school’s needs. That need
canrange from sharinga single course or activity
to a school sending all of their students from one
or more grade levels to another district for all or
a large portion of the educational program. This
allows schools to maintain their own school boards

and sports identities.
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Questions to Ask

While many questions may be asked, some
aremore important than others when deciding to
participate in a sharing program. School admin-
istrators have engaged 1n sharing programs for a
number of reasons. Inter-district sharing pro-
grams have been the answer to many of these
questions that have confronted administrators.
These important questions are: () Do the teach-
ers need an opportunity to learn new teaching
methods? 2) Would the school like to offer more
vocational experiences for students? (3) Does
the school need qu&'ified counselors or special-
ists? (4) Is the school unablz to offer students the
opportunity to take two or three years o. science,
math, foereign language, or English? (5) Is the
school capable of offering special programs for
thegifted and handicapped students? Where the
response to any of these questions is “yes,” shar-
ing services might be the answer.

Sharing Poscibilities

The following are examples of types of inter-
district sharing that are in use today within
rural areas of the United States.

1. Administrativeand teachersharing: Two
or more districts share adrrinistrators
and/or teachers in order to lower person-
nel cost. Within these personnel, fi.an-
cial arrangements are usually equalized
on a percentage sharing basis.

2. Sharing Facilities: Two or more districts
share one set of facilities, either on an al-
ternating basis or at the same time. In
this type of sharing progr.ir, anexample
might be that all 10th, 11th, and 12th
grade students frore district A attend
schsol in a buildirg in a neighboring
sc:100l district B, and the 7th , 8th, and
9-h grade students from the neighboring
district B attend school in a building in
school district A.

3. Activities Sharing: Two or more school
districts combine their student bodies to
field athletic teams, bands, or offer ac-
tivities which might not otherwise be
offered. These activities include sports
as well as cheerleading and student
newspaper involveme.$.

4, Technology Sharing: Two or more dis-
tricts would share curricular offerings

using satellite communications. Other
types of technology that can assist in a
sharing program might irclude micro-
computer, siow scan, fibevoptic. and low
power television capability. This type of
communication system has gained and
willcontinue togain populanty with rural
schools who are trying to reach a higher
level of educational effectiveness.

Conclusion

Problems such as declining enrollment,
a decline in classes being offered, and a lack
of gualified staff tu
teachclassesareonly
a few of the immedi-
ate concerns facing
rural schools today.
However, sharing
indeedmaybeofvalue
to many schools who
are looking for crea-
tive ways to maintain
orimp:ove an educa-
tional climate. Shar-
ing may also be
viewed by many small
school districts as a
last resort to the alternative that many commu-
nities continually resist — consolidation.

For those school districts who are searching
for creative and innovative ways to meet the
challenges of declining enrollment and declining
dollars, developing an inter-district sharing
program could be an answer. For school districts
who perceive their state legislature mandating
more stringent educational standards and finan-
cial incentives for larger student populations,
sharing could be a possibility. For those school
districts which are trying to maintam an exist-
ing program and continte to existin states where
legislatures are mandating “biggez is better,”
may find some hope in developing a shariug pro-
gram.

Whatever the reasons for becominginvolved
with a sharing program, the most cruciai ques-
tion needs to be asked and answered. That
question is, “What is this program going to do for
our students?” Sharing can offer students a
muchlarger and well rounded education without
taking away the small school atmosphere.

Is sharing a cure-all for what is ailing school
districts? Probably not! For those school dis-

Charles R. May
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tricts that are rooted in tradition, a sharing
proposal may be unacceptable.

Students are not going to be educated as
students were educated fifty years ago. Rural
communities need to maintain as many tradi-
tions as possible but not at the expense of hinder-
ing young people in acquiring knowledge to be
able to compete for jobs in the 21st century. And
on this basis, rural educators and communities
need to look at alternative approaches to better
educate their students.

Robert H. Decker is an Assistant Professor in
The Department of Educational
Adminisiration and Counseling at The
University of Northern lowa. Cedar Falls, lowa
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The Federated District— A Planning Model
for Rural Schools

CHARLES H. SEDERBERG!

The federated schoo!l distr.ct 1s a ccoperative organizational alternative for low enroliment rural districts chat face future
enrollment decline and/or fiscal exigency. This alternative 1s most feasible for adjacent districts thar serve small to medium
size geographic areas. Salient charactenstics include local elementary attendance units. small regional high schools, a
governing assembly with an executive commuttee from exicting school boards and 2 multiple district administrative team.
The planning model uses hand or microcomputer spreadsheet calculations to ssmulate the organizational structure implications
of cooperation among various combinat:ons of existing elementary-secondary disrricts. Use of the model incorporates a
rational. data-bas=d approach into what 1s essentially 2 poliucal process. Acceptance of an adequate federated distnict
orgamization would provide a larger framework for cooperation 1n planning and implementation of instruction, student
support. plant facility. transportation. administration and other services.

THE FEDERATED DISTRICT—
A PLANNING MODEL FOR RURAL SCHOOLS

Demographic, economic and educa-"anal changes
present unique challenges in planning for rural schools.
Low enrollment rural districts which face further
enrollment decline and/or financial exigency have three
options. 1) They can do nothing—allowiug educational
programs and district financial condition to deteriorate
untl state intervention becomes necessary. 2) They can
consolidate— being integrated into a new or existing
larger school organiza:ion. 3) They can cooperate—
working together to increase efficiency and educational
program opportunity.

The federated district planning model was developed
toassist rural communities that wish to explore ccoperative
alternatives, Developmental activities are summarized
in following sections that describe 1) changes and trends
to which the model responds, 2) assumptions and
characteristics of a federated district, 3) planning
procedures and 4) results of a simulated test.

CHANGES AND TRENDS

Research on rural school districts indicates both great
diversity and common problems within state educational
systems. Each plannirig effort requires a separate literature
review to identify general state and unique local trends
that affect rural schools. Many of the studies cited in this
section were selected because of particular applicability
todistrictsincluded in the simulated test of the federated
district planning model.

1) Some rumal school districts face continued enrollment
decline. The most recent enrollment projections by the
Minnesota Department of Education projected school
district enrollments through 1989-90. While projectioas
indicated a 1.3 percent increase statewide, declinzs of
9.2 percent in the northeast and 1.6 percent in the
southwest and west central regions were projected. Seventy-
six districts were expected to lose 10 parcent or more of
their enrollment during the 1984-85 to 1989-90 period.!
A population projection by the State Demography Unit
indicated that between 1990 and 2000, 30 rural Minnesota
counties will experience population decline, During
this period, numbers of people in the 25 through 39 year
child bearing age group will also decline.2 Aging and
loss of population in rural counties foreshadow enrollment
decline for some rural districts.

2) The economsc base for local financial support of some
rural schools is eroding. Causes and characteristics of the
“farm crisis” have been studied and reported widely.
Dion and Raup reported a drop of 26 percent inestimated
value of Minnesota farmlind from 1984 to 1985. The
1985 estimated value per acre of 3686 represented a 48
percent drop from a highpoint of $1.310 per 2cre in
1981.3 Stinson and Sigalla used an econometric model to
assess the impact of decline in farm income in southwest
Minnesota. Using the average of years 1974 through
1977, 2 8265 million dropin farr1income produced a) a
further decline of 347 million 1n local income outside
the agricultural secter, b) a loss of 3,650 full and part-
time jobs and a loss of $3.1 million in downtown property
value.* Boody and Rivard identified second and third
order social and economic effects of decreased farm
income, high indebtedness and declining land value.
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Among the numerous second and third order effects
they identified were rax delinquency, local budgert crises
and decreased tax resources—effects that have direct
implications for local school financral support.*

3) School districes play an important economie rofe 1n some
rural communitees. An ex ploratory study of the economic
role  school districts in six seected rural Minnesota
counties found that a) school district gross payrolls ranged
from +.3 to 9.3 percent of state gross income 2arned in
the county, 5) school emplovee take-home pay ranged
from 4.7 to 9.9 percent of cou nty retail sales, c) district
employees constituted from 1.4 to 3.2 percent of the
county workforce. d) state education and property tax
reliefaids returned from 28.7 to 107, | purcent of income
and sales taxes collected in the county and e) federal
education aid returned from 1.9 to |0, | percent of federal
income taxes paid. Local realtors estimated thz: school
closings could significantly reduce residential and com-
mercial property valuation in some rural communities.5
These findings highlighted the need to minimize the
loss of secondary economic effects of school operations in
restructuring rural districts.

N District “pairing " and shared Superintendents are marginal
organizetional arrangements /or some rural districes. In
1986-87. 33 Minnesota school districts were involved in
pairing arrangements. Anecdotal data indicated that a)
pairing was most successful when decliming districts
pool students to maintain existing quality progrzms, b)
some workable pairing arrangements are threatened
financially and educationalls bv projected enrollment
declineand ¢) pairing one inadequate district with another
does not automatically result in an effective and efficient
organizational structure. In 1987, 57 Minnesota rural
school districts were involved in shared superintendent
arrangements. A study of 63 shared superintendents in
21 states indicated a) financial exigency was the most
frequently cited reason for sharing a superintendent (5’
percent). b) most shared superintendencies involved
two low-enrollmen rural districts (60 percent), c) most
respondents (60 percont) found mul; ple district adminis-
tration more stressfu, and d) 2 majority (56 percent)
thought that a multiple district administrative team
could improve efficiency and effectiveness. Under desirable
conditions, the shared superintendent can be a workable
arrangement. but role ambiguity and role overload occur
when there are competing community expectations and
multiple problems such as fiscal crises, bargaining impasse
and building programs that require much time and
specialized skills.? =%

3) Rural elementary” attendance unges should be focal
community schools. A review of 25 studies addressing
elementary school size found recommended migk
enrollment sizes ranging from 175 to 720 studen
studies assumed a school organizationalgruct
need not contend with [ow student densitgand th re
weere not generally applicable to ryral areas. One study
f «nd that school size was not an important factor in
achievement when school socio-economic status and
ability were controlled.* The research on elementary
school size indicates that small graded. combination-

|
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grade or even ungraded elementury schools may require
alternative delivery svstems for special services. but that
they would not necessarily be educationally ineffective.

