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The crisis of performance and credibility in the public schools, particularly those in the inner cities,

has engendered literally huridreds of experiments across the nation in what has been termed ,
“alternative education.” Some of these gxperiments are being\conducted entirely outside the existing
school system ; others operate within the system. All involve departures from the traditional patterns

?i‘ teaching and administratien and place greite; stress on meeting the needs of individual pupils and
teachers. C . ' ‘

. * Notable among them is the 'Mini-School Project, a cooperative effort of the New York Urban -
Coalition and the New York City Board of Education. The three-year-old project involves the
f oo division of Haaren High School, ldcated on Manhgttan’s West Side, into twelve so-called “mini-
schools,” enrolling an average of only 150 students and each with its own, distinctive academic
program and teaching staff. While there are scores of attempts at the development of ‘mini-schools
. tnder way in various cities, including sofe 50 in New York alone, the Haaren project is believed to
| . be the only one involving cogversion of an;entire existing high school to the mini-school format.

o : o - : ) .

CERIC- 7 o o9 S




T . , L . . \
While: ﬁroponents. repeatedly‘cl%fin' that alternative, ‘education projects hold great promise for
improvement in attitudes, attendance, dropout rates, and learning.disabilities, little has been offered

that would serve to document such accomplishments, Accordingly, the New York Urban.Coalition

. s

has coqcludea that the fullest posgible do'cumentation of the Haaren expetiment is an abolute
essential. . o ' ) .

Al - 0 Ld
: -

NI M

existing system that gave risg to the akternative-school movement, traces the history of the early
" alternative schoojs, citing their successes, shortcomings; aad Tailures, and discusses the reasoning

behind the Haaren project.' From there, it proceeds to a full and frank analysis of the Haaren

experience, identifying both the,stccesses and shortcomings of the project, then takes*a look at the

future, not only of the Mini-School Project but of altetnative education and school renewal in

general and the potential impact of the alternative-school movement 9P egtablished school systems;

particularly in the inner cities. . , e - -~

Finally, the concluding chapter js presented a$ a guide.or “caok book” for educators and,community

grouﬂ{interested in launching their owr alternative-school programs based on the mini-school
proach and the processes involved. Iy offers a step-by-step road map, covering such areas as

involvenfent of the business corﬁmuni}v
More formal documentation of the Haaren experience, in the form of continuous academic and
attendance records and evaluatigns by outside consultants, has been underway Since 1970.
Meanwhile, it is hoped that this book, aimed at a broad, national audience, will be of direct

assistance to others across the nation struggling to find new and i)‘etter ways to provide education for
young people not now well servéd by traditional §chool systems,
i

planning, Grganization, m'anagement,{financi‘ng, administratien, staffing, -day-to-day operatiort, '

, and fakilities planning and acquisition.

hd [

The New Y ork Urban Coalition

Q'.- ‘ ) ;J( S ' (.1 U ‘ )

. This book represents part of the overall attémpt to fill tha\f need. It outlines Fhe s};ortcorﬂings of the -
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. As the.serioas reader will appreciate, the story of alternative schools in genéral and the Haaren Fngh
P School Mint-School Project in particular, is highly complex. Without the help of sgores of mterested
- and involved people, preparation of this ook would have been xmpossxble o S

Obviously, it would not have happened without the initiative of the New York Urban Coalitxon, its
former president, Dr. Eugene S. Callender, and the staff of its Eddcation P'rogram lam particularly
indebted .to Lauis McCagg, Education Program Director, and Lynn Gray, who headed the'Haaren
project, not only for their comprehensive knowledge of the subject matter but for the guxdance they
provxded in reaching other sources of information. * s
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co At ‘tBe same hme his book could have been peither comprehensive nor candid in its approach’
O + without the tdoperation of Principal Bernard V. Deutchman and the majotity of the administration, .
. faculty,” and staff at Haaren High *School. Desplte— rese;rvatlons on the part of sc:;;goVer the

préparation of this volume, all who were contacted by the author proved willing to talk #bout their
* eXperiences and, in candid fashlon, offer their own evaluatlon of the.project and its $uccesses and
shortcorthings. Y : : o

- K .
. : Also apprecrated was the willingness on the part of high officials at the. Ne
‘ Education to take valuable time to share.their viewpoints with the author.
of the corporate world were unstinting in their willingness to share
projects and corporate involvement therein. And. I must express
R " outside consultants, university personriel, and experts in a vagi
- - another, had much to contribute. : ’

York. City Board of
imilarly, representatives
eir-views of school reform .
appreciation to a long list of L
ty of fields who, 'in one way or

\ Obvxously, space is madequate here to name all the na #s. To correct that omrssron, a full list of

the appropriate members of the Urban Coalition staff/the Haaren High School staff, and all others )
interyjéwed in preparation for thls volume is offere

oy

je¢Carvin, who as the | person who keeps things going at
as extremely helpful at all stages of this project. And my
ruz, Elaine Fontaine, and Valerie Helms at the Cqalition, -
an-aecurate typing and scribbled-in corrections into a heat and

v

admiration to Linda €remona, Nanc
who were able to tr,anslate my less-

., N ,




The mission of pubhc education, to put it succmctly, is tq
provide the student with the knowledge, skills, and mativatien
that will enable him to function and o compete as an egjual in
moc%em society. That the schools, and particularly those in the
nation’s inner cities, are failing in that migsion, is all too
apparent and documented in the.evidence and statistics issued |
by the school systems themselves. These failures have been tho-
roughly exposed by such critics as Jonathan Kozol, Nat Hentoff,
and others. Indeed, the crisis in urban education has generateda .
literature of its own. Beyond the landmark exposés of the laté -
1960s, at least 20 major books devoted to.the crisis and/ or pro- *
posals for its solution were published in 1973 &lone.

e
»
» "

y
4

€

i
3
e 3
b
"

‘Some of the critics—notably Frederick Mosteller and Daniel P.
Moynihan in their book, On Equality of Educatxonal Oppor—

. tunity, and Chnstopher]encks in Inequality. A'Reassessment of _

. Family and Schooling in Amerzca:— suggest that the schools, as
now organized, not only are failing to do the )ob but are
incapable of makmg areal difference. ~ '

The schools,\ as the critics see them are mmdless unhappy
places, staffed by tg@chers who are unable to communicate with
their students and unfeeling in dealing with, or, more appropri-
ately, failing to deal withetheir problems. Overseemg the schools
is-a bureaucracy charactenzed by inertia and a concern more
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with budgets, buildings and security than with the welfare
and achievement of young people and their teachers. ‘And,
if these conditions can be said to exist throughout most of
the school system, they are even more ' critical in-the inner
city.. There, the schools are victims of fnunicipal budget
crises, rapid shifts in the ethnic and socio-economic chig-
acter of populations, teachers who feel trapped by the
system, and a host of related problems. The result is that
teachers, with severly limited resourcesyare attempting to-
deal with students whose life style problems, and

language they are uhable to comprehend. And they must

cope in conditions where dvercrowding, disorder, hunger,
disease, crime--all the symptoms of urban poverty—are

all too prevalent N . M

The end result is a performance record for the innér-city. _
schools that is little short of abysmal students who cannot
read or calculate, massive truancy (reaching as high as 70
percent in some New York high schools), soaring dropout
rates, and a system that relegates most ‘students who,.
manage to graduate to a second-class educational certifica’
tion—in some cases, a general rather than an agaclemlc
diploma, .

Perhaps the best summation of the situation was offered as
long ago as 1967 by Dr. Kenneth B. Clark at a corference
on urban education organized by this writer. Dr. Clark,

14 Co .

- . - .
s 0 “
- N o e N
« Y e L. B

’ ;;rofes?& of psycholog\y at C‘aty College of the City Univer,

sity of Néw York and member of the New York State o

Board of Regents, called city school systems “protected
pubhc monopolies with only _minimal competition forpn-
vate and parochial schools /.

- 4

The result, he added, is an inefficient system that “destroys

rather than develops positive human potentialities, con- .

“sumes funds without 'demonstrating effectxve returfis,
(and) ‘nsists that its standards of performance should not
or cannot be judged by those who must pay the cost. . , ."*

The picture, of course, is not yniformly grim, there are

exceptions to the rule. There have been schools, programs .

-withirj kchools, or efforts by individual teachers that have .

N p‘roduced favorable results And the system has riot been
totally unresponsive. New York City, for example for
yeats has allocated additional funding to deal with such
problems as reading retardation, pupils whose native
, tongue is ndt English, school breakfasts and lunches, and
the like.,AfY, in its controversial school decentralxzatlon'
plan, New York has handed a degree of control gver the
schools to locally elected neighborhood school boaids.

But the more dramatic and’ probably more significant

response—the establishment of “alternatjves” to the tra-

ditional schools at the high school level—came from out-

. side the school system. The earliest of the alternative
5 .

*
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schopls came as a form of rebellion and were operated and
Financed totally outside the syﬁsm They emerged outofa_

: conviction that the systém was not serving "poverty and

3

v

minority group  youth and that the education bemg offered
was jrrelevant to their needs ) :

-
-

As will be seen in the followmg chapter most of the early
altérnative schools or “street academies,” as they were
known in New York, did not susive, Their failure was
due largely to the fact that they had no linkage to the
school system and therefore no means of certifying the
" achieverient, 1f any, of their students. In addition, most
‘ran into problems of financing, management, and, because
“of alack of documentgd perfoxmance crednbxhty

'But their existence led to later projects in which alternative
education programs were developed with formal links to
,existing high schools. That process, discussed later in
detanl led ultimately to the conversion of Haaren High
School into twelve mini-schools. And the Haarent exper
ience, more than three years old at this writihg, suggests
that there may, after all, be a way to make the inner-city
school respofisive and functional. .

The key to the solution is the realization that the schools
must rethink their objectpves with a view to changing to
meet the needs of a changed and changing — clientele.

ERIC
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The ;chools in other words, must shed their traditional
role, characterized by LynnGray of the Urban Coalition as

©.a holding action desxgned to keep young people out of the

job market as long as pogsible. Delay rather than involve-
ment is the name of the game. And we play it well.”?

Gray argues for a new conception of the school as a
generator of social profit rather than, as it now is

characterized, a non-profit organization. Under that new’

conception, he sees the schools forging closer links with the

" community and with the changing realities of the world

around it. He would have the principal spend at least one
day a week away from the school working in such areas as
social maintenance, corporate management, government
agencies, and in schools serving ather socio-economic and
ethnic populations.
developed with . other community institutions for the
development of cooperative programs. And he argues for

Formal, working links would be

the development of “more interdisciplinary, activity-based,

learning environments within the school. The boxes (class-
rooms) have to be more creatively used and inter-

connected. More attention has to be paid to group inter-’

action and the development of learning communities.”

Alvin Toffler, author of the best-selling book Future
Shock, argues for even closer links with the community. In
an interview with this writer in 1972, Toffler claimed that
' . 3

)

-~



_society, “’through the interminable prolongatlon of adoles-_l
cence, robs children of the sense of being needed

“In reality, the message to the child from most families
and most schools is. “You are not'needed.’ This is the most
debilitating, crippling, painful messagg any human being |

. can receive. We need to create a system that does not lpok ’
on students ds pardsites— as they are frequently regarded

by conservatives—or as investments—as they are viewed
" by liberals and the majority of educators. I prefer to Took

on students as neither paras:tes nor mvestments but as re-
sources for the community.”» T

. Accordmgly, Toffler would move education into the com-
munity, assigning teams Qf students to work with com-
munity leaders and with their teachers on a wide range of
lecal problems—pollution, noise, traff:c crime—now
neglected because of a “lack of ‘resources.” Conversely, he

* would tap the talents of community residents to give stu-
dents, on a one-to-one basis,'a working knowledge of his
or her vocation or profession.’

:Tofﬂer does not suggest that the school will d15appear
‘only that it will be radically altered. That view is shared by
Edward J. Meade, Jr., prografn officer in charge of public
* education for the Ford Foundation. Meade, in a pamphlet
enhﬂed Models for Reformmg Education in the Cxty,‘

*change will be a never-ending process. .

holds that the schdols are needed fox/tability “in the sense
of giving chlldren structured and expandmg experiences i‘n
learning keyed to the realmes of the times."” .

But -he argues that there is no reason to lock in @E
means—"the places, procedures, process programs, Of.

- people’ —by which the stabnhty is provided. "Injustice is

done by holding onto traditions and practices that deny
children full opportunities to learn. School people,” their

citizen supporters, and friendly critics and goads need to

evaluate continuously every facet of school life, from cur-
riculum toschedules to teacher training. Is the way schools
are doing things now in keeping with work and life stylgs
outside the schpol? Iri an era of liberation, in what ways
does our educational, system perpetuate mindless, regi-
mented action? What practices reflect sheer anachro-
nisms?” . . N
The message, whe'ther from Clarl> Cray, Toffler or Meade
or, for that matter, many another*observer, is clear The
wban schools asn orgamzed and operated are failing ip

their basic nfission-of educating their clientele to function,

effectively in a rapidly changing world{ The schools there-
fore, must undergo radical change. And once initiated, .

-

And, if the school} are to undergo radical chan*, it is '
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. rl\ i ‘ . T |
. . -"I‘*"‘:A._ 2 [ ] 4 te
.

1



-~

ERIC

Py

obyrous that they will haw to,develop the ability to
change This . means’that, as the ,Haaren experience:has
indicated, the schools will have to aevelop an accurate pic-
ture of therr new objectives, new orgamzational structures,
and new managenal techniques to implement them, an?/
new capabilities in the personnel who must carry them Ol’

Puf’ another way, the schools Will be* forced to ad p,i
medern methods of planning, manageiment, and persofiné

development, but tailor them-to an educational rather han
an industnal environment. Insindustry, the proce: .has
come to be’ known as management by objecti e,s»or
M.B.O. Under that approach, thé manager and his
*subordinates, agree on realistic objectives and on the
standards by which progress is to be measured. The pro-
cess 1s a continuous one, lending itself to ad]l§5t ent to
meet changing condmons

Perhaps the be:}explanahon for the failure of
to respondto cHanging needs is the fact that, a
by industry, “planning” and “management” fhave ‘been
terms and functions that are-alien to the elec tiohal pro-
fession. Indeed, the schools seem to be operatn g ona blue-

en foday, itis
terioration or

g

tives for the most part went unchallenged.
not unt1l a school 1s on the verge of total,

2 l

»
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total dlsruphon that educational admlmstrators tend to,
perceive a need for change. And when the needis per-
ceived, few have the vaguest notion of how to bring about
the needed changes. Nor can they expect miracles to save
the day. “The first law of serendipity,” according to Dr
Ewald' B, Nyqulst New York State Education Commis-
siofwes is that "in order to discover somethmg you must be
looking for somethmg <

’

The fact of the matter is that little or no machinery ex\S(s in
*today’s schools to permit the administration and staff l-o\sﬂ
down and re-examine their objectives, assess their accom-
plishments and failures, set new objectives, and reorganize
and regroup to meet them. : )

-

In New York City, for example the hlgh schools havq

. cabinets or consultative councils wh:ch meet penodxcally,

presumably to set policy for school operations. Butsuch

school petied—once a week-and to generalized discussion
of a day-to-day problem or ptoblems rather than to a con-
scious and organizéd problem-solving effort. -

As far as can be determined, never in the traditional
schools is there an effort to develop a semester-long or
year-long plan setting forth goals, in terms of academic
achievement, attendance, dropout rates, and the overall

. ~

"'l " ‘ 5

. meetings generally are, limifed to 45 mmut.es—a standara
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environment for learning, and sug§ested targht dates for
their accomplishment. . :

Part of the problem lies 1n the fact that school principals
. receive no formal training in planning and management,
do nat perceive the need, and do not perceive themselves
as planners or managers. Nor do they feel that teachers or,
for that matter, lower-level administrators have the capa-
bilities to participate in the decision-making process.
Teachers, on the other hand, tend to feel that the
_ administration is not interested in their views and would

process, The result is a serious impasse. if teachers are not
participants, the planning effart is unlikely to succeed.

- In the shiort run, therefore, there is need to change the atti-
tudes and skills at all levels of the organizational ladder.
The principal must be persuaded that those who do not
plan have their “planning” happen to them by the course of
events, He must be convinced that there are othér and
better ways
that attituc change is accpmplished and a formal
planning process set in motion, it then becomes a matter of
educating the staff to the fact that there are rewardsin the
process of thinking out problems«on a long-term basis
rather than attempting to meet the crises on a day-to-day

basis. o .o .
N - ? . Al * -
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not listen to them if they were included in thé planning .

operate than by crisis management. Once

+

-
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For the long(term, it seems apparent that there needs to be:
some fresh .thinking about ‘the ways in which school
administrators are trained. The management skills needed
in an operation of the size of a typical urban high school
simply are not provided in university courses For educa-
tional administrators or by in-service training. What prob-.
ably will be needed, “according to Lynn Gray, Haaren
Project director for tlge New.York Urban Coalition,js two
years of solid management training for anyone seeking
promotion to the post of assistant prihcipal or higher
levels. . . T :

“If you have a $5-million business (roughly a year’s operat-
ing cost for a large city -high school),” added Louis ‘

" McCagg, director of thé Coalition’s Mini-School Project,

“it seems neither efficient nor logical to allow it to be run

. by people who have not been trained to some degree as

professional managets, particularly where young people
are involved.” . =

Provid?d\with" écir‘ninistratq[s who are both professional
educators and } professional tanagers, jt is possible,
according to Lynn Gray, that the typical high school

administrative hierarchy could be cut by as much as 60 per
cent without'a loss of educational efficiehcy.

Teachers, on the other hand, should not require as much -

, formal training in management techniques. Once planning

.
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has been institutionalized irr the school, taculty involve-
ment in and exposure to the process shoq]d serve effec-
tively as on-the-job training.
Teachers will-need a set of new capahilities to equip them
for their new roles in the changing school program. School
reform is premised on the redesign of the total learning
environment—the school ®rganization,” the curriculum,
teaching styles and techniques, and, where appropriate,

.the physical arrangement of the schdol: To provide the .

teacher with the ability and skills required to help develop
and implement that new environment, new programs of
training and support will be required. .

As an example, the Haaren mlm-school project included

development of a professional services ceriter*to assist
3 teachers in such efforts as red ning curriculums for the
“ various mini-schools, developing audio-visual materials,

and improving reading ‘programs. In addition, Haaren )

* teachers are given half-time off for a semester at a time to
develop - new curriculums for their mipi-schools. In
addition to producmg new learning patterns and materials,
the process can serve as an effective in-service training
device Three-week training sessions for teachers were held
during two successive summers and £ 3eries of afternoon
tf'axr}.mg sessnons wﬂxcludmg Iunch were held durmg the

/
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school year at the offlces.,of four New York-based -

corpo:atlons .

Among other things, the training sessions were aimed at

. helping the &a'che;s understand their new role in the mini-
school environment, that they were no longer just the
deliverers of information in a particular discipline but
managers of the students’ totaliearnmg process. ’

The ultimate message is that educational reform, whet&
it be on the mini-school or another pattern, requires a
comprehensive effort, one that touches on all aspects of.
school life. Piecemeal innnovations—computer-based’

¢ instruction, a new mathematics ‘curriculum, work-study:.

programs, to offer some examples-—-are unhkely to succeed
“if tried in isolation.  * . -

And that comprehensive effort \nvolves J[hre key ele-
ments—planning, management agd orgamza ion, and
human development. Some may argue that application of
industrial management techniques will have a dehuman-

¢

izing effect in the schools. The answer can only be that -

there is little that is “humanizing” about today's massive
and’ 1mpersonal high school. And, if management tech-
niques are what it take$ to provide an effective and rele-
vant educational experience for disadvantaged youth can
weafford not to adopt them?

D
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- Alternatives:” Education for a “New” Clientele | ,

The phenomena of reforn¥ innovation, and expérimentation
probably are as gld as education jtself. Indeed, it can be argued )
that the earliest attempts at formal instruction were, in'them-

selveg, innovations. And more recent history offers the examples

of the so-called progressive education movement of the 1920s

and’ ‘30s, the post-Sputnik emphasis on science and foreign,
[anguages, gpd the introduction/of such innovations as v
educational television, team teaching, non-graded instruction, * -
and independent study’ Even then, some would argue that, with N
the B?ption of educational television, none of these experi- &

mep# was really hew, that they merely were re-inventions of
methqd§ l'and protedures that had been employed in the past.

Given ¢hat background, what, if anything, sets the new alter-
native-échool movement apart from earlier educational reforms .
and innovations? After all, thére always have been “alter-'
matives” in education. Students,ang their parents, provided they
had the wherewithal, had the choice betweeh the public school ,
system (arigd between different public school systems if they '
could afford to ﬁovg), parochial schools, and private day-or
residential schools. But, to a large and growing segment of the .
Americah population, these offered no real options, since“sco- .-
nomic and other barriers made all but their local free p:b‘l\l_l\
schools inaccessible. ’ .




Just as the schools failed their immugrang clienteles eatlier ’
in the nation's history, 1t became apparent in the laté 3950°s .
and early 1960s that the modern public school system was
not effectively serving its “captive” constituendy,
particularly youngsters from minority and poverty bdck-
grounds. Dropout rates soared, as did truancy, behavior
problems, drug use, and crime. And it was recognition of
the problem among concerned individuals and groups,
most outside the educational establishment, that generated
the movement toward alternative forms of education
Accordingly, it can be argued that, unlike earlier reforms,
alternative schools are the product of a demand—ex-
pressed by dropping out and other forms of alienation—on

L]

" the part of a significant segment of the school's clientele

rather than on the part of the educational or political
leéde'rshl'p.

Mario D. Fa_mtix{i, former program officer of The Ford
Foundation’s Division of Education andResegrch, argued
back 1n 1968 that earlier educational r \rms,%articqlar‘ly
those 1n the post-Sputnik era, “strengthened the status
quo, enabling the system to serve better those who it has
always served best. (Early reforms such as team teaching
and educational television usually were introduced in

. “strong” school systems in the affluent suburbs. The

assumption by foundations and other support.er‘s was that,

- . \
<
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_once proven successful there, the reforms would auto-

matically be adopted throughout the system. The assump-
tions proved to be unfounded: Ed,) The heart of the ,
present crisis in public education is the realization that the
system has failed a major segment, of the sthool

g

" population.”t ‘

The failure wvas not new, according to Fantini. What was
new was a public awareness growing -out of, “official cogs
nizance of poverty amidst affluence” and a new.tendency
among the nonwhite fourth of society’s underclass to assert
ts avil rights and demand a full share in politica] and eco-’
nomic oppertunity.” But, Fantini argued, preoccupation

" with the disadvantaged should not preclude recognition.

that, the total system was “incapable of addressing the
challenge of prdviding excellent education for a diverse
student population. Consequently, the mission of funda+4
mental educational reform is'not for the poor alone but for
all.”. : )

Put another way, there ig a considerable body, of dissatis-*
faction with the traditiorfal public schools, not only among

the obvious clientele in the ghettos but among some in the

affluent suburbs, a fact that has been reflected in the
establishment of free schools and other a)ternative forms in,
some of those suburbs. The'extent of the demand for new _
educational options is difficult to evaluate In a recent

»
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book, Fantini suggests that some 60 per cent of Americans,
including “millions of parents and students,” find “our
present pattern~of public education attractive.”

* other hand, he estimates that 28 per cent ofthe people are
dissatisfied and need “to have their right to.quality-ediica-
tion protected.” Otherwise, he suggests, there will be "a
search for satisfaction” that will “inevitably dnsturb the
climate in the schools for everyone.”?

Another, perhaps more solid indicator may be found in the
sheer nugbers of alternative or optional schools or pro-
grams that have sprung up in recent years across the
nation. The ‘National Consortium for Options in Public
_ Education in 1972 published a directory of -alternative
public schools. It identified 464 such schools in 35 different
states but fouhd, significantly, that 75,per cent of them
were located in eight states—Califernia, Washington, New

York, MassacKusetts, Pennsylvania, Minnesota, Illinois;

and ‘Missouri—with the first three states-accounting for

more than 40 per cent of the total.? 5

- . - . ’\ . . .
The directbry cannot be said to represent the total picture
in alternative education. It ¥xcludes free schools and other
opuons funct.lomng outside the system and certain non-

traditional program perating within the system. Among
the latter are?'speaial*function” shools,.usually for dlsrup-
Tlve pupils, such as New York s system of “600 schools,”

On the -

and “open enrollment” programs, such as that in East
Lansing, Michugan, where pupils are allowed to attend any
school n the community, regardless of geographlc
proximity.

At the same time, the directory underscores a critical fact.
there is great diversity in the alternative-school movement.
It includes a poll of 276 schools across the nation, indicat-
ing that 76 per cent were at the secondary-school level, 19
per cent at the elementay level, and 2 per cent in K-12
(kindergarten through twelfth grade) schools. More impor-
tantly, the directory pointed out that there is “no single
*model or group of models” that would cover the diversity
of the schools in fesponding to the poll. But it concluded
that. the majority fell into seven broad categories or

* combinations thereof. 'I‘hey included” open schools” based
. on the British pattern;

“schools without walls,” such as
Phlladelphlas Parkway School, where learning activities
are* dlspersed throughout the community; “learning
centers,” where learning resources for all,community stu-
dents are concentrated in one locatﬁfa\wh‘as educational
parks, “magnet” schools, and career education centers,

“continuation schools,” such as drop-out centers, preg-
nancy maternity centers, evening and adult high schools,
and street academies, “multi-cultural centers,” including
bilingual schools, “free schools,” emphasizing greater

ERIC : 23
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freedom for students and teachers, and “schools-within-
schools,” including mini-schools programs on the Haaren
High School tern and satelllte programs like that at
Wingate Prep in Brooklyn or Harambee Prep in
Manhattan,

., .
That very diversity suggests that the alternative movement
suffers from a serious problem in semaptics. the term
“alternative” does not fit since, by strict definition, if
implies the availability of only two™options, when, in
actual policy and prattice, the ultimate objective of most
recent school refo/ltl"z.;1 is to offer a variety of options. Simi-
larly, the term “mini~schools” means different things te
different educators and reformers and better description is
yet to be found. "Optnonéf may come closer as,a catchal
* definition f6r the movement. But, given the movement's
dwersnty, the Fantini definition, “public schools,of choice,”

descnptlve. . S P i
e n

4
As vague as its semantlcs are the actual orlgms of the

alternative school  movement. The Indiana directory-
builders found programs dating back to 1964. But it may
. be remembered that, as early as the late 1950s and early
'60s, parents protesting school conditions 1n Harlem took
their children out of classes and set up their own educa-
honal programs in storefronts and church basements. The

\
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protests and the “alternative” schools were relatively
shortlived. But they well may have set a precedent for
what was to follow.

. What-can be established is the fact that the movement in
“ New York got its start in late 1965 with the establishment
of the first of that city's street academies at the Church of
the Master in Harlem. The street academy actually was an
outgrowth of an experimental summer program for New
York City youth conducted by three churches, among

them the Church of the Master, then headed by the Rever-

end Eugene S. Callender.

The program was initiated by Harold Oostdyk,"a young

and energetic member of Young Life, a national Protestant-

youth organization. Qostdyk, a native of Clifton, New
Jersey, had dropped otit of New York University in 1954 to

seems at the same umexcomfortably vague and, yet ;;work with young p eople in nearby New Jersey com-

mumtnes Three years later he moved into Manhattan’s
Lower East Side and began to wark with school dropouts
in an attempt to persuade them to return to school. The
effort proved unproductive at first, formal school pro-
grams or job training offered no lures to the dropouts. But
the prospect of a college education did and Oostdyk an
his colleagues from Young Life, some of whom shared tflelr
apartments with homeless clients, embarked on their own
educational program. By 1962, a number of the dropouts

~
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'~ they involved economigs,

were ready for a more formal, prescollege program. That
year, two were enrolled in Newark Preparatory,Schaol, a
private institution headed by Arthur Garson, and two
more were enrolled the following year. Eventually, five of
" the Newark Prep ehrollees went on to college and did well.

Meanwhile, Oostdyk began to consider Harlem and its

)rge numbers of school dropouts as a natural focal point

for his. activities. Through Edward Fiske, now religious
editor of the New York Times, he met Callender, who had
been contemplating a more active role in the community
for his church Oostdyk, on the other hand, needed a  black
base such as offered by the church if he was to successﬁully
introduce his program in Harlem The result was a partner-

ship that produced the summer program and ultimdtely” . -

. New York’s first street acddemy.

The summer effort, particularly at the Church of the
Mastér, produced two significant developments. The first
was the ‘realizatio*that, if ghetto youth were to be helped
by such progsams, there was need for a new type of com-
munity worker- individuals capable of communicating
with even the most disruptive of their clientele and capable
oj helping them find solutions to their problems, whether
health, family. lsr(rskabrllty,
employment, housing, or’ the law-enforcement system{\
The result was'the emergence of what has come to' be ™

" Susie O. "Dag’
for Haryou-Act, a federally funded Harlem youth agency;

known as the “streetworker,”
number of today’s alternative-school programs,

. At the same time, it became clear that the streetworker "

‘component by itself was not enough. There was an educa-
tional element, and a very serious one, in the problems of
the youth enrolled in the summer program. Many, if not
most, had "voted with their feet,”
school system that, by their perceptions, failed to meet

theif peeds or, worse, treated them as unwanted, disrup-
cuve elements in the student population. Many of those who

still'were in school had records of frequent truancy and/ or
disruptive behavjor. And these were problems with which
the exlstlng)e.stem seemed unable or unwilling to cope.

That conclusion- prompted the thought on\t—he part of
Reverend Callender, Oostdyk, and others that it might be
possible to create a new and more responsive, educatijonal
environment and more relevant programs that would help
such students discover their own. potentlal and gain an
interest in pursuing thejr education. They proceeded to
design a model for their new educational environment and
programs. Subsequently, in December 1965, New York's

. first street academy opened in the basement of the Church

of the Master. The educational, program was run by Dr.
Bryant, formerly educational consultant

a major component ot a

and dropped qut of a’
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while QOostdyk and others from' ,Youx{g Life served as  and with Dr. Callender’s contention that 70 per cent of the
streetworkers. By early 1966, between 200 and 300 youths  16-to:21; yeat-old age group in Harlem was college poten—
were being served by the new program. } tial. After a tour of the storefronts by Foundation Presi-

<
Early operatlons were financed out of the church’s limited ?:gtex:nc\;ﬁ:ﬁé 6B6undy, 2 grant OE $147,000 was approved

.resources, by a_grant of $212,000 from the Lilly Endow- . -
ment,.and by a number of smaller grants. Later, a grant of  With the infusion of these new funds, “the program con-
$106,000 was obtained from the Office ‘of Economjc tinued to grow, . not only in size but in, structural
Opportunity to help finance the program for the summer * sophistication. To the street academles ~which con-
of 1966. But, later that year, it became apparent that the. ceitrated,on streetwork and basic remedxal education pro-
program' was i fiscal difficulty. Twenty-three street  grams, were added two ”academles of transition,” which
academy graduates now were enrolled at Newark Prep,  offered more formal programs in the traditional high

« where the program had run up a debt of $21,000, and an  school subjects but tailored to the students’ Interests and .
expected addmonal infusion of OEO- funds had not experience. From there, successfgl graduates were sent to )
matenahzed . Newark Prep .to compléte * thelr college entrance

° requirements. ) v -

o -

Dr. Callender, meanwhile, had.been namegd executive ° . - - AR

director of the New York Urban League andsshortly there- By late 1966, there were six storefronts in operation, the

after, appointed Oostdyk as education director to run the two academies of, transition, and a total of 40 streat-

program, which by then had grown to include three store- workers in the program. Ford was impressed enough with

front academies 1n addition to the Church of the Master  this performance that, while stressing that this would bea,
] , operation.” final grant, it put up another $550,000 to keepthe program

-

ly*‘!m.%: . - v, ’,z ”R‘;u‘
L afloat, But the grant &arried with it another and significant 7
- To meet the crisis, Dr. Callender ‘turned to The Ford stipulation as set forth in the grant, letter: .
Foundation for an emergency injéction of funds.” The L,
Foundation, while not-:impressed with the program’s finan- I} this project is to have its fullest- 1mbact it must be
< aial record, was impressed with 1ts objectives and methods  linked up in some way witht existing msmutnons in edUCa-
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?on -Otherwxse the academies would be serving too few
p‘eoﬁle in 'telatlon to the total needs of Harlem, Bedford-
StuyVesant, m{sxmxlar areas,’

»

e ﬁrst street acaderxues meanwhile, serveg as -a: proto-
type or model for those that were to f‘ollow A key element
in the model ,was smallness enrollments i m the mdwldual

academies rafged between 15 and 30, the premise Bemg
that, l»;tn)ted enrollmenits would promofe intimdcy " and
mt’e,t‘a h Beﬂfveen. students and teachers and avoid the
mstxtu nal’ 1mpersonahty of ge school. The second
ma]or'component was the incluBonesf streetworkers as a

,,thlc:ﬂ ‘part’of the schools" Pperations. _Bathwof thege com-
ponepts remain as fey factors in manw;of todays alter
3 natwt-scl;bpl pto]ects

Still another&ntxca} component—-the involvement of busi-
"ness” and 'industty —came later in the academies’ history.
Beginning‘m 1968 with the McGraw Hill Publishing Com-
pany, as many as 14 major corporations,. including such
" giants gs “First National City Bank, Esso (now Exxon), New
York Telephone, Union Carbide, IBM, and Celanese, were
XSuaaea to lend theit support, in both money and talent,
~%Eh.e program helping it to reduce its dependence on Ford
and other foundation support. Early in the game, business
involvement generally was characterized by gifts of equip-
,ment and direct subsidies for the budgets of individual aca-

U ‘.
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demxes _Later on, as will be seen in succeedmg phaptex’s
the involvement tendedato shift toward the use of cog-
porate talent to altematwe schools xmprove their
managemeht:an operatnons

The program expanded ta the point that, By January 1969,

theré were 14 corporate sponsored academies {f operatlon -

ten in Manhattan, two in the Bronx, and'two n Brooklyn.
At that point, Dr. Callender and Oostdyk, acting on their
own and the Ford Foundation’s convictions, moved to
establish linkages with the established school system. By
early 1968, five academies in Harlem had been closcd and
their streetworkers moved into four high schools—Benja-

min Franklin in East Harlem, Charles Evans Hughes on .

18th Street near.Ninth Avenue, Haaren at 58th Street and
Tenth Avenue, and Seward Park on the Lower East Side:

~

Within a year after their first involvement, the SpOnsorng
corporations grew disenchanted with the street acaﬂemles
The business participants recoggized a numiber of
common-:and specxal—charactenstncs -in the academies:

their small sizé, a clientele, predominantly if not
exclusmely Black and Puerto Rican, most in need of their
specxal brangd of education, experimental remedial pro-
grams, yaung, enthusmstxc and dedicated teachers, and
the' streetworkeg component. In fact, streetworkers were
tonsldered so essential that their relationships with stu-

"-}27 . -
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dents often took precedence over classwork.

On the other hand, the corporate supporters saw gray
areas. Dr. Norman C. Willard, former vice president for
personnel at First National City Bank and an active
corporate participant in the program, feels that, initially,
the academies represented “a form of rebellion” and were
decidedly anti-establishment in Qature. As such, Willard
believes, they had a tendency to become a system unto
themselves but a system that “lacked specific objectives.”

Thatéhlack accordmg to Willard, led to “a terrible loose- .

ness,” not.only in educational goals but in management
and in the handling of funds. Perhaps more critical, there

was no machinery by which academy students could earn _

credit or some other form of certification for their studies,
since there was no link with the established school system.
And, as Wnllard and others have argued, while the aca-
demies’ general “objectives by and large were highly admir-
able, little or no attempt was thade to evaluate their per-
formance, to determine to “what extent thase objectives®
were beingmet. -, a

What followed, according to lelard was the withdrawal

one by one, of the corporac sponsors of the program. His

own orgapization attempted to resolve the problem by
establishing a link between a FNCB academy and Ben-

- 2‘8

jamin Franklm High School. While it no longer has bank
support, the academy still is in existence:

Ultimately, most of the original street academies went out
of business or, in one way or another, were absorbed into

_the regular school system. But those that were absorbed

retain many of the characteristics—particularly smallness,
special curriculums, and " deeply involved teaching
staffs—that made the originél academy concept seem so
promising. Those that disappeared attest to a harsh

reality: even with the loftiest of intentions, reform in

education is an extremely difficult and risky endeavor.
Reviewing their history, it coyld be argued that greater
expertise, particularly in "the &rea of management, might
have saved the academies. But that would be hindsight at
best. The important fact is that the street academies broke
the ice. They set a pattern and established a momentuny
that has resulted in widespread adoption, particularly in
New York City, okthe mini-school concept.

The street academy experience also points to a conclusion,

reached by more and more observers in recent years, that"

alternative schools cannot survive indefinitely without
public funding. Perhaps the classical example is Harlem
Prep, founded in 1966 as a tuition-free school for drop-
outs. The school originally was intended to serve thé same
function as Newark Prep, preparing graduat)es of the street
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.academies and academiés of transition for colfge

eritrance. Organized and staffed with the help of
Manhattanville College, a Catholic schogl for women it
Purchase, New York, Harlem Prep opened in an armory at

“142nd Street and Harlem River Drive and the following
year moved into an imaginatively remodelled supe ketg‘

'Y
.g.

in Central Harlem, in effect becoming that area’s first
school.

The Harlem Prep board of directors, which was m(fe-
pendent of the street academy program, selected Edward
Carpenter, who had been a guidance counselor in the New
York City Schools, as headmaster. Under Carpente‘, the
school tended to drift away from the street academies and
to place stress on more traditional programs leading to
college entrance for Harlem youth. And, over the six years

of its existence, it succeeded in that objective, placin%: -

total of 637 of its graduates in college, many of them in
nation’s leading universities. . - r

Initially, Harlem Prep was supported by the foundations,
which:saw it as a proving ground, by such corporations as
Exxon, and by many private donors.. But foundations shy
‘away from indefinite funding of experiments, on the
premise that successful projects should become self-
supporting, Corporate givers tend to adopt a similar atti-
tude. As a.result,‘ the schools’ flinding had declined in

Q - .
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recent years, Appeals for direct support from private
donors in the Harlem community failed to reverse the
trend and, by late 1973, financial difficulties had forced
.. enrollments, down from a peak of 500 to 190 students,
\many of whom were to graduate m}anuary 1974.

