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ABSTRACT

SLOAN, MOLLY JAMES, A Study of the Implementation of a
Bureaucratic-Professional Model of Decision-Making at an
Elementary School., (1975)

Directed by: Dr. Dale L. Brubaker. pp. 147

This study analyzes and describes the implementation of
& bureaucratic~professional model of decision-making in an
¢lementary school in North Carolina. 1In the judgmeni of the
ciriginators of the conceptual mecdel for the school, the
bureauciratic organizational system was appropriate foir gover-
nance functions, since it deals with matters in which the ends
ai measurable, the means for reaching such ends are agreed
upon, and the causal relationship between means and ends is
concretely demonstrable. In the area of curriculum and in-
struction, however, the professional organizational form is
moice acceptable due largely to the abstractness of educational
ends, The vertical hierarchical bureaucratic system is less
appropriate than the horizontal professional system that de-
peiids on trust in the expertise of colleagues.

The case study method is employed in order to investigate
and describe the school during three different time spans:
Time Span I, 1972-73 when the school operated in traditional
fashion; Time Span II, 1973, spring and summer prior to the
implementation of the model (planning period); and Time Span
ITT, 1973-74, the school year and actual happenings. The

investigator has studied the elementary school as a socio-



political system with emphasis on sociological and political
aspect of the school. Elements of sociopolitical systems,
such as educational ends (purpose levels, goals, and object-~
ives), norms, rewards, sanctions, and evaluations served as
organizing concepts,

The study is comparative., It compares and conlrvuzic the
school as a sociopolitical system at three different times in
its history. In the process the investigator centers aittention
on the educational change process and in particular the relation-
ship between the person and the organization within the culture
cf the school,

Change brought about by individuals and organizaiions is
described as it relates to the school organization., Involve-
ment in the change process itself is reflected in the atiitudes
and behavior of participants. In this case the invesiiigator
was the Instructional Leader of one of six teams (team five)
in the elementary school., The research data were gathered
in the form of a weekly log kept by the team members. ‘the
present study is a record of the team‘s.attempt to provide
conditions for personal development of each child, an ~ttempt
to allow teachers and children to influence curriculum decisions

in order to meet levels of needs,
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CHAPTER 1
INTRODUCTTION

The purpose of this dissertation is to describe and
analyze a bureaucratic-professional model of decision-making
implemented in an elementary school in the State of North
Carolina, The bureaucratic form of organization depends on
a particular attitude toward authority: the member of the
bureaucracy is expected to accept the assumption that power
should comply with the commands of those who are higher in
the hierarchy. In the judgment of the originators of the
conceptual model for the elementary school being investigated,
the bureaucratic organizational system was appropriate for
governance functions for ''governance encompasses (and trans-
lates) the formal, legal rules and regulations which control
the overall operation of the organization."! Those responsible
for the governance functions in schools (administrators) are
politically responsible for their actions and therefore must
anticipate public reaction as well as deal with it after their

decisions have been made.2 The most appropriate organizational

1pale L. Brubaker and Roland H. Nelson, Jr., "The School
as an Organization: A Determinant of Social Studies Curriculum
and Instruction," Journal of Instructional Psychology, Volume 1,
Number 3 (Summer 1974), pp. 6-7.

21bid., p. 7.
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form for governance functions is the bureaucratic one for it
deals with matters in which the ends are measurable, the means
for reaching such ends are agreed upon, and the causal relation-
ship between means and ends is concretely demonstrable,l

In the area of curriculum and instruction, however, the
professional organizational form is more acceptable due largely
to the abstractness of educational ends, The vertical hier-
archical bureaucratic system is less appropriate than the hor-
izontal professional system that depends on trust in the exper-
tise of colleagues.2

The originators of the model which served as the basis
for the elementary school being studied advocated the bureau-
cratic organizational form for governance and the professional
drganizational form for curriculum and instruction.

The investigator has employed the case study method in
order to investigate and describe the school during three
different time spans:

Time Span T 1972-73 when the school operated in
traditional fashion

Time Span IT  spring and summer of 1973 prior to
implementation of model (planning
period)

Time Span III 1973-74 school year and what happened
to one team during first year of
model's implementation

Libid.

2Roland H, Nelson, Jr. and Lois V, Edinger, "Can We
Tolerate A Teaching Profession? Part II," North Carolina
Education, Volume V, Number 4 (December 1974), pp. lo-L7.




The particular kind of case study method employed is that of
the system analyst. The investigator has studied the elementary
scheool as a sociopolitical system with emphasis on sociological
and political aspects of the school, Elements of sociopolitical
systems, such as educational ends (purpose levels, goals, and
objectives), norms, rewards, sanctions, and evaluations served
as organizing concepts. (See Figure 1-1)

It may be helpful to think of this study as a comparative
one, for it compares and contrasts the school as a sociopolitical
system at three different times in its history. 1In the process
the investigator centers her attention on the educational change
process and in particular the relationship between the person
and the organization within the culture of the school. Involve-
ment in the change process itself is reflected in the attitudes
and behavior of participants. In this case the investigator
was the leader of one of six teams (team five) in the elementary
school, The research data were gathered in the form of a weekly
log kept by the instructional leader and team members. The
present study is a record of one team's attempt to provide
conditions for personal and self-development of each'child, an
attempt at allowing teachers and children to influence curricu-

1um!® in order to meet levels of needs.

lThe term curriculum refers for the most part to plans
for future action that take place prior to instruction,
James B, Macdonald, "Education Models for Instruction--Intro-
duction," Theories of Instruction, eds, James B, Macdonald and
Robert R, Leeper (Washington, D, C.,: Association for Supervision
and Curriculum Development, 1965), pp. 1-7.




1972-73 Spring and 1973-74 Actual
Description of {Summer, 1973 [Implementation
School as Tra- {Plans for the pf Bureaucrat-
ditionally Or- {Implementation {ic-Professional
ganized of the Bureau- Model, Team
cratic-Profes- [Five and Total
sional Model School
TIME SPAN I TIME SPAN II | TIME SPAN III
Purpose level —> A
é Goals —_— S N
i
Objectives —_— _—
Norms . —— —_—> -
2 | Rewards —_— —>
E Sanctions —> ——>
Evaluation ? T
Figure 1-1

Elements of a Sociopolitical System in Three Time
Spans at Tarawa Terrace II Elementary School
Camp Lejeune Dependents?! Schools
Camp Lejeune, North Carolina




METHOD OF INVESTIGATION

The basic approach of the case study method is to
deal with all pertinent aspects of an individual or social
institution, This procedure has been followed extensively
in law, medicine, psychology, education, social work, and
other academic areas, It is the most fitting method of
research to present detailed, comprehensive analysis of
the sociopolitical system of Tarawa Terrace II Elementary
School, The case study approach is enhanced by use of
organizing concepts. The sociopolitical systems' model
provides the researcher with an investigative framework
to understand the past and describe plans and actual devel-
opments in the future,

The case study approach to research has been used
successfully in the following fields:

personnel management

child welfare

American history

atomic collision physics

behavior modification

community organizations

cultural anthropology

marketing

school supervision,

Each study provided a unique view into the perspectives of

group dynamics, Chinoy stated that the value of the case

study method lay in its efforts to discover all the variables



relevant to a given case and provide an insight unattainable
through statistical analysis.1

The case study approach has a long history accorxding
to Brackenbury,

It probably would not be going far astray to state

that Comenius was first to break away [from concept-

uvalizing]...he made a start in "getting down to

cases' by introducing the picture textbook, Of course

Pestalozzi went him one better by formulating instruc-

tion through real objects themselves.,.Pestalozzian

object instruction was inductive...and if we are

developing inquiring minds today, by means of "getting

down tg cases,'" it is Pestalozzli we have largely to

thank,

In the latter part of the nineteenth century, Christopher
C. Langdell, Dean of the Harvard Law School, proposed that
law students ''get down to cases' instead of reading about
law in books of principles like Blackstone's or Kent's

famous Commentaries on the Law.3 Langdell proposed that

students read cases adjudicated by courts and inductively
formulate appropriate rules of law, The courts soon recognized
those lawyers trained by the case method as excelling and
other law schools began to emulate Harvard's method. Soon
other disciplines followed law's lead, The Harvard Business

School adopted the case method successfully.%

1Ely Chinoy, "Case Study Method," A Dictionary of the
Social Sciences, ed., by Julius Gould and W, L. Kolb (New
York: 1The Free Press, 1964), pp. 74-75.

2Robert L. Brackenbury, Getting Down to Cases: A
Problems Approach to Educational Philosophizing (New York:
G. P, Putnam's Sons, 1959), pp. 9-10.

31bid., p. 10.

41bid. .



Frederic Le Play is reputed to have been the first to
use the case study method for social sciences.l John Dewey
and other experimentalists urged philosophers to turn their
attention from the traditional problems of philosophy to the
problems of people, from the search for absolutes, universals -
and "reality" to the crucial issues of the day.?2

The investigator is concerned with maintaining objectivity
while participating in the situation being described. It is
difficult to remain emotionally uninvolved in writing a
description of attitudes, alternatives, and changes in a
school where one is employed. No apology is made for total
involvement in the project.3

Blau statéd that the observer should note the kind of
people who relate to one another, the content of the inter-
action, and the effects of the interaction on the participants .4

In order to accomplish this observation an investigator may

lpauline V. Young, Scientific Social Surveys and Research
(Englewood Cliffs, New Jersey: Prentice-Hall, 1966), p. 247.

2Brackenbury, Cases, pp. l4-15,

3A major problem with articles that summarize research
findings is that such reports fail to convey to the reader
the subjective nature of the inquirer's investigation. The
researcher's acceptance of some assumptions, rejection of
others, his emotional state at any given moment of inquiry,
his ventures down blind alleys, his teasing out of ideas are
missing in most research reports. And yet, it is precisely
these subjective aspects of research that fascinate fellow
inquirers. It is the present researcher's intent to convey
the subjective aspects of research to the reader.

4bpeter M. Blau, "Observation," International Encyclopedia
of the Social Sciences, Volume 11, pp. 233-35.




become a participant observer, Riley, however, described valid
research through observation without participation contending
that this would avoid a biased viewpoint.l The investigator
has made a conscious effort to avoid a biased viewpoint while
reporting subjective analysis.

Mosf of the information concerning this study was gather-
ed in a weekly log. Every participant, especially instructional
leaders, was encouraged to keep a weekly log of events, changes,
evident alternatives, and anything considered by the participant
to be important. The collection of this material was made with
no disruption to the group being observed,

The Sociopolitical System Paradigm

As mentioned earlier in this chapter, information gathered
by use of the case study method must be placed in some kind of
descriptive framework. The investigator has chosen the socio-
political system framework with its various elements to serve
this purpose. The two major divisions within this sociopolitical
system paradigm are educational ends (purpose levels, goals, and
objectives) and educational means (norms, rewards, sanctions,
and evaluation),

Organizations like persons have their own levels of

development. Roland H. Nelson revised Abraham Maslow's

IMatilda Riley, Sociological Research Vol. 1, A Case

Approach, ed, Robert Merton (New York: Harcourt, Brace and
TorTd T ~inc., 1963), p. 58. ’




personal needs levels and applied the basic psychological
scheme to organizations. According to Nelson, at any given
time of their development an organization may be placed on
one of four purpose levels:

Level 1 Survival: The organization's very existence
is at stake,

Level 2 Commergence: The organization wants to be
known as a ''status" institution that belongs
with other "status" institutions,

Level 3 Differentiation: Secure in belonging, the
organization can now differentiate and take
some chances,

Level 4 Self-Actuglization: Experimentation and
creativity are the norm,l

Purpose levels may therefore be defined as overall aims of an

organization which are influenced by factors extermal to the
organization, That is, an organization can not completely
control its purpose level., For example, a school bond issue
may not pass due to an incident in the community or economic
problems in the region or nation, In the case of Tarawa Terrace
I1 School, the Department of Health, Education and Welfare may
at any time simply decide to close the school,?2

Goals are defined as general statements of intent. Goals

are stated in general terms for public relations purposes and

lpale 1., Brubaker and Roland H, Nelson, Jr., Creative
Survival in Educational Bureaucracies (Berkeley, Calif.:
McCutchan Publishing Coxrporation, 1974), p. 8.

2The Camp Lejeune Dependents' School System, of which
Tarawa Terrace IT School is a part, is a federally funded
division of Health, Education and Welfare, not affiliated
with the Public Schools of North Carolina.
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a guide for the preparation of more specific objectives.

Goals are abstract in the sense that they are not quantifiable
or measurable. An abstract goal might read as follows: 'This
school's goal is to prepare children to become citizens of our

democracy."

Such a goal is a concept with which it would be
foolish to argue, It is the implementation of the resulting
objectives which causes conflict.

Objectives are defined as specific statements which are
measurable and objectively stated. Objectives reflect goals
as goals reflect purpose levels.l

The other elements of the sociopolitical system (means)

are norms, rewards, sanctions, and evaluation.

Noxrms are defined as "rules of the game." Some norms
are stated specifically and some are understood, Since norms
are not always precise, it is understood that they set para-
meters of acceptable behavior, Those persons participating
in a sociopolitical system agree, formally or informally, on
norms as guides,

Rewards are used to enforce norms, As participants
conform to the norms of the socilopolitical system, the
system reinforces positive behavior by rewards,

Sanctions are defined as punishment, Just as rewards
are given to reinforce acceptable behavior, negative sanctions

are given to indicate unacceptable behavior.

1Brubaker and Nelson, Creative Survival, pp. 8-9.
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Evaluation is an ongoing assessment process, The following
questions are constantly asked:

1. What has the sociopolitical system done to meet its
goals and objectives?

2, Are norms fair to participants?

3. Are rewards and sanctions successful in influencing
change?

Evaluation is a circular process, It goes back to look at
what has been done and circles ahead to project a future course
of action,

In conclusion, an organization is faced with a basic
dilemma to be reconciled: 1Its participants have unlimited
desires, but the organization has limited resources,t The
effectiveness of the organization in allocating its resources
is determined by the extent to which it reaches its educational
ends (purpose levels, goals, and objectives). This effective-
ness can be studied by focusing on educational means (norms,
rewards, sanctions, and evaluation) at any given time in the

history of the sociopolitical system.

lprubaker and Nelson, "The School as an Organization,"
P. 2. '
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DESCRIPTION OF SETTING

The Cooperative Model School's conceptualization grew
out of a plan of staff development by Dr. P, T. Lancaster,
Superintendent of Camp Lejeune Dependents' Schools., Dr,
Lancaster requested permission from the Camp Lejeune School
Board in 1971 that one person each year from the school's
administrative system be granted sabbatical leave to pursue
a doctoral degree. The first candidate to be granted leave
was James M, Howard, Guidance Counselor at Lejeune High School.
He chose the University of North Carolina at Greenshoxo to |
work on his degree and enrolled there in 1972, The adminis-
tration of Camp Lecjeune Dependents' Schools indicated an
interest in having consultants from the university work with
school personnel in staff development., Since the Education
Department at the university was in the process of conceptu-
alizing a new model for schools, both institutions had a
unique opportunity to cooperate in an experimental model school,
The university agreed to send student teachers to participate.

Plans for the school were written by Howard in his

doctoral dissertation, A Study of the Relative Significance

of Positional Authority and Expertise in an Experimental

School. It was agreed that Tarawa Terrace II School would
be designated as the site of the projzct and that the school -

year 1973-74 would initiate the experiment.



DESCRIPTION OF THE SCHOOL POPULATION

The school population of Tarawa Terrace II Sci.onl
consists of approximately six hundred students in ;rades
one through six and special education students from =17
of the housing areas. Distribution by grades shows
approximately one hundred students per grade (more ::1
grades one and two; fewer in grade six and thirty-~five
in special education). Most of the students come friw
the homes of the lower ranking enlisted Marines (E-6 =3 1
below). The general education level of the parents ¢
high school and below, Previous to their military s=ivice.
most came from a low socio-economic level,l

Since the students are military dependents, thev 2ue
entitled to free medical treatment but not dental ca ¢
Children are required to have a physical examination urcso
entering kindergarten or first grade, The Regional .k ai-
cal Center aboard the base provides these services. ., mud’
fluoride treatments are administered as well as eys scie-n.
ing examinations, Free immunizations are available, -

The students have opportunities for leisure € lm.:

activities on the base such as swimming, movies, f:sh'ry,

lTarawa Terrace IT Elementary School Self-Study
(Camp Lejeune, N, C.: Marine Corps Base Dependents' S:hooig,
1972), p. 12,

21bid., p. 14,
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baseball, football, hobby shops, hunting, and a summer

recreation program that is wide in scope.l
Tarawa Terrace II School is one of five elementary

schools in the Camp Lejeune Dependents' School System
providing education for school age children in grades one
through six from Tarawa Terrace and Knox Trailer Park hous-
ing areas. The school has a traditional background exemp-
lified in the architecture and personnel, The school consists
of thirty classrooms, one art room, one reading room, an
auditorium, a library, one teachers' lounge, a cafeteria,
and an office complex as well as various rest room and storage
areas. Prior to implementation of the Cooperative Model,
the school staff consisted of the following: one full
time principal, twenty-three full time classroom teachers,
two half day teachers in language arts and math, three
full time special education teachers, and nine paraprofession-
als (one clerical, eight instructional).

lIn contrast to this traditional description, the Coop-
erative Model School was designed to have two branches (the
bureaucratic for governence, and the professional for curric-
ulum and instruction)., The weekly log of events written by the
Instructional Leader of team five cites examples of the joys,
frustrations, and responsibilities of bringing about change
in the school setting. Since change is the key word, the

following search of the literature will be concerned with

Lipid., p. 15.



change as brought about by individuals and change brought

about by organizations.

15
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CHAPTER 11
REVIEW OF RELATED LITERATURE

There are two different views of change as evidenced
in educational research and writing: the first being that
the individual is the most important source of power in
initiating and sustaining change, and the second that the
organization is the most important determinant of change.

Those whe initiated change in the Cooperative Model
School Project, particularly Consultant Y, supported the
view that organizational changes should preceed individual
changes., As a result, the plan for change at the Cooperative
School Project originated with consultants from the university.
The degree of success achieved by those to be influenced by
the project was determined, however, by individuals who vol-
unteered for positions in the project itself. Certainly
there is no clearly distinguishable line dividing change by
organizations and change by individuals,

Sarason made the assumption that with any complicated
social organization not all starting points are equally effective
in leading to widespread change in a complicated setting, In
addition, the problem of "Who should start where?" complicated

the change process,1

1Seymour B. Sarason, The Culture of the School and the
Problem of Change (Boston: Allyn and Bacon, Inc., 19/1), p. 216,
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The following review of related literature will describe

individuals involved in the change process, and in a later

section, change brought about by organizations. The first

part of this chapter will review writing and actions of some
of the educators from the past and present, each of whom

focuses on individual rather than organizational change:

Comenius with his picture books; Pestalozzi with his object
lessons; Dewey with his life experiences; Sylvia Ashton-
Warner with her organic teaching; Paulo Friere with his
generative theme; John Holt, Jonathan Kozol, James Herndon,
James Macdonald, and many othexs, Many times their techﬁiques
work because of the unique personality of the developer. Other
teachers do not find these same techniques to be successful
in similiar situations.

The chapter will conclude with a description of research

and writing based on the view that organizational change

should be primary. Three eras of organization will be described
as they relate to education, The eras are

1. Scientific Management

2. Human Relations

3. Behavioral Approach

Human concern for children's learning has been the subject
of books, discussions, and informal meetings as long as schools
have existed., Many educators believe that change can be brought
about best by an increase in teacher sensitivity to the child's

needs , just as many others think that the organizational system
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itself is responsible for bringing about an orderly progression of
improvement. Sessions on sensitivity training have been held for
teachers, just as many organizational meetings have been held-
all for the purpose of bringing about improvement in children's
learning. The intent is the same, but the methods for arriving
at this improvement are vastly different,

The two parts of the chapter will be.

1. Change brought about by individuals,

2. Change brought about by organizations.



19

INDIVIDUAL OR PERSONAL CHANGE

Those who want to begin with and continue with the
individual or person as the center of change operate on the
optimistic tenet that man can and should be the measure of
all things. This idealistic view of man argues that man,
if left alone, will naturally tend to do good. Or as some
humanists argue, it is the formation of groups, organizations,
and societies that corrupts man.