0) Secondary (grades 7-72) attendance units need to be
regtonal high schools in some rura/ areas. Enrollment size 15
a critical factor in high schools that use = traditional
grade-level, subject-matter, classroom group delivery
system. Some minimum number of students is needed to
a) generate suffi- jent revenue for employment of special-
ized teachers and b) justify offering elective courses. A

senior high school {grades 10-12) enrollments ranging
from 100 to 1,600 students. Variatility in these findings
was due to the nature of distr cts studied. educational
programs offered and socio-econc.aic characteristics of
the communities served. The reviewers evaded the
minimum size issue by concluding:

School size is not absolute: it is but one of many factors related to
educational quality. Good education can and does occur 1n schools
ranging in sizes iro:n small to large.y

A preliminary study of program based foundation ajd
found that. on the average, as Minnesota secondary
enrollments drop below 37+ students in grades 7-12,
schools experience increasing difficulty 1n offering
comprehensive programs.!0 A study using simulated
master schedules indicated that 300 students in grades
7-12 was the minimum enrollment size for a specified
comprehensive program with an “ideal” teacher licensure
mix and an optimum pattern of student elective course
choices.!

A recent Minnesota Department of Education study
used an average program cost model to estimate the
amounts of revenue needed to support the State Board of
Education (SBE) minimum program in districts with
enrollments of a half section (13 or fewer students). one
section (16 to 30 students) and two sections (31 to 60
students) per grade. Among the half section districts the
study fouad, *For all eighty-seven districts, the selected
lexpected) revenue s less than the model 2xpenuiture
suggests.” In the case of one section per g: de districts
the study found, “Current (expected) revenues do not
appear to be sufficient to cover projected model expendh-
tures for 40 of these 47 districts.” Of 65 two-section
districts, 43 (66 percent) did not have sufficient (expected)
revenue to cover expected expenditurss under the model.
Reasons for continued financial survival of small districts
with inadequate revenue included a) below average sal-
aries, b) fewer staff than suggested bv the model. ¢
¢ dditi~ual revenue from locally approvec levies, d) interest
income, e) reduction of fund balances, f) sharing arrange-
ments with other districts and g) not meeting SBE
minimum program requirements.12 The study did not
propose a minimum secondary school size. it can be
inferred from the findings that secondary schools with
two sections (31 to 60 students) per grade or fewer
students can expect both programmatic and financial
problems in offering a basic educational program under
current Minnesota school finance formulas,
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Communications technology (sateilite, cable and micro-
wave television) has been proposed as an alternative to
schuol district reorganization. No research was found on
the effect of technclogy on minimum secondary school
size. Anecdotal data indicate that a) interactive television
has allowed sor ¢ small schools to offer low incidence
elective courses such as advanced mathematics and foreign
language, b) quality televised instruction requires special
preparation and production support, c) regular and
widespread use 1s needed for cost efficiency and d) subjects
areas that require student “hands-on™ participation do
not lend themselves to televised instruction. While
communications technology offers potential for curriculum
improvement it does not address the issue of adequate
organizational structure.

V) Some rural school districts are “under-administered.”
Carter stated

. there are few areas of greater disagreement between a
supernintendent and board members than the number of personnel
required to carrving on central office operations.™3

Incrrased management expectations of local school dis-
tricts during the past 20 vears have included collective
bargaining, modified accrual budgeting and accounting,
education of all children with handicaps, monitoring
le.rner outcomes and computerized data processing and
reporting. Large districis responded to increased man-
agement expectations by emplovment of admimiszrative
staff such as personnel di-ectors, accountants and other
specialists. The local administrative capacity of small
rural districts h2s remained virtually unchanged. In a
literature review, Benham, Capehart, Nolley and Seawell
idenufied the seven essential functions of the district
central office as administration of a) instruction, b) business,
c) staff-personnel, d) pupil-personnel, ¢) educational
research, f) general oversight and g) school-community
reiaticns.'? Literature included ia this review was pub-
lished between 1955 and 1972. The essential functions
are probably still valid, but might he conceptualized
differently in the light of current themessuchze, incipals
as instructional leaders, decentralized (site) management,
tacreased competency and autonomy for weachers and
school admunis:raticn information systems.

8) Adequate admnsstrative staffing is essential for effectrve
school orgamizctional structures. Without distngu.shing
between elementary and secondzry schools, a recent
staffing adequacy study regorted a mean of 359.4 studeats
per building level administrator with a range of 206 to
5C1 between the 10th and 90th percentiles among 204
very smizll (300 to Z,4¢9 students} school districts. The
same study reported a mean of 20.4 teachers per building
administrator with a range from 13.5 to 29.0 between
the 19th and 9Cth percentiles.!S A doctoral study of 30
randomly selected Virginia public school systems with
6.000 or fewer students reported a rnean of 2.631 distr:ct
central office staff per thrusand students. Capehart’s
extensive review of liter=.ure on central office staffing for
small districts found 1.5 central office administrators per
thousand students to be the minimum acceptable staffing

L3 )

ratio,!6 The most rece... study of distr.ct central office
staffing ratios found a mean s*1dent to district central
office staffing ratios of 556.5 to | with a range of 233 to
948 to 1 at the 10th and 90th percentiles in a sample of
212 very small (300 to 2,499 students) districts. The data
also indicated that districts with higher per student
.xpenditures tended to emplov more administrative saff.!”

ASSUMPTIONS AND CHARACTERISTICS

Three basic assumptions undergirded development
of the frderated district planning model. These assump-
tions were:

1) Planning for cooperative organizational alternatives
should be based on projected enroliments and include
allowances for decline bevond the forecast period to
sustain cost-efficiency and organizational stability over
time. Small-scale cooperative arrangements that meet
immediate needs may be short-term “band-aid" solutions
that reduce stability and confidence in the school system.

2) Effective medium to long range educational planning
must attempt to respond to trends and changes in the
environment external to school organizations. Of particular
smportance are demographic trends that suggest numbers
and needs of future students and economc trends that
point toward future local capacity to support schools.
The pilot test used base-year general fund expenditure
per weighted pupil unit as an estimate of capacity to
support schools. The relationship between district revenue
and expenditure ismore important than absolute estimates
of dollar amounts in the model.

3) An adequate organizational structure is essential
for representing the educational interests of rural
communities and providing a vehicle for continued
planning and implementation of instruction, student
support services, plant facilities, transportation and
administrative services. Formal organizationai structute
provides a framework within which individuals and
groups can work tcgether.

The goals and characteristics envisiored for the federated
district included the following:

1) Small graded, combi =."-~-grade or ungraded ele-
mentary attendance u.. .. woaid be operated in each
town; keeping children close to heme, eliminating
undesirably long bus rides and minimizing the loss of
secondary economic effects of school operations. An
clementary director/principal would supervise several
attendance units.

2) The federated district would operate one or more
area secondary (grades 7-!2) schools of sufficient enroll-
ment size to provide c. prehensive programs and to
justify employment of a fuil-time principal.

3) An assembly made up ot elected school boards from
all federated district members would be the governing
body or *big school board™ for the federated district. An
cxecutive comrnittee of the assembly with representation
fre... -ch member district would be established to per-
form routine monthly school board tasks on behalf of the
assembly. The assembly and execut:ve committee organ,
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zation would provide a unified governance structure
with broad participation in local control.

+) A general superintendent would a) report to the
executive committee and the assembly and b) direct the
activities of an administrative team with specialized skills
for i) general executive oversight (placning, implementa-
tion of policy and intergovernmental relations). ii) resource
management (finance, personnel and fixed assets) and
iii) accountability (information svstems. monitoring and
reporting).

3) Regional educational service units would continue
to provide instructional support. staff development, low
incidence special education and similar services. Federated
districts could make more effextive use of regional services.

PLANNING MODEL PROCEDURES

The following steps were used in the simulated test of
the federated district planrung model. Adaptations may
be required for use in ot!ier states. The procedures inay
be performed by hand calculation or with the aid of a
microcomputer spreadsheet.

L. Speciy the following initial federated district organi-

zational parameters.

a. Number of students per elementary principal.

b. Minimum size of secondary school to be admin-
istered by one fuil time principal.

¢. FTE administrative staff for district central office
functions.

1) General superintendent.

2) Deputy superintendent.
3) Business manager.

4) Personnel director,

5) Carriculum director.

6) Other.

d. Level of enroliment decline bevond five-vear
projection not requiring organizational restruc-
turing.

e. Acceptable proportion of general fund revenue
to be appropriated for all administration programs.

f. Acceptable proportions of administration program
appropriations for building and district central
office administration.

2. Collect or calculate data for the planning model.

a. Identify all districts that are potential members
of a contiguous federated district.

b. Estimate a base year unit cost for each building
and district central office administration program
identified in Steps la, b and c.

¢. Collect the following data for each potential
federated district member:

1) Base year enroliment in grades K, 1-6, 7-12.
2) Five-year enrollment projections for grades
K, 1-6, 7-12 (or enrollment history and census
data for making the projections).

3) Base vear general fund expenditure.

d. Calculate weighted pugil units i used for state
revenue distribution.

e. Calculate 2 planning projected enrollment for
each potential federated district member by

SEDERBERG

multiplying the decline factor in Step Id times
the year-five projected enroflments obtained in
Step 2¢2.

f. Calculate planning weighted pupil units by multi-
plying planning projected enrollments obtained
in Step 2e times student weighti.g factors (if used
in distribution of revenue).

3. Combine potential federated districts and/or adjust
parameters until organizational structure parameters
in Step 1 are met.

a, Estimate building, central office and total adminis-
tration program requiced appropriation using a
plausible trial numbr;r of potential federated district
members, planning enroliment from Step 2e, ratios
and FTE data from Steps 12, band c and estimated
cost data from Step 2b.

b. Estimate federated district general fund revenue
using base year pupil unit expenditures from
Step 2c3 and planning enrollment from Step 2e.

¢. Estimate general fund appropriations for al]
administration programs (Step le times Step 3b)
and appropriations for building and district level
administration programs (Step 1f times Step 3b).

d. Compare estimated required federated district
building, central office and total administration
program appropriations (Step 3a) with available
tederated district allocations (Step 3c). An excess
of required administration program appropria-
tions over available allocations indicates that'the
organizational structure does not satisfy budgetary
requirements of the parameters established in
Step 1.

e. Recycle the model with other combinations of
potential federated district members and/or
adjusted organizational parameters until one or
more adequate and acceptable organizarional
structures is identified.

RESULTS OF A SIMULATED TEST

A simulated test of the federated district planning
model was conducted using 20 school districts serving
all or part of ten rural counties in southwestern Minnesota.
The planning mode] was programmed into an Apple-
works™ spreadsheet to facilitate changing organizational
parameters and combining puiential federated district
members. T he convenience of the spreadsheet prompted
collection of additional base year descriptive data (area,
1980 U.S. Census, FTE professional staff, unappropriated
fund balance, adjusted assessed valuation and bended
debt) to be incorporated into computer generated profiles
of alternative federated district configurations.

The spreadsheet program made it easy to recycle the
model many times using different organizational pzram-
ciers and potential member districts. One limitatics. of
the simulated test was the lack of involvement by
representatives from potential member districts who
would have added realistic political, vested interest
and local preference dimensions. The organizational

l pprameters used in the final run included the following:
L
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a. Elementary student to principal ratio—300:1.

b. Minir n secondarv enrollment (grades 7-12) to

principal ratio—+50:1.

¢. One I'TE central office administrators each—-super-

intendent, business manager and director of per-
sonnel.

d. Allowance for enrollment decline beyond five-year

projection— 10 percent.

e. Proportion of general fund expenditure for adminis-

tration— 10 percent.

f. Proportion of administrative expenditure for build-

ings—75 percent.

g. Proportion of administrative expenditure for central

offica—23 percent.

The smal:sst federated district profile that satisfied all
model parameters included eight existing districts with
K-12 cnrollments ranging from 142 to 368 students.
Projected enrollments for these member districts would
decline from 4,119 to 3,996 in the next five vears.
Combining base year datafc  hese eight districts indicated
that they would have had a general fund expenditure of
about $11.719,000, an adjusted assessed valuation of
$175,142.000, an existing bonded debt of $3,974.000
and an unreserved fund balance of $1,284,000. Were
these eight districts to accept the federated district model,
they would maintain an elementary attendance unit 1n
each town, but operate no more than five regional
secondary schools instead of the present eight.

Further study of federated district feasibility and policy
implications are needed. The federat:d district planning
model is, at best, a first step. An adequate organizational
structure is a means toward the ond of providing a
- amework o1 vehirle for aggregating and deploving
tinancial, personnel and fixed asset resources to deliver
educational services. Within the ccatext of a federated
district organization plan, subsequent supporting plans
for instrucnional support, student support, co-curricular,
food service, transportation, plant operation, debt service
and other programs are necessary components of a
comprehensive planning effort.

State education agency approval of local federated
district plans should be required in fulfilling the state
constitutional mandate for a uniform system of public
schools and advancing the state’s collective interest in
quality education. The approval process would provide
for a) enforcement of minimum standzrds or acceptable
ranges adopted by the Legislature or the State Board of
Education, b) insure that “islands” of educational
Jeprivation would not occur betwer.n federated districts
and c) provide third party revlew of plan feasibility.
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School Size

ﬂ Educationul Research Service, Summary of Research
on Size of Schools and School Districts ERS Research
Brief. Arlington, Virginta: 1974, 65 pages. ED 140 458

what are the existing and recommended sizes for schools and
school districts in the United States, and how can the shortcomings
ot being too small or too large be overcome? This summary of the
Interature cn the size 1ssue answers these questions and provides a
wealth of intormation and recommendations that can help adminss
trators determine optimum school and distnict sizes

Existing elementary schools have an average enroliment of 401
pupils, while the average secondary school has 751 students Urban
and larger school districts, as expected, tend to have larger schools
than do rural and smaller districts

Minimum, optimum, and maumum school sizes, as recom-
mended by researchers and practitioners, vary widely Recommen-
datons for elementary schools, for example, range as follows
minimum sizes —175 to 720 pupils, optimum sizes — 350 to 720. and
maximum sizes — 350 to 1,500 Recommendations for middle, juntor
high, and sentor high schools vary similarly

This publication reviews seventy-five studies conaucted to deter-
mine optmum sentor high school size The numerous studes are
c'assified and discussed according to the measures of quahty used,
such as per-pupil expenditure, pupil achievement, curriculum offer-
ings, special services, pupil and staff relations, and success after
high school

The inadequacies of small schools can be minimized in numer-
ous ways. If only one teacher 1s available for several advanced
covrses, for example, muluple classes’ similar to the one-roum
school can be utilized. Technological advances such as pro-
grammed instruction or computer-assisted instruction might also
help Students can be enrolled 1n supervised corresponden: »
courses or on-the-job training, of mimicourses on speaiahized topics
may be taught.

The prmary strategy for mimimizing the problems of a large
school is to break the school into various “houses” or “schools-
within-a-school.” included are sixteen tables and an extenswe
bibliography.

ERIC Clearinghouse on Educational Management.
School Size: A Reassessment of the Small School
Research Action Brief Number 20. Eugene. Oregon
University of Oregon, 1981 4 pages, ED number not yet
assigned.

“The optimum schoo! size 15 the one that supports the kind of

education the community wants at a cost it 1s willing to pay ™ This
sensible conclusion contrasts sharply with the near consensus
among educational policy-makers of recent decades that bigger
schools are better schools.

After tracing the dramatic success of the school consolidation
movement, this Research Action Brief surveys empirnical evidence
on school size (mostly high schools), finds most of it unreliable and
concludes that school leaders in search of the be:t school siz¢
should look beyond the research to the preferences of their publhics

Research supporting the arguments that larger schools are
cheaper and more educationally comprehensive abounds But
much of this ewidence favonng larger schools cannot withstand the
stress of critical exammation Many of the studies are improperly
controlled, methodologicaily unsound, or take too narrow a view of
the size i1ssue. For example, a positive relationship between larger
size and student achievement was found hy several studies but
when later studies controlled for students’ intelligence or
socioeconomic class. the relatianship disappeared

Despite these flaws, there 1s reason to conclude that “the
optimum range of high schools in terms of cost effectiveness s
probably in the neighborhood of 1,600 to 1,700 <tudents, gve or
take a hundred.” There are many local factors that must be taken
.nto account, however, when applying this range to a particular
school.

In a time when school closures elicit strong negative public
feeling, school administrators should see in the school size 1ssue an
opportunity to recapture support by a public that still prefers small

neighborhood” schools. Some of the obvious limitations of small
schools— such as staff inflexibility, .ack of specialists, and hmited
resources— can be overcome by a little imagination and footwark
In terms of economy, “efficiently run small schools can cost about
the same as ineffictently run large schocls” In the end, schonl
officials “need to be as concerned with parent and community
perceptions of the quality of the schools as they are with suchissues
as comprehensiveness and costs per student ”

3

Fox, William F. Relationsh.ps between Size of Schonls
and School Districts and the Cost of Education Tech-
nical Bulletin No. 1621, Washington, DC Ern-
nomics, Statistics, and Cooperatives Service, Depart
ment of Agriculture, 1980, 33 pages ED 187 029

In 1930, there were 128,000 public school districts and 262 000
public elementary and secondary schools in the United States In
1970, despite a doubling of public school enrollment, the number of
distncts had decreased to fewer than 17,000 and the numher ~f
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schools to less than 90,000

The consolidation movement assumed that larger schools and
districts would provide increased ectnomy and efficiency in the
delivery of cducation. Intensive research on the relationship
between cost of education and school size, however, was not begun
until the late 1950s, and this tesearch, says Fox, has given incon-
sistent results To help explain some of the consistencies in this
research and to draw some overall conclusions from it, Fox here
examines the theoretical, methodological, and empirical bases of
over thirty studies on the 1ssue of size economies in education.

Per pupil school costs appear to be characterized by a U-shaped

average cost curve,” states Fox. meaning that “optimum” school
sizes apparently do exist Optimum size, however, depends on other
factors, such as population density Thus, studies conducted in rural
areas found smaller optimum sizes than did studies conducted in
urban areas, which found optimum high school sizes of between
1,400 and 1,800 pupils

Numerous weaknesses exist in nearly all these studies, however,
states Fox. “'The theoretical underpinnings of nearly all of the mter-
pretable studies are deficient and some may suffer from data diffi-
culties,” he states. Thus, though the existence of size economies
appea's certain, the weaknesses in each study “raise doubts about
the ex ict size of any economies

Otler difficulties also exist. Many studies do not consider how
other costs —such as transportation — change with school size Size-
economy “may also depend _,on whether new buildings will be
constructed or whether students will be redistributed among exist.
ing schools.” Finally, quality of life {for example the existence of
neighborhood schools) and quality of education must be consid-
ered in determining optimum school size

4} Guthrie, Jam=s W. “Organizational Scale and School
Success ” Educational Evaluation and Policy
Anaiysis, 1, 1 (January-February 1979), pp 17-27 E)

207 325

The school consolidetion movement,” states Guthrie, “perhaps
reflects one of the most a.wesome and least publicized governmen-
1al changes to occur in this nation duning the twentieth century ™ In
this excellent and well-written article, Guthrie recounts the historis
¢ al development of the consolidation movement, examines closely
some of the research evidence regarding school and distrizt size.
and suggests a number of strategies for future research on the size
1ssue.

