








_..By the year 2000 there will be 4.000 public school
feundations throughout the U.S.

Private Funding of Public Schools:
Local Education
Foundations in Michigan

Michael F. Addonizio

Since the beginning ol this decade. public schools in the U.S. Lave
been faced with 3 dramatic slowing of per pupil revenue growth
(Hanushek and Rivkin, 1997) wvhile bolh enroliments and expecia-
tions for academic ach:evement conlinue to rise. To meet their
students” and communities” expectations, {ocal school districts in recent
years have turned increasingly to a new form of nonprofit organiza-
ton- the ecucational foundation, In Michigan. 144 such rnonprofit
crganizations have been established by local districts to raise revenue
for curacutum improvements, enrichment activities, capital projects.
and instructional mater:als and to strenigthen links between schools
and communities. This activity :n Michigan is represenlative ol
activity nationally. The National Association of Educational Founda-
tons (NAEF) estimates that by the year 2000 there will be 4.000
public schcol foundations throughoul the (LS, {(NAEF, 1996).

While Lhe rise of these organizations is not unexpected in light of
Lthe slowang of revenue growth for public schools. this development
has not been viewed with universal approval. The equahzation of
educational opportunities for all children. rega:dlzss of the wealth of
their respective Ic2al communilies, has long been an imporzant goal
ol educational policymakers Virtually every state allozates schoot aid
Lo lozal districts by means of “equalizing” lormulas designed te offset
dispanities in local fiscal resourcas' Local education foundations have
aroused concern that they may exacerbate fiscal disparities. For
example, political economist and former (J.S. Laber Secretary Robert
Reich has charactenzed these organizations as “anolher means by
swhich the priwileged are seceding irom the rest”™ (New York Times,
May 17, 1992),

This study examines the organizagion and operations of local
education foundations in Michigan and the fiscal and programmatic
impact of nonpiofit. education foundaticns an Micligan public schools,
The study also compates the sociocconomic characteristics of
foundation and nonfoundation districts and tests the hypothesis that
residents ol local districts with education foundations differ isom
residents of nonfoundation distiicts in terms of preferences for ublic
schoa! spending,

Section | summanzes national trends in K-12 publ:c school spend-
ing. Section Il summarizes recent trends in Michigaa. including the
state’s fundamental refcrms of 1994, The rise of local education
foundations in Michigan is discussed in Secticn 1. This section
summanzes key findings from our survey of local education
foundztions znd local distnct superintendents and compares founda-
ton 2nd nonfoundation dislnicts on selected sosioeconomic and
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educational vanables. Section |V presents a model of local education
demand to lest for behavioral ditlerences between residents of
foundation and nonfoundation districls. along with data for
estimztion of the mode!, Empirical results are presented in Section V.
A& sunwnary end conclusions are presented in Section Vi

I. National Trends in Public School Spending

For the past century. public elemenmyy and secondary education in
the U.S. has enjoyed remarkably steady revenue grov.th. Hanushek
and Rivkin (1997) reporl that real expernditure per pupil increased at
3.5 percent per year over the entire period of 1890-1990. with tosal
annual expendituses rising from $2 Sillion @0 more than 3187 billion,
in constznt 1990 dollars, aver this period, This nearly 109-fold
increase is more than triple the groveth of the U.S. Gross National
Product {GNP) aver this pericd. with K-12 public school expenditures
increasing from less than | percent of GNP in 1890 to 3.4 peicent in
1990.

Since 1990, however. the growth rate in per pupil expenditures
appears to have fallen precipitously. While real spending per pupil
grevs at a 3.75 percent cate i the 1980s. the growih rate from 1990 to
1993 was a nere 0 6 percent (National Center for Education Statistics,
1995). This lower growlh rale is due. in part, Lo the relusn of growth
in school enrollments. whizh have teen rising nationally since (981
Further. resulting fiscal pressures on public schools are exacerbated by
lhe steacy growth of the special education pogulation. for whom
financial support is tnandated by federal !aw. On average, per pupil
2xpenditures fer special education equals approximately 2.3 times per
pupil expenditures jor regular education (Chaikand. Banielson and
Brauen. 1993). Moreover, the special education gapulation conzinues
to grow moie rapidly than the general student papulation. rising from
11.6 percent of total enrollment in 1998 W 1.9 percens in 1992.¢

lf. School Revenue Trends in Michigan

A. Spending Sirce 1981,

Trends in state and local revenue per pupil from 1981-82 through
1994-95. in constant 1992-93 dollars. are presented in Tatle |,

As Table | reveals. total per pupil revenue fell in 1982-83 and 1983-
84, as Michigan and the U.S. weathered a recession that began in
1979 and persisted until 1983, Real revenue then rose slowiy through
1985-86. and increased a robust 9.6 percent 1n 1986-87. Following a
modest [.2 percent increase 1 1987-88. revenue rose by fully 14.5
percent in 1983-89. The sate of real growih then fell steadily irom
1989-90 through 1992-93, tuining negalive in that year. This decline
in real per pupit revenue growdh, combined with fat or falling enroli-
ments in many Michigan school districts and increasing acadeniic
expectations 3s reflected by more challenging state assessments of
pugil achievernent in reading. writing, mathemztics and science and
an achievement-based schocl accreditalion programn created by the
legislature in §994 led some disti:cls Lo search lor nontraditicnal sources
ol support.

B. Michigenr Schoo! Finance Reform.

In 1994. the Michigan legislalure enacted Lhe state’'s mest sweep-
ing fiscal reforms in mose than 20 years, reducing propesty taxes.
increasing the state share of school funding and substantially
reducing local discretion regarding schcol taxation and expenditure
decisions, On the allocation side. the new legislation replaced a 20-
year-old dislrict power equalizing (DPE) schoo!l aid formuta ang
numerous categorical grants with a joundation formula which closely
regulated local per pupil revenue. Each district's 1993-94 combined

{






Table 2
Total Current Operating Expenditures (TCOP) for Local
School Districts in Michigan, 1978-79 through 1995-96

Table 3
Profile of Local Education Foundations Responding
to Survey, 1996

Total Current Operating Expenditures
Year Current $ Constant (1978 %

1978-79 $3.500.835.368 $3.500.835.368
197980 3.826.569.438 3.552.989.265
1980-8 1 4.121.362.304 3.438.163,296
1981-82 4.311.715.359 3.169.213.788
1982-83 4.389.380.997 2.922,357.521
1983-84 4.614.552.543 2,895.678.052
1984-85 4.899.844.003 2.979.353.036
1985-86 5.279.439.298 3.081.264.911
1986-87 5.578.143,123 3,138.902.213
1987-88 5.942.575.94| 3.281.559.413
1988-89 6.288.766 404 3.3¢é.82‘;.256_
1989-90 6.724.945.765 3.440.045.918
199091 7.203.792.607 3.516,275.007
1991-92 1.701.674.138 3.566.745.769
1992-93 8.036.838.341 3.571.928.152
1993-94 8.748.283.54| 3.774.879.629
1994-95 9.605.041.49) 4.024.147.078
1995-96 10.253.359.164 4.186.582.485

Year Yega{rs Number of foundations
Established Operation | Urban Sibudban Rural Total
1995 | I | | 3
1994 2 0 | 7 3
1993 3 I ) | i
1992 4 0 2 3 $
1991 5 I 3 4 8
1990 6 0 o | |
1989 7 0 | 0 i
1988 8 0 2 2 2
1987 9 0 2 3 g
1986 10 I 4 4 9
1985 I | . 3 6
1984 12 2 t ¢ 3
1983 13 0 0 0 "
1982 14 0 0 | |
1981 s 0 i N :
Total 7 20 25 e
21152.”7335,‘?’9“5 $64.891 | $19.734 [ $11.258 | $19.539

Seurce: Michigan Department of Education

Ml. Local Education Foundations

Generally, a foundation is a non-profit, tax-exempl entity with a
boasd of trustees engaged in raising. managing and disseminating
resources lor one or mere designated purposes. such as charitable,
religious. liteiary. scientific or educational. Foundation trustess are
gerierally selected from the local community and focus on saising
rescurces. while directors implement policies and programs.

Creating a lecal education foundation in Michigan :s relatively simple,
Organizers [ile a four-page "Arlictes of Incorporation” lorm, 2long
with a $20 fee. vith the Corporation Division, Corporation gnd
Securities Bureau, Michigan Department oi Commeice. as requiced by
tdichigan's Nonprofit Corporation Act (PA. 162 of 1982). Founda-
tions generally begin opecations wilhin 4 Lo 6 months of filing
“Arucles.” and often exist. alongside booster and parent groups Lhat

Educational Considecations. Vol. 26. No. |, fail 1998

*One foundation did not respond 1o “urbanfsuburbanfrural”
Guestion,

also raise (unds for the logal public schooals. Although their fundraising
activities may overlap (eg.. raiftes. sales. etc.). foundations often
jocus on developing partnerships with corporations, individual major
donors and other foundations. and seek planned gifls threugh wills
and memorials. Grants are oftzn made to teachers for innovative
instructional practices, visual arts. and lechnology. 2reas seldom
supported by boaster groups. Fusther. education foundations usuaily
limit grants to items not normally part of the local school disirict
budget.






Property taxes are supplemented by lump-sum and matching aid to
cever the total cost of local public educaticn. further, the med:an
voler pays cnly a fraction cf the total local cosl. based upon her share
of total tzxable property jn the school district. Thus, the tax
obligation of the med:an voter is gwven by:

T={ckj(I-s} (VmV) (2)
where
¢ = total cost of public education in disteict

k= lunp-sum aid paid to distnct

s = state share of additional dot!ar of educational
expenditures

V_ = median household praperty valuation

\‘1‘ =

! lotal property aluation of district

Substituzing (2} into (1} and earrznging, Lhe median ~oter's budget
conslrainl hecomes:

v, v
YR MO-S114S)) = pxeel(1-5) AL+ SI( ) (3)
& ¢

Thus. the tatal income of the median voter consists of piivate
income and her share of lump-sum aid received by the district. “¥hile
the water's price of education is the marginal cost of increasing
education expend:itures per pupil ®y cne dollar

The median voter is assumed to maximize 3 utility iunction U =
U (x. ¢} subject to the budget constrainl given by (3). A demand
function lor local public education can then be derived in terms ol
price and income. A simple model of educatisn demand is:

E= b, = b PRICE + b, INCOME + b, FREE + by ENR@LL (4)
whege
£ = 2ducationdl expenditures per pupil. including loczl, state
and federal funds

PRICE = marginal tax price faced by the district’s median
voter

INCOME = rned:an family inccme in the district

FREE = percent of children i distiict eligible ks free or
feduced prize lunch undzr the national scheol lunch
act (a proxy for educational need)

ENROLL = total distr:ct membership (Lo lest for economies

oi scale in the supply of education)

tdacginal Tax Price. A district’s marginal tax price of schocl sgending
1S the ¢est to the district’'s median voter of increasing per pupil spend-
ing by one collar. In a guaranteed tax base (GTB) aid system. used in
Michigan in 1993-94 to estatlish “foundation” spending lexels for
1994-95 and subseguent years. the malching rate (m) for a lccal
districl is the state share of an additicnal dollar in locally financed
educational expenditures. This matching rate, n combination with
district enrclimenl and the median voter's share of the local disteict
propefty tax dbase. determines the ina:ginal tax grice:

PRICE = n (¥ V) {151 +m)) (5)
where

n= nurnber of students in the distrct

Vo= average residential state equalized valuation (SEV)

in the distiict {prexy for median houseneld SC%)
tolal SEV of the district
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Table 5

Variables Associated with Public School Expenditures:
Descriptive Statistics — 1994-95

Foundaticn Districts Non-foundation Districts
Variatle
klean SD Fean SO
E"F‘“(“Ed]'“"" 5336 934 5.148 1.018
PRICE .8504 .1800 774 2112
INCOME | 29.335.51 | 8.044.58 | 24.358.86 | 7.783.37
FRCE 23.02 13.97 30.10 16.15
ENROLL 4,267.03 4.375.61 2,605.01 9,418.08
N 144 390
Table 6

WLS Regression Coefficients for Michigan School District
Expenditure Equation, 1994-95
(standard errors in parentheses)

Inczfp?ndent WLS Coeliicient P-value

ariable
Constanl (3;74;;;; 9000
DUMNY (2755; 7'89) 0033
PRICE (:;’Ssﬁ) 813
D*BRICE (1212634] 0090
INCOME (ggg:g] 0000
DMNCOME (’_fl' 4586] 5086
ENROLL {"gg‘:g) 0149
D*ENROLL ("%‘lg) 1768
FREE (497'6‘3582] 0554
D*FREE (gzzzg’i 0043

Adj. Ri = 313
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Endnotes

I. Nationally, states provided 46 percent of K-12 public school
revenues 10 1993-94, with most aid d:str:buted so as to offset differ-
ences among local distiicts in the ability to finance eaucation, The
sole exception 1s News Hampshire, where state aid comprises a mere 7
percenl of K12 public school revenue. Local property taxes, on the
otirer hand, provide 90 percent of scheol revenue, while federal soutces
provide 3 pescent. (Amencan Education Finance Association. 1995).
2. further. because of the mandated status of special education, the
expansion of special edugation in either scape or intensity would take
a larger share of any new revenue in times of slow budget growth.
3. The foundation formula guaranteed each local district a per-pupil
allowance hat ranged from the $4.200 minimum to a maximum of
36,669, provided lhe district levies s local properly tax rate of 18 mills
on nonhomestead property. Specifically, local districts with 1$93-94
base per pupil revenue belew $4,200 are raised either to $4.200 or to
$250 over their 1993-94 fevel. whichewver is gre ater. Districts bebween
$4.200 and $6.500 in 1993-94 received a per pupil increase varying
hnearly from $250 at $4.2€) 10 $160 at $6.500. Finalty, local districts
with 1993-94 base per gupil in excess of $6.500 were allovsed an
increase of up to $160 per pupil if local voters approved "hold harm-
fess” millage sufficient to raise the additional revenue. This local
mitlage is levied against homesteads. up to a maximum of either 18
mills or the district’s prior year millage vote. whichever is less.

4, The annval change in the basic foundation allewance is
determined by a “final index,” »which may be written as lollows:
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= (R/R (M, /M)

where

I =linal index

R = total school aid fund cevenue in current year

R, = total school aid fund tevenue in prior year

M, = total pupit membership in prior year

M, = total pupil membership in current yeas
The annual basic foundation allowance is determined by:

BF, = BF, *1I
where

BF, = current year basic foundation

Bf, , = prioi year basic foundation
The local foundation allowance for an individual district is determined
25 folloes:

LF, = LF,, + 2D - [(b-$58) * (LF,, - $4.200) / (¢-$4.200)]
where

LF, = district’s current year foundation allov:ance

L§,, = district’s prior year foundation allowance

b = I*BF , = current year increase in basic foundation

allowance

¢ = BF, = current year basic foundation allowance

5. From 1973 through 1993-94. Michigan required direct voter
approval of lacal schcol taxes. Since 1994-95 district spending levels
under the foundation system v.ere linear transformations or prior year
spending (sce Addonizio. Kearney and Prince. 1994) and lecal school
districts serve a single purpase. 1994-95 d:strict expenditures are likely
to conform to the predictions of a median-voter model

6. Because sampling theary reveals that the error team will be a
function of the size of the population tested (heteroscedasticity),
ordinary least squares would be an inappropriate ¢stimation
technique (see. for example. Kmenta. t971. 322-26).

7. The estimated price elasticity of demand for education spending for
the combined sample obtained from a natural log form of spending
mode! is approximately equal to the pont elasticities reparted above.
This estimated expenditure equation is:

in€=1in5.72-.1294 In PRICE + 2699 tn INCOME
(211 (.0130) (.0207)
Adj. R? = 278

The small standard errors indicale that the coefficients are statistically
significant at the 01 level. This log form ts a pepular functional form
for economic models because each slope coefficient may be inter-
preted as the (constant) elasticity of the dependent vasnable with
respect to thz independent variable (see. for example, Ketegian and
@aics. 1981, 102:4).






other distncts so that disparities continue to be lessened. Local
districts were given the option of requesting voter approval for three
additional enhanceinenl mills for up to three years. This local option
ill be replaced by a regional enhancement millage option beginning
wilh Lhe 1997-98 school year. The regional enhancement millage must
te apprcved a majority of voters within anintermediate schoo! district
thereby broadening the lax base and improving equily in terms of
property v<ealth.

A Study of Reform’s Impact

The purpase of this study is to examine the impact Michigan's
finance relorm has had on three oi the lovs revenue districts. This
reseaich is very important because other researchers’ have po:nted
out that while total dollars for education have increased signifcantly
over the years, lhe number of nevs dollars coming into any d:stect at
cne time has been relatively small. This research focuses on thiee
Michigan districts that received sigriiflicant revenue increases jor the
1994-95 school year Although these districts will continue to receive
more doMacs per pupil over the next ive or six years, the amount of
the increase will nct be nearly as much as they received during the
first year.

This study examines changes in revenue and hovs these revenues
were used by the districts. Analysis has been limited by the fact that
the 1994-95 was the first year of reform. Financial regorts »vere not
completed by the districls until December 1595. and the MBL
released the information in January 1996.

There vere 31 districts (out of 524} whose local and state revenues
were below $4.200 in 1993-94, The low revenue districts are located
in the upper pemnsula. northern lower Michigan, and southwestern
Nichigan. Constraints, such as lack of funding and professional
ceminitments. limited travel to dislant sites. The three disiricts that
were selecled lor analys:s ase al} located in socuthwestern hMichigan.
The three districts do differ in many ways, including enroliment growth
and soclc-econommic status.

In addition to five vears of financial cata obtained from MDE, 1994-
G5 board minutes for each district were reviewed for information on
changes in staffing. curriculum: and other areas that may have been
impacled by reform. #ifter a review and analysis of the financial data
and the toard minutes. convessations wese heid 'w:th the superinten-
dent andsor business adm:nistrator to clasify and respond to
questions about the data, These central office perscrnel offered
insights into the effects of refcrm on their districts that may not have
been evident in the other daiz. Each ¢conversation lasted approximately
1- 12 hours. District personnel »were promised ancnymity.

Changes in Revenue in the Districts

Table | summarizes the characteristics of the three seiected
districts. Ali three districts levjed telow the state average mill rate in
1993-94. Since the state aid membership formula rewarded for local
effort. these districts placed themselves in the low revenue category.
District C had the h:ghest State Equalized Value (SEY) per pupil: in
fact. the property wealth 1n D:str:ct C combined vith its lovs millage
rate put this district (like Onaway) into the position of being a low
revenue, out-of-farmutz district. thus making its state aid categorical
grants sutzject to recaptue.
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Table |
District Characteristics - 1993-94
Distsict A | District B | District C
State Equalized Valve/Pupil | $99.826 984 855 2119.65%
Pupils (ITE) 2938 2,275 3472
Operating Mills 25.98 21.76 3042
Total Revenues SV1.639.452 | 383.822.812 | $13.464.419
Total Expenditures S13.652.616 | $9.431.230 | $13.676.139
Total Expenditures/Pupil $4.447 $4.145 $3.939
fFund Bzlance $2.359.468 | $400.948 | S1.944.207
Average Teacher Salary $34.89% $40.396 144,503
Rank in State 446 269 150
Rank in State 457 284 521
Free & Reduced Lunch 41.28¢ 20.5% 9.4%
[Prop Cul Rate 12.2% 4.6% 0.8%
Comgletion Rate 59.4% 81.0% 95 4%

Ranxings were computed by MBE based on 524 districts.
Source: Information provided by hichigan Department of {ducation.

Lack of taxpayer support of millage requests is part of the history of
these districts. which is vwhy they are low revenue. District A is a
resort ared; a lot ol the property is owned by non-fes:dents. *dany
students are transient, children of migrant workers who come hese to
work during the tourist season. Thie resicients of the district have low
tncomes, as evidenced by the high percentage of free and reduced
lunch students. and not inclined tc increase progerty taxes. Admiinis-
trators in Cistricts 8 and C described their voters as conservative. In
Districl 8. properly ovwners have seen the valuation of their property
increase as new. expensive houses ase being built on many of the
stmall Iakes within the district. Distcict C has a large number
fapproximately 2.000) of private. parochizl school sