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PREFACE

Thls report, orlglnally developed for the Plorida Center for Children and
Youth, Inc., examines the development of alternative educatlon prograns.

It is meant to be used by lay c¢itizen groups, teachers} ‘administrators,
district supervisors and curriculum development specialists, superinten-
dents, school boardgmemﬁers, and the Florida Department of Education

staff as they develop educational alternatives throughout the state. .

The Florida Center for Children and Youth, has been strongly committed
to the concept of alternative education since its beginning as a : -
statewide child advocacy organization. The concerns of the Board of
Directors arise from the belief that all children in Florida deserve

and are in need of a guality education, an education that will prepare
,hem to assume a useful role in a complex and changing s001ety. Yet
pchools have been unable to keep pace with the increasing demands that
have been placed upon them. The following figures dramatize a situation
which is both a problem and an opportunlty-

L 41,311 students dropped out of school durlng the 1976-77
“scheol year in Florida. .

e 91,563 of Florida's children were not promoted to the next
grade level at the end of;the sohool year 1976-77.

‘@ 63,047 Flérida publlc school students were suspended from !
school for at least one school day during 1976-77.

® School suspen51ons resulted at a minimum in a loss of
" over 80,251 student days of 1n§tructlon durlng the 1976 77
school year.

e 416 Florida publlc school studean were expelled during

the 1976-77 academlc year, - ‘ N

@ 199,249 students recelved'corporal punishment in Florida
during the l976—77 school year, . ...

i )
aom Q3

- Not visible in these statistics are the thoasands of young people and

teachers who find their school an unrewardlng or difficult place to

- spend the day. Nationwide, students and teachers. alike have almost one

chance in 10 of having somethlng stolen each monthtand about one chance
in 200 of being robbed. Students stand almost one chance in 80 of being

‘physically attacked; for teachers, the chance is one in 200. Slmllarly,
. far more students are: dlscouraged, frumiliated, frightened, d141nterested , |

alienated, and angry than are revealed by OfflClal figures; teachers in
large numbers are frustrated, angry, helpless -« and leaving thelr jobs.

Q
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While éuch statistics paint an unhappy picture, and one which clearly
indicates a need for action, they also suggest an opportunity for

improving our schools and 1mprov1ng the lives® and prospects of the students,
teachers, and administrators who spend their days there.

During the 1978 legislatiVe session, the Florida Center for Children and

“youth worked in coalition with many other organlzatlons and groups

throughout the state to construct a concept of alternative education whlch

would work toward the elimination of the failures of our present

educational system. In response to the llvely interest of citizen
advocates, ‘the legislature -- as 'a first step -- passed legislation
which will-assist districts in the development of alternatives for
students who are disinterested, unsuccessful, or disruptive in the
traditional school setting. This legislative effort provides the initial
impetus in Florida's search for solutions to the problems that children
face in‘our educational system. '

The Florida Center for Children and Youth is greatly appreciative

of the technical assistance offered to Florida in the preparation of

this report. The Center wishes to extend its special thanks to consultant
Paul Bradshaw of Arthur D. Little, Inc., and to Dr. Judith Warren Little

- of the Center for Action Research, Inc. Their efforts have not only given

us a national perspective of the state of the art of alternatives in
America,; but have shown us that developing alternatives within Florida is
a .realistic-goal. Consultations with Ruby King of Florida Teaching

. Profession/National Education Association, Woody Darden and Harold

Cramer of Florida Association School Administrators and Dale Hilburn,
Phil Rountree, Vicky Rickards, Jim Crocher and others in the Department
of Education have all proved helpful in the production of this report.
Our thanks to Rita Thrasher, co-founder of the Florida Consortium on
Options in Public Education (COPE), for her assistance in preparing
bibliographic annotations.

Concern is é}most&gritiCal beginning -~ education of ourselves as
educators and advocates and involvement in the process of change are the

[

next steps. It is hoped that this manual can begln to fulfill our efforts

‘as-advocates. It is only through these- steps that we will make progress

toward the achievement of Florida's dream ... a comprehens1ve quality
educatlon for all.

£

Sharon Solomon, Executive Director
Florida Center for Ch;ldren and Youth
‘Tallahassee, Florida
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Chapter I

INTRODUCTION

What influence can the schools reasonably expect to exert over problems of
failure, truancy, disruption, disinterest, violence, vandalism, and the
like? What solutions are within the reach and control of the school, and
how can they be designed? This report addresses these questions by offer-
ing guidelines for developihg alternative education programs.

- A good approach to these questlons is to ask mot why young people get into

trouble, but how do they grow into healthy, productlve adults? Here are
some basic proposxt10ns- = S

e Young people become productive adults because society provides them
with opportunities to feel useful, competent, a:sense of belonging,
and capable of influencing their immediate ‘Futures. In schools,
students can gain recognition and admiration from teachers and
fellow students, and these opportunities can be expanded to offer
more students a chance to beleng.

e Young people are likely to grow up to be\productiVe‘adults.when
they see themselves and are seen by others in positive ways.

® Negative labels and limited access to desirable opportunities
gnd roles lead to alienation. Such young people have little
étake in conforming to rules or trying to achieve, so delinguency,
dropping out,” truancy, classroom disruption, and even runnlng
away may follow.

N

- These propositions suggest the school situation inCreases"the chance that

students will act in ways that ave illegal, jmmoral, ugly, or self-.
defeating. This perspective has some. c¢lear implications for changing:
situations rather than individuals. ' The three basic propositions can

be viewed as general principles for Jjudging any propoged course of acdtion.
A program is positive (rather than punitive) if it broadens opportunities
for students to belong, to be useful and respon51ble, and to be seen in

a favorable light by others.

What Do We Mean By "Alternative?"

In its broadest sense; an alternative often turns out to be anything

you haven't tried before: lité€rally, anything different. Whlle popular
writing on alternative educatiori‘stresses the underlying 1dea\Jf -expanded
choice for everyone -- students; teachers, parents, administrators ~=~ as
many -as 30 percent of the programs in the United: States have been estimated

. to sexrve a "special" sub—populat;on of students: the disruptive, dis- _
Teachers, principals, students,,~

interested, disaffected, and digaffiliated. !
and parents may all have different notlons Qf what constitutes an alter~-
native. g L : : ’ '

QS

7 ) "f)"Q -, a

[
e



For some, alternative education requires separate facilities and =
independence from the policies and rules of the conventional public
schools; for others, alternative education includes the remedial

" reading and math programs for students with academic probleéems, or
- the in-school suspension program for students who are considered

behavior problems.

Alternative education should create situations that expand access

- to opportunities. - This is an argument f£or organizational change;

it does not exclude the possibility that individual students may
need support and help of one sort or anédther, but implies that
any approach which does not aim for situational change is too
narrow.



Chapter II

CURRENT PRACTICE

The following examples of alternative edcuation programs fall into’twg
main groups. The first group consists of programs intended to contro!

and change the behavior of individual students. Traditional suspension
and expulsion policies are included here; as are in-gchool sugpension
programs, behavior contracts, wérk assignments(jas restitution), coun- -
seling, tutoring, compensatory education, time-olit rooms. : Such programs
have shown mixed success in changlng the behavior of individuals students.

A second set of approaches is directed at altering the sc¢hool environ-
ment itself to make it possible for more students to succeed, and to
eliminate some of the factors that contribute to truancy, disinterest, (
dropping out, failure, violence and vandalism. These approaches have
been described as "improving schcol climate," though separate alternative
schools, schools within schools, and -other efforts are included.

*

Programs of Individual Change
These programs are difected at changing the behavior of students by altering
their attitudes, skills, knowledge, or emotional adjustment. Entxy into
the program is typically by diagnosis and referral.

Suspension and Expulsion

Traditional policies of suspension and expulsion rely on exclusion from
school as punishment for certain (presumably extreme) v1olatlons of
school rules. .

Clearly, some behavior cannot be permitted or tolerated, such as harming

people or their property. 3In=school suspension is used by some school

dlstrlcts as a disciplinary alternative to out-of-school suspension or

- expluSLOn. It is intended for a limited number of days to isolate phy51cally
and socially those students who engage in disruptive behavior in the ' ’

classrocm oxr hallways, students who cut classes or who are truant, and

students who for other disciplinary reasons have come to the attention

of the dean-or principal. These programs often evolve 'into programs handling

youth disciplined for a variety of-minor offenses.

In-school suspensmon programs, with few exceptions, are not. lntcnded or
organized to be an intensive:remedial program for students, offerlng
academic and other services. The central feature of these programs is

_ physical and social isolation. Students are isolated from social and
Zﬁagﬁdemlc activities by being assigned to the in=-school center where they
spend the day entlrely in one room. If they go to the cafeteria for

lunch, they do so at ‘a different time than the rest of the students.

Lunch may be brought to the®students. They. are escorted to the lavatories.

0
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Typically, they are not permitted to participate in extracurricular
activities while assxgned to the in-school center. /Jﬁ many of the centers,
no interaction is permitted among the students; the exceptionis in programs
combining limited remedial instruction or counseling as part of the program.

Most in-school centers have no specific¢ pr¥ogram. - Classroom teachers prepare
assignments from regular classroom work to be completed by students in

the in-school program. A list is generally circuléied each school” morning,
identifying students assigned to in-school suspension. Teachers prepare
assignments to occupy the student for the number of days he or she will

be in the center. When there is a lag between the time the studentis
assigned and the time the classroom work becomes available, the teacher-
supervisor may use a stock of general purpose written assignments.