Between 1930 and 1972, the number of school districts in the
nation decreased eightfold and the total number of schools
decreased threefold, while the nation’s school population doubled
Most of the decrease in the number of schools was due to the
elimination of one-teacher schools, which Guthrie calls “‘the modal
experience in 1930.”

The justification provided by policy-makers for this grand “meta
morphosis” of the nation’s educational system was that larger
schools would be more economically efficient and would provide
better instruction than would smaller schools Cost savings were to
result from operating fewer administrative units and from purchas-
ing supplies centrally

Several recent studies have pointed out, however, that most scale
economy studies using rural schools have failed to take transporta-
tion costs into account Savings garnered from centralized purchas.
ing may also be subsequently lost by increased school district
distributional costs. “Evidence in favor of cost savings associated
with larger size szhools and school districts 1s, at best, ambiguous, *
Guthrie concludes, especially in rural areas where consolidation
has been most dramatic

For aandicapped students, larger <choals do appear to offer
distinct advantages in the form of spectalized services gut for

“normal” students, Guthrie maintains, the “"advantages of size so
strongly proclaimed by consolidation advocates are + dom sup-
poriad empirically.” Again,*  2vidence that “bigger .. better” is
ambiguous. Guthrie concluges by outlining a “school scale

research agenda.” ,

5 Hess, Fritz; Martin, Wilfred; Parkes, Donald; and
Beck, Jerry. “School Size and Its Effects on Achieve-
ment and Other Educational Issues.” Chapter 1 of
Issues in Education: A Documentéd Look at Seven
Current Topics, compiled by Fritz Hess and others,
pp. 1-21, 1976. ED 158 392.

~Is bigger really better, or do good things come in small
packagest” This question has been debated for decades by educa-
tors with arguments more often thzn not based on intuitive specula-
tion rather than on researched facts. But a good deal of empirical
research has been conducted on the relationship of school size to
academic, economic, institutional, and psycholcgical factors. In
this paper, Hess, Martin, Parker, and Beck review the methodolo-
gies and results of a large number of these studies and draw some
general conclusions from them.

The preponderance of existing research has focused on “the
connection, or lack of it, between school size and such academic
factors as pupil achievement, success in subsequent education, and
range of curriculum offerings,” state the authocs. Many studies
found no significant relationship between school size and pupil
achievement. Others, however, found that larger schools produced
better results. The available research, conclude the authors, sug:
gests that larger schools, within “reasonable upper limits,” are
“conducive to higher levels of pupil achievement than their smaller
counterparts.” .

Researchers have found little relationship between school size
and subsequent pupil success or failure, when differences in ment:
ability of students were adjusted for. Definitive relationships, how
ever, exist between school size and range of curriculum offerings.

In economic terms, the authors state, “the bigger equals better
adage has a basis in research.” As with academic factors, a variety
of optimum sizes have been proposed by researchers, but ingeneral
larger schools seem to be more cost efficient. .

Researchers generally acknowledge that close staff-pupil rela:
tionships can be more easily achieved in smaller schools. Other
researchers have demonstrated that “smaller high schools were
meare conducive to participating, emotionally healthy student
populations.”

Most existing research, the authors conclude, indicates that
larger institutions, in general, are often more desirable Efforts
should be made, however, “to compensate for psychological and
emotional factors in such schools.”

@ Hickcox, Edward, ard Burston, Geoffrey. “The Ques-
tion of Size.” Education Canada, 13, 3 (September
1973), pp. 41-43. £) 088 789,

Research has not yet revealed—nor is it likely to reveal —an
“optimum” school or system size. The work done on the ~+testion of
organizational size, Hickcox and Burston point out, “nther than
articles based on a fuzzy idealism or some sort of idealogical bias,
shows, in a convincing fashion, that there is little relationship
between size of system, school or class, and any productivity
measures.”

Some studies do indicate that size—"in combination witll’

mynad of other factors”—does have some effect cn out

measures But because of the complex relationships, “no one so

has been able to isolate the effect of size in any significant way *
Hickcox and Burston believe that the central concern of adminis-
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trators should be the learning relationship between teacher and'
student. “The administrative structure, no matter what the size,
must support that relationship,” they state ‘hus, educational
policy-makers and administrators “should focus their energies not
on how large schools should be, but on how to organize them, given
a particular size.”

When decisions about school or system size must be made,
administrators should consider other factors besides cost and
student development. Geographical factors—such as population
density—~should be taken into consideration. Likewise, history and
tradition, as weli as political considerations, may be important. But
“size per se is not the crucial factor,” the authors emphasize. “Other
factors important to the learning situation have to be taken into
consideration.”

7 Huling, Leslie. “How School Size Affects Student
Participation, Alienation.”” NASSP Bulletin, 64, 438
(October 1980), pp. 13-18. E) 232 068.

Do students in small high schools participate in extracurricular
activities more than students in large high schools? Are students in
small schools less “alienated”? According to Huling, educational
research and literature indicate that the answer to bath these
questions is yes.

One researcher, for example, found that only 32 percent of the
students in large (1,500 or more students) schools participated in
one or more school activity, while in medium-sized schools
(€00-1,499 students), 76 percent participated. The reason for ti.
difference is that smaller schools have about the same number of
extracurricular activities available as do larger schools and, thus, a
larger proportion of students in small schools can fill “positions of
responsibility.” s one researcher put it, in small schools students
are “generally less expandable.”

Another study discussed by Huling examined marginal™”
students n differenisized schools In small schools. margnal
students “were similar to their regular schoolmates in the sense of
obligaticn they félt toward participating ™ school activities ™ In
large schools, however, marginal students, as a group, reported
“little, if any, sense of obligation.”

Student alienation, Huling points out, 1s difficult to measure
precisels, but some studies shed indirect light on the reiationship
between school size and student alienation In general, these
studies indicate that “students in small schools are less alienated
than students in large schools.”

@ McGuffey, Carroll W, and Brown, Carvin L. “The
Relationship of School Size nd Rate of School Plant
Utilization to Cost Variations of Mamtenance and
Operation.” American Educational Research Journal,

15, 3 (Summer 1978), pp. 373-78. E; 189 652,

Does the per-pupil cost of maintaining and operating a school go
down as school pepulation risest At what leve! of desigu capacity
does the per-pupil cost of maintenance and operation (M&O) reach
a minimum?

To find out. McGuffey and Brown tapped the computer banks of
the Atlanta (Georgia) public school system, which hold data on
school populations and cost of school plant operatioas. Altogether,
they examined twenty-three high schools and thirty-three elemen-
tary schools.

Independent variables included the size of each school and the
utilization rate of each school — computed by dividing the school’s
population by the design capacity of the school plant. The depend-
ent variable—pupil cost for M&O—included "“maintenance
matevials, labor, custodial supplies, custodian salaries, all utiities,
and miscellanecus items normally charged to maintenance and
operations fiscal accounts.”

As expected, larger schools had a significantly lower per-pupil
cost of M&O than did small schools. High rates  plant utilization
also led to significantly lower per-pupil M&O costs. Both relation-
ships were stronger for secondary schools than for elementary.

The lowest predicted per-pupil cost of running secondary and
elementary schools in Atlanta would be achieved by operating
them at 114 percent and 135 percent of their design capacities,
respectively. However, schools should not necessarily be operated
above 100 percent of their design, the authors warn, because their
study did not consider such pertinent factors as the potential for
group conflict and the violation of individual space requirements in
overcrowded schools.

@ Ratsoy, Eugene W., and Bumbarger, Chester S.
“School Size, Cost and Quality.” Canadian Adminis-
trator, 15, 5 (February 1976), pp. 1-5. E) 138 044.

The “deification of bigness in education” has led to efforts to
consolidate educational systems in both the United States and
Canada. Because of declining enrollments, population sparsity, and
geographical bartiers, however, small schools will persist and may
even grow more numerous in the future. In this monograph, Ratsoy
and Bumbarger compare small and + e schools and recommend
some steps for overcoming the disadvantages of small schools.

Several studies show that "in general, the smaller the schoci, the
less well-prepared is the staff in terms of degrees held, ye:ars of
experience or certificate held.” Staff members in small schools,
however, take on a broader range of tasks, and teachers often teach
vutside their area of specialization.

The curriculum offered in larger schools, state the authurs, is
broader. On the other hand, 3 greater percentage of studenis in
small high schools participate in extracurricular activities than do
students in large schools.
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Research companng stugent achierement . smail and large
schools 1s contlicting, at feast in part due to tlawed expenimental
design A recent studv ot schools in Saskatchewan, however, found
that there were no significant relattonships between performance
on the Canadiar Test ot Basic Skills and such organizational factors
as size of school ..ze o _lassroom enrollment, class and grade
orgamizauon, or transportation to school

Several studies snow  "at smail schoois cost more per pupil to
operate and many state, and provinces provide extra tunds tor
smail schools Suggestions ror ./mproving smail schoois inciude the
use Ot «tinerant spec.anst personnei such as coaches and art and
drama nstructors, expansion of ubrary resources tor independent
study, greater numbers ot extracurnicular activities, and work
expenence programs in cooperation with iocal industries

10

Schneider, B2rhara L. America’s Small Schools. Unk
versity Park, New Mexico. ERIC Cleannghouse on
Rural Education and Small Schools, New Mexico
State University, 1980, 53 pages. ED 167 508

*Are small schools better places for educating elementary and
secondary school students,” Schneider asks. or have Americans
simply adopted “big * » small* as the latest panacea for improving
education? To shed nght on this question, Schneider here examines
the diversity of small schools and reviews the research that denti-
fies the strengths and weaknesses of small schnals,

Small schools are usually regarded as sync..;mous with rural
public.schools, savs Schneider, yet the matter 1s not that simple. A
varnety of “*small” schools exist. not only in rural areas, but in urban
and suburban areas as well. Publicly funded small schools include
rural schools, Indian schools, schools for American depencents
overseas, al.trnative schools, and special schools for the mentallv
and physically handicapped. Prvately funded small schools
include religious and nonreligious schools, boarding schools, and
academies,

So do small schools provide a better educationa! experience?
Unfortunately, says Schneider. the answer to that question 1s hard
to come by There 1s only 3 small amount of research exploring the
relationship between school size, economics, and quality of educa-
tion, and most of this research 1s inconclusive or inconsistent.
Schneider reviews some of this research and concludes that before
policy-makers jump on the small school bandwagon, they should
carefully consicer the strengths and weaknesses of small schools.