'(ély, the school was forced to appeal to thé New

ity Board of Education and, as of February 1, 1974,

Hérl"ém Prep became part of the city school system.

wever the school will remain in its present site and will

fetain its headmaster, staff, and curriculum. All of this,

avcording fégty schools Chancellor Irving Anker, “in the
framework of public education.”

A sidelight to that development was the reaction of Albert
Shanker, president of the United Federation of Teachers,
one that xllugtrates one of the problems in the replication of
alternative fnodels in the system. Shanker, in his regular
weekly column run as an advertisement on the New York’
Times Sunday education page, suggested that data on the
school's, performance were inadequate and that its claims
of success were “unwarranted . . . and constitute an unfair
attack on the public schools.” He concluded that, “if
standards had been maintained rather than ignored,
Harlem Prep might have done a better job.” By
“standards,” the UFT president referred to that fact that

the school “was not required to maintain legally required
J

¢ . i3
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standards in its employment of faculty:- members or in
matters. of curriculum.” Without debating the validity of
the “legally required standards" referred to, the Shanker
position suggests that, despite’a UFT policy favoring
- reform, many teachers are’and probably will continue to
be highly sensitive about the issue of school reform and
may, when they feel their'job security or workmg con-
ditions are threatened, ,actively resist specific reforms. '

Meanwhrle, in early 1968, a new organization appeared on
the New York Scene, one that would play a major role in
the evolution of alternative schools in the city. The New
York Urban Coalition was founded in an attempt to bring
private-sector resources to bear on a wide range of urban
problems . -

/The Coalition’s hrst president, Saul Wallen, died unex-
pectedly in August 1969 arid was succeeded, on August 28,
. 1969, by Dr. Callender, who for the preceding year and a
half hjd served as an executive of New York City's Hous-
ing and Development Administration=

In an’ early action, the Codlition decided to provide
support for the academies and for the streetwotker concept
and was mstrumental in obtdining the corporate involve-
ment describeéd earlier. The Coalition's task force on
education spent some foug months in developing films and

., .

-

"An exception was thé M
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brochures and conductmg informrational meetmgs to_"sell”
the econcept. The result was about $650,000 in corporate
financial input into the street academy idea.

But, accordmg to Louis McCagg, then task force staff
director and now head of the ‘Coalition’s Education Pro-
1ect evaluation, follow-up and technieal assistance on the
part of the corporations, and organization of the streét
academies “all were woefully short as welook back on it.”

. . . *
In part as a resuit of these problems, the street academy

‘program began to fragment and progress was “less than ™

adequate McCagg maintains that the germ of the idea
was “extremely good and still is.” But the problems had to
do with the selection and training of academy staffs, "their
orgamzatlon and dlsc1plme and the question of evalua-
tioh. As outlined earlier, these problems caused the spon-
soring corporations gradually’to phase out of the program.

raw-Hill Street Academy. Its
sponsor, the McGraw-Hill Publishing Company, from 1ts
first approa&h to the Urf)a League in 1968, insisted that
the academy be established with a link to an existing high
school and that it be,located in McGraw-Hill's “neigh-
borhood,” the west side of mid-Manhattan.

Morrie Helitzet, thert corporate vice president for public’
affajrs for the McGraw-Hill Publishing Company, feamed

. »
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up with Lynn Gray, who had been involved in a successful
. program at oneof the earlier academies. Both felt the move
would get at the heart of the matter—the school system
itself. For 1t was clear that the academues not only were not
having a real effect on their students but were having no
imipact on the system. Schbol prmcxpals and others jin the
educational leadership were not visiting the academies and
generally regarded them simply as a place to senddropouts
and troublemakers—the ’ dump?ng-ground syndroree

1t has comie to be called. T

. Accordmgly, Hehtz\er\and Gray approached Jacob Zack,
then assistant superintendent in charge of the city’s high
schools to determine whether an appropnate school could
be found that would be willing ta link up with the new
street academy. Zack encouraged the idea and suggested
Haaren High School, which suited McGraw-Hill's
nexghborhood requirefnent. Bernard V. Deutchman,
Haaren'’s principal, proved amenable to the idea and the
McGraw-Hill Street Academy Spened in February 1968 in
a former automgtive repair shop at West 6lgt Street and
11th Avenue, with Gray as its director. Deutchman agreed
to provide cnic regular teacher for the academy staff and to
list the academy students on Haaren's attendance rolls pro-
vided they attended regularly. The arx ent, accord-
,ing to Helitzery provided the basis for f joint venture be-

Clwpen a streetacademy and a pubhc school.

.area, of the\Hughes building about the size of three

oward the middle of the first year of academy operatiori,
litzer and Gray opened new discussiofis with Deutch-
man, Dr. Elliot Shapiro, then district superintendent, and
Zack to find ways to moVe the academy physically into the
Haaren building. All, including Deutchméan, were recep-
tive tq the idea. But, after checking his class schedules and
room utilization patterns, Deutchman reported that ade-
quate space could not be found

.

However, the Haaren prmcxpal suggested that space might

"be available“at Charles Evans Hughes High School, two

miles downtown in Manhattan’s Chelsea district George
Shirkey, then acting principal at Hughes, was willing to
listen and a study was undertaken to determine whether a
self-contained wing could be made available to the aca-
demy. As it turned out, a wing was out of the question
But, in a’compromise move, the academy took over an

-

classrooms.

The arrangement proved less than ideal. Space limitations
held the initial enrollment to- 68. The academy area could
not be physically separated from the rest of the building

. and, for that-among other reasons, proved inadequate.

Some among the Hefghes faculty resented the loss of space
and regarded whét by then had been named Harambee
Prep as a foreign element and threat. And, as -had

-~

) ;:3.1. ‘ . ‘ 19'

B A



i A

" floor of what had been a commerdia

-

.
. L3

happened in the original street academles the dumpmg—

ground syndrome began to show itself.

Four mo{n s later, in ]anuary 1970; the situation -was
resolved by moving Harambee into a nearby annex of
Hughes, where, five yéars later, it occupies the entire top
building. (Other
floors of the building house Hughes' College-Bound pro-
gram.) The new location, meant that Harambee could
increase_its enrollments—drawn from the McGraw-Hill
Academy, Haaren, and Hughes—to more than 100 and
that it liad 4 territory or “fu~¥" with which students and
staff alike could identify. Gray, who had moved from the
McGraw-Hill Academy to be director of the new, school,

had a staff of four teachers, three of them paid by the
Board of Edycation, and one streetworker. Gray was
forced to raise funds to pay the fourth teacher and the
streetwqrker, a sxtuatxon that hampered his efforts to run
theschool. . . - | .

Deutchman at the same time had forged links with the
existing Morgan Guaranty Academy on the Lower East
Side, rfieaning that Haaren students at the. time had the

. option.of attending two alternative scho.lo. Morgan Guat-

anty eventually became Lower East Side Prep and ulti-
mately, ift Sepicinber 1973, was totally absorbed by the
school system. The McGraw-Hill Academy, incidentally,

N
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continued operation in itg repair-shop location for two

. years after Harambees opening before going, 6ut of

business.

September 1970 also saw the opening of a parallel exper-
iment, ¢alled Wingate Prep, in Brooklyn. Wingate, with an

initial enrollment of 40 studengs, was housed for the first -

“ three years of its operation in the ground floor of a cop-
verted warehouse located more than a mile from George
Wingate High School, the parent organization. The build: .
f

ing later was taken over by Medgar Evers Commumty
College and. was to have been converted to accommodate ;
¢ both college and ngate Prep facilities. However, drastic .
. delays in the renoyation work forced the prep school to
move to new quarters in a former convent, which it now
shares with the Wingate Mini-School, a newer altemanve
and also linked to the parent school.

The Harambee _and Wingate projects offered solid ew-
"dence that semi-autonomous mini-schools; employing the
components of smallness, streetworkers, and support frqm
the busiuess cqmmunity, could function within the-.
“established school system and produce results. At
Wingate, for example a professional evaluation team
found that the staff had produced “a unique climate .
partxtularly for theurban highschool . . . relaxed, fnendly,
and warm, and ds open and mformal a schoo] setting as

[
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could be imagined.” " .

T
<

'ﬂ\eva]uators Fox and Fox Assodiates, rated the quality _

of instruction as ligh—""well above average for the high
‘'schools they. knew”—and gave positive ratings to teacher
characteristics and performance, and the school’s inn

vative Black Science course, which ‘coordinates mstrucho%
in hlstory, English, biology, and mathematics,

[}

On the other hand, they complamed that the relaxed
attitude in the schdol extended to record-keeping, resulting,
in long-delayed entering of grades. And they noted a “high
level” of noise and ‘distraction, a reliance on teacher-
centered instructional styles despite small classes, a lagk”of
remedial reading teachers, an unatiractive physical setting,

‘and a lack of student participation in the running of the .

school.

. . \
From their inception, the Harambee and Wingate projects
represented a cooperative effort by the Board of Educa-
tion, the United Federation of Teachers, parent and com-
munity groups (such ‘as the Friends of Wingate), the busi-
ness community (the Pfizer Corporation at Wingate I_’r@,
" and, as the catalytic agent, the Education Program of the
New York Urban Coalition. By early 1971, it aPpeared
that these éxperimental efforts to provide a more effective
educa'tion for students “turned off’ by the traditional

e
by
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system had paid off. It seemed tlme to take the next step, to
determine whether' the satellite mini-school idea could be
extended- to that of the “mini-schoo! complex,” where the
model would be employed'to convert an entire school into
a cdmplexsof sub-schools, each with small enrollments,

business support, and the streetworker component. ‘

In fact, the Urban. Coalition. staff, in cooperation with .

Board of Education officials already had begun a search for
an appropriate high school in which to try the mini-school
complex idea wheh what must be regarded as a history-.
making letter arrived at the desk of Dr. Eugene Callender,

president of the Coalition. The letter was from Bernard V.
Deutchman, principal of Haaren High School, and read in
part: » ’ T

- N g
“Haaren High-School is a school deteriorating before éur
eyes. We have a 60 per cent drop-out rate, a 70 per cent
truancy rate, and tremendous dlstrust between the various

" groups which comprise the school. We are desperate

"As Pnnmpal J have decided that we must undertake a
radical change to survive. If Haaren cannot be changed, if

-steps cannot now be taken t6 make it a true place of learn-

ing; thenl predlct it will collapse .

“To initiate the process of change, we have examined a,
number of experiments in the city to find what might be
relevant for us and help provide the guidelines we need.

33~
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» We believe the mini-scl}ool approach, where teachersand | Fantim, Mario D., Alternatives for Urban School }ieform, A
students have programmatic freedom and autonomy, is, Ford Foundation Reprint, Vol. 38, No. 1, 1968.

the directi t to take.”

edirectionwe ought to take ‘ ? Fantini, Mario D., Public Schools of Choxce "A Plan for the
The date was April 30, 1971. the stage was set for the Refonn of American Education. New York, Simonand Schuster
. Haaren experiment. . 1973. ' :

. .

v

? Educational Alternatives Project, School of Education, Room
, 328, Indiana University, Bjoomington, Indiana 47401.

» -
oy

Rad

~
" - . . ~

- . - 3‘1 . oo

L AV



£
B

Mm1-Schools The Haaren Model ‘

‘Principal Deutchman'’s appeal to the Urban Coalition led
ultimately to a decxswn to “turn Haarep High School
around” and, begmmng in September 1971, convert the
2,500-student school into 14 mini-schools, each ‘with “an
average of 150 students, its own teaching staff, a director

or coordinator, and'a guidance counselor, and each with

its own, drstmctwe academxc or career theme.

¢
The decision was a momentous one. Never before had
there been an attempt to take an entire existing high school
and reorganize it,’ virtually froin Brne‘semester tq the next,
into an entirely different structure offering totally hew aca-
demic programs.. To complicate mattets, Haaren, as

suggested in-Deutchman’s letter, was a deeply troubled

school. Only two years earlier, it had%;been the scene of
fnous student rioting. School 3 Jvas virtually

onexistent. There was little or n&ﬁ% ' community.
Alienation rather than communicatign was ‘the predom-
inant characteristic of human relationships—particularly
staff-student relatxonshxps—m the school. It was a school,
as Deutchman putit, on the verge of. collapse.

. .Obviously, conversion of the school into a mini-school
complex would involve far more than the simple replica-
tion of earlier mini-school experxments. The satelhte mini-

4
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schools, for example. génerally were staffed with volunteer
teachers dedicated to alternative programs; Haaren's re-
forms would have to be implemented by an existing staff,
many of whom were not convinced the reforms were desir-
able Similarly, a new organizational structure and new

programs would have to be accommodated in an existing
and, by current educational standards, obsolete physical
plant. And, unlike the satellite mini-schools, .Haaren
would pot be in a bositio_n to pick and choose its student
clientele. It would take all comers and many if not the
majority of them would be educationally disadvantaged.
And, it would have t deal with.these problems with no
special support from the Board of Education. )

All involwed—the schﬁ)l administration and staff, their
superiors in the Board of Education hierarchy, the Urban
Coalition staff, business representatives, and outside con-
sultants—faced a formidable task. The potential for
mistakes and, for that matter, ultimate collapse of the
experiment, was enormous. Obviously, effective planning

" and careful implementation were essential 1f the project

was to sticceed.

. The challenge, then, was to-build on the experiences not
only of the Urban Coalition but of the groups that spon-

sored earlier “alternative” programs in the city. The '

successes of the earlier projects—such .as the phenomenon

of smallness and t}jevstr'éetworker component—had to be
incorporated. But their failures, particularly in accounta-
bility and management, had to be avoided.-Perhaps most
important jf it was to be fully successful,;the Haaren
project would have to do what the earlier projects could
not, make an impact on the system. To do $0, Haaren
would have to develop a successful model or process after
which other scheols in.the system could pattern their own
efforts at reform.

I . *

Or. as summarized in an unpublished Urban Coalition *

document on the Haaren concept: .

_""The best of what had been learned in out-of-system

projects had "to be incorporated into the system and
_becdme what the system jtself wanted.”

The challenge was ‘responded to in a series of planning
sessions during the late spring and sulnmer of 1971, involv-

4

ing Haaren’s admiinistration, staff and students, the Urbeznr'
“Te @

Coalition, and the United Federation of Teachers. Out
that planning effort came a series of decisions about the
organizational " patterns and academic programs that
would be in effect when Haaren reopened the following
September. Those decisiofis, taken together, form what
has come t6 bé kriownas “the five-component model” for
Haaren’s mini-school complex. -

N
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The first and most critical component was the mini-school
structure. Haaren was to be divided into a series of ‘semi-
autonomous units—initially 14 in number—that would
operate within the total school structure. Enrollments in '
each mni-school would be small—ranging from 75 to 500
and averaging at about 150. Each would have its own |
coordinator and guidance counselor and, to the extent pos- .
sible, 1ts own permianent teachmg staff. Facilities for €ach.
mini-school—including classfoom, lounge, and office’
space—were to.be provided in separate and identifiable
areas of the school and each mini-school was to have its
own academic, career, or other programmatic theme.

The mini-school structuregvas designed to take advantage
of the success of the-&itlier projects in utilizing small
school units to engender intimacy and interaction between
students and staff, a quality seldom found in schools like
Haaren when organized around traditional subject-area
lines. Teachers in each mini-school were to have the
opportunity to coordinate their programs to achieve
.common’ learning objectives for their students. And' they
would be involved in the development of new curriculums
“built around their mini-school’s programmatic theme.
Finally, the theme and a definable physical location or
. “turf” were expected to engender a sense of belonging and
commuguty among the students in each mini-school.

It must be stressed, however, that the concept envisioned

" something more than a lbose collection of small-school
units. As the name implies, the mini-school complex was.

to be an interlocking network of miri-schools whosé pro-

grams would be coordinated by ‘the school's central

administration. Such coordination would make it possible,
for example, for a student to trangfer without academic or
other difficulties from one mini-school to another when
such a move was called for by changes in his interests or

achievement level. And it would make it possible to enjoy"

the advantages of mini-school *smallness  without
sacrificing  the, strengths “of a large educational
organization. -

The central admlmstratxon for example, would continue
to provide such servnces as the library; central record-

keeping; quality control; bulk purchasing of good§ equlpc e

ment, and materials; professional devglopment programs,
and the like. Similarly, it would insuré/the maintenance of
breadth and flexibility in the curriculum as well as a broad

range of professional specialization in the teaching staff.

On the other hand, the riini-school complex offered an
, opportunity to provide far more variety in programs than
" possible in a traditional school drganization. The
possibilities can be illustzated by a brief description of the
themes and objectives of the 14 mini-schools opened at

-
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Haaren in September 1971. It might be noted beforehand
that some of the new mini- schools— notably College
Bound and Engli¢h as a Second Language — were developed
out of programs already in operation at Haaren, Others
were entirely new. In all cases, themes, objectives, and cur-
ricullums, were developed by teacher planning teams with,
as will be seen in the following chapter, varying degrees of
clarity and thoroughness. The first Haaren mini-schools;
inthumbnail sketch, were as follom

Co-op Mobil—- A Blend of, the Cooperatwe Work Study
" Program (in which students spent alternative weeks in
school and on “the job), and the Mobil Oil Corporation
Trammg Course, (a joint venture of the corpogation and
‘Haaren's Industrial Arts Department). The objectives.

develop marketable skills and prepare students for entry-

level ‘jobs in service stations, correlate industrial training
with academic studies, “and, develop .self-confidence
. through work experience. z

English as a Second Language—Built on an existing state-
funded program,_ ESL employs an interdisciplinary
approach to meet the special needs of students from non-
English speaking backgrounds ESL's clientele ranges from
recent immigrants with no "knowledge of English, some
illiterate in their native tongues, to students who require
upgradmg in their Engl{sh skills to function effectxvely in-

~
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other Haaren programs.

Correlated Curriculum — Aasxsts students in surveying and
choosing careers in such occupations as electronics, trans-
portation, and drafting. The program is designed to build
self-confidence and a positive self-image in its students and
to build their skills through second, third, and fourth-year
programs aimed at career specxahzatlon

STEP-TUM—Another hybrid, this mini-school combines
two work related programs. One, The School to Employ-
ment Program (STEP), is designed for students on the
verge of dropping out and permits them to attend school
for ahalf day and spend the other half at a job provided by
the Board of Education. The second,. the Training for
Upward Mobility program, is designed to instill in tenth
graders an understanding of the academic skills required to
perform in a variety of jobs. Again, students split their day
between school and jobs. o

programs, Aerospace Mini-School utilizes an interdisci-
plinary approacl in providing prevocational training in
the aerospace field for entering ninth-year-students.

‘ Aerospace——Des?ed to articulate with juhior hlgh school

‘Aviation—Similar to Aerospace but aimed at entering
sophomores, Aviation Mini-School employs a correlated-
curriculum approach to the study of awiation-related
topics.
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Automotive—Designed as an mtroducto
entening tenth-year stugdents interested in utomotwe
field and to capitalize on that mterest in devel?)RRg
academic skills. ' .
Pre-Tech—A two-year course open to juniofs or seniors:
and des:gned for students interested in ptrsuing career-
oriented programs at a two-year community college.
Career areas include construction, chémical, electrical,
. mechanical, and electro-mechanical technology, or design
and drafting: Academic-and industria] art studlgs are cor-
related. ', . ; .

perlence for

Executive Business— A program designed to meei i} needs ’

of students planning to enter the business field as executive
tramnees, salesmen, or mdependent entrepreneurs. Com—

’3uter training is offered. )
» L I8
r

Creative Arts—-—Helps students develop an awareness and.

sensitivity to the visual arts. An interdisciplinary approach
is employed not only to stimulate an appreciation for the

* arts but to develop artistic talent in individuals.

Urban Affairs—Offers students the opportunity to study
their urban communuty through a variety of in-and out of-
school programs. Two days a week are spent outside the
school, in an effort to create a “school- w:thout walls,” in
which as much learning ac possible occurs outside the
school building. -
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Operatxon Return —Designed to lmprove attendance
amonyg frequent truants, re-orient them to the school com-
munity, and aséist them in recognizing the value of an
educational experience. Flexjble and mdnvnduallzed pro-
grams are employed to help the student develop specific
vocational and academic goals.

College Bound—Largest of the mini-schools, College
Bound is aimed at providing college-entry. qualificatjons*
for students having the requisite academic skills and poten-
tial. It is the most traditiqral, in both curriculum and
teachmgmethods of the Haaren mini-scheols. M

Special Educdtion —Provides special programs for retarded
or otherwise educatlonally handicapped students.

© oo ~

Lestthe reader be misled: by the use of the present tense,
the foregoing descriptions were adapted from statements
of theme and objectives developed at the outset of the
Haaren project. As will be seen later~m/ a number of the’

mini-schools described no longer exist. Indeed one gr two, ~

lacking clarity of objectives, student interest, or both,
never got off the ground. That development underlines a
basic characteristic-of the project. to be underscored later
in this chapter. the Haaren eoncept is not a rigid blueprint
but a dynamic plan; a framework within which Slgmflcant
chaﬁge has occurred and probably w:ll continye to 0ccur -
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" The Haaren concepts “second component——the street- ~ Under the Haaren concept, the streetworker has become a
. worker—like the structural component is an adaptation regular employee of the Board of Education and an -
* from the ongmal street academy practices, At Haaren, integral part of the school staff. A§ such, he performs a
however the streetworker assumed a somew}u 1ffepent variety of in-school functions that tend to keep him 1n the ,;
role, one that is more closely integrated,into the operatlons building the greater part of his working day or week.
of the schooly ‘ . . Among those functigns are supervision of student lounges,

. ~contacting the parents of truants or seriously dlsrpptlve s

To theeatly streetworkers the workplace was the street, .
students by phone or mail, and .preparatlon of rgports of »#
_+.  Their job was to find the 2 dropout or dm&addxct deveiqp . his daily actwmes. .

. ‘rapport_with him, then attempt by persuasnon cajolery, .

and sometime$ butright bullying, t lure him tq thg street . On the other h d the Haaren streetworker continues to
academies and, thereby, to a start on the'road back into. Eve up to his title, spending Jart of his time in the nelgh-
the educational mainstream. In short, the first street- orhood urging cutters to go to their classes or even, where
workers were recruiters who “mined”. the streets, pool circumstances warrant, visiting the parents of students
halls, and playgrounds for salvageabfe talent, workmg day with serious problems. . N
and night in the process. ’

By the same token, it is his )ob to know which people at
The stfeetworker “irt' the Haaren scheme of things, still which agencies, both public and private, can help students

spends some time in the street, but it is restricted by his in- and their families with problems, whether they nvolve the
i school responsibilities. He is less a recruiter and more a , law, health or mental health, housmg, employment, or
. link of liason between the students and the facilty, the drugs, and to make appropnate contacts and referrals. He -

administration, service agencies, and, where necessary, the often fills a critical need among minority group_ stu-
home. His function, rather than recruiting those who dents—the presence of a strong male i image from his racial
already have dropped out, is to encourage the potential  or ethnic background with which the student can relate,
. . dropout to stay in school and, to the extent possible, pro-  And Haaren streetworkers make themselves. available
vide whatever assnstance is requlred to achleve that the students outside school hours and will accept stuiferft

" objective, + . . ) phone calls at home at any time. P R
. . . . i e
Qo . : . B ;e 'ﬁ%
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Fmally, in their liaison role, tfle streetworkers perform a
new and critical function in a school like Haaren. They in
" effect act as interpreters between students and staff help-
ing ‘teachers not only to understand the language their stu-
dents speak, butthe;r “align” attitudes and life styles, And,
in some cases, stréetworkers have worked snde—by~sndq

with the teacher in th¢ classroom, helping the teacher

communicate with the students and generate interest in the
course material In fact, there haye been claims that the
best-attended classes at Haaren ar}thﬁse in which a street-
worker isinvolved "~ +

~ Conversion of a#chool such as Haaren sato a mini-school
complex poses the need to,develop new, interdisciplina
educational communities, new teaching methods to co{-ny
vey the new curriculum to students in a me&mngful
marniner. That need has generated Component Three in the
Haargn Model —the Teacher-Service Center. Known as the
- Brofessional Servnces Center (PSC) at Haaren, this new
;support umt is designed to provide the potential for con-
*tmuolgs teaehar development to meet the changing needs of

: ‘_ - the mini-schools as well as the machinery for devélopment
" of new curnculum and matenals

The PSC headed by ari assnstant pnncnpal and supported
_ by outside qonSultakﬂs, acts 3s a resource center and work-
g placq Eor teachers who have been released from part of

e N N
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their teaching load to dévelopgcurriculum. At the same
time, it offers a ‘conduit through which the staff can tap
outside resources and expertise in both curriculum
development and teaching methods. It is a place where
experimental programs, teaching materials, and techniques

.can be designed, tested in practice, evaluated, then, if

warranted, incorporated into the school program. And,
theoretkally at least, <ﬂ'1e PSC provides a foggn where, staff
members can gather to. exchange ideas about mini-school
operations, programs, and methods and capualrze on the
successes of their colleagueg o 5

'fhe center, which focuses on program analysis, training
and staff development, profestional resources, and cur-
riculum development, is designed to support and help
develop the mini-schools rather than simply to assist
individual teachers or projects in isolation. Teacher success
is seen as a function of the success of the appropriate mihi-
school and teacher development is regarded as an integral
pﬁrt of mini-school development.

Another critical component of the Haaren cSncept was .
that of business involvement. Initially, it was represented
by a batsiness loanee office, staffed by two executives on
loan from major corporations. Their role was to identify
posgible partnerships between corporations and the vari-
ous mini schools and to make the necessary arrangements.

.
.



In addition, t were to help find other ways in which
corporate rescfitces in talent, materials and equipment
might be brought to bear on the school’s prleems But, as
will be seen later, it soon became apparent “that a new role
for the loanees was called for, one that would help the
school to more effectively plan, organize, and manage
itself to meet changing needs.. The new business invylve-
ment, at Haaren and elsewhere, had to help the school
system “get at the root.causes of its failures.”

Fifth and last of the onginal Haaren concept components is
the “full-service school.” Essentially an effort to deal with
the full range of.problems affecting fhe education and
welfare of inner-city youth, the fullservice idea repre-
sented an attempt to make Haare\ a conduit through
which delivery of all essential social sexyices to its students

could be insured. . A -

Behind the coneept was the realization that traditional
assumptions dbout the responsibility for the delivery of

different services—that the family took care of housing,

value formation, and, such questions as religion and sexyal
attitudes, that schools develop basic shills, organizational
disaphine, and preparation for work, and that public and
pnivate agencies handle health, legal, housing and other
socal problems—tend to break down in the inner city

envnron’ment. , 4 v

Emc
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Accordingly, the full-service school was to concern itself
with the total welfare of its students, undertaking a
thorough audit of services provided in the school, of ser-
vices provided through the school by outside agencies, of
services provided totally outside the school, and of student
perceptions of their needs.and how services might best be
delivered. The effort then would be to take steps to insure

.that approprate delivery mechanisms were developed and

that they functioned effectively.

As will be seen later, the full-service school is the only one .

of the five Haaren components that has not been imple-
mented. That failure can be attributed to a number of

causes. But probably the most critical is the fact that.

existing municipal agencies are not well organized .to
deliver services to a clientele such as Haaren's and that
reform of these agenciesis beyond the capability of Haaren

and its supporters or, for that matter, of the school system. -

The full-service school, howéver, remains as an ideal to be
‘pursued, a concept that, sometime in the future,, may
«prove feasible. ~

The Haaren concept, as suggested earlier, is far from a
static blueprint that would freeze Haaren into a new but
equally rigid mold. Hard, practical experience over the

~-three years of the e).pcﬁ1 ment has brought changes, some of

them major, in the thinking not only of the school's

.
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" admnistration and staff, but of the Urban Coalition staff,
and others involved 1n the project. Most critical has been
a realization, on the part of all coneerned, that reforms Lpf
the sort involved in the Haaren pro;ect require a major
new em;:has:s on rational development through planning,
organization ‘and management, and the upgrading of
human resources.

These new requirements cannot be considered as new com-
ponents 1n the Haaren concept, since they impinge on all
five of the onginal components. But, as events have

demonstrated, they are critical to the success of the Haaren~~_tion as the change agents.
project and, for that matter, to the success of any radical | Accordmg]y

- reform inthe schools.

In Haaren's case, accordfr.\g to Cynl Tyson, management
consultant to the project, neither the Urban Coalition staff
. nor the Haaren adminustration at the outset “really under-
stood what planning meant.” They did not realize that
desires and general statements of objectives do not consti-
_tute_an operational plan and that, without an.operational
plan and cohcomitant changes in organization, manage-
ment, and individual skills, the project was unhkely to
succeed.

Tyson argues that there are' two basic approaches to the
process of changing an institution. The first is to “cut .off
By
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place, as happened when Robert McNamara took over and
revamped the Pentagon.The second is to attempt to insti-
tute changes from within.

The first approach clearly was unworkable at Haaren and,
for that matter, would not work in most school situations

where jobs are protected by tenure and by union contracts.
The second, accordingly, offered the only real alternative
‘at Haaren. But it meant that the very people who perceived- »
themselves most threatgned by change Yvou]d have to func-

it was essential that the staff be invglved in a
« process under which the general gogls of the Haaren pro-
ject were translated into specific objectives, responsibility
assigned for their achievement within specific time limits,
and machinery (accountability systems) estabhshed to

insure that the schedule Was met.

The procedures for carrying out such a planning process
- are described in detail in the Handbook section of this
book. Meanwhile, - at Haaren the process \szulted in

creation of a numbber of critical new elements in the school

structure. Among them, as will be-seen in Chapter Four,

was establishment of a new instrument{to carry out the

continuing process of planning for change. Known as the
- LY
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Haaren Planning Group, the new unit includes the princi- ,

pal, two assistant principals, a guidance counselor, a mini-
school coordinator, a streetworker, and-the'chairman of
the'school's chapter of the United Federation of Teachers.

The planning érohp provides the machinery for the orderly
introduction of proposals for change, whether from within
the schopl or from outside organizations like the Urban,
Coalition, and for revision and ultimate acceptance or
rejection\.

Signifhkly, one member of the planning group is the
assistant principal in charge of the school's Management
Development Office (MDQ), another new Haaren entity
" devoted to dealing with overall management problems in
. the school. The office develops budgets, conducts systems
studies in such areas as security,” staff roles and respon-
sibilities, .student records, and mventones of school
resources.

" The MDO also provides‘the vehicle for a new and more *

effective business involvement at Haaren. The school's
business loanees, who initially had their own office, ulti-
mately were moved into the MDO, where,they worked
with the management director rathej than on their own. -

FRIC o

’

Tﬁ)stress was on quperatlon, 3 team approach, in which *
the business loanee’s knowlecfge of organization and
management was employed as a resource. In the process,
their image as “outsiders” interfering in school affairs was
replaced by a sense that fhey, had become an integral and
supportive element in the school structure. The loanees
helped not only in systems studies but in establishing a’
mechanism for thg definition of goals, the identificaton of
problems the setting of priorities, and plans for imple-
mentation.

In addition, they helped identify problems that lend them-
selves to solytion through the application of business skills

~

* or knowledge or by other types of corporate assistance.

And they helped coordinate business efforts in the school -

toinsure maximum retura from such inputs.

In a related development, the school's management
structure was' reorganized to give the assistant principals,
who earlier had functioned as subject-matter chairmen,
direct line control over the mini-schools. The move clari-
ifed the lines of authqsity in the school, reduced the
number of units repofting directly to the principal,

simplified the decision-making process, and, most desir-

able in the eyes of management specialists, meant that
authority was delegated to a lower level of the managerial
hlerarchy

£ {1.; : o
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As will ‘be seen in.the following chapter, Haareti's new
«  planning, management, and development x&achinery isnot R\ AN
- yet operating to its full' potential, But it is,in place and, in \ o

varying degrees, functioning. In effect, Haaren now is S L Vo . ®
organized to deal with the fact that the process of change: * ' T S " /
initiated by the mini-s¢hool project. will be a continuous - '
one and that the school must plan, organize, and manage

itself accordingly. ) .
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.Chapter 4 (Part'l) Mmi-Schoqls: . The HaeiarenfEXperi,encg

»

_Serious as theyWere, the problems at Haaren High Schoot were not
the only factor in Bernard V, Deutchman’s decision to convert
Haaren into a mini-school complex and to turn to the New York
Urban -Coalition for help. Nor was it a spur-of-the-moment
decision. In fact, Deutchinan had been discussing the possibilities .
with the Coalitiobn’s Lynn Gray for more than a month before |
wrltmg his letter of April 303\ to Dr Callender.

N

Furthermore, Haaren's prmcxpal four years éarlier had been |
exposed to the early street academies and the concept bghind them. |
Sometime in late 1966 or early 1967, Deutchman had Been intro- - |
duced to Harold”Oostdyk and Herbie Miller, key figures in the |
street academies, and asked t& tour a number of the.storefront ] i
\
|
|
|
|
\

operations.*His reactions were mixed.. The academies, he con-
cluded, svere "doing a good job and overcoming many difficulties.”

But they had physical problems with their storefront locations, and
lacked trained staff and supervisory personnel. The Board of
Education, in Deutchman'’s view, “ought to be able to do a better
job of coping with the same types” (high school dropouts). And he
felt,that the academies were performing a “disservice” by neglecting
an important body of students—potenhal dropouts who still were
in school. y -

Deutchman took no immediate action on his new convictions bpt



his junderstanding of the academy concept undoubtedly
contributed tq his receptivity when, later in 1967, it was
proposed that the new McGraw-Hill Street Academy be

- linked to Haaren. That linkage, which saw Haaren

students enro]l in the academy and at least one Haaren
faculty member assigned to its staff, gave Deutchman three
years'.experience with mini-school-type operations. And it
is significant that, when a proposal to move the academy
into the Haaren ,building fell through, Deutchmaf .was
instrumental in the negotiations that led fo .ifs move to
Charles Evans Hughes High School and the sybsequent
establishment of Harambee Prep.

-

Meanwhlle, ina development that could not help but whet
. the Haaren principal’s *appetlte for change, his school was

wracked by a series of riots in 1969. The uprisings, pre- .

sumably sparked by students who had been involved in the
1968 riots at Columbia University, included mass student
walkouts, rock-throwing-incidents, confrontations with
the police, and a number of arrests. At the end of it all,
Deutchman’ said refently, “l was the (school system'’s)
expert onstudent riots.’

In any event it was not a stab in the dark on Deutchman'’s
part when, in March 1971, he approached Lynn Gray with
the suggestion that the Urban Coalition assist him in
restructuring Haaren. He knew enough about mini-schools

- ’ . \
- and the concept behind them tofeel that the approach held
promise for his school. The problem was in finding ways
to implement it.

There followed a series of almost daily meeting\s between
Deutchman and-Haaren staff members on one side and the
Coalition staff on the other, sedking ways to cooperate in
ﬁttmg up a mini-school complex On several occagnons

aaren teachers were brought'in to brief Coalition staff
personnel on their expenences and problems.

Out of these meetings came Deutchman'’s letter to Dr
Callender, outlining Haaren's problems in dramatic terms
and formally requesting the Coalition’s assistance. Negoti-
ations continued while Deutchman took the mini-school
idea back to his staff for apprgval. The concept was pre-
sented to the school’s cabinet, which’ then included his
assistant principals and a representative of the school’s
chapter of the United Federation of Teachers. The cabinet
suggested that approval beleft up to the faculty. .

Inltlally, as Deutchman remembers it, the faculty response
to the concept was one of “it sounds reasonable, but you
haven't given us enough of the details.” Accordingly, a
planning committee was established to formulate more .
specific proposals both for faculty approval and*for

inclusion in a formal presentation to then-Chancellor '

' \
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Harvey B. Scribner. The committee met daily in Deutch-
man’s office to work out the proposed new school
structure and develop the proposal. Scribner, meanwhile,
had been informed of developments and, in a letter. dated
May 13th and addressed to the Coalition’s High School
Project, expressed interest in the idea.

A d,etanled plan was presented to Haaren's faculty in late
May and, ina formal voté on May 26th, the project was
approved by a margin of 61 per cent to 39 per cent for
presentation to Scribner, provided that he made no sub-
stantial changes in the plan. The following day, Deutch-
man, members, of his staff and student body, Coalition
personnel, and business representatives met with Scribner
in the board room of the McGraw-Hill Corporation to for-
mally present the Haaren project.

Scribner’s response was favorable. He endorsed the plan
,but said that he would have to study the financial implica-
tions, which included a request for 16 additional staff
positions. Ultimately, the Chancellor gave final approval,
but with the proviso that no additional Board of Educa-
. tion expenditures would be involved, including nearly all
of the new positions. Deutchman took the revised plan
back to his faculty, which gave it overwhelming approval
in a vQice vote. Later, the plan was put to a vote by thestu-
dent body, whose respons#,’ intriguingly enough, was

Q
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almost identical to that of the faculty—60 per cent in tavor
and 40 per cent opposed. .

The final go-ahead for the pro;ect came on July 13th in a
letter signed by Scribner and all five members of the Board
of Education. The letter committed the Board to provide
$104,000 in State Urbén Education funds to finance a
summer training program for the Haaren staff and an
additional  $15,000 in state funds for a basic skills
laboratory. In addition, alteration of the Haaren building
to accommodate the new program was promised, with
completion scheduled by the opening of classes in
September.

Finax&ing of the streetworker comiponent of the project
was another matter. Scribner earlier had indicated that the
Board was not in” a position to pick up streetworkers’
salaries, at least for the first year of the experiment. The
Coalition then turned to the Ford Foundation, which com-
mitted $250,000 (later reduced to $200, 000). to finance the
streetworker program for the first year.

The Board, in its July 13th letter, acknowledged that the
Ford contribution was “in anticipation of the time when
the Board of Education will share increasing responsibility
Jfor support of the streetworker program” and committed
itself to “make gvery effort to finance the streetworker
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cu}rtponent along with the Urban Coalition partnership in
'1972-73 and ensuing years.”

In addition to funding the streetworkers, the Coalition was
committed to support the project through the involvement
of its own professional staff, the use of outside consultants,

and, through its auspices, the mtroductxon of business ’

loanees and the development of—prartnershxps with busipess
organizations. Haaren, for its part, was committed to the
implementation of the plan and to the structural reor-
ganization and, redeployment of personnel that was
entalled ~

“INSTANT” RESTRUCTURING

Time becatne a critical factor. The agreement, calling for

implementation of the plan by September, méant that

Haaren was to be completely “turned around” with less
than three months of planning time at the disposal of its
staff and its outside ‘partners: The objectives ‘and pro-
\grammanc themes of the. new mlm-sc.hools had to_be
developed and refined. Trammg programs had to be
designed and lmplemented to insure that at least a cadre of
teachers and staff were prepared for their new duties and
to provide basic t}'ammg for the streetworkers, who had
been newly recruited by the Urban Coalition. And new

curriculums,  designed around an iNterdisciplinary
Q :
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approach, had to be developed for each of the new mini- .

schools. .

* The resylt was that the restructuring of Haaren High
) School ‘amounted to, a crash program. The hastily orga-

nized teacher training program offers a case in point. The
pYogram, a three-week workshop attended by assistant
principals, guidance counselors, mini school coordinators,
40 per cent of the teaching staff, all 15 streetworkers, and
41 student volunteers, was conducted in 15 five-hour ses-

_ sions running from August 9 through August 27. Its objec.

tives were to orient the staff to the philosophy and.objec-
tives of the mini-schools anhd the features of the individual
mini-schoals; to familiarize teachers with the origins, eco-
nomic, status, and living conditions of mini-school stu-
dents; to familiarize the staff with the characteristics ofthe
“feeder” junior high schools from which Haaren received
its entering studerits, and to develop cumculum "and in-
structional materials for the new mini-schools.

An evaluation of the workshop, conducted by the

Syracuse educational consulting firm of Richard Ford
Associates, Inc., indicated that little, if anything, was
accomplished. The workshop’s objectives, the evaluators
complained, werfe “very general and amibiguous” and
“very little planning was done, to see that thesg objectives
were met.” The participants, the report com;zined, were

™
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confused over the accomplishments expected of them.
Morning group sessions failed to provide direction and
guidance, bored the'teachers, led them to feel that work-
shop leaders were confused, and "probably had a negative
effect on the workshop.” Curriculum development ses-
sions, the evaluators added, became ‘“rap sessions” for
teachers and failed to effectively involve students and
streetworkers. - :
T ——

v On the positive side, the report concluded that it was-
possible that some “team-building and group formation”
qccurred, but noted that this was not a stated objective of
the workshop. In summary, the evaluators concluded that
“concrete accomplishments were “slight. . . . Whether
mini-schools succeed or fail in Haaren High. School, it
should be realized that over $100,000 have been spent i1 1
disofanized and quite worthtess three weeks.”

~ That experience,-ang others to be described later, gener-

- ated speculation and debate that continues to this day over
the‘timing of the project. Interviews with teachers, admini-
strators, Coalition personnel, and outside observers,
produced a considerable body of opinion holding that at
least a year should have been devoted to planning and the
training and orientation of personnel prior to imple-
mentation of the plan. ‘

*

-
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On the other hand, there is a pragmatic side to the
question, Few among those interviewed denied that more

. time for planning would have been desirable. But to many

in key positionsboth at Haaren and in the Coalition, it was
a case of "now or never.” Their view is typified by that of
Principal Deutchman, who conceded that the crash
approach produced “quite an upheaval” at Haaren and
that “real educational innovative programs ought to take
_time.” But, he added, “if we hadn’t done it thén, we never
would.” * e

That(v,iew was supported by David J. Fox, whose educa-
tional consulting*firm has conducted two evaluations of
the Haaren project. The problem, according to Fox, is that
there is “never enough lead time” for the planning and
implementation of educational experiments. He cited the
“classic” example of New York City’s “More Effective
Schools” (MES) program, a system-wide attempt at pro-
viding better instruction for disadvantaged pupils. MES,
he pointed out, was agreed upon in July and implemented
in September. But the problem Fox added is not limited to
New York. The nation, he said, “is not willing to spend the
dollars on education required to do anything properly . _ .
it'sa national tradition.”

It should be noted'that a separate training program for

> no,
.
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" streetworkers, conducted prior to and following the
teacher training workshop, apparently produced more
« positive results. The 15 streetworkers had been selected by
a Haaren committee from a list of candidates recruited by
Calvin Ramsey of the Urban Coalition. Some of the 15 had
relevant- experience m such -areas as job or narcotics
counseling. All were regarded as having the ability to
relate to young people. And all showed leadership qual-
ities. But.all required-training in the specnhc Skl]lS required
in their new assignments. .

_In an initial week-long session, August 2 through 6, the
streetworkers were briefed on the streetworker concept, on
the role of the Urban Coalition in sponsoring alternative
* models, the specifics, of the Haaren project, and the skills,
tasks, and responsibilities involved in their ngfv assign-
ments. Finally, they were given a familiarization course in
" the resources—primarily municipal and private agency
services—available to them in providing help to students.
The course included freld visits to representative agencies.

-

The following three' weeks were spént at the teacher-
training workshop, after which there was a concluding
week-long session for streetworkers only, during which
outsiders were called in to discuss and analyze the func

tions they would perform in workmg with students The

[c
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discussions ranged from group counseling techniques
employed in dealing with students” family or emotional
problems to specific approaches to dealing with drug or
health-related problems. Inﬁd{ition, time was devoted to
analysis of the political attitudes or concepts of black and
Puerto Rj‘\gan students. ~—

While there was no outside evaluation of the streetworker
training, the trainees’ reaction to the program, set forth in*
narrative reports and Tesponses to a questionnaire, indi-
Cated an esprit de corps had been developed and that the
streetworkers clearly understood their new roles and
functions. The only weakness in the program was irfdi-
cated by the fact that only half felt that it had provided

them with adequate skills for the counseling of students.

YEAR OFE: A SHAKY START - .-
As scheduled, Haaren High School opened the 1971-72

‘ school year as a mini-school complex. Alltold, there were

14 mini schools, each with a coordinator and staffed
largely by teachers who had elected that mini-school
during planning meetings the preceding spring. Each had
its own programmatic theme and presumably a new cur-
riculum tailored to that theme (see Chapter Three) and to
an interdisdiplinary approach. And each had the services

_of at least one streetworker.

H 51
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The business-partnership component was activated in an
office staffed by two loanges. Richard Kameros of the
Exxon Corporation and Al Simon of the Port of New York
Authonty. The business representatives office attempted
to identify ways in which business resources—tecinicgl,
" managerial, and matenal—could be employed to hélp the
‘min-school experiment work. Its efforts were focused both
on the total school, 1ts management and organization, and
on the individual mini-schools, with the objective of
creating partnerships between business firms and mini-
school programs. Exxon, for example, was brought.in to
help upgrade the program of the Automotive Mini School.
And the office arranged for contributions to Haaren by a
total of 16 corporations in the course of the school year.
Included were such efforts as a study of the school's
attendance and record- kegpmg operations by the Atlantic
Richfield Company and the acquisition, from Exxon, of
pocket calculators for the Aerospace and Aviation Mini-
Schools. ‘ )
‘L\A— . -
At the same time, a municipal services delivery office was
set up under the direction of Gene McCabe, formerly of
the City Human Resources Administration, ‘who had been
hired by the Urban Coalition to head the new operation.
The office undertook to compile complete data on the
structure, programs and pérsonnel of both municipal and *

3
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'voluntary servicg agencies, develop training programs to
help streetworkers deal with such agencies, secure cooper-
ation of agency personnel in data compilation, delivery of
services, and streetworker training, and secure the assign-
ment of “muncipal services coordinatqrs” to Haaren and
other target high schools. In part because of the difficulty
in overcoming the inertia of the municipal bureauwracy,
few of those objectives were realized. McCabe left the )ob
in June 1972 and was not replaced.
In a parallel operation, a law student office staffed by stu-
dents at the Columbia University Schéol of Law was set up
to improve the dehvery of legal services to Haaren stu-
depts. Services included answering student questiions about
e legal system, referring studénts and streetworkers to
attorneys, and maintaining liaison with Legal Aid attor-
neys handling student cases.

The law students handled a total of 33 cases, including sub-
way offenses, landlord-tenant problems, student rights
cases, drug prosecutions, excessive police action, medical
malpractice, bail jumping, and helping a student to start a
new business. Accordingly, the project could be described
as moderately successful, despite the fact that efforts to
inform teachers, streetworkzers and students of its. avail-
ability were, according to a report on.the program,
“entirely inadequate,” as was the office space provided the

¢ law students for meetings with their student clients. But




the project was not continued the following year, pri-
marily because a new Law School dean at Columbia did
not find it of interest and because Haaren made no urgent-
appeal for its continuation, — . Ty

Meanwhile, planmng was under way for the creation of a

, professional deveilopment program that would provide for
‘both teacher training and curriculum development. Out of
the planning process came a formal propobal that, in, the
Spring of 1972, brought*a federal grant of $64;054 under
Title II of the Elementary and Secondary Education Act
arﬂi Title I1I of the National Defense Education Act.

On the surface, at least, Haaren High School was in opera- -
tion as a mini-school complex, with all five com-
ponents—the mini-school structure,‘streetworker, profes-
sional development, business involvement, and municipal
services delivery—theoretically in place or under develop-
ment. But the reality was that the changes essentially were
on the surface and that Haaren had a long way to go before
. . . .
its restyctfm\ng could be r.egarded ixs effective C
The school indeed had been-divided into 14 mini-schools,
eath presumably having its own identity. But the reality
was that, with.the possible exception of those adapted
from earlier programs such as College Bound and English
asa Second Language, most lacked any’ real identity in the

Q
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" failed to follow the example of Harambee Prep.

eyes of their students. Nor did most have .the new jnter-
dxscnplmary curriculums envisioned by the plan.

The streetworkers were an obvnous 1dent1flable element in

the new setup. But there was confusion on the part of

teachers and administrators over the streetworkers' role
and little if any commumcauon existed between teachers

and streetworkers. . »

And in 1mplementmg the mlm-school concept
ther
than crhate self-contamed units with a substantial degree of
autonomy; Principal Deutchman opted for an approach he
described as “curricular flexibility.” The school's assistant
prificipals continued in their roles as chairmen of sub]ect-
matter departments. rather than assuming a new role ds
managers of mini-schools.

The result was confusion in the school’s managenal
structure and in the perception of administrative roles.
There was overlapping in the responsibilities of assistant

. prmczpals and mini-school coordinators, leading to con-

flict between the two. Attempts on the part of the toordi-
nators to resolve the conflict were rebuffed when Deutch-
man refused to meet with their council. - -

The situation was little short of chaotic. Richatd Kameros,
a first;year business loanee, has calculated that, at the
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time, no fewer than 45 administrative personnel reported

directly .to the principal. The two-layered, overlapping
) organizééion, lackipg central coordination, clear lines of

authority, ‘or definition of roles, created, in Kameros'

view, “an organizational nightmare.” . -

The mafnagement p;oblems generated an active concern on
the part of a review commuttee made up of executives of a
. number of Haaren s business partners— First National City.
Bank, Exxon, McCllaw-Hill, and Union Carbide. In an ef-
fort to help, the group met repeatedly with Deutchman in
the offices of Norman Willard, then a vice.president of

First National City Bank, reviewing with him possible al+

ternatives in the school's management structure.  *
\

The meetings with Deutchman and simultaneous sessions

with Board of Education executives continued through the

month of December 1971 and-culminated in the develop-

ment "of two model plans fot Haaren’s administrative

structure, both aimed Lat autonomy and a multi-
* disciplinary approach forthe mini-schools. s

The alternative models were presented to a special
management conference for the Haaren staff held January
28, 1972, at the Holiday Inn, a little more than a block
from the school. 'During the day-long' session, staff
members were to participate in workshops conducted by
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representatives of Exx n, the Urban Training Institute of
Young Life, and the Community Council of Greater New
York. . -

The conference got off to a limpipg start. By 9:00 a.m, a
half hour after the scheduled starting time, "neither Deutch-
map nor James Boffman, superintendent of Manhattan
high schovls, had arrived and only h’alfﬁof the staff was on
hand. Finally, at 9.45, Exxon’s Harold Roser, the opening
speaker, decided to proceed anyway. The workshops
followed and, despite the poor beginning and initial
teacher skepticism, developed into what Roser and other
participants describe as a “stimulating exchange of ideas.”
The business representatives hoped that, out of the con-
ferehce, Deutchman would designate a task force to study
the, alternative models and v)vorlsshop recommendations,
then develop a new organizational structure for Haaren.
But that was not ¢o be. Deutchman, who meanwhile had
arrived, took the podium at hoon. He thanked the partici-
pants and announced that he would let them know which
of the two models he would adopt, apparently rejecting the
" task-force idea out of‘a concern that, to delegate authority
for the deci’s?o\'n fo a task force, w‘ould undermine his
authority..

Near bedlam erupted in the meeting room. The busmess

)
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representatues weré pattu.ularly ms.en;ed One accused
Deutchman of a ?)etrayal of the meetmgs putposes. And

o ~ many of the’ feachers: Were equally xrate, feeling that their
v efforts durmg/‘the morning session wete rendered a total
L 7 - wagté by Deutchman’s action. The teci<ion, however, was

" ‘ctencurted in by Oscatr Dombrow, superintendent of
Brookiyn hlgh schools who was in attendance.

The bmerness among the partiupants was such that
. d‘uggestlons were mhde that a second session, scheduled for
the feltowmg Monday, be dropped as useless. However,
‘discussions over lunch between ‘teachers, Coalition staff

- s,

A :‘ecopvene on Monday and sessxons resumed. ‘

' Jltmately Deutcl)man adoptedthefnrst and, according to
oyoe, ROSEL, less desirable of the two models. It placed each of
L { ¢ assistant prmmpals in*chargé, both admlmstratlvely
-j ; and edﬁcationélly,vof two mlm-schools and stripped them
oot ot thex( mTes as dgpartment chalrmen The rejected model
I ,however,nwmdd ‘have provided cleafer définitiohs of the
fh;r)e and staff functions of the assisfant prmcxpals The
adopted modet 'accordmg t& Roser, was "a sl'ep in the rlght
dlrectxonb.ut, not nearly far enough.”

,"
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Am,a]or we’akness lay in the fact that there stlll were no
"n, cle&"d};hmhongpof (ules gamwlarly for the  assistant prin-

ory,
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' members, and Business ;epresentatnves led to a decision to

Pr

.

-.cipals, an mini-school coordmators The :esult was over-

lapRm ONSlbllltleS and continuing confusion.

Attempts to resolve the problem took a,number of forms.
A series of meetings, conducted by- Donald szsmger of the
Port of New York Authority, were held with the’ coordi-
rators ‘to help them define and understand their roles
Coordinators and assistant principals, in separate sessions,
met with Boffman in an‘effort to work out their respectiye
rolts. But, because overlappmg responsibilities had not
been eliminated, the situation remained cloud;a

TR Urban Cealition, meanwhxle had drafted a three-year
master plan for its qulvement in the,

. Deutchman and Boffman in an efforf to impress on them

the need fora )omt plan of action.

In a series of meetmgs between Coalition, Haaren, and
Board of Education personnel, the master plan was studied
and-adapted to the thinking of the Haaren administration,
At the same time, attention was focused on the apparent
failure of+the‘'management plan adopted earlier in the year.
In addition to formation of a school planning group and a
change in the administrative structure, the Coalitidn
suggested that Haaren needed a new adminstrative posi-

»
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tion, that of‘management director, responsnblefor overall
management of_the school.

The plan wag.submitted to a joint meeting involving Chan-
cellor Scribner; the top Board of Education officials in
Haaren's chain of command; representatives of the Coun-
cil of Supervisory Associations, the United Federation of
Teachers, the Goalition, arid Deutchman. Discussion cen-
tered on the concept of a rﬁanagement director for Haaren
and on a new change in"the management structure’ that
would separate the line and staff functions of the assistant
principals, thus clarifying the lines of authority and
responsibility.

N

The meeting produced stark evidence of the difficulties in
major school reform and of the strains and conflicts that
can arise when outside agendies are involved in the pro-
cess. At one point in the session, Deutchman accused the
Coalitiop staff of “subversion,” claiming that he had not
bgen kept informed and had no knowledge of a number of
key elements in the plan. He also accused Coalition per-
sonnel of promoting programs in the school without his
approval, -

Deutchman'’s statement was challenged on the spot by both

Boffman and Seelig Lester, then deputy superintendent in
charge of instruction and curniculum for the Board, They

i1

" reminded the i)rinopal that he had been present at a meet-

ing a week earlier during which all plan elements were
reviewed. And Louis McCagg, the Coalition’s Education
Program Director; insisted that his staff consistently had
lived up to its commitment to clear all programs with the
principal before atting on them. .

~ .

As a result of the meeting, the master plan was rewritten |

once again to better define the'management director’s role
and responsibilitie$ and to incorporate several *mihor
changes. Deutchman agreed to schedule a coniferenge in
which the plan would be presented to all of Haaren'’s
faculty and at which indjvidual faculty members not inter-
ested in working under the plan would be given the oppor-
tunity to transfer to other schools. It also was agreed that
final role definitions for.the assistant prjncipals and mini-
school coordinators would be worked out at Haarén and
forwarded to the Board 6f Education for ‘incorporation
into the plan., .

"But, largely because no clear~cut follow:up procedures

were established, the plan never was presented to the
faculty. Nor were teachers offered the right t\o transfer.
Despite meetings between the Coalition staff, Boffman,
‘and Lester to push fer nmplementatnon it was not until
mud-July that an agreement was reached on the manage-

[ B :
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- ment director’s role. Deutchman, however, did call a
faculty meeting in June at which He announced creation of

“the management director’s posmon and the adoptnon of the
new mangement structure.

The new structure was given final approval at a meeting
« July 13th between Boffman, Lester, Deutchman, and
McCagg As a result, Deutchman presumably was freed of
many day-to-day management responsibilities and given

The Codlitions supporting role was reaffirmed and
strengthened by giving it a say in policy formulatioris and
a seat on the school’s cabinet. The Coalition agreed to re-
cruit the new management director. There was a decision
to inform the staff of the new roles of the assistant prin-
cipals, mini-school coordinators, and the management
director by mail. A staff briefing on the three-year pf'an
was postponed until after the reopening of school in
. September.

\)‘-

Meanwhile, plans for some form of contmumg program
_for teacher training and curriculum development were
being pursued. Discussions between the Coalition's Lynn
Gray, Haaren Assistant Principal Carroll Jagpbs, and
Margaret Glotzer, then UFF- chapter chairman at Haaren,;

. resulted in a rough plan for a teacher service éenter and a
preliminary’ proposal for federal aid to support the pro-

the opportunity to focus his efforts on educational matter's:
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gram. Joseph O’Connell, a part-time management con-
sultant to the Haaren Project, was assigned to investigate
existing institutional in-service training programs and_ the
development of systems for the introduction of new cur-
riculum into the mini-school programs

Jacobs and another assistant pr’mcipal, Edward Blaine,
were named by Deutchman to develop a final proposal for
federal Title Ill funds for the program, with the assistance
of groups of teachers and students. As it turned out, the
school was not organized to write the«proposal and, ulti-

* mately, the Coeﬂ_x tion's Lynn Gray and Yolanda Schuschny

joined in the writing effort, along with Roslyn Menzel, .
who had been assigned by the Coalition in May as parti-
cipant/observer to the training program. A predecessor to
the proposed center—called the curriculum development
center—had been established ,at the start of the spring
semester. Headed by Assistant Prmmpal Jacobs, the center
was to set objectivgs for each of the mini-schools, collect
course outlines and lesson plans from all teachers, and act
as a clearinghouse for new curricular materials. The final
Title III proposal was“submitted to Albany in June, and,
after some negotiation and revision, approved late that
month, providing the program with one-year funding
totaling $273,000,

-

¥ <
In a parallel effdrt, work was under way on the redesign of
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Haaren's physical plant toaccommodate the mini-school
complex. Some minor reme}elmg was carried out the pre-
ceding summer to provide lounge and office space for 4 of
the ‘original 14 mini-schools. But much more needed to be
dorie if the building was to previde an effective environ-
ment for the new complex. Chuck Dickinson, then the
Caalition’s educational liaison at Haaren, launched the
environmental design project at a meeting aimed at enlist-
ing the cooperation of Haare.n students. At the same time,
he contacted Martin Stein of the architectural flm'l of Max
Urbahn and Assodiates, who was to become consultant to
the project.

.

~

Dickinson, working with Stein, attempted to help a
number of the mint-schools develop plans for the renova-
tion of their facilities and to encourage other mini-schools
to follow suit. The effort ultimately led to development of
an “open space” plan that presumably could serve as a
model for the physical redesign of many of the mini-

Facilities Laboratories (EFL), a 'Ford ndauon-sponsgred
agency devoted to improved plannmg for educational
buildings and falities. EFL expressed interest in the pro-
ject, lent its advice ay’ as will be seen, later provided

schools. Dickinison, meanwhile, ¢ ‘gacted Educational-

‘financial support.

~ERIC [
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The EFL involvergent and tours by Haaren staff members

of open plan facilitigs, such as Harlem Prep’s converted

supermarket, lent impetus to the project and an ad-hoc
coordinating committee-was set up to define the problems
.and initiate the planning process. Meanwhile, the idea was
‘broached to August Gold, head of the Board of Educa-
tion’s School Planning and Research Division, who gave it
his blessing and ultimately, in a letter to Deutchman,
«committed the board to an investment of up to $2 mullion
in the remodeling of two mini-schools.

The coordinating committee, involving both staff and stu-

dents and by now enjoying official status in the school,
" identified the goals and functions of the mini-schools to be ’

" remodelled and, from them, developed general space needs
and specific physical requirements. From these, Stein anda
team from Max Urbahn Associates developed preliminary
sketches that were to form the basis for final plans that
would be submitted for Bpard of Education approval and

funding.
THE SUMMER OF '72
Despite initial teacher training effort in the summer of

1971 and'the subsequent establishment of the curriculum
development center, much still needed to be accomplished
in the retraining of Haaren's staff to meet their new roles
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and responsibilities. The center, which since had been re-
named the Professional Services Center, existed largely in
structural outline and responsibilities of various parts of
the structure still were to be clearly defined.

It was in this context that, in May 1972, planning got
under way for a second summer training program. The
overall objectives, as_stated in the proposal for federal
Title III' funds, were to give the participants—students,
teachers, streetworkers, and administrators at all
Jevels="competence n skill areas as defined by the roles

“of participants or their assigned responsibilities.” p,

¢ In addition, the program-was to help participants under-

nd the functions of the new Professional Services Center
(PSC) and how they would fit into or be affected by its
operation. But, since the PSC structure still was to be
clearly defined, the summer ‘program actually could only
offer. participants a “taste” of the type of training the center
was expected to offer when it became fully operational.

As it evolved, the five-week training program was aimed
at three basic problem areas. curriculum development,
teaching te?xn/nélpues and management. However, manage-
ment problems cropped up 1n plarining for all three areas,

so that the final plan involved an integrated approach to
these problems. The agenda or curriculum offered con-
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currently to all particii:ants included training in mandge-
ment skills for the operation of classrooms and mini-
schools, the development of student profiles, curriculum
planning and development; effective teaching techniques,
operation and use of audiovisual equipment, and pro-
duction of instructional.materials.

The stress on management is indicated by the fact that the
first week was devoted exclusively to the use of effective
mManagement and plannin techniques in the .Haaren
setting. The sessions, hgld & Ferris Booth Hall ori the
Columbia University cdmpus, were conducted by Cyril D.
Tyson of Optimum Computer' Systems, Inc., a manage-

ment consuftmg firm. It was the start of a continuing"

mvolvement 'on Tyson’s part in ihe management problems
of both Hadren and the Urban. Coalition’s Education
Project. Under Tyson’s direction, participant groups
delineated the roles and functions at Haaren in relation to
overall project objectives. It became clear, during their
deliberations, that the planning process at Haaren so far
had been lacking specificity as to thg activities and pro-

‘cedures needed to meet objectives, that time frames had

not been assigned to specific activities and that reporting
and review responsibilities had not bee spelled out, mean-
ing that accountability would be lacking at any step in the
implementation process.




were devoted to turriculum planning
ntations of other innovative school pro-

Other sessions
procedures, pr

grams, student-
reading. Groupq were assigned to actual field projects in
aurnculum devdopment and a maqagement group pro-
duced a new se{ of procedures for student transfers be-
tween mini-schogls. !

t

The- training pro%ram proved to be significantly more
successful than that of “the previous summer. Roslyn
Menzel, in a report on the sessions, concluded that the par-

ticipants had gained valuable new insights, particularly _

into the importance of teacher planning and the conse-
quences of their failure to plan—dropouts and “crisis
management.” And she rated as “excellent” the work of
some of the cdmcular planmng groups and of the manage-
ment group. - #o

On the other hand, she concluded that too little time had
" been devoted to_gplanning for the sessions, primarily
because approval of the grant was too late in arriving. The
shortage of planning time contnbuted to the problems,
incdluding a shortage of approp‘riéte books and matetials
and too many last-minute and ill-considered nges in
program. Changes in the ming of audiovisfal training
sessions, for example, rmént that some groups enjoyed

<
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acher plannmg, technuques for teaching ~

6O

highly productive sessions while others missed out on the
opportunity to work with the equipment. Another and
more seriods problem was that some lectures proved to
havg little relevance for the Haaren participants, primarily
because the lecturers had been inadequately briefed on the

.realities of the Haaren situation, including the school’s
Tacial ‘composition. The problem was a prpduct both of

inadequate lead time and a lack of awareness of the need
forsuch briefings.

N ‘ S
Finally, even though both staff and student participants
were paid, attendance was uneven, indicating the need for
stricter attendance controls. Overall, Mrs. Menzel con-
cluded that the program had been significantly more
worthwhilg than those that preceded it but that, given ade-
quate plannng time and more sophistication in planning,
the sessions could have been more-productive.

~
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If the program produced some direct results, it also
resulted in a conclusion on Mrs. Menzel's part, of
significance for anyone interested in the process of school
reform. "Productive relationships develop across tra-
ditional barriers when work j4 shared that relates to

.common problems, has the support of the administration,
and is meant to be used.” P

-
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YEAR TWO: A PERIOD OF ADJUéTMENT

. By the time Haaren opened its doors to start the 1972-73

school year, three of the original mini- schools — Urban Af-

fairs, Business, and Creative Arts —had disappeared. Their

aemnse according to F‘rmapal Deutchman, resulted in part

from the fact that many of their students were those who

had indicated no choice of mini-schpols the previous year
and had been assigned to thege three to fill out their enroll-
ments. "T he snrdents * Deutchman said, “discovered ¢hen
they got there (to the threk mini-schools) that they were no

more interested in school than before, because we weren’t”’

providing a program that they had asked for.” - .

He added that, particularly in Urban Affairs, the taff
involvement needed “to make that a dy namic and effective
mini- school didnt develop to the extent that was
necessary.” It was, he said, a matter of “creating curri

creating ideas, creating a viable concept. Then, laclglhg a

sense of direction, the staff itself became disenchanted. So

with the combination of teacher disenchantment and,stu-
dent disenchantment, there was no reason to continue that
particular program.” -

>l'he Creative ‘Arts Mini-School, the principal explained,
was drawing from other staff sources to keep its arts pro-
gram go_in‘i, a situation that “just didn’t seem to be justi

5
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Xed.” In the case of the Business Mini-School, 1t was
expected that its students eventually would move into
cooperative education (in which students work part time).
Haaren already had a cooperative education program in
the Mobil- Co—op Mini-School. Since the Board of -Educa-
tion would provide only one cooperative-program coordi-
nator, it was decided to merge the two.

Meanwhlle a new mini-school was addegi to the Haaren
complex. Desngned for students entermg" nithe ninth grade
(some Haaren students enter at that level, others at the
tenth-grade level), the new unit"came to bé known as the~
SHAFT (for School for ngher Achievement and Funda-
menta] Trammg) Mml;,School And the Operatlon Swing-
back Mini“School had beévi redesxgnated‘ as the ngh
. Sciltol Equwalenqy Mini-School. 3

The opemng of the'new school year brought with it a new”
afid serious problem with the streetwork r component,
The Board of Edacation the previous spring had agreed to
: pick up the streetworker safaries at the same scile—$8, 000"
to-$10,000—the streetwpykers had received the ﬁrst year [
under the Ford Founde'hon._g;am——Bub-t-he Coa]ltu;LrLs:j
Calvin Ramsey, who ‘had recruited the streetworkers, was
unable to get a written commitnfetit from bo'ard officrals.
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In fact, it was not until after-school opened in September’, , Thiﬂgs.boiled over in November while Ramsey was out.of

that word was received from 110 Livingston Street (school
board headquarters in Brooklyn) that the streetworkers
could be hired. But they would have to ge on the payroll as

" ¥school neighborhood workers,” a position that paid only "

$7,600. _

Ramsgyfle@med that salary lines for senior neighborhood
workers at $9,600 and principal neighborhood workers at
$11,900 existed. On’the advice of school board personnel,
he decided to put in applications for neighborhood worker
poéitig,ns at $7,600, while attempting to negotiate reassign-
ment td the senior neighborhood worker lines. All of the
applications were held up by the Livingston Street bureau-
cracy and, in order for the streetworkers to be paid at all,
salary.-advances had to be sgcu’rea fr€m the Board,still at
the $7,600 level. Ramsey atter)rpted without success to
secure loans from the Coaalition and other sources for the
streetworkers to bring their income closer to the leve] they
had enjoyed the previous year. {The Coalition turned
down the loan request on grounds that it preferred to keep
salary funding at Haaren—including that for strget-
workers—"in-system” and because of poor repayment
experience with earlier loans.)

The situation created serious problems for the street-

workers, most of them young and many with families. *
- o

-
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town on a business trip. Checking in by phone with the
Urban Coalition offices, he learned that the streetworkers,
in his words, “had a little' job aation going. * They had
walked off the job in an effort to force Board of Education
action on their salaries and had taken most of the students
with them: Ramsey rushed back to New York, met with
the streetworkers to explain his efforts on their behalf and
ultimately persuaded thefn to return to work.

he streetworkers received their first regular checks (at the

7,600 rate), rather than advances, early in December

1972, But it wds not until the following March after long -

and frustrating negotiations that extended. all the way to
thg staff of then-Mayor John V. Lindsay, that all but one of
thé streetworkers received promotions to the senior neigh-
borhood worker salary line. The pay increases were retro-
active only to December 24th. )

o
Ramsey is inclined to attribute his and the streetworkers’
frustrations not so much to individuals at the board, some
of whom were very cooperative, but to “the system and
how things had to operate . .. it was just that the pro-
cedures thé{'(}hé Board staff) had to follow.were totally
incredible.”

L. — :
Despite endqrsement of the increases at the ;hlghest
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ec‘h/ lons, the request had to pass through 50 many Board The new Professional Services Center, meanwhile, had

of Education offices—high " schools, Manhattan high come under the-sole direction of Assistant Principal
schools, personnel, and budget, among others—that con _ Jacobs, follqwmg the assignment of Ed Blaine to respon-

fusion and delay were almost inevitable. In oné instance, sibility for the school's reading programs. Jacobs thus
the approval documents disappeared for several weeks,  became responsible both for development_of the center’s
“lost” n a pile of paper on the desk of a clerical worker. programs and its management, ¢reating for him a highly

They, were not relocated until Ramsey made a pérsonal complex set of responsibilittes.
visit to board headquarters to push the search.

-

Joseph O’'Connell, the part-time consultant who had been .
. Meanwhnle, relatnonshnps between the streetworkers and helping the center from its inception, worked with Jacobs

. others on, the school staff had improved over those of the  'in an attempt to clarify the organizational and manage-

. , ° previous year, when the streetworkers were a new and  ment structures of the center, Basic information was

J“/ unfarmiliar element 1n the schaol and when they reportedto  gathered on the center’s y{lunctxons and translated into an

a streetworker supervisor from the Urban Coalition rather 7 organizational chart tracing vut lite and staff relation-

than to the school admnistratian. The supervisor, whony . ships. Later, & Connell conducted a time study of Jacobs’

Ramsey said was needed the first year to protect the stree activities, turning up a problem afﬂlctmg not only the PSC

workers’ position, was removed and, beginning with yegr but most elements of the Haaren structure.

x two, ‘the streetworkers reported to the assistant principals

. in chargs of their respective mini-schools. The problem accordmg to O’Connell is that, at Haaren and

o presumably at many other sd&ool the importance of
It cannot be suggested that staff-streetworker relationshjfs meetings for purposes "of planhing, 1mplementat|on, or
were totally without strain and occasional conflict. In fact, communication, is not recognized by the staff— an attitude
in one case a mini-Schpol coordinator went so far as to de- " that probably is justified by their past experiences in the
» mand that a streetworker be fired. He was not. But,.ina  $chool system. The result is that, at Haaren, staff people
. number of cases, streetworkers were transferred from one seldom sgather in formal meetings but tend to "grab each
mini-schoof to Q}nuther because of personality conflicts  other in the halls.” * This meant, in Jacobs’ case, that he was
lwith/mé‘teejmt pri\\cipals or coo:dinators._ . “at the beck and call of any one who dropped in at the

.
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PSC” and spent a significant percentage ot his working day
.with people who technically had no mvolvement with the
center.

O'Connell converted his findings into a series of
recommendatlons for the organization and management of
the PSC. O'Connell's recommendations went to the newly-
formed Management, Development Office (MDO), one of
a number of developments reflecting significant changes in
the admmlstratwe strueture at Haaren. The new.office was
headed by Edward McCom'\aclg a data systems manager
for the Equitable Life Assurance Society on a one-year loan
to the school. Teamed with him was Jeff Zerowin, a former
mathemiatics teacher, department chairman, and program

chairman who had been named executive assistant to the °

N

principal and assigned to the MDO. ) *

Zerowin and McCormack proved to be an ‘interesting ¢

team. The latter, whose presence implemensed the man-
agement director role agreedéipon the preceding spring,
was a businessman with a deep interest in and commit?
ment to education. He had attended the School of Educa-
tion at St. John's University and both his wife and brother
were teachers in New York City schools. Zerowin, in turn,
was an educator with a background —as a corporate vice
president —in business and a deep commitment to the

application of better management techniques not only at

*
’ * -

v

: “G‘i “

Haaren but f;om “the top (the Board of Education)-on
dov:m" to the classroom level. N

// b
Prior to assummg his new post, McCormack took time off -
from his Equltable posntloﬁ‘and undertook his own survey

Education, the Urban €oalmon, the United Federation of
Teachers, and. Haaren administrators, staff, and students,
McCormack concluded that the prospects were “grim but
not fatal.” He saw mini-schools as a possible solution but
had reservations about the staff's commjtment to the pro-
ject and the effectiveness ¢f support from the Board of
Education. Commitment and leadership on the part of the
principal, he concluded, would be the key to the success of

. the experiment. L

Meanwhile, two new business loanees—{Tony Chnst of the

"New York Telephone Company and Emil Schell of

IBM:—were assigned to Haaren. At the outset, their roles
were similar to those of the previous year's loanees, limited
. primarily to contacts with potential corporate supporters
and such projects as the organizdtjon of a Junior Achieve-
“ment prograni in the school. What was needed, according
to Zerowin, was more effective machinery through which
the loanees’ talent could be put to the best use.

. . .
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Zerowin' and McCormack, meanwhile, . had initiated a
series of systems studies covering such areds as school
secuyity, staff roles and responsibilities, and a school
inventory. To aid in the studies and to help overcome the
problem of better loanee ‘utilization, Chngt.and Schell
gradually were handed greater responsibilities 4n the pro-
ject..The result was, as will be seen later, that the following
year’s loar@es.were formylly assigned ggitbe MDO.

At the same time, significant changes had ocqyrred in the
Urbaiy Coalition’s involv¢ment in the project. Under the
direction of managementfconsultant Tyson, the Coalition
had gone through thfee-day soul-searching effort to
determine whether 1t gettung a sahisfactory return for
its substar ' inyestment in both money and talent. The
Coalition, 1t was concluded, could and should be involved
in the planning phases of all aspects of the project. But, as
Zerowin put it, it was politically very dlfﬁcult for
Coal‘ltlon personnel to act as implementers.

What.was needed was an arrangement like that developed
between Zerowin and McCormack in the new Manage-
ment Development Office. There, the two men worked

together on such projects as the security systems study. But -

“qutsider” McCormack kept a low profile when 1t came to
Issuing reports and recommendations, all of which went
- out over the sngnature of “instder” Zerowin.

There followed a series of ‘meetings between Principal
Deutchman, the Coalition’s McCagg and Gray,
McCormack, and Tyson, which produced agreement on
the creation of & formal instrument for the introduction of
new programs in the school. Called the Haaren Planning
Croup, the new body included Deutchman, two assistant
pnncnpals a guidance counselor, a mini-school coordi-
nator, a streetworker, .an MDO representative, the UFT
chapter chairman, and Coalition and busnness representa- -

Pl

tives. »

Subsequently, all proposals for new programs or projects,
whether they came from within the schqol, from the Coali-
tion, or elsewhere, wereé submitted to the Planning Group.
There, the proposals were reviewed, modified, and, if

cabinet for final approval and lmplementatlon

. favorably recéived, forwarded to the pl;mcnpal and?
d

Existence of the Planmng Grou’p provnded what amoupite
to a set of checks and balances between the Haaren stagf on

_ one side_and the Coalition (and other outside agencies) on

the other. It provided a means, according to Zerowin, to
“legitimately” introduce pregrams or reforms suggested by
the Coalition staff. And, perhaps most significantly, it
represented a-move toward a sglution of a problem
plqg;fng Haaren and most other schools — the lack of effec-

tive'planning. ¢

t .
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“I dgn’t think most schools have either the time or staff to
plan effectively,” Zerowin commented. -“Adequate
planning time seldom is set aside and the schools end up
with crisis management.”