The average length of étay in such a program is three days, with most
digtricts calling for a minimum of one day and a maximum of ten. Re~entry
to regular classes may be at the discretion of the dean or .orincipal,

may rely on rq@ommendatlons from the teacher-supervisor, may require a
parent conference, or may occur simply when assigned work is completed.

Two problems aré common with in—school suspension. First, teachers are

‘glad to get troublesome students out of the c¢lassroom but are less w1111ng

to prepare a set of assignments for the student in the in-school center.
Second, teachers in some programs may take advantage of the program by
excluding students from their classes for quite minor misbehavior. The
program seems to give permission to classroom teachers to cease efforts
to cope with problems in the classroom. This latter problem is avoided
by establishing a standard set of criteria governing admission to the

‘program. Criteria may include:

@ Specifications of the behavior for which students will be assigned
"to the program.. &

® Specifications of the %erms under which a student participates in
the center, 1nclud1ng agreements on the part of teachers to provide
work. : :

e Terms of exclusion from the program (suspension or expulsion).

e Terms of re-entry into class.

While out-of-gchool suspensions and lost school days are reduced to this
type of program, it does not necessary deter other students or reduce

“'trouble at school. In some schools, there is a slight increase in the

drop—out rate accompanying the implementation of the‘program.f

s Programs that isolate troublesome youth run the risk of producing further

trouble by negatively labeling program participants and reducing their
chances to participate in school in positive ways. However, this short~
term, in-school suspension may be less stlgmatlzxﬁg>than a longer term.

'placement in a separate "treatment! program.&‘

i
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Time=0ut Rooms

3l

- In many schools, in=school suspension and time~out rooms amount to

the same thing. The distinguishing features are:

e Time-out rooms may be used at the discretion of the student
as well as at the discretion of teachers and administrators.

. Time=out rooms are more likely than in-school suspension
centers to offer counseling and to be oriented around
working out difficulties rather than punlshlng misdeeds.

e Time-out rooms are more likely to be set up as comfortable
piaces in which a student can retreat, cool off, think
“things through, or work out a written plan for improving
relations with one or more teachers..

The book, Schools Without Failure, outlines‘broceduges for 'timing
out' in elementary and: secondary schools that include: '

/ e In elementary classrooms, create a space where studente
.can sit comfortably (e. g., overstuffed chair, cushioned
area on the floor).

° In secbndary schools, a chair and Lable or desk could be
placed in an unused open space or in the hallway.

e Students do not actively partlclpate in the class,
although they may listen.

) Students who break their isolation are further separated
from classroom activities.

@ Students may not rejoin a dlass until they have devised
a plan for following the rules that 1s acceptable to
teacher and student.

Behavior Contracts '

A behavior contract is an agreement between a student and a-tezcher

or principal which is jointly negotiated, written, and signed by
both parties. The school principal may use a printed contract

form which specifies a disruptive incident, the generxal promise

not to engage in such behavior in the future, and spe01f1c agreements
made with the student. i

Here are some suggestions for contracting procedures:

@ Specify the role to be played by teachers and parents, as well °
~ag the student. In order to fulfill the agreement satisfactor-~
' ily for exam@&e, students may request that a tutoxr be provided
in math or reading, or that parents take part in scheduling
homework. All relevant partles (not just the student) . could
SLgn the contract.
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® Specify a time frame for the contract, so that progreSs can be

- judged and recoxded. Upon successful completion of the contract, ) Vi
good news about the student should be put into the student's 4@
records and should be conveyed to teachers.. : ' S

e Construct the agreements with the student so that they reflect
reagsonable expectations for improved work and behavior. A stu-
dent who is chronically truant may be set up for failure if the
agreement reads "never cut class again." The prospects for success
are 1mproved if the agreement ‘starts by expecting ithe student
not to cut classes for'%he next two weeks.

@

Work Assignments

RO}

Having a student work for the school or community is one way of respond-

ing to disruption. The work asgsignment should offer the opportunity

for the student to be useful and produotlve in an arena other than the
classroom. Work assignment &s a program strategy does not require additional
funding, space, or paid staff. It does require planning to identify a

range of potentsal work assignments which can be handled on a short-term
basis, to find adults to supervise the students, jand to establish the
eriteria governlng the operations of the program/ This option may work

best 1n combination with the behav1or contracts dlscussed above.

L\/

Compensatoxry or RemediaI‘Education ' o i

Compensatory or remedial programs are based on the assumption that help
in remedying deficiencies will improve the student's chances of success,
will increase the student's stake in good attendance, and will lead to
less classroom disruption. These remedies are most effective in spec1al
programs outside the regular classroom.

i8]

Compensatory educatlon is a program strategy aimed at correcting the

deficiencies of individuals or groups; alternative education is aimed

at altering the situations in which young people learn. But these

differences may Be blurred by the occasional compensatory education

program that works for change in general Practices of teaching and

learning, or by the alternative educatlon programs .that operate entirely

on a compensatory or remedial model. 7 : . &

*

© Tutoring .-

o ’
Some. schools have organized volunteer tutorlng programs which make ex— .
ten51ve use of parents, unlverslty “students, and high school students.
Tutoring programs do not require that tutors themselves be excellent

““students, any interested student is eligible. Tutors may even be recxulted

from among the failures -~ students who are reading two or three years
below grade level .and who are consistently among the lowest in class

ranking. ' Thus the tutors themselves may make substantial gains.in
,academic skills andfimprovevthéir relationships with their teachers.

¥



Tutoring programs can be organized, séheduled, and supervised by

parent-volunteer coordlnators, u51ng odd corners of ex15t1ng school gl
facilities. ,

Improving School Climate - Ar Case History

Cleveland High School in Seattle, Washington, was plagued by alarmingly
high rates ,0of violence, vandalism, absenteeism and dropouts. Pollce
entering the school were threatened and insulted, and in one school
riot, a police car was burned.  The school principal made & conscious,
strategic decision to turn the. school around and to enlist the partici-
pation of students and teachers. Over a period of three years, the
principal, William, Maynard, and the students and teachers of Cleveland
High. took the follow1ng steps-

A
gy

Created an "I've Got Pride" campaign that included everything
from campaign buttons to student-designed and student-~painted
designs and murals on hallway; classroom, and cafeteria walls.

Recruited students who were leaders in the various cliques in
the school -~ students who influenced the behavior of others,
whether for good or ill -- and met with them to begin to estab-
lish trust and open communication and to develop concrete ideas
for improving the school. :

Held a series of workshops with staff to improve communication:
skills, shared decision-making, problem‘solving, and group
process skills. A regular in-service program, organized around
the practical problems shared by teachers, helped overcome
resistance by showing teachers concrete things they could do to
succeed in the school’s new and more openvatmosphere.~

ra

Reviewed school rules and .reduced them to six basic rules:

-— Attend class

-- No alcohol or drugs

-~ No weapons ‘ AT

== No gambling v

-- No smoking in the building >

-~ Treat all with respect for their dignity, welfare, and materlal
goods. S 4

-

Recruited students and teachers to part1c1pate,,through ‘committees,

.. in the important decisions affecting school life. ‘Students and

teachers participated in interviews. of staff appllcants and in-
budget development committees. :

Expanded the currlculum through the use of mlnlcourses.

» Modified gradlng pollcy to- ellmlnate falllng grades, with credit @,'
awarded for work.completed, and in increments of 1/4. credit. S o

Teachers selected grading procedures, based on grades (A,B,C,D,/
no' credit), a comblnatlon of a grades~pass—no ‘credit (A B,pass/no

r?"/

u~‘ 9
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credit), pass/no credit, or a,mastery checklist;'o

And what were the results°‘ Here are some of the effects as reported = -
in The School Discipline Desk Book: '

o The average percentage of puplls absent each perlod decreased
from 35% to 5.6%. - ? 1

® lerary 01rculatlon tripled,inrthree‘years,
® Requests‘for‘tranSfers out of Cleveland dropped dramatically.

»c The number of flghts both between individuals and between
A racial groups decreased markedly. )

e Office referrals dropped~by 50%.

e Discipline problems in”the‘school,declined to such an extent
that security officers were¢ no longer assigned to the school
while it was in session.. Also, staff no longer had to patrol
halls, ‘supervise washrooms, or monitor the cafeteria.

L Previously assemblies could not be held because of problems
with student conduct Ten assemblies were held last year.

] Pupils no longer were required.to attend a supervised study
- hall. Instead they had a choice of leaving the campus or:
‘001ng to the llbrary or the cafeteria.

‘*fi:**Gutsiders coming into,the‘school to sell cdope ox otherwlse
cause trouble were still a problem. However, Cleveland |
students were informing outsiders that tlay were not welcome
atid told them to stay out of the bulldlng.- m

e Previously, anyone in a uniform coming‘into the school was
subjected to threats and instilts. This changed such that
military recruiter]s and unifo¥med police could visit the
building regularly/with noﬁserious‘problems;

Sie Slxty percent cf Cleveland s graduatlng class enrolled in
college - up form 35% five years ago.

~The Cleveland High School experlence suggests that the following
features are clues to whether a schogl 1s set up- for .success:

: ‘? The tone set by the pr1n01pal SchoolSidescrlbed’as "successful"

are likely to have principals who spend @ lot of time out of

their offices, in the halls, classrooms, playground, and cafeteria;

who 51t with students at lunch; who talk with a range of studnets
hformally in halls- and classrooms (and not only when there is .
trouble), who know the names and some of the lnterests of many
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- students; and who 1nvolve students and teachers in the
work of 1mprov1ng the school '

e -The exgectations forcstudents*performance held by teachers. -~
. Greater success ‘and less trouble (absences, disruptions,; etc.)
are found where. teachers firmly believe that students can and
~will learn and where teachers believe they can work with even
the most difficult students. Students who succeed in an
alternative program but fail in a conventlonal program
fregquently point to relatlonshlps with teachers as the crltlcal
factor. =

e The range of opportunitieS’tovsucceed. The greater the number
and kinds of opportunities for students to gain recognition,
to feel usefu] and competent, the greater the chance the
students w1111develop a stake in doing well. Curriculum optlons
based on lntcxest and choice (rather than assignment), limitations
on course prérequisites, using students as tutors, using
students to maintain and improve the ‘school (everythlng from
a551st1ng with office work to painting to partlclpatlng in budget
committees to running the cafeteria) all represent opportunltles
for students to demonstrate and ‘-build competence.

& The physical appearance and atmosphere of the schcol. Successful
schools tends to be ‘those where students and teachors alike feel -
they are welcome. In some schools, students, parents, and
teachers have worked with custodial staff to design and build
better playgrounds, to plant trees, and to design and paint

- murals. Great improvements can be made with little cost by
holding a fall and spring "work day," when students and staff
paint lockers and walls, clear up the grounds, plant trees,
construct playground'equlpment, and so forth.

e The number and type of rules.‘ A few, clearly stated, rules
' that do not suggest unlimited control over all facets of -
behav1or, but instead are opportunltles to learn -and- ‘éngdge
in responsible membership in a communlty, are "best. Some schools
have functioned smoothly with three basic rules:

‘@ '—- come to school and attend class :
-~ woxrk (try to learn something every day)
. -- respect the rights, dlgnlty, welfare, and materlal goods
of others4 ‘ . :

y Independent Alternative Schools

The advantages of a small school "communlty" and the advantages of a
large school facility have been comblned by schools that have organlzed
administration, teaching, curriculum, ‘and physical space, around a set of

small~schools—w1th1n—schools. Working with st tudents, parents, teachers, and ,
,'admlnlstrators ensures that the de51gn of schools—w1th1n—schools reflects
‘icurrent interests and‘needs. Each small "school" may vary not only 1n

@




e

3

its curriculum but also in the style of interaction between teacher and

“gtudents, the mode of instruction, type of materials, rules for behavior,

and so forth. Participation in one of the schools is by choice, both for
students and teachers. ' ' :

12



Chaptexr III-

SORTING OUT THE OPTIONS

Making thlngs better should not require charlsma, extraordinary self-
discipline, or the strength of ten in the face of adversity. The
discussions that follow fall into three general areas, and parallel
three general stages of introducing new approaches 1n classrooms, :
schools or entlre dlStrlCtS. ; o R , S

The first stage is simply'getting‘started.,‘Gétting started requires

concerted attention to the local setting and the consolidation of
intent to do something. It includes these activities:

] Stlrrnng up interest and energy among teachers, students,

admrnlstrators, school board members and the Iike. =

o_'/Recrultlng a core group of people which is sufflcletnly‘small

' to be manageable and cohesive, sufficiently large to divide
up 'the preparatory work and to be taken seriously, and suff1c1ently
diverse to account for varied 1nterests, perspectives, and
infiuvences.

. Generating support at all levels of school structure and from
active, wvocal, and organized influences in the community. L

® Assessing the present situation, building a detailed picture
~ of present strengths and weaknesses, satlsfactlons and problems, e
kresources and constralnts. '

e Adopting a set‘of crlterla”by which you decide whether a program
is both educationally desirable and organizationally feasible.

® Proposing a set of possible approaches by’using a combination
of brainstorming, reading, visits to other schools and ,
conversations‘with other principals, teachers, and students.

° Selectlng an approach and designing a program.

() Preparlng a plan that states what is to be trled by whom,
with what resources, over what period of tlme, w1th what -
‘expeﬁted results. ,

i

The second stagenls 1mplementation. It calls for:

e A program of regular 1nserv1ce tralnlng, des1gned and managed
locally and tied to the practlcal problems: of people who i
are trylng to make the program work., , . »

. Regular staff meetlngs organlzed.around substantive 1ssues.
" The original program design and plan should form the startlng
point for’dlscu551on, at 1east as somethlng from which to
devlate.ﬂ
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e Continued development of support from the school board (which -
‘may control formal policy), the central administration (which
controls resources), building staff (which controls day to day
practice) , parents and community groups or organizations (which

can control the outlook of principals, administration and school

board), and students (who control relatively little but whose
participation -- enthu51ast1c or grudging —-= can 1nfluence
program outcomes)

e “Enough time to give a program a serious try.

e Evaluation that is tied to the original assumptions about what
must be changed and that charts the process of implementation
as well as the individual and organizational effects.

This stage is marked by:

-®  Gradual emergence of intended effects: increase in achievement
and attendance and reduction in truancy, ‘dropout rate, and
disruption.

° Incorporating‘the'programmas a regular part of instructional
and central operating‘budget (i.e., removing special project
status), policy and personnel arrangements.

Getting Started
The first stage of work is organized around two related activities: =
e  Sorting out ideas,kwhich calls for assessing the present

“situation, identifying and defining present problems, ‘and
offerlng propoeals for ‘change.

o Generatlng suprrt for doing something different.

- Board participation in the definition of a problem-and the designAof

a solution w1ll provide a base of support from a.range of persons ard

_ groups who,throughthelr joint work, come to have relatively clear

s

1dea of what is intended and how it w1ll be tried out.

Prospects. for 1mprovement are enhanced by treatlng as resources all
“of° the people and groups who spend their days at school. Effort will be

requlred to recruit those groups that: are never asked to participate
and for whom an-invitation will be treated as token. A mechanism must
be developed and sustained so that these people are taken seriously

and are able to develop competence in the examination of problems, the .
consideration of a variety of perspectives for viewing those problems,

,and the de51gn for workable and provable solutlons.‘ AR
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ﬁhat KindS‘of Participation?ﬁt'- R j‘v )

The specific forms of parteCLpatlon that are offered must be- tled to the
work -that needs: to be done, . .he specific capabllltles of people or groups
to help out, the interest in gaining support without overextending abilities
or taxlng good w1ll and the opportunltles offered Several possibilities
are apparent. ‘ '

] Participation can be limited to occasional review and comment,

including presence at formal meetings, . 1nv1tatlon to rev1ew
proposals, perlodlc phone calls, and the llke.

Partlcrpatlon can be expresSedApy membershlp in a community or on
a task force, regardless of the actual work undertaken ox 1nf1uence
exerted.

® ~ Participation can take ‘the form of spreading the' good word, formally

through speeches and informally through casual conversations.

Participation can take the form of research into the nature and
extent of the problem and approaches to solution. -

Participation can require joint work to develop‘proposals and plane f

for a golution, based on all-available dmformation and taklng ihto
account the variety of 1nterests at stake.

The reason for inviting participation from several diverse interests will
in large part determine the form the partlclpatlon takes. There can be
several purposes' : L

o 1)

2)

3)

4)

To enhance the stake that all people have in making the school a good

place to be. People will have a greater stake in doing well when they

have some influence over what is’happening. Participation amounts to
shared responsibility for making the school a good place to teach and
learn.

To increase the odds of acting wisely. The field of delinquency pre-

vention and the process of educational change and improvement are

sufficiently ambiguous and uncertain that all resources shOuld be used .

in con51der1ng the problem and p051ng solutions.

To build a ‘group of knowledgeable allies. A formal committee or 'an

informal association can lend‘credibility and legitimacy to‘these pur-

- suits and can sexrve as a reference group whose members support each

other.

To avoidkclaimS’oflexclusiveness (railroading) and to accomodate known

sources of oppositions. A diverse group is likely to represent the

array of local perspectlves on a problem and to offer a more realistic .
view of the odds of support of spe01f1c program options. Also, inter- . '

action among dlverse groups wrll produce a- plan that more people can

‘llve with.
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'B) To get.started on the problem. The partlclpatlon of several 1nterested
.parties in defining the problem, describing the problem with sufficient
. detail to support proposed action,; and designing an intervention is
visible action which ‘may have its own 1ndependent effect on the problems
at hand. :

6) To comply with requirements. Leglslatlve or administrative requirements
must be taken into account in the preparatlon of any program.

Assess the Present Situation

The signs of trouble in school -~ increasing rates of truancy, dropouts,
dlsruptlons, v1olence, disinterest, alienation, vandalism and failure --
“may stand as descrlptlons of a problem. However, precipitous action

to plug in an "model program" as a response to difficulties generally
leads to later disappointment and discouragement. Even the most -
thoroughly developed and pre-packaged model must be adapted to suit
local conditions and requirements. A "need assessment,” should be done
and comprised of a combination of methods -- anything from books to
conversations to surveys -- all intended to shed some light on the

local situation. All observations, suggestions, complaints, official
records and statistics are treated as data on the problem. Sorting

out the data, treating data as evidence and assigning weight and

- significance to them will have to be handled locally as part of the ' )
chores of the group or task force. Answer the following sorts of '
questions:

® What are the prevailing views of the situation held by teachers,
: students, parents, administrators, paraprof0551onals, and
others? ,

. For‘whombare these matters a problem, and how is the problem
described? What causes are offered and what solutions, if
~.any, are posed?

¢ By what mechanisms ~=~ policy, rules, budget -- are these views
made powerful or powerless?

‘o What is the magnitude of these problems? How many students
are dropping out, and under what circumgtances? How many
students are cutting classes and entire school days? How
many reports of vandalism have there ‘been and what is the
dollar loss? ‘ » :

® How serious are these issues? What sort of space do these
problems or issues take up in school? BAre they frequent
topics of 'conversation? Is the school generally a pleasant =
place to be, where failure and disruption affect only a very
few students or teachers? -Is the school a difficult place
to be, where the official statistics of truancy, vandalism,
and the rest are simply the most visible in a range of :
problems°
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® Who are the students or teachers with problems? Are the students
who stay away from school, who eventually drop out, the same ones
‘who expz zrierice perpetual failure? Is there any one group which
,is overrepresented in the problem statlstlcs?

® What specific acts or interactions are behind the general statistics?
What are the acts by which students can get into trouble in this
school? Are they in practice the same acts for everyone? What
do teachers mean when they say students are disrespectful, defiant,
mean, unprepared, lazy, hostile, or insolent? When and where and
under what circumstances do students act in these ways? What
specific acts show that students are bored, turned off, put down,
hassled? :

® What is being tried now in this school to control trxruancy, drop-
out rates, disruption, failure and alienation? What apprcaches
have been tried in individual classrooms?” What have other schools
tried, under what circumstances and with what success?

Other questions will arise in the course of the inquiry; new issues will be
discovered and new aspects of the situation will be revealed. Some addit-
ional advice: ‘

® This stage is for collecting data, not ammunition.
e Exploration is not an excuse for prosélytizing.

® People may attribute blame or credit to individuals. Do not
gossip about others and do not permit the exploration activity
generally to become a vehicle for spreading gossip.

® Most participants havea.p01nt of 'view by the time they enter into
"exploration" worki> For purposes of exploring and assessing the
situation, it will ke best to act as if you do not.

® Do not polarize the issue by visibly taking sides.

® Do not provoke people into asking for promlses, do not make
commitments, and do not require commitments from others. If
you encounter people who want -to part1c1pate, tell them how.
Do not question their motives. e

All of these steps are part of a preliminary assessment that substitutes
specific knowledge for generalized suspicions, rumors, complaints, and
fears. ‘ :

Any activity which will have lalge and 1mportant consequences for people
is likely to bring forth groups which claim to have the right to influence
the issue. The closer the program comes to touching upon central and
widely shared interests, the more pollt;cal it will be. Some issues will’
appear . more political than others because they touch upon broader‘and more
visible interests. 1In any political venture, you should not assume that
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Beople who hold opposing v1ewp01nts ~- teachers, parents, school
Hoard members, juvenile court judges, or whoever =-.harbor bad
ﬂntentlons. In the absence of shared agreement on direction and .

shbstanceL it is wise to assume shared good intentions.
i - ; :

Design a Program

Program design, and the plan for putting it into effect, will reflect
decisions about each of the goals listed below. Thexe should be no
secret intents and no secret plans. The program de51gn should state
clearly the set of assumptions guiding the work and the set of .
activities or strategies to be/used to reach the desired results.

o The design should include a rationale or justification.
The rationale should make a specific argument that what
you are ahbout to change bears a direct and immediate
relation +to such problems as.school failure, disruption,
dropout rate; or truancy.

e The design should specify the way that program operations
are tied to the rationale. An alternative program should
reflect the following design principles:

--Inclusion, or recruiting and preserving a mix of students
so that the program is not viewed as only for troublemakers
and does not reduce the chances for the student to succeed.
‘A wary eye should be kept on eligibility criteria.

SO
-~ Choice as a basis for partlclpatlon by teaéhers, students,
" and parents.

-- Structuring the grounds for participation, the set of
activities, the arrangements for credit, and so forth of
increase the odds that the program will be seen as
legitimate and valuable by all.
~- Degign and selection of activities to increase the competence

i of all participénts and to broaden the range of things which

people can do, can do well, and can use to demonstrate their
worth to themselves and others.

N

. \f
“This all amounts. to hav1ng an idea based on ev1dence, organizing
practice as a erlngent and deliberate response to the 1dea, and
" checking carefully to see!how you have done. i
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Specific Requirements

Before a program-can be put 1nto practlce -you should cons1der each of
the follow1ng matters: :

.® How is credit to be awarded? Fcr,what range of'activities can
students accrue credit, and in what increments? What is the
standard for good work? ' !

AN

e How is student progress to be evaluated and conveyed? Will there
"~ be an option, for traditional grades, for pass/failure, for :
written evaluations or teacher-student conferences? Wlll fail-
ure grades, be used? : :

® How is the program*to be governed? Who participates in decisions
about hiring ox promotion, curriculum design, budget design,
v‘materials development, rules and regulationsg? What role w1ll
the pr1nc1pal teachers, students, and parents play°

® How will students be recrulted or referred into the program?.

e What will the curriculum look like? What is availablé for
study and what is required? ‘ '

o Is there a particular set of educational methods to be tried?
Will teachers be expected to attempt new ways of teaching to
dinteracting with students? What weight is given to work-study
arrangements, experimentation, lectures, etc.? , f

e What role will volunteers play?

e What will be the attendance policy?

® What,rules and regulations will govern student and teache¥ behavior?

EN

e What provision is there for review of proqram de51gn and operatlon
durlng implementation? _ . 1

1

-® What are the budget priorities?.  How shoufﬁ resources == money,
phy51cal space, staff, materials ~- be allocated in light of the
program's intent? - While there may be some one—tlme start-up costs,
the cost projected for the program should be no more than the cost
of the convent10na1 oY tradltlonal arrangements.

’l
|

° What are the intended relatlons ‘with other classrooms or schools°
With other communlty organlzatlons or groups’ se

e What kinds. of records w1ll be kept for students, teachers, the
school das a whole?

5

» HOW‘Will’testing be handled?', o - ' S

ot
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e How large or comprehensive will the program be? How  can it make

- the most effective use of resources and still be large enough to

be taken seriously and to permit demonstrablée effects to emerge
and be noticed?

e How ambitious should the program be? Promises of great achieve-
> ments often lead to disappointment, yet programs that aim for
too little may not spark thHe enthusiasm or challenge the talents
of teachers or .students,

e What arrangements will be made for inservice training?

i . B
e Are jkxpectations for teachers reflected in job descriptions?
How clear are the expectations for what teachers will do? What
provision is made for modifying expectations as opportun\tles
and constralnts become clearer?

® What facilities will you use? - Does the program require any change
in the present use of space? Are there bulldlng and safety code
provisions to také into account?’

e What are the staff qualifications? Will you use only certified
teachers? What low cost arrangements can be made for reducing
the’ adult/youth.ratlo? What roles~w1ll non-certified staff or
~volunteers play?

e What legislative requirements or local policies affect your
plans? Are waivers needed for anytling? What will be. the
reporting requirements?

e What will be tHe course of study? Will the curriculum be
bagically tHe same as in the traditional classroom, with changes
primarily in mode of presentation? What standards of academic
-progress will be maintained?

The two sectionsg that follow illustrate some of the issues at stake in
managing two of these design issues: selecting participants (students and
teachetrs] and money. ! -

Selecting the Participants

Student Participation: M1x1ng the participants. If any activity involves

“only youth. described as maladjusted, incompetent, troublesome, or dellnquent,

the activity is likely to be similarly: described. A conservative rule,
given the inevitable pressure to f£ill a program with "troubled" Kids, is
to insure that youths with negative labels constitute no more than half
the participants. Observing this principle can require careful attention,
given the program opportunltles'“\d the different types of labels a young -
person can acquire. Mixing participants is necessary in program deSLgn
if p051t1ve intent is to be preserved.

P i T
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Selecting and recruiting students. There are two ways to get into a .
program. You can be sent there or you can choose to sign up. The first
case is usually called referral, where students are placed in a program
as a consequence of some decision over which they have no influence.

A student may be réferred on the basis of a diagnosis of some kind, or
because of a rule or regulation requiring particular treatments, services,
or punishments as a consequence of some action. The bulk of program
placements  in schools are referrals of the first sort.

In "positive" programs, students are not directed to participate. Rathex, -
they aré’ recruited on the merits of the program, the ‘credibility of the
invitation, and the interests of the young persons involved. The basis
of the recruitment is specific information about a program. Teachers,
other school personnel, anq gtudents who have credibility are natural
choices for recruiters. To ‘start, the program should include a mix of

all sorts of youth, so that recrultment begins simply by advertising

the program in a conventional way. A conventional way is to list the
program with other courses and provide information about it when

students enroll for courses. Some advance advertising probably would 7

not hurt. This procedures avoids labeling the program or the youths
involved. gtudents all apply for the program in the same way. If
there are too many applicants, a lottery will preserve the mix fairly.

K

Teacher Participation. A common and mistaken view is that teachers

who take on the disinterested, alienated, disruptive, unsuccessful
students must be young, creative, politically liberal, and willing
to work an eighty-hour-week. However, tgachers' personalities or
general teaching styles.should not be seléction criteria.