Sher. Jonathan P., and :l'ompkins. Rachel B. Zcorem.
Erficiency. and Equality The Mvths or Rural Schoor
and District Consolidation Washington D €

National Institute of Education, 1976, 47 pages ED.

1

135 307

Rural school and distnict consolidation ha< been the mos« suc-
cesstullv implemented educatior _} policv ot the past fiftv vears
state Sher and Tompkins Although not entirely devoid of worth the
strengths of the movement have been greatlv exaggerates, .t
weaknesses often ignored. and its overall ments as a strategy for
educational reform and imi. dvement grievouslv overstated and

-~<old " In what 1s perhaps the best cntical analyss oi the school
consohdation movement to date, Sher and Tompkins here openiy
arack the research evidence, the rationale, and the “mvths’
supporting rural school consolidation.

ichool zonsolidation has beea and continues to be implemented
with enthusiasm, a fact that would lead one to expect the empirical
evidence supporting consolidation to be overwhelming. But 1t 1s
not, state these authors. The evidence 1s incomplete; the researchis,
with rare exception, methodologically unsound: and the conclu-
sions of the studies on consohidation are “*at best, inconclusive, and,
at worst, simply incorrect.”

The authors question the “myth of economy™ on the basis that
most studies have failed to acknowledge diseconomies of scale —
particularly in areas of transportation and purchasing—that often
diminish or totally negate economues of scale. “The point s not that
economies of scale are non-existent in rural education, but rather
that they must be considered in conjunction with existing dis-
economies.”

The authors then examine the “myth of improved qualitv.” The
work of James Bryant Conant—whose 1959 study of the American
high school was a powerful stimulus for consolidation—is closil‘

examined. After using some of Conant's own data to unda-r.une
arguments, Sher and Tompkins conclude that Conant’s Lentral con-
clusion s “certainly incomplete and probably incorrect.” Other
research evidence—including the 1966 Coleman report—~is
marshalled as evidence that school size is not significantly corre-
lated with student achievernent.

The authors conclude with an illuminating discussion of why the
assertions of the consolitation movement wentunchallenged for so
long. They emphasize throvghout a balanced approach to the
consolidation question and che prirnary importance of local circum-
stances in determining the externi¢ of rural consolidation,
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Managing Declining Enroliment

Abramowitz, Susan. “The Dilemma of Decline”
ﬂ Paper presented at the National Association of State

Boards of Education annual meeting. Williamsburg,

Virginia, October 1979 13 pages €D 184 233

In the early 1970s, declining enrollments caught many educators
off guard. Currently, most districts are still expenencing decline, but
in other distracts within the same state or region, enroliments might
be increasing. In short, growth and decline are occurnng simul-
taneously and many districts dont know what to expect next
These conditicas, states Abraniowitz, point out the need for
improved educational managemer.. particularly planmiag. In this
document, Abramowitz outhines some of the actions that state
governments could take to ard local districts in managing dechine

Most district managers are unable to make accurate predictions
ot future enrollments because of ditficulties in obtaiming and
utihzing data about population and economic tiends These diffr
cutties would be alleviated, says Abramowitz, f states developed
rehable systems for the collection and dissemination of information
on economic conditions, migration patterns, and other social and
economic indicators

States could provide other forms of technical assistance to ds.
tucts as well, particularly assistance designed to improve manage
ment practices The National Assoctation of State Boards of Educa
tion, the National Schoo! Boards Assoctation, and other
professional associations could also help, says Ak nowitz, by
publishing information, holding seminars, and offeru- , rainmng pro-
grams and workshops on the management of decline

Declining enrollments also threaten recent gains n affirmative
actinn and special services. The state celd intercede to protect
affirmative action, Abramowitz contends, and could help alleviace
the impact of cuts in special service funding by prorrating the
establishment of regional units or consortiums of distncts among
which the costs of these services could be shared

G Bishop, Lloyd. “Dealing with Declining School
Lzy Enroliments.” Education and Urban Soctetv. 11, 3
{May 1979), pp. 185-95 E} 205 697

Before a schoor Jdistnct can deal effectively with the complex
pohitical and organizationz | aspects of dechning enrollment, it must
have accurate data on tut :re student enrollments and on the con-
dition ot ali school facilities Bishop here provides suggestions for
solving these technical problems of accurate data gathenng  and
discusses other general strategies for dealing with decline

Declining birthrate is of course the primary cause of enroliment
declines nationwide But locally, other demographic factors may be
2t work and should be considered carefully to obtain a more
accurate enrollment forecast. Bishop lists many of these factors,
including resdential housing pattems, local building costs, 1n- and
out migration. at housing development, and past population
trends.

After accurate data have been collected, the district should
establish and " licize the criteria it will yse to decide which
schoolstoclo.  fo reduce public outcry, “these criteria should be
announced well in advance to the community so the ground rules
are understood prior to any public report on the consolidation of
schools.” Criteria to consider include facility condition, the effect
of closures on racial balance, physical and natural barriers in the
community, and changed student transportation needs.

To ease the stress of closing schools, Jistnicts should solicit

>mmunmity and school personnel input through opinion surveys
and advisory committees. If these commuttees are open to wide
community participation, they can provide an excsilent means of
providing various nterest groups a platform for discussion,” states
Bishop, and thus can “defuse potential conflicts” over school
closures

3

Dembowski, Frederick L “The Effects of Declining
Enrollments on the Instructional Programs of Public
tlementary and Secondary Schools ** Paper
presented at the American Educational Research
Association annual meeting. Boston, Apnl 1980 24
pages. ED 184 208.

In recent years, numerous articles have been wntten giving
advice on how o deal with the problem of dechming enroliment
Most of these recommendations, however, have concentrated on
the tiscal impact of declining earoliment, whereas the impact cn
nstructional programs has been largely overlooked. To help fill this
. oid, Dembowski conducted a nationwide survey of school districts
to determine both the effects of declining enrollment on instruc-
tional programs and school adnunistrators’ responses to the
problem

Dembrowski sent questionnaires to 32¢ "ol districts of varying
size, geogrzohical location, and “perce... °ident poputation
<hange (ADM) from 1970-1977* and recewved ‘45 responses The
survey showed that between 1970 and 1977 districts with declire~g
enrollments had, in general, more dropouts, a higher median staff
age, an earlier teacher retirement policy, increased teacher certifs

145




Q

ERIC

Aruitoxt provided by Eic:

cation requirements, and more staff relocation than did districts
with increasing enroliments Dsstncts with declining enrollments
also tended to use altemative educational approaches more and to
replace their instructional matenals less often Districts with
increasing enrollments indicated less change in the quality of
educational progran:s — either up or doven — than did districts losing
students .

Gistricts with high rater uf decline were not reducing the number
of courses they offered as fast as they were reducing the number of
staff teaching those courses Apparently school districts are not
reducing their comprehensive educational programs” if they can
retain “teachers versatile enough to teach all these courses.”
Dembowsk: observes

As districts decline in enroliment, tie amount of space allotted to
each nstructional area does not increase, but instead stays about
the same Dembowski specuitates that districts must be getting rid
of excess space instead of expanding into it.

p Eisenberger, Katherine E. “How to Learn to Manage
@ Decline 1n Your School System * American School
Board Journal, 165, 7 (July 1978). pp. 36-38. E) 183 255

Long-range planning 1s essential for dealing effectively with
dechning enrollment Yet a school board's decision on the district's
long-range plan will be neither forceful nor consistet.t «f voting 1s the
pnirnary method of decision-making. Developing a workable, long-
range plan for dealing with declining enrollment, Eisenberger con-
tends. requires a consensus-based system of decision-making. To
make consensus work for something so extensive and complex as a
long-range plan, Eisenberger suggests a “divide and conquer:
approach to the decision-making process

Fir« alist of the proposed segments of the plan should be made
Sections on which everyone can agree should be put aside.
Segments over which there is disagreement should be listed and a
record made of the pros and cons ‘or each Next, areas of partizl
agreement in the pros and cons should be searched for “This
narrowingdown,” says Eisenberger, “creates a sense of progress and
can generate a positive frame of mind.”

The areas of greatest disagreement should be specifically identr
fied, and discussion should tocus on these areas until an agreement
sausfactory to all board members is reached "Objections occur for
specsfic reasons,” Eisenberger points out ~ldentifying these
concerns and finding ways to resolve them are essential to arriving
ultimately at over-all consensus *

Once the entire plan is assembled, each board member should
sxplain why he or she approves of the plan “This final phase in the
process is vital * states Eisenberger, “because it clarifies cach board
member's point of view, signals solidarity,” and prepares the board
for the important work of selling the plan to school personnel and

the community
tics of Education * Education and Urban Society, 11,
3 (May 1979), pp. 418-30. E) 205 703.

Normally, school districts and other political systems continue to
operate even though fundamental, unresolve.’ tensions remain in
their political structures “Declining enrollment problems terd to
heighten or make manifest” these latent tensions, says lannaccone
‘The nolitical neive hit by declining enroliment problems every
where —one of its universal pohitical aspects —1s the somewhat
hidden political tensions already present in the local political
system

The management of declining enrollment weuld be easier of
school administrators understood the politics of education. in
particular the ways districts react to a stress such as declining

. enrollment and then eventually stabilize again The patterns of

lannaccone, laurence. “The Management of
Decline Implications for Qur Knowledge in the Pols
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reaction to such stre: ses have been studied in schoo! districts, states‘

lannaccone, and marny of these studies have predictive power It 1s
clear, though, “that educational administrators are either unaware
of this body of researck or do not make the inference needed to put
the exirung knowledge . . . to work as they address the problems of
declinrmig enrolimente*

Part of this “existing knowledge concemns the interaction of
technical information and political values in the policy-making
process Ateacihstage of the policy-making process, technical infor-
mation {such as enrollment projections and facilities reviews) 1s
used primarily “to crystallize political inputs to a policy choice
School administrators should remember that their role in deating
with dechning enrollments 15 nne of “political conflict manage-
ment " and should avoid becoming ‘wedded to the implied technr
cal solutions” to the problem.

In this interesting article, lannaccone also critiques and reflects
on several of the preceding zrticles in the same issue of Education
and Urban Socrety, which describe how districts ranging i1 size from
rural to large-urban have responded to declin:ng enrollments

sota Approach.” Phi Delta Kappan, 61, 6 (February
1980), pp. 406-10, E) 215 961.

School distnct planning in Minnesota has traditionally heen
decentralized, When Minnesota schools began expeniencing declin-
ing enrollment in the early 1970s. however, this decentralized plan-

Mazzoni, Tim L. and Mueller, Van D. “School
District, Planning for Enrollment Decline: 1he Minne-

sition to smaller school systems.

ning system failed to provide adequate gurdance for a smooth tra:.

In the mid-1970s, the state legislature finally stepped in an
passed three laws specifying planning and orgamizational proce-
dures for the state’s school distncts. In this informative arucle,
Mazzoni and Mueller detail these laws, descnibe the recent history
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of state responses to declining enrollment, and discuss the implica-
tions and future of state planning in Minnesota.

In 1971, when schoal enrollments were at an all-time high, the
legislature passed its first bill to »cushion” a district’s revenue 1255
restlting from declining enroliment Between 1973 and 1977,
several other statutes were a.nended or created to ease the impact
of declining enroliment

In early 1976, the legislature established the state’s first school-
planning law, which authonzed the establishment of Educational
Ceoperative Service Umits (ECSUs) ECSUs are designed both to
excourag® regional educational planning and to provide educa
tional services on a regionaf rather than a local basis if students are
better served thatway Inlate 1976 and 1977, the legislature passed
other biils requinng districts to use curniculum evaluations and
planming as well as compr.hensive planning on both regional and
distnct levels.

The authors draw three conclusions about Mmnesota’s response
to declining enrollment First, "it did not require a cnisis for state
government to respond to changed conditions” in Minnesota,
though the state's response “‘was reactive, not anticipatory ™
Second, state officials provided leadcsship through the nitiation of
texislative responses, often in the face o ;ubstantial resistance
from spectal-interest groups Third, ~political bargaining, not
rational design, was the central dynamic of the policy-making
process,” a result to be expected from any legislative process.

7 Nowakowski, James A. “Hidden Opportunities in
Declining Enrcliments.” American School and Uni-
versity, 52, 8 (April 1380), pp-. 40, 42s, 44. E] 221 566.

A few of the complex problems facing school districts today
“manage to be transformed by the passage of time into blessings
rather than curses  Declining enrollment, says Nowakowski, is one
of these sare problems As a case in point, Nowakowski describes
the inovative coping strategtes developed in a subutban Chicago
school district

Leyden Township Distnict 212 was expetiencing declining ¢nroll
ment and considered going to the “2-2 Plan” with its two high
schools. separating the lower and upper classes into the two
buildings Instead, the district decided to stagger the schedules of
the two high schools and bus some students back and forth to fill up
classes in each building. “A student could be bused for courses
from one school to another, losing only one period through the stag-
gering instead of the two periods if both schools were on the same
sehedule” explains Nowakowski. -

Several other advantages accompanied this arrangement. Each
building maintained its identity, and more students had an oppor-
tunity to participate in varsity sports. Also, the district could make
hus driving a full-time position instead of a part-time position, which
made it easier to find drivers.

Leyden school district has alleviated its staffing problems with an
innovative policy regarding leaves of absences. According to Super-
intendent David Byrnes, “the board encourages any teachers with
tenure to take a leave of absence if they've been thirking about it
for some time. We do this by offering to retain the tenure of that
teacher”

1he teacher can take an absence of one Gf huuie 2318 and can
return at the beginming of any school year without question as long
as~the reduction of force hasn't reached his or her seniority level.”
So far, the policy 1s working, “despite the seeming risk involved in a
board offering to retain the tenure of absent teachers.”

Relic, Peter . ~Don't Let Quality Fall with Encoll
g‘Q ments” American School Boird Journal, 167, 8
(August 1980), pp. 29-30, €} 230 084.

According to a recent survey, schoci board merabers coasider
declining enrollment to be the numboer one problem in public edv-

157 .

cation today. “But what really conanms board members,” Relic
cratends, “is the effect C2clining errollment will have on the
quality of local schools.”” In response to this concem, Relic here
offers several suggestions for helping school boards maintain
quality secondary schools in times of dectining enrollment.

An initial step is to define what is meant by “quality” “Are
quality schools oncs that produse student, with a firm command of
a few skills,” Relic asks, “or ones that produce students with a broad
background in mumerous disciplinest” The board must decide and
then use appropriate standardized tests to determine where the
district's students stand. Board members should also pay close
attention to other indicators of ;uality. such as the percentage of
students graduating from high school each year, attendance statis-
tics. and overall grade point averages.

Because fewer new teachers enter the school system in times of
declining enrollment, teacher inservice tr2ining becomes particu-
larly important for improving edurational quality Relic advises
boards to make sure that funding is adequate for inservice training
and curriculum development programs, to leave sufficient time in
staff schedules for faculty study, and to tap all pcssible sources for
ideas and development strategies for inservice programs.

Board members should also step up discussion with school offi-
cials, community members, and social science exp/ats about why
secondary schools are experiencing so much difficulty, Increased
dialogue, states Relic, “will help educators discover answers to their
questions about what has gone wrong with initiative, productivity,
and creativity in the U.S.”” Once boards underitand the problems,
thev an “move ahead with a redirection of purpose fo: schools.”

@ Wachtel, Betsy, and Powers, Brian. Rising above
Decline Boston: Institute for Responsive Educaticn,
1979. 200 pages. ED 180 082.

How can citizen involvement in de . Jions reyarding dechr ing
enrollment be enhances? This is the question both posed and
answered in this puvlication by the Institute for Responsive Educa-
tion, which was founded, states the preface, “to licrease citizen
participation in educational decision-making.”

Powers opens tha discussion with a description of the sequence
of events in a “ypical community following the recognition that
school enrollments are declining. The board usually appoints an
advisory committee of prominent and respoasible citizens to help
the central administration plan for declinizg enroliment. Although
the committees are supposedly autonomous, says Powers, “pro-
fessional adm nistrators usually end up playirg a firm and control
ling role in the preparation of advisory committee recommenda-
tions” As a result, when the advisory committee ard school board
present their recommendations regarding declining enrollment to
the ommunity. there is an uproar of protest over school closures
and the lack of public participation in the decision-making process.

Powers argises that this kind of public resistance to policies
»developed by professionals or professionally dominated com-
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mittees n 1solation from the community they serve” signals " a
profound change in the political climate of education ™ Citizens are
now demanding that they be involved in critical educational decs
sions. such as those surrounding declining enrollment.

The next six chapters of this book describe in detail the efforts of
citizens and school officials in .everal communities to find solu-
tions to the problems posed by declinirg enroliment. Reviewed by
contrbuting authors are descriptions Hf responses to declining
enrollment in Salt Lake City. Skokie (Illinois), the San Francisco Bay
Area, Lexington (Massachusetts). Boston, and two rural districts in
lowa

Wachtel concludes with an essay on ways to enhance com-
munity involvement in decisions about declining enrollment
Inciuded are descriptions of methods and tools needed to plan for
dechning enrollment, suggestions for conducting community
surveys, and numerous suggestions for further increasing citizen
influence on the district’s decision-making process.

Wendel, Frederick C., editor Maintaining Quality

n @ Education in the Face of Declining Resources. Brief.
ings in Educational Issues Number 2, Lincoln- Univer-
sity of Nebraska, 1979 141 pages. ED 176 366.

“Quality in the public schools, now and for the future, will
depend in large measure on the quality of the planning which the
society and educators provide “ Planning is a key theme running
through the nine chapters of this publication on managing enroll-
ment decline, written by eight professors of education at the Uni-
versity of Nebraska (Lincoln).

The initial chapter describes the “critical realities” present in
society that impinge on school governance The conflict between
declining enrollments and Americans’ “bigger 1s ‘better” « thic is
discussed in the second chapter

The third chapter explores in some detail systematic planning
models The five basic questions that structure the planning process
are, Why? Where are we now? Where do we wantto go? How arewe
going to get there? and, How will we know when we get there? The
planning model developed by the New Jersey Department of
Education is discussed in detad, and eight other planning models
are listed along with availability information.

The next chapter outlines appioac hes to the reduction of services
and programs. The four basic approaches described are “Amputate
Selected Programs.” “Trim Each Program,” “Allocate Resources
Based onUnique Needs of a Program,” and *Combining Programs.”

The remaining chapters discuss 1ssues related to student activity
programs, budget reviews, reductic in force, specia! education
programs, and the long-range implications of declining enroliment
Included is an extensive fifty-page annctated bibliography.

nﬂ Yeager, Robert F, “Rationality and Retrenchment, .

The Use of a Computer Stmulation to Aid Decision
Making in School Closings * £ducation and Utban
Socrety, 11, 3 (May 1979), PP. 296-312. £} 205 698

In the early 1970s, the Unit Four School District in Champaign
{Winois) was experiencing declining enrollment and had decided
that some schools would have to be closed. Yeager— a resident of
Champaign and a doctoral student doing a thesis on the yse of
computers i social studies education— here describes the develop-
ment of “a computer simulation of school closings™ that was
““developed to help the schuol Board members evaluate the conse-
quences of ¢.osing different schools.”

To help decide which schools to close, *the board established
several criteria, including students’ walking distances, number of
students bused, raintaining integration, and condicon of the facili
ties. Two things soon became obvious, says Yeager. many of the
criteria were quantifiable, and the interactions amony the cniteria
were confusing when more than one schon! was considered. Thus,
with the support of the administration and many cotnmunity
members, a computer simulation mode! was developed and data
collected for input,

*The Unit Four simulation was unique because it was designed to
show the effects of closing more than one school at a timz,” states
Yeager "It aflowed users to specify any combination of school
closings and see what impact that combination kad upon the
school board's criteria.”

The simulation used the PLATO IV computer systém for two
reasons: the system had powerful graphics capabilities; and, .

through a National Science Foundation grant, the system was
already being used in the district to teach elementary reading and
math. About forty PLATO terminals were already available in the
district’s eight schools, 5o the simulation was made available to any
community member who wished to use it

Interestingly, the school board's decision on which schools to
close “did not appear tn be affected by the data generated by the
computer simulation.” The simulation did have real valie, though,
concludes Yeager, because it provoked many discussians in which
assumptions about the delivery of education were identified and
debated.
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School Closing

Brody, Judith A. “How to Close a School and Not

n Tear Your Community Apart in the Process.” and
Beck, Wesley, W., Jr. “Everybody Got into the Act
When Blackwell Closed a School.” American School
Board Journal, 163, 6(June 1976), pp 31-35,46 E} 139
363 and 139 364.

Closing a school is necessarily an emotional and traumatic event
for a community, Brody states, but it need not tear the commumity
apart. Paths to successful closings lie in changing community
attitudes toward enrollment decline, iong-range planning, and
community involvement.

Community members often resist school closings because they
equate them witn community decline It is thus important for
administrators and the board o help citizens sze the benefits that
come with declining enrollment Fewer students and extra space
can provide opportunities far achieving racial integration, lowering
class size, and creating new community education centers and
more early childhood and adult education centers.

The easiest way of overcr.ung community resistance 1S
nvolving the community as extensively as possible in planning and
decision-making. Comtnunity task forces can study enrollment
trends and facilities and recommend solutions to the board Task
forces should be broac-based and include community members
opposed to a closing

Longrange planning for declining enrollment begins with
collecting data—past, current, and projected—on population,
birthrates, budgets, staff. and facilities State departments of
education might be able to help districts with this difficult task
After gathering and analyzing the data, districts will need to
develop policies for staff reduction, surplus space utilization, and a
host of related problems.

Brody supports her suggestions with several examples of district
action. Beck adds an extended illustration of a successful
community-guided school closure. Faced with rising costs and an
enroliment drop of 15 percent, the Blackwell, Oklahoma, schools
reorganized and converted one of four underused elementary
schools into a districtwide kindergarten and special education

Announcements
The next issue of The Best of ERIC will appear in September

A new edition of the Directory of Organizations and Personnel
Educational Management 15 available from the Clearinghouse at
$5 95 per copy (prepaid or purchase orders)

center The conversion brought curnicular ennichment as w.ll as a
$154.000 reduction in expenses. The work of a school-community
task force proved crucial to the district’s two-year reorgamization
effort

2 Educational Facilities Laboratories. Surplus School
Space: Options and Opportunities. A Report. New
York: 1976. 75 pages. ED 126 614,

Since enrotlments first started their decline, districts have found a
wide range of new uses for surplus school space, This report
discusses the many factors that can influence reuse planning, such
as population trends, state law. zoning ordinances, and the needs of
private schools, and provides numerous examples of how districts
and communities have put surplus classrooms and schools to use It
addresses concerned community members who might participate
in reuse planning rather than professional educators.

The first consideration for surplus space should rormally go to
eliminating undesirable buildings and to housing educational
programs and services, such as music, art, science, and vocational
education, nadequately served during the period of growth

Vacant school buildings can often serve a vanety of public
prograras as human resources centers. Such use is especially
desiraole when a community has fewer school-aged children, but
more young adults and senior citizens. The new programs can
contnbute to a sense of cominunity resurgence and growth and
help hold in town people who might otherwise choose to leave

Sometimes govemment agencies, such as a parks and recreation
department or a community college, can take over a surplus school
Another promising alternative for a district is the creation of a
nonprofit agency to take over the school buildings and manage
programs. Other options include filling surplus space with
preschool and adult education programs, leasing space to private
and other public schools, and selling a building for conversion into
housing or industrial use. This last option has the advantage that the
property will rejoin the tax rolls.

3 Eisenberger, Katherine E. “Enro!ment Dechine: The
Task Force.” Paper presented at the Amencan
Association of School Administrators annual
meeting, Atfantic City, New Jersey, February 1976 17

pages. ED 125 129.

One of the most important issues facing administrators in this
time of <arollment decline, decreasing public confidence and
increasing demand for community contro) is how to provide for
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@ Hosler, Galen, and Weldy, Gilbert R. *A Case Study-
How One District s Closing a High School * NASSP
Bulletin, 61, 407 (March 1977), pp. 35-46 E] 160 402.

Hosler and Weldy report the experience of the Niles Township
high school districtin closing a school The authors are principals of
schools affected by the closing .

After a year cf study and public involvement, the Niles board
cecided in the spring of 1975 to close one of its three schools and
transfer its students to the other two The decision raised a host of
unforeseen questions, and the district began its planning in earnest
The board issued a comprehensive position staiement and a general
closing plan, initiated further community dialogue, and appointed
two advisory committees of staff, students. and community
members. Or _ommittee considered the tasks of moving people
and goods, the other the future use of the building.

Following a study of closing alternatives, the first committee
.ecommended that a full sc:xool program be maintained right up to
closing, The board accepted this proposal in June 1976 and  enset
the committee towork devei aingdetailed plans for the closing, set
for June 1980 The commuttee divided its tasks among numerous
subcommittees for the articulation of certified staff, classified staff,
school curncula and services. and cocurricular activities and the
disposal of the library collection and school equipment Planning
for the disposal of equipment required nine groups

The uprooting of students, staff. and community brought by a
closing. the authors conclude, demands thorough planning. The
district's early start and careful, judicious planning, they believe,
will make the final transition smooth and routine

7 Leggett, Stanton. "Sixteen Questions to Ask —and
Answer—Before You Close a Small School
American School Board Journal, 165, 4 (Apnl 1978),

pp. 38-39. €J 175 6N

For years, districts have followed “the relentless demands of
economic prudence” and continued to close small schools over
parental and neighborhood protest. But now, Leggett writes,
districts are taking a second look at alternative means of keeping
small schools alive

The base issue, Le ggett states, is this' Can small schools find ways
to cut their per-pupil costs to keep them in line with those of larger
schools? His answer is “maybe ” He goes on to list cautions and
means for cutting costs that districts should consider before closing
a school.
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First of all, distnicts should not “jump to conclusions about
enrollment projections.” They may find that their presently err oty
space will be needed again in ten or fifteen years, and its
maintenance costs may be less than the cost of a new school.
Districts should also carefully examine overhead to make sure that
per-pupil costs are accurately evaluated. Many distnict budgets
have built-in prejudices against small schools, since they divide
special costs equally among schools.

Administrators have numerous possibilities for cutting small
school costs. They can establish multigraded classes; revise staffing
policies; use the pnncipal, secretary, and hibrarian for nstruction,
have faculty manage a school; use technology for instruction,
change from school to central focd preparaaon; make constructive
use of empty classrooms; eliminate the librarian and arrar-a
services with the public hibrary; organize the district’s custoatal
workers as a systemwide team; and find new ways to provide
services such as art, music, and physical education.

Leggett concludes by advising distnicts to operate their schools
on a program budget. V/hen each school has an individual program
budget, the district can bring in the public and ask for ways to keep
the costs down. And if 1t becomes necessary to reduce services or
close a school, the decision will meet with greater public
understanding and acceptance.

8 Peckenpaugh, Donald. “Closing a School? What the
(o) Principal Must Consider.” NASSP 8ulletin, 61, 407
{March 1977), pp. 20-30. €] 160 400,

Peckenpaugh lists and discusses nineteen tasks required of the
principal during a school ~‘osing, His work is based on the
procedures used by the Birmingham, Michigan, schools to close a
junior high school.

After the decision to close has been made, a principal’s first task
is to review his or her assignment to clarify all expectations and
responsibilities. The principal will aiso need at the start to update
the district’s enrollment study, review possible attendance!
boundaries for the receiving schocls, and establish an advisory
committee for community participation in the closing process.

As the closing proceeds, the principal will need to oversee the
following tasks: reassignment of staff and students; a public
information campaign; orientation programs for students, parents,
and staff; new transportation arrangements; coordination of school
curricula and cocurricular activities; students’ constructive
expression of their feelings; disposal of business and student
records; division of school equipment; and moving of equipment
Only after all these concems are met comes the actual ~losing of
the school.