-But,. with the advent of the Planning Group, Zerowin
added, “people now stop to think for a second. before
" adopting new programs. He pointed out, for example, that
when a new course—such as one in home repalr—is pro-
posed, time now is taken to evaluate its impact on the
budget and other aspects of school operation before 1t 1s
adopted.

’

Year Two also.saw the school's physical planning efforts
move into high gear. Preliminary schemes for two mini-
schools, developed the preceding year, became the subject
of a design seminar held at the Parsons School of Design
and organized as a formal course for the sprmg semester of
1973. Participants in the seminar included seven teachers,
two streetworkers, and six students from Haaren, a repre-
sentative of the school board's Office of Educational Facil-
ities Planning; Chuck Dickinson of the Urban Coalition,

and two Parsons faculty members. A grant of $1,100 from -

Educational Facilities Laboratones helped underwrite an
overall budget of $2,065, covering tuition, the develop-
ment or acquisition of models, films, and literature, and
documentatxon The balance of the funds came from

EC .

.

Haaren'’s budget and, from partial tumon paymenta by
teacher participants from Haaren.

Out of the seminar came not only a final design proposal
for the twd mini-schools but a pattern for effective
involvement of , students and staff in envi.onmental
planning for a se"\oo] and an eftective approach to coordi-
nated wSe of available resources —the public and private
sectors, foundation, and universities. In addition, it is
expected that the Haaren plans will serve as a prototype
for other schools interested in the lmagmatxve renovation
of their facilities to accommodate new programs_.

Actual renovatian work has yet to begin as of this writing.
Commitments of '$1 million for the work have been made
by both the Board of Education and the (ity’s Board of
Estimate as part of the 1973-74 capital budget. But, at last

word, budget modifications needed for a final go-ahead
still were tied up in the Budget Director’s Office and it was ’

not clear whether work could start during the next aca
sdemic year.

THE SUMMER OF 78,

As suggested earher, a major emphasns in the Haaren Mini,

School Project was a commitment to avoid a shortcommg ‘

of thost of the earlier mini school and street academy pro;

jects—thelack of evaluation. The first tangible results of

Gb ’ \ o " B5.
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the commutment came during the summer ot 1973, with
publication of the results of an interim evaluation of the
project. '

, The evaluatlon, based on a design developed by an in-
chool commuttee at Haaren, was attitudinal in nature and
intended to provide answers to a series of questions.

e Did faculty and students perceive that théir mini-
schools and the total school complex were achj (nng ‘their
goals and objectives? Did they feel that plannmg for both
organizational structure and programs were effective? ~

* Did faculty and students identify with their mini-
schools and regard them asyxcohesive units? -

o JNas there a clear perceptign of the various roles of
such staff members as assistant principals, mini-school
coordinators, guidance counselors, streetworkers, and
school-wide adminstrators on the part of all participant
* groups?

¢ Had clear leadersh:p patterns emerged for both the
mini-schools and the total complex?

o What were the patterns of communication in the
school, particularly for faculty and students?

o Did students feel they were learning anything of value
and that there was continuity 1n their learning experiences?

¢ Had mechanisms for self-evaluation been developed
by individuals, the mini-school, and the school at large?

-

N

' . g.'

‘\

. » Were student services both effective and coordinated? .

What was the general attitude of faculty, students,
parents as to the success to date .of the mini-school
eriment? )

After a study of proposals from a numbeér of ;gencnes the
evaluation contract was handed in April 1973 to the New:
York firm of Fox and Fox Associates. The information was
£ollected, primarily through the use of specially designed

questionnaires, in May and the findings submitted to the °

school. in mid-June, in time- for use in planmng for the
1973-74 school year. (The formal printed report, however,
was not issued until August.)

The findings were mixed. Teachers, for example, were
found to “perceive the mini-schools with ambivalent feel-
ings.” For them, the mixture of successes and continuing
failures are dafly experiences. On the positive side, the
majority felt that faculty-student relationships had im-
proved, that they had a better perception of student needs,
and that the streetworker input was a positive influence.
And, most said they identified with their mini-$¢Hool but
“paid a price” in a sense of alienation from their colleagues
in the rest of the school. (It should be hoted here that

faculty relatlonsh;ps in the past generally had been formed’

along departmental lines, “with the disappearance of

departments, many of those relationships were disrupted.)

=]
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" Onthe other hand, students had the most positive view of
" the project. The majonity of those who had lived through
the transition found that Haaren had improved since the
introduction of mini-schools. And nearly half felt their
own behavior=including attendance—had improved, as
had their relationships with other students and, with
* teachers. And most had’ Qgsmve attitudes about the
quality and relevance of classro om instruction.

- v

On the negative side,’ teachers complained that discipline

had’ not ‘been improved and, in some cases, had
deterrorated. They felt that the school's problems with
attendance, truancy, and cutting had not been resolved
and that academic achievement,

~butside their licensed discipline continued to be problems.

Administrators were more critical of the project than were
teachers. Like the teachers, they cited discipline, truancy,
cuttmg‘ and attendance as problems and blamed “per-
missiveness” in student lounges as.a contributing factor in
disciphnary problems. But they showed greater concern
than teachers with such questions as mini-school
autonomy (which they felt had not been achleved)

bureaucratic red tape, unavallablhty of the pnw and

“a lack of leadershlp

I:KC ’ . ’ v .

the lack of adequate -
- equipment and mawgrials, and the employment of teachers -

o 68
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The report concluded with what the authors termed “dn °

impression not tied to any specific piece of data but rather
coming from the overall experience of planning and con-
ducting this evaluation. .

“This impression, stated.si ply, is that someth'fng good is
happening at Haaren High School, .
extremely broad-based involvement in this experiment and

that this involvement is as clearly expressed in the strong .

feelings of those who have negative attitudes and opinions

as it is in the feelings of those who were positive. One

senses that a considerable majority of the staff is now
actively involved in evaluating where they have been, how
far they have come, and in considering alternative ways to
go from here. The evaluatlon staff believes that this
involvement, coupled with the air of intellectual ferment_

_one senses, augurs well for the future success of the ‘rmm-

school reorganization.”

Despite its upbgat ending, the report was to have adverse

réverberations in the school. The probleti was that, .

whether or not the authors so intended, some “teachers felt
the report over-emphasized the role of the stréetworkers
and slighted the efforts and achievements of the tgaching
staff. As Mrs. Maggie Glatzer, former UFT chapter chair-
man, put it during a meeting with the author, “the Foxand

.Fox report is overweighted in favor of the streetworkers

) Ve
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YL lt is tnreegl]at it was;‘ khe streﬂw-o[k"ers who. were most
consxstenﬂ}'dci,tedas még[%\g Ference™irf the school, But
~ it must be remembered tHaL ;he evaluatzon Was a sury ey of
att;zﬁdes and i’hage;f;e s;reet‘iwdrl}ers were a new and there-..
. fore ljl’ghi visibl¢' elemept Accordingly, their. :good show-
mg in"thé atudy wd' d-seem '9}1 nly 16gical and not to be

taken 3s a cratmsm pf t;he teachers, who had been in'the
sshbol all along and 'wkd had the-more dlfﬁ%ll_t task ‘dif
hﬁ’" ¢hrough“,and«adaptmg to ghange D o

But the teacflers reactxon to the report 1s mdlcatwe of the

rsensmvmea invplved in reform efforts like that at Haaren, .

_ There.had been smularly adverse freaction, from the staff to

T twe advertisements—gane by. Mobil and one by the First .

Na;nonal City Bank-—descnbmg their mvoIvement in and
conanutlon to the Haaren pro;ecthoth ads had been sub-

,;ect to review by. Deutchm,;n, who was joined by Mrs.

Muriel Schwartz, the UFT chapter chairman, in reviewing

the C?tlbank ad, And both were revised | before publica- y
_ tion. Nevertheless, to some staff members the.ads implied

that Haaren personnal were mCapable of dealing with the

, schaol’s problems and that only through corporate intef,’

" vention wa&the school saved" From total collapse.

administration—be taken’ in publicizing experimental

school programes. Haaren staff members, for example, still
ridicule the action of then Chancellor Scribner in calling in

press and television newsmen to cover the Haaren experi- *
_ ment only days after the project was launched. -

+ The fact is that premature or ill-considered publicity can
do much to create friction between a school staff and those
who attempt to help them in a reform pro;ect At Haaren,
the result was active dlstrust on the part of many staff
memBers not only forthe corporate advertlsers but for the
Urban Coalition. That distrust culminated in a faculty

. decision, in a two-to-one vote early in 1974, "to refuse

formal cooperation with the author in the preparation of
this book. The author was not denied permission to enter
the school and, as it turned out, no staff member, includ-

ing those with unfavorable views of the project, refused to -
“be interviewed. The advegse vote, some staff members

later admitted; reflected a feeling that the book was,
mtended to “make the Coalition look good” and therefore
could not benefit the staff. It was not, they added, a vote
against the au’tfmor perse.

\
.

. On another front, d@*major effort rvzls undertaken during

The fact that, more than a year Iater, the ads still were ;he \ the summer to improve management procegure at Haaren,

'ob)ect of staff .resentment suggests that great cautmn—oq

the part’ of both corporate sporsors and the sch001
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An, Educahon Management Planning Workshop, held July
9¢7 included Deutchman, hls assitant pnncrpals, mini-
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school coordinators, McCormack, Zerowin; and business

loanees. Out of jt ame the Haaren m,ana'gement manual or

. . what has come to be known as the “blue book,”.a massive

‘document ostensibly covering every _aspect of school
operatxon -

The manual opens with a descnption of eac mine-school,
followed by a separate statement of objectives for each. A
subsequent section sets forth the roles and responsibilities
for each category—assistant principal, advisor, coordi-
nator, teacher, streetworker, and so forth—of the school
staff. Finally, it offers a series of guidelines covering vir-
tually every procedure—admxssnons, attendance, book
. ordering, implementation of curriculum packages, dealing

with student cutters, student discharges, discipline,

development of educational objectives, to offer some
examples. In most cases,the guidelings are trapslated into
Gantt charts, which break the overall task down into sub-.
steps and provide a step—by-step schedule for their

accompllshmenl ,- “

Opnions as to the value of the workshop and of the
manual vary considerably.. Some faculty members inter-
viewed took the position that the workshop was little more
than 4 boondoggle, for which the participants were well
paid. One went so far as to clam that the manudl actually
had been written durng the preceding school year and

)

>

-

"“simply ‘typed over the summer.” And,‘he added, “the
finished product was nonsense . . . the Gantt charts were
absolutely, totally worthless.”

But Zerowin, who with McCormack planned the work-
shop and supervised development of the manual, offered a
different and more positive view. He conceded that the
manual was being put to better use at the administrative
level than at the teaching level and that the teachers still
had problems and frustrations irrdealing with school pro-
cedure. It would take time, he added, for the full impact of
the manual to be felt. But in the long run, there would be
improvements, including a reduction in paper work at all

Jlevels. He poinfed out that the blue book was constantly

being updated, revised,4hd improved, And it should be.
noted that the manual was very favorably reteived by -
Samuel Polatnick, assistant superintendent in charge of the
city’s high schools, who took the trouble td write Principal
Deutchman to praise the effort in producingit.

Meanwhile, the teacher lr%mmg effort.continued. Two of
the existing mini-schdbls Coordmated Curriculum and, *
SHAFT —were scheduled to be merged in September to
form the new Haaren Prep for ninth year entering stu-

_ dents. Accordingly, an effort was made to provide a train-

ing and curricujam development program for the leachers

rassigned to the new mini-school. Ultimately, Board of
c e
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Education funds were obtamed to conduct a five-day

- 'workshop, he®in the Union Carbide building, conducted

N
ek

by a faculty team from New York University’s School of
Education, and attended by six Haaren Prep teachers.
Workshop goals, according to Harold Vine, the NYU teanr
leader, were to give the teachers better skills in the teaching
of reading, regardless of their discipline; to produce an
integrated program, and to develop a mini-school staff

identity, team spirit, and commonality of purpose in both .

teaching and approach students,

- -

. The teachers were encouraged to re-examine what they

were, teaching and how they were teaching it. Stress was on
the development of content relevant to the students, then
on the development of a presentation that would make the

" content enjoyable, effective, and lasting for the student.

Science teacher Liz Fong, fofexample, had'determined that
human blology was a subject of ‘great interest to her
students. Workshop leaders urged her to try a less lecture-
oriented approach to teaching the subject. Miss Fong now
employs a much livelier, activity-oriented apprdach that
helps her students learn through discovery. And she now is
regarded by many of her supervisors and colleagues as one
of the more effective teachers at Haaren.

¢

YEAR THREE: A TIME FOR CONSOLIDATION

The end of the summer also brought the end of Ed
McCormack’s  assignment ‘at Haaren and his role as
management director. As planned, control of the Manage-
‘ment Development Office and the management director’s
title was handed to Zerowin, making that office’even more

a Haaren-controlled operation. Meanwhile, two new busi- .

ness loanees—Bill Davis, a computer spec:allst for IBM,
and Atiba Kee, systems analyst for Western Electric—=were
assignéd to the school. This year, they were to not only
work with the MDO,~but be formally assigned to'it and
work directly under the management director, now a full-
time Haaren staff member. A third business loanee—Bill
Hall of the Touche Ross Company, a major auditing and

management consulting firm, was assngned on a one-day- .

«per-week ba51s

. -

During the year, the.loanees conducted studies of the
school’s attendance office, its inventory system, and its
total resources—people, equipment, and materials. A
study of the student record maintenance system—New
York high schools are required to keep student records for
30 years—resulted in a proposal to eliminate a cumber-

“some filing system taking up !fai‘ve rooms worth of space
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and replacing it with a microfilm system that would store
- all 200,000 student files on 20 reels of film in two file draw-
ers. The system was to involve an initial cost of $5,177,
including hardware, of which the Coalition was to provide
up to $3,000. Annual operating costs were_estimated at
$613. The proposal went to Board of Education head

Qquarters for approval and has yet to be acted upon.
‘/. . »

Hall, meanwhile, was working with three fnini-schools—
Aviation, Automotive,.and Pre-Tech—to determine how
well their staffs managed their time. Similarly, Kee set up

a working relationship with the Careers anid English as a,

Second Language Mini-Schools and Davis worked with
Haaren Prep and the B‘u\ess Co-op Mini-Schools.

A substantial share of Kee's time went to the organization
of a school-wide health fair, an effort that brought mixed
results. A first, educational phase of the fair was to include
use of English and science classes for a two-month period
to heighten student awareness of health problems. Ulti-
.mately, only two weeks were allocated during which stu-
dents filled out questionnaires on their health background’

During phase two, three days were devoted to medical
“tests admlmstered by the Lower West Side Medlcal Center.

[c

Some tests required parental permission and 80 per cent of
the participants showed up with completed consent forms.
Overall, the student response was gratifying: 600 were
expected to participate, more than 850 actually showed up.
Phase three, again conducted in cogperation with the
Lower West Side Medical Center, involved follow-up with
students in need of medical or related services.

Theoretically, the health fair was to be run by three in-
school committees, One was to work with outside health
agencies, the second to handl publncxty and the third was
a sfudent committee. Meetinks, were held to solicit help
from staff and students. But these,was little response.
Committee chairmen did not follow through on their
assignments. The result, according to Kee, was that all the
work was done by only four or five people and that it was
“very tough” to maintain schedules.

Experience with the health fair symbolized the frustrations
encountered by the loanees at Haaren. They claimed that
at least three of the school’s assistant principals were “out-
and-out opposed” to any approach to systems develop-
ment or accountability. “Our mere presence at the mini-
school level,” said Davis, “was perceived by some assistant

principals as jeopardizing their professional status.” ’

While

‘
-

- 61

e “oppgsition” AP’s did not veto systemf-develop-
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ment efforts, according to the loanee;,'\they disapproved
and simply refused to lend their support, effectively slow-
ing down the program. Other AP’s, with a more favorable
attitude toward and commitment to the project, resented
what they.considred to be “foot-dragging” on the part of

their colleagues, but there were no open conflicts over the

" issue. . .

Overall, the loanees found a “surprising lack of profes
sionalism” at Haaren. But they felt there had been pro-
gress, that the mini-school concept was a good one, giving
students a place to call their own and teachers the
opportunity to work with smaller numbers of students.

Further, said Davis, the teachers “can be exposed to the”

necessity for management techniques as opposed to crisis
' manage!pent and at least see the value of looking ahead.”
But, ‘jt&ey concluded, a critical factor  still was
mlssmg—leadershxp from “very strong” assistant prin-
cxpals capable of lending accountability and guidance to_
the mini-sthools and helping them to develop as planned.

The opening of the fall semester also saw the introduction
of a new phase of the teacher-training program. Harold
Vine's NYU team was brought in to help upgrade the
teaching of reading in.the school, concentratmg at the out-
.set on the Haaren Prep Mini-School. As he later admitted,
Vine started work under two preconceptions that turned

Q
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out to be misconceptions. The first was that reading
specialists could provide all the help that was needed in
giving reading instruction skills to teachers  of all
disciplines. The second was that he, Vme could conduct
all of the staff training.

The training program included two all-day conferences,
presumably devoted to the analysis of téaching' objectives
and development of coordinated curnculums, supple-
mented by weekly staff meetings. The all-day sessions
were marked by confusion, particularly in efforts to

ekt

arrange field trips that would free teachers to_attend.the. _......_

meetings. At one session, a sizable group of teachers
arrived well after the starting time, blaming Ed Blaine, the
assistant principal in charge, for “"dropping the ball” by
failing to notify them of the meeting.

As Blau){Tsees it, “it took a long time to work out effective
relationships between the Haaren teachers and the NYU
team and the results were not uniformly successful.” Vine
agrees. Things reached a point, he said later, where the
project “seemed to be falling to pieces. [ was furious and
ready to pull right out of Haaren. When I returned to
Haaren a week later, I actually didn’t know what to do
next.” .

The problem had to do not only with the fiasco caused by
late arrivals at the preceding week's session, but what Vine
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ot the teachers to
things through,” At
at Blaine's attitude was
eeded nor wanted.

\ -felt was “an unwillingness on the pa
focus on their problems and to thi

~the same time, he had the feelin
that-the NYU help was neithe

At this juncture, according to Vine, Blaine stepped in with
a solution. As Vine rémembers Blaine’s suggestion: “I
think we've got to coordinate our efforts. I'd like you to
visit classes with/fne, attend meetings with me, work with
me on book selection and all the rest. We should work.as d

team of e/guals.” :

Vine agreed, as he puts it, “that began the ’oregkthroughs
. . ~I'never thereafter went and worked with a teacher uni-
}dérally. It was a phenomenal learning experience.”

What Vine had learned was that the mechanics of consyl-
tation are delicate, that both sides need to be open to
cnticism, and that “people learn and grow and develop in
stages. There are just so many things you can expect from
them at any one time.” At the same time, Blaine had
acquired “a whole new attitude” toward teacher super-
vision. Where once he observed teachers only, once or
twicg,.a year and concentrated on technique and con-
formance to the lesson plan, Vine said, Blaine now makesa

cerns himself more with what actually is happening to the

senes of mini-visits” to each teacher’s classroom and con-
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student. But Vine does not take credit for Blaine’s trans-
formation or the overall success of the program: “He
(Blaine) willedit. I could not have done it all.”

_One lesson was clear. University-based consultants in
teacher-training programs have as much need for incSchool
machinery to give their efforts legitimacy and effectiveness

. as do business loanees, agencies like the Urban Coalition,
and management consultants. And.a second lesson was
learned. Teachers in other subject areas came up with
questions the reading specialists could not handle, with the
results that specialists in mathematics and science were
brought in to supplement thé NYU team. At any rate, the ‘_
NYU involvement at Haaren, once a near-disaster, now is
regarded as the most successful of the teacher-training
programs yet L}ndertaken at the school.

That success, according to Blaine, was due pfimarily to the
fact{that Vine and his team had developed a sensitivity to
the problems of the school staff rather thén, as often is the
case with consultants, “coring in wi the answers and
tryihg to impose  them.” In additior, .the program was
designed to provide frequent, if brief, consultations on a
on¢-to-oné basis with all teachers—an effort, as Blaine .
po out, that no assistant principal could afford to

make. - . . .

¢
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~ side purchases. In a joint PSC-library proj

. blame the center’s location on/

1
°

Efforts continued, meanwhile, to improve the organization
and operations of the Professional Services Center. By the
spring of 1974, in its fourth semester of ‘operation, the
center had produced 52 new courses for the various.mini
schools. With the help of a consulting team, from the City
University of New York, it had employed television for
teacher self-analysis and inaugurated a training program in
the use of audiovisual equlpment . )

A professxon%rhbrary was develdped and expanded by
dccumulating materials already in the school and by out-
ct, mobile units

were developed to provide audiovj
mini-schools. And, under a contracfwith Open\Channel, a
_non-profit public access television)operation, a attempt
was made to develop televised curricular projectb, experi-
mental teaching progranis, and the use of public access TV

as ameans of communicating with Haaren parents.

But it was clear that the PSC still was not performing fully |
in the roles originally envisioned for it. For one thing, the
center still had nat become a magnet for the staff, a place
where teachers gather to share ide Ainde experiences. Some
e sixth floor, which they
e fact that 1t is opposite the

claim is inaccessible despite

 teachers’ cafeteria. The mdre likely explanation is that the

staf{ either is unaware or unconvinced of the value of using

Aruitoxt provided by Eic:
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the center. “It is a matter,” Deutchman commented, “of
getting the teachers accustomed to its use.”

A more serious problem, in the eyes of many teachers
interviewed, is the fact that many of the PSC-developed
courses were prepared by teachers who were not on the
staff of the mini-schools for which they were intended. The
result, say the critics, is that some of the new courses are
irrelevant to the mini-schpol programs and little used.
Deutchman concedes that the problem exists, but”
attributes it to’ procedures imposed by the state funding
under which the center operates. The procedures impose
delays in the assignment of substitutes for teachers
assigned to curriculum developmmt sq that assignments
tend to be ad hoc, involving teachers who can be spared at
the time. -

.

“It's true that, on the surface, the wrong people have been
assigned to the job,” Deutchman maintained. “But we had
to do it the best way we could.”

A share of the blame for the relatlve meffectlveness of the

PSC was accepted by the Coalition's Lynn Gray, who

developed the original operational plan and now concedes
that the plan was more conceptual than operational. It is
not surprising, therefore, that a major emphasis in the
Urban Coalition effort at Haaren for 1973-74 was to help

A}
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strengthen the PSC so that, by theend of the year, it would
be an effective and self-perpetuating operation. .

Much had to be accomplished if that objective was to be
achieved. The .PSC, according to Gray, was.not a

smoothly managed organization. There was nmo clear**

understanding of what it is, how it works, and how it
manages its own resources. Few, if any, staff meetings
wete being held, with the result that there was little con-
tinuity between projects. Gray alsg felt that Carroll
Jacobs, assistant principal in charge of the center, lacked
the management skills to run such a complex organization
and spent too much time on proposals and evaluatioris and
too little time helping his staff to understand how to attain
their objectives. The result, he added, -was that the staff
was somewhat “lost and floundering.””

Several major decisions designed to improve the situation ’

were taken at mid-year. One was to concentrate the PSC’s
curriculum development efforts and the NYU reading
program in three mini-schools—Haaren Prep (where the

*NYU program had proven itself), Careers, and Senior—all

of whicli offered non-vocational, non-technical programs
and were basically _weak links in the Haaren program.
Teachers assigned to curriculum development would work
side-by-side with NYU team members.

Q

f'.

3
In addition, the video and audiovisual programs were to
concentrate their efforts in the same three mini-schools.
And, finally, an effort was under way through the
Management Development Office to set up an effective
procedure for regular reporting by the PSC to the
principal. . ~

The Coalition’s interest in helping to develop a viable PSC

extended, in what was to be its final year of involvement at ,

Haaren, to all gajor components of the school. As Gray
putt, “by July 1974, ‘it was our objective to leave every
mini-school with a competent management team, clear
objectives, effective auditing procedures, and a precise
connectionto the next-level mini-schools.” '

The last objectiye had to do with the desirability that there

_be enough communication and cooperation between mini-
schools that a student leaving Harlem Pi'ep, for example,
would find himself prepared to tackle the curriculum of
whatever tenth-year mini-school he chose to attend. And,
hopefully, such’ articulation would be accomplished
without sacrificing the autonomy of the individual
schools.

To date, it does not appear that in-.school commux}ic;tions
have improved to the point that the mini school programs
_«can be effectively articulated. In fact, many faculty

¢’
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members and administrators complain that it is difficult to
maintain continuity in any one mini-school program
because of the frequent transfer of teachers, coordinators,
and assistant principals from in; ii-school to mini-school
and because so many teachers are assigned to more than
one mini-school. A step toward solution of the problem
wa$ taken dunng the 1973-74 year by changing the rota
tion system to insure that teachers would remain wjth o

mini-school for at least two years rather than, as had p€en

the case, only a year’

The Coalition's last-year effort also ektended to the
Management Development Office, ‘and the Haaren
Planning Group, the effort again premised onleaving them
as strong, viable, and continuing elements in the school's
operations. To help in the s};en‘gthening process, Coalition
personnel agreed to chansel all-contacts with the school
through the two offices and. ' 6r the PSC. The Coalition
was to fufiction e in a partnership role, according to
Cray, and there would be “no more end runs” in which
Coalition ideas were injected without consulting and
working thfough one or more of the in-school agencies.

In the case of the Haaren Planning Group, the chqnges o

involved reducing,)t;?e number of members from outside
the school in fdvor of in-school personnel. After
reorganization, Gray remained as the only Coalition repre-

IToxt Provided by ERI
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. sentative and Cyril Tyson worked with the group as an
outside consultant. It should be added that, both before
and f{er reorganization, the planning group was highly

ive, handling scores of suggestions and pro-
posals—e.g. . the health fair, developmgnt of a data bank,
terization of school records and programming, a
zgg:ehensive reading strategy for the mini-schools, and
an inventory control

system—that either .were.

implemented, rejected, or sent back for revision. -

Irv the Management Development” Office, probably the
most significant development came in February, when
Zerowin was named assistant principal in charge of
management, development, and planning, The move,
which had to be approved by both Deutchman_and his
superiors at th®Board of Education’s Office of High
Schools, meant that the MDO had gained full recognition
as a formal and legitimate part of the Haaren structure. At
the same time, it represented a tacit acknowledgement on
the part of hoth the school and the Board of Education that
management is a vital element in the educational process.

At about the same time, Murray‘Warren, who had been
Haaren's assistant principal for administration, resigned to
return to glassroom teaching. After an open competition,

. Warren was replaced by Andrew Jones, formerly coordi-

nator of the DeWitt Clinton Mini-School in the Bronx.

e
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According to Gray, Jones and Zerowin formed a “strong
and quick alhance Both were serioys and hard workers
and became’ an effective team, committed among other
things, to clearing up the admlmstranve confusion in the

school.

The result, according to Gray, wasthat the éecond half of
the school year saw. a much stronger MDO, enjoying an
“increasingly soupd view . of school operations,” and
involved 1t such critical efforts as the total inventory of
Haaren'’s resources mentioned earlier. Gray conceded that
the payoff in MDO operat;ons was not yet visible to indi
vidual teachers but preditted that, over the next twa or
three years, the office would develop the capacity to
“really affect thesehool.”

Parallel to its efforts to ‘strengthen Haaren and its oper-
ational components, the Coalition was seeking ways in
which the process of school change could be replicated in
other schools. The search, as will be seen in Chapter Five,
led to the establishment, in cooperation with the Board of
Education, of a new training center designed to help
schools undertaking restructuring projects like Haaren’s.
Under a grant from the National Institute of Education, the
new center .will support development of a mini-school
complex at Intermediate School 162 in the Bronx.

&
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Assistance will be provided for staff development,
organization of a teacher center, the design of experi-
mental training programs, and a study of the role of the
community school board in the change process. A key
project’ objective will be to clarify the process by which

renewal or restructuring projects such as this can be -
. effectively undertaken in the schools.

The center initially also will work with Intermediate
Schools 52 and 125 in the Bronx and 20} in Maghattan in
the preliminary phases of restructuring prolects And it
will provide assistance to satellite mini-schools at George
Washington and Washington Irving High Schools and
Joan of Arc Junior High School in Manhattan, James
Madison and Wingate High Schools in Brooklyn, and POrt

Richmond High School in Staten Island .

What can be said, meanwhxle, about the success of, the
Haaren experiment?, To provide some hard ans -ers in
terms of attendance, dropout rates, and student av ieve-
ment, the school commissioned Fox and Fox Associat s to
“conduct a full-scale, Coalition-financed evaluation of the
program, the results of which will be descnbed later in thxs

chapter. . %

: . b,
. To an outside, non-professional observer, however,. it

seemd apparent that the answers are not all in and will not

TG ‘

. 67

“




be available for several more years. Long and probing
conversations with teachers, administrators, students, the
Urban Coalition staff, streetworkers, business loanees, and
corporate representatives elicited’ a wide range of opinion
about the project and its success.

In fact, there seemed to be agreement on only one point.
Virtually everyone agreed_)hat the mini-school complex
was either “a good idea” or “a promising concept.” But
opinions about Haaren's sificess in implementing the con-
cept varied widely, apgdiently in part according to the
individual’s success in adapting to and operating within the

ew structure, progranis, and methods instituted urider the
project.

rs/\\‘,
Most observers, includin trolman Nat Carey of the
New York City Police Department, agree that Haaren is a
“happier” place than it was a few years ago. Carey, whose
beat hasbeen Haaren since 1969, noted that the school was
“a shooting gallery” for hard drugs when he first arriveda -

Today, be added, hard drugs no longer are a problem. But, »

there is some use of marijuana and alcohol is a growing
problem. There have::he;n_zo’hew giots. But, while there
were no burglaries i chool during 1973-74, Patrol-
man Carey repogted that the- p,
"npped off” more than $50 000
ment. '

rpvious year burglars
orth of school equip-

On the other hand, some teachers and administrators com-

plain about student behavior,. particularly in the mini-

school lounges. One went so far as to charge that the shift
to mini-schools had'produced “anarchy” in the school.

Ané, #mong those who see Haaren as a happier school, a

violence- and drug-free school, there is no agreement that

the:mini-school project is responsibile for the new climate.

Some attribute the change to broad shifts in the political
cimate that has seen a decline in student unrest and drug
use in schools and on campuses across the nation. '

It is clear that, despite development of the Haaren™

Planning Group, the Management Dévelopment Office,
and’ the Professional Services Ceriter, much more needs to
be dope to make the Haaren mini-school complex a
smooth-running, well managed operation. Despite changes
in the managerial structure, many teachers, outside
observers, and éven some administrators feel that Haaren
is “over-managed” and that the advent of,the mini-schools
brought with it the addition of still another managerial
structure—the mini-school coordinators. In fact, some
have suggested that the school’s middle management
positions could be cut by a third to a half with no reduc-

. tion—and probably an improvement—in efficiency.. .

Similarly, it is app;arent, that a number of the school's

-~ .
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‘assistant pnnqpa]s are not happy in their new role as structure—-all parentless youngsters in their own mini-
administrators of minrschools and, at least pnvately, schools, all from mother-dominated households in theirs, _
would prefer to return to their old roles as $ubjéct-matter _and all from ‘normal” households in theirs. With su/ch
chairmen, with direct supervision of the teachers dealing  groupings, he calculated, teachers could learn to deal with
with the subject matter. And most management specialists, the more or less common problems generated by common
including Management Director Zerowin, -feel that,all of ~ family conditions, '

the school's administrators including those whoéljtj;\%\

accepted their new roles, could benefit by programs Haare n Sl new ;ta;f .cc;mpong?t,. the .stret;tworkers; ‘
designed to improve their sknlls as managers, planners, and apparently retained their tavarable image in the =yes o
o students and mest faculty members. But approval is not
rganizers. . .

universal. On the positive side, one teacher commented -
On the surface, at least, -some of Haaren’s mini- that: © ,
schools—notably English as a Second Language (ESL), ¢ ) -

. Pre-Tech, and College Bound—have been more succesful "The streetworkers are serious, committed people. They

than others. Some attribute this to the interest and dedica- .have.thenf own style in. relating ,E‘o students:l The kids
“ tion of the teachers involved, which at least in the case of identify with them and they have a "street sense” about the

~BSL would seem tg.be partly the case..But others, like Neal kids. They get down to. bra.ss tack.s an‘d‘t'he kids llxlnderstand
Remland, Haaren's UFT chapter chairman, point out that &7 well. But they maintain an air of author&

the successful mini-schools all grew out of programs  On the other hand, another teacher felt the streetworkers
already operating’in the school when the project was'  were guilty of “a lot of goofing.off,” although he conceded
started. - that “some of them try.” And still another teacher, who

Remland, interestingly enough, questioned the viability of called the streetworker n%ngeg_t__.,e%ellent feltthat, to the

v, the theme approach to mini-school organization, which extent they were attempting to get truants and cutters back
. heargued, tends to deal with symptoms and not the causes ut\to tt;l:eﬁ.l assfr:om,h:ht: "str/eetworkers were “out in the

of student problems. A more effective approach, in his stree ing tora ghost. . o,

view, would be to group students atcording to family  The streetworkers themselves generally expressed interest
Qo ’ e . ‘ .
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in and satisfaction with their jobs. But they also had ther
frustrations. Cited must often was what the streetworkers
felt was a tendency on the-part of teachers to “dump” the
paperwork involved with attendance and behavioral prob-
lems on the streetworker. The paperwork and the time
spent in contacting, by mail ,or phone, the parents of
truants, they argued, cut into the time availgble for direct
contact with students. Some also felt that E%o much time
had to be spent covening the student lounges and that the
streetworkers staff should be doubled.

N — . o

And there were frustrations with their status in ttyd:ool.
At the outset, the Coalition arranged a program under
which the streetworkers could seek professional advance-

ment by enrolling at the City Upiversity. Some actually .

attended classes the first year but, most hdd to drop out
during the salary crisis in year two of the project and when
financial assistance was not forthcoming. The result is
some resentment of both the Board of Education and the
Urban Coalition for failing to provide a career ladder the
streetworkers felt had been promised them.

To“Principal'DeutchmaE, the streetworkers appeared to be

a mixed blessing. He™ noted thatj “the general public
response” was that the streetworker$ “have been valuable
to the program.” And he said that the streetworkers had
“developed good relationships with students,” that they

.

pe

were “essential” in their role as supervisors of the studenf..
lou.ng‘es, and that their presence had “improved she tone

the school.” But he said there were unresolved problem,
with the streetworkers— problems he declined to specify
for the record —that he had not found time to resolve. “We
can't,” he said, “tackle all of the problems at pnce.”

The ambivalence of the streetworker situatioﬁ Haaren
may have serious import for the future’of the streetworker
concept in the New York City schools. Budgetary cutbacks
have seen the disappearance of streetworkers from all but
Haaren and oneor two satellite mini-schools in thé city.
(Some satellites never had a streetworker compdfient.) If
streetworkers do not remainan integral part of the\ldaaren
operation, it is unlikely that streetworkers and “their
critical role in dealing with students and thei;e(ﬁoblems
will be included in the funding for future sthool-reform
projects.

The streetworkers’ frustrations are reflected elsewhere in
the staff. Teachers in particular complain they are unable
to acquire needed materials and supplies and that ‘there is
too little support from and communication with all levels
of the administration. As one teacher put it:

“There are too many administrators running around the

building rather than deciding how they can help)us do our

81
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Jobs. There are too many chiefs. No one really listens t6  Results of the comprehensive survey of achievement and,
T our needs.” ) _ attendance patterns, conducted in the spring.of 1974 and
’ published the following semester, suggest that the answers
are not yet in. Comparisons of achievement levels during
the 1970-71 schoo] year and those for 1973-74 indicate
that, ,over the first three years of its existence, the mini- _ .
school complex had 1o school-wide effect on the academic
- averages scored by Haaren studepts: -

ny

On the other hand, the same teacher put her finger on what
the Haaren project—and other efforts at school reform—is
all abo_ut There were, she said; “huge barriers of compre-
hension” between teachers and Students, created by
student dehcxencxes in English, comphcated in many cases
by health and psycho]ognca] problems, and/or tfie unwill- . : :

/mgneSs or mabn];ty of teachers to uaderstand rrelate to  On the other hand, significant gains were found in the

thenr studqnts 2 achievement leve}s of students in five of Haaren’s twelve

’You can’t justbe a teacher,” she said. “You havk to be a gum-schoo]s In' three cases—College Bound, Haaren

. . " ‘ rep, and Mobil Co-op—the percentage of students with

sister and a social worker.” *

. academic averages above 70.per cent were consxstent]y

“Some teachers,” ‘She added, “don't teac.h They just keep  higher and the percentage with averages below 60 per cent

" the kids quiet. To do that is to fail them.” Whether that consistently lower. In a fourth mini-school, Enghsh as’a
kind of sensitivity—and it 1s shared by many of the Haaren Second Language, gains were Shown in the number of stu-
facylty—-combmed with Haaren’s mini-school organiza-  ‘dents with averages above 70 per cent. And, in the Pge-
tion,and its new approaches to planning, management,  TechMini School, improvement was indicated by fmdmgs
and teacher traning ean produce measurable changes in  that the percentage of students with average below 60 Ka
the achievement, performance, and behavxor patterns of dropped sxgmflcantly
the students becdmes the critical questlon

" There are no hard survey findings:to mdlcate why progyess -
Some answers are provided by the comprehensive survey ~ was achieved in these mini schools while, in sorge others,
of achievement, attendance patterns, and dsopout rates  achievement levels actually. declined. (Studies of stjident
conducted in the spring of 1974 and pubhshed the absence and lateness patterns proved equally ' incon-
fo]]owmg semester, i , clusive.) But specu]?tlon on the*part of David Foxk,

[Kc «
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headed the evaluation team, may be ot significance.. - The concluswe answers, then, ‘would appear to lie in the
. . . N "
; Itds highly possible, Fox suggested in an interview, that the future s Haaren, as will be seen in the following chapter,
will continue to operate as a mini-school complex and to °
new lea‘mmg enwrironment represented by Haaren’s mini-

** 2chool complex. provided a climate in which those mini-  adjust ahd refine, its programs, instructional approaches,
school teams that were better® organized and motivated "staffing patterns, and organizational and managenal
could produce. stgnificant gains in stident achievement. strulc Etl:res It thfus shouldtontmueas anactwe and promis- °

» . That suggestion is reinforced by the fact that the mini- 82 o.ra.tory or reformin urba;n seconda}'y eflucation.
schools showing the most sxgmhcant gains tended to be , T Yo

- those in which mini-school identity and programs seemed~ . _— _ g Co

to this observer to be most fully developed AN . -

. Accordingly, it may be reasonable to conclude that, given . ° v
-~ the contihuance of the minj-school project at Haaren the ’ - ’
«, climate should permit the strengthening of programs and . S .
teaching patterns in other mini-schaols-and, ulhmately, ) &

improvement in theinacédemi‘c performam:e T :

« - Indeed, it is reasonable to argue that a fmal assessrnent of ' ) ) ‘ <.
- the Haaren project is premature at this point in time. Many .
of those interviewed in preparation for this Rook felt that ) ) . : -
at least five years was needed for radical reform of the sort . ' A o o

_involved at Haaren to take hold and produce measurable- . | o \. .

" results. But Haaren has had,only three years to “turn tself o Cot '

around” and, given the near-chaos of the project’s first ' . .

year, effectively only two years in which to 1§nplem“ent \ R STt o !

real change. ~ . T X . ' e . <
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Conversion of Haaren High School into a mini-school co mplex meant, among’
other things, that virtually the entire school staff would be placed in new roles

Focus on: + " "5~ Developing Human Resources

and wopld be required to perform new and unfamiliar functions. To equip -
\:)h)m to perform in these new roles, it would be necessary t6 provide training

rograms. ’ -

Teachers, for example, required training jn: .

¢ The small-group, team, and interdisciplinary approach to instruction
called for by the mini-school organizatien; U -8 )

o The ability to take on greater responsibiltiy for the guidance function;

o Anunderstanding of the réle of the stme_twoxher and the ability to work
with this new member.of theschool team; =~ * - -

o Theinvolvement of students in the planning and operation of the mini-,
schools; p B B E :

¢ Curriculum developrient, and g

o The use of specialized audio-visual equipment iri the i;\étructiq‘nal process.

Similarly, many people in administrative pésitions—pgfticularly the new
mini-school coordinators—requred training to fill new roles imposed by the
new school structure. And training was required i{the newly assigned street-
workers were to fit effectively intoMfe school structure. (See "Focus\:'-Street-

1o

workers” later in this chapter.) . . . .
The training program at Hadren essentially t&hme basic forms: ‘special .
summer workshops, for which the participants were paid; organization of a

.
™~
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Protessional Services Center, through which teachers weres "pnncnpals the librarign, teachers and streetworkers In
« . granted. reduced teachmg loads in order to develop new every case, it appeared that individuals in the group were
curricula, and programs in reading instruction and the use learning as much or more from‘each other than the inter-
of audio-visual equipment and techriques, condﬁcted by -viewer was learning from the group. That impression was
S umVersrty-based consulting teams - - verified on,a number of occasions, when group members

As has been seen, these various efforts had mixed results,
ranging from near-total failure of the 1971 summer work-

-, reported to the interviewer that they had gained a great_
deal from the sessions. A few even volunteered to attend
additionalgessions for that reason.

s . shop, to qualified success in the summer of 1972, to the’ s .. .
still-unrealized potential of the Professional Services — Thearetically, the Professional Services Center should pro-
Center concept, to important breakthroughs, in the setond  vide a forum for such dialogue but, as has been seen, it has

- half of the 1973-74 school year, in a reading-instruction * ° yetto be used for that purpose. A step in the right direction
program conducted by a New Yogk University team in . came in 1973-74' with the, mtroductron of "an ‘in-service
Cooperatlon with Assistant Principal d Blaine. training program' enrollmg abppt a dozen teachers.

< . Entitled “MultipleStrategies: A Readszorkshop,” the
As this record indicates, much ;emams to be done before program was auned at setting ip a dialo that would cut

+the objective ofe continuing and effective .program ofstaff | . occ subject areas and, as Ed Blaine put it, “strengthen a
retraining is realized at Haaren. For one thing, there clearly
is too little communication between rrym—schools and
other elements in the school structure. Even within mini-

¢ schools ‘the level of communication varies, with the most

school-wide philosophy that teaching is not a day-to-day
affair but a probegs that requires planning, the solution of _
v, problems, and contmuous give. and take between

teacher .
_active dialogue to be found in the more successful mrm— . caers , b - ‘ .
schools. o ' A ' Obvrously, there'is need to reach more than a,dozen
The importance of a continuing dialogue was indicatedin a teachers if there is to be an effective, school-wide dialogue

series of group interviews conducted in preparation for this One possibility may lie in the restructuring of mini-school
.~book. The groups were diverse: one included |_assistant staff meetmgs These regular sessions, accordmg to most

- “
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observers, now deal largely with procedure. But, if they
were to be converted into effective planning sessions, with
a clear-cut agenda, and objectives and strong leadership,
the'result could be an_active dialogue, better mini-school
planning—and effective training. .

And it has been suggested that the approach could be
carried a step further by the establishment of a school-wide
committe charged with planning for the coordination and
articulation of mini-school programs. The committee,
which might have a rotating membership, could become
the focal point for a true school-wide dialogue.

Finally, according to béth Haaren and Coalition
observers, the Professional Services Center needs
strengthening, The Cent'er'_s objectives and administrative
structure both are in need of clarification before 1t can per-
form effectively in its critigaluteachei_-trai‘ning and cur-

ricilum-development functions. -

But, no matter how effective the ret_raininJg effort, it -
appears unlikely that Haaren in the foreseeable future wll
boast a staff that is totally committed to its ‘programs and
totally effective in implementing them. The problem,
according to ohservers like NYU's Harold Vine, is that the
New York City school staff includes “Hundreds of incom-
petents” and that schools like Haaren, bgcause they are less

/
e
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attractive to teachers than high schools in the more
afflient outer reaches of the city, have more than their

" share of/them. Or as Ed Blaine put it: “There are a.lot of

dea ogle here . -

bulk of the Haaren faculty. There are and
been effectiye and Hedicated teachers at the school. Butitis
to suggestdhat the ‘ytopia” of a 100-per-cent dedicated and
effective staff probally never will be realized.

always have

It must be added that there has been some»nsibjg faroéress. ~
Ed Blaine, fq;,exa_mple, estimated that'there was a 20 or

1969, when he joined the school, afd 1974\3

. 30 per cent improvement” irj:zté?,f between February

"The teachers,” Blaine said, "4re younger, more dedicated,
and have a better grasp of the realities of the, learhing
situation.” ) Dot

v

PlanningQrganizafion and Management

along typical lines for a-New York City high school, with a
structure not unlike that for most of its siz&,across the

nited States. The administrative hierarchy started with
the principal, Bernard.V. Deutchman, and ten assistant’
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Haayigh School in the spring of 1971 was orgz‘mized
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principals~all of whom plus a representative of the school’s

| ‘ chapter of the United Federation of Teachers, made up the
school s cabinet. With the exception of two assistant prin-
cpals—one 1n charge of administration and the other
responsible for guidance—all of the AP’s were in charge of
subject-matter departments: -English, mathematics, social
sthences, science, languages, physiasl education, industrial
arts, and art. . ~

LY

assistant principal in chatge, who in turn reported to the
prinapal. In addition, there were mere than 50 different
service, support, administrative, and staff/comrunity-
relations functions—ranging from the ‘dean-to the
cafetena, to health services, to union relations, to public
relations, to curriculum administration, to the library. All
_-were responsible to and reported directly to the principal.
.~ There may have been some delegation of these respon-
/ _mate decisions were madeat the principal's level. Similarly
such guidance-related functions as psychological services
and employment counseling reported directly to the prin-*
cipal, not through the assibtant prindipal-guidance
A4

Remembenng that the prihcipal in turn was responsible to
. the central school administration through a chain of
command starting with the high school office for Man-

- f

~ Teachers~in the various de;%;t_ment%’ reported to the -

el T, . . —~

hattan, thence to the city-wide Office of High Schools, and
from there to the Chagcellor and the Board of Education
itself, the kaleidescopic nature of in-school responsibilities
.under his direat control would seem overwhelming and
unmanageable. On the other hand, since direct respon-
sibility for the critical area of teacher petformance in the
clisstoom was vested in the assistant principals-super¥
vision, it might be argued that the ptincipal was free to
maintain direct supervision over the school’s more
peripheral functions. . . ’

But the fact is that, for administrative and other reasons,
the school was not functioning. It was, in Deutchman's
own words, "“a school deteriorating before our eyes.”"Tt
was to deal with that reality that the mini-school project,
was inaugurated in 1971. The broad intent of the project
was to individualize and humanize the educational process
and make it more Televant and effective for the student

sibilities to the assistant principal-ddministration, but'ulti- - clientele. \\

To do so, the project called for the creation of small,
autonomous teaching units—the mini-schools—each with
Jts_own programmatic theme, coordinator, guidance
wounselfor, and s‘treetw:orkers. The mini-schools were to be

small enough to give their students a sense of place and

identity. ‘ Closer relationships between students and
teachers were to be encouraged. There was to be an inter-

1]
v .
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dxsclphnary
curriculums were to be devised to meet these objectives.
Obviously, the new school structure would be more
complex than the old. A new and more efficient manager-
ial structure would be required.

But the start of the project brought little change in the
managerial structure. Ten assistant principals, eight of
them still retaining authority over teachers in their subject
areas, continued to report to the principal. And the prin-
‘dipal still dealt directly with the full range of penpheral
functions and services, the number of which had been in-
creased by new relationships with the New York Urban
Coalition, with the streetworker component, with business
loanees, and with corporations that supported a number
of thenew mlm-schools

To complicate matters, creation of the mini-school com-
plex added a new element —the cédrdinators of 14 mini-
schools —to thetnanagerial structure. And, under the table
of organizatioq then in force, all 14 reported directly to the
principal and not through the assistant principals. The
“only concession of the new school structure was a restate-
ment of the duties of the assistant principals-supervision.

While they would continue to be responsible for course
contenit and supervision of insiruction in their subject

»

’

team approach to instruction. Ana new

~

-
o
oy ’

areas, the supervisory APs also were to encourage cur-
riculum revision, adaptations, and development of inno-
vative and experimental methodology which will be.made

possible through the new type of structure.” And they
were to “encourage, ‘to an even greater degree than here-
tofore, experimentation, innovation, and flexibility of
approach and method.”

“It is further recognized,” the statement continued, “that
there are many procedures which can be utilized other
than—and in addition to—the previously followed tra-
ditional course sequences (in order) to build and develop
the desired skllls, knowledges (sic), attitudes, )and
o,utcomes.

All of this meant a dual and conflicting chain of command
at Haaren. Teachers were forced to march to the tune of
two different drummers—the subject-oriented assistant
principal and the mini-school coordinator, who pre-

. sumably was encouraging an interdisciplinary approach to

instruction. Meanwhile, both the assistant principals and
the coordinators were reporting dnrectly tothe apal, a
situation that could not heip but muddyﬂecision-
making waters. '

More serious, in terms of project objectives, the
managerial structure meant that the new mini-schools

.

. ]
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lacked any real autonomy and as a result, the sogf of
individual 1dentity planned for them. In general, students
did not 1dentrfy with their mini-schools or with the mini-
school staffs. Confusion and administrative short circuits
were the order of the day. No ong, especially the assistant
principals and the mini-school coordinators, had a clear
picture of his role, responsibilitie§, and functions.

The fact that the APs and the coordinators had
overlapping responsibilities led inevitably to «onflict
between the two groups. The confusion and the conflicts
remained unresolved until December, when Deutchman
and a Coalition-organized business advisory committee

began a series of meetings aimed at finding a solution.
rd \ - ’

The meetings, which consumed many after-school houré‘ -

and much pulling and hauling between the committee, *
Deutchman, Board of Education officials, and the Coali- -
tion, led ultimately to the Holiday Inn management con-
. férence described edtlier in this chapter and to adoption of
a new structure under which

" scho

subject- matter teacbers.-

By spring, it was obvious that the new structure-—-known
as "Plan A”"—was a failure. The Coalltlon which mean-"

83 . .

while had developed a threelyear master plan covering its
involvement in the project, met with Board of-Education
officials to urge adoption of a master plan for Haargn and

to suggest that a management director’s position be
established at the school.

Ky

Ultimately, the Coalition master plan was adapted to
Haaren’s needs and viewpoints and adopted. A new
managenal structure, under which the assistant principals’
role was better defined to separate line and staff functions, "
was established. And it was agreed that a management
director, to be nominated by the Coalition, would be
appointed. ' <. .

-

> >
The new administrative structure]’ which ended all traces' .

of the old departmental system, represented an improve-
Iﬁent over the old. The lines of respﬁﬂsxbxllty were clearer:

2 thg coordirators of two mini-schools reported to each of

”fhe assistant principals supervision, who in tyrn reported
to the principal. But, in part because not all of the agsist-
.ant principals are happy with the dzsappearance of ~‘*he
subject-rhatter departments, where in’ fairness they had
built their careers; problems of the administrative structure
still are not totally resolved. In fact, some of the APs feel
that their inability to supervise teachers directly in their
disciplines has had a detrimental rather than a po‘mve
effect onthe school. ~

- 4 . R
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On the other hand, appointment of a management director’
clearly has had a positive impact: "His presence, as
exgected has made it possible for the principal toShed

_many of hts concerns with administrative detail and focus ‘

more attention on the ¥chool's_educational progmms.
Establishment of the Management Dgeelopment Office
(MDO), under the management dir control, has
provided a vehicle for the more effective tilization of
business loanees. See “Focus. Business Involvement” later
in this chapter. And the:eMDO has been able to undertake a
number of management and systems studies—most signift
cantly a full-scale inventory of the school’s resources—that
very likely would not have happened in its absence.

As reported earlier, the MDO  initially was ljeaded by a
business loanee— Edward McCormack of the Equjtable
Life Assurance Society —who wor(ed with Jeff Zgfowin,
executive assistant to the principal. McCo k was
instrumental in setting up the office and giving,it/direction.
And he was astute enough to recogmze that, since he was

an “outsider” in an educational institution, MDO reports

and suggestions to ther school units should go out over
Zerowin's signature. This meant that, almost from the
outset, the MDO enjoyed a level of staff acceptance that
otherwise would have been lacking.

Zerowin succeeded McCormack as management director

<

-
when the latters one-year tour at Haaren came to an end,

A few months later, Zerc‘)‘wm was promoted to.assistant

principal in charge of management, development, and
planning, a development that greatly enhanced thejoffice’s
status in the schqol and the potential for continded staff
acceptance of its role. As Zerowin himself concedes, more
time will be required before the full impact of the new
office is felt in all areas of school operations. But, from all
testimony, the MDO clearly represents a major step in the
nght irection.

Asimilar concluswn is indicated in the case of the Haaren
Planning Group (HPG), the makeup of which is described
earlier in this cﬁapter Organized primarily as a vehicle for
the mtroductlon and .evaluation of program proposals
originating both from within the school and from outside

agencies like the Coalition, the HPG provides,the potential

for continuous planning and for continuing evaluation of
the school's programs. (See-handbook section of this
book.) For a description of HPG operations, see the
accompanying “idea to implementation” flow chart.

The restructurjing of Haaren’s management j&stén}s
involved adoption of industrial management principles

and techniques and their adaptation to the needs of an-

educational institution. Stress needs fo be placed on the

word “adaptgtiorw not in business to produce
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the measurable kinds of returns indicated by industrial
profit and loss statements or income to investment ratios.
The product of a school must be expressed in human
- terms—educated graduates, productive and emotionally
adjysted citizbns, The “returns” are difficult to quantify.

At the same time, the légic behind industrial mafiagement
techniques can have a place in the educational scheme of
things, The Haaren experience indicatés that a major short-
coming in the schools is a lack of clear objectives. It is all
well and good to argue that the objective is simply to pro-
duce an educated citizenry. But, given the failure to
achieve that objective witli any consistency, it is obvious
that generalizations are not enough. There is need to
establish more specific and detailed objectives that come to

grips with the causes of failure, both in the schools and in,

their students.

£

-

In other words, the schools need to take a leaf out of the
industrial-management book and institute w_hat the
management specialists call “management by objectives ”
They mrust developa clear understanding of their problems
and of the steps required to resolve them, then organize
and manage themselves accordingly. *

It cannot be cdlaimed that Hadren High School today is a

lwell-,rha*n'aged school. Muth more needs to be

\EK‘[

C o

accomplished in restructuring and refining its management
systems. But progress has been made and, as Assistant
Principal Zerowin put it, administrators and teachers alike
have come to recognize the hazards of “crisis management”
and have learned “to stop and think for-a second”,before
adopting new programs or procedures. .

Outside assistance has been an important factor in the new
management picture at Haaren, Early in the project, -the
business advisory committee, in a marathon series ‘of con-
ferences with Principal Deutchman, argued for changes in

_the role of assistant principals, changes that were at least

partially implementéd. The staff of the Urban Coalition’s
Education Program played a continuing role ir: the effort
to testructure the school. And, through the Coalition, the

business loanees and the school’s first management

tributions. And, again ginder Coalition auspices, the part-
time services-of management consultant Cyril Tyson were
available to the school over a’‘period of, two years. s .

But- the process of outside involvement was not an easy

one. Relationships between the business advisory com-

mttee and Deutchman were £4r frori smooth, to the point
that the principal is said to have felt the corporate
“experts’” were trying to “push him around.” Similarly, the

Coalition staff wa regarded with some suspicion in the’

y
-a . K . .« . » .

-director, Edward McCormack, made important con-
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‘school and, in th view of some teachers and
administrators, was'both naive and arbitrary in some of its

‘efforts to bring about changes in the school.

As Deutchman sees xt there were personality problems on
both sides. There were occasions, the principal said, when

* he felt that Louis McCagg, Education Program director,
“was trying to push me.” “We had a nymber of disagree-
ments ‘about things he proposed but that I didn't think
were wise or feasible at the time.”

.

The problem ultimately caused the Coalition, with the help
of Cyril Tyson, to re-examine its role in the project. Out of
the re-examination came a new poture for the Coalition
staff, one that was better attuned tu the politics and gr:acti~ *
calities facing an outside ‘inle’rv enor* ina school sjtwation.
From then on, all Coalition efforts at ren were
"« channeled through® the school's own j
Haaren Planning Group, the Mana
Office, and the Professwnal Serv:

Significantly, maximum e,ffedweness of the business
loanees at Haaren wds pot achieved until they were for-
mally mcorporated into the MDO. And the early effective-
ness of the MDO 'itself was due in significant part to Ed
MeCormack’s decision, as an outsider, to keep a low .
profile and channel the office’s reports and ‘proposals

“4
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througljns:der Jeff Zerowm

Taken together, .Haaren's experxences in reforming its
management structure and systems suggest a number of
important lessons for both educators involved in reform
and for outside agencxes trying to.h¢lp them. First, and
perhaps most important, machinery should be established
for the orderly and systematic handling of proposals far
change, whether generated within the school or outside, by

- -

an agency of the school. !

.

Second, many of those involved in the Haaren project
have concluded that school administrators, particularly in
a school as large and as complex as Haaren, should have

formal training in modern management techmques Some ..

would go as far as to recommend a year or two in manage-
ment programs, preferably tailored, to educational real-
ities, at an institution lxke the Harvard Graduate School of
Business.

a

Finally, there are some among the teaching staff at Haaren

. who feel that no outsiders— such as the Education Program

staff —should attempt to intervene in a school situation
" like that at Haaren without first hgving two or three years’
teachmg experience in a school with similar conditions,
‘problems, and political realities,

r — “
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The Physical Environment

Haaren High School, built 1n 1903, is cut out of the typical
mold for urban schools of its era, a mold, incidentally, that
was not to b& broken until the late 19505 and still is
reflected in the design of many new inner-city schools. The
six-story structure, its exterior designed in an ornate,
Dutch Renaissance style and its interior reflecting now-

" obsolete educational thinking, as it stands represents an

obstacle to the success of the mini-school project.

. Haaren was bult around the concept of the self-contained

classroom, 1n which a teacher of, let’s say, English, spent

most of the day in the same classroom while students .

shuttled from classroom to classroom at the summons of a
bell. The pattern, know as the “egg crat¢” to modern
educational planners, tended to lock the educatidnal
program into a fixed pattern—to the extent that student
desks for many years were bolted to the floor in rigid ahd
unyielding rows. -
The building was not only educat;onally obsolete but, be-
cause of its age and other factors, had been slated for

.abandonment in the late 1940s, But enrollment trends and

other priorities ruled out its closing and Haaren obviously

; stnll is very much in busnne§s ‘

It was in this physncal envnronment that, in September

,*

: ) {
1971;,ihé mini-school project was inaugurated. A key ele-
ment in the project was theallocation to each of the 14 new
mini-schools its own, identifiable area of the school build-
ing— in effect, its own “turf.” Within that area, each mini-
school was to have a student lounge, a move that would

" help students identify with their mini-schools. And the

semi-autonomous nature of mini-school administration
suggested that each have office space for coordinators,
guidance personnel, and the téaching faculty.

- Typical of schools of the egg-érate pattern, Haaren has .- l

large, double-loaded corridors that eat up considerable
building space. Under the mini-school organization, stu-
dent circulation through the building “was drastically
reduced. The large corridors no longer were needed and,
hopefully, a significant share of corridor aréa could be
converted to instructional and other uses. By the same
token, box-like, inflexible classroom’ spaces " provided
under the egg-crate plan did not accommodate the variable -
student groupings called for ugder the mini-scheol pro-
ject’s team and interdisciplinary approach to instruction.

Minor renovation to accommodate the project was carried
out during the summer prior to its inception but was far
too limited in scope to provide a sultable environfnent for
. the mini-schools. This much wa$- ‘recognized early in the -
“‘game by Chuck Dickinson, then the Urban Coalition’s

' ’EKC - '
rllurnmtunmc - - A .
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‘ I'ialson at

Haaren. Dickinson, as reported earlier,
encourdged all of the minitschools.to think out their space

needs and come up with plans for,renovation to meet .

them. He won support and encouragement from August
.Gold, head of the Board of Education’s School Planning
and Research Division. He involved the architectural firm
of Max Urbahn Associatesin the effort. And he-secured the
interest, advice, and later financial support.from Educa-
tional Facilities Laboratories (EFL), a Ford Foundatnon-

, supported agency devoted to improved plannmg for

ed‘ucatlonal buxldmgs and facxlmes

The result was a two-year effort to develop pi#s for two
specific mini-schools, a basic skills minisschool and a
-vocational mini-school. The first year’s effori was devoted
to the development of prelxmmax‘y plans by*a team includ-
ing faculty, students, ahd architects. Durihg year two, the
preliminary plans were turned over to the participants of a
design seminar—including many of the original student
and faculty team—at the'Parsons School of Design. The
seminar produced final- plasis for the mini-schools which

were submitted to Gold's office 'and won a $1 million-

commitment in constructlon funds.’ -

As reported earlier, construction has yet to begm But the
planning effort was in itself an important contribution. For
one thing, it demonstrated that studehts and teachers can

Q . . .

.

R - - '

’

.. ' ya
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be effectively involved in planning the physical environ-

“ment in which they will work. It demonstrated that diverse '
. resources— the public and private sectors, universities, and

foundations—can be brought to bear in orchestrated
fashion on the planning effort. And it produced a proto-
type for other,schools that may wish to renovate space to
accommodate mini-school-type programs.

——— .

Finally, as a practical matter, it demonstrated that the
Haaren buildihg lent itself to radical interior “surgery” to
accommodate new functions and programs. The renova~
tion of schools of Haaren’s vintage is not a tew approach;

its feasibility has been dempnstrated in scores of prolects
across the United States.! But a reality facing each renova- "
‘tion project is the need to establish that physical rearrange-

ments are structurally feasible, that renovation does noi
involve inordinate -costs, .and that it can be carried out

within the constraints of existing building and fire codes.

While far f;'om unique, the l:{aaren planning progess is one
that well could be followed by other schools contemplating

renovation. The process started with a painstaking effort -

to define the.goals of the mini-schools on three major -

areas—educational, administrative, , and social-emo-

tional —and 4from- them to' develop general space
requxremenf( T,
.9\6 o : 85 .
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The requirements then\wgre translated mto specific space
allocation’s for such functions as lounges, circulation,
offices, small- and large—groufi instructional areas, work-
shops and’ laboratories, independent study areas, and
storage. Finally, w1th thesarchifects involved, the space
allocations were translated into schematxc'plans

As the accompanying drawings mdxc.ate the sc.hemghc.s
for the basic skills mini-school-emerged as an’ open-plan
design, calling for extensive demolifion of existing walls in
a fifth-floor wing of the school. And the vocational mini-
school was to occupy hitherto-tinused basement space
ad;aant to the school's largg auditorium.

It is sxgmhcant to note that the resul's of the first-year
planning effort were almost totally reworked in the course
of the Parsons design seminar, conducted during the spring
of 1973 and attended by sevEn teachers; two streetworkers,
. and six students from Haaren. Wheré the year‘one effort
focused on the problems of utnh;}ng furniture and equip-
ment to define and‘orgamze axi"open~space environment,
the wOrkshop focused more “tlosely.on the relationship
between physical environnient and social interaction and
. the impact of that relationship on education. The new
. * focus led to a reconsxderatlon of the schematic design 1n
‘ terms of the original program of requirements and to
* revisidns that are reflected in the accompanying schematic

N % g
) v
sketches and form the basis for the school’s proposal to the |
Board of Educ\gtion for<onstruction funds. .

’

Meanwhile, the Haaren project not only offers a prototype -
for other renovation projects but has had an impact on
futtire high school construction in New Yprk City. August
Gold, whose office has redponsibility for the educational
planning behind all new public school construction in the
city, has decveed, largely onthe basis of his exposure to the
Haaren project, that all new high schools built by the city
will include “some sort of mini-school facilities.”

-
A L3
-

" Educational Facilities Laboratories has supporlgd many such
renovation projects either directly or through its New Life for .
Old Schools” project 1n Chicago. For a list of pertinent publica- '
tions and their prices, write to Educational Facilities Labor-
atories, 477 Madison Avenue, New York, New York 10022.

* See xm-%chool News, Val. 3, No. 7, November/December
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Business Involvement

The phenomenon of business involvément in the public
schools was not new when the Haaren mini-school project
got under way in 1971. Prompted largely by’ the urban
unrest of the 1960’s and by difficulties in recruiting qual:
ified inner~ity residents to man their offices and produc-
tion lines, many large corporations had committed them-
selves to attempts to resolve educational and other
. pressing ufb§n_ problems. o

. i,g

“In New York at least, the early corporate efforts.were
aimed at the support of alternatives to the public schools
like the Urban League’s street academies. Later on, .as
reported in Chapter Two, many corporae supporters grew
disenchanted with the academies, primarily because it was
felt they were mismanaged and were having little or no

)m'pacl ‘on the established school system. Accordingly,

 respon: jbter corporate executives began to seek ways to tie
'the stryet aldemy concept into the existing schools.

The search resulted in establishment of the McGraw-Hill
Street Academy, with its ties to Haarer® and later in cor-
porate support of such project$ as Harambee Prep and
Wingate Prep, both atached to existing high schools. And
ultimately it led to active corporate involvement, with
Haaren and its mini-school complex and the inclusion of

+

A
business involvement as one,of the fivé basic components
of the Haaren project.

With such involvement an inslitutgnalized part of its, pro-
gram, Haaren in effect became a laboratory in which to
test different approaches to corpdrate support and to
determine which produced the greatest retums[or, histor- |
ically, corporate involvement in the schoals had taken a
variety of forms, including: ’

e Outright budgetary support, in the case of the early
. street academies, for totat school programs.

e Finanaial support.of experimgntal programs within a
school, - .

o Gifts of equipment and supplies. .

_ e Partnerships under which corporations supported spe-
cafic school programs . related to their areas of
interest—e.g.: Mobil Oil's support of an automotive mini-
school at Haaren. | )

e Loans of specialized personnel to help in developing’
and operating specific schoo] programs.

e Loans of managerial personnel to help solve.a school’s
management problems. .

o Financial, technical, and managerial support for inna-
vative programs through such change agencies as the New !
York Urban Coalition and the Economic Development’
Council. '

T
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By the time the Haaren project came along, most of the
involved corporations had shied away from direct
-budgetary support and from gifts of equipment. Such
assistance, they reasoned, had little impact on a school’s
basic problems. Little was accomplished when a school
administrator approached a torporation with a “shopping
list” ‘requesting such hardware as typewriters, furniture,
television sets, or computers and with no clearly defined
program for resolving hisschool’s problems. .

Gifts of specialized equipment were not ruled out in
partnership situations such as Mobil's automotive
program. But, by and large, the corporations were seeking
ways to deal with the basic educational problems in the
schools. They no lorﬁér were interested in a role as therich
uncle ready to pour money and équipment into the schools
without regard for the teturn—in improved educational
;)erform'ance—on their investmen‘t. . "
Accordingly, the business involvement component at
Haaren essentially fell into three categories: general
support of the project through the Urban Coalition, con-

. tinuing partnerships on the Mobil pattern, and the intro-

duction of business loanees. .

Support of the Coalition's Education Program continues,
but at a somewhat reduced rate. And, ascof the end of the

-103, S

1973-74 school year and the Coalition’s withdrawal from
‘the project, that support ceased to have a direct impact at
Haaren. Similarly, business loanees, who had been
assigried under Coalition audpices, no longer are part of
the Haaren scene. Only the Mobil-type partnerships

.

remain.

. .
But, mea%while, much has been learned. Business, it

turned out, made its most important contribution at
Haaren in the areas of planning, organization, and
management, first through the business advisory group,
then ‘through 'the -services of Equitable Lif¢s Ed
McCormack as theschools first management director, and

finally through the Coalition-generated consulting services.

of Cyril Tyson and, to a more limited extent, Joseph
OConnell. (See “Focus: Planning, Organization, ahd
Management” earlier in this chapter.)

As was seen earlier, such involvement was not without
strain and, at times, conflict. But the end result was that
both partigs—the insidérs on the school staff 4nd the out-
siders froj‘ industry and the Coalition—found ways. to
bring outside expertise and assistance inta the school
through the school's own administrative machinery. In the
process, the outside contributions gained legitimacy and
acceptance by the school staff and conflict generally was
avoided. . '

. .
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The business loanees at Haaren represent an important
case in point. During the project’s first year, the loanees
occupied a separate office and, while they consulted with
the pnncipal on school needs and their efforts to help meet
those needs, they essentlally operated outside the school's
regular administrative structuré. As a result, according to

" some’ observers, they lacked visibility and thus any real

appreciation of their Contributions on the part of the staff.

At the same time, their efforts tended to fall into the,

“shopping list” category. Much of their time was spent in
seeking corporate help in acquiring équipment og assist-
ance for specrflc school projects or programs .

The picture changed somewhat with the establishment, at
the outset of year two, of the new Management Develop-
ment Office. The loanees gradually were involved in MDO

projects, such as studies of school security, and spent less”
time in soliciting corporate contributions and support. The -

following year, a new team of loanees was formally
integrated into the MDO and, primarily for that reason,
weresin a position to make more significant contributions
to the school than had their equally capable predecessors.

The lessons for educators seeking corporate support
should be clear. Business is not interested in rescuing the
educational system from its financial problems through
grants of money or gifts of equipment (or, for that matter,

RIC -~ 4
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in any other form of indirect taxation), Nor does it have
the resources to do so. But business, out of its own self-
interest, is wnllmg to do what it can to help the schools
operate more éfficiently and produce a better-educated and
more responsible citizen who will contribute both to the
pool of employable talent and to a more stable urban
commumty ‘

kinds of support that business is ready and wnllmg ofpro-

wvide. And, once such assistance is made available, care

should be taken to create appropriate in-school machinefy
to insure that the corporate input is regarded as a legiti-
mate contribution to the school and its operations and not
as an intrusion or interference on the part of outsnders from
the corporate world.

+ »’

Streetworkers

The"%t eptworker, when the Haaren mini-school project

was mﬁfated in 1971, was a relatively new and unfamiliar

figure on the American edﬁcational scene. His origins

traced back less than ten years to the start of the street

academy program in Harlem in 1965. And it was not until

1968, when the McGraw Hill Street. Academy was set up
4
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with formal ties to Haaren High School that streetworkers

became part of the established school system in New York.

s

_ Furthermore, the stregtworkers who were to become a i

" major component in the Haaren project, ‘were handed a
substantially different role than .that of their street-
academy predecessors. The early streetworkers lived up tq
their name in every respect: their time was spent in the
streets, seeking out schoo] dropouts and, ,employing

. methods ranging from persuasion\to ca]olery to outnght

bullymg, attempted to lure them .into the street academies
to resume their educatlons

Yo

In coptrast, the streetworkers at Haaren spent] most of
their working day in school. Some time is spent _in ¢he
streets checkin g‘the school neighborhood for truants and
cutters. And; particularly« during holiday periods,
occasional visits are made to the homesgnd neighbor-
hoods of truants and other problem students, In addition,
the streetworkers frequently’ refer students td health, drug
prevention, and other agencies for help in solving their
problems s \\(

But, desplte all this, the Haaren streetworker shll spends
by far the greatér proportion of his time i the bul]dmg,

situation with which he is not entirely happy. Many of
those interviewed felt that fime could be spent, rhore

N W N .
a » X -

’"

school should have at least twoifreetworkers, rather than
the one which is the current norm. Wndj two streetworkers
assigned, ‘they pointed out, one could handle in-school
problems while thé other was in the streets dealing with
student problems from that vantage point. .
" Although the ﬁr&tworker idea” was "advocated” by
whites like Harold Oostdyk, who ‘adapted it from "their
experience -in religious youth work, most of its’
practitioners today are minority- group ‘members.”. At-
Haaren, fdr example, the recruitment process involved’
*Blacks, Puerto Ricins, whites, and even a number of
"women. But the 15 finally selected were male and either
Black or Puerto Rican. There was no attempt to exclude
whites or women, but the school’s selection committee felt
“ that those selected appeared best qualified to function in
the streetworker role.

_ The criteria for selection included related experience in

such-fields as athletic coaching, recreatianal work, and job
or drug counseling; the ability to relate to young people
from minority and/or poverty backgrounds and, at the
sametime, the ability to work with the teaching staff and
othet school personnel. Leadership qualities ranked high
in the equation. And it was deemed important that stu-
dents be exposed to a strong, male mage from their own
ethnic groups,” a consideration’ that may have welghed

profxtably in the streets. Most argued that each mini- -s,\gamst female candidates in the selechon process.

<
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Once selected, the streetworkers went thrOugh the sum-
" mer traming programs described earlier in this chapter
and, n September; took over their new responsibilities.
These included:

e Acting as counselor or “big brother” to the students,
helping them with the full range of non-academic problems
(academic problems are the function of the guidanée
counselors)—health, legal,’ behavioral, drug-related,
employment, housing—encountered by inner-city youth.

e Acting as liaison or'interpreter between minority and
poverty background students ‘and thexr mxddle—class
teachers. . -

e Helping to maintain discipline in the student lounges,
cafeteria, mini-school areas, and hallways. In that role, the
streetworkers ]dad\r{:t act as secunlxgz_ﬂrsonnel did not
regard themselves as such, _andfelt® ™o do so, would
undermine their abilityTn the eyes of the students.

, & Communicating with the parents of student dropouts,
truants,and cutters.

o Referring students with problems to appropgte
mumcxgr}al or private agencies.

e Assistance in the organization of student field, trips,
athletic;and recreatjonal events and other non-classroom
) acthtnes

To offer a more speafic plcture of .the streetworker

[mc',

function, the follomng is a "log” of Haaren streetworker
activities for the four-month period from September 1972
through January 1973: ) I

e To deal with chronic truants and cutters, conducted
1018 studeénts interviews, sent out 492 letters to parents,
made 1313 phone calls to parents, and conducted 533
home visits. .

e Maintained .records 1nd1catmg referrals, interviews,
and other actions in dealing with student problems.

.o In 20 cases acted as intermediaries for students at

suspenuon,heanngs . ! .
e Persuaded a number of potential dropouts to stay in
school. A -
e Assisted students in contacting ~their guidance

counselors and grade advisors.

e Handled student dxsruptxons in hallways,: lounges
and classrooms. .

e Handled housing problems for29 students.

° Helped 62*students obtainjobs.

o Helped in attempts to organize a viable® Haaren -
parents’ group. ’ N

e Helped organize student governments for the mini-
schools.

e Contacted a grand total of 37 agencies to obtain help
for 249 students. The scope of these activities may be
indicated by a partlal listing of the contacted agencies:
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Hedlth~r'eldted Roosevelt Hospxtal " City College
Mental Hygiene Program, Lower West. Side Health Clinic,
Bellevue Hospxtal Dental Cl‘mxc Brooklyn Jewish Hos
4 pltal h N

Drug-relc\ted-—meoln Center Antx D‘rugProgram Bay:.

view Narcotics Rehabxlltatxon Center, Phoenix House.

Employment —New York ‘State Employment Service,
Opportunities Industrial Center, United Jewish Appeal,
Job Corps,* Vodanonal ,Foundatxon Manpower Jo s for
Youth. . .

Higher Educatxon Hunter and Brooklyn Colleges,
Columbia and Fordham Universities. *

.

Welfare—New York Clty Department of Social
.Services’ .

Legal-f-Legal Aid Society, M.E.N .D,.,‘M.F.Y."Légal Ser-
vices, U.S. Bureau of Immigration, Legal Probe.

Housing—West Side Crisis Unit, Emergency Shelter,
Inc., Waverly Center, Children’s Shelter”

Clearly, l-laaren s streetworkers play an“active and crmcal
part.in dealing with students ‘and: their problems. But, as
* they seeit, thelr impact'could be even greater. Attendance,
they claims is highest where teachers involye the street-
workers In classroom activities. But such mvolvement is
rare, theyreport, primarily because most teachers. do not
- regard” stieetworkers. as prof'essxonals and do not want
them in, the classroom. The prevallmg faculty attitude,
aacordmg to the streetworkers, is. “If theré's a problem,

« Il'send foryou.” . ) . ' ‘

Ideally, asthe street‘wor’l%\rs see it, all streetworkers should
" have had classroom teaching expenence to function more,
> effectively as streetworkers. Conversely, they argue tha
all teachers should have streetwork experience in order to
better understand -and communicate thh then; students. *
Food forthought . -
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As Haaren High School prepated to enter its fourth year-as a
mini-school camplex, it was apparent that alternative forms of
., &ducation had geased to be ‘mere experiments and had become an
acceptéd part of the operations of many school systéms across
the nation. In New York City aléne, it was possible to identify ab
least S0 mifii-school operations as well.2s a dozen or more pro-
" Bramos involving “other approaches to alternative .education. .
And, nationwide, the National, Consortium for Options in,
Public Edugation reported that the numbegr of alternative schools
or programs idenfified in the 1973-74 schoal year—575—was
nearly 25'per cent greater than the total for 1972-73. _ .

. -~

The* possible variety in altemnative schooling, géq be illust;a‘te,d .
" by a sampling of the pi'o_gfams already: in being in New York
-City In additicn.ta Wingate and Harambee Preps, there were at
least 30 satellite mini-schools in operation in the city during the
1973-74 school year and séveral new satellites, were in the
planning stages. Two new high schiools—]John Dewey in Brook-
lyn .and August Martin in Queens—had -been- planngd from
scratch around innovative alternative . programs. ‘August ,. "+
“Martif, for example, emerked from a_cooperative community =,
and schioo] systems planping process with an aerospace-centered, .

. ’
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_program. High schools throughout .the city, h'adlgt.t'xa,ents‘:en'-'l c
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rolled in th Bdﬁrd of Edncatxons Co-op program, in
which student s alternate terms between school and work.
Similarly, undes an, executive internship program, city

.high school students were splitting their time between for-
- mal schooling and internship$ in city agencies. A number. "

of satellite academies weré offering Heajth sgrvices pro-
grams in cooperation with hospitals and medical centers in
the city. And at least one elementary schoql - Community
School 129 in the Bronx — acting on itsydwn initiative' has
converted into a complex of smtill sub-schools

Perhaps the most gasuc of New York's alternative pro-
grams was City-aS<School, 1n effect an urban "school-
without-walls.
licized Parkway School, City-as-School, has no physical
facithties-other than 4 central office and counseling complex
at a Board of Education building downtown Brooklyn.
The school's’ 200-odd. students attend “classes” in such
diverse locations as the Bronx Zoo, the/Richmoundtown
Restoration on Staten Island, a congressman’s of‘hggand

"the Federal Traée Commxssxon s New York office

v

suggest that alternative prugramsae available in Nevw
Yotk for all students who Jdesire them and might benehkby

"ythem. Trevor Cushman, who recently conducted an iri-,

depth study of wthe city’s high schools for the Chancellor’s

v

Patterned after Philadelphia’s widely pub-

-

v
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Center for Planning at the Board of Education, suggests
that it is “very misleading” dn the Board’s part to equate
the existence of the alternative programs now in beingwith -
the real changes needed in the'system. Cushman, ~fom1erly
on the staff of the Fund for the City of New York, argues
that, while “the total market for alternatives is énormous,
very few kids really have an option.”

On the other hand, much has happened in the last few )
years. Arid, while 1t cannot yet be described”as an unmiti-

~ gated success, the Haaren project stands .as evidence that

radical surgery can work in the system. For Haaren will

continue to operate as a mini-school complex, at Teast for

the foreseeable future. The project has the support of the

principal and a solid majority of the staff. And no one.
interviewed in preparation of this book, including-some

teachers whose attitude rhust~be described as critical or

lukewarm, advocated that the concept be abandoned in,
favor of a return to traditional educational patterns.

There will be changes and adjustments as the project pro-
ceeds. Principal Deutchman suggests that there may be

Despite all this df-“‘”ty, it would be premature at besbt. ... additional changes in the role and functions of his assist-

ant prinapals during the years ahead. Consideration is

being given to the possibility of phasing out dnother of the

rojedt’s less effective mlm-schools And, in an effort to

offset the loss ‘of the old sublect matter- onehted flepart
1] *
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mental structure, regular conferenc® "of subject matter
specialists will be instituted.

The changes, according to Deutchman, are part of what he
says from the outset has been “a flexible approach--one
that I am proud of.” The staff, he added, has “constantly
been analyzmg our situation, our progress, and problems”
and in an “aggressive and alert” fashion, has suggested and
1mplemented approprlate changes and ad,ustments in the
school’s ofganization and pregram. .
Change also will occur in the Urban Coalition s involve-
ment in the process of school change. As was seert 1n
Chapter Four, 1973- 74 marked the final year of. direct ,
- Coalition involvemerit in the Haaren project, although, -

. accordmg to Lynn Gray, Haaren will continue to enmoy an

“open opportunity” ta make proposals to the Coalition for
new types of assistance when and if the need becomes

apparent, : .

Meanwhxle, Haaren's rpodel for the mini-school compleX

has attractedmtteﬁtlon among school administrators else-
where in'thggity. At least nine schools—all at the inter-
mediate or junjor high school Jevel - have approached the
Urban Coa{mon with requests that it help them with the
process of +totally restructuring” their organizatiotis and
programs In response the Coalition Jaid plans for a

'[Kc'

IText Providad by ERIC.

research project to start in the summer of 1974, under
which one of the four, Intermediate School 162 in.the "
Bronx, will be,developed as a “pilot process model school.”

The project, conducted in cooperation with the School of
Education of."the City College of New York, is expected to= -
generate axrenewal process and mechanism for the -
developme of an efficient, manageable means by which -
to develop‘and extend mini- sohools and mini-school com-
plexes.” It- js supported by a three-year grant from,¢he
National Insutute of Education.

The pro,ect is being conducted in cooperation with the
Board ofrEd tcation’s Division ‘of Planning and Support,
headed by D:l E(’the Gaines.” This recently orgamzedJ '
- divisjon fbr e first time in the city’s history provideda °
central coordmatmg strtcture at school board head-
quarters fdr all experimental programs in the system. s

The Coalm(urz and the Board's Learning Gooperative (part
of Dr. Gaines” office) are cooperating in the_establishment
of a program that promises to have a mgre widespread
"impact on the development- of mini- -schools and mini-
school complexes in the city school systems. The program,
called the Training Cepter and located at the Urban Coali-
tion offices, is specifically designed to assist the staffs of
schools whxcUave developed or are developing new _
organizational and managerial patterrs along mini-school
lmes

- . o
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The center will help schoo! staffs in the process of setting
obj'ecuves and in the management and organization of
their new programs. Aid will be provided in curriculum
development the design of new physical. facilities to house
the new programs,.and the utilization of new resources.
. And, in a third major area, th Trammg Genter will assist
in the development of leadershi skills, improved inter-
.personal relationships, and the evaluation process.
Suppdrt will be provided'to schools indicating an interest
in renewal to help.them plan for renewal and in retraining
" their personnel to handle new program

Involvement of any one school in the Training Center
sequence will be a two-year process, opening with a con-
sultation period of from one to six montbhs, during which
the_project will be designed by schodl and Coalition
representatives, after which a formal proposal will be sub-

oy, .outted to the Coalition. Approval of the proposal is

f2)

followed by a pre-operational phase, during which broad
objectives are clearly defined and a precise operational
plan 1s developed. At the same time the school and the
Coalition negotiate over resource allocations, timing, and
the-decision-making process, culminating in an agreement
defining the operational plan for project implementation.

« The project then enters its “ig-service” phase, during whxch

traiqung support, both 1n personnel and resources, is pro-
<

vided for the first full year of operatnons Fmally, thereisa
12-month-long follow-up stage, involving gradual and
complete transfer of responsnbxlmes to the school staff and
development of a final report and evaluation of the
project. : .

The Training Center approach, developed out of the
Urban Coalition’s depth of experience with the early street
-academies, the Wingate and Harambee Prep experiments,
a group of satellite mini-schools, and the Haaren mini-
school complex, provides a mechanism for the hoped-for

* . 'replication of mini-school complexes in schools.across the

aty. And the climate for such replication seems to be
favorable

That is not to suggest that all schools in New York (and -
elsewhere) be converted to rnini-school or other alternative
formats. As suggested earlier, ‘there is and probably will
continue to be a considerable segment of any school
system’s student body that can survive in and ptofit from a
traditional,educational program. What does seem possible
in the long run is that traditional schools will become just
one of a broad series of options open td all students in a
given school system. ) '

In New York, for example, Chancellor Irving Anker has .
proposed a cluster system for elementary schools, under

11t




which each of the four or five schools in a cluster will differ :

in structure and/or_programmatic qmphasisf _Parents,
probably in consultation with guidance counselors, then"
_would have the option of choosing the school they feel best
‘suited to the rieeds of their offspring, " |

Another straw in the wind is a recent and ,unpiblicized
'policy adopted by the Board of Education’s Division of,
*School Planning,and ®search, under which some space
designed to accomodat? alternative t?aching patterns will
b$ built into all new high schools in the city. .

Perhaps more dramatic are a serigs of new projects planned
b New York City Educatiflial Construction Fund, in
which specinl-interest mini-sciioots will be built into new
commercial or residential structures in the city. The Fiind,
a unique, state-chartered agency, is'empowered to float
bonds, build schools, then sell or lease the air rights over
the school for commercial or residefitial development. Pro-
ceeds from the lease or sale, plus an annual fee paid by the

developer in lieu of taxes, are employed to. retire the
bonds. o i

Until recently, Fund projects, while” architecturatly’ of
_ greater inferest than most recent school construction, have
been planned around more or lessnzaditionél educational
" programs. But now, the Fund, i ooperation with the
. Division of School Planning *nd Research, proposes to
Q - . '

build”
apartment structure on ManMattan's Third Avegue. The
Center will be a mini-schog, accommodating 1

an International Language Arts Centersinto a new ’

to 200, -
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students, and will offer pfograms in such rarely taughtks

languages as Modern Greék, Chinese, and Japanese. Close
ties are enVisioned with the nearby United Nations head-

_ quarters and with university language'departments.

. . "3
Another mini-school, specializing in communications, is

s
W
.

i
|

contemplated at a location near the New York Dajly News -~ .*

and another four or five—devoted to such subjects as
small business, home improvement, child care, and elec-
tromechanical repair—are under consideration by the
Division gf School Planning and-Research. .

In short, jn New York City and elsewhere, the movement
toward "alternatives for everyone” ‘seems to be gaining
momentum. But the process is unlikely to be quick and
easy. In New York, the Board of Education ard its top,
administrative personnel are on record as favoring the .
widespread development of alternative programs. But

there-is a majqr reservation, suggested in a'recent state- *

ment by Dr. Seymour P. Lachman, former board presi-

dent: . . ot

-

“I'am of the opinion that educational alternatives should. |

be made available to the greatest extent.possible. These : .
 alternatives usually are more .costly and the limited
~ ~ordt g .
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resources available to the Board of Education often pro—_
hib1t the necessary prohferation of alternativé schools.”

“I hope that more .tunds might be forthcoming from -

foundations as well as trom federal, state, and city funding
sources to_enable the Board of Education to provide the
widest possible-Fange of alternative educatnonal programs
for young peopte in the school system.”

There is little question that, particularly as'it is perceived
by school officials, the funding of new alternative pro-
grangs is a problem. But the Haaren experience suggests
that Dr. Lachman may have been overly concerned ‘with

€ fundingas a problem. When approving the Haaren project

. back in1971, then Chancellor Harvey B. Scribner impased
the requirement that 1t involve no additional expenise to the
Board of Educgtion. While 1t can be argued that resources
provided by and through the Urban Coalitionamgunted to
expenditures over and above the normal school budget, -
.the letter ot Chancellor Scribner's instructions was

foiIEwed with one exception: streetworker salaries, which
¢ 1

taken over by the board begmmng in September

’.
N

The Haaren expernence also sugge?s another problem that,
may tend to slow the proliferadon of alternative pro-
grams: the need to develop new expertise in planning,

nrgamzatlon, and management in the people who

[NC=' _

P
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"involved in the Haa/en project,

. . B '

Y. :
administer the schools. At Haaren, for example, assistant
pnnc:pals who had spent their adininistrative car{ers as
subject area chairman found it difficult to ad]ust toa new
role in which they seived as managers of mini-schools.
Some observers have gone so far as to suggest that, in
order to handle the complexities of what might be called
the new educational management, administrators and

future admlmstrators should spend a year or more at an.

institution like the Harvard School of.Businegs. The bbjec-
tive would not be to duplicate industrial manﬁement tech-
niques but'to develop new and effective approaches to the
planhing and management of large and newly complex
educational-enterprises, * s

Similarly, the spread of altematxve programs will depend
in patt on the sKils"and attitudes of the teachers ip the
system. The new educational programs and techniques
and in other school
reforms, require diffofent capgbilities, including theaﬁn]xty
to manage a less-sjfuctured educational environment, on
the part of the teaghers. .

The resulting /eed" to retram the administrators and
teachers now/in the schools need not, however, gipple
t toward alternative ‘schools. There appears
/?equlred training canndt be




- * tion but, accordmg to George Altomare, |ts vice presrdent §
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development and refinement of mechanisms such as the

Coahtlon s Training Center.

Teacher attitudes pose 3 somewhat’ different
Whjle exceptions to the rule arg legion, teachers
areq;:ot the most venturesome of people and regard change,
_particularly when untried programs are involfed, with
apprehension and suspicion. The problem is cgmplicated
by the growth of teacher umomsm Teachers

governing' their working conditions and fo resist any
reform thatmay seem to thre'a“ten‘them

o AL
In New York, for example, ‘the powerful United Federation
of Teachess has’a formal po’hcy*,favonng alternative educa-

for high schools, “not at the expense of teachers.” The
UFT, in other weyds, is willing to.cooperate in and.even
- enCourage expen

no increase in tegthing loads, no lengthenfng of the work
day, and no watering down of professronal quality”
,through such things as the use of paraprofessionals  in
actual teaching situations.

The union, Altomare said, is willing to make exceptions in
" unusual circumstances. He cites the example 'gf John

« s

’ _Dewey High Schooi where the Board ot Education

ental programs so ‘long as they involve.

,

requested that teathers accept an eight hour day in order to
carry out that school’s experimental new programs, The
normal teacher day is 6 hours and 20 minutes.- The union

- agreed to the propodal with the proviso that the 8-hour day

be mandatory for a period of no more than two years
and that a separate payroll be establishéd %o compensate
"the teachers for the extra-time, thus treating the extra work
as ap additional jobs”

In New York and elsewhere, union resistance shquld not be

an obstacle to reforms, provided the Haaren pattern 1s
followed and teachers and their union representatives are
involved at the outset in the planning process and in the
negotiations gver the nature and consequences of the
préposed re£orm\ . " .

If the climate for extensive introduction Gf'altern atrve pro-
grams seems favorable, speculation aBout which of the
alternative forms will survive and groliferaté, produces
answers that are less clear cut. In New York, at least, the
satellite mini-school attached to an exrstmg high school
currently is the most commonplace of the altematrve
_organizations. But, at this writing, effective mechanisms

“for the sypport of these. schools have not been fully

de‘veloped There is no central machinery for the con-
tinuing evaluatron of such programs, Nor is therg & clear

1 14
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chain of command connecting school headquarters and the
satellite schools; different schools report to different
administrative offices depending on their origins'and the
source of their funding. And the satellites generally exust at

the pleasure of the principal of the parent school. . -

All of this means that the satellites are mn some danger of
failure, either through lack of effettive support from the
top or because the patent-school principal 1s, or becomes, '
unenthusiastic or downnght” unsympathetic to_the min-
school idea. Nevertheless, the Urban Coalition feels they
should survive and for alrhost two years has been working,
with-a group of the satellite mml-schgbls in an effort to
help them develop clearer objectives, Stronger programs,
" .and’closer ties to each other. ®
But, at the moment, it appears that the Haaren- style miri-
school complex en a more assured fuffrre In Haaren’s
case, and in the cases of the schools now requesting help in
adopting.the Haaren model, the decision to refgih educa-
tional programs and the school structure is th “tespon-
sibility of the school principal and his staff., The decision
thus amoynts to a total school commitment to reform
’ Prowdmg that planning and implementation are effective,
itis a step that will be difficult to reverse. And, because it
is a local commltment it is less llkely to be affected by

e

’

changes in l&dershxp at tne d:stnct oz Board of Educatron
levels.

Perhaps more important, the growing interest. in adopting
the mini~school corplex model, at least in New York,
represents a dawning awareness among urban educators
that piecemeal solutions are not enough if their schools are
to meet today's’ c’hallenges. What is needed, they are
beginning to realize, is a total restructuring of the school,
from its curriculum to its organizational patterns to the
ways in which it is managed, all based on sound planning.

.~ Given that new awareness and the continuing efforts of
" individual school principals and staffs, the school system

leadership, and catalytlc«agents like the Urban Coalition
and the business community, it seems likgly that the mini-
schoBl complex not only will survive but well may play a
major rolein the urban education of the future.

-
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The esrucuing o & schol o secommodale new e RESTRUCTURING
z;:z:?;,::z:::;;‘:":::;:z;:‘;:;;: Jegion. To help YOUR SCHOOL::

Succeed and to"avoid the pitfalls along the way, the fol-

lowing is offered as a how-to-do-it guide, based largely on A HAND BOOK
the experience of the New York l!}rban Coalition Education
~_/\Program and, to a lingited extent on what is known about . ¢

experiences with other reform programs.

. In putting together this handbook, the-author and his

Sources do not suggest that they have learned everything > .

there is to be known about the process of s¢hool chang . : B
The answers are not"all in.-’And, just as existing mirfi- -

schools and mini-school complexes continue toyundergo , - :

changes in structure, so will the. processes of effecting
change be altered as expetience produces new knowledge

and msnghts . ‘ ' PART l

The hindbook is designed specifically for those interested
- in adopting the ‘mini-school pattern as their answer t
school reform. At the same txhe, however, it should Ye
of interest and value' to those exploring other ayefues
forthe festructuring of their schools. .

L)

alition’s Education Program-—-that piecemeal approac’hes
to school reform ultimately are destined for failure»Gnty
comprehensive reform, involving the total rcplannmg and
restructuring of the school—e. 8:: conversion of a tradl-
tional school structure into a mini-school compléx=-i
Finally, the handbook is premised on the onviction Qf likely to succeed. And it is only such comprehensive ap-
its developers—the author and the staff of the Urban Co- proaches to reform that are advocated here. N

O . .’ . . .
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> IDENTIFYING
- YOUR
PROBLEMS.

STEP

>

!

reforming a schiool is o clearly identify the problems that
make reform seem necessary. The task is more complicated
than the simple process of listinig your school’s symptoms
—poor reading scores, behayioral,problems, truancy, a
high drop-out rate, violence, drug use, and the like. What
is needed is a clear understanding of the problems that
give risé to the symptoms and to what extent-the school’s
existing organization, programs, and ‘personnel may be
problems in themselves. In maﬁy schools, for example,
clags schedules are such that teachers who should be plan-
ning cooperatively have no time to meet for that,purpose.
In program areas, students seldom find their studies rele-
. vant to real-life problems.

In other words, it is necessary to obtain an accurate

- -

To cite the obvious, the first'and most critical step jn '

-

picture of all aspes:ts of your school's current s:tuatnon
To do so, it w:lld:e necessary to develop both individual
and group profiles of your students, identifying not only,
the student’s academic standing and capabilities but ‘his
or her personal objectives and socioeconomic and ethnic
background® (Guidelines to the. development of student—
and staff—profiles are aoffered in Part Two of this hand-

book.) Similarly, there is @ need to~evaluate the total -

school staff (not only the teaching faculty)'in terms of
who is holding" what job and what each individual has
to offer in terms of personal interests and strengths. Some
guidance counselors, for example, are better equipped to
deal .with, student problems while others are better at
careér counselmg

Awi t'he same-time, there needs to be an evaluatlon or
prbflle +of the school’s programs. Is the curriculum an
integrated one in which there is continuity from grade level
td grade Jevel and in-which cotrses complement each
Slher? Are You operating a number’ of programs—in
remedial reading, for example—that have identical objec-
tives, ddplicate each otfer, ‘and involve waste? Are pro-
gram goals- or objectives-both clear and reasonable? Are
those involved in agreement as to' those objectives? Are
your programs in such areas as attendance, counseling,
remedial reading actuhlly achlevmg their objectives?

.,» . .o X D
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Ther, it-will be .necessary fo take‘a close look at the.

school's organization and its management. Hotw are de-
cisions made? Are there policy constraints that stand in
the way of more effective programs or procedures? Can
you see a relationship between your existing organiza-
tional patterns and fwhat you perceive to be the school’s
problemg? . *

It shodld be pointel out. here that it is-highly possible
* for an administrator, ¢’ consider his school to be well
organized when, in actuality, thereis little or no communi-
cation between administration, middle management, and
" the staff. As thjs suggests, it is difficult.for a school staff
to effectively assess its own organizational and manager-
ial ‘structures. Accordingly, it may be desirable to seek
outside help in the person of a professional manbgement
consultant or’a university'sp]_ecialist,in the field to assist

- a

in the evaluation process, (Possible sources of such out-

side assistance aré suggested under Step Two.)

- [ 4
In fact, dutside opinion may be a valuable way to lend
objectivity to all phases of the .sﬂf-evalua'tion process.

Accordingly, it may be advisable at one or more stages

in the process to irvite-administrators or key staff per-
sonnel from another school, preferably one that has ex;
perienced a reform project, to take an unbiased look at
your current operations. -y

O
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EDUCATING

YOURSELF -

o T
Once the problems have been identified, the question then
becomes.one of identifying the possible solutions and
sources of information about them. If the initiative 1s at
the teacher level, the first step is to check with the depart-
ment chairman or assistant principalyfor whatever .infor
mation he may have about alternative programs and
school reform. From there, the trail'will lead to the prin-
cipal’s office and thence to the offices of the local board

of education. R - '

. , ArS
Most large school systems have specialized offices at the
headquarters level that should be in a position to provide
information about existing, school reform programs. In

~ > -
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New Y/pk City, for example, a local high school would
be well’advised to check with the Office of High Schools,
the Office of School Planning and Research, the Bureau of |
Educational Research, the Léarning Cooperative, and tBe .
Divisjon of EducatlonaL Planning and.Support.

At the same tlme there are extensive resources outside
the school system that should be tapped Among them are,
the local and regional schools of educatxon many-of which,
have faculty and specialized libraries that can offer"infor?
mation on and assistance in the process of school reform.

Ay Indiana University in Bloommgton for example, the ,
Educatidnal Alternatives Project of the School of Educa: -

. tion publishes an occasional newsletter and has issued an
\nternational directory of alternative public schools.' Sim-
ilarly, the Centet for New Schools in Chicago offers leads
to information on exnstmg altematnve programs

Resources also may be available through the machinery of
your logal teacher union or association. Both the American
Federation of Teachers and the National Education Associ-
ation are actively intérested in schodl reform and, in some
cases, have publishéd mateﬁa!s available’’

"Meanwhile, dont overlook the corpbrate world. Many of
the.natigns major corporations are deeply involved in

" education. Some operate highly innovative programs for ,
the traiing and retraining of their own personnel. Others
- have sypborted innovation angd refarm in the school sys-
" tem through the provision of funds, materials and equip-
ment, or managenial expertise. Generally speaking, cor-
porate help will be available only through headquarters
offices. In some cases, howevér, major dmsmns or region-
# al offices may be able to provide assistance.” Corporate_
help may take the form of information on their own edu-
cational and training programs, leads to reform programs
in the schools that have enjoyed corporate support, and/or
¢ _assistance in your school’s self evaluation, -particularly
in the areas of organization and management.

Then there are a series of private foundatlons interested
in and actively supporting school reform programs. An
obvious example is the Férd Foundation, which has been
active in the field for years and which recently ‘pullished
-a report_on altemative programs entitled “Matters of
" Choice.”™ Another 1s the Instifute for the Development
of Educational Activities (I/D/E/A), supported by the .
Kettering Foundation. But dont overlook the smaller
foundations. A number of small, community-oriented
foundations in cities like New York, Cleveland, and Hart-
ford, Connecticut, are involved in local educational re-
form programs and relatively well informed on the subject.

»



Similarly, there are organizations like the New York Urban
Coalition®, involved in programs to upgrade all aspects
of urban life, including education. More specialized are
organizations like New York’s Public Education Associa-
tion*, which has counterparts in some other cities, and
New York's Economic Development Council, a coopera-
tive cofporate effort to aid the cities and their educa-
- Honal systems. NN

Finally, look to the literature. Check your local public

library and, if there is one, your school system’s profes-
sional library for appropriate publications. Don’t miss
such recent books as Mario Fantini’s “Public Schools of
Choice.”” Tap into ERIC (the federally supported Educa-
tional Research Information Clearinghouse system) for the
latest bibliography in your area of concern.!

' Educational Alternatives Project, School of Education, Room
328, Indiana University, Bloomington, Indiana 47401.

? Center for New Schools, 431 So)mh Dear
1537, Chicago, Illinois 60605.

3 Robert Snider
Instructional and Professional Development Division
National Education Association
1201 16th Street, N.W. .
Washington, D.C. 20036 (202) 833-4337 "“.f'
O

rn Street, Suite

4

- Avenue, New York, New York 10003.

0 ,

Department of Research ) .
American Federation of Teachers, AFL"CIO

1012 14th Street, NW. P
Washington, D.C. 20036 .

A National Desxgn for the Hzgh School American Federation of
Teachers 1973. Single copy$ 50, 25 coples $.25 each.

* Matters of Choice, Office of Reports, The Ford Foundatxon, 320
East 43rd Street, New York, New York 10017, free. L

* Education Program, The New York Urban Coalition, 55 Fifth

.

¢ Public Education Association * Economic Development Council

20 West 40th Street 230 Park Avenue
New York, New York 10018  New York, New York 10017
(212) 354-6100 (212) 684-2300

? Fantini, Mario, Public Schools of Choice: A Plan for the Re-
form of American Education. New York, Simon and Schuster.
$8.95 hardcovcr ”

' Fhe ERIC system is agationwide complex of research lxbraries,'
most located on university campuses. Generally, they are or-
ganized according to levels of education or specialized pro-
grams, No ERIC hbrary specializes in alternatiye schools nor
does any one of them store ‘all available information on the
subject. For information on which libraries have alternative-
program information at appropriate school levels, contact Cen-
tral ERIC, Office of Utilization and Resources, National Insti-
tute of Bducatlon, Washington, D.C. 20208, (202) 254-6050
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ANALYZING _.
THE | L
DATA. |

necessary to evaluate the data from a number of: vantag
points. The first and mosy obvious fs to deiermme whether
thé original program was a success or failure. If success

as claimed by the sponsors, bas it been documented?

as, there evaluatio of the program “and, if so, are the”
results available in ? cumented form? The lack of such
evaluation and documentation in some cases may not rule
out furtHer investigation and consideration for your situ-
ation. But it should cause you to prOCeed with extreme
caution. ’ . .

Successful programs or those that seem to hold promise...

for success then must be evaluated in terms of your own =7~

\)‘ / - + . .2‘

RIC T T e ey
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datermme whether the aVallabl‘e—-and v:ablé—-altematwes

'*Bmally, any refOrm under at:twe consnc’ieratnon- must be»

L S

’ ),..th_h the fact, that change or reforth in any one aspect-
. -of ‘your school program or operatnon«wdl hay a{ an inevi-
. table lmpaeYt on ] othé® aspects. (Far a valu

" cussion df this’ h’endmenon see Chapters Six, Seven, and
Once you have acquired information on grograms that - P o

ostensibly are relevant to your problenis, itrthen becomes" :

K .t ’ . 4”'. 3 ° ',’\""a * s

sntuatnon In effect there must bé a“ careful matchup to|

b

" tally with.the set of priorities developed durmg your, Dwn .
prob]emﬂdentlhcatlon effprt (SteprOne') e R

gvaluated in tex:ms of its pomfmal effect on the to(al era- “’ —;r‘
tion of your s¢hool. It ig essentlal fo understand and deal-

*

abfe dis-

o

--Eight of Seymour B. Saraacm s. The Culture of School and
: the Problem o hangei‘)

Accordmgly x,t'may be helpful to set up a chart or gnd on
which the impact of any reform can be weighed Aagainst
siich factors, a5 overal) costg of qperatiori, ease.of lmple‘
mentation, , "the existing decision-making process, cufricu-
lum and teaching ‘patterns, the physical layout of the "
schoo1 .technological capacitigs, overall objectives, staff 4,
stgengths and weaknesses, and the avallablllty of outsnde .o

‘resources e R PN

o e A , e
"A]lyn andBacon, Ine, 7 470 At]antlc Avenue, Boston,Massachu—
etts 02:210 .



REACHING
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.
The process of reachifig a .decns:on to adopt a refétm or
_series of reforms for a school is, ‘in ‘effect, the first step
“of a formal planning- process. As such its effectiveness -
depends on the jnvolyement of the total schooIcorpmumtyf .
so that, once ddopted, the reform(s) will have the support
and cooperation of alt concerned.

-
/l

;",

This means ‘that the proposed reform or, 1f such is the
* case, a series of optional reforfns, must be presented to the
admmiatrauoq staff members, (both professnonal and ’

[c '

~

¢ . w
s 3
)

‘

]

parapro essnonal) and the;r anion representahves, Stu- -
der;ts and paents in such a way that- -£4ch group clearly
" understands the potential impact of the ‘proposed changes
on their own situatjons. This effort probably should take -
*_place in a series-of meetings held by the planmng cdms
mxttee,ﬁor the various groups. .

- At the sdme time, it must be recogmzed that the pro-"
posed reforms will need the eoncurrence.and’or support
of individuals aid agencies outside the:sehool itsélf. “These-*
mclude the. central board of edpcanon, the supermtendent
of! schools appropnate ‘deputy or 3ssistant_superinten- *
dents, the commumty school. board, if>any, the lodal
eacher union or assocxat;on, potential- foundaklon or cor-
" pdrate supporters, and, in some cases, the principals . of -
“feedér schogdls whose graduates w1l}~be enrolledJn your
’bmldlnge . .<

Wl‘ule it may npt be necessary to mvblve these- o;.xtsnde
groups in your dec:;non-makmg sessions, it is essential that
"they be képt informed of your plans and progregs: Accdrd-
ingly, an mformatxon system will be required through
which reguilar progréss, reports may-b disseminated. The
key to the system is*the development of a mailing list ..
structured to insure that all key indjviduals, offices, and
agencies are plugged into, the System (See “The Infor-
-mation Factor” in Part Two dMbis handbook.)
. * . D
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Involvement of the total school community in the decisiori-
making: pracess does not suggest anarchy or veto power

any one individual or group. Students, for example,

be informed, their fdeas and ‘reactiogg will be solicited
and, where appropriate, adopted ag'pajt of the plan.
However, as in any managerial situati . the ultimate
decision must rest in one place. Ina schoo}, that will bé.the
principal’s office. But hopefully, the decigjon will be made
with the assistance of a small plarining groip represénting
all elements of the 'school community. (See teprv&)

each group-—particularly the?teachers—geactsmegatlvely,

it is likely that the proposal will be unworkable and

should be sent back to the drawing board. Experience
mdxcateg that, when it comes to school reform, teachérs

are “the primary constituency.” While the new program

.. . ..may be designed to meet the expressed needs of students
or demands of parents or the outside community, it is

. unlikely to succeed if the staff does M feel commfortable

. withit or competent to teach in the new patterns mvolved

A final and critical -point: the decision must mclude a
commitment to the implementation of the reform and its

. variou$ elements within the confines of a predetermined
time schedule. Without a commitm<it to timing, there
really is no decision.

[Kc
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Following the informational meetings, the reactions of-

"GETTING ,
THE "

GREEN ' ~
£ LIGHT |

Once the decision-to institute reform has been made, most
schools will haveto turn to hxgher authority for permission
to proceed and, where riecessary, additional resources ne- *
cessary to support the planning process. And it may benet
cessary to seek support from outside the system, from cor-

porationg, governmental and pnvate agencies, and the
foundations. . ‘

To that end, the decision should be converted into two
wntten documents, preferably by someone capable of pro-
ducing clear, concise, and readable prose, free of pro-




. kY

| fessional jargon. The first document will be short—ne 'Pmposa}s then are submitted, negotiated, and revised if~ .

| more than two pages in length-—and will offer a concrete necessary. If and when they are approved, a formal writ-

l ~ statenfent of the proposed reform, a statement understand- ten agreement betweén the school and the school board or
able to even the most uninformed reader, If that statement district should be drafted and ‘signed. The agreement,
cannot be made within the two-page limitation, it is likely based on the two-page document cited above, will commit
that you actually dont know what you are attempting. .  both parties toythe project and spell out the resources
Return to step four and re-examine your decision. . of both parties to be employed in the planning, imple-

« The second document will be more-elaborate and lengthi- mentation, and evaluation of the project. -

er—15 to 20 pages. It will set forth in detail what the re- Similar}y, written agreements _should be concluded with
forms are inténded to accomplish, the phases of its imple- souxces of outside'support, Such agreements will spell
mentation, all components of the plan, the time schedule, out the nature of the'outside agency’s involvement and the
and additiogal.funding requirements, if any. It will be a school’s responsibilities, including financial reporting if
‘working document, spelling out the opefational plan, and funding is involved. .
»s  will form the basis for formal proposals for approval and ~ : .
additional resources. ' v _ -

As will be seen later on, it is possible to conduct the .o
planning process without additional funding through in- . . .
. genvity in the use of staff time and through dedication . : : »
. on the part ofsplanning team members, But, when and if '
) extra funding is needed, it willbe necessary to identify S ..
~ possible sources of support. Here, the Jocal school board:
may be.of assistance. Most have staff experts skilled in .
finding sources of support, such as government agencies,
foundations, and organizations like the New York Urban . T R
¢ Coalition. . . .

-~
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Proposal—Suggested Outline .

IL.

III.

’/ itle: e
Contents o

I,

~

|

Intgdduction
e asshort 1-2 page overview to subject

The Need

o define your problem—be specific

o what is happening now (locally) to re-
solve this problem

What is the history of your organization
(in relation to this need) and what are its
qualifications to help resolve problem -

e include goals of your organization

o history of related program development

e success you've had '

e problems

e costs

VI.App endices ., -

125
s

o

IV.Proposal and Budget T

e what are you proposing to do

e spell this out in careful steps

e organization and personnel to carry out
project v

. e whatis cost of each step and total cosf

VSénmary Statement and Ant1c1pated

Resul&s

A) Certification of organization and tax
- exempt ‘status
B).List of board of dlrectors or trustees

_ - €) Curricula vitae of key staff

D) Sample case history
E). Letters of support

', F) Other supportive docimentation

G) Last annual report
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The process of planmng for school reform‘requires mach-
inery —an organization to which is delegat?‘\the}r:‘spon-
sibility ‘for developing the plan and that has formal\stafus
" rather than an ad hoc position, in the school structure.
The planning orgamzatxon-xt might be called the “school
" development team” (SDT)—should be small enough to be
functional yet large enough to be representative. Ueally,

it should represent all elements of the staff, the local
community, and the student body and number somewhere
between eight and ten people.

O
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ﬂe SDT.wil] be charged with the responsibility for con-
verting the ongmal proposals into a specific operational
plan. In doigg so, it will assist the principal in school-wide
planning and at the same time, become a veh~1cle by which
all element$ t)f the school constituency can channye‘l(thelr

" reactions, suggestions, and resources toward the planning

objectives. L e s

In setting up the SDT, it should be recognized that, once
started, the planning process will be a continuous one..Ac-
cordingly, the SDT should be given-an initial mandate
covering at least enough time to cgrry out the plan to full
implementation—a period ‘of from two to five years, de-
pending om.the complexity of the project. And recognize,
that even then, plann‘?g/gﬁll will be required and that the
school aevelopment eam’s lifetime, therefore probably
should be 1ndef1mte . ‘ .

-

This does not mean that SDT membershxp will be for an’

indefinite period. Membership should be rotated, possibly

on a two-year basis, to maintain\freshpess of outlook. But

the rotation should be staggered o insure continuity in the
planning process. _

.

Specifically, the SDT should assist_in developing and re-
viewing proposals for reform or resttucturing of the
school It should assist in desxgmng and lmplementmg

> 8

¥ 115




[c,, ‘

.

operational plans, perhaps its key function. And f]fally,
it sf\ould monitor and eviluate prbject activities.

In developmg the operatiopal plan, the’SDT in effect will
be drawing a detailed map of the steps that must be taken
to- achieve project objectives. In doing so, it will provide -
answers to a series of key questions:

o ;What specnfxc set of a&gmes taken altogether, wnll
be required to attain project opjectives?

e Who is responsible for€ach of thege activities (includ-/

ing non-SDT members who have L:cs delegated responsi-
bility)? What resources have been commltted to each
activity?

e By what date mu} each actlvny be completed in
orderthat later activities can bemltlated? bt

k By
o What are the implications of the fallure to implement
any one activity on schedule?.

. Who is responsible for momtormg'overall project
attivity to insure that all activities are completed on
schedule or, failing that, the schedule is adjusted actord-
mgly? . ‘

Care should Le taken in the selection of SDT members to
insure that, in addition to bei[}g representative, the group

includes individuals who are interested in the project and
its success and whp appear capable of working well in a
task-oriented group. In addition, it must be recognized
that, in fheir new assignments, members will be perform-
ing in unfamilidr roles. Most, if not all, will have little
knowledge of or experience in the planning function. If
they are to perform effectlvely, they will have to be
tramed

“The flrst step in training a planning group is to provnde)ts

members with a clear statement of the assignment—what
they are’going to do and why what they are going to do is
impartant. The group then should be offered a thorough
briefing—possibly extending over several sessions—in the
nature and logic of the planning process. If specializea
management tqols—flow charts, the PERT sysfem,
GANTT charts—are to be employed the SDT should re-,
ceive. specnahzed trammg “4n their use. Finally, the group .
1deally should run through one or morg hypothetlcal plan-
ing projects to test their mastery of the process.

rew schools will have staff personnel eauipped to conduct
uch a training program. It is possible but not probable
the local board of education can provide the necessary
expertise. If not, ggsistance can be sought in the business
community, whiclilfight be persuaded to provide help on
a voluntary basigf§Or the services of a university-based

~
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e management expert might be obtained. Failing all that,
considerdtion should be given to the hiring of a manage-
ment consuliant, preferably ong with an interest in educa-
tion"and school ppejations. o - '

Finally, reme ‘that a critical function of the planning
"group will be informational.’ The'school communijty and
its broader outside constltuency must be kept informed of
the SDT's efforts decisions, and progress if the ultlmate

plan is to !vm agceptance, cooperation, and support.*At- ~

. cordmgly thggroup at the onset must reach agreement on
_a reporting. -gystem that may include meetings, formal re-
ports, bulletins, or a combination thereof and that func-
~tlons ona predetermmed schedule of frequency.

SETTING
" YOUR -
OBJ ECTIV ES —

\

8 : ~ 117

*

Obviou‘sif,\the ultimate objective of any school, no matter °
how elaborately stated, is the educa?‘on of its students, If’

the schodl is successful in meeting that ob]ectlve there pre-.
-sumably would be no need for reform or for the planning
process. But the fact is that few schoolsX—even those enjoy-’

ing presumably ideal .conditions in ‘the affluent .
suburbs—are totally successful with all of their students .
and, therefore, without a need to lmprove And no school

and the need to adapt to those changes . o,

reform pro;ect then, it is the job of the \ﬁlannmg
grofip toMpok at the overall objective in terms of the prob-
lems identified in'Step One. What specifically needs to be
" done to solve the problems—what are the goals thxt must

be achieved if the objective is to be met? s

The first goals will deal with students: Is there a need to
improve achievement levels? If so, in what subject areas
-and to what extent? Is there a need to improve student atti-»

tudes and behawior, as reflected in truancy and dropout -

* rates, attendance patterns, disruptive behavior, vandal-

ism, drug use?’

Attention then must be turned to the leai'ning environ-

" ment. Does the school have the resources in curriculum,

teaching and guidance personnel, materials, and equip-

L
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ment, to achieve the student ggals already established? If
not,” goals will have to be *r these areas. If, for
examfle, ‘student goals call fo®the ‘creation of smaller
learning environments, on the mini-school
individualized-instruction, and intefdisciplinary programs,
goals probably will have to be set for the appropriate
retraining of teachefs, development of new curriculum,
- and the production or acquisition of new instrud§onal
materials and equipment, Similarly, if the new eduta®®nal
programs call for new patterns of student groupings,
probably will be required for the- rearrangement -and_
fenovation of ‘the physical plant.

vy
Next, thé school’s organizational structure and managena]
arrangements must be examined to determine if they are
adequate in the light of the new programs and teachmg
patterns. If, for example, interdisciplinary programs are
called for, it probably will be necessary to, assigr: new roles
to the chairmen or assistant principals in charge of tra-
ditional academic departments. If mini-schools are’in the
plan, it will be necessary to establish an administrative
-structure for them. If continuing change is contemplated
(as_it should be) it will be necessary to establish machinery
by which it is accomplished in an ,effective and orderly
manner,

Fmally there should be a concern thh the change process

s
=

pattern, -

a . ~

itself. Are all those involved aware of the changes being
proposed .and of the effect of the changes on their own..,
situation? Are they prepared to accept the changes and«to

ford

help implement them? Do they- understand and accept the N

new roles they must fulfill? If not, a school-wide program

to develop a consciousness of the change process is called
for. .

Once the goals are established, it is necessary to identify
the specific steps—"activities” to the planning spectal-_
ists—required to achieve them. If, for example, the goal is
to improve attendance, jt will be necessary to generate an
across-the-board improvement in student attitudes toward
school. One step in that direction might be an increase in
the number of out-of-class activities attractive to students.
but still relevant‘to the educatlonal program.

Actﬂntles like thls can’be broken down into spemflc tasks,

.

responsxblhty-afqp which will be assigned to specific staff °

membexfrwhén the"plan is implemented. Ideally, the tasks
involved in each activity should be charted sequentially
and a predetermined deadline assigned for their comple-
tion. If the knowledge or taknt required to catty out a spe- .
cific task is not available within the staff, it probably will
be necessary to seek help from the school board, local
universities, or other outside sources, to assist' in ‘its
completion or to train staff personnel for that purpose.

=, -
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Once the objective-setting process is complete, it then_is
* necessary to translate the results into a written document
of 20 to 30 pages, clearly stating the objectives, goals,
.activities, and steps involved in the total plan. The com-
pleted document ought to provide a very precise picture of

STEP .

. If the planning group has the capability to handle such
managerial tools as Gantt 'and PERT charts, a flow chart -
vshould be developed to prévide a graphic and readily :
understandable road map for the project. In addition,
charts should be develped showing the school’s existing
organizational structure and the structure that will apply
after implementation &f the plan. If comparison of the two
charts does.not indicate significant organizational change,
) . the plan probably will not succeed. (New programs and"
. ' new structure requiré new organizational arrangements.)
Return to,Step Seven and re-exarine your organizational
and managerial goals. ?,

The written plan should be prepared by a member of the
. School Development Team who: 1) has demonstrated
writing ability, 2) has been interested and involved in the
planning process from its outset, 3) preferably hascted as
a recorder, transcribing the group’s decisions about pro-
cesses, procedures, and formats during the planning
process or was responsible for reporting back to the school
community on planning progress. and decisions, and 4)
sees an advantage to himself in the success of the plan.

what will have been accomplished a year or even two years The document initially should be prepared id draft form
after the plar has been adopted and the implementation  and submitted to the full planning group for approval and

process begun.

.\)

-~

revision before a firial vesion is drawn up foradoption. - |

o
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ADOP’I‘ING . informational program started at the outset of planning,

' under which the community has been kept informed of

THE : . . . progress-and of all major decisions along the way. Once

PLAN ' N . " the written plan is complete, it should be made available to

’ - ~ : everyone in the administration, staff, student body, and

- local community. This does not mean that there need be

& the expense and effort to distribute copies of the full docu-

» . . ment to ‘every individual involved. But copies should be

' . available for inspection in the principal’s office, faculty

N ’ lounge; the school library, and through key orgamzatxons
; and agencies in the community.

Care'should be taken that all concerned are notified that the
plan is available for study and sufficient time.should be
provided for interested individuals to avail themselyes of
the opportunity. an effort should be made to publish
highliglits of the plan Zither in the local newspaper or in a
STEP . wxdely distributed special newsletter or bulletin. d
‘ ’ ' Once the commupity has had the opportumty to study the
written plan, a meeting or meetings should be called at,
which the full planning group offers a verbal description of
the plan and opens the floor to a full discussion of the
details. Such meetings are most critical for the faculty and
staff, who wgill have to implement the plari. It may be |
advisable to hold separate meetings for the students, who

The acceptance stage should be an extension of an  will participate‘in the transition. And, depending on the #

Adoption of the completed plan is a three-stage process—
acceptance by the school community, revxslon‘ where
necessary to insure commumty acceptance, and only then
submission to and approval b? higher authorfties.

>
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: - BUDGETING-BY OBJECTIVES: A SAMPLE e

OBJECTIVE: 1. Establish in-service training program for mini-school administrators and teachers.

Comple- _ . Responsible Person/ Manpower . Man Hours , CostPer Cost Per CostPer  Cumulative |
tiondate Activities StaffLine Category . Per A’y ManHaur  Activity Ojbettive Cost |
12/74  Endofyéarplanning Princigal ’ . FT - 180 < 20.73 3731, . |
" sessions fordevelop- Assist. Princ./Trg. FT € N 14.35 3,583 ’
, ment of objectives, Asst. Princ./Adm. - PT 180 12.38 2,228 . |
. goals, activities, tasks" + _ *Librarian S 120 9.57 17148 .
; : Assist. Princ./Curricllum ~ FT 180 148 . 2,066
Assist. Princ./ FT. 180  1.40 2,066 . T
‘Learning Environment .. . _— . ,
. . 1382 . — .
Recommended =~ . ] ,
pe policy “ Principay FT * 150 20.73 3,100 ' .~
' (and implement) to Assist. Print./Adm. PT 16 ° 12.28 198 ",
Board of Education <. ) ot 3,307, ! y
Chancellorand - . . . o : ,

Borough Superintendent' - $17,129 17,129

“

OBJECTIVE 1l Train approximately 300 schoul pers;;rmel in min-schoul restrus.tunng management, admlmsua 1on and cumculum development

! [}
Comple- Responsible Person/ . Marpower M@h Hours CostPer , Cost Per CostPer € umulative
tiondate Activities ) Staff Line Category Per Aty ManHour Achvny Objective =~ Cost .+, .
N 6/30/75 Interfacing between AP « APTraining FT. ., .9 -14.35 . 1,291 . , ’ .
Training Director and APCurriculum- ! FT ° 9% 11.48 * _1,033 N . )
* AP Curriculum, re- toL ! . - =234 %’5 P , .
garding reporting and A - o ¥ . -
. evaluation of training i . ' -" Q? « - 8o . 0
’ activities . P : . N
Interfacing of Tota! AP Trainjng ‘ FT FT 14.3? 4 660 N <
Trdining staff a AP Curriculum . FT . T, 1148, 528 . .
consultants to gfla o . ! v 1,188 ! v
} and coordinatf activities < . sow {continued on next page)
Q o L . .
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‘ oo T s e Cl : - . v
| Interfaging withschool _~ APTraining FT 72 " Suss 1,034 .
| . > developiqent Teams for AP Curriculum FT 135, - 1148 1,550
| on-going dordination AP Learning Erivironment FT 112 11.48 1,285
of training activities MS Coordinators (4) - FT 1204 . 9.57. 4,592  (1,148x4) -
- at mini schools level v X ’ :
Development, main- AP Curriculum T ¢ 403 - 1148 4,626
tenance arid coordina- | " 4,626 .
tion of all training : : . . . )
programsincluding - ' < . o
" materials, people, re- . P .
. sources, curricilum, etc, =~ - Yo , . -
) Interfacing between AP - AP Curriculum FT 90 11.48 1,033 ',
Curriculum and indivi- : o i
. dual training staff and Consultants ' . 30,000 .
’ consultants for super-  ° Universities g ' s 96,000 " R
vision, reportingand . . *127,033 : e
_— evaluation - . - VR - .
t . . . . .
¢ Prepareandsubmit * AP Curriculum . FT . 62 11.48 T2 Lt ‘.
bi-weekly and quasterly . . 712
. analytical reports on L R T .
status of programs vs. . L. s
- objectives to AP 2 . “ e - . .
training . X - . » . )
Carry outgeneraland . ¥ AP Curriculum FT ~ 135 1148 . __1,550
‘ administrative support . v 1,550 |
! .activities - . o ' .
‘. . 3 , <
$145,894
» L] - - - . ,
S . $163,023

ERIC., =+ - = -« . .
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:vel of involvement and interest, it may be desnrable to_
hold sessions for community groups.

?

It is essgntial, in conducting these informational meetirigs,
to make sure that elements of the school's constituency
clearly ‘understand the plan and its implications for thein-
selves. Formal votes may or may not be necessary, but it is
critical that the planning team satisfy itself that no group is

ments and that every group under¥ands the plan, is in
gerleral agreement, and'is prepared to lend its unqualified.
suppott when it comes time for implementation.

substantially opposed to the plar(g'v\rtany of its major ele-

Based. on dlscussmns at the informational meeti
revisions tojthe plan may be required to secure formal
acceptanc by faculty and staff or desirable' to insure

-

maximum support for its implementation. Such revisions.

should be mad® by the individuals who prepared the initial
written plan and submitted to the full planning group for
final adoption. At the same time, supporting documents
such as requests for budget revisions or additional
resources needed to implement the plan should be prepared
for submission with the plan for approva] by higher
authorities. Sxmllarly, revisions of appendices may be re-
quired if the document is to be* used to seek financial
assistance from foundations, government agencies, or
other outside sourtes. / - .

o .

]

IMPLEMENTING - .
THE . e
PLAN

* .

l‘ ' .

The new structure and new programs called for by the plan
will mean new roles and new tasks for most if not all of the
school staff. Accordingly, the first step in implementing
the plan will be to retrain the staff so that each ﬁlember is
familiar with and comfortable in his or her new role and
prepared to carry out the new responsibilities. To reverse
the procedure and attempt to implement a new structure
before your personnel are prepared for itis to court fallure

31 o \ C .. 123
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L 3 .
Separate training programs will be required for
administrators, teachers, paraprofessionals, and perhaps
clerical and other support personfel. And, within those
categoties, it probably will be necessary to develop further
breakdowns in the program. The training of assistant prin-
cipals, for example, will differ from. that for mini-school
coordinators. And streetworkers require a different pro-

. gram than that provided for teacher aides.

-

" But, in assigning personnel to their programs, avoid any

attempt to lock ,lnd1v1duals into specific staff assignments.

_ As training progresses it can be expected that mdmdual

skills and traits will be found that will affect uliimate'job
assignments. Among teachers, for example, some may
emerge as better equipped by background and attitude to
work in a team or interdisciplinary setting while others

may be more comfortable in a more traditiona] role. If, as

is the case in some projects, coordinators ate elected by the

“'mini-school staff, some teachers may emerge as leaders in

the eyes of their colleagues win election as coordinators,
and require further training to fulfill that role, In the case
of streetworkers and guidance coynselors, some may work
better with college-bound students while others may be
challenged by the need to help those with serious leamlng
dlsabllltles

In an important sense, .the training program’ will be an

135

extension of the Iearning process begun when the School
Development Team first was organized. In addition to
tequiring new skills,” staff members will be working out
details of the operation of their respective minisschools,
administrative offices, or other school function. .
Training programs can be conducted during after-school
hours or over the summer. But it must. be recognized that,
in most cases, such a schedul¢will involve expense, since
union contracts will- require payment of teachers and
others involved in the program. An alternative, proven
feasibile in at least one case in New York, is the imag-
inative scheduling of staff time so that training/planning
sessions can be held regularly during school hours. (See
"Scheduling Your Mini-School”) And, given sufficient staff
commitment arid enthusiasm, it may be possible to stretch
such sessions somewhat beyond the normal school closing
hour without i mcumng union opposmon

Either way, the training process wxll take time—perhaps as
much as six to ‘nine months—and actual implementation
should be scheduled accordingly. In fact, progress of the
training effort should be mvonitored contmuouslg, pre-
ferably by a subcommittee of the School DeVelopment
Teamyf, for any reason, any element of the tralmng effort
falls behind schedulg, the implementation plan should be
revised accordingly, and the revisions reported. to the.
principal. J



’ 4
-y As in earlier project phases, the trdining program may

require the assistance‘and support of people from outside IN STITUTIONALIZING
. the school. It may be possible to borrow from the expertise. L . \

" of principals and staff personnel from schools that have ~ CHANGE L . L
undergone similar restructuring “projects. Or, it may be .- Y ’

necessary to acquire help fx;Qm local umvemtles or educa- ° ] Lo
tional corisultants. ‘ )

» OQutside help or not, it is critical to insure that the time - S
devoted to your school's trammg/plannmg sessions’ is L
effectively employed. It is all too easy for a group of, . , -
teachers (or any other group, for that matter) called I, .
together for planning purposes to drift into meanin ess To effectively festructure a schoo1 is to set in motion a
discussion of the status quo or to lose themselves in - “process of continuing change. Contmumg«change requires
minutiae Careful planning and effective leadership are re-* ‘mechamsm for continuing planning. At the same time, it
quired if the training effort is'to be productive. For some 3 requires mechanisms for the continuous retraining of pers
particulars, see "Promoting Interaction and Growth” in sonnel affected by the changes and for the restfucturing of
Part II of this manual. v Do - the management systems and procedures that support and
Once the training program, or appropriate phases of it, 1s. * d"eCt school operations. ©on ¢
complete, final job assignments are made and actual imple--

If as “recommended ea'f'hgr you have employed a school _ ‘
mentation begins. The schedule may eall for simultaneous development team to plan your project, the machinery for ~~~
implementation of all phases of the plan or for a gradual, cdntinued-planning already exists. What now is required-is
step-by-step approach. Either way, the SDT. momtgnng that the SDT be accorded a formal and permanent statusin

team must keep a close watch on progress to’insure that the ‘school structure And, as suggested earlier, a system ;f
implementation is effective and orderly artd that unfore; for rotating SDT membership should be established to ‘

seen problems can be resolved as they occur, - ~ ,  insure both contmunty of planning and freshness of i input,

[Kc 135
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As a permanent and legitimate pladnning arm of the school,
the SDOT will continue to _momitor programs (see Step

function as a hink bétween the school administration and
8 A : 'R
the sources of new{deas, whether they come from within
the school, from the local board of education, or from
outside agencies® '

In thattrc;le, the SDT will receive proposals for new pro-
grams or changes in structure and evaluate them in terms

. of existing operatiens and available resoyrces. It then may

approve or reject the proposals outright or suggest
vrevisions. Once a proposal or revised proposal wins SDT
. approval, 1t 1s forwarded to the school's top administrative
‘body—e.g. : the school cabinet—for final action.

™
" The need for a continuing training effort again suggests the -

need for a formal and permanent mechanism responsible
far that function. That mechagism—which might be called
thg«professional services center (PSC)—will be responsible
_ not only for the retraining of teachers and other staff per-
sonnel but for the development of curriculum to meet the
needs of the school’s new programs. ’

The curniculum-development effort can and should be an

- individual teachers. .

organizational structure is in place and functioning. The

* curriculum should take advantage of the new environ-

ment, if the new environment is not in place curriculum
developed outside it is not likely to “take.’) As was
suggested earlier, “planning equals training” The PSC
should be so organized that it provides individual teachers
or teacher teams from\a mini-school or similar new unit
with the means and materials with which to develop new
curriculum. CL R VA

It should be a center where, to the extent possiple, all avail-
able information and guidance needed to develop or intro-

. duce new programs, teaching techniques, and curriculum,

is.at the staff’s dispasal. It should provide or offer access to_
the hardware necessary to develop and utilize software for
audiovisual equipment, television, and other new teaching
technology. - ; v

The centet "also_should be in a.position to_tap outside
resources for both the curriculim development and
teacher-training efforts. If, for example, help is needed in
developing new remedial reading programs and the train-
ing of teachers in their use, the center might bring in, con-
sultants from a local university. But, to lend legi_t_i/ma'cy to
and facilitate acceptance of\the consultants’ work, care -
should be taken to insure that they work through the PSC
and its director - rather than deqkindependently with

- e -

r

'

integral part of the, traming process. (That effort, inci-
- dentally, proba,g}; should not begin until the new
& .. A
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Finally, the center should be designed as a place where
teachers and other staff members will gravitate when in
need of information and where they will:gather to share -
their experience and discuss new teaching techniques-and
curriculum. Accordingly, the center should be conveni-
. ently located and comfortably and attractively furnished.

Existence of the center, of course, will not obviate the need
for other teacher training opportunities. Teachers will con-
tinue to require or desire advanced training in a traditional
university setting or want to take advantage of spegaLg;o-
grams offered by the local board of education-state and

federal education agencies, private industry, or agencies °

l}ke the Education Program'of, the New York Urban Coali-
tion! The PSC, however, can and should act as clearing-
house of information on such opportinities and assist
interested teachers in availing themselves of them,

A possible mechanism for restructuring or retuning

management structures and procedures may be found in’

“what one New York school calls its management develop-
ment office. Headed by an assistant principal for manage-
ment, development, and planning, the office. concerns
itself with budget inventory controls-studies of total
school resources in personnel, equipment, and materlals;
the development and maintenance of management
mapuals; systems studies of other school units, and a
Qo Cot v :

series of other activities affecting day-to-day management
of school operations. , .

. - 18

The MDO is organized to make ffective use of outside
talent—such as business loaness—in its operations. Work-

- ing through the office, the loanees have a legitimate -,
channel through which to contribute their knowledge to
the solutior of the school’s managerial problems.

.
H

.
-
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EVALUATING
THE
RESULTS

*
~

- STEPl : !
a* '

Without a continuous process of measurement and evalu-
ation of pragress and feedback of the findings, neither the
continuous planning effort nor the retraining program are
likely to be effective. As suggested earlier, the evaluation
effort should be assigned to a subcommlttee of the School
Development Team, .

The subcommutee will monitor all school programs and

check their progress against the operational plan, reporting
back periodically to the full SDT. Where progress does not
measure up to mtent;ons and schedules as set forthin the

13

>

plan, the SDT will consider and recommend changes i'n the
plan, theschedule, or both. ¢

In carryingdQut its functions, the subcommittee will not be

a judgement ¥gent. It will not be empowered to evaluate
the performance of individual teachers or to involve itself
in the process of granting teacher tenure or promotions or
in recommending suspension or dismissal of teachers who
fail to perform. Rather, its role will be that of "a
supportive set of eyes,” empowered to look at the overall
project and its component parts and, where necessary or -
*desirable, recommend structural, programmatlc or pohcy
changes. . .

The subcommmittee will—and should be—an in-house
entity, made up of school personnel, and carrying out the
process of continuous evaluation. But remember that, as
staff people, its members may be too close to the project to
recognize all of its problems. It therefore may be advisable
to penodlcally call in an“outside team of evaluator? from
other schools, board of education headquarters, a local
university, or an educational or management Sultmg
firm. These outsitle evaluators ghould have.the adfantage
of distance from the project the ability to ide
problems not perceived internally and produce
and proposals that might not have been g
in-hoyse team. .

-




~Bitty-gritty” of school . reform.
ggestions, again’ based largely o

e Urban Coalition
‘experience, follow. ’

NG YOUR BUDGET

« ! ‘xt
/ofh/ he planning effort mvolved in restructuring a school
and operation of the resulting new programs will involve
money. This does not necessarily mean that nmore money
" will be required, simply that money is a key resource in the
planning process or in school operation and its use must be
planned as carefully as any other aspect of the project.

In the initial planmng effort, the major mvestment will be
m time—time spent by administrators, teachers, and
others in developing goals, objectives, programs, and
implementation plans, 1t is axiomatic that “time is money”
and 1t has been estimated that anywhere from six to nine

months of planning time 1s required before implementation,

-

"of any plan to totally restructure a school. During thls
period, there should be intensive involvement on the part
of a planning group of other staff members in special pro-
jects related to the planning effort, and periodic involve-
ment of the total faculty. v ?

~

If the timie involved in these commitments must be spent
outside normal school hours, collective bargaining agree-
ments may require that the participants receive additional
pay. The planning budget will have to be structured
accordingly. However, experience indl"c,ates that, by imagi-
native school scheduling,*time can be provided during the .
normal day for the planning process and no additional
salary outlays will be requlred (See ”Scheduhng the an
School.”)

But as suggested earlier, in many cases it will be necessary
to call in an outside consultant to help.the planning team
acquire the requisite skills t {0 carry out its function. Ideally,
such a training effort will include at least one intensive
two-or-three-day session outside the school. And, towards
the end of the planning period, it may be desirable to
conduct a retreat for the full staff at which the planning
group pfesents its proposals for discussion, revision, and
approval. In the process, implen\lentation is set in motion

2
o
i
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" Consulting services and ohtside.meetings and retreats will

involve costs normally not provided *for in ‘a school
budget. In some cases, discretionary funds allocated to
school principals by the school system have been used to
cover such costs. But if such funds are not available,
special funding from the school system or ontside sources
such as a foundation may be rehu:red

Similarly, it must be recognized that the planning effort
will involve indirect costs— postage for the informational
program, telephones, heating and lighting if building space
is used after normal school hours, stationery, duplicating

_costs, and secretarial services. But, again, areallocatlon of .

ava:lable resources may make it possible to cover these
costs without the need for spemal funding.

" Whether or not additional fundmg is required, develop-
ment of a budget for the initial planning process is highly
desirable. Only through the birdget- making effort will it be
possible to determine what resources are to be devoted to

the planning effoft ind how those allocations will affect ’

other school activitivs.

Preparmg the plarning budget is a reiatively straight-
forward process. I is-a matter of identifying each step in
the planning procss, the schedule for each step, and the

personnel and otier resources required for its implemen- -

v -

., ”

-

ion. For example two staff members might be assigned
to conduct an ‘inventory of school resources and released
from other duties for a total of sixteen hours a week for a
two-month period to complete their assignment. They
might require secretarial help for four hours a weéek over
the same period. And there will be a need to provide the
necessary stationery, telephones, and the lxke

The budget for this activity then ca\n be establls;\ed by
prorating the salaries of the staff members and secretarial
help accordmg to-the time‘alloeatéd and by estimating the
Jindirect costs involved. The same procedure is followed for
each activity ‘scheduled for the duration of the planning
effort. Then, on a month-by-month basis, . the total
planning budget is established. ..

A similar procedure is followed in establishing an opera-
tional budget. The primary difference is that, unlike the

. initial p]anmr)’g budget, the operational, Budget for a fully-
implemented program will reflect repetitive activities and
thus will show little month-to-month fluctuation in total
" outlays. But, if school restructunng is implemented gradu-
ally and new programs phased in on a step-by-step basis,
the budgeting process will be more complicated. {See
sample budget below)

The ¢ritical qt‘lestgon in developing an operational budget

A%
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_sonnel services,”

é

1

.

1s whether the finished product offers a realistic picture of
the costs of the school’s programs. Schools traditionally
have operated on a }¥ne budgei‘ in which allocatlons are
categorized by co overing such categories as “per-
other-than-personnel services,” “con-
sumable suppligf,”*and "equipment.” The problem with
the line-budget approach is that it is difficult, if not impos-
sible, to identify the true costs of operating any one school
program-—-remediﬁ]%l'eadmg for example—by a simple
budget analysis. .

L ° .
While system-wide and.or municipal budgeting pro-
ceduges generally requise the use of a line budget, manfge-

ment spegiahists argue that schools should supplement itby
developing a program-based ® approach. Called the ~

Program Planning Budget System (PPBS), the approgch
involves |§olat1ng the actual costs, including all the line-
budget categories, &f each program or activity in the
school. PPBS not only offers a clearer picture of where the
school’s resources are expended but provides a far better
base for deusions about the jntelligent reallocation of
resources to meet changlng needs and changing programs.

IDENTIF‘YING *‘YOUR RESOURCES

It may be to belabor the obvxous but, to restructure a

. school and its programs, it 15, essential to know beforehand _

~

what already exists in terms of programs, personnel,
equipment and materials, and finances. In other words,
there must be a clear picture of the resources at your

.disposal. Obvious as the need may appear, it is a rare

school that really knows where it stands in these terms. In
most cases, therefore, schools undertaking a restructuring

. - . -~ i .
project will first have to conduct a thorough and detailed
inventory of their total resources.

Developing an inventory is not unlike budgetmaking, The
first step is to take the school's organjzational chart and
from it prepare a comprehensive listing of every position
on the staff. A one-sentence descriptiort of each position is
prepared, indicating job title, function, how the position is
funded, and to whom that individual reports. The product
will be a general inventory of school personnel. But the
chances are it will not be complete —that up to 30 per cent
of the people who actually have a,role in the school will
have been missed. Make sure that such people as school
volunteers, businegs loanees, the security staff, and police
and other outside-agency personnel assigned to the school

© are included

Once .the list is complete, recognize that job titles and
descriptions do not reflect the fact that a soctal sciences

teacher also is a human being with other interests and skills .

and with individual strengths and weaknesses in such ateas
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/

i Triining Program
L

I. SALARIES AND FRINGES (phasing in schedule) jULY-

SALARIES

SON W B0l N

(at$1500/mo X 12 mo)
7. Assist. PnnapaI/LearmngEnv:ronment
(at'$1500/mo X 10 mo)
8. Assist. Librarian (at $1000/mo X 8 mo)

. Principal

. Assist, PrlnapaI/Admlmstrahon

. Assist. Principal/Teacher Traxmng
. Librarian
. Adm, Secretary to’ Pnnc:pal

-

~
~

ABCHIGH SCHOOL PLANNING BUDGET FISCAL YEAR 1974-75

. 2,708

\\ 1,231
1,875

¢

. Assist. Principal/Curr. Development

-

- . 9.4 Coordinators {at $1250/mo X 8 mo)
10. Secretary (at $750/mo X 10 mo)

FRINGES (at 20%) +-

II. CONSULTANTS & CONTRACTS
Consultants General/ Administration °
Consultants In Service Training

)

-

Consultants Teachers Training

Consultants { umversﬂy Sub-Contracts

Evaluauon and Documentauon

EKC

wll Toxt Provided by ERIC

-/

1,250
1,088

1,500

s

167
- 167

~ AUG.

2,708
© 1,213
1,875
1,250

1,088

. 1,500

167
" 167

1,000

SEPT.

2,708
1,213

1,250
1,088

1,500

167
167

3,000
6,850 -

1,000

OCT.

" 2,708
1,213

1,875
1,250

1'&
1,500

1,500

750

s 167

167 _
3,000 ~ '4.
9,600
1,000



. - ” L]
La ' ‘ 3 ’ L!
. . - oo
DEC. JAN: ¢ FEB. MARCH APRIL  , MAY JUNE TOTALS
2,708 " 2,708 2,708 - 2,708 2,708 2,708 2,708 $ 32,500
1,213 ' 1,213 1,213 1,213 ‘1,213 1213 1,213 14,560
1,875 1,875 1,875 ~ 1,875 1,875 . 1,875, 1,875 . 14,500
1,250 1,250 . 1,250 , 1,250 . 1,250 1,250 1,250 15,000
1,088 1,088 - . 1,06 1,088 . 1,088 1,088 1,088 13,00 .
> I3 : » ’ ’ - .
1,500 1,500 1,500 1,5oo/ 1,500 ‘1,500 1,500 18,000
1,500 " 1,500 1,500 1,500 . 1,500 " 1,500 1,500 15,000 -
1,000 1,000, - 1,000 1,000 T 01,0000, 1,000 . 1,000 8,000 :
5,000 5,000 . 5,000 5,000 5000 - 5,000 5,000 40,000 ..
750 750 ¢ 750 750 750 750 750 © .___ 7500 -
' : . $1787110
Sub Total Salaries & Frihges 215,332
- ) ' ) . ( ' .o
L7 ot 167 " 167 167 67/ 167 . 167§ 2000
167 167 167 167 167 167 . 167 2,000 - -
3,000 -3,000 3,000 ~3,000 3, 3,000 " 3,000 ° 30,000
9,600 9,600 9,600 9,600 9 9,600 9,600 93,250- .
1,000 T,000 1,000 - 1,000 12,000 © . 1,000 1000 w_11000
v Sub Total Consultants & Contracts $138,250,
- =
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ABC HIGH SCHOOL PLANNING BUDGET FISCAL YEAR 197475 ‘ \:

III. OTHER THAN PERSONNEL FUNDS . JULY JAUG..  SEPT. ) ~ OCT.
Education'Materials ) °
a) "Hardware” e N ) . - 3,000 -
—Video/Tape . e ’
- —Audio Visuals .- —
—~Curriculum . . L
b) “Software” ’ ) .
(consumables) T- —> 500 500
—Teacher Resource ‘ . . : -
Materials .
Training Manual ’ . ) 1,667 . 1,667 1,667 1,667 .
Publications — - . . 167 167 167 167-
__ Dues & Subscriptions : 500 -  — -
" Equipment . ’ - R - -
' Travel%Conference : - ~—473° T 473 473

Y —_—

’ * ' ’

J

. . |
.IV. ALLOCATED GENERALEXPENSE B Lo |
1. Mlocated Expenses and Overhead . - ‘ . . |
Telephone : . v . S ‘

* ° Electricity - T . ! . |
Postage v . - .

|

Services . . ' /
N -
- . . L -




’ . \ 7 ‘;‘%- = .‘
.84‘ A ’ S €, R . X N
NOV. DEC. , . JAN. FEB. MARCH \~APRIL MAY . JUNE TOTALS -
. ) * . « . i A o
2,000 - 3,000 ~ . —- R -\‘ $- 8,000
. ° . -_' - L) -
R §00 - < 500‘ 500 $ 500 - 500 500 ; 500 5,000 A
- . Educational Materials . $°13,000 :
) ‘ i ’ . o '
1,667 1,667 1,667 1,667 " 1,667 - 1,667 ,1,667 1,667 20,000
167 167° 167 167 167 167 167 167 2,000,
- - 500 - - -~ — - " 1,000.
- 1,000 - - 500 - — L= 1,500
473 - 473 473 T4’ . 4m 473 473 | _ ‘4,728
) o Sub Total Other Than Personnel Funds $ 42,228
Total Direct Expenses . $395,810
2 , ' - T - _142,268 '
-

Total Operating Budgt- $538,078

/ : ‘ » v




R ABC HIGH SCHOOL
BUDGET SUMMARY — Fiscal Year 1974-75
: ' Training Program ?
I. SALARIES AND FRINGES ' .
i $178,110

3722
’ $215,332

Fringes (at\20%)

$ 2,000
2,000
Consultants Teachers Training o > 30,000

,Consultants Utiiversity Subcontracts
Evaluation and Documientation : 11,000 .
Sub Total B ‘ 138,250

93,250

»

HI. OTHER THAN PERSONNEL COSTS, ADMINISTRATI'SE AND GENERAL
Training Manuals . ) Y $ 20,000
Dues & Subscriptions ... A ' ) 1,000
Educational Materials . 3,000
Publications . 2,000
Equiphent M\ 1,500
Travel - _ °* . « . 4,728
Sub Total - ) . . 42,228
Total Direct Expenses L ) 395,810

A &
V. ALLOCR%' ED GENERALEXPENSES .

" 142,268

TOTAL BUDGET - “ L 358078 f
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as teacher-student relationships., Know[edge ot these indi-

" vidual differences will help in the effort to employ your
staff resources tq the fullest Potential. To identify thesé
characteristics, questionnaires and.’ or interviews should be
employed with everyone identified through the mvenlory}.

The inventory also will identify the share of the school’s
., budgetary resoiirces spent on each position or. function,
the equipment and materials employed, and the supplies
and services consumed. It then should be possible to evalu-

ate the costs related to each position in terms of its * -

- effectiveness in meetin objectives of the existing pro-
. gram and/or new objectives envxsloned in a restructuring

project. . .

At the same time, it should be possible to identify the total
resources applied to the school's primary needs and objec-
tives. If, for example, reading isfa major problem, it should
be possible to identify pot only the total amount of the
resources devoted to solving the problem but whether they.
are the proper resetrces and whether they are effectively
v applied.

7 , ‘
‘ out there” and presumably avaH’E{l; to the school. It also

is necessary to determine whether the school is organized
to take advantage .of outside help. This means that there
 must be a clear understanding of the type of assistance
avaxIable from each outside source and whether and how
such assistance might be applied in the school, and there is
a need for administrative machinery to apply for the
assistance, monitor its use, and report back to the outside
source. Co

A major element in any effort to restructure a school along
mini-sghool lines will be the development of ney curricula

activity-oriented programs that will attract and hold stu-
dertt jnterest. Experience suggests, however, that the

cufn(c'ulum development process should not begin until the.”
school’s new organizational structure is in place and has

been operating for a semester or more.

ﬁls tlmetal';le reflects the fact that, ideally, lhe new
‘cumculum fora mini-school should be-developed by the

" The invept.ory also should extend to the availability of . " teaching team that will be using it. But teachers who have

outside resources, whether from public and private,
. agencies, corporations, or foundations. The question s not’
simply one of determining that financial or other support 1s

Q

-

kS
=

T 48

been employed in the traditional educational setting are

not accustomed to working as part of a team. Accordmgly,

time should be allowed to develop team consciousness in
¢

n, ¢ .
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DEVELOPING CURRICULUM

igned to match, mini-school _themes and to provide



" broader topic. And, ultimately, .the t

‘

the mini school staff before askingit to turn its attention to
the collective planning of cumculum

Even then, the beginnings should be modest. The team
might choose a small cumcular activity such as a two-week
interdiscipljnary ° mnm««course on a topic of compelling
interest to the mini ;chool’s student population. For ex
ple, the mini-course might deal with the ways il ¥
health care is dehvered in the surrounding communjty

classroom phases of the mini-course. The program need
not take up the full school day; time still willb devoted to
more traditionhl classroom activites.

With the mlm-course experience Jé;r i
then shOuLd{(eeJ\conﬁdent to undertak

efforts, su

elt, the team
ore ambitious
as a coordinated six-week pfogram covering a
should be ready
nary programs. The
ep until a totally new

to develop semester-long; interdisci
process should continue, step-by-

.muni-school curriculum has beexfdeveloped. But it should

Q

not stop there. The student populahon and the community

/ L ‘.134?\)- "

]

- .
inevitably will change and needs will change accordingly.
Curriculum development to meet those needs can and
should be a continuous process.

Whule the curriculum development effort should be carried
out by the teaching team, it is likely that it will need
support. Teachers are not necessarily curriculum special-
1sts by either training or inclination. They very likely will
need help from outside experts, possibly provided by the
school's professional serviges center if such exists. If not,
outside agencies from the universities or the community
may, be required.

v’

Support also will be fequired through the availability of
materials for incorpgfration into the new curricula. A vast
amount of materialfin all of the media—print, film, and
tape—that may pe useful in‘ mini-school. curriculum
development aMeady is available. But, given their
schedules and the sheer quantity of the new material, it is
1mposs;ble for individual teachers or, for that matter,
teacher teams, to keep up-to-date on what is available.
This is particularly true in such areas as hlgh-mferest read-
ing materials developed for students with limited VOcabu-
lanes . .

P

stuanon, it seems desirable that someone,
the school's.staff developnfent center or teach-

I3
.

Gwen the
probably in

/

v

=



market place and alerting tgacher teams to the dvailability
of appropnate matenals. Teachers also should pe familiar-
ized with the existence of curnculum clearinghouses such
as the Council on Economic Education or the Open ‘Doors
pro)ect of New York’s Economic Development Council.

Fmally, in all curnculum development efforts, the teacher
teams and their outside consultant,, if any, should keep
several key cons:deratnonsm mmd

. — Take'into account the developmenta"l age of the stu-
dents the curriculum is designed to6 serve.

— Remember that, whatever its nature, the curriculum
must prepare the student for work in the highgr grades.
Continuity - without the sacrifice of . mini-school
individuality is the requirement,

=~ Remember that the new curriculum will be but part
of thee student’s broader educational expenence

— And, fmally, place greater stress on skills than on
course content Ny

[ . . !

JDENTIFY ING YOUR CLIENTELE

Mmbé(.hool complexes and snmnlar efforts at. school
reform are premised in large part on an attempt to

. 3 . . c

“ERIC B

‘ 15

.

individualize and humanize the educational process. It
follows that, to provide programs tailored to individual
needs, it is necessary to identify and understand those
needs. A thorough inventory of student abilities, achieve-

ment levels, and potential is essential. .

An obvious tool in such an inventory is the administration
of standardized achievement tests in such areas as readihg
and mathematics. But the standardized Jtests should be
used with caution and with the understandmg that they
will not provxde all the answers. The tests and their inter-

pretation can be extremely complex—the California *

Achjevement ‘Test in reading, for example, attempts to
profile student ability in 30 different skills—and to under-

* stand the findings may take the help of experts. Then,

there are the unresolved arguments about the validity of
existing tests when’ employed with mmonty-group
students. ~ . '

L
.

ould be an elementary analysns o( each student, carried
out during a 15- to 3b-minute m\tervxew with'a teacher or

guidance counselor, l‘deally, the mtewerEr ‘'should be a:;.on

person with a proven ability to relate to students and theit
problems and skiled in\ the ‘techniques * of - ehcntmg

responses. The interview is mtendec'i to provide answers to ’

aseries of cntlcal queslxons. D

A Y A

R

Experience suggests that the first ;steﬁ in the ifwéntofy ’

*

[
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— The student's feelmgs about himself, the world, and rapport are described in "The Counseling Function”
school in general. c section of this handbook, .

— His attitude toward his courses and their relevance to
his own situation.

— His feelings about his own progress in each course.
. — His level of ablllty m such skills &s reading and
*mathematics.

— His general state of health to determine whethes-—'
problems exist that might interfere with his school
performance 7 .

. ' % ¢
— His persenal problems and factors such as home  Questiong/about student skills and performance are less

conditions that may, affect his attitades and performance. tensitive/in nature and may pose fewer. difficulties., In
— His personal objectives: Does he have a career in |

mind? What are his hobbies and other special interests?
Does he have a hero, a publié figure in any field whom he
admires and would like to emulate?

ObviOl'xsly, ‘many of these questions are hxg},{ly.persor'\al n vere.reading di_ff.iculties ar_'e_ ind_icated, _plans the.n shm_xld

nature. Many if not most students, and particularly those b€ made to admm_lster specn_hc diagnostic te.sts—rnsludlng

with problems, will be unlikely to respond fully and @ search for possible physical causes—to determine the

. frankly.if the interviewer gives the impression he is prying  nature of the problem and possible remedial measures.-

-.into the student's personal affairs. Similar procedures can be followed in identifying the stu-
o ' dent’s mathématical abilities.

Meanwhile, it is important to reco%pize that, particularly-
in the cas® of personal questions; @answers may not be

forthcoming ifi the course of a single interview. Time,

i inderstanding will be required before a full

deve}oped of each student’s situation. It is

to wait for clues that the student is ready t6

:Accordingly,.it will be necessary to develop rapport with . ‘

the student, to convince him that the interviewer hasareal  But, gven here, some students may balk at making a

concern for the student and his problems and is sincerely,  response, particularly if they are sensitive about their

willing to help. Proven techniques for developing such inability to perform. Again, it will be necessary to develop
¥ S

St

~
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rapport between interviewer and student before an ade-
quate understanding of the students situation’ can be
achieved. !

" Student interviews should be repeated periodically dur‘ng/
that™’

developed routinely through standardized tests school
performance records, that can be used to dyo%:ce group
ra

the year. They will provide information, along w\i{th

profiles indicating student characteristicy r a mini-school
or for groups within a mini-sthool. "

' DEVELOPING STUDENT
PROGRAMS ‘
Information developed in the student inventory will
provide the basis for the development of educational pre-
grams for bot 4ndividuals and groups. Program'develop-
ment, part cularly at the intermediate and high school
levels, should address itself to four basic objectives:

e Development of the student's basic skxlls-readmg,
.mathematics, the ability to organize himself to complete
" assigned (or self-assigned) tasks.

— Value education, the'student's ability to make moral
or judgmental decisions based on what he has learned.

— The ability to make intelligent decisions about a
career or vocation.

i1e ability to relate himselt and what he has learned
tofeal-world situations. ~ . .

/ The process becomes one of helping the individyal to,meet
his own needs 1n terms of these objectives and, at the same
time, helping him to work as a member of a group. It is, in
other words, a process of achievigg individualization of
instruction within a group process.

As indicated earlier, program development will rely
heavily on information produced by the student profiles.
Bub~it also is advisable to watch each student's, per-
formance and behavior for a week or more to determine
how the individual acts in different types of relationships.
Itis important to identify the student who is a loner, at one
extreme, and the student who cannot function without
group support, at the other extreme.

It may be desirable to run a series of‘?special group
activities—party games, rap sessions—to help in,identify-
ing these xcharacteristics. Then, .in building programs,
attempt to gradually develop eath individual's ability to
work well both in group situations and on his own. If, for
example, a student is a “leaner,” i e., dependent on a group
situation to function, his program should be designed so
that he is encouraged to undertake at least one independent
project during the semester. And, later on, the frequency
of his independent assignments should be stepped up._.

-

)

w -
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Decisions about student grouping also will be affected by
the inventory of student skillsyIn reading, for example,
students who are unable to read will form one group for
purposes of reading instruction. The same’ thing. will
happen with those who are marginal readers and those
who are good readers. And, a similar process “will be
followed in programming for instruction in mathematics.

In meeting the career education objective, the effort will be
to insure that each student is aware of the dptions open to
him. This applies not only to students who have no career
goals but to those who assume that their ob)ectwes should
be college but have not explored other altematn‘es The
curriculum, particularly in Engllsh and social studies, can
be employed to help expose students to the alternatives
and to the process of intelligently deciding between them.

But, particularly with students of 14 or over, it may be
desirable to program a series of field trips that will expose
them to the realities of work in a'Variety of careers and/or
vocations. For some, the process might include a cooper-

ative program in which their time is shared between school
and an actual, paying job.

The total program should be built around all four of the
objectives outlined earlier and should have specific goals in
each area—i.e.,, a checklist of 15 or more specific
accgmplishments——against which progress can be checked

L 3
.
-

perlodlcally And the program should be developed‘

around a team of teachers, taking advantage of the skllls

interests, and strengths identified in the faculty profile.

N

(See "Identifying Your Resources.”)

SCHEDULING THE MINI-SCHOOL

’ Once student program ob)ectwes have been established,
it is necessary to prganize the school’s staff, space, and
available time in such a way as to meet the objectives.
Given the complexity of programing suggested in the pre-
ceding section, a key objective of this schedulmg process

- must be the provision of maximum ﬂexlblllty Considera-

teachers to conduct basic skills courses early in the day,
when both teachers and students presumably are more
alert. And, most important if the mini-school is to oper-
ate.«effectwely, time must be made available in the sched-
ule so that the teaching team can meet regularly for plan-
ning purposes.

=y
\ Cr
\

An innovative scheJuIing system that appears to meet a
these )requiréments in a highly satisfactory fashion ‘has

been worked out.at an*intermediate school.in the Bronx, -

The school, which enrolls about 1,200 students, is divided

f ~
‘ L
.

tion.must be given to such factors as the desire of most



™

into three sub-schools of about 400 each and a special
" sub-schpol for retarded students enrolling about 80. Each
grade-in each of the regular sub-schools has about 100
students and a teaching team of four—covering language
arts, social studies, mathematics, and sciencg. Other sub-
ject arpas—foreign languages, art, music, physical educa-
tion~Mare covered by non-team teachers.

The school operates on a seven-period-a-day, five-day
Jveek. Of the 35-period total,” teachers in the team each
must cover a total of 22 peridds of instruction. The bal-
ance of student’s day is taken up with “outside” activi-
ties: instruction in foreign languages, art or misic, lunch
periods, physical education, and shop courses. The result
is that team teachers all have 13 free periods a week,
- some gf which must be dévoted to such duties as lunch-
roonr supervision, maintaining student records, and the
like. But, according to_the school's adminustrators, it usu-

ally is possible to find at least eight hours a week during’

which* the team can be brought together for planning
- purposes. A )

The secret lies in the scheduling of the “outside” activ-
ities in such a way that all four teachers in any one team
are teathing at the ‘same time and free at the:same time.
This means that the outside activities must be scheduled
first on a schoolwide basis. Only then are the schedules

.

set, one at a time, for each sub-school. (See sample sub-
school schedule below.)*

In addition to providing time for teacher planning, the
schedyling approach offers greater flexibility in program-
ing., The sub-school teams-each work in their own area of
the school and, since they are teaching at the same time,
can easily organize interdisciplinary programs and/or
vary the size of student groupings for different activities. It
is possible, accdrding to the administration, to make large-
.scale changes in sub-school schedules in as little as two
hours without significant impact on other school activities.

‘The gpproach is not without some drawbacks. It rules out
the scheduling of “honors” courses in specific subjécts, al-
- though sub-school groupings on an achievement basis still
are possible. The last team to be involved in the scheduling
process is left with few options in terms of the time of
day their teaching hours are scheduled. But that handi-
cap can be rotated between teams on a semestér-to-se_mes-
ter basis. And other trade-qffs are,\possible-e..g.: better
teaching facilities for less desirable hours. The key is nego-
Hation, complaints will be avoided if the teachers are kept

apprised of the scheduler’s problems and the fact that he -

cannot please everyone.

r . -
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Model School Schedule

- Mond'ay . . Tuesday . Wednesday *  Thursday Friday
Language Sodial ‘ : Y '
Arts - Studies .
Science Math .
Social . Science : N ,
Studies ‘: Langpage -
Math - Arts - *
" Spanish Spanish Music -
GYM SHOP ' -
. ‘ P ) Language Social
-~ Art 4'.,: . Ax:ts Studles SPal'l:!Sh
\ . F : ~ Science -  Math .
3' — LUNCH, |——% —
Science Math . s - .
Language Sodal 2
Arts , Studies .
Math Language . N g
Social Arts — - %
ocigl . g -
Studies Science
, kanguage SSogial
. - . * rts tudies
Spanish Music Spahish, . Art uat
- . Sciene Math




- ) \ \ad
4 teachers program would look like this -
1 Subject . Subject L Spbject' ) Subject Subject =
2 Subject Subject Subject - Subject "~ Subject o
. 3 Prep Prep Prep , Prep " Prep i
14, Prep © Prep " Prep Subject . Prep .. -
* 5, o\ ’ "[:" ' ' U | - N i R C H N ‘ < ‘
6. , Subject Subiject Subject - Subject Subject
7. . Subiject ' Subject i . Subject ~ Subject " Subject ol .
8. Prep - - |- Prep | Prep Prép Prep [
“ - . . ’ ‘ I '."S?.
< : . g T~

SR
'.:7"‘:?:\"\.‘5 H . Yo
LRI )

&

“ 1 A second group of 4 classes arld teachers wouldjbe ;;rogrammed into‘academic areas for pefiods 3, 4, 7, 8 each day + 2 other
periods Exploratory areas (Gym, Shop, Art, Music, ¢tc.) would then be programmed for periods 1,-2, and 6 for these classes.

O ‘ . _t . ' ’ . )
‘ ‘k. ". '.‘ ‘o, ‘. 1558' ' w . B . ‘145 . !
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PLANNING THE ENVIRONMENT

Mini-schools, with their small enrollments and team and
_interdisciplinary approaches to teaching, require a differ
ent physical environment than that found, in a traditional
schoolhouse. Space is_needed to accommodate instruction
for both small and large groups and for inaependem study.
Each mini-sthool should have a “living room,” lounge
space in which students and teachers can relax— and inter-
act—when not in class. Teachers will need work space
both as,individuals and as a planning group. "And all of
. these facxhtles should reflect the individual character,

goals, and objectives of each mini-school. They should

be designed to provide as much warmth and amenity as
. funds and ingenuity permit. .

The typi.cal' schoot building, including many ereCted in the
last few years, meets none of these requirements. But
expenence nationwide indicates that existing facilities <an

be recycled and retex;ured' to house new programs in a’

warm and stlmulatmg env:ronment Walls, unless they
‘are load-beanng, can be taken down and, or relgcated to
provade space for different-sized groupings. Or, if funds
" are too limited, imaginative use of bookca;es, folding

-

screens, free-standing chalk or bulletin boards, and other
moveable furniture and equipment can be used to achieve
the same effett. Because mini-school space reduces circu-
lation requirements, corridors can be converted mto in-
structional, lounge, "or study space.

Warmth can be achieved through the use of bright-colored

paint. Carpeting, particularly jn the lounge area, can”

soften the. environment and dampen noise. Standard,
ceiling-hung lighting can be rep(aced or augmented by
table lamps or clip-on fixtures to soften the viual environ-
ment without sacrificing adeqtiate work light, saving ener-
gy in the process. Plants, fish tanks, cages for hamsters
or other snhall animals, can be introduced to bring living

. things into the school environment. And mini-school iden-

tity can be established through the selection of colors,
the use of graphics, or murals or such techniques as the
mounting of candid photos,of the miini-school staff and
student body on a corridor wall:! .

The need to plan a new phy51cal environment offers an _

educational opportunity that should not be overlooked.
For, to be fully effective, the planning process should
involve both teachers, students, and community represen-
tatives in the effort to determine just what facilities and
amenities are suitable to the character andsobjectives of,
their mlm-school \
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It is likel , however, that the teacher-student planning
team will,not have the expertise to convert its ideas into a

physical plan. The school’s art department may be in a
" position to help and should be contacted to determine
whether it can proxide the necessary design talent. If it
cannot or if it seems desirable-to supplement art depart
ment input with outside assistance, consider follow g the
example of a number of schools that have obtamed the
help of a new breed of specialists in “participatory
planning.” . ?

These represent a small but growing group of design pro-
fessional$ having a deep commitment to the, principle of
mvolvmg the “real clientele”—teachers, students, and the
community—in the planning process. In schools, the citent
tradntlonélly has been the school system and/or its plah-
nmg office. The system, afte consultation with the school
_ ipal and perhaps token \involvement of a staff-com*
. ml}«l , usually hires an architect or interior space des:gner
“Tan

¢omes up with a design. It i

hands-him a program of tequirements. The archntect\
approved by’ the school

system. The work is carried out. Ahd the real client - the .'

school's staff and students—is left with a physical environ-
ment that hay or may not meet its actual needs. '

In contrast, the “young designers“ regard themselves not
as experts with “the answer” but as catalytic agents, pre-

EKC T "

»

pared to listen to the clientele and help them to make
clecnslons about their new enyironment. Only then do the
designers turn to the drafting boards. The process not only
is more effective in producing a workable physical plant
but has the effect of educating the client, giving him a
new awareness of the bunlt'envnronmem in which he lives
and works. This is not to suggest that students and teach-
ers emerge as professnonal planners or that they actually
will design the environment. But they are parf of the
planning process and emerge with a new literaq/lin un-
derstanding of the process and of the physical - emnron-
ment.? ’ -
Ideally, the involvement of the outside designer should
be of sufficient duration that the process he sets in motion
will become a continuous one. Depending on the size of
the school, this will mean a commitment of from one to
three years. The involvement will be intense at the outset
and gradually taper off as school personnel become famil-
iar with the process and commjted to its continuation.

Practitioners of the participatory planning approach to
school design argue that involvement of parents and other
community members is critical. They offer a generally
untapped resource in planning and in the solution of prob-
lems. If, for example, an involved parent happens to be
an electrigian, he might be teimed with a,sqence teacher
to plan the revamping of electrical services.

;
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The key to the ;)rocess is to persuade and educate the
participants to think about the enwjronment in both practi-
"cal and creative terms. How, for example, does a given
school activity affect environmental requirements? The
educational effort may extend to role playing, in which
participants act out a school activity in an effort to deter-
mine whether facilities such as chalk boards, cabinets, or
smks are properly planned to accommodate the activity.

The process need not result in’ major expendltures for
renovation or rehabilitation. The new designers favor the

imaginative use of alteady available or inexpensive equip-
ment and materials. And they see no reason why students

and teachers cannot “build” their own environment, pro-
vided union problems can be avoided. In one such project,

for gxample a lounge area was furnished largely with car-
peted boxes, built by students, to provide seating. And
students, did all of the pamtmg work, mclugimg a large
mural

To the extent that funding is requiret, it may be more
a matter of ‘reallocatmg available resources than of finding
new money. If and when the community, educated by
parents and others involved in the planning process,
becomes convinced of the.importance of a better school
énvironment, ways probably can be found to divert funds
from other activities to finance the desired improvements.

. The following publications on school renovation while out of
print, should be available in research libraries.

Graves, Ben. E., "Modernization,”

) reprinted from Nation's
Schools, April, 1971. ‘ )

"Challenge . . . a report suggesting how an old school can con-
tinue to serve youth if the educational program is the prime
consideration,” Research Council of the Great Cities Program
for School Improvement 1968:

~“The Loft Building as a School House: A Study for the Schosl
District of Philadelphia,”
and Urban Planning, Philadelphia.

JAwards: Architectural Competition for the Modernization of
Hyde Park High School, Chicago,” Research Council of the
Great Cities Program for School Improvement, 1966. Y

“Pittsburgh Design Study:*The Wightman Elementary School,”
Research.Council of the Great Cities Program for School Im-
provement, 1967. ..
"School Renewal A Report Suggesting Ways That Any School

System Might Approach a Total School Modernization Pro-
gram,” McLeod, Ferrara and Ensxgn, Architects.

. _Still availgble at $2 per copy is a report, “Places and Things for

Experimental Schools,” from Educational Facilities Laboratories
(EFL), 850 Third'Avenue, New York, New ‘York 10022, (212)

751-6214. ;
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And a major report on school modernization, as yet untitled, is
scheduled for publication by EFL. It will include = step-by-step
guide to the renovation process.

*\Aguidé to available materials and programs for schools under-
taking programs in environmental education as well as descrip-
tions of 2 number of such progrants already in operation can be
fouhd in a new book, entitled Learning About the Built Environ-

“ ment. The book was written by Dr. Aase Eriksen and Judith

Messina of the University of Pennsylvania and published by The
National Assodation of Elementary School Principals. Research
and preparation were underwntten by EFL and the Rockefeller
Family Fund

DEPLOYING YOUR STAFF .

The key to effective.utilization of a schogl staff, whether’

in a mini-school complex or other organizational setting,
is the realization that the staff is comprised of individuals
who have interests and skills beyond those indicated by in
their subjech-matter specialty. It is a mistake to assume
that, simply because he or she holds the license, the biol-
ogy teacher is the only staff member who can teath
biology The assumption makes even less sense in a mini-
school situation, with its stress on an interdisciplinary
approach to teachmg

[ » [N

It is necessary, then, to 1dent1fy individual mteress and
skills and strengths and, weaknesses among-thestaff (see
"Identifying Your Resources”) and to take advanta
them in assigning staff. Recognize that different teachers
will function better in some tejiching situations than mn
others. Identify these differences through observation and
/or interviews with md1v1dual teachers. -

Once a clear picture of teacher capabilities has been estab-
lished, it is necessary to make sure that the best person 1s
assigned to carry out each activity or program required
to meet the mini-school’s objectives. To make the neces-
sary match-ups of talents and needs, prepare a chart list-
ing each position and the functions involved and, to the .. -
extent possible, assign people to each position whose skills
appeat to tally most closely withthe ]Ob requirements.

‘A.similar process should be followed with paraprofes-
sionals. And it should be recognized that, whi &they can-
not replace teachers, paraprofessxonals such as street-
workers can make a valuable gontribution to the teaching .
process. Like teachers, they have skills beyond.those indi-
cated by the job title, skills that should be exploited. Simi
larly, don’t overlook the potential in community residents
who may be willing, on a voluntary basis, to lend their

Jknowledge and skills to the educational process:
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In deployu@ all of your human resources— professional,
paraprofess:onal ur volunteeréremember that the ulti-
mate object is to match the best possnble people to the
needs of students, not-simply to assign them a ]Ob title
and a schedule of'workmg hours. S

USING OUTSIDE RESOURZES

As suggested repeatedly in this book, a’wite range of
assistance is available from sources outside the system for
" schools attempting. to restructure themselves. Public and
pnvate agencies, the corporate world, foundations, uni-
versmes, communities, consultants all have resources and
/or expertise that can be brought to bear onschool prob—
lems. But such assistance cahnot be obtained easily or
automatically. Strategy is required if these resources are to
be tapped and if they are to be put to optimum use.

In the first place, it 15 essential that the school know .

what 1t wants. What are the problems that cannot be
sohved internally and how can outside resources be em-

pluyed to resolve them? The point here is that no agency
15 in a position to provide general financial support to-
the schouls or to respond to “shopping-list” requests for
matenals or equlpment There ,are, in short, no “Santa

. \ » \

Clauses” out. there. But they can and do respond to re-
quests for the support of specific programs aimed at the
solution of specific.problems.

B

- Secondly, it is mandatory that the school familiarize it- .

self with the nature of possible sources of assistance. Dif-
ferent agencies, corporations, foundations, and university
progg{ms have different interests ands resources. Identify,,
those interests and make sure they tally with your negds

before approaching any source of support”Make sure thaf

your proposal for assistance—whether verbal or in writing
—clearly identifies your problem as relatmg_to the source’s
area(s) of interest. - .

If outside ‘assistance is to involve the presence of a busi-
ness loapee or a consultant in _thg sehool, it is important
_to recognize that such involvement can create problems.
“Outside "“experts”,often are regarded with ‘suspicion and
distrust by school staffs, who may feel the outsider’s pre-
sence represents interference rather than assistance. Ac-
cordingly, it is essential to develop an effective strategy
of mgchinery for intervention, Experience indicates that
the fost effective strategy is to have the outsider’ work
through the established school. machingry rather than
work independently with staff ‘members. A curriculum
consultant, for example, should work through the person
in char%ﬁu{ the school’s teacher center or professional

-
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development center. And business representatives might
work thfough the school's management development of-
fice, if such exists, or through the principal’s office. Only
through such one-on-one partnerships can the outsider
gain Cr?ity and acceptahce in the eyes of the staff.

]

THE COUNSELING FUNCTION

By its’ very nature, the mini-school should be a place
that initially . shoult be mpre concerned with guidance
for its students than with subject-matter content. Small
enrollments and -staff continuity should lend themselves
to a level of intimacy that permits the teacher to under-

stand the individual student and his problems and to help *

" guide him 1n the effort to find solutions. The muni-school,
in_other words, should be a place where the.emphasis
is on gwdance as a prerequisite to content. Its teachers
should be counselors as well as instructors.

Time should be allocated in the mini-schopl program,so
‘that each student penodlcaﬂy can meet privately with a
staff member to talk over his objectives, his progress in

meeting them, and his feelings in general about schol and

~about the world outside the school. None of th{ is to,

ERIC oLk
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suggest, however, that the teacher should attempt to func- )

tion as a therapist. If serious problems are indicated, the
student sHould be referred to professxonal help

The teachmg team then should meet erlodxcally. to pool
its knowledge about’ individual studdnts and determine

what steps are required in both individual and group situ-

ations to help overcome problems and to meet ob;ecuves
The meetings should include the school’s guidance coun-
selars, paraprofess:onals and streetworkers, if any. The
streetworker, with his ability to work with students in the
lounge or other non-classroom situations, can play a cri-
ucal role inthe guidance effort i .

The use of teachers and streetworkers as counselors will
help overcome a major problem in most guidance pro-
grams, the fact that both staff and funding usually are in-
adequate to do more than deal with paper work, emer-
gency situations, and serious discipline problems And it
should help to orient the total school program toward the
need‘sE of the individual rather than to the mechanical
coverage of a fixed body of subject matter.

The problem in handing teachers a guidance function is
one of developing .their ability to really listen o the stu-
dent. Here, the theories of Dr. Thomas Gordon may prove
helpful. Dr. Cordon in a book entitled Parent Effective-
ness Trammg advotates what he calls “active listening,”

e
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of a parent or ateacher:

, — Thedesireto hear what the child has tosay.
— The willingness to‘help with a particular problem
- when it is mentioned.

to yours,

—=A féeling of trust in the child's ability to handle his

feelingsand find solutions.

— The abrhty to recognize that feelings are transitory, -

not permanent

— The ability to recognize that each child is an indi-
vidual and that, as such, his_feelings are deserving of
respect.

Help also may be available from local colleges and uni-:
versities, not only their schools or departmentsof educa-
tion but their departments of sociology or psy iology..
University faculty people may be_ employed to help
develop guidance skills among mini-school teachers. ‘And

university students can be employed directly in the guld :

ance effort, receiving academic credit for their work. *

of concern—student values, decision-making ability, and

career orientation. In the last, thg,effort should not be to -

[Kc
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a process that requires certain basic attitudes on the part

— The ability to accept the chrld s feelings even if alien .

The gmdance program ‘should deal with three major areas

o~

hand the individual a preconceived career objective, then
counselhim in the strategies for achieving it. Rather, the
objrgé‘ should be to develop in the individual the skifls

. and sfitegies that will help him discover—and rediscover
—his own career objectives in a changing werld. In other
words, he should emerge with the ability to deal with the @
future. And these skills should be developed early—pro-
bably by the ninth grade—before the college option is
closed off by election  of a commercial, vocational, or
other n0n-college-preparatory program.

The career-guidance effort can and should be woven into
'the mini-school curriculum. In English,, for example, stu-.

* dents can be trained in interview procedur,es and/or re-
sume writing. Interviewing procedures ntight be the sub-
‘ject for a role-playing session in which students act out
the roles of interviewer and interviewee, then watch their
performance on videotape. -

. The opportunities for integrating the guidance function
- into the school program are nedrly unlimited..For exam-
ples, see the following list, developed by Peter Read of the,
Sociology Department, Graduate School City University
of New York:

-y
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. CLASSROOM ACTIVITES RELATED
TO CAREER DEVELOPMENT

I. SELF EVALUATION *

- 1) In response to the question "WHO AM 17" have

students writg down ten different completions to I
AM
ries students used—why are first most 1mportanmlast
least? Were there things they didn’t want to mention?
Did they take it seriously? What is the nature of the
responses?’ What. if you asked 1 WOULD LIKE TO
BE? -

2) Spend one class each on the different self profile mate-

- . . rials—discuss the nature of each evaluation and
possible answers befofe having each student 1ill out
his response.-Object /s to know self and potential for
future.

" Attitudes toward education * g
Attitudes toward work conditions
Self analysx;——stréngths and weaknesses
Specifig occupahons .

4

-

+ 3) Future orientation dxscussxon-—dxscuss what students
think the world will be like in 20 years-—what will be
different, the same—then how they see themselves in
it. Chanfps external—changes mtérnal?‘

Then discuss what catego- .

II. DECISION MAKING ‘s . "
1) Have students list 10 decisions they have‘made orwill .

make in the course of the day (today). If difficult give
examples (watch TV or homework) auen&glass or
cut, go to school, what to do after schéol, etc. Then

- discuss which decisions they consider most important
and who and or what will determine the outcome of
the decisions.

2) Have studengs list quickly and privately 20 things they
like to do. Then have them rate these things accordmg
to following ‘categories; Do alone or with others;
Cost more or less than $S; Do in Pyblic; Were doing

__ .. 2 years ago; Father does; Mothier does; Date of last

time doing it: How often do it ina year; rank the top’

5. Then discuss what they learned about themselves
.and if anything wasg surprising to them.

3) If you lvad one year left to live what would you do and
e  whyl .

-~ 4) Have students fill in an hour by hour time chart for
: how they spent.the Jast Saturday and Sunday—Then
. dlSCUSS what values/are implied by the achvmes )

5) Have st’hdents list ten things they want to accomphsh
this year—why? andhow?

LS
~

6) What alternatives exist upon graduating f}ti’n.high
school? Which to chdose and why. *

Y “ . Y '
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7) Employ situations mvolvmg risks to ‘initiate -discus- « IV COLLEGE PLANNING . . ' - .
h of the t b ld . \ - -
sion of values. ¢.8.: Which of the hree obs woy - 1) What does college mean to students-l-what do they
youchooseand why? hink 1. day aid like? Whit should *.
Low incomé Goodincome High Income- , think a typical day an course is like at shou
but secure  50-50chance can keepit they major in, why? Voo
of keeping it  if do well, 2) To what extent do students enjoy or are goo at read-_+
: otherwise lose ing, writing, studying, indepéndent work? .
A_ B ¢ . ‘ 3) What are some survival strategies and techniques for .
i~ - +_passing or'obtaining good gra;iés in college'l .
‘1L CAREER PLANNING . ) A PRESENTATION OF SELF SKILLS * . a
) After assessing the range of occupati;ns which a I 1) Role play interviews—college and ]pbs, have,teamg\
group of students aspire to, discuss the relationship of prepare questions and responses—use video tape— ,

education (current and future) to these occupational 4,
goals—what about other things one must do to get

where one wants to be?

2} Use the occupational outlook handbook to present
trends in occupations of interest and to provide rele-
. vantrecent inforniation about possible careers.

.3) What provndes the motivation for a career— do stu-
~

' dentsaspireto be like someone?
4) Life Career Game.

develop a super interview and ;nﬁerv:ewee Analyze *
successful ways to present yourself on paper and in
person Do ¢

.ﬁ * o
¢

! Gordon, Dr. Thomas, Parent Effectzveness ‘Training? The *
Tested New Way to Raise Responsible Children. New York .

[ 'y

PeterH Wyden, Inc. 1970.$7.95 =~ v s s,
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: PROMOTINGV -INTERACT ION AND
GROWTH -

»

As should be obvious by a reading of this handbook, the
process of restructuring a’'school will involve.a consider
able amount of time spent in planning meetings and.’or in
training programs. A major problem, then, is to insure
= that such time is productively utilized. Meetings can result
~ in important achievements or they can lapse xnto aimless
discussion and amount to a total waste of time' And the

, sqme thing can be said for training programs..

< In both cases, it is essential to have a very clear idea

of your gb]ectlves of what it is the meeting or training ,

program is’ to accompllsh The ‘objectives then must be’
. translated into .an agenda settmg forth a series of steps
required to meet the objective arfl assigning responsibility
* for each item and setting an estimated time allocation for
. each step. If .possible, achieve a consensus beforehand
amqng theefing participants on .bverall ob;ectlves and on
specific agenda 1 s, d use the meeting to make deci-
§1ons and plan foy their lementation ,

Once the mieefing is co ened,

i its success in- meeting
ob;ectw wil¥ .dependlf gely on the leadershxp _capabili »

ties of thé chairman dtscussxon leadex:,. He or she should _

-

» e

be willing to listen to all opinions—planning should be a
democratic process. Where participants do not volunteer
their opinions, .the chair should actively solicit them.
On the other hand, the chairman should be firm and goals-
oriented, capable of holding the discussion to objectives
and the agenda and insuring forward,motion. He or she
should review all decisions before the meeting disbands.

In planning a meeting or training program, remember that
the physical setting can'have an important impact on its
effectiveness. Unless the group is too large, a meeting “in

-the round” is far preferable to an arrangement in which the..

chairman’ confronts rows of seated participants from,a
podium. Interaction will be enhanced if all participants
face each other across a table—round is preferable but
a square one will do. If at all possible the typical, rec-
tangulaz configuration df the corporate board room table,
should be avoided. If it can’t, the chairman should sit
on one side of the table, not at its head. '

¢ Before the meeting, seating around the table should be

provided for somewhat fewer people than are expectéd to
attend. Later arrivals then will be obliged to draw up
extra chairs from the side of the foom. The effect will be
to lend a sense of imjortance. and urgency to the pro-~

. ceedxngs In contrast, empty charsdgqund the table? wﬂl

suggest that not much importance has been accorded to
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the session and many have chosen tos(tavi(away.

Pay attention to the total environment in the meeting
room. Is the temperature nght (cooler is preferable to
warmer)? Is lighting adequate? Can noise from adjacent
rooms or the outdoors be excluded? Is there insurance
against such interruptions as telephone calls? Is there pro-
vision for note-taking by participants? Is there provision
for visual presentations—chalk boards, display easels,
audiovisual equipment? If audiovisuals are to be em-
ployed, is the equipment in working order? Is a trained
operator available? Are visual materials of adequate size
and clarity_to_be read and_understaod by everyone in
the room?. These may seem to be obvious questions. But
the sad fact is that they often are overlooked, to the

" detriment of many a me?f’ihg or training program.

THE INFORMATION FACTOR

Critical to the process of gaining acceptancé and support |

for any educational reform is the effective-dissemination of
information to everyofte concerned with the project. It is
necessary to inform not only the immediate school com-
munity — faculty and students, the cogmunity school dis-
trict, immediate superiors at school headquarters, parents
—but to reach such involved people as consultants, con-
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tacts at local universities, foundations, interested corpora-
tions, the local tegchers’ union_or association, service or-
ganizations like New York's Public Education Association,
and the local news media.

As the diversity of the above list suggests??c:mmunum-
tions with different groups will vary both in content and
frequency. The school community obviously has a more
direct concern with the proposed reforms and will need
to be kept fully informed through frequent and reason-
ably detailed memoranda and repo®s on decisions and
progress. Qutside, but involved, individuals and organiza-
tions will require less detail and probably will lack the
time to digest it. That audience probably.should be
reached through an occasional letter or newsletter inform-
ing them in'general terms of project accomplishments.

Accordingly, early in any reform project, a comprehen-
sive mailing list should be developed. Each listing should
be categorized according to the type and frequency of the
communications it is to receive. A commuhications
schedule then should be developed, establishing the na-
ture, frequency, and audietice for each type of mallmg

Regardless of the audience, all communications to the
*school’s constituency should be clear, easy to understand
and to the point. Remember that not everyone in’ your
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audience 1s an educator or familiar with educational jar-
gon. Avoid professional, or technical language. Stick to
simple, straightforward prose that tells your story briefly
and effectively. To the extent possible, avoid the dull and
technical approach of numbered sub-paragraphs and sub-
'sub paragraphs. \ N

The secret here is to place your communications program
in charge of an individual on the school staff orin the com-
munity who, by background or inclination, has the ability
to translate project ‘developments into clear readable
prose of, interest to professiorial and layman alike: In
communicating with. thé student body, it will be helpful
“tofinda stuaenbwﬂh The same capabilities. -

) Remember that written ominunications represent oply
part of the overall [info
also will occur at meetings apd in training programs. Refer
to the preceding section; {Promoting Interaction and
Growth,” when consideririg ygur total program..

As suggested in the opening aragraph of this sectlon
the information flow should

caution. Remember that, until it proves itself, any school

project is an experiment. Wake sure that the media under-

stand that fact and that neither you nor thexmedia greet

tend to the local media. -
But contact with the media shou{d be handled with great -
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the new project with extravagant claims about its ultlmate
impact ori the school or on education in'general

Suggestions that the project will “revolutionize schooling”
are dangerous. If resulting expectations are not realized
or realized only partially, the claims can come back to
haunt youand can do irreparable damage to the credibility
of both theproject and its supporters. .

Even worse are suggestions that a project will “save the
school” from itself and, more particularly, a "difficult”
»student body or an “madequate" faculty. Such publicity
‘can Only serve to alienate the very people who must accept
and help lmplement the proposed reforms.

. Publicity, in"short, can betan effective means of communi-

cating with y our community. But it isa tool that should be
used judiciously.

THE DIPLOMACY-OF CHANGE

Any effort to promote change within a school, whether
it be from within the school or by an outside agency,
requires strategy, an approach that will win the acceptance
and support, of all those involved. In other words, diplo-
macv is called for. The strategies for m-school efforts to
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promote change—particularly the establishment of a above seldom “take” largely because there is no system of
school development team—are discussed in detail earlier  accountability by which to enforce directives from above.
in this handbook. : .Teacher resentment, apathy, or non-cooperation usually

But the strategies required if an outside agency like the will insure their failure.

New York Urban Coalition is to intervene successfully i But experience indicates that the best strategy may b@' .

school affairs merit some discussion. Such agencies are  careful grchestration of the two approaches. The project

likely to be regarded by school faculties as both “ouit- should start at the school level. But, almost simultan- N

siders” and “non-professionals.” Their efforts to help ¢4&n eously, alliances should be formed with key people at the

easily be misinterpreted by the staff as "interference” in top level of the school district administration. Thelobjec-

school affairs. ) tive will not be to suggest imposition of reforms but to

Essentially, there are two basic intervention strategies. secure a level °f,mtereSt and. sf’?port from 7t’he‘ top adriin-
) Onge s to start at the bottom by establishing partnerships istrators that. will lend s:redxbxhty 'to the project and the
- witl&school staff members, working with them to gain ac- potential for impact outside the project school.

ceptance and credibility for a project before seeking the '

approval and support of higher echelons.

The second js to start at the top by “selling” the project
to senior -board of education officials and encouraging
them to decre¢ that the school or schools adopt the pro-
posed reforms. :

- The first approach clearly is preferable, in‘that, from the
outset, t!;c_)se who must impleﬁient the reforms are in-
voived in the decision-making process.

LA

N k3 \\
The second tack courts disaster. Reforms ifmposed from
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