The great difficulty is that men do notthink
enough of themselves, do not consider what it
is that they are sacrificing when they follow
in a herd, or when they cater for their estab-
lishment .l

Later Fmerson wrote:

Society everywhere is in conspiracy against

the manhood of every one of its members, Society
is a joint-stock company, in which the members
agree, for the better securing of its bread to
each shareholder, to surrender the liberty and
culture of the eater, The virtue in most request
is conformity, Self-reliance is its aversion,

It loves not realities and creators, but names
and customs, Whoso would be a man, must be a
nonconformist., He who would gather immortal
palms must not be hindered by the name of
goodness, Nothing is at lagt sacred but the
integrity of your own mind.

Thoreau agreed in the following statement:

I learned this, at least, by my experiment: that
if one advances confidently in the direction of

1Ralph Waldo Emerson, Essays (Boston: Houghton Mifflin
Co., 1903), p. 388.

21bid., pp. 49-50,
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his dreams, and endeavours to live the life
which he has imagined, he will meet with a
success unexpected in common hours. He will
put some things behind, will pass an invis-
ible boundry; new, universal, and more lib-
eral laws will begin to establish themselves
around and within him; or the old laws to be
expended, and interpreted in his favour in a
more liberal sense, and he will live with the
license of a higher order of beings. 1In
proportion as he simplifies his life, the

laws of the universe will appear less complex,
and solitude will not be solitude, nor poverty
poverty, nor weakness weakness. If you have
built castles in the air, your work need not be
lost: that is where they should be. Now put
the foundations under them.l

These are some of the educators who "built castles in
the air and put foundations under them."
In his Pedagogic Creed, John Dewey wrote:

I believe that
--the school is primarily a social insti-
tution. Education being a social process,
the school is simply that form of commu-
nity life in which all those agencies are
concentrated that will be most effective
in bringing the child to share in the inher-
ited resources of the race, and to use his
own powers for social ends...education
therefore is a process of living and not
preparation for future living.?

Durkheim wrote of the school master as one who revealed
rules to children, Piaget, on the other hand, did not agree.

We do not agree with Durkheim in thinking

that it is the master's business to impose or
even to "reveal" rules to the child. A "priest"
is the last thing a schoolmaster should be:.
he should be an elder collaborator, and if he

, lHenry David Thoreau, Walden or Life in the Woods
(Boston: Houghton Mifflin Company, 1927) p. 280.

23ohn Dewey,. Education Today (New York: GP Putman's
Sons, 1940), p. 6.
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has it in him, a simple comrade to the child-
ren, Then only will true discipline come into
being--discipline that the children themselves
have willed and consented to, Every educa-
tionalist who has really made the experiment
has found that this is what actually happens.
The sense of a common law which, as we have
shown in connection with the rules of a game, as
it is possessed by children 9-12, show clearly
enough how capable is the child of discipline
and democratic life, when he is not, as at
schogl, condemned to wage war against author-
ity.

Dewey, Durkheim, and Piaget put their respective
philosophies to test in classroom situations.

Lessinger made the analogy that if one airplane in
four crashed between take-off and landing,. people would
refuse to fly; yet our schools somehow fail one youngster
in four,?2

Growing Up Absurd related the problems of youth in

the organized system. Goodman said that the solution is
hard but simple: decide that the kids are in the right and
"make good education at whatever cost,3 His solution is
stated in the following premise:

For many bright "underachievers" it is not

the curriculum and methods that are at fault,

but their lack of interest in lessons and
scholastic environment aitogether. They need

15ean Piaget, The Moral Judgment of the Child (Glencoe:
Free Press, 1960), p. 367.

2Leon M, Lessinger, Every Kid's A Winner: Accountability
in Education (New York: Simon and Schuster, 1970), p. 3.

3paul Goodman, Growing Up Absurd: Problems of Youth in
the Organized System (New York: Random House, 1960}, p. 200,




real producits to show, not examinations that
have been passed.

Friedenburg's research on the influence of a mass
society on adolescence isby his own admission biased, but
provocative.2

In a mass society, education designed to
help people understand the meaning of their
lives and become more sensitive to the mean-
ing of other people's lives and relate to
them more fully is bound to be education for
a minority; for only a minority will accept
it or demand enough of themselves to take
part in it. The problem is not how to extend
the appeal of such education, but how to
protect and support it against the hostility
of geople who are frightened or outraged by
it.

There is no end to the definitions, suggestions, and
complaints, as individuals face the problems and joys of
education. Some retreat to the pessimistic state of hope-
lessness while others improve the situation with their
persistence.

In his Sixth Annual Message to the Congress,
Jefferson suggested a constitutional amend-
ment to enable the establishment of a national
university and its financing with "an endowment
of lands." The Congress did not follow the
suggestion, and in his last years, Jefferson
devoted himself to the establishment, against
the opposition of the '"priests of the different
religious sects," of his University of Vir-
ginia, to be "based on the illimitable free~
dom of the human mind...not afraid to follow

lPaul Goodman, People or Personnel Decentralizing and
the Mixed System (New York: Random House, 1965) p. 201.

2Edgar Z. Friedenburg, Coming of Age in America Growth

and Acquiescence (New York: Random House, 1965) p. VIIL,

31bid., p. 222.
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the truth wherever it may lead, nor to tol-

erate any error so long as reason is left

free to combat it."

Phillipe Aries traced the evolution of schools from the
medieval colleges, which were rather like open universities,
to custodial institutions where children of a certain age were
kept.2 Harsh discipline enforced upon surly and rebellious
children became the rule. In sixteenth century England,
flogging demonstrations were part of the graduation exercises
for prospective Latin masters.3 1In 1870, Benjamin Rush
observed that the spread of more humane and civilized ways
of treating people had not yet reached the schools: '"The rod
is yet the principle instrument of governing them, and a
school-master remains the only despot known in free countries "%

Although changes took place earlier in some other
countries, it could be said that down tb the middle of the
nineteenth century, a state of martial law characterized.the

schools of England, Canada, and the United States.J

lyorace M. Kallen, The Education of Free Men An Essay
Toward A Philosophy of Education for Americans (New York:
Farrar, Straus and Company, 1949) p. 22.

2Phillipe Aries, Centuries of Childhood (New York:
Random House, 1962) p. 304.

3p, Rr. Cole, A History of Educational Thought (London:
Oxford University Press, 1931), p. 160.

4From an extract in E. W. Knight and C. L. Hall, eds.,
Reading in America Educational History (New York: Greenwood
Press, 1951) p. 473.

5Paul Monroe, "History of Corporal Punishment," in
Encyclopedia of Education, Vol. 5 (New York: Macmiilan Co., 1913).

F. H. Johnson, "Changing Conceptions of Discipline and
Pupil-Teacher Relations in Canadian Schools" (Doctoral Disser-
tation, University of Toronto, 1952).
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Some individuals viewed schools with such pessimism
they advocated tearing down and starting anew.

Most schools remain about what they have
always been, bad places for children, or
for that matter anyone to be in, to live
in, to learn in,

Holt's suggestion to relieve the situation is

not primarily to persuade educators and
psychologists to swap new doctrines for
old, but to persuade them to look at child-
ren, patiently, repeatedly, respectfully,
and to hold off making theories and judg-
ments about them until they have in their
minds what most of them do not now have--

a reasonably 3ccurate model of what child-
ren are like,

Many students, especially those who are poor, intuitively
what schools do for them. According'to I1lich,

.o othey school them to confuse process and
substance, Once these become blurred,

a new logic is assumed: the more treat-
ment there is, the better are the results;
or, escalation leads to success. The pupil
is thereby ''schooled" to confuse teaching
with learning, grade advancement with edu-
cation, a diploma with competence, and
fluency with the ability to say something
new, His imagination is "'schooled" to
accept service in place of value,..I will
show that the institutionalization of
values leads inevitably to physical pollu-
tion, social polarization, and psycholog-
ical impotence: three dimensions in a
process of global degredation and modern-
izing misery.

Ljohn Holt, The Underachieving School (New York:

Delta Books, 1969), pp. 15-16.

230hn Holt, How Children Learn (New York: Dell

Publishing Co., Inc., 1967), p. 144,

3Tvan I1lich, Deschooling Society (New York: Harper
& Row Publishers, 1970), pp,“%ffj“ —
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Illich's solution to the problem was 'unhampered part-

icipation in a meaningful setting."1

Skinner discussed the "Literature of Freedom' and its
emphasis on the misery from which one is to escape in order
to ssvor the absence of aversive control.2 Skinner's

solution called for nonaversive techniques of control or

"positive reinforcers.,'!" He quoted Jean-Jacques Rousseau,

one of the great figures in the literature of freedom:

Let the child believe that he is always in
control, though it is always you the teacher
who really controls. There is no subjugation
so perfect as that which keeps the appearance
of freedom, for in that way one captures
volition itself,

Rousseau maintained that childhood has a right to
happiness, that it is an independent state and not simply
an anteroom to maturity.4 He set about to prove his theories
by putting them into practice,

Bereiter's solution to a better life for children

is mot a neutral or value-free treatment of

children, This would be impossible in any

event., I am proposing that the cultural life

of children should be treated like the cultural

life of adults--as something that should have

quality, meaning, and moral value in the here-
and-now rather than in some future state of

lipid., p. 56.

23, F. Skinner, Beyond Freedom and Dignity (New York:
Random House, 1971), pp. 30-31.

31bid., p. 37.

“jean-Jacques Rousseau, Emile, trans. Barbara Foxley,
Intro, Andre Boutet De Monvel (London: J. M. Deut and Sons,
Ltd., 1966), p. viii.
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development. Cultural facilities and activi-

ties should be designed to enable children to

make fuller use of the human qualities they

§1¥ead¥ have rather than to develop new qual-

ities.

Montessori denounced society for its arbitrary and
cruel restriction on liberty. She became leader of the group
in which she worked and they called her “Nﬁg;olina."z

Her idea of "liberty" was that of the Catholic tradition,
which offered an absolute freedom/g&ido what was right, but
reserved to authority at all time; the power of determining
what was wrong. According to Montessori, "Things are the
best teachers."3

This was much the same way that Pestalozzi described
Gertrude, ''She taught accurate and intelligent observation
of common objects..."a

Educators, "wanting to do the right thing,”" have not
found their definition of the right way to be the easy way.

In The Lonely Teacher, Knoblock described the overwhelming

feeling of insignificance as to the impact teachers had on

the children in their class.”? "I found myself becoming more

learl Bereiter, Must We Educate? (Englewood Cliffs:
Prentice Hall, Inc., 1973) p. l4.

2Maria Montessori, The Montessori Method, trans. Anne
E. George, Intro. Martin Moyer (Cambridge: Robert Bentley,
Inc., 1967), p. XXVII,

3Ibid., p. XXIX.

4pestalozzi, Leonard and Gertrude (Boston: D. C, Heath
and Company, 1885) p. I31.

5Peter Knoblock and Arnold P. Goldstein, The Lonely
Teacher (Boston: Allyn and Bacon, Imc., 1971) p. 117,
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and more disillusioned by the little box in which I was
supposed to fit, and less and less inclined to want to fit
there,"l

There is a continued search for "the right thing" and
"the right way" to help individuals become a vital part of
their surrowndings through the education process, It was
proved in Brazil by Paulo Freire that adults could be made
literate within six weeks of evening classes 1if skills were
built around the emotion-loaded key words of the adults'
political vocabulary. He was,'however, consi&ered such a
threat to the old oxder that he was jailed in 1964, later
released and encouraged to leave the count.ryn2

Individuals changing institutions often meet with
suppression from socilety, but change is inevitable whether
it be brought about by individuals or by organizatioms.
Illich offered encouragement to those who could bring about
change, "The fear that new institutions will be imperfect,
in their turn, does not justify our servile acceptance

of the present ones,"3

1George Henderson, To Live in Freedom, Human Relations

Toda; and Tomorrow (Norman: University of Oklahoma Press,
2), p. °

Zpaulo Freire, Pedagogy of the Oppressed, tr,., by Myra
Bergman Ramos (New York: Herder and Herder, 1972), p. 11,

31van Illich, Celebration of Awareness (New York:
Harper and Row, Publishers, 1968), p. 134.
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It is realistic to see change as inherent "in the very nature
of things" including the very nature of social life.l '"Noth-
ing remains what, where and as it was, but everything moves,
changes, comes into being, and passes out of existance."2
Reality is not static. All being is "in flux, is constantly
changing, constahtly coming into being and passing away."3
Whether we are dealing with the individuals, or organizations,
change is of the essence. The Swiss psychiatrist, Paul

Tournier, in his . The Meaning of Persons, says: ''The

perfectly stable being is nothing but an automaton, without
life~-a thing."4 "The pure conservative is fighting against
the essence of the universe.'?

Individuals bring about change in curriculum by inserting
their own values into a system. Some educators say that
curriculum is a set of institutionalized yalues, Raths lists
seven steps in the process of valuing. .

1. Choosing freely. If something is in fact

to guide one's life whether or not author-

ity is watching, it must be a result of
free choice...

1Alfred North Whitehead, Science and the Modern World
(New York: Macmillan, 1925), p. 179.

2Frederick Engles, Anti-Duhring, trans. Emile Burns,
(New York: International Publishers, 1939) p. 26.

31bid., p. 27.

4paul Tournier, The Meaning of Persons, trans. Edwin
Hudson (New York: Harper & Row, 1957) p. 100.

SAlfred North Whitehead, Adventures of Ideas (New York:
Mentor Books, 1933), p. 273.
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2. Choosing from among alternatives. This
definition of values is concerned with
things that are chosen by the individual
and, obviously, there can be no choice
if there are no alternatives from which
to choose...

3. Choosing after thoughtful consideration -
of the consequences of each alternative.
Impulsive or thoughtless choices do not
lead to values as we define them...

o

Prizing and cherishing. When we value
something, it has a positive tone...

5. Affirming. When we have chosen something
freely, after consideration of the alter-
natives, and when we are proud of our choice,
glad to be associated with it, we are likely
to affirm that choice when asked about it.

6. Acting upon choices. Where we have a
value, it shows up in aspects of our
living...

7. Repeating. Where something reaches the
stage of a value, it is very likely to
reappear on a number of occasiong in the
life of the person who holds it.

Allport gets more specific about values.

...some people say, '"Well, let's leave the
teaching of values to the home and to the
church. Schools can't do much of anything
about the matter.,"

This position is untenable., If the
school does not teach values, it will have
the effect of denying them. If the child
at school never hears a mention of horesty,
modesty, charity, or reverence, he will be
persuaded that, like many of hii parent's
ideas, they are simply old hat.

lrouis E. Raths, Merril Harmin,and Sidney B. Simon,
Values and Teaching (Columbus: Charles E. Merrill Publishing
Co., 1966), pp. 28-29.

2Gordon W. Allport, 'Values and Our Youth," Contemporary
Issues in Educational Psychology, ed. Harvey F. Clarizio and
others (Boston: Allyn and Bacon, Inc., 1970), p. 15.




30

ORGANIZATLONAL CHANGE

Introduction

In this century three recognizable periods of differing

ideas of organizations have emerged,

1. The era of Scientific Management (approximately
1910-1935). - '

2. The §ra of Human Relations (approximately 1935~
1950).

3. %geoera of the Behavioral Approach (approximately
50-

Each of these will be analyzed as they relate to the school
organization.

Although scientific administration has generally been
considered a Twentieth Century phbenomenon, this is not
necessarily so. As early as the Third Century in China, Han
Fei Tzu established a set of management principles. His
essential ingredient was that management should have a set
of clearly defined rules.

The intelligent ruler unifies weasures and weights,

sets up different standards, and steadfastly main-

tains them. Therefore, his decrees are promulgated
and the people follow them...When a subject makes
claims, the ruler gives him work according to what

he has claimed, but holds him wholly responsible for

accomplishment corresponding to this work. When the

accomplishment corresponds to the work, and the

work corresponds to_what the man claimed he could
do, he is rewarded.

bonald V. etz, "The First Management Consultant?"
Management Review, LIII September, 1965, p. 55.
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The Era of Scientific Management

Frederick W. Taylor is the name most widely recognized
as the leader of the scientific management era. He had a
scientific and engineering background and was one of the top
engineering consultants in American industry in the early
1900's. He developed his principles of scientific management
which became popular in different kinds of organizations,
These principles were aimed at lowering the unit cost of
factory production, although he and his followers claimed
that these principles could be applied universally.1

A popular best seller a few.years ago, Cheaper by the

Dozen, recounted how "efficiency" invaded every corner of
the family life of Frank B. Gilbreth, one of Taylor's closest
colleagues.2 The family was scheduled to perform minute,
specialized tasks, which when taken together would get the
job done. This was one of Taylor's key steps of management-~-~
distribution of minute tasks. Another key step was the coor-
dination of these numerous specialized tasks to accomplish
the entire work,

In practice, Taylor's ideas led to time-and-motion studies,

rigid discipline on the job, concentration on tasks to be per-

lfrederick W. Taylor, The Principles of Scientific
Management (New York: Harper & Row, Publishers, 1911), p. 8.

2Robert G. Owens, Organizational Behavior in Schools
(Englewood Cliffs, N, J.: Prentice Hall, Inc., 1970), p. 3.
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formed with minimal interpersonal contacts between workers,
and strict application of incentive pay systems.l

School systems were influenced by Taylor's management
systems. Specialization set in motion a counter-process of
coordination. The specialized work of schools was coordinated
from Central Offices responsible for reintegrating specialized
activities into a consistent whole. Central Offices were
rooted in three principles: centralized graded authority, a
system of rules, and impersonality much like industry. From
the Central Office resided ultimate authority for final
decisions concerning the ends of the organization, decisions
on the functions of policy, and the regulation of affairs of
subordinate officers. According to Blau, this kind of "Chain
of Command" was an elaborate ritual designed to maintain
consistency among well-defined spheres of competence.Z What
appeared rational for the individual may violate the ration-
ality of the organization. Lane, Corwin, and Monahan contend:

Much of the administrator’s daily routine con-

sists of applying rules to particular cases.

This persistent reference to rules routinizes

even the most dramatic work problems which

confront the organization by classifying them

and prescribing standard solutions. An irate

parent who approaches the superintendent of

schools with a problem which seems uniquely

tragic (as for example, her child's.’failure

in a subject) may resent the routine detached
way she is treated by the supevrintendent's

lpAmitai Etzioni, Modern Organizations (Englewood Cliffs,
N. J.: Prentice Hall, Inc., 1964), p. 21.

2p. M. Blau, Bureaucracy in Modern Society (New York:
Random House, 1956), p. 88.




33
office, Nevertheless, at the same time it is
- precisely this ability to routinize problems whether
problems of illness in the hospital, death in the
morgue, O failure in school--which increases the
public's confidence in the professional bureaucrat,
As a matter of fact, the parent would have little
confidence in a superintendent who did not see
something of the routine even in the tragic; it
permits rationality to rule emotion-ridden situations,
In addition, this bureaucratic detachment enables
the organization to more ''exactly" pursue its fundament-
al purpose,l
Callahan documented the influence of scientific manage-
ment on the thinking of public school administrators. The
principles of time-and-motion study were interpreted by some
schoolmen to mean that there was one best way of doing any
job and that this method could be determined only through
scientific analysis. Teaching functions were reduced to
formula of dollar and cents.
5.9 pupil-recitations in Greek are of the same values as
23.8 pupil-recitations in French...it takes 41,7 Eupil-
recitations in vocal music to equal the value of 13.9
pupil-recitations in art.,.2
It was suggested that Greek instruction at 5.9 pupil-recitations
per dollar was too high and that schools should invest in
something else.3
In order to implement efficiency, definite lessons

were prepared by the teacher for each day's work. Close super-

Lyiliian R, Lane, Ronald G. Corwin, and William G. Monahan,
Foundations of Educational Administration, A Behavioral Analysis
(New York: The Macmillan Company, 1967), p. 184,

ZRaymond E. Callahan, Education and the Cult of Efficiency
(Chicago: University of Chicago Press, 1962), p. /3.