Peckenpaugh fills out his list with advice. He gives the following
suggestions, for instance, to help principals divide up a school’s
equinment, fumiture, supplies, and materials. Principals should
assign someone to coordinate this task, start with an accurate
updated inventory, and work up a defensible rationzle for the
division. One possible rationale calls for sending equipnient first to
the receiving schools according to their needs and the number of
new students they gain and then to all other schools according to
their needs. Principals will also need to pay special attention to
school trophies and to class gifts and items purchased by parent
groups. Fos the latter two, principals should seek out the advice of
the donors. And last, principals should remember that staff time will
be necessary for setting up the equipment in the receiving szhools.

Rideout, E. Brock, and others. Meeting Problen°s of
@ Declining Enrolment: Educational, Social, and

Financial Implications to School Boards of Dech'nin’

Enrolments. Toronto: Ontario Ministry of Educatio

1975. 104 pages. ED 140 396.

Nine detailed and provocative case studies recount a variety of
district responses to underused schoof space. Some districts have
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ettertne public rovnivement o chool planning  Ewxenberger
analvzes the <chool «losing task trece the most widely used form
of community involsement .n planning tor decline Her discussion
supplements that ot Declining Enrollment \Vhat to Do (see below)
A few key factors, Eisenberger writes, determine the success or
talure of the school closing task torce Furstis the length of time and
tvpe of task force Distre 1 yust "eginming to confront the rezlity of
«chool closings should use avenagod study committees, svhich meet
nce or twice a mooth tar nine monthe 10 a vear Second s the
composition and leack «myy a1 sbe rask torce Districts should seek
the mnst comprebans . o mpoarchip posuble The matter of
leadership admits of more rhoce an outade consultant or central
ottice admimistrator ma  <erve as a leader, the board may appoint
one or the task force may olect its own Third 1< the means of
wlecting members Members may volunteer. the board may
appoint them or community organizations may send
representatives Fourth s the charge of the task force whichmay be
general or specific
The most crucial factor 1« orgamizational structure Ficenberge
dlustrates some structusing possibilities with a case study of on»
successful task force At the first meeting, the leader should turn tF -
dreeussion away from chareed debate over school closure to such
practical matters as establiching a calendar of meeting dates,
deciding what meeting format to follow and identifving resource
peaple who can provide specific and technical data When a task
torce has to decide wiich schools ta close, it will need an objectine
method Fienberger descnibes in detail the use of the KEMEC
model, which identifies and ranks eight school closing crizna
sinilar to those given in Declining Enroliment VWhat to Do

@ Eisenberger, Katherine E., and Keough, William F.

Daclining Enrollinent: VWhat to Do A Cuide for

School Admunistrators to Meet the Challenge of

Declinmng Enrollment and School Closings AASA

Evecutne Handbook Series, Volume 2 Arlington,

Virgima  \mernican Association of School
Admuristrazors 1974 67 pages ED 111094

This report remains *ne Maor sourcebook on school closing
Although 1t sutfers from a diserderly presentation, it offers a sound
planning framework and much helpful advice

School clocings, the authors < ress, are not routine and merely
economic problems Their true issue 15 the people volved, and
thev demand the utmost skdl care. and effort n .aterg,orsonal
relations Parents, children, teachers, and prncipals must all
contront 1oss and the dittiw ult task of esiablishing theniselves in
new surroundings ~ome remedies tor the personal problems and
tensions ot a closng are community, staff, and student polls.
student visits to thewr tuture schools, teacher vistations and
exchanges, and simuiation exercises for board members and
adnumstrators  Aost important 1s the use of a tack force of
community membhers

Caretul cost-benetit snaly<is and building by building
comp tive studies must precede any selection ot schools for
closing Administrators should know the operating effiiency of
tunldings tor the next tive to ten years Therr financial knowledge
should cover capital outlay, heating, electrnical adequacy.
mantenance, insurance, and alternative facility use

The selection of schools for ch.sing, however, must account for
more than financial data Eicenberger and Keough suggest that
districts apply several other criteria in thew deliberations These are
a schools condiicn and fleubility, potential use, academic
excellence, capacity and present enrollment, and location Thus last
cntenon should include considerations of the distance students
have to travel to new schools, new transportation costs, and the
mantenance of a similar socioeconomic, racial, and ethnic mix

This rich study al<o includes a detailed school closing timeline
which marks aut specific actwaties three veais in advance of an

15

actual closing. a school closing checklist, and an enroliment
fvecasting method for ready use

5 Eugene Public Schools. Small Schools Task Ferce
Final Report Eugene, Oregon 1976 83pages ED 117
804

A ta<k force studying the possible closure of mne ol
lementary schools in this Oregon district of thirty one elem n i,
« hools concludes that the smaller schools even when rperye o
below three-quarters capacny, offer benefits that more thn
outweigh their extra costs At current population growth rates v«
enrollment should return to normal within the next decade +h .+ %
attendance boundartes may require some change

A strictly financial approach to closure fails to conader the 1%
of a school for its nerghborhood, the effects of closure on prege
values, and possible community resentment and reacten The
tinancial benefits of closing a <chool should also prove mie v
best The per-pupil 2xpenses of the smaller schools are nnb, *hre.
fifths of a percent higher than those of the larger schoals et +ta
net <avings of one school closure would represent only At
third of a percent of the total cost of the elementary schar .+ »
The opportunite . for student participation and the cre ..~ '
extra space for both educational and community progrim: * ke
the maintenance of schools worthwhile

This report offers an excellent example of how aloc ' °
community task force can study the demographic +
scaial, and philosophical issues of school closure and % 1
practical and clearly stated policy that fits the umique ne '
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communities, some bave  uersargdhy clised schools with
minimum of pain nd nthers have tollowed clumsy unilateral
planning into community battles and court The case studies
underscore the need for keeping *the rommunity well informed,
involving the community «n fiiding  Slutions, and starting with an
acceptable plan tor st i 3 g elasyre

The authors *~iliw "o e udies ath school closing
uidelines Ciagoing o % and plhnoing s the first and most
crucial step n 1 .« -mems at <shnnking schools
Compraensne ' ng © o+l o have proved partir ularly
helpful for many boards Sucb pline chould contain data, updated
annually, on enrollment « s tathing, faclities, and program

wlequacy Boards will alsc  1rt *n cansider the needs of other area
distnicts for a possible combined approach to enrollment problems

Boards <hould also develop a general policy for decluung
enrollments well before any need for action Community members
can then have the opportunity to express their concerns before they
have a personal involvement in the closing of ther own
neighborhood school A general policy should include cntera
covennag mintmum school size and utiization, advisory commuttee
use and appeals of board decicions

Also necessary are procedures for a schoo! review and a school
closure When a school’s enrollinent drops, a review should
produce alternative responses, which may ipclude establishing
multigrade classes, painng schools to save administrative costs.
adjusting attendance boundaries, and leasing vacant classroom
space, in addition to clos.ng The authors st and discuss the
essential actions and concerns for both school reviews and school
closings

ﬂ@ Sargent, Cyril G., and Handy, Judith. Fewer
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Schools have several vptiens for facility use dunng deciine,
Sargent and Handy report Newiy empty space can at first offer a
welcome opportunity e uou ular ennichment  As the probiems
become more senous  atints can use ouldings for new
ed.cational vses s b oas 1ternative schouls), open them up to
guvernment and community agendies, and lease and sell them for
cemmer,.al use A set of pnonties established in advance for the
ace of surplus space widl help cianfy district options and ease the
closing process

Alldistricts, no matter what their unique needs, require a plan fo.
school shrinkage, the authors emphasize A plan for shrinkage must

g ‘Jf“' J'“ _).?
'y JL.- I «u.u

."A"

AT Jisde by aif e ud

~ ""““’*‘j%‘“l G beton Jaleiss

PAFullToxt Provided by ERIC

ok VT R TN TR T o S P Vi T U TR VECR S G
nelude enrilmont (rever ens odyty <on S e r e o
and general adequacy and data on comminiy -pargac ,

analysis of the data. (4) a set of possible solutions anr 3 o~ o
among alternatives This latter should inciude a pistitic atien top o=
choice, a ime sequence for its completion and a coct analy sis « ¢ -'
the plans The authors advise istecte ta Aavalop ~eoh
rommnhenswe master Dldl\—l OVONNG, i, ORI Tor et el
orgamization, and physical plants —and a « “sure plan

the process of closing a scheoi w1 ol <Al act 70 e o
rules should gurde it Administeator v allow pleaty 0 vy
time " and involve the communty , anoming tor cinsings e
selecting the choices to be made Some educatars i.a
recommended a two-stage proces tncts should tirst precont
therr data as a whole for community discussion and acceptance
and only then should administrators talk about the specitics ot
closirig indwvidual schools

L’]{’ Sieradski, Karen. Implications of Decining

LL Enroliments for Schools. School Leadership Digest
Series, Number 17 ERIC/CEM Research Analvas
Series, Number 19 Arlington, Virgima: and Er:gene
National Association of Elementary School
Principals; and ERIC Cieannghouse on Educaticonal
Management, University of Oregon 1975 32 pages
ED 114 906

Dechining enrollments mean adversity, Sieradski notes, but hus
adversity offers challenge and opportunity Distnicts can mane
programs better as they condensc thern, and the process of «lnaing
sct sols can bring closer school-community relations There are rour
major imperatives for admimistrators in this penod ot decline
Accurate enrollment forecasting and planning long 1 advance of
recessary school r'~sings or reorganization are st gtieg
Educators also need to communicate with 1l ~~=d
affected —teachers, students, parents, and ¢« n.nit,
members —if they hope for any success

Some of the ways of easing the pan nt sc ool closings are cottes
hours for parents interschool visitations tor staff and students and
the .y of task forces A task force of <*itt, wiydents, parents, and
community members should fulfill the tollowing duties 1t shouldi1)
review the district s enrollront forecasting methods and data )
visit and rate each school according to its adequacy, i 3) establish
cnteria for deciding which schools to close, (4) recommend schools
10 be closed and the order of closure, and (5) recommend tuture use
of the closed schools
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