Teachers' expectations are directly and poWerfully related to student
achievement. Students are most likely to do well when the teacher

~ has and demonstxates an unshakable conviction that the student can

and will learn. Further, Specific forms of teacher/student inter-
action have a bearing on failure and disruption., Sarcasm from a
teacher is particularly powerful in producing disruptive behavior.

The strongest grounds for teachei selection are:

e Choice: The teacher selects the program and is not Bt
arbitrarily assigned to it.

VLo
)

e Interest: The teacher finds the progfam a ¢thallenge, is
interested in trying it, is confident in his or ngr own
ability to manage new or difficult, situations, and is
confident in his or her ability to teach even the most
unsuccessful student. :

Y ﬂ'Expectatlons for students: The teacher believes that even the
most difficult or unsucceSSful student can and will learn.

° Interaction Wlth students: The verbal sklll and authorlty of
the teacher are used as resources, not weapons. When direct
observation is not possible,; judgements may be made on the basis
of the number of referrals the teacher typlcally makes’ t& the
dean or»pr;nc;pal :

o
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f /ﬁﬁbbv service clubs might sponsor an internship or student volunteer

]

One warning: The decision to select one teacher over anotler should not
be made on the basis of their respective knowledge of the language and
logic of alternative education. A teacher may be sold on the latest 1deas
and experiments in alternatlve education But not be able to 1mplement
these ideas or may alienate less conv1nced,colleaguesvand administrators.

How can teachers decide if they are interested? Lay out reasopable grounds «
on which they can decide whether or not to apply by presenting information
about 1.) what you intend, 2:.) why, 3.) how it will be reflected in the

design of the program, 4.) what teachers are expected to do in the class-~

.xoom, in school or program governance, in working with parents or aides,

5.) selecting or designing materials, and 6.) constructing or recon-
structing curriculum. Reluctance to try something new may be traced tc
the fear that expectations for performance may outstrlp one's capabili=

-ties’ to perform, or that one will be &asked' to promlse more than can be

delivered.

Volunteers. Take volunt grs seriously. De51gn thelr roles with the same

care that you wou%d de51gn a paid staff position, and expect that they

‘will act the same way that staff do. Require commitments for time and

_ Money [

ki<} . local unions or, foundatlons supply funds £or a youth employment

participation, getting rid of volunteers who do not take the commitment
seriously. Volunteers must enable you to expand the quantity and quality
of expertise available and must make the operation moxe, not less, routine

‘and predictable.

W ;

J)
Most of the suggestions in this report can be managed with little money
and with little or no supplemental assistance. Furthexr, reliance on

‘local recources forces a key issue: What are people willing to pay

to make a dijfference? Af truancy is a problem, what investment is
reasonable to solve lt? And how much of a change makes this expenditure
worth it?

With scarce federal fundinﬁ’and state funding frequently tied to categor~
ical programs for specific "target populations,” local alternative
schools have turned to sources close to home to support their efforts.
Here ‘is some advice on funding problems: .
' Consider your program strategy in light of future budget require-
ments. Are you starting a program that has few prospects for
gontinuing because of its projected costs? In some cities
the school distriot~manages'thénfunding for a range of alter-
native schools by splitting its available funds across a
number of types of schools; alternatives are a part of the
standard operation, rather than an appendage supported tempor-
arily By federal ox state funds. :

e Independent, separate alternative schools ‘should concentrate
., their search for local and state funds, looking for relatively
small amounts of money from each of several sponsors. - Local

component; - the public. schools may fund tutorlal and: remedial work;

o

S component . _ .
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e Anticipate future requirements for funds and lay groundwork
routinely and continuously. This calls for developing a
reputation as a: ‘program. worth supportlng and- requlres the
same techniques for generating support that you will use to
get started in the first place. Spread good news through
casual conversations with school board members, city council
representatives, local bu51ness people, seek help from school
colleagues and from other agencies or groups to improve the
program and do it on a regular, routine basis; use the media
to highlight accomplishments; make perlodlc reports to persons'
ot groups whose support is critical.

2

® .. Use imagination to generate resourdes from unllkely sources.
Look for opportunltles for in-kind exchanges, for joint ventures
with other programs oxr schools, or for collective 1obby1ng or

- funding possibilities.

%} to them. Do not lie, do not make exaggerated clalms of sutcess,
™. and do not make promises you cannot keep. W

Make a plan ‘ ' /<

Without a plan your achievements may be tenuqﬁs, and a matter of luck.’
As a point of departure, consider the desired results: what are you
aiming for? Consider what you would like to have in place:by-the end
of one yeari Work backwards from there through the inventory of tasks
to be manaﬁed.‘ Arrange them as spe01f1c steps with agreements about
who is to do what, and by what time. \

Ty . ‘ i
The plan is’a document written in sand. The unantiéipatedfand expected
will arise; the surprise windfall will come your way or a critical
agreement will fall through. Then the plan will change, 'but the original
intent must be kept. : g S (OO 4

5 Impﬂtmentation“
e v y o

Here are some ways to make translatlng an idea into practlce controllable
and deflnlte. : , y

'Making'It Happen:_

® Make orientation training sessions a routine part of hiring and
student selection procedures so that pr1nc1pal participants start
‘out with a relatively clear view about what is lntended and why-
thlngs are de51gned the way they-are. ,

, o‘«ﬁJob descrlotlons for staff should be reallstlc and clear, and
should be revised as dlscoverles are made whlch force shlfts An.
expectatlons.. ) :

e Maintain a plaﬁ'that is real, ‘is in the hands of participants, f,
- declares internts known to and shared by all, and serves as the—
. p01nt of departure for regular, semlnar—type meetlngs.

¢ i ) | :
Anticipate recurrent objections or guestions and prepare responses

O
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_teacher and the like, the program should not be started until

v

;ontu‘ -

o ‘ } : ‘ =

o]

Maintain a scliedule of regular occasions for reflection (staff
meetings, seminar etc.). .If the school or program develops’a
poor reputation w1th the ngighbors, then it should be given
sofme attention. - If teachers are frustrated and angry at the

T,
R

_;number and rarige of demands being placed on them, then re-
" organization may be due, or some efforts to clarify what part-

icipation amounts to in the program These are not encounter

. groups or sens1t1v1ty sessions buL.meetlngs to give attention
-to specific issues. ’

Establish working relations and agreéments with knowledgeable
allies outside  the program, e.g., in a local college or university
or in the central administration. ~Such arrangements offer the
opportunity for outside resources to ke sought when problems
cannot be sorted out or solved 1nternally and offex technical
assiStance resources that are too expensive or infrequently
required to be assigned to program staff. ,

Arrange for regqular, extended, inservice training tied to practical
problems and aimed at generating specific strategies to try out.
Pre-implementation training or orientation sessions serve a
different purpose, and gcannot be used to anticipate in advance
all of the difficulties people will have and all of the insights
they will ‘accumulate. Inservice training is the frequent
opportunity for everybody to become clearer about Whuf they should
be doing and to be better at it. Regular training sessions also;
create an occasion for:-members of the group to exchange observations,
offer advice, brainstorm solutions to recurrent problems, or to
congratulate each other on successes.- ’

Arrange for needed;program resources. 1If it requires special :
materials, special arrangements for off-campus study or work, : ;
special arrangements for transportation, support from a roving - ‘

such materialgs are available and suct arrangements have been : 3
made. : . @ :

Make the program‘compatible with other organizational requirements.
To what extent will participation in this program place people

-in jeopardy with other organizational policies and practices? o ;

For instance, resentment from nonpartlclpatlng teachers can be
created by exempting participants' grom rules for class attendance.
If rules are going to be bent for a partlcular ‘program,. it is
worth considering their purpose in the flrst place for the entire ;
school. : : ~ . H

Aim for substantial, improvement results. Challenge teachers and .
students. This amounts to securing an agreement to glve the 1dea e memerE
a serious try for some specified period of time. .Tt-is-not Teces- [y
sary: that all members -of the sch001,agree,'but that some "critical : {
mags" of persons. finds~thé idea persua51ve and agrees to try it
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Seek a good: 1mage amonyg school personnel, students and the A ;‘! #

P . R ] v i - [N T Ty

@

3

community by:

-~ Paying attention to what the program is called. Names can
create resistance which has nothing to-do with the progran.
A drug rehabilitation program in Massachusetts was doomed
before it ever opened its dootrs when it chose the acronym :
' ACID . : :

o

- Arranglng for a sponsor w1th credlbll;ty and legitimacy. L

ﬂr,Preserv1ng a mix of part1c1pants, so that the program does
nét become known as "that element.“ :

—— De51gn1ng a program whlch is attractive" and will attract
participants-on the merits of its dideas and: 1t5\approaches.
Recruitment should be avid and broad enough to insure that
students who are hav1ng trouble feel 1nv1ted

- otafflng the program with people who are admlred and supported
outside the program.

- Paylng attentlon to the physmcal location and appearance of

the program

-~ Creating v1slble and frequent opportunltles for program )
particlpants to denionstrate competence and worth.

Seek support and active involvement of school principais. The: %

principal sets the tone for the school, and offers legltlmacy
to experimental efforts. ' . ; , ; BRI

Give some precision £o coordination.  1If coordination with other
agencies is'called for; e.g., by leglslatlon, give careful :
thought to the form of that relationship. In what ways should ,
organizations regularly and systematically take“each other into
account and cultivate 1nterdependence° To what extent should

‘they remain independent of each othex?  Are the “interests of the

program enhanced by periodic reportlng? Informal sharing of L
information? A simple letter of shared intent?  Representation
on an advisory board: or case review board? JIn-kind exchange

~of staff services?. Reclprocal rights to £f£iles and records? ‘ ;
"~ Jpint planning for the Way~tWO or more groups to pursue the ; .

same set of. goals’ ‘Joint proposals? At what level in the v
organization is joint business handled most producti ely?. ALl . =
of these questlons must: be:taxen=upﬂwlcnxn*tnc“Con“ &0 o )

e

T spec1f1c ‘local programs. - Ccordlnatlon can be handled at any or
all of the following levels:

©
o

L= Admlnlstratlve - 301nt budgetlng, joint funding, centrallzedb '; o Gdf

personnel admlnlstratlon, exchange or joint use of staff, one

agency contractlng for . another s serv1ces. e o
) . ¢ . -
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Inservice Training

-~ J01nt support serv1ces - recordkeeplng, purcha51ng, grants
management, technlcal assistance. = o

«= Joint handllng of cllent recruitment, dlagn051s, referral,
follow—up, and case coordination.

Make use of community resources in two ways: by going out of the
school and by bringing new resources into the school. " The most
extensive effort to go out of the school building is represented
by "schools without walls," where classroom activity takes place
throughout a community, in banks, Ffactories, hospitals, museums,
city halls, and courtrooms. Work-study arrangements, internships
and volunteer programs (for credit, and tied to class work) are

‘other examples. Some schogls bring the community into the school
by asking architzs¢ts, bankers, lawyers, doctors, contractors, and.

the like to teach minicourses in the- school.
o

Design an evaluation that you can understand and develop a workqu

agreement for feedback regularly enough to contribute to inservice
training sessions. Arrange for the_evaluatbrs to join the staff,

students, parents and administrators in seminars and planning

~ sessions where the practlcal 1mpllcat10ns of flndlngs can be

‘examlned and plans made.

Inservice tralnlng is  most useful when it makes intent and practlce more
clear, persistence more rewardlng, and the support of others more assured.
Some observations:. : ,

Inservice training is an opportunit§ for interaction and to build
cooperative relationships around a specific substantive issue.
Through inservice training, a set of circumstances can be presented
about truancy, failure, and the rest supported by reflection,
study and “discussion of collective efforts at sorting out and
trying interventions, testing good ideas, and opening up classroom

and schoolwide efforts to systematic scrutiny.

The form of inservice training -- that is, the type of help or
“interaction most useful -- depends on what stage things are in
and how it is going. An inspirational lecture from a respected
autHOrity‘may'be the most appropriate contribution when a problem
is first recognized. In later’ stages, any one or more of the
follow1ng arrangements might lend clarlty or just plaln energy to
a dlrflcult 51tuatlon-,_b s :

- Opportunltles to v151t other schools that are trylng a 51mllar
program. : ~

‘ff Demonstration teaching in the classroom to watch someone else,
employ techniques and translate theory into practice.
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Where Did We Go Wrong?

-- Classroom observation. Teachers have sometimes bedn able to
try out new practices in the classroom with the supportive
presence of the 1nserv1ce consultant in the back of the.
room. : :

-- Seminars. Seminars offer a place away from the school in which

to reflect on how it isvgoing, to trade practical advice and
obsexrvations or books with fellow teachers, and so on.

=- Role playing outside the classroom. Trying out techniques in
familiar but simulated situations offers the chance to practice
without the high stakes presented in an actual classroom
smtuatlon.

- Sharing the written word. The volume of written material on
alternative education and educational innovation is expanding &
by leaps and bounds. As an inservice function, the school
district or local university can agree to pass on a list of
new references on a quarterly or seml—annual basis.

The place where 1nserv1ce training makes a dlfference is in ‘the
course of ordinary school work. An inexpensive inservice training
program can be organized alound a core of interested teachers working
in the same school or in school within a close geographlc area

and who are willing to spend time in a seminar at least twice a
‘month, and who can opeéerate as teams within the school. ' S

Teachers represent a tremendous and largely untapped resource for
inservice training. An extensive inservice program can be organized
around the potential for teachers to learn from each other,; with

the major cost being the transportation from one school to another.

Assuming an adequate rationale and a sound design, what can kill a prOgram?T

The absence of a group of administrators, teachers, and students
who support it and who give it sufficient time and: space in the
school or the communlty to be taken serlously L , e

Insuff1c1ent tlme for effects to emerge and 1nsufflclent opportunrJZ
to make use of developments and discoveries. Some effects can be
sought in very short time, but gradual and continuous reconstructlon
of a school is llkely to requlre three or four years. :

e

Expectatlons for . clarlty;(what to do Monday) and efflcacy (what w1ll
work, and how soon) are generally too great, especratly at the begln- ‘
ning. Do not guarantee the.effects of attempted rerorms, or estlmate Ky
the “time it will take forx dlfflcultles in program de51gn to be

ironed out, or de51gnate a .specific time when beneflts will be apparent.

~.Local arrangements which support continuous effort are preferable.

to those whlch force success w1th1n a very llmlted tlme frame.
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Stigma, or a poor image. Programs which are exclusively for students
who are the least admired, least valued members of the school community
attract considerable resentment, contempt, or disdain from other
students and teachers, and from budget-conscious members of the
community.

Dependency on outside consultants and prepackaqed manadgmggt apgroaches.

The most consistent support, most relevant and tlmely advice, and
greatest range of resources are in the local schools and community.

Summary

This section has been concerned with turning ideas into practice.
Distilled into a single list, here are some of the major points:

Assess the local situation carefully and completely before
jumping to solutions or the adoption of model programs. Put
your assessment -- definitions of problems, present conditions,
existing resourceg -- on paper.

Seek support and participation from a range of interested persons,

" particularly those strategically situated (in the school system ahd .

the community) to help or hinder your efforts. Do not try to
exclude people or organiZations because they disagreee.

Make your aspirations and your assumptlons clear have a rationale
for what you are doing and why.

Propose program approaches that take into account both what is
educationally desirable (a sound idea) and organlzatlonally feasible
(we can do it here).

Seek ideas and experiences from others, but draw on your own talents

and your own knowledge and experience.

@

Visit other schools faced with similar circumstances. .

Design en approach that takes into account each of the followin§
elements.

-=- What is to be changed’ Overall school climate? Specific teach-
ing practices? - Ways of managing conflicts? Specific skills?
Student attitudes and behavior? All of the above?

-- What scale effort will be mounted? Districtwide? Schbolwide?
A few classrooms? Specific students? Specific teachers?

"~- Who will be in charge?  How is the program (or school) to be

governed? Who has a say in making rules and regulatlons,
de51gn1ng budget hlrlng staff designing currlculum, and
- 8o forth'>

a -
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How will students be recruited to participate, or referred

for participation?

How will teachers be recruited?

How will job descriptioﬁs be érepared and revised?

What will be the curricﬁlum?

What materials will be used or prepared?

What physical speoe willybe require%?

What will the program be oalled?

How will student progress and teacher performance be evaluated?
How will program effectiveness be judged?

What use will be made of other adults, e.qg.; volunteers and

“uncertified staff?

AL =
~-%"What will be the attendance policy?

What will be the'program (or school) rules and regulations?

How much money and other resources will be needed?

What will be the relatlons with otherx classrooms, schools, and

the community?

How will testing be managed?

i

‘How will the program be comoatlble {ox. Ancompatlble) w1th other

sohool policies, programs, and habitunal practices?

What provisions will be made for inservice training? What other
arrangements will support morale, consclidate interest and
intent, etc.?

Make a plan that sorts out the specific steps that must be taken.
Prepare a schedule and exact commitments from people. ‘

Use a notice board orgprinted bulletin to handle trivial ox routine

business so that group meeting times are not taken up in that way.

Use your plan as a point of departure in regular meetings (staff

meetings, seminars, participant gatherlngs, or whatever).  The

meetings should have an agenda, should be organized aroundsubstantlve

1ssues, and should not be taken up w1th buslness tr1v1a.
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Make limited use of outside consultants. Aim for local

achievements, with local resources, local momentum, local
incentive, and lccal considerations. If you use an outside
consultant, pay attention to the consultant's strategic

role at a particular point in your plan, have in mind a specific
contribntion to be made, and anticipate how to pick up where
the consultant leaves off.

"Develop a working agréement’—- a sort of partnership -~ with

local colleges or upiﬁersities to do some of the work (e.q.,
keeping curient w;th research, legislation, new ideas, and '
new practlces)fthat individual schools or teachers have neither
the time nor “the resources for. In exchange, schools can offer
limited access to-the school for study by university faculty.
or graduate students.

Organize a program of inservice training that offers opportunities

for participating teachers to meet at least twice a month.

Seek local funds,‘and plan a program that, once started, will

cost no more than the regular school program to maintain. Use
/ supplemental funds (state, federal, or foundatlon) for start-up

or one—tlme costs.

=

Evaluate how the program works, using both formal measures -and

informal means of "checking out how it's going."

Seek agreements to try out.the approach for at least two years

If you have a good idea, two years is hot too long to give it
a serious try.

Continue generating support for and curiosity about the program
after it is underway. Aim at losing special project status

and becoming incorporated into the habits, outlooks, policies,
and budget of the district.
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SOURCES OF INFORMATION

ORGANIZATIONS

AN

There are several organizations which focus specifically on alternative
education or on educational change more broadly. As queitions emerge,
they should be considered as principal resources. They are:

The Center for Options in Public Education -
Indiana University
Bloomington, Indiana

The Center for New Schools
59 Fast Van Buren
Chicago, Illinois 60605

The National Alternative Schools Program
School of Education

University of Massachusetts

_Amherst, Massachusetts

Institute for the Development of Educational Activities
University of California at Los Angeles

Los Angeles, California

(contact John Goodlad, Dean of Education, UCLA)

CADRE, College of Education
600 S. College

University of Tulsa

Tulsa, Oklahoma 74104

Institute for Responsive Education
704 Commonwealth Avenue

Boston, Massachusetts 02215

{617) 353-3309
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FEDERAL LEGISLATION

Youth programs of a variety of sorts are administered by agencies
throughout the Federal government; not all of those programs are
covered here. Some sources for further information are:

Mr. Robert Taggart, Administrator
Office of Youth Programs

Employment and Training Administration
Department of Labor

601 D Street, N.W.

Washington, D.C. 20213

(202) 376~6819

Mr. John Rector, Administrator

Office of Juvenile Justice and Delinguency Prevention
Law Enforcement Assistance Administration

633 Indiana Avenue, N.W.

Washington, D.C. 20531

(202) 376-3548

Mr. Larry Dye, Commissioner

Youth Development Bureau

Office of Human Development Services
Department of Health Education, and Welfare
Room 3268, North Building ’

330 Independence Avenue, S.W.

Washington, D.C. 20201

(202)  245-2870

Mr. Thomas Burns, Associate Commissioner
Bureau of Elementary and Secondary Education
Office of Education

400 Marxyland Avenue, S.W.

Room . 2079-~D

Federal Office Building 6

Washington, D.C. 20202
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Elemeﬂtary and Secondary Education Act

DEPARTMENT OF HEALTH, EDUCATION AND WELFARE

The following legislation is administered by D/HEW, and is relevant to ;w
one or more aspects of tlie issues addressed in this manual: 3 ;

i
=]

Title IV of ESEA offers the broadest opportunities for edlicational

- innovations directed at increasing achievement, preventing dropout,

strengthening instruction and other school services, obtaining
materials and so forth. Funds are allocated in accordance with a
state plan. Part C provides for a competitive grant program -
managed by the state Department of Education (in line with state
plan priorities) and focused on innovation.

Emergency School Assistance Act

Under this legislation, grants may be awarded to digtricts to
manage the transition to (court-ordered) desegregation. A
program of Special Student Concexns (including issues surrounding
suspension) includes grants made to public agencies other than
schools. For more information contact:

Dr. Herman Goldberg, Associate Commissioner

- for Equal Opportunity Programs

Office of Education o
400 Maryland Avenue, S.W.

Washington, D.C. 20202

(202) 245-8484

Mrs. Dorothea Perkins, Director

Office of Special Student Concerns

Office of Education

400 Maryland Avenue, S.W.

Washington, D.C. 20202 j
(202) 245-2465

~Civil Rights Act, Title IV

This title supports the transition to desegration through grants
to state agenc1es and to\ﬁnlver51ty desegregation centers.
University centers are funded in part to provide training and
technical assistance to local dlstrlcts. A particular concern in
1978 has been dlsc1p11ne and suspension,

34
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Teacher Corps
. 0] N .

. Teacher Corps programs emphasize collaboration among universities,

: local schools and community groups and organizations to strengthen

A teaching practices (primarily directed at children of poor families).

A recent program, funded with Juvenile Justice and Dellnquency

Prevention Act money, has centered on the reduction of school

i crime through student-initiated activities. These programs are

described in a Teacher Corps publication, Student-Initiated
Activities: i a

1 , A similar advocacy project begun in 1969, is aimed at those
students who are re~entering school from a correctional institution.
For further information, ‘contact:

7

Dr. William Smith, Director
Teacher Corps

Office of Education

) 400 Maryland Avenue, S.W.

3 ‘ ©  : Washington, D.C. 20202

< (202) 245-8292

S utigla

Community School Program -

(o]

Under this prograﬁ, funds are spent to develop schools as centers
‘6f community activity (along the lines of the Mott=funded communlty
schools started in Michigan), and to support training and

! technical assistance by state agencies and universities. For more
! information, contact:

“Mr. Ron Castaldi
b Community School Program
- Bureau of Occupational and Adult Educatlon R V .
| Office of Education i
| , 400 Maryland Averue, S.W.
Washington, D.C. 20202

(202) 245-0691 7

o~

i
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H : The program 1deas sponsored through these scurces, and the experiences

] reported, may be of more use to local schools and districts than the

" funds made available. In several cases (e.g., Teacher qups), funds

have been granted to a small number of districts to deve%bp and - demon-
strate particular approaches to the reduction of school crime, the
imprevement of educational practice, the transition to desegrated schools -
and the like. Iegislation that affects funding of school districts '
throughout a state, such as ESEA, may offer the best oppurtunltz for
supplemental funding.
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LAW_ENFORCEMENT ASSISTANCE ADMINISTRATION

This agency administers, through the Office of Juvenile Justice and
Delinguency Preverntion, the Juvenile Justice and Delinquency Prevention
¢.. Act. One of the principal concerns of this legislation is delinquency
'+ prevention through the improvement of school programs. Educational
programs can be supported jin two ways:

S 1. Through the formula grants allocation to states. For
: information about program support in Florida, contact:
Richard Dolan, Juvenile Justice Specialist
Bureau of Criminal Justice Planning and Assistance
530 Carlton’-Building
Tallahassee, Florida 32304

<0
\
4

"2.  Through special emphasis initiative in alternative education
to be announced in December, 1978. TFor information, contact:

Ms. Emily Martin

Office of Juvenile Justice and Delinquency Prevention
Law Enforcement Assistance Administration

633 Indiana Avenue, N:W. o

Washington, D.C. 20531

(2023724-7751
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DEPARTMENT OF LABOR

This agency administeré legislation that provides money to support
public employment (e.g., to pay for adult aides in schools), and that

provides opportunities for young people to gain work experience while

they remain in”schgol.

Comprehensive Emplbyment Training Act (CETA)
oo 2 ' o ;
CETA is a source of suppleméntal funds to expand the n.imber and
range of adults in schools. Funds are allocated by "prime
sponsors" (cities of 20,000 or more) or by an agency of state
government ("remainder of state," covering smaller cities and

rural areas). For information, contact your local government.

Youth Employment and Demonstration Projects Act

This is actually a 1977 amendment to the Comprehensive Employment
Training Act. 'Tpere are four major programs involved, Youth
Incentive Entitlement Pilot Projects and relatively large scale
demonstration projects in a few cities, with one aspect of the
demonstration built around partnerships between a CETA prime
sponsor and-a local school system. Local districts may want to
keep track of the experience generated by these projects, but
they are not a generally accessible source of funds. The most
promising of the four programs as a source for local school
programs is the Youth Employment and Training Programs component.
. Prime sponsors will divide over $400 million, with twenty-two
percent reserved specifically for inschool projects.

\

i
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i o SUGGES‘I‘ED BEFERENCES ON MANAGING CHANGES

u

Arnove, Robert and Toby Strout. "Alternative Schools for Dlsruptlve Youth "
1978. . A paper prepared for the National Institute of Education/
;Bducational Equlty Group—School Soclal Relatlons. (September)

This paper analyzes the uses ‘and mlsuses of alternative education
‘programs designed specifically for disruptive youth. The authors base
their analysis on a review of current research,: obsernﬁtlon of operatlng
- programs and extensive interviews with program staff in Boston, .
Philadelphia, Houston; Chicago, Grand Rapids, Louisville, Minneapolis—
St. Paul, Los Angeles, San Jose, Berkeley and Seattle.  Positive ef-
fects of the programs include gains in basic academic and social skills,
1mproved self-concept and increased approval from others; such

- effects were tiaced in part to small adult/student ratios,
individualized instruction, warm interpersonal. relationships between
teachers and students, special counseling support, and an attempt

to tie academic work to work requirements and opportunities. Negative
aspects included the negative labeling (stigmatization) of students

“in the program, the &isproportionate number of minority students (with
the attendant danger of racial isolation), academic tracking which
results from a limited curriculum, and the lack of choice and tight
social control which characterize some programs. In addition, the
authors note that most districts place the bulk of resources for
alternatives in sedondary schools, where problems sazm most severe,
when lower cost 1nterventlon in elementary schools might have greater

payoff. o

Berman, Paul and Milbrey Wallin McLaughlin. Federal~?rograms.5upporting

Educational Change, Vol. III: Implementing and Sustaining Innovations. -

Prepared for the U.S. Office of Education, DHEW. Santa Monica, CA:
‘Rand COrporatlon. 1978. s ' :

ThlS is the summary report of a four year study of educational inno=
vations and the conditions under which they are successfully imple-
mented dnd- sustained in schools. Some principal findings include:

1. Successful implementation is not a matter of cost. . Some of the’
most expensive innovations were abandoned when federal seed money
‘rdn out; some of the least expensive programs resulted in change
in student outcomes and teacher ‘behavior. Expensive: programs L
were ng more likely to be;dmplemented and continued than inex-
pen51ve programs.

2. Successful implementation is not tiéd to the worth of the idea
or practice, but to the organizational conditions under which the
. idea is tried out. = Conditions which supported implementation-
incliuded: ongoing, concrete training for teachers, tied to
emerging practical problems; broad based support from both central

admlnlstratlon and building stdff; opportunities to observe similar :

efforts in other cldssrooms or schools; regular meetings of partlc~
ipants to discuss practlcal problems; local materials development;
and the active participation of the ‘principal in training and in

‘building support.~ Ineffectlve lmplementatlon was. often character=- .

- ized by:  relianice on outside consultants who had no day-by—day
’vfamllarlty with the effort; packaged management approaches, ong~- '
:shot, prelmplementatlon training; a premature attempt to be com-
'lprehen51ve (spreadlng resources too thin at the start), goals
’that were tr1v1al or not suff101ently challenglng. o i
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Burges, Bill. Facts for a Change: Citizen Action Redearch for Better

Schools. Boston, Massachusetts: Institute for Responsive Education.
1976. ' '

Although directed specifically at a citizen audience, this book could
be extended or modified to fit the circumstances in which any group
unfamiliar with the vagaries of research can employ research techniques
to help approach a practical problem. - The book should be useful for
students, citizens, teachers, and others who want to have a hand in
defining a problem and posing a solution. .

"C1tlzen Action in Educatlon Quarterly Journal ‘of -the Instituf ‘e for

3

Responsive Education, Bostom, Massachusetts. g/ ~ 5
)
This journal addresses itself specifically*%b the ways in which = 3
citizens can take part in efforts to improve schools generally “
and to tackle specific problems such as dropout, vandalism and
violence, and declining achievement. The Institute for Respon-
sive Bducation also publishes a series of small paperback books
on various aspects of citizen influence on educational clange,

" including techniques of action research.

Fadey, Daniel. The Naked Children. New York: Bantam Books. 1971.

We add this book to the list by way of reaffirming our principle
that solutions must be cast within the reach of ordinary circum-—
‘stances to be valid, and to confirm the readexr's impression that
it probably won't be easy. Fader's effort was not easy, and it
was not entirely successful. There were some steps that could
have been taken (in the luxury of hindsight) to make it a better
try, including some way (e.g., in special seminars) to consolidate
the program's supporters into. an effective group.

Fantini, Mario. Altérnative Education: A Source Book for Parents, Teachers,

Students, and Administrators. New York: Doubleday. Section VII,
"Financing Alternative Schools."

»

In this section of Fantini's useful sourcebook are arguments specif-
ically on the fundiné of alternative schools, inc¢luding a description
of costs typically incurred, the calculation of per-pupil equivalencies,

the. development of proposals, and the potentlal use of vouchers to o

~expand and support alternatives. _ ‘ i

Goodlad, John I.  The Dyﬁamics~of Educational Change: Toward Responsive

Schools. New York: McGraw Hill. 1975. e f

' Goodlad reports in a clear style, in good humor, in careful detall,’
“and with insight of many years' experience and reflectlon the

experinmental partnership of UCLA, IDEA (& subsidiary of the Kettering
Foundation) , and eighteen elementary schools to: "improve educational

practice." Unlike most similar "helping",arrangements'between‘Idéal P
schools and universities, this arrangement was not fostered to sell g”“4%
a particular innovation. The part1c1pat1ng schools contributed a ~‘\Q;f

loose and unspecified interest in making things better; Goodlad and
his assoc1ates offered the resources of UCIA to help pr1nc1pals and

40



teachers learn to sort out directions to pursue and strategies for

dolng so--the most important contributions may have Been the persistent
refusal to supply "the answer" and the consistent moral support to keep
at it. In the course of ithe experiment, principals and teachers formed
cross—school peer reference groups as a source of ideas and strength

Further discussions of funding sources and tactlcs for generatlng funds
may be found in: :

Grantsmanship Center News. The Grantsmanship Center, 1015 WeStkOlympic,
Blvd., Los Angeles, California 90015. ($15/yr. for six issues.)
mﬁ%/ VThis is a well~-written, detailed publication covering a wide range
of circumstances, sources, and tactics for funding. Through this
one periodical you will ‘find your way to most of the other major

sources, including the Foundation Directory and other sourtcg ‘on
public and private support.

Gross, Neal, Joseph B. Giacquinta, and Marilyn Bernstein. Implementing
Organizational Innovations: A Sociological Analysis of Planned
Educational Change. New Yoxrk: Basic Books. 1971.

' Gross and his associates spent eight months studying the fate of a
school-wide innovation which was imposed on elementary school teachers .
early in the school year by dec¢ision of the principal. Teachers
accepted the plausibility of the innovation at the start (“teacher as
catalyst" idea using open classrooms and team teaching) but were un-
certain how to go about doing it and were left generally without
administrative follow-up (or backup), without inservice training to
ease the transition, and even without the promised materials and
supplies. By.late spring, teachers were frustrated and angry,
administrators were threatening sanctions against teachers who did
‘not do well, and the initiator of the innovation was assigning blame
to the teachers for not betng able to take a good idea and make some-
thing of 1t. , i »

Holt, John. What Do I Do Monday’ New York: . E.P. Dutton and Company, Inc.
1970. : _

Holt places change and improvement within the reach of ordinary- teachers
and students by posing tactics which can be’ entertained and pursued
within the existing arrangements, or with relatively modest changes.
While never letting go of a vision of what schools could be, he offers ‘
practical advice on the presentation of curriculum content and: materlals,
teacher/student interaction, grading, and handling classroom dlsruptlon
that begin to make the vision seem possible.. Holt pays perhaps too

little attention to the need for building new expectatlons among- teacherS‘
and students of what "g01ng to school" amounts to, and we recommend - V
Goodlad's Dynamics of Educatlonal Change for that dlmenslon of the
situation. : ‘
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Kohl, Herbert. On Teaching. New York: - Schocken Books, 1976,
: & : . o
In a book which makes improvement of teaching and school climate

< . a matter of intent, hard work, and careful attention (not innate

‘ creativity, warmth, or inspiration}), the last chapter, "The Politics
of Teaching," offers advice and illustrations for managing alternative
approaches within the context of an ex1st1ng organization, where
~hierarchy, policy, and other facets of the school as an organlzatlon
are a fact of llfe. ///

. , 7 . ,

Lleberman, Ann, ed. Tell Us What To Do! Qut“Don't'Tell Me What To Dol

Dayton, Ohio: I/D/E/A.  1971. o

~ Prepared by teachers, this is one of a series of books on the experience
_of the League of Cooperating Schools in Southern California as it
worked for five years with John Goodlad to make the member schools
more satisfying places to teach and to learn. Teachers pull no
punches in this account of their efforts to act as and be treated
as knowledgeable colleagues.
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PERSPECTIVES ON THE ISSUES: - BACKGROUND - .

*

Berger, Michael. - Violence in the Schools: Causes and Remedies.

Bloomington, Inqiana: Phi Delta Kappa Educational Foundation,
1974. )
- T

Bloom, Benjamin S. Human Characteristics and,School Learnlng. New York:
McGraw—Hlll, 1976. ‘ , '

)

Bird, Tom, et al.“ Design for Youth Development Policy, Revised. Preﬁared
for DHEW, Youth Development Bureau, Boulder, Colorado- Center for
Action Research, Inc., 1978. '

\Cardarelll, Albert P. The Theory and Practice of Dellnquency Preventlon

“in the United States.: Center for Vocational Education: ©hio
State Unlver51ty, 1975. : o/ :

Children's Defense Fund. Children Out of School in America. Cambridge,
Massachusetts: Children's Defense Fund of the Washlngton Research
Project, Inc., 3974.

e

Children's Defense Fund.  School Suspensions: Are They Helping Children?
’ Cambridge, Massachusetts: Children's Defense Fund of the Washlngton
Research Project, Inc., 1975,

Cicourel, Aaron V. and John I. Kitsuse. The Educational Decision-Makers.
New York: Bobbs-Merrill, 1963. ’ ‘ '

Elliott, Delbert S. and Harlan Voss. Delinquency~anq Dropout. . Lexington:
D.C. Heath and Co., 1974. e '

Fizz§l, Robert L. "Who Succeeds-in School’" Changing Schools 3, #15
(April) :5-7, 1976. .

Jeniings, Wayne and Joe Nathan. "startling/Disturbing Research on School
Program Effectiveness." Phi Delta Kappa (March) :567-572, 1977.

Murray, Charles. The Link Between Learning Disabilities and Juvenile

’ Delinquency: Current Theory and Knowledge. Executive Summary.
Washington, D.C.: National Institute for Juvenlle JUStlce and
Delinquency Prevention. (April)1976.

Natlonal Instltute of Juvenile Justice and Delinquency Prevention.
‘Preventing Delinquency: A Comparative Analysis of Delinguency
Prevention Theory (Vol. I of Ik) Washington, D.C{: U.S. Depart-
‘ment of Justice, 1977 : ’ .
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Neill, Shirley Boes. Violence and Vandalism. Education U.S.A. Special
Report, 1975.

Polk, Kenneth and-Walter Shafer. Schools and Delinguency. Enéléwood
Cliffs, New Jersey: Prentice-Hall, 1972,

Schrag, Peter and Diane Divoky. "Learning Disabilities: Education's
Newest Growth Industry?" The National Elementary Principal 55,
#4 (March-April):7-18, 1976. :

Silberman, Charles. Crisis in the Classroom: The Remaking of American
Bducation. New York: Random House, 1970. '

: )
Smith, Vernon and George H. Gallus. What the People Think About Their
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