31bid.
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on was considered a necessity Lo assure efficient perform-
ances, LEificiency was measured in terms of numbers of pupils,
classes, and time devoted to work. Remedies for inefficiency
were as simple as the formula fou computing them. Organiza-
tional schemes copying the industrial assembly line were

introducad,

The productivity of the sycien was meas Cin
tarms of the provortion of the studenis in the
system who enrolled and graduaied in cowmparcison
o the proportion of withd avals., “Yhe alarming
number of dyopouts, some e.ucators thought,
congtitutad o loss of "vaw waterial duriag the
orocess of producthion" such i3 wnuid bankrupt
a private winufacturing inducary within a short
period of rima. One rvewaod; ©ox this problaw
wag to chaug: the cuwrriculum from one which
zppealod o the bright child ' "o one which woirld

appeal to tha average pupil.

Cubbarly describad schools in 1915 in the followin: manner:

Our schuols are, in a scnse, factories in which
aw producis (childeen) axo "to he shapad and
waxlonm* into products o seet the varionus
damands of Life. “he specifications for maru-
facturing came from the dewinds of twentieth
ce-tury civilization, and ¢ ig the businese

of the cchool to bulld its nils accoxcing o
the gpeeifiecarions laid down. This derands
good tools, specialized wachinery, continuous

meagurewent of production ¢ see if i is
according o speciiicatijounz, the elimination
of waste in manufacture, and a large variety
in the output,

The principle of iwpersonality promoted discipline by

1§

separating "office" from '"person.” This mazimized job

lRonaird ¢. Corwin, A Sociology of Education: JFEmerging
Patterns of Clasa1 Status aud Power in the Public Schco]s
(New York: TMeveditrh Publishing Compaay, 1955), p.

2¥1llwood P, Cubberly, Public School Administrzation
(Poston: Houghton Mifflin, 1916), pp. 337-36,
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requirements while minimizing personality. This impersonal
characteristic of school bureaucracies was protected by
elaborate record keeping procedures and handbooks. This
makes knowledge the property of the organization rather than
of persons. Some teachers made their own materials or study
guides chosen by the organization which would, in the opinion
of management, be the most efficient way to teach. Handbooks
of stated rules for personnel were impersonal. A11~personne1
were treated alike. Even though the reader of the handbook
did not personally agree with the rules, he need not have the
feeling that he was being singled out to follow them. The
impersonality of the handbook told him that he could eipect
to be treated the same as everyone else,

Lane described specialization and coordination as a
picture of expansion and contraction, a constant process of
delegation and recentralization. "In general, the greater
the specialization, the greater will be the centralizating
tendencies since greater specialization demands greater
coordination,"!

Max Weber, the name most often associated with the word

bureaucracy, explained the necessity of bureaucracy in the

following paragraph:

The decisive reason for the advance of bureau-
cratic organization has always been its purely
technical superiority over any other form of

organization. The fully developed bureaucratic

1Lane, Corwin, and Monahan, Foundations of Educational
Administration, p. 184.
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mechanism compares with other organizations
exactly as does the machine with the non-
mechanical modes of production.

Precision, speed, unambiguity, knowledge
of the files, continuity, discretion, unity,
strict subordination, reduction of friction
and of material and personal costs--these are
raised to the optimum point in the strictly
bureaucratic administration, and especially
in its monocratic form, as compared with all
collegiate, honorific, and avocational forms
of administration, trained bureaucracy is
superior on all these points. And as far as
complicated tasks are concerned, paid bureau-
cratic work is not only more precise, but in
the last analysis, it is often cheaper than
even formally unremunerated honorific service.

The era of scientific management was, then, an era of
adapting methods of efficiency in industry to schools. However,
rules began to function in a circular fashion which were both
functional and dysfunctional for the organization of schools.
Rules often resulted in a means--ends inversion for the
organization. Some schools seemed to lose sight of the fact
that the function of a school organization was to educate
the child--not to maintain itself. Industry became aware that
significant improvements in organizational effectiveness might
be dependent upon the ability of personnel to fulfill their
needs and expectations. Thus, the era of Human Relations
emerged about 1935.

It is horrible to think that the world could

one day be filled with nothing but those little

cogs, little men clinging to little jobs and

striving toward bigger ones...This passion for

bureaucracy is enough to drive one to despair...
and the great question is therefore not how we

1lMax Weber, Essays in Sociology, trans. H. H. Gerth and
C. Wright Mills (New York: Oxford University Press, 1958), p. 214,
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can promote and hasten it, but what can we
oppose to this machinery in order to keep

a portion of mankind free from this parcelling-
out of the soul from this sugreme mastery of
the bureaucratic way of life?l

The Era of Human Relations

There is a significant body of literature investigating
the human being at work in the organization. One pioneering
study of this subject was the famous Hawthorne Research at
Western Electric Company by Elton Mayo and his associates,
These experiments were designed to determine effects of light,
rest periods, length of work day, wage incentives, fatigue and
monotony on employee satisfaction and productivity. The
staging of the experiments altered the environment to the
extent that researchers were no longer measuring the results
of a typical work situation, but were instead observing an
environment of the researcher's creation,?2

The fact that the effort was sponsored by the highly
respected Howard Business School and was carried on with the
cooperation of American Telephone and Telegraph Company lent
an aura of credibility to the studies which provided the work
with enormous respectability.3 The time had come when effi-

ciency was being replaced or at least altered by the recognition

1Reinhara Bendix, Max Weber: An Intellectual Portrait
(Garggn City, N. J.: Doubleday and Company, Inc., 1960), pp.
455“ > -l ‘

ZMarcus Alexis and Charles Z. Wilson, Organizational
Decision-Making (Englewood Cliffs, N, J.: Prentice Hall,
Inc., 1967), p. 7.

3Lane, Corwin, and Monahan, Foundations of Educational
Administration, p. 16.
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that participation, communication and self-realization were
being recognized as necessary components of organizations.
Individual attitudes came to be recognized as important
variables in interpersonal behavior affecting patterns of
organization.

It would be only a matter of time when growing
resentment against such dehumanization in or-
ganization would develop into a notable revolt.
The revolt was fully established during the
1920's and by the late 1930's its tenets had
effectively permeated much of American manage~
ment theory--so much so, in fact, that by the
end of World War II, Mayo and his associates
drew the following conclusions:

1. The "output” of a worker--hence, the
organization--is determined more by
his social capacity.

2. Money is only one motlvatlon for work-
ing in an organization; there are other,
and perhaps more important, rewards
that the worker seeks.

3. Highly specialized divisions of labor
is not the most likely way of maximizing
efficiency of an organization,

4. 1Individual workers react to the organ-
ization--its hierarchy, its rules, and
its rewards--not as individuals, but
as members of groups.

There was suff1c1ent basis for descrlblng enter=~
prises as "people without organization.

By the end of the 1930's, human relations had become the
watchword of American organizational thought. Its proponents
were even more zealous than those of a generation earlier who

were crusading for Taylor's principles.3

IRobert G. Owens, Organizational Behavior in Schools
(Englewood Cliffs, N. J.: Prentice Hall, Inc., 1970) pp. 47-48,

2Lane, Corwin, and Monahan, Foundations of Educational
Administration, p. 15.

31pid., p. 17.
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Bureaucratization affected education significantly in
standardization of course work., It is not difficult to note
the implications of this fact on individual differences in
the classroom as well as teacher decision-making.

In 1929, Henri Fayol's General and Industrial Management

was translated into English. He was concerned with general
management and was the first authority in that field to
consider the tea&hing of management important,l Along with
the growing sensitivity toward management education, the
social sciences contributed to the understanding of human
relations. Mary Parker Follet was concerned with better
human relations as essential parts of modern management,
Her concern with group dynamics helped to initial later studies
in group interaction.?

According to Owens, the human relations movement seems
to have had more impact on supervisors than it did on admin-
istrators due to the fact that administrators were in line
positions where they were responsible for exercising power and
authority over their subordinates whereas supervisors were in
staff positions where influence was more dependent upon expert-~
ise.3

In 1940, Moehlman published School Administration recom-

mending that the autocratic, inflexible school organizations

lFrank W. Banghart, Educational Systems Analysis (New
York: The Macmillan Company, 1969), p. 54.

21bid., p. 55.

3Owens, Organizational Behavior in Schools, p. 48.
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be replaced by flexible school organizations, a popular theme
of the period.l But according to Lane, even Moehlman accom-
panied his appeal for improvement with a table of organization
and prescriptive lists of duties which were certain to main-~
tain the status quo he disliked.2

Owens stated that many times administrators wishing to
do the "right thing" (i. e., be the democratic administrators)
would often attempt to decrease the visibility of their power
in an honest desire to be democratic, not authoritarian. 1In
many situations, however, teachers felt that their positions
were not democratic at all, but that they were being maneu-
vered in agreeing to decisions which had been arrived at
previously. This feeling of manipulation by a clever admin-
istrator probably contributed to the cynicism among teachers.3
Anderson called this the "fatal Flaw'" in the democratic theory
of educational administration.

Individuals in organizations; and teachers

apparently are no exception, want and need

a certain amount of autonomy if they are to

contribute meaningfully to the organizational

endeavor and at the same time avoid the anx-

iety and conflict endemic in modern organi-

zations...Teachers want to make decisions

that they consider within their professional

domain, and they are not satisfied with par-

ticipation in decision-making at the discre-
tion of administrators. There are growing

1a. B. Moehlman, School Administration (New York: Houghton
Mifflin, 1940), p. 287.

2Lane, Corwin, and Monahan, Foundations of Educational
Administration, p. 189.

30wens, Organizational Behavior in Schools, p. 48.
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indications that within organizations eTployees
are dependent upon authority structure,

Argyris argued that no organizational structure would be ideal.
None could exemplify the maximum expression of the principles
of formal organizations. '"A satisfactory aspiration is for
optimum expression, which means modifying the ideal structure
to take into account the individual and any environmental
conditions."2

Democratic administration appealed to school administra-
tors. Their discontent with the creed of scientific management
principles was especially acute whenever they were confronted
with the need to evaluate the efficiency of schools. The fact
was that industry could evaluate in terms of profit and loss;
but school administrators' search for a comparable evaluation
tool ended in frustration.

The child, learning, educational philosophy

and educational psychology constituted impor-

tant elements in the school administrator's

frame of reference. It was assumed that he

must know about these things in order to

appropriately direct the purposes and activ~

ities around which schools were organized.

Such a frame of reference was not compatible

with a point of view which held that people

were only so much raw material to be manipu~

lated in terms of the product that was being
dispensed.3

ljames G. Anderson, Bureaucracy in Education (Baltimore:
The Johns Hopkins Press, 1968), p. 172.

2Chris Argyris, "The Individual and Organization: Some
Problems of Mutual Adjustment," Educational Administration:
Selected Readings, ed. Walter G. Hack (Boston: Allyn and
Bacon, inc., 1971), pp. 164-65, '

3Lane, Corwin, and Monahan, Foundations of Educational
Administration, p. 18.
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Schools had been epitomized as '"wellsprings of democracy"
and the event of the human movement provided a new avenue for
expressing this point of view.

This culminated in the so-called "life-adjust-~

ment" education view that rose to a peak in the

early 1950's...early impetus was provided to the

foundations of this point of view by Dewey and

his disciples, although Dewey's ideas were badly

distorted in it, And it also received impetus

from a willing acceptance on the part of American

school administrators of democratic administra-

tion.

The notion of democratic administrative or person-
centered organization proved to be a difficult one to accept
in conjunction with the realities of actual school life.

Out of this difficult dilemma newer concepts began to emerge.

The Era of the Behavioral Approach

The organization and the individuals within it work
toward the prescribed ends of the organization, but have a
tremendous impact upon each other during the process. The
formal structure and the individuals are constantly transacting
and interacting. Argyris set up the'following framework to
examine the properties of both elements (the individual and
the organization) and their impact upon each other.Z2

Properties of Human Personality

1. being an organization of parts where the parts main-

tain the whole and the whole maintains the parts;

1Lane, Corwin, and Monahan, Foundations of Educational
Administration, p. 18.

2Chris Argyris, "Individuals and Organizations,"
Educational Administration, p. 160.
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seeking internal balance (usually called adjustment)
and external balance (usually called adaptation);

being propelled by psychological (as well as physical)
energy;

located in the need systems; and

expressed through abilities.

The personality organization may be called "the self"
which

acts to color all the individual's experiences, thereby

' and which

causing him to live in "private worlds,’
is capable of defending (maintaining) itself against

threats of all types.1

Argyris also described basic developmental trends as follows:

The human being

1.

tends to develop from a state of being passive as

an infant to a state of increasing activity as an
adult...

tends to develop from a state of dependence upon
others as an infant to a state of relative independ~
ence és an adult...

tends to develop from being capable of behaving in
only a few ways as an infant to being capéble of
behaving in many different ways as an adult...

tends to develop from having erratic, casual, shallow,
quickly dropped interests as an infant to possessing

a deepening of interests as an adult,..

l1pid. .
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5. tends to develop from having a short time perspective
(i. e., the present largely determines behavior) as
an infant to having a much longer time perspective
as an adult...

6. tends to develop from being in a subordinate position
in the family and society as an infant to aspiring
to occupy at least an equal and/or superordinate
position relative to his peers,.,

7. tends to develop from having a lack of awareness of
the self as an infant to having an awareness of and
control over the self as an adult...l

In addition, Argyris listed properties of formal organ-

izations and the incongruency between the needs of the organ-
ization and the individual personality.2

Administrators became aware of the fact that if they were

to be "democratic administrators" they needed to know more
about interpersonal expectations, morale, and group feeling.

.. .the human relations approach focused on inter-

personal interaction and sentiments in organiza-

tional contexts, the context itself usually was

"assumed" as a given in the system and was there~

fore seldom_the subject of inquiry. In the cur-

rent phase [Behavioral Approachl, by contrast,

more attention is being given to the distribution

of power, the function of roles, the degree of

specialization, the centralization of decision-

making and the character of the prestige system--

all of which can more appropriately be considered

to be properties of the organization itself than
the membership. The phrase that has come to

libid., pp. 160-161.
21bid., p. 161,
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dominate the field today, though no more appro-
priate than those of other periods, is adminis-
tration theory.l

According to Gelzels there are two dimensions which are
significant factors in producing organizational behavior:
the personal dimension and the organizational dimension. See

"Gelzels-Guba Model" below.?

Institution —>» role > expectation

2 3
Social Observed
System Behavior

=\ A

Individual —> personality —> needs~disposition

A social system, the school, has prescribed rbles and
expectations., This is'tempered by the individual's personality
and needé. Taken together the observed behavior is the result
of both factions.

| Bennis described the necessity of a "climate of beliefs."
This climate of beliefs or system of values included the
following:

1. Full and free communication, regardless of rank and

power

lLane, Corwin, and Monahan, Foundations of Educational
Administration, p. 20.

2Jacob W. Gelzels, "Administration of a Social Process,"
Administrative Theory in Education, ed. Andrew W. Holpin
(Chicago: Midwest Administration Center, University of Chicago,
1958), p. 156.
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2. Reliance on consensus, rather than on the more
customary forms of coercion or compromise, to
resolve conflict

3. The idea that influence is based on technical
competehce and knowledge, rather than on the
vagaries of personal whim or prerogatives of
power

4, An atmosphere that permits and even encourages emo-
tional expression, as well as task-oriented acts

5. A basically human bias, one which accepts the
inevitability of conflict between the organization
and the individual, but which is at the same time
willing to consider conflicts on rational grounds.l

Jane Howard wrote about her discussion with a Japanese

banker as they watched a sensitivity training course for

business administrators.

Also observing, with a quizzical look on his
smooth features, was a polite visitor who told

me his name was Morio Kure., Mr. Kure had come

to the human potential movement from the Mitsubishi
Bank in Tokoyo...He was soon to take the know~
1lede he had gained back to his bahk's training
program. T-groups, he told me, had already
affected 3,000 Japanese. '"Mostly in business,"

he explained. '"Also priests and monks. Also
nurses. There are usually twelve in a group,

and the groups last four or five days. In Japan
we call sensitivity training 'Western Zen,'
because like Zen it is a way to pursue the truth,
Like Zen it is painful when it is over, but worth-
while. We in Japan are much more open about

lyarren G. Bennis, Changing Organizations (New York:
McGraw-Hill Book Company, 1966), p. 19.
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business than you are, but less open about
private problems."

Howard also described the Institute for Human Relations in
Nigeria, Australia, India, Canada, South America, Europe,
France, and Holland.2 She also described a tension between
groups designed for personal growth and those planned to
bring about organizational change.

Katz said,

There is no one way, nor even a few ways, of
rightly arranging for education. There are
many ways, and anyone who argues otherwise is
foolish...But for the most part, the particular
form education should take in any one place
should be worked out by the people involved.3

Just as the era of Scientific Management had its dollar
and cents formula for education, the era of the Behavioral
Approach has its technology according to Patterson.

We read a lot about technology freeing the
teacher for other things~-to humanize educa-
tion, to develop personal relationships with
students~-but nowhere have 1 seen anything
about when and how this is done. Wilbur H.
Ferry...warns of the dangers of the invasion
of our schools by technology, or technication
as he calls it. One of these is that an edu-~
cational system can be thought of in terms
like those of a factory. '"Factories," he says,
"are fine for producing things, but their
record with people is terrible..."

1jane Howard, Please Touch (New York: Dell Publishing
Co., Inc., 1970), p. 256.

21bid., pp. 256-57,

3Michael B. Katz, 'Class Bureaucracy and Schools," The
Illusion of Educational Change in America (New York: Praeger
Publishers, 1973), p. 146.

4C, H. Patterson, Humanistic Education (Englewood Cliffs,
N. J.: Prentice Hall, Inc., 1973), pp. 10-11.
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Robert M, Hutchins observed that technication will "dehumanize
a process the aim of which is humanization,"l

Toffler suggested that changes such as computer-assisted
education, electronic video recording and other technical .
fields would bring about a long overdue breakdown of the
factory-model scheol.,

Today lectures still dominate the classroom,

This method symbolizes the old top-down, hier-

archial structure of industry...lectures must

inevitably give way to a whole battery of

teaching techniques, ranging from role playing

to gaming to computer-mediated seminars and

the immersion of students in what we might call

"contrived experiences."

Toffler also suggested that the three most important
skills are: learning, relating, and chooéing.3

In summary, individuals working with their creative
powers have brought about changes in organizations, Organ-
izations, working through the machinery of their own bureau-
cracies, also bring about changes in individuals. S8chools are
affected by both kinds of changes. Individuals and organizations
bring about change in order to '"educate' the young. Perhaps we

will never be able to determine which kind of change is more

effective since one depends upon the other to a great degree,

Ly, H. Ferry, '""Must We Rewrite the Constitution to
Control Technology?" Saturday Review, March 2, 1968, p. 54.

2A1vin Toffler, Future Shock (New York: Random House,
1970), pp. 360-61.

31pid., p. 367.
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All who are interested in the change process are, however,
forced to deal with the degree to which they emphasize the
individual and the organization at different times during the
change process. The present case study demonstrates the

validity of the person-organization distinction.
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CHAPTER III
ANALYSIS OF FINDINGS
PART I

In the introduction (page4 ) a plan of analysis was
presented in order to study the sociopolitical system of
Tarawa Terrace II Elementary School in three time periods:
Time Span I--as it was (1972-73) prior to the initiation
of the experimental school, Time Span II--spring and summer
(1973), Time Span III--actual happenings (1973-74) in the
experimental school, 1In this chapter (an. analysis of ends
and means) each element of the sociopolitical system (pur-
pose levels, goals, objectives, norms, rewards, sanctions,
and evaluations) will be analyzed in the three time periods
as the children, teachers, and administrators were affected
by the change. The sociopolitical system framework with its
organizing concepts is useful in describing the decision-
making process on team five, a teaching team in Tarawa Terrace
II. Chapter III will therefore, primarily focus on team five
as a subsystem of the whole system, but where appropriate
the relationship between team five and the entire school as
a sociopolitical system will be explored..

The more trust placed in professional decision-makers'
judgments, the higher the organizational purpose level is

likely to be. As emphasis is transferred to abstract or
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affective goals the less behavioral the objectives become.
This will be evident as the description of purpose levels,
goals, and objectives follow. 1In dealing with bureaucratic
matters in which ends are measurable, the causal relation-
ship between means and ends is concretely demonstrable. In
the traditional school objectives may be written in highly
specific behavioral terms, In the proposed model, however,
more emphasis needed to be placed on the affective domain.
The plan was not to develop a product, but to observe a
process, The professional organizational form of trust in
colleagues and more abstract educational ends provided a
better approach for dealing with matters of instruction.
Developing a process is difficult to describe in behavioral
texrms., If an air of experimenting and openness were to pre-
vail the professional aspect of the model needed "open-ended-
ness.'" This was a real part of the dilemma-reconciliation
process at the school: 1If Johnny does not want to join the
reading group today to learn about compound words, would his
skill level primarily be considered or his feeling level?
Given a choice, knowing the child, what would teachers choose
to do?

The conceptual scheme of purpose levels revealed in goals
and goals evidenced in objectives will be followed in so far
as possible to show the ends of the sociopolitical system. At
times, goals.and objectives will be considered together in

order to simplify the framework.
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PURPOSE LEVELS

In the early part of this chapter the investigator will
center attention on the educational ends (purpose levels,
goals, and objectives) of team five and the total school,

Purpose levels reflect the overall aims of the organ-
ization. The organization itself does not control its pur-
pose level altogether since its level is affected by many
outside forces., Some of the outside forces for the Tarawa
Terrace II School project were HEW, the School Board, the
Superintendent, and other social forces. ' An explanation of
the purpose levels of the school in the three time spans
follows,

Time Span I-~the Traditional School (1972-73)

The Camp Lejeune Dependents' School System operated for
dependent children of military persomnel residing on the
military reservation located at Marine Corps Base, Camp Lejeune,
North Carolina, and Marine Corps Air Station. The school
system is responsible for providing an academic program
comparable to public schools in the State of North Carolina.

The academic program provides educational opportunities for
all eligible school age children beginning with kindergarten

énd extending through twelfth grade.l

1Admlnlstratlve Overview for the Report of Self-Study
(Ca LeJeune N, C.: Marine Corps Base Dependents' Schools,
197m§, p. 1.




The system was financially secure since funding was
supplied by the Federal Government through the Department of
Health, Education, and Welfare. Tarawa Terrace II School
was between the commergence and differentiation levels, (See
pages 8-9 for a description of the four organizational levels.)
During Time Span I the school wanted to be known as a status
institution among other status institutions. At the same time
the school was secure in the system as a whole. It was nearly
at the level of differentiating and taking some chances.

We believe the school to be an institution established

and supported by society for the purpose of educating

its youth. We believe our school must provide for the

physical, mental, intellectual and emotional growth

and development of each child. Our curriculum must be

broad and flexible. The program must consist of

varied learning experiences appropriate to meet the

abilities and needs of each child. This is necessary

in order that they might participate and recognize

their fullest potential in a democratic and everchanging

society.l
Evidence that Tarawa Terrace II School was approaching the
differentiation level during Time Span I is found in the
school's readiness to move into an experimental program in
Time Span II.

Time Span II--Spring and Summer, 1973, Plans for the Impleﬁent-

ation of the Bureaucratic-Professional Model

Dr., P. T. Lancaster, Superintendent of Camp Lejeune
Dependents' Schools, recognized'the importance of in-service

education and earmarked two percent ($13,000) of the 1972-73

lipid., p. 16.
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budget for system-wide in-service education.l Basically, the
strategy was to move from the top down in order to build in-
service activities into the budget: the Superintendent and
the Chairman of the School Board worked directly with the
Commandant’'s representative on educational matters. Lan-
caster’s number one in-service priority was to get teachers
back to schools and universities in order to bring new life
and expertise into their teaching. 2

At the same time some members of the University of North
Carolina at Greensboro, Department of Education were ifentify~
ing and defining bureaucratic and professional functions that
could be implemented as discrete, but related entities in the
school as an organization.3' |

Critics of the school have legitimately pointed

out that most current patterns of school organization
cannot cope effectively with individual differences
among students in the traditional classroom nor

can one or two people (called teachers) carry out the
varied tasks which must be carried out if each student
is to have an equal opportunity to succeed in school,
This cooperative project between the School of Education,
University of North Carolina at Greensboro and the

Camp Lejeune Dependents Schools then focuses on
providing more meaningful instruction on an individual-
ized basis., The project further provides for a co-
operative arrangement with a university whereby the
university resources will be brought to bear on the
instructional efforts of the Camp Lejeune School
System. Such an arrangement should provide for

1Brubaker, In-Service Can Make a Difference, ch. 2, p. 1.

2Ibid.

31t is important to note that the need for change was
articulated by forces external to Tarawa Terrace 11 School.
The need for change was not initially articulated by educators
within the school.
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infusion of the most current organizational patterns

and instructional programs into the project school

at Camp Lejeune, together with development of the

staff and evaluation of the Camp Lejeune Program by

a group of objective experts,

The two institutions agreed to combine efforts in what
was called the Cooperative Model School. The reorganization
was implemented in order to work toward the goal of meeting
the needs of individual students more effectively. Leaders
in the school system, supported by U.N.C.G. cénsultants,
aspired toward the differentiation level, Some of the
Tarawa Terrace II staff shared such aspirations whereas others'
anxieties moved them to the survival level. Overall Tarawa
Terrace II remained between the commergence and differentiation
levels,

The contract between the two institutions held agreeably
and firmly. Consultants from the University worked with per-
sonnel at the Cooperative Model School. The Superintendent
nearly always suspended his decisibn-making in the school.?2
He was secure enough in his position to allow the experimenting
to take place. At any time, however, the superintendent could
have closed the project down since he was legally responsible

for what went on there.

lgooperative Project for Creative Individualized Motivation
of Students Through Organizational and Instructional Innovations
in Schooling (Project C.I.M.S.) (School of Education, University
of N.C, at Greensboro and the Camp Lejeune Dependents' Schools)
p. 10.

28pecifically, this meant that the Superintendent had to
be invited by TT II staff members to participate in decision-
making in the areas of curriculum and instruction.
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It was at this time in the history of Tarawa Terrace 11
School that team five came into existence. During the 1973-74
school year the school's purpose level varied from time to
time. Overall, however, it was largely between the commergence

and differentiation levels.  This was also true for team five.
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GOALS

Goals are abstract statements of intent which provide
guidelines to the organization. There may be little disa-
greement about goals until they are operationalized through
objectives. Goals are statements to the public stating the
intent of the organization.

Time Span I-~-The Traditional School (1972-73)

The principal appointed a committee to write goals for
the school. This committee compiled goals from a questionnaire
to faculty members and parents. Goals weré discussed and
finalized in faculty meetings.l

To provide practical experiences in inter-personal

relationships.

To provide a learning atmosphere which is conducive

to the greatest development of his/her abilities,

To promote understanding and communication between

home, school and community.

To provide counseling for those children needing it.

To provide situations which will help children to

learn to make decisions.

To provide situations that encourageithe child to accept

responsibility, develop courtesy and helpfulness,.

lpAdministrative Overview for the Report of Self-Study,
p. 18.
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To teach basic learning skills in all academic areas

of study. |

To give each student a feeling of pride and respect

for his country's heritage and ability to recognize

his role in its future.

To foster awareness of and appreciation for other

cultures of the world.

To develop habits that will lead to sound health,

both physical and mental.

To encourage critical thinking and objective reasoning.

To teach the ability to locate information, organize

and evaluate its importance,

To foster an empathy for people and an awareness of

their needs and goals.

To encourage an appreciation of aesthetic experiences,.

To develop character traits that are revealed in moral

conduct.}

These stated goals describe the aims of most schools.
The goals show concern for needs of children, but are hardly
unique. The abstractness of goals leaves a large margin for
the selection of instructional methods and materials.

Time Span II--Spring and Summer, 1973, Plans for the Implement-

ation of the Bureaucratic-Professional Model

The statements of goals and objectives for the Cooperative

Model School were not written as concisely as the goals for the

l11pid., pp. 16-17.
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previous year., None of the former goals were disputed. They
were considered to be worthy goals, New goals were to be
added for administrators, teachers and children. One of the
goals in planning for the Cooperative Model was to experiment
with differentiated staffing.

School administrators turn to differentiated

staffing out of discontent with traditional

staffing patterns, The traditional staff is

not geared to meet the individual needs of

youngsters, Just as the youngsters have

individual differences, so do teachers; yet

in traditional patterns there is little op-

portunity to allow teachers to work full time

at the things they do best., The differentiated

staff, including the supportive staff, makes it

possible for teachers,..to work at a level of

responsibility and compftence which is rare in

the traditional school.

Consultant Y proposed six schools within a school.
Assigned to each group of one hundred students will be one
Instructional Leader, two Senior Teachers, three Intern
Teachers, and three Paraprofessionals (two instructional and
one clerical), This will provide ",..all types of possibiliities
for grouping so that it would not be rare to have one teacher
working with one, two, three or four youngsters while others
might be working with youngsters in groups varying in size
from five to sixty, depending upon the learning activities

which are to take place."2

1john J. McManama, An Effective Program for Teacher Aide
Training (New York: Parker Publishing Co., Inc., 1972) p. 148,

2Roland H. Nelson and Dwight Clark, "Cooperative Project
for Creative Individualized Motivation of Students Through
Organizational and Instructional Tnnovations in Schooling,'
mimeographed proposal (Camp Lejeune, N, C,: Marine Corps
Dependents' Schools, 1973) p. 2.
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Some of the important advantages of this plan would be:

--The number of adults available to work with children
will increase. The ratio will be 1 to 13; that is
one adult for each thirteen students.

~--Teachers with more experience and competence will have
wider influence. They will directly influence the
education of about one hundred students rather than
the traditional twenty-eight.

~--The instructional staff will be encouraged to interact
in such a way that the professional development of the
staff will be enhanced.

~~Curriculum innovations will be more likely effectively
employed since the flexible organization will not bind
an individual teacher to a rigid daily schedule.

--The support of university personnel will encourage
continued experimentation of a controlled and relevant
nature, providing alternate modes of instruction and
employment of latest teaching techniques.

~-Instructional changes are more likely to be adopted
by virtue of the close interaction of university
personnel and school staff, as well as by virtue of
the continued interaction of each instructional team.

--Accountability for sound instruction will reside with
the teachers who will be provided with the resources
and decision-making authority so that they can real-

istically be held accountable for what they do.
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--By employing differentiated staffing, model personnel
will be active full-time in the school rather than in
the central office. This provides for placing the
expertise immediately in the situation where it is
most likely to be effective.l

Administration: The chief administrator traditionally

is the principal who supervises curriculum, budget, reports,
cafeteria, transportation, and anything else which happens
at school. The Cooperative Model planned for a different
arrangement.

There would be no principal, per se, but a

staff assistant who would administer the

physical and fiscal aspects of the school

and a senior curriculum consultant who would,

in effsct, be the over-all curriculum super-

visor.

This arrangement was to wed the Bureaucratic and Profes-

sional Models of organization.3

A Bureaucratic Model exhib- A Professional Model exhib-~

its the following charac~ its the following charac-

teristics: teristics:

1. The bureaucrat's fore- 1. The professional is
most responsibility is bound by a norm of
to represent and promote service and a code of
the interests of his ethics to represent
organization. the welfare of his

clients.

l1bid., pp. 3-4.

2James Howard, "A Study of the Relative Significance of
Positional Authority and Expertise in an Experimental School"
(Doctoral Dissertation, University of North Carolina at Greens-
boro, 1972) pp. 111-12,

3The researcher is indebted to Dale L. Brubaker and
Roland H. Nelson for a discussion of bureaucratic and pro-
fessional models of organization in Creative Survival in
Educational Bureaucracies, chapter 3.
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2. The bureaucrat gets his 2. The professional's source
authority from a legal of authority comes from
contract backed by the his technical competence
rights and privileges and expertise and know~
of his office. ledge.

3. The bureaucrat's decis~ 3. The professional's
ions are governed by decisions are governed
disciplined compliance by internalized profess-
with directives from ional standards.
superiors.

4, The court of last resort 4, The court of last resort

for appeal of a decision
by a bureaucrat is higher
management,

for appeal of a decision
by a professional is his
professional colleagues.l

The Bureaucratic Model primarily depends on positional
authority and the Professional Model depends more on expertise.
The Director of Administrative Affairs was expected to carry
out his duties in a primarily bureaucratic manner., These
governance duties are concerned with the day-to-day decisions
regarding the operation of the fiscal and physical aspects
of the school. On the other hand, the Director of Academic
Affairs was expected to deal with all issues concerning curr-
iculum and instruction, goals facilitated by the professional
model. (A healthy tension was expected between bureaucratic
and professional forces.) Decisions regarding the actual
learning experiences of the students were supposed to be made
by the professionals themselves-~the teachers. The Directoxr
of Administrative Affairs then deals with governance matters
in a normal bureaucratic structure while matters of curriculum

and instruction, which are more abstract and should include

1Peter M. Blau and W. Richard Scott, Formal Organizations
(San Francisco: Chandler Publishing Company, 1962), p. 297.
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input from teachers and students, are the domain of the Director
of Academic Affairs.l

The bureaucratic or governance functions of the school

will be directed by the Director of Administrative Services
whose duties include the following performance tasks:

1. Supervises non-instructional personnel such as
secretaries, custodians, and food service staff,

2. Supervises transportation of students.

3. Supervises buildings, grounds, and storage.

4. Handles requisitions of supplies and materials.

5. Maintains necessary records such as attendance of
students and staff.

6. Is responsible for fiscal operation of the school.

7. Works closely with Senior Instructional Leader in
recommending to the person>in charge of system-~wide
business matters instructional materials and supplies
to be included in the school budget.

9. Can be approached by the teachers without going
through the Senior Instructional Leader except for
requisition of supplies and materials,

10. Works with Senior Instructional Leader to provide
smooth operation of lunchroom, secretarial services,

use of resources, and the like.?2

lHoward, "A Study of the Relative Significance of Positional
Authority and Expertise in an Experimental School," p. 33.

27pid., pp. 34-35.
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The professional performance expectations (curriculum

and instruction) will be directed by the Senior Instructional

Leader, whose tasks include:

1.

10.
11.

12.

Assumes responsibility for instructional leader-
ship.

Assists in planning continuing educational programs.
Assists in selecting teachers.

Assists in relating programs to objectives of the
school system and to the local community needs.
Encourages innovation and experimentation on the part
of teachers,

Meets with parents to discuss and describe the program,
Helps teachers develop more effective teaching-
learning situations,

Helps teachers deal with problems of pupil control
and discipline.

Aids teachers in effective use of instructional

media and materials.

Arranges for consultants to assist teachers.

Works with other supervisors and staff members to
relate program to over-all system programs.

Works with Director of Administrative Services to
provide smooth operation of lunchroom, secretarial

services, use of resources, etc.l

l1pid., pp. 35-36.
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On February 7, 1973, the consultants from the University
with the school system's Director of Curriculum and Instruction
agreed on a person to be the Director of Curriculum and Instruc-
tion for the Cooperative Model School, This decision was approved
by the superintendent., The new Director of Curriculum and
Instruction suggested a person to be one of the six instruc-
tional leaders (team leaders). It was agreed by the consultants
and the school administration that it would be consistent with
the professional model for these twobnewly appointed profes~
sionals to select the third instructional leader, and then those
three select a fourth and so on until six selections had been
made, 1

The former principal (1972-73) will remain in the Coop-
erative Model School as Director of Administrative Services,
This was not in the original plan for the model, but the School
Board had already approved principals’ assignments for the
coming year, It was anticipated that the placement of the
regular principal in the new role could be a problem in the
implementation stages of the program,

Instructional Leaders (team leaders): The Director of

Academic Affairs chose the first Instructional Leader and
together they chose the other five. As one was chosen they
helped with the selection of the others, Duties of the Instruc-

tional Leaders will be as follows:

lipid., p. 74.
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Organizes, with the assistance of team members,
material to provide for clarity, continuity, and
coverage of subject presentation.

Assists other team members in presentation of
materials for classroom instruction to large and/or
small groups. Numerous techniques of instruction
will be used such as lectures, demonstrations,

active student participation, and audio-visual aids.
At times, outside consultants may be invited to
participate as needed.

In cooperation with other team members, will keep
current the required records of all students in

that school on a daily, weekly, semester, and an
annual basis,

With the assistance of the Director of Supervision
and Curriculum, the Director of Administrative
Services, and the Senior Instructional Leader, the
Instructional Leader will conduct a testing program
for the pupils she supervises.

Will participate in extra-curricular activities as
an intricate part of the teaching responsibilities

to include workshops, in-service training, etc.

In coordination with the Senior Instructional Leader,
will coordinate activities with the School Librarian,.
Will make special provisions for specialized instruc-
tion for pupils who need additional help in reading

and speech.
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In coordination with the Senior Instructional Leader
and other team members, will be responsible for
individual parent conferences and reports to parents
on a periodic basis. |
In cooperation with the Senior Instructional Leader
and other team members, will be responsible for
coordination of audio-visual equipment for both
large and small group instruction.

In cooperation with the Senior Instructional Leader,
will be responsible for the placement and reassignment
of pupils within a program and/or other academic
programs as required in order to meet the individual
differences of each pupil assigned.

Will be responsible for the assignment of duties

to the teacher aides in accordance with the current
job description for teacher aides and the aide's
ability. This will include, but not be limited to,
such assignments as working with all members of the
team, cutting stencils, supervising pupils in the
cafeteria, etc.

Will be responsible for the assignment of duties

to Intern Teachers in accordance with current direc-
tives of the college or university which assigns
students to the school system. This includes working
closely with the college professors who supervise

the Intern Teachers. Will be responsible for
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coordinating the supervision of Intern Teachers by
Senior Teachers as well as herself--to include spe-
cific as well as general guidelines in assisting
Intern Teachers in preparing lesson plans, in assign-
ing them to other team members, and in making certain
that each Intern Teacher becomes an active fully-
participating team member.

13. The Instructional Leader will be responsible for
briefing substitutes assigned to his/her team prior
to reporting to the classroom.

14, Will utilize the services of the school Counselor
in the instructional program, and will refer students
to the counselor when emotional, developmental, or
behavioral problems are exhibited by students for
whom she or her team are responsible,

15. Will assume other duties as they occur,l
Teachers: Teachers in a traditional school depend to a

degree on what the principals and consultants plan in curric-

ulum matters, When decisions are made by others than those

carrying out the plans remarks such as, '"We can't do it because..."”

are often expressed, Under the leadership of Lancaster and
consultants from the university, teachers at the Cooperative

Model School were encouraged to adopt a professional attitude

1

of decision-making and say, '"We can do it,..and we wonder if...'

The value commitment was to praxis, a process of reflective

libid., pp. 37-40.
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action rather than to product. The plans were that teachers
would be encouraged to make decisions and reflect on these
decisions, Action and reflection, a continuous symbiotic
process (making decisions, reflecting on the decision, evaluat-
ing and making more decisions) would be the model.

Teachers in the system would be informed of the goals of
the Cooperative Model School and be given an opportunity to
volunteer to teach in the new project. It was recognized that
some teachers prefer the security of having curriculum decisions
made by the principal or an outside source. Therefore, teachers
in the system were to be given the opportunity to volunteer for
the project after careful consideration of the school and their
own capabilities.

After teachers applied for the Cooperative Model School,
Instructional Leaders were to choose two senior teachers for
each team. Their duties will be as follows:

1. To organize material to provide clarity, continuity,

and coverage in presentation, in cooperation with
the Instructional Leader.

2. To present prescribed material as classroom instruction,
Techniques of instruction are varied; e. g., lecture,
demonstration, active student participation, both as
a group and as individuals, and selective use of
available visual aids. The technique used will be
dictated by the prevailing conditions which include

background and interests of the students, and knowledge
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of subject. This requires that the teacher exercise

a high degree of perception and sensitivity to the
needs of the student. Presentations will also include
large and small group instruction and team teaching.
Provisions will be made for individualized instruc-~
tion as needed.

3. To evaluate student progress and provide counsel in
ways and means to meet the needs of each individual
student.

4. To keep current the required records.

5. To discuss students' progress with Senior Instruc-
tional Leader and parents as needed, both orélly
and in writing.

6. ‘To participate in extra-curricular activities as
assigned as an integral part of teaching respon-
sibilities, to include workshops, in-service train-
ing, etc.

7. To assist the Instructional Leader in assigning
duties to and guiding the progress of Intern
Teachers.

8. To perform other duties as they may occur,l

Interns: On May 30, 1973, a meeting was held at the

University to explain the Cooperative Model School to prospec-
tive interns. Fourteen students came to the meeting. In

addition to the students, there were parents, Dr. Dwight Clark

lipid., p. 40.



71

who acted as chairman, Dr. Dale Brubaker, Dr. James'Howard,.
Dr. Roland Nelson, and Mr. and Mrs. Conrad Sloan. This was
a representation from the University and Camp Lejeune Depen~
dents' Schools, The following is a summary statement by
Clark. | |

The University and Camp Lejeune agree to
initiate a Cooperative Model School in order
to share ideas, experiences, and learn from each
other. Traditionally, students spent time at a
university, then went into a student teaching
situation to work with a teacher with experience.
Little was done to match the student teacher to
the master teacher in temperament or ways of
thinking, In fact the public school situation
is often far removed from the theories taught in
the university. Nobody has really been satis-
fied with the way student teachers get their
experience, and this is not unique with this
university. The student teaching experience--
preservice~-as well as inservice for teachers
was limited by the structure of the school.
Most classes were taught behind closed doors,
Teachers taught in private with little visable
sharing of experiences. The fault did not lie
only with the teachers, the traditional organ-
ization of schools did not allow time or support
of the necessary amount of staff development.
This model project is based on the idea that we
can learn from each other., It is easy for a
student teacher to assume she knows nothing.
Of course, this is a false assumption. Student
teachers have ideas to share with experienced
teachers as well as personnel from the univer-
sity. Everyone involved in the project is
committed to growth and helping others grow.
Because of this, preservice and inservice will
mesh in professional growth for everyone in-
volved in the project. We do not learn about teach-
ing in isolation. We learn about teaching
by being with teachers, working with students,
paraprofessionals, administrators and univer-
sity personnel. We will mot go deeply into
the theories of the Bureaucratic and Professional
Models here. You are aware of the two types.
The project model will emphasize professional
decision-making. The traditional curriculum
may not necessarily be yow choice. You will
be trusted to make professional decisions wisely.
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Now for some practical facts. You will be
employed for the entire school year, certified
as a Class B teacher. This will enable you to
begin your regular teaching career the following
year with one year of experience to your credit.
There is no obligation to stay after the intern-
ship, but the Dependents' Schools do hope to
recruilt teachers through the Cooperative Project.
There will be a salary of approximately $4200.00
with fifteen hours of university credit. You
will need to report the week before school opens
for workshops. There is the disadvantage of the
high rate of pupil and teacher turnovers, but we
will try to turn this disadvantage into an advan-
tage.

Howard continued the meeting by explaining
the location of Camp Lejeune on the coast of
North Carolina. He described the Tarawa Terrace
II School as a traditional "motel" style build-
ing. Walls will be removed to allow for coop-
erative teaching. He explained the advantage
of working in civil service, perhaps belonging
to the officers' club, and being in the company
of approximately five thousand young Lieutenants.
Housing was discussed.

There was a question of how student teachers
would be selected. Dr. Nelson answered that a
definite standard had not been established, but
he suggested that grades, adventuresome spirit,
willingness to "open doors" to work with others,
commitment to the project, and desire for pro-
fessional growth would be considered. He con-
cluded by saying, '"We know what we're looking
for when we see it." Brubaker explained that
ideas from Introduction to Educational Decision-
Making, the text used in EDU. 38I, would be used
in the project. Applications were distributed
with the directions that they be returned in a
week to Clark. Interviews would begin the fol-
lowing week.

As applications came in and interviews began, prospective
interns were told that they would be expected to be fu11 team
membes working under the guidance and assistance of the Instruc-
tional Leader and Senior Teachers. The duties, extent of involve-

ment, rate of progression to full teaching would be determined
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by the team  Intern Teachers would be assigned teaching tasks

in three different categories as follows:

1

Primary Responsibility: will include those tasks
which the Intern in competent to perform and for
which the Intern will be responsible.

Secondary Responsibility: will include those tasks
requiring competences less than those possessed by
the Intern Teacher and normally performed by someone
else but may be performed by the Intern Teacher if
necessary or expedient to do so.

Assisting Responsibility: will include those tasks
which require more skill and competence than the
Intern Teacher currently demonstrates but for which
she can and will develop the required competence by
assuming as assisting role. When this competence

occurs, the task will become primary responsibility.1

Aides: Aides from the system were informed of the plans

for the Cooperative Model School. They were told that volun-~

teers would be considered in two areas--clerical and instruc-

tional.

A possible pay differential was discussed between

instructional and clerical aides It was suggested that in-

structional aides could receive an increase since they would

have direct responsibilities to the children. 2

libid., pp. 41-42.
21bid., pp. 42-44.
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Supervise small study groups and committees, testing
situations, children's individual research projects,
and interest centers.

Help small groups and individuals with skills, reme-
dial, and make-up work.

Collect resources such as maps, charts, magazines,
articles or library books for the teacher; correlate
lesson assignments with special teachers and librar-~
ians.

Work in the school library as assigned.

Assist instructors of large groups by calling the
roll, controlling fringe disciplinary problems,

etc.

Accompany teacher on field trips.

Read to pupils and hear children read,.

Perform miscellaneous duties as they occur.

Clerical Aide will assist the team with routine non-
duties. Typical activities will include the following:
Preparing ditto masters, stencils, offset masters,

and other instructional materials related to class
lessons or displays; operating any office machines.
Working all audio-visual aids.

Supervising playground, clean-up, and safety patrol.
Typing letters, tests, schedules, and related teaching
materials; assisting with bulletin boards,

Supervising children in the lunchroom, hallways,

restrboms, etc. and collecting lunch money.
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6. Assisting teachers with record keeping and attendance
taking.
7. Copying reports, checking seatwork, and working with
room library.

8. Performing miscellaneous duties as they occur,

Children: Concern for the child in his school environ-
ment was the impetus for the Cooperative Model School Project.

The '"raison d'etre'" for this entire study, the

impetus behind it, is concern for the student

as an individual and an opportunity for finding

the conditions for his personal and self-~devel-

opment.1

Many writers in the 1960's and 1970's (Illich, Holt, Kohl,
Postman, Kozol, Friere, Macdonald, Brubaker and others) have
written about the need for reforms in the schools. Some of
these writers have been revolutionary. They have suggested
liberating factors to allow students the ''freedom to learn."
Others have acknowledged the need for change, but recognize
the fact that ambiguity is an inescapable element of education,
The fact that educators are concerned about children does not
guarantee that they know how to go about effecting better
curricula.

It was with these thoughts in mind that goals for children
were discussed. The curriculum for each child would be deter-
mined by the team (nine adults, one hundred children) of which

the child would be a part. 1In order to do this, adults on the

team must know each child personally, his interests, likes and

l1pid., p. 2.



76

dislikes, capabilities and weakness. The goal then was to
accept each child at his particular level of awareness and

work in the learning environment with him.l Macdonald expressed

it as follows:

...We are concerned with facilitating the student's
free experiencing of his environment in a playful,
self-expressive way as an initial aspect of the
learning process, This approach is called either
"fooling around," by its critics, or "exploring
ideas' by its supporters,

In concluding this section of the chapter the investigator
would simply point out that goals generated during Time Span
IT gave direction to the allocation of educational means as
reflected in '"new" intended (anticipated) norms.

Time Span III--As it Actually Happened (1973-74)

Instructional Leaders reported to work August 13, 1973,
for five days of workshop discussion with consultants from the
university.3 Some of the ideas of discussion chosen by cone
‘L§ﬁ1tahtAY'were:

1., The ambiguities in education make decision-making
difficult. Do people want to make decisions or rely

on someone else?

lThe effect of this was to decentralize and personalize
goals., This gave meaning to the term "differentiation,' not
only in staffing but in the diagnosis of individual children,

2James B, Macdonald, Bernice J. Wolfson, and Esther Zaret,
Reschooling Society: A Conceptual Model (Washington, D. C,:
Association for Supervision and Curriculum Development, 1973),

p. 25.

3The workshop was held in order to discuss goals predeter~
mined by external leaders and also to allow for emerging goals.
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The process of working through an idea is a learning
experience. A professional should not have guilt
feelings if the experiment does not materialize as
anticipated.
There are five functions of schools: confinement,
training, sorting, indoctrination, and self~-actual-
ization., The question becomes how much, under what
circumstances, and for what purposes.
There are four sources of truth: faith, truth by
definition, statistical validity, and consensus.
In a nonthreatening atmosphere the teacher will not
need to look for justification of all actions.
Professionals need to act and reflect on their actions.
There may be negative affirmations if no one opposes
ideas are cast aside because, when questioned,
professionals feel to need to justify actions.
How much happens naturally before children are forced
into learning? Observe children, think about their
interests. Avoid closure. Do teachers justify
closure because of external forces, because of academic
table-manners, or because of the teacher's mental
health? It is important to know the reason for
closure.
A child needs :

flexible stability

spontaneous predictability
controlled freedom.
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Contrast and compare ,
group participation and individual participation
poor self-concept and good self-concept
no choice and too many choices

pressured atmosphere and excitement about learning

Which interest holds priority?

the child's?

the teacher's?

or the organization's?
Bureaucracy is as powerful as professionals let it
be.
A list of proprieties for children in the school
would be that the child is

happy, .

feels worthwhile,

finds school an interesting place,

satisfies curiosity,

and learns skills,
People who have the most expertise in school should
make decisions about curriculum. Use bureaucracy
positively, for things which need to be done bureau-
cratically. If there is not an agreement on curric-
ulum how, the professional more logically should
make the decision.
Evaluating and grading are not the same.
Parent involvement has important implications. In
order to make parents more comfortable with change,
use the old language to describe the new thing.
Teachers need to give information in such a way that
they elicit support.
In order to slow down change, make it visable.

There is no reason for guilt feelings if test scores

on achievement tests do not improve. The goal is
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that the student asks good questions, is eager to
learn, is enthusiastic and dedicated. These qualities
are not measured on standardized tests. |
Problems should remain within the school, not aired
outside, Loyalty is of prime consideration. There
may be minor animosity or antagonism toward the

school since it will be different. Staff reaction

is the important element. If the staff is confident
in what they are doing, they need not react negative-~
ly to outside animosity.

The quality of a decision is related to what it is

we say we want to do, the resources available for

us to do it, and the extent to which we do the best
job we can with those resources available.

Formal power is like a battery, the more it is

used the weaker it gets. On the other hand, if

power comes from expertise, it gets stronger.

This Cooperative Model School is a commitment to

observing process, not product.

After a week of working with Consultants X and Y the

Instructional Leaders from each team were ready to meet

other members of their team and pass on ideas from the work-

Members from team five met for the first time on Mon-

day, August 20, 1In addition to the items on the workshop

agenda from the previous week, other items were discussed,
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Each member of the team told something about herself,
family, education, and experience.

The Instructional Leader told the team that they
were very special people to have been selected to
work in a very special school.

We can do things here that we have always wanted to
do in school. The only limits are our own creativity.
We have more space, more people, and we can relax
about time.

There must be security for children and teachers.

We are a team. Ask questions. Security and loyalty
are key words to remember.

The Direétor of Adademic Affairs is our Senior Instruc~-
tional Leader. The Director of Administration will
function bureaucratically.

The first two weeks should be as relaxed as possible
with little structure.

Mistakes will happen. We can change things, revamp
in midstream. Confidently try out new ideas and if
they do not work, do not feel guilty. Each person
on the team will have the support of other team
members.

People should work where they are most comfortable,
Each team member should relate to the team her likes

and dislikes about working conditions.
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10. Open-mindedness and concern for others will be our

considerations,

11, There will be good days and bad days, but nothing

can get so bad in a day that we cannot change it.

The following pages will demonstrate how predetermined
goals are sometimes deleted, sometimes administered, and
sometimes added to during the early implementation process,

Then the children came! The following is an excerpt
from the first day's log.

Aug. 27 Children kept coming! Everywhere 1 looked there
were new, unexpected children, Ourr ratio explod-
ed into one to seventeen instead of our anticip-
ated one to thirteen. The interns were a bit
shaky. The National Anthem burst forth at 8:00.
We had the Pledge to the Flag and my mind went
back to our standard joke of the week, '"What do
I do after the Pledge?" One little boy ran to
me saying, "All the bathrooms are locked." I
saw our Director of Administration and asked
him for a key. He was looking for the janitor.
By this time the little boy was holding onto a
post with his legs crossed, T took him to the
office to the executive john, Has ever a first
day gone smoothly?

In order to know each child personally, the team decided
to keep the first two weeks as unstructured as possible.
Interest centers were set up. In the five classrooms different
activities were in progress such as filmstrip projectors with
filmstrips, science experiments, record players and earphones,
puzzles, a play store, hobby collections, cards, blocks, a
private island (a big box), commercial and teacher-made games,
stories, singing, etc.

Aug,., 28 The first morning was spent in touring the rooms,
Some children were involved from the very beginning
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while others spent their time running from one
thing to another. Most children were overstim-
ulated, We decided at planning time that a
quiet reading time would be brought into the
schedule on the second day., Students could
choose what they wanted to read, then continue
at interest centers. Someone laughed when I
told them we would have a ''read-in'" on the
second day. '"They're getting to you already"
was the only comment. It is strange that
people equate quiet with punishment, or worse
still, reading.

Administration: The former principal remained at the school

as Director of Administrative Affairs against his wishes. 1In a
letter to the superintendent dated June 18, the principal request~
ed reassignment to another school. He explained that he had a
more traditional philosophy of education which might conflict
with the goals of the Cooperative Model, A letter from the
superintendent stated that the School Board had already made

and approved assignments for the coming year and that the request
for transfer was denied. On June 29, the principal wrote a more
forceful letter stating that he had been led to believe by the
school system's Director of Curriculum and Instruction that he
would be transferred, that there was considerable unrest in his
school bécause of the project, and that some of his teachers

felt that they were "pawns to be moved at someone else's pleasure."
The second request was denied for the same reason. At the first
faculty meeting after school started he told the group that he

did not know anything about the new program, that he was under

the impression that he would be transferred to another school

until a week before the workshop, but that he was the principal.
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Aug, 29 The first faculty meeting was a big morale
killer, There goes our Bureaucratic-Pro-
fessional Model down the drain., The two
top men in the school cannot agree on it so
how can we expect the faculty to follow it?

Our Director of Academic Affairs feels some-
what like an intruder. He wants the sepa-
ration of power to work, but with the former
principal's attitude, success looks pretty
farfetched,

It became evident that the two men would not be able to

work in the same office. The Director of Academic Affairs

moved out leaving the Director of Administration in the "office,"
Teachers, then, were requested to sign in and check mailboxes

in the regular office and go to the second office where the
Director of Academic Affairs set up a separate set of mailboxes
for teachers in another building of the school. Personnel were
almost forced to choose sides. We seemed to have crossed the
fine line between creative tension and debilitating tension.

This undercurrent of awareness that there was division in the
administration placed undue stress on the model as it was de-
signed to be--not to mention the personnel involved in the
project. In March the Director of Administration was transferred
and in his place a new administrator came who was more sympathetic
toward the Cooperative Model Project.

DIRECTOR OF ADMINISTRATIVE SERVICES: On page 63 goals

were stated for the Director of Administrative Services. In
spite of the uncomfortable division these goals were actuated
to some degree, Secretaries, custodians and food service staff

were supervised by the Director of Administrative Services,

Transportation of children under his jurisdiction proceeded,
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Registers and attendancé reports were kept in the office so
that teachers would not be required to use their teaching
time filling in reports. Time cards for the staff and other
reports were kept up-to-date.
Sept. 4 It is good to know that teachers do not have

to keep a register or attendance, Interns

will have a chance during the year to work

with the office to see how it's done.
A gray area was discovered between governance and curriculum
and instruction. When should teachers approach the Director
of Administration and when should they approach the Director
of Academic Affairs? 1In areas of discipline there seemed to
be no clear answer. When teachers needed to move furniture
or change classrooms it certainly involved changes in instruc-
tion but it also involved custodians. Personnel began to think
that if one administrator would not give a satisfactory answer,
the other would. This caused a problem of communications.

DIRECTOR OF ACADEMIC AFFAIRS: The person hired for this

position had previously been a science teacher at the Junior
High School. He had no administrative experience or credentials,
He attended all of the workshop meetings during the first week
of teacher employment and worked with teachers making suggestions
about setting up the classrooms. During the first month of
school he gave demonstration lessons using the SCIS (Science
Curriculum Improvement Study) materials.

Parents were invited to the school where he explained the

program to groups and individuals.
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Sept. 17 Parents know that this school is different,
A great many of them equate going through
a book with learning. Mr. C. has met .. .
with parent groups to explain tnat this is
school, but that teachers are trying to
make learning as enjoyable as possible,
The reading teacher has been a great help
relating to the parents. She was here
last year and established a rapport with
some of the mothers. Some of the parents
go out shaking their heads confident if
learning doesn't hurt a little it can't
be much good. Others seem enthusiastic
about the school and volunteer to help.

One goal for the Senior Instructional Leader was to help
teachers deal with problems of pupil control and discipline.

In many situations it is the curriculum which causes discipline
problems. It was believed that pupil control would be more
logically under the guidance of the person working with curric~
ulum., This arrangement was not feasible most of the time,
Because of his work with curriculum the Senior Instructional
Leader needed to spend time in the classroom. Thefefore, on

some occasions he was not in his office when a teacher needed
help with discipline, Most teachers then would take the offender
to the Director of Administrative Services, Somehow he was

still the "PRINCIPAL" the dreaded one to meet,

There was a real problem at the beginning of the year
because of lack of materials, A complete new social studies
series complete with books, records, tapes, games, and suggested
activities had been ordered along with the widely acclaimed SCIS
science materials, The Director of Academic Affairs encouraged
teachers to make their own social studies program by role playing

actual life situations.
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"Dec. 6 Team leaders met during lunch again with
Mr. C in the afternoon. We shifted
classrooms and discussed schedules and
chain of command. I am concerned about
the chain of command discussion, The
team leaders all agree that a better
communication system is needed, We are
concerned that we hear the same things
from Mr, G and Mr., C...or do not hear
them at all. The proposal was made
that all our communication go through
Mr. C. I think this is a mistake, but
I'11 listen to the other side., I feel
that if we go through this chain of
command, we are automatically giving up
the authority given to team leaders. 1In
the beginning the idea was that teams
would make decisions concerning their
children. Mr. C would serve as a facilitator
for curriculum affairs and Mr, G would serve
as governance facilitator By asking for a
chain of command, we are saying that we
recognize that there is a bureaucracy for
everything including matters of curriculum,
I am not ready to say this. As far as
I am concerned this vertical arrangement
is not in keeping with the original intent
of the school. I am not at all sure that
the original intent of the school should
be changed because of the communications
problems of the two principals., That is
where the problem lies, and that is not
my problem. Why should I have to revamp
my thinking on the whole conception of the
school because of personalities of the
principals? 1In the original plan, Mr. G
was to deal with matters of maintenance and
governance. Mr, C was to deal with matters
of curriculum and instruction, The first
was a bureaucratic model; the second a
professional model. 1If team leaders agree
to go through Mr. C for everything, we are
giving up the two-pronged model, and saying
that the bureaucratic one is all we need,
That is exactly what every other school is
doing. So how ar e we unique?

Instructional Leaders: From the beginning the six instruct-

ional leaders formed a closely knit group each depending on the
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other five, yet independent. The feeling of cooperation and
closeness of this group was an example of professionalism at

its best. During the first week of workshop with the consultants
ideas were discussed and a feeling of comradeship was established
which was to last all the school year for Instructional Leaders.

Sept. 6 Instructional Leaders agreed to meet

for lunch since the six of us had not
met in several days. It was magnificent,
All of us had expended ourselves

and "scattered" ourselves on our teams to
the point of emptiness. We filled our-
selves back up, literally and figura-
tively, and were ready for anything.

During the first few months of school, special teachers
(physical education, library, music) made it possible for the
team to have forty minutes of planning time together each day.
This was too little planning time, but it gave the team a
feeling of support from each other. Each team member spoke
out about successes and problems. It was a time of sharing
incidents of the day about the children as much as a curriculum
planning session. Lack of materials was a real problem. Interns
looked to senior teachers for help.

At the beginning of the year it was frustrating for the
Instructional Leader. It was a time when she needed to be in
all five rooms getting to know children, guiding three willing
but inexperienced interns, giving confidence to two senior
teachers, and directing three aides. The only solution, with
over one hundred children and only three experienced people,

seemed to be to divide the children up into three groups with

at least one experienced teacher plus an intern and an aide,
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This plan was the solution decided upon by the team, but it
virtually allowed the Instructional Leader to know only one
third of the children. Nothing seemed to solve the problem

of needing to be in several places at one time. This was

the most frustrating dilemma of the year for the Instructional
Leader...how to divide time into the most beneficial arrangement
for all., Children needed expert teaching, but interns needed
guidance. The number fifteen goal listing the proposed goals
for Instructional Leaders was...Will assume other duties as

they occur. There was no end to the 'other duties."

Sept. 18 Fire diagrams, flag ceremonies, United
Fund, lost and found barrel, bicycle
slogan contest, film orders, free lunch
count, personnel policy committee, math
committee,.,what about the children we're
supposed to help. I am not yet to the
point that I feel enough stability in
the school, Things seem helter skelter.
I can intellectualize about limited
resources and unlimited wants, flexibil-
ity, freedom, and openness, but a great
deal of planning is required for any of
these concepts., I would like to think
that I would be able to plan a separate
curriculum for each child here using no
prescribed text, This would take too
much planning. Warm bodies are here,

It would be nice to build units around a
theme from several texts, but when there
is only one social studies text that
could be difficult, When I mentioned
that I was excited about getting into
the new social studies books, I could
almost read one consultant's mind
thinking...'"Why would she want to use

a set curriculum when she can plan her
own?" Well, I do want to use this par-
ticular book. It is a place to start.
The book is exciting to me and I think

I can make it exciting for children. I
believe they will feel good about learn-
ing and that is my purpose...whether I
use a text or a litter of puppies.
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Instructional Leaders felt responsibilities of the entire
team very keenly, This researcher taught a full teaching load
(but did not have homeroom duties) which left interns too
independent, and senior teachers without enough gﬁidance. At
the time this solution seemed best, Perhaps time spent with
children was more beneficial to the team than a planned program
of supervision.

Teachers: Several teachers came to the preschool workshop
for Instructional Leaders in order to work with their instruc-
tional leaders and the consultants, Teachers received no
remuneration for their attendance. Their attendance was indic~
ative of their interest and commitment to the Cooperative Model
School,

At the end of the first week teachers were surveyed to
ask how they felt about the situation. Some 6f their comments
were:

Sept., 5 "A little tired, but still enthusiastic,"

"I hope every week is this successful,"
"Everything has gone well.,"
"Tired, but I enjoyed every minute of it,"

As time went on, teachers felt less positive about their
position., Some felt caught between the instructional leader
and the intern in a no-man's-land of no distinction. Younger,
more lenient philosophies of the interns began to disrupt the
routine of more experienced teachers,

One of the requirements in the plans was that teachers
exercise a high degree of perception and sensitivity to the

needs of the student, One of the younger teachers showed a
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great deal of sensitivity to the needs of children. The other,
a teacher who was 'placed" in the school in large measure
because of her color, had a great deal of experience in teaching
in traditional ways--using traditional methods. It was diffi~
cult for her to keep from giving failing grades when a child
did not understand some material. Many times the team met and
discussed a positive position toward grading. The decision
was simply that if the child does not understand, help him
until he does. All agreed except the more traditional teacher
who '"did not understand how children could grow unless their
mistakes were pointed out." Every member agreed that poor grades
were degrading and would not be given on the team. The more
traditional teacher reluctantly agreed to go along with the
decision of the team.
Jan, 25 I decided that the team had calmed down

enough to discuss the blow up between the

intern and the teacher. So, Thursday, at

our planning time I suggested that griev-~

ances be aired. People on the team spoke

up. I don't know that anything will change

as far as old habits are concerned, but

people didn't hesitate to say how they

felt. The air was cleared and we are

going on together.

Interns: The interns had not taken any college course

of methods of teaching. They had all taken a course in Intro-

duction to Education (EDU 381) in which the book Introduction

to Educational Decision-Making served as text, Many concepts

on organization and teacher decision-making came from that

source,

Sept. 18 One intern wrote, 'Some of the children
really felt good in the situation and
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some didn't, The ones that didn't stand
out in my mind, but at the end of the day
all positive remarks were made., I had
anticipated different children. They

are really not what I expected. I feel
rather let down because I thought that
the children were just bored and not
really doing anything constructive.

But from their remarks maybe I didn't see
things as the children did,

The team decided that interns should start the school
year with a homeroom. Interns agreed that they came into the
situation to learn to teach by teaching., After the first two
weeks interns had a reading group.

Sept., 24 Our reading groups are going well, We have
seven groups, All teachers and intexns have
one except me4 I have two, The interns are
growing, I am concerned that I have not been
able to help them plan--or observe them as
much as I should, 1In order to observe them

I have to leave two groups which are at the
moment "unleavable.,"

A very good working relationship developed between a
young teacher and an intern on the team, But the relationship
developed to a point of mutual dependence, almost to the exclu~-
sion of others,

We are fortunate to have three interns who really wanted
to be good teachers. They cared, Whatever direction they
received from the team only enhanced what they already had.

At the beginning of the year one intern did not seem to agree

with our two weeks of "getting to know you."

Sept. 7 She is ready to get on with the business
of teaching. She feels that a lot of what
we have done is a waste of time, I don't,
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The three interns shared an apartment. This had its
advantages and disadvantages. Many times I felt that they
were totally involved in their work, even at home,

May 24 One intern told me that they really learned

a great deal about each other as well as
teaching, She said it was helpful to be
able to discuss a child's problem with some-
one who worked with the child, My concern is
that they might not have had a person there
with enough experience to offer any guidance
on these after-hours sessions,

Two of the interns were unusually intelligent. One of
these had an excellent combination of intelligence and
sensitivity to the needs of children, The third intern
was less exceptional, but related well with her homeroom.

Aides: The three aides were very open to new ideas
and change., They agreed to follow any suggestion given
by an intern or a teacher, and even came up with some ideas
of their own., They were probably more flexible and unin~
hibited than some of the professionals. They seemed to have the
willing attitide of, "I'1ll help carry it out if you think it's
good." Some were more capable than others, but they were most
cooperative, _

There was a disagreement about salary. Instructional
aides thought that they were to be paid more than clerical
aides., Meetings were held, but there was no differentiation

in salary. Two of the aides worked in the classroom and the

third acted as a clerical aide. The classroom aides gathered
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materials, made interest centers, set up projectors, heard

children read, read to children, supervised play, and helped

in may other ways., There were times when one particularly

sensitive aide would take a child for a walk and simply

listen while the child talked.

Children:

Sept. 7

Sept. 8

Jan. 14

Children came in assorted sizes, shapes, colors,
races, with assorted personalities, abilities,
interests, and even smells, I have never seen
such a range. What a challenge! Some are so
deprived of physical needs that they are not at the
point where love will cure their ailments. Others
are junior world-sophisticates, The goal is not
to make them all equal,

An intern brought five boys to talk with me about
Mike, their archenemy. I told them that I was

going to talk to them like adults because I had

an adult job for them, I explained that Mike took
medicine, came from a different kind of home, and
because of all these things he was different, He
simply couldn't help some of the things he did.

We talked about some of the things we did that we
couldn't help. They went away feeling important

and agreed to help Mike. Later, the intern came
back grinning all over her being. She said that

a boy got angry at Mike and she asked Jimmy (one of
the five) to go and try to help the boy understand
Mike, She said that Jimmy went over to the boy and
put his arm around him and said, '"Well, you see, it's
like this. Sometimes we just can't help what we do."
It's working. Compassion, caring, concern, it works.

Children were really involved in interest centers,
There is still no real guarantee that children will
be turned on by a center which a teacher has slaved
over all weekend, The trick is to get children to
help plan and make the centers. We are all pleased
with interest centers and packages., Children are
responding well for the most part,

The responses of the children made any other difficulty

less burdensome, Many times we sat around at the end of the
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day playing the part of the philosopher only to be brought
back to the very real world of a child falling off the slide.
The responses from children made everything else worthwhile.
All the difficulty with the ambiguity of our situation was
made tolerable by the underlying fact that children seemed
to know that we cared and were trying to make school a fun
thing,

Jan, 16 It is one thing to sit around and abstractly
discuss the process of decision-makin%, and
another thing altogether to consciously
make curriculum decisions which affect
children, The responsibility is awesome,
but we accept it gladly. We are aware that
the outcome of decisions will be to our
credit or discredit. There is no supervisor
or superior upon whom to place the blame or
credit, It's our show and we're doing it,
sometimes changing courses in midstream,

The team discussed traditional methods and ways of

improving them, It was determined that it was not a matter
of taking the traditional and improving it, but rather of

starting from the beginning with a new frame of reference,

Traditional Cooperative Model

1, Child is dependent upon 1. Increasing self-direction.
teacher,

2. Content is subject-~ 2, Content is child-centered,
centered.

3. Diagnosis and evaluation 3. Diagnosis and evaluation
by the teacher, by teacher and student.

4, Climate of class formal, 4, Informal climate, mutually
competitive, with respectful, collaborative,
authority.

5. Content plan of texts 5. Process plan, working

provides guide, with individuals.
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Every member of the team was committed to the new plan
and worked to make it a reality. Many times during the year
it was necessary to examine ourselves, All agreed that it
would have been easier for the teacher to maintain the trad-
itional methods, but no one wanted to revert.

By this time it became increasingly clear that if a job
had to be done, it would not be done by supervisors, admin-
istrators, or consultants, Supervisors and administrators
were allowing the nondirective leadership pattern to prevail.
Consultants came about twice a month, but most of the time
they were not aware of levels of needs of participants in
the Cooperative Model Project. Many of the teachers felt
that more help was needed in creating alternative programs
rather than the theoretical abstractness of 'the ought.":

It would be up to individual participants to find their own
methods of combining theory with programs in order to meet
the needs of children.

In short, the goals initiated by exfternal sources
(for example, the decentralizing and personalizing of
decision-making) had largely been realized: professionals

were now setting their own goals.
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OBJECTIVES

By way of review, objectives are very specific state~
ments of intent,! Progress in reaching objectives is ob-
servable in the behavior of persons in the organization, The
more bureaucratic the organization is the more behavioral
objectives one finds in the organization. For example, in
the automobile industry the ends are known and agreed upon
(highest profits at the lowest production cost) the means
for reaching these ends are quite clear (good advertising,

a good sales force, etc.) and the causal relationship
between means and ends is readily and concretely demonstrable
(for example, the better the advertising the greater the
profits).,2 The more professional the organization is the
fewer behaviral objectives one finds in the organization,
More abstract goals are substituted for objectives and trust

in one's colleagues rather than the command-compliance system

1an objective becomes a norm at the point when members
of an organization act out the intention. Quite obviously,
some objectives are not accepted and therefore never become

norms,

2pale L. Brubaker and Roland H, Nelson, Jr., "The School
as an Organization: A Determinant of Soeial Studies Curriculum
and Instruction," Journal of Instructiomal Psychology, Vol. 1,
Number 3 (Summer 1974), p. 5.




essential to bureaucratic structure is emphasized.

Time Span I--The Traditional School (1972-73)

The traditional school was highly bureaucratic in its

organization with many explicit and implicit objectives, The

objectives were established by those higher up on the bureau-

cracy and teachers apparently accepted their legitimacy.
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Governance objectives were formed by the central administration

as represented by the principal and curriculum and instruction

objectives emanated from central office supervisors. The

following objectives demonstrate that the bureaucratic

decision-making mode existed in both governance and curriculum

and instruction:

1,
2,

Standardized tests will be given.

Letter grades on report cards will indicate pupil
progress,

Teachers will follow master schedule made by the
principal,

Teachers will follow prescribed curriculum supervised
from the central office.

"We devote a minimum of two hours per day to the

area of language arts."l

"Both I. Q. and achievement tests should be given and

correlated to determine pupil placement,'?

lsels Study, p. 21.
21bid., p. 27.



10.

11.

12,

13,

14,

28

The school has "Listening concepts developed in
sequential manner to train students to listen for
information and pleasure,"!

Teachers should sign in by 7:30 and sign out at 3:30.
Teachers will supervise children on the playground
according to a posted schedule, '

"All students are grouped according to achievement,''?
(For language arts.,)

The school has, "Formal and informal testing for
measuring and recording systematié growth,"3

'"We believe that every child should have regular
music classes at least once a week conducted by a
music specialist, and that the classroom teacher
shoulc utilize music in some way every day..o"4

"In an attempt to prepare each child to recognize

his fullest potential and because of the degree of

transiency of our students, the school's responsibility

to organize for learning is intensified,"?

"Students with reading difficulties have daily,

one-to-one, trained, parental tutoring."6

lipid,, p. 22.

N

Ibid.

=~ W

o WU

Ibid., p. 27.
Ibid., p. 66,
Ibid., p. 88.

Ibid,, p. 89.



15.

16.

17.

18,

19,

20.
21,
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"Consultants in social studies and mathematics

make weekly visitations,"l

"The program should iavolve students and teachers in
a sequential development of achievement, reflecting
attention given to skills,,."2

The school has, "a dysleria program in which a pro-
fessional team diagnoses, through a series of tests,
students having difficulty,"3

The school has a "program providing intermediate
student assistance; twenty-five minutes daily, to
those primary teachers desiring aid in ‘'catching-
up' students who need extra help because of illness,
moving, ability, or other factors,"4

"Students conduct book sales to recirculate used
books ,"'?

The school has "a sequential spelling program."6

The school has "a program emphasizing a phonetic

approach to translating word symbols.'”

libid., p. 89.

2

Ibid., p. 26

31bid., p. 27.

4

Ibido, Po 28.

Sibid., p. 27.

6

Ibid., p. 29.

71bid., p. 28.
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22. The school will "allocate daily time for pleasure
reading,"l
These and other objectives illustrate the command-
compliance routine of the traditional situation,

Time Span II--Spring and Summer, 1973, Plans for the

Implementation of the Bureaucratic-Professional Model

As it might be expected fewer objectives were evident
in Time Span II. These objectives were established by U.N.C.G.
consultants and the Director of Curriculum and Instruction at
Camp Lejeune Dependents' Schools, These objectives were
accepted as legitimate by those who wanted to work at Tarawa
Terrace II, |
1. Personnel will be chosen for the project.
2. The superintendent would éusPend his authority
in the selection.
3. Personnel should listen to consultants and react
verbally to brainstorming sessions,
These objectives were of little value as guidelines for
the team of innovators for the really important educational
ends were more general and abstract (goals).

Time Span III--As it Actually Happened (1973-74)

Objectives in the area of governance were expected to
be made by bureaucratﬂ:offiéials; - Many of these were pre-
determined before the school year began whereas others emergéd
largely in the form of memoranda., The following illustrate

objectives in the govermance area:

ltbid., p. 32.
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1. Working hours, sick leave, vacation, etc., will

2,

3.

follow regular civil service guidelines,

Teachers will sign in at 7:30 at the door of the
"principal's office", check mailbox there, then go
to the office of the Director of Academic Affairs to
check a mailbox there,

Each class will follow the master schedule for

going to the cafeteria,

Objectives of a predetermined nature were virtually

nonexistent in the area of curriculum and instruction. That

is, such objectives were, according to the model, to be

determined or emerge as teachers involved themselves in the

professional decision-making mode, Objectives varied from

team to team, For example, the following objectives emerged

on team five:

1.

2,

3.

Adults on team five will meet daily for discussion
of procedures.

A variety of reading materials will be in each
classroom, |

Children will have "free'" time each day.

Objectives were therefore of a low level order and

deserved little attention for professionals focused on more

~ educational goals,
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PART II

In the preceeding section the ends of the sociopolitical
system were described through purpose levels, goals, and ob-
" jectives, 1In this section, the means to accomplish these
ends will be discussed,

Efforts to establish norms through the invocation of
rewards and sanctions, the choice of evaluation procedures,
and the use of data from evaluation are means to accomplish

" refer

the ends of the system. Norms, '"rules of the game,
to what is acceptable or unacceptable to the organization.

These norms may be written or tacitly undérstood, The bound-

aries of acceptable behavior (norms) are determined by rewaxds,
sanctions, and evaluations. The organizations system positive-

ly reinforces acceptable behavior or compliance with norms,

Deviant behavior (noncompliance with norms) is not rewarded,

but given negative'sanctions. Rewards and sanctions may be

given through formal or informal evaluations. Evaluations help

to guard the boundaries of acceptable behavior or compliance

with norms, In many traditional schools the teacher rewards

the student with an A on his report card because he displayed
acceptable academic behavior. The student was rewarded in a

formal evaluation. Informal negative sanctions through evaluations

may be as subtle as a slight frown, Norms, rewards, sanctions, and

evaluations are means to carry out the ends of the organization.
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NORMS

. Time Span I--The Traditional School (1972-73)

Rules were stated specifically for children and teachers.
Principals were directed by the central office. The bureau-
cratic form of organization was prevalent in matters of admin~
istration and curriculum as evidenced in "standards.'" For
example, fifth grade students were expected to read at fifth
grade level and were taught from fifth grade books. Students
in the fifth grade who read below level were given lower grades.
Students who read above grade level were given superior grades.
Each student was measured against a standard. Whether or not
he met that standard determined his reward or negative sanction,
Teachers were expected to teach the curricﬁlum decided upon by
the central office staff. Teachers were encouraged to be
innovative within the framework of the prescribed standards.

Principals were to act as the authority figure in the
school interpreting the wishes of the central office staff to
the teachers. Teachers were expected to comply with curriculum
and governance functions described by the bureaucratic hierarchy.
Principals rated teachers on evaluation sheets which were kept
in the teacher's personnel folder. This practice encouraged
many teachers to be inconspicuous and comply to the letter with

the questions on the evaluation sheet.
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Communications were vertical. The central office admin-
istration passed down rules through the principals to the
teachers. Teachers were expected to communicate with the
principal before approaching personnel from the central
office. The attitude of command-compliance prevailed.

Decisions concerning the use of time and space were
worked out by the central office staff or principal. The
master schedule was posted for times of arrival, lunch,
recess, and dismissal. The language arts block was scheduled
to last for two hours. Teachers were expected to comply with
the master schedule to insure orderly process. Classroom
space was allocated by the principal. Teachers were given
room assignments, and children were distributed equally among
the teachers.

Curriculum decisions were made by the central office super-~
visors. Text books were selected by a textbook selection
committee and accepted by other teachers. There was usually
one subject matter book per child. For example, each child
had a math book of one particular series. Reading teachers
helped with selection of reading materials. Each child had
a book for reading on grade level., Classroom arrangement for
studying was usually set up for the lecture method of teaching
with each child in a desk in a straight row facing the front
of the room. The general feeling was that the teacher "will

impart knowledge."
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Time Span II--Spring and Summer, 1973, Plans for the Implement-

ation of the Bureaucratic-Professional Model

Parameters of acceptable behavior would be set by
individual teams with children involved in the establishment
of the rules. If children are to make decisions and grow,
mistakes will be a part of the growth process. These mis-~
takes should be used as learning experiences.

Teachers should experiment with techniques and materials
to determine the learning style of the student. No imposed
curriculum or standard would be prescribed by the central
office. Teachers should use their knowledge of the individual
to develop norms for the individual's situatiom.

The teaching profession will truly be a professioﬁ as
teachers make decisions and exercise their power through
expertise in dealing with children. Since the teacher in-
volved with the child knows more about the child than the
writers of the texts, the material in texts or any other
source will be regarded as one source, not as a program
through which children must be pushed. A system of material
such as a reading system would be used by the child only if
it could be adapted to his needs. In other words, the child's
growth pattern and skill needs should dictate his individual
course of study rather than a packaged system of materials.
It would not be necessary for every child to read every story
in his reading book or £ill in every page in a workbook if he
is to be the center of his curriculum instead of a prescribed

set of someone else's thoughts.
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Undue tension will be eliminated, teachers, and students
will relax and progress at whatever rate seems most appropriate.
Learning should be a joyous business. The drill of skills
should not interfere or take the place of the interest factor.
Each child's interest will be explored; skills will be taught
as needed. Teachers will give students time to explore, pur-
sue interests, and grow intellectually at their own rate.

Communications will open. Instead of the vertical
arrangement of communication in the traditional model, a
horizontal arrangement will emerge. During the planning
time span salesmanship of the program will be a norm. Those
people interested in the project will try:to convince others
of its worth. Leaders of the project will try to convince
others bf its value, of going ahead with the Cooperative
Model.

Out of this openness of communication a trust should
emerge so that norms of time and space could be entrusted to
those directly involved., Before school began it had been
fairly well established by consultants from the university
that a multiage pattern of grouping should be tried. They
also suggested that the first two weeks of school be devoted
to getting to know thelchildren rather than a structured
time of lessons. Participants in the projéct, for the most
part, accepted the consultants' suggestions without question.

' The whole of Time Span II was the beginnings of interface

between norms of the different models. This was a time of norms
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in flux, which might be the best definition of educational
- change. Traditions were being considered, suggestions’for
the target system were proposed, and norms were changing.

This time was the beginning of interface Between norms of

the proposed system and norms of the target system, Tarawa
Terrace II.

Time Span III--As it Actually Happened (1973-74)

Many of the proposed norms of consultants became norms
in reality. Multiage grouping was accepted, teachers tried
to open communication, individuals were considered first, and
subject matter was looked at carefully before it was used.
There was more of a horizontal sharing in communications
than had existed before.

During this time of flux of norms, a vocabulary unique
to the project took on meaning., "Tolerance for ambiguity,
differentiation, ought, truth by definition, systems, incon-
gruence:)all took on special meanings for the project.

Professionals were perplexed at the dilemma of the
Director of Administrative Affairs who openly did not want
to be there. Teachers were constantly reminded (by him)
 that he was the principal. Consequently, many of the governance
norms in the traditional modei held as norms in the Cooperative
Model.

Decisions of curriculum aqd instruction were made by the
teachers, This was a real chaﬁge from the traditional model.

However, the difficulty of coping with the administrative
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ambiguities somewhat diminished the joy of being able to

make curriculum decisions.

Aug. 25
Nov. 18
Jan. 20

We want this team to be as rule-free as
possible. When rules are imposed there

is always a way to beat the system. It
becomes a game of "how can I do what I

want to do by manipulating the rules?"

I guess it is impossible for six hundred
people to live together in total freedom.
There is always the master schedule of
coming to school at a prescribed hour,
eating and leaving at a prescribed time.

It is not just the scheduling, though, it
has something to do with human nature. We
trust children, get disappointed when trust
is abused, assume that children know how to
live together without being told again and
again, but we rethink. 1Is there a time when
specific rules and a clear understanding of
what is expected is necessary in a child's
life? I think so. I'm not sure children
automatically know "right'" from "“wrong."

We can see that it will be necessary to
have rules about behavior on the playground,
and in the classroom, but we'll try to

help them follow the rules, not to protect
the rule for its own sake. That's what
it's all about. Theory X and Theory Y have
to meet somewhere in the middle. We try so
hard, but one of our leaders seems to enjoy
imposing rules. Ambiguity.

Children feel more secure if they know where
parameters of acceptable behavior are fixed.
We had to make rules about staying out of
desks, leaving the room clean, and rules of
general courtesy. We had exPected that the
children would know what is "right" and do
it. Somewhere along the line they need to be
reminded. The important elements of our rules
are that children helped make them and there
is always a why. A conscious effort is made
to explain to students that adults on team
five "judged" each case individually with
input from the students. Each team member

is aware of the fact that equal opportunity
does not mean equal treatment.

We have accomplished so many things with the
children. I just wish we could accomplish



Jan. 25

Feb., 8

109

something at the other end with our Director
of Academic Affairs and Director of Adminis-
trative Affairs. We get "nondirective'" lead-
ership from one, which often means nothing,
and dictatorship from the other.

This week we had a budget meeting with the
superintendent, his assistant, our adminis-
trators, and team leaders. Everybody looked
toward someone to be chairman. Nobody was.
I do not feel that we got our needs across
at all.

A meeting Tuesday was the cause of some ill
feelings between the new counselor and her
assistant. I requested a conference and

told her that I had a list of things to discuss
with her. I told her that teachers were
promised that she would (1) work with crisis
cases, and (2) have time for "drop~ins."

This has not materialized. T asked who
determined priorities for testing-~that some-~
one on our team was tested at the request of
Col. somebody--fine--but if the Col. determines
priorities then we should know about it. The
L.D. children were being seen by the counselor,
but these children have already been tested
and were getting some help. We have children
who are not getting any help who are much
worse off than the children in the L.D. program.
At each meeting the counselor asked us to define
her role, We did. We were asked to define her
role again and again. We did, but she did not
comply with our two top priorities. She said
that she thought she had been hired to assess
the needs of the school, not to solve problems.
Neither of us were angry--good discussion.

She said that she wondered why only three teams
had responded to her. I told her that teachers
were disillusioned with what she had (more
accurately, had not) done, so she need not
expect their enthusiasm. She asked me for a
copy of the list to take to a meeting at the
superintendent's office. I think we were both

- genuinely concerned about children, Both of

us realized that we were not meeting their needs
and everybody was getting frustrated. By the
end of the week she was no longer employed,
Something about available funds being cut.
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Adults on team five with the help of the children

established a set of "understood norms.,"

1.

A child will be taught on his reading level regard-
less of the number of years in school attendance.
Outdoors is an acceptable classroom.

A student's problem takes precedent over the subject
of the class. (In other words, if a child has a
problem, his individual needs are more important
than the subject matter being studied.)

No poor grades will be marked on papers, Adults
will help students correct errors,

No specific academic standards are to be maintained
for students. Rather criterion referenced materials
are to be used,

Subject matter may be crochet as well as math.
Respect the actions of other people. Every person
has a different background of experiences. (This

is especially true on this military base.) Actions

reflect these experiences.

There were others, but these norms reflect the kind of

attitude on team five.

Norms between adults and children on team five were a

real change from a traditional school. There was not as

much change between teachers and the administrators.

Feb, 15 Wed, team leaders met. One team was upset

about the hiring of a new counselor this
week, The team leader was told that the
counselor had taken the slot which had been



intended to go to a senior teacher on her
team, All team leaders agreed that the

new counselor was much needed and looked
promising, but we understood the need for
another senior teacher. The team leader
requested that the Assistant Superintendent
for Curriculum and Instruction come over

to discuss the problem. We agreed that
team leaders needed to stick together~-so

we all agreed to come to her meeting. The
meeting lasted almost all day. The team
leader expressed her need for a senior
teacher, not a substitute for whom lessons
would have to be planmned. Our Director of
Administrative Affairs again told us about
how he was not consulted on the initial
planning, and that he was not in favor of
the project to begin with. I suggested to
him that we were all laboring under the
burden of his problem, but we were txying

to put it behind us and go forward to solve
problems., The meeting, although long, did
accomplish something: (1) that team leaders
would stick together, (2) that communications
be given in writing and (3) that the team be
given a senior teacher.

One of the most positive things about the project was

the feeling which developed among team leaders. There was

111

a real empathy within the group. Backgrounds were different,

personalities were different, goals were somewhat different

on different teams, but in spite of this the team leaders

worked together beautifully.

ship and the teacher-teacher relationship to some degree.

Norms, then, were changed in the teacher-child relation-

The relationships between teacher and administrator remained

much the same as in the traditional school. This was due

partly because the Director of Administrative Affairs demanded

it.
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REWARDS, SANCTIONS, AND EVALUATIONS

Rewards, sanctions, and evaluations are means of insur-
ing that the norms of a sociopolitical system are secure.
Schools and organizations try to predict behavior. Behavior
which is compatible with predictions receives rewards., For
example, comments such as, "He follows our rules to the
letter," or '"He reacted just as we hoped he would,'" indicate
that behavior had been predicted, was effected, and will be
rewarded. On the other hand, behavior which does not follow
predictions is discouraged through the use of negative sanc~
tions. The sociopolitical system cannot always predict how
effective rewards and sanctions will be. The effectiveness
depends upon the timing, the kind of rewards ox sanctions,
and the method of presentation. As the three time spans
progressed, evaluation became more openended. Measurable
objectives in Time Span I had specific rewards, sanctions,
and evaluations in keeping with the norms of the bureau-
cratic structure. In Time Span II and III rewards, sanctions,
and evaluations were more openended in keeping with the
professional model,

Verbal and nonverbal communication is present in some
forms of evaluations. The evaluator may say, "I like what
you did," in such a way as to imply, '"You're great," or

"You could have done better.'" The body language, tone of
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voice, level of intensity and vocal expression all are parts
of a system of rewards, sanctions, and evaluations.

Time Span I--The Traditional School (1972-73)

First year teachers were evaluated or rated five times
during the year by the principal. Other teachers were eval-
uated three times during the year. The principal used a
checksheet to evaluate teacher performance. 1If teachers
conformed to the items on the checksheet, a good evaluation
was given, deviant behavior (nonconformity) was checked as
not being acceptable. These forms were signed by the prin-
cipal, the teacher, and sent to the superintendent's office
to be kept in the teacher's file. Regular civil service
regulations were enforced on matters of sick leave, annual
leave, arrival and departure.

Teachers were rewarded for complying with the vertical
chain of command in formal and informal ways. The formal
evaluation done by principals made teachers aware of their
strengths and weaknesses. Formal evaluations rewarded teach-
ers for complying with commands in keeping with the bureau-
cratic structure.

Children were evaluated by the teacher on a standard
report card every nine weeks. Letter grades were given for
subjects with checks given for social behavior. Students who
misbehaved were sent to the principal, stayed in for recess,
or were required to write sentences. There were specific

rewards and sanctions for specific deeds.
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Time and space were highly segmented as the norms implied.
Children were expected to be "in place'" on time, and were
sanctioned for being late or for not being in place. Each
class had a desk for every child, usually in straight rows.
Each child had a set of books for which he was respoﬁsible
and expected to absorb. Children were expected to conformvto
the commands of the bureaucracy. It was a realization of this
fact that helped to bring about thinking of better ways to
help children.

Time Span II--~Spring and Summer, 1973, Plans for the Tmplement-

ation of the Bureaucratic-Professional Model

This experimental school cculd be said to be in the "pilot
project stage" for three school years, or until school year
1976-77. At this time, personnel involved should be able to
look back and evaluate the program. Also, most problems
would be worked out by then and the school would be ready to
open its doors as an established, permanent program,

During this planning time teachers from all over the system
were being informed about the Cooperative Model. Some indicated
their wish to apply for the project. Interviews were scheduled
by the Director of Academic Affairs and the Instructional Leaders
to evaluate applications and interview applicants. While par-
ticipants were being evaluated, plansmfor methods of rewards,

sanctions, and evaluations were being discussed,
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One plan of evaluation was that teachers should evaluate
each other. Since they were to be chosen by their own col-
leagues, the instructional leaders would serve as their own
judges according to the Professional Model. Teachers should
act as professionals to offer help to teach each other, offer
suggestions to improve teaching or organizations, and in gen-
eral, '"police their own ranks'" in the best sense of the word.
Rewards of praise for work well done should come from fellow
teachers as well as administrators. Briefly, a spirit of
helpfulness, growing together through shared ideas, and con-
cexrn for the improvement of professional skills was to be the
guide. Teachers would observe each other to evaluate each
other and share ideas. Helpful suggestions would be shared
between teams just as Instructional Leaders and team members
shared plans within a team. Accountability for sound instruc-
tion would reside where it probably should reside--with the
teachers. Under this organization teachers would actually
be provided the resources and decision-making authority so
that they could realistically be held accountable for what
they did.

No imposed curriculum would be dictated for teachers.
Experimentation, with needs of children uppermost in mind,
would be the norm and evaluated with the knowledge that
standard tools of evaluation would not be suitable for all
forms of experimentation.

Teachers would be encouraged to try methods and techniques

which had not been used in the school previously without the
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fear of '"not teaching the prescribed curriculum." The teacher
could justify any method or technique after determining that
it would suit the needs of the child,

Children were to be praised, not given poor grades. A
helpful attitude on the part of the teacher rather than that
of the taskmaster was to be observed. Spanking would be out
of the question. Their first report card would be replaced
by parent conferences. A revised report'card would be sent
home three times after the first parent conference. Children
should be encouraged to compete only with themselves, not
others, unless they were comfortable in a competitive situa-
tion. Team five believed that elementary school is oo early
to start the cutthroat competition brought on by the Bell
Curve, imposed academic standards, and letter grade systems.
If independent behavior is to occur, opportunity to be inde-
pendent must be a part of the school day? evaluation of inde-
pendent activity should be the responsibility of the student
to a great degree.

Time Span III--As it Actually Happened (1973-74)

Sept. 15 I remember reading somewhere in Neill's book
about Summerhill about the distinction between
overt authority and anonymous authority.

Overt is exercised directly and explicitly.

The authority figure frankly tells the person
subject to him what to do. That is the way
traditional schools have been. We say, ''You
must do this, if you don't, I'll do this."

We applied sanctions to preserve rules which
might not have been worth applying in the first
place. .Anonymous authority pretends that there
is no authority, and that everything that is
done is with the comnsent of all concerned.

For example, a teacher used to say, "If you
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don't do this I'll punish you." Today's
teachers say, '"Try it, you'll enjoy doing
it." Overt authority simply useé %orce.
This anonymous authority uses some kind of
psychic manipulation that bothers me. 1In
the long run the pill is swallowed, even if
it is sugar coated, and the anonymous author-
ity strikes again. I don't want our team to
reward and sanction with authority. We'll
have to find a better way. I believe that
we can.

Personalities became so enmeshed with position that it
was difficult to evaluate performance without evaluating
personality. Working so closely together it became extremely
awkward to criticize another teacher or Instructional Leader.
The Instructional Leaders each had a style of leadership,
evaluation, and daily functioning, but no one felt that theirs
was superior to the extent that they crusaded for their method.
Each Instructional Leader was well aware that the others were
each doing their best, finding their own way, and honestly
trying to evaluate what their team had done. This was so
time consuming that none of the teams felt that they had
time to really observe another team to see what went on there.
When these rare visists did occur it was for the purpose of
finding new methods to try in their own team rather than to
criticize (positively and negatively) what another team was
doing. No one seemed sure enough of what she was doing to
try to get others to do better.

Dec. 10 I don't really believe teachers want to
"patrol" themselves, The whole idea of
tending to my own team is difficult enough
and even though I see things on other teams

which I know to be totally unsound, I sit
here and say nothing. There are just too
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many variables involved. So I sit sorting
them, saying nothing. "Contemplating the
variables instead of going into action."
Working with friends is good, but it is
difficult to criticize a friend.

No teacher felt that they had the '"right" to criticize
another teacher. It was even difficult to give constructive
criticism, in many instances, to interns. There never seemed
to be enough time to go to another team to observe. Mere
looking at someone teach made teachers feel that they were
not making wise use of their time. There was a sense of
urgency, a need to do as much as possible on each of the teams.
There were so many crisis situations that teachers hesitated
about leaving their classes with an aide or intern.

The lack of prescribed curriculum in many instances
caused teachers to think about all the things which could
possibly be taught., This resulted at times in hurried confu-
sion, rushed expectancy, and harried urgency. Instead of the
more relaxed feeling of '"we don't have to rush to cover the
book," teachers assumed the attitude of "there is so much to
teach, how will I ever get it done?" It is very difficult
for some teachers to allow growing time for children, Time
to absorb, to digest is so essential for children, but that
means that the teacher might need to get out of the way.

Sept. 18 This reminds me of the story of the beautiful
school, beautiful books, beautiful teachers,
and the beautiful parents sent the wrong kids.
We had this idea of positive love and sunshine.
It works most of the time, but there are child-
ren here who have to be told to do a certain

thing at a certain time. To assume that all
children can function as decision-makers to
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make choices for themselves is just as wrong
as saying that children aren't capable of
making their own decisions. The problem lies
in being able to identify the child who is
capable of decision-making from the one who
needs the security of not being responsible
for making decisions.

Rewards for children came in many forms: smiles, hugs,

candy, parties, acting as teacher helper, extra recess, free

books, games, positive remarks--spoken and written, notes to

parents, and any form of recognition which seemed appropriate

for the act.

Sanctions were as varied: a frown, a private verbal

admonishment, hand signals, a note to parents, a conference,

a visit to the principal or counselor. No physical punishment

such as spanking was used. In some instances children were

suspended from school.

Dec., 8

Funny, even though no grades (except good ones)
are given, the children always know who's smart.
Somehow smart ones feel more reward and slower
ones feel the lack. No matter how hard we try
to accept all children where they are--they
don't accept themselves. We thought that multi-
age grouping would help to eliminate the problen.
It does to some degree. Children group them-~
selves. I like multiage grouping, but ask any
kid who's the smartest one in math and he'll
say, ""Shannon'". Although Shannon's grades are
no better (because everybody gets good grades
and succeeds) everyone knows that Shannon is

at the top of the heap.

Teachers all got good grades too. But instead of coming

from each other, they came fairly traditionally from the

principal.

Jan, 12

It continues to be a shock to be "evaluated"
by the Director of Academic Affairs. He
observes new teachers five times during the
year and others, three times. Evaluation
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forms rarely seem fair, at best. What happened
to the idea of professional evaluation of co-
horts? There are few times when instructional
leaders are reinforced with true words of
praise. There are some comments about con~
sultants' attitudes of "relax, you're 0.K."

We seldom hear a specific good thing, and by
the same token nobody says anything about a
specific bad thing. This has been mistaken for
lack of concern. Certalnly, teachers ought to
be able to evaluate what is done themselves,

and not walt around for the pat on the head.
That is an "ought'", not a reality. No one here
is so sure of what we are doing that positive
reinforcement isn't necessary.

Magazine articles are being written about our
school. We never know anything about them until
we see them, sometimes accidentally, in print.
It would be great if we could have some input

in these articles, Plans for the ASCD are
being made. Our school will have a part on

the program. We have asked for the program
which will be presented as ASCD to be presented
to us, or at least tell us something about what
will be said...nothing. What's the big secret?

The new counselor asked us to give her a list

of children to be tested. We tried to be kind
and just give her our crisis cases., Right

away we came up with fifteen names. Fifteen

out of one hundred. These children are not

just slow learners or minor discipline problems.
These fifteen are simply beyond us.

------- whose father was killed by pollce brother
a pusher, sister a prostitute, twin in ]uvenlle
court, mother gambles, living with cousin.
------- came from a class of six emotlonally
disturbed children in another city.

------- an animal, like his mother and ‘her third
husband who is twenty—one.

------- wakes up at night to eat. Will not let
people see her eat. Throws all school lunches
away. Mother obese. Under care of pediatrician
on base.

------- new from Puerto Rico. Language problem,
------- very high IQ. Afraid of any new situation,
Cries easily.

------- enjoys hurting other children. Trembles,
withdraws.

------- transferred to us from Team Six after

being suspended. Last resort to give him
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another chance before asking his parents to
take him out for good.

The list goes on and on. God help us.
There were other children who seemed well
adjusted and emotionally healthy. These
seemed to thrive on what we were trying to
do for them.

May 15 I don't know how any valid evaluation or con-
clusion can be drawn about our experimental
Cooperative Model because of the overwhelming
obstacles. The two main obstacles were
(1) the problems between the two administrators.
How can a Cooperative Model exist if the two
men at the top are not even cooperative with
each other. The Director of Administrative
Affairs has constantly worn the "I wasn't
consulted initially" chip on his shoulder all
year. (2) The type of children. With the
inexperience of the interns, the youth of the
senior teachers, the newness of the situation,
this type of child needs calming structure,

All of us wanted to give them choices when

they would have been more secure in a different
situation. We tried to use all the new=-good
ideas at the wrong place. T only hope we
haven't done any more damage. In the beginning
we talked about children feeling free to express
themselves. What we didn't know was that they
had few inhibitions about expressing self.

It was rather self-control and restraint of

any kind that they did not know.

Many of the plans for the Cooperative Model were actually
implemented. During the first year there prevailed a general
feeling that positive educational change was taking place.

For the most part the affective domain was considered to a
greater degree than ever before.

Standardized test scores did not show that skills improved
any more in the Cooperative Model than the traditional model.
Teachers, for the most part, agreed that improvement in social
skills or skills not measured on standardized tests had been

enhanced most.
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CHAPTER IV
SUMMARY , CONCLUSIONS, AND RECOMMENDATIONS FOR FURTHER STUDY

This case study of Tarawa Terrace II Elementary School
described the implementation of a Bureaucratic-Professional
Model of organization and the changes in the ends (purpose
levels, goals, objectives) and means (norms, rewards, sanc-
tions, and evaluations). This study focused on three time
spans :

Time Span I, 1972-73, The Traditional School

Time Span 11, 1973, Spring and Summe;, Plans for the

Implementation of the Bureaucratic-Professional
Model

Time Span III, 1973-74, As it Actually Happened,

In the judgment of the originators of the conceptual
model for the elementary school being investigated, the
bureaucratic organizational system was appropriate for
governance functions because governance deals with
matters in which the ends are measurable, the means for
reaching such ends are agreed upon, and the causal relation-
ship between means and ends is concretely demonstxable,

In the area of curriculum and instruction, however, the
professional organizational form is more acceptable due large-
ly to the abstractness of educational ends, The vertical,

bhierarchical bureaucratic system is less appropriate than the
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horizontal professional system that depends on trust in the
expertise of colleagues,

The investigatdr studied the elementary school as a
sociopolitical system with emphasis on the sociological
and political aspects of the school, Elements of sociopolitical
systems, such as educational ends (purpose levels, goals,
objectives), and means (norms, rewards, sanctions, and
evaluations) served as organizing concepts.

This was a comparative study, for it compared and con-
trasted the school as a sociopolitical system at three differ-
ent times in its history. The investigator centered attention
on the educational change process (norms in flux) and in part-
icular the relationship between the person and the organization
within the culture of the school.

The investigator was the Instructional Leader for one
of six teams (team five) in the school. The data were gather~
ed in the form of a weekly log, a record of the team's attempt
to provide conditions for personal and self-development of each
child, to meet levels of needs and to make curriculum decisions
based on needs of students. The investigator was concerned
with maintaining objectivity while participating in the
situation being described,

There were basic dilemmas to be reconciled:

1. Participants had unlimited desires, but the

organization had limited resources.

2. Participants had different needs, different levels

of tolerance for ambiguity.
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3. There was undue tension between the Director of Academic
Affairs and the Director of Administrative Affairs
to the point that the Bureaucratic-Professional
Model concept suffered.,
On the other hand, many positive things happened.
1. Teachers made curriculum decisions based on the
needs of children,

2. Interns had practical teacher-training experience.

3. Inservice training occurred more frequently,

4, Children seemed to enjoy school.

The review of the literature focused on change brought
about by individuals and organizations. Those who initiated
change in the Cooperative Model School supported the view that
organizational change should preceed individual change. The
plan for change originated with consultants from the university.

There are those who believe that the individual is the
center of the change process and that man can and should be
the measure of all things. As some humanists argue, it is
the formation of organizations that corrupts man, Emerson,
Thoreau, Rousseau and other more modern day writers such as
Dewey, Goodman, Friedenburg, Holt, Illich and others are
described as individuals who initiated change and in many
instances practised their ideas in the claésroom.

Individuals changing institutions often meet with sup-
pression from society, but change, flux of norms, is inevitable
whether it be brought about by individuals or organizations.

Certainly any change is probably a combination of factors and
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no distinct line can be drawn to say that this was a change

initiated solely by individuals or organizations since usually
one is dependent upon the other, The one important element
about change is that to be successful it should start inter-~
nally, not be initiaied by some external force. Another
important element is that participants' levels of needs must
be considered if change is to be successful,.

Change brought about by oxganizations was described in
three eras: Scientific Management, Human Relations, and the
Behavioral Approach. School organizations were influenced'by
these changes in industry. From the era of Scientific Manage-
ment came specialization, coordination from central office,
systems of rules, and an impersonality much like industry,

The pupil became the product. Bureaucracy affected education
significantly in standardization of course work. The im~
plication of this fact on individual differences in the
classroom and teacher decision-making were described, During
the era of Human Relations individual attitudes came to be
recognizeé as important variables in interpersonal behavior
affecting patterns of organization. The Human Relations movement
probably had more impact on supervisors than it did on admin-
istrators due to the fact that administrators were in line
positions where they were responsible for‘exercising power
and authority over their subordinates whereas supervisors
were in staff positions where influence was more dependent

upon expertise, The era of the Behavioral Approach was des-
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cribed as the time of recognition of the fact that organizations
and the individuals within it work toward prescribed ends of
the organization, but have a tremendous jmpact upon each
other during the process. The formal structure and the
individuals are constantly transacting and interacting,

During the first year of the implementation of the
Bureaucratic-Professional Model the investigator concludes
that the Hawthorne Effect contributed to school success. There
was special attention paid to the participants. It was an honor
to be chosen for the project. The administration indicated its
faith in the participants by acknowledging that teachers were
responsible people, and should be held accountable, but that
they also should have authority to make decisions about cur-
riculum and instruction., As the year progressed it became
apparent that a rethinking on certain elements of the program
would be necessary if participants were to maintain their
enthusiasm. A representative from the superintendent's office
and consultants from the university were interviewed to give
the investigator more insight into the project. Many questions
about the project arose as a result of working in the project
and conducting the interviews.

The following questions are posed as suggestions for
further study, but answered as fhe investigator's experience

with the project indicated, The intent of the writing is not
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to be judgmental of others, As a participant in the project,

the investigator takes responsibility for a fair share of the

successes and failures, Any judgmental arguments are for

the purpose of discussion,

1. Is the conceptual model sound?

A,

Are the elements of the model clearly defined?
The distinction was made between governance and
curriculum, or administration and academics, but
a large area in between remained undefined., For
example, if a teacher wished to change rooms to
initiate some curriculum change, to whom would
she report? Certainly, the change dealt with
curriculum, but changing facilities affected
maintenance which should be an administrative
act, There were other ambiguous situations.

This is not to insinuate that the model was
basically unsound, only that the implementation
would have been more effective if elements of
the modei had been more clearly defined., Certain-
ly in spite of clearly defining elements, some
ambiguity would remain, However, with open com-
munication, more explicit definitions, friction
would have been reduced. It was indicated in one
interview that many times frequent disclaimers
about not understanding was a defense. When

participants heard, 'We have a process, not a
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program,' they were frustrated. Maybe initially
some did not understand, but later they did,
Team leaders understood,

Do the elements relate to each other in a
logically consistent way?

Objectives were to emerge out of goals just
as goals were to emerge from purposes. There was
a great deal of assumption that everyone could
make objectives in keeping with the goals. Goals
were listed which implied freedom, implicit faith,
and that everyone involved would interpret the
goals as they were meant to be interpreted. But
when objectives were given, the actual implement-
ation showed less freedom, choice, or experiment-
ation, Teachers and childrén went back many times
to the old concept of school as they had always
known it. In many instances this was not bad,
because teachers do many good things in traditional
schools as well as experimental schools. There was
an uneasiness of feeling guilty about doing some
of the same things they had done before, Whether
or not the things were good or bad was not the
pbint. Teachers needed more faith in their own
abilities to deal with children.

One of the most confusing aspects of the
project which defied logic was the assumption that

change could come from an external source when the
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very change itself was decision-making on the part
of participants. Since the project was conceived
at the university, participants in the project
expected, '"Yes, you are doing what we conceptualiz-
ed," or, "No, that is not what we had in mind,"
from consultants. The consultants, however, felt
that the nondirective style of leadership was more
in keeping with the model and that teachers were
the experts on the children with whom they worked.
Participants had the feeling of being suddenly
weaned before sufficient help had been given.
Levels of needs of participants were not met
sufficiently in feedback communications. Perhaps
consultants felt that participants ﬁere too in-
volved with programs and the immediate mneeds to
see the broader scope of the project, Perhaps
if the ideas of the Bureaucratic-Professional Model
had originated at the Tarawa Terrace LI School,
teachers would have relied less on positive rein-
forcement from the source of conception,
Are the basic assumptions of the model explicit?
Implicit? |

The general explanation of the model is
fairly explicit, but the implementation of the
model depended to a great extent on the implicit

assumptions (1)that participants wanted to make
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decisions, (2) that they could generate alternatives,
(3) that they realized change evolves slowly, (4)

that the Director of Academic Affairs and the Dir-
ector of Administrative Affairs would cooperate,

and (5) that the large '"gray area" would be re-

duced by working together. In spite of the im-

plicit nature of the model, there was enough
explicit.direction to cause participants to begin
work enthusiastically., When Consultant Y was asked
this question he said that the decision-making process
could be made explicit, but that results are implicit,
depending on faith,

The investigator concludes that the conceptual
model is sound in spite of some ambiguous elements.
More research should be done to more clearly define
elements, not just to the satisfaction of a certain
group, but to all participants in the project.
effectively was the conceptual model implemented?

Who understood the model?

Consultant Y understood the model and was advisor
to a student writing his dissertation on the model,
Consultant Y worked with the six Instructional Leaders
and the Director of Academic Affairs for two weeks
before the opening of school. At the time school
opened, of the almost seventy adults, only seven

had received any intensive training (two weeks)
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on bureaucracy, professionalism, generating alter-
natives to bring about curriculum change, tolerance
for ambiguity, and general coping in a changing en-
vironment, Consultant Y agreed that participants
were not prepared, but asked how long and under
what conditions would it take to prepare them? He
indicated that participants were uneasy.

Camp Lejeune's Curriculum Directof told in an
interview about a member of the school board question-

ing the use of the word experimental. It was agreed

that the word could have possible detrimental con-
notations, and that it was necessary for parents to
feel secure about the project. It was also agreed
that the word model would have a better external
image, that it would establish an esprit de corps
among the faculty and be a positive step toward bet-
ter recruitment., Other schools in the system ques-
tioned the project and the use of the word model.

The Curriculum Director stated that he was prepared“
to visk the cost in terms of what the project would
gain. It was not the intent to take anything from
another schodl, but to see that the Cooperative Model
got its due, Everyone hoped from the beginning that
the project would be a success, but because of the
vast differences in experiences, everyone had his own

ideas of how to make it a success. The Director
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of Academic Affairs had never held this type of
position before this time. The Director of Ad-
ministrative Affairs was openly opposed to the |
project. The Instructional Leaders had only two
weeks of training. The senior teachers were for
the most part very young and inexperienced, The
interns had no education courses as such. Perhaps
lack of preparedness was the most obvious flaw in
the implementation of the model. This, coupled
with the lack of communication skills, prevented
full understanding of the plan. Many participants
were on the survival level from the beginning.

Some meetings and consultants attempted to solve
problems above the survival level which participants
were simply not ready to deal with.

Were there effective communications between U. N, C-
Greensboro and Tarawa Terrace II1?

The interns worked with a very able graduate
student from U, N, C., G. This contact person came
for two days every two weeks and was a vital link
between the two institutions, This was very
valuable for the interns. Other participants felt
isolated from '"the source." ‘Efforts to communicate

needs and feelings through the Director of Academic

Affairs through the system's Director of Curriculum on

to professionals at U, N, C. G, often failed at some
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interval. There was a general lack of self-con-
fidence among many participants and a strong need
to communicate feelings. The nondirective style
on the part of leaders was often interpreted as
lack of interest and concern. Because of the non-
directive style of leadership there was a feeling
on the part of many participants that legitimate
requests were ignored, This contributed to some
ill feeling which tended to block communication
even more,

In an interview one participant said that
power was given to the Director of Academic Affairs
and Director of Administrative Affairs when their
permissions were requested, He also stated that it
seemed that consultants and participants in the pro-
ject were on different channels. One group was more
concerned with the process of decision-making whereas
the participants in the project had immediate pro-
gramatic problems. People were not hearing each
other,

According to Consultant Y decisions were made
and nobody knew who made them, There was the pro-
blem of getting people together., Teachers felt the
need to teach and not get together and discuss
their problems; they could have made time even if
it meant long recesses., It was a matter of prior-

ities. Consultant Y said that if teachers had pro-
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lems they could have made timé to discuss ways to
solve them. Teachers did not want to take time
out of the classroom, That left a leadership
vacuum, He described suspension of bureaucratic
functions in three ways. (1) When bureaucratic
positional authority was not suspended, those in
authority made decisions. (2) On the next level
there were times when authority was suspended,
but not filled by anyone else. (3) Then there
is the next level where bureaﬁcratic authority
is suspended and replaced or filled in by another
form of leadership. Many times the Cooperative
Model fell into the second level of vacuum. He
saw Instructional Leaders as overall leaders for
instruction for one-hundred children and six or
seven adults, By that definition they could not
be regular classroom teachers, The Tnstructional
Leader should have been a communicator, a facilitat-~
or, supervisor of activity, someone who listened,
someone who could be more relaxed about what child-
ren were learning., Instructional Leaders felt guilty
about not teaching, so it was difficult to get
people together to solve common problems.

There were times when team five felt that
anything which involved the total school was

simply not worth the trouble., Team five worked
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well togethery decisions on the team were honored.
But those decisions which required involvement of
the whole school were too cumbersome to he worth
the effort. Team five requested certain consultants.
Instead of the consultants requested, others were
chosen, How far up the communications ladder did
the request go? Did requests stop with the Dir-
of Academic Affairs in the school, or in the system,
or did the consultants choose not to come? There
weére some requests for materials which were honored,
others were not because of hudget limitationsg,

Team five understood budget Llimitations and could
accept "mo." What it éould not tolerate was the
fact that it possibly was-simply ignored, -

Were resources accurately or adequately surveyed
and employed?

During the two weeks before school started
Instructional leaders tried to get a feel for the
overall concept. There was no time to make interest
centers, collect materials, etc. The library ox
media center had an adequate selection of books,
some records and filmstrips, and a fulltime
librarian. She did not attend the workshop pre-
ceeding the opening of school, however, and many
of the concepts of the school seemed alien to hex.

There was a book supply room with an adequate
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number of reading texts. A full time reading
teacher helped with the selection of materials,

but did not work with any children. Instructional
Leaders requested that the reading teacher work
with very slow learners. This request was not
honored, The reading teacher worked with volunteers
in a program for slow learners., Instructional
Leaders felt that this was mot best utilization

of reading teachers,

There was a survey of community helpers. Each
team was given a list of local volunteers who could
come in to share their interests with children.

Perhaps the greatest inadequacyAwas the in-
experience of the participants in the project.

The youth of the group combined with nondirective
leadership caused many moments of frustration,

The lack of materials in the beginning of the
year was a real hindrance to progress. Materials
came in as ordered later in the year.

Were role definitions clear?

No, Instructionél Leaders were clearest on
role definition, perhaps because they wanted to be,
Senior teachers felt the responsibility of the
interns, but were not exactly clear as to how to
help them, Interns knew that they were to observe

and adapt what they observed to their own mode.
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Aides' roles were much the same as in any other
school except for the fact that no distinction

was made in the classroom between aides, interms,
and teachers as far as the children were concerned.

The role of the Director of Administrative
Affairs was not understood by him, or the teachers.
He denied the project from the beginning and saw
himself as the principal, not as one part of a two
part administrative team, There were times when
participants understood more than their behavior
showed,

Participants agreed. teaching experience could
have been a plus or a minus, More experienced
teachers might have had too many exper;ences to
fall back on and this would inhibit their creative
decision-making. Younger people found their role
at a more rapid pace, There was some frustration
because of the youth of the faculty. There was a
lack of understanding which could be attributed to
many things. First, there was comparatively little
preservice training for preparation, Second, there
was the inability of team leaders to relate or relay
a job description to the senior teachers, perhaps
because they did not fully understand their own
roles. There was the difficulty of translating

. role description into behavior,
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‘Some . said that mature judgment based on experience
would have helped in defining roles, and that the
main thing, if the project began again, would be
to specify strong and clear leadership in terms
of buffering, and in terms of drawing on all kinds
of expertise,
In summary of the question, no, the implement-
ation of the model was not adequate. The concept itself
was educationally sound, but the behavior required to
implement the project was not evident enough to make
the project the success it should have been. Many
improvements were made in the school, but more could
have occurred with better preparation and more
comnunication.
Given previous influences, particularly bureaucratic
influences of organizations in which they participated,
can teachers really be professional?

Yes, teachers can be expected to be professionals,
In spite of growing up in bureaucratic schools, and in
some cases homes, and churches, they can be expected
to make curriculum decisions concerning the children.
More research is needed cn this question. Teacher
training institutions need to help prospective teachers
look at patterns of organizations and their interface

of roles, Lack of confidence in their own creative
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ability causes some teachers to revert to patterns
established‘by tradition. There will alwéys be some

sort of hierarchy in a school, but perhaps it should

come from expertise rather than authority. The Co-
operative Model School was designed to encourage decision-
makihg through expertise (the teacher is the expert on
the child that she teaches.)

Is it possible to have workable and beneficial
relationships between universities and school systems?

Yes, but more research is needed to determine
better ways of communication. The goals of the two
institutions are diverse, The university tends toward
theory and research, The public school is concerned
with the active curriculum of children., Together,
each could help the other.

What difference occurs 1f change is initiated externally or
internally?

More research is needed on this point. Educators say
that children must have a felt need to learn, or change.
Perhaps the same is true of educators, Unless the
need is felt, alternatives generated within, and
action initiated by them, outside forces are of
minimal value,

What difference would it make if the investigator were
not a participant?

Certainly, the investigator would have been more



140

objective, less concerned with personalities, and
may have reported more accurately, However, it was‘i
a learning experience that contributed greatly to
the professional growth of the investigator, It is
doubtful that a total outsider could have been
sensitive to the project.
How much can the model be changed before it is violated?

If elements had been more clearly defined, a de-
finite point could be marked to show where the model
becomes changed to the point that it no longer fits
the original concept. Perhaps the only real point
in the Cooperative Model which would truly violate
the model would be the elimination of the two facets
of administration and teacher decision-making. The
one element which made the school the Cooperative
Model was the fact that there was a bureaucracy for
matters of governance and a profession for making
curriculum decisions., This was the original intent
of the project, and when that is no longer in effect,
the project is no longer the Cooperative Model, Other
elements were less clearly defined so that it would
be difficult to know when the model was violated.
Should focus be on the change in the individual or
change in the organization pattern?

More research is needed particularly in schools,

To impose an organizational pattern on individuals
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without adequately preparing the individuals for the

change greatly increases the likelyhood that the
organizational pattern will have difficulty, If,
however, teachers are content to sit by and continue
in the same rut without generating alternatives to
keep up with changes in children, what can be done?
Certainly at the university level ideas can be
brought to teachers to help them want to éhange.
The best organizational change would be brought
about by individuals who are seeking a better way.
How conscious should teachers be of the change process?
Teachers need to be more aware of what it takes
to bring about change, what makes change, how to
initiate it, and how to live with it. More research
is needed in this area.
What are practical terms and guidelines any school
system could use from this study?

The Bureaucratic-Professional Model is the most
ideal system under which the investigator ever worked,
It is a project which should be studied by other schools,
There are certain areas which need more research before
it should be tried again. What would be the best
method to prepare participants fof the project? A
great deal was learned during the initial year about
what was valuable and what needed more attention. The

inservice should be planned ahead of time. Then
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participants trained until they felt confident in
their own abilities.
These and other questions are recommended for further
research., All of the questions will never be answered about
the possibilities of the Cooperative Model School since

change is one element of its success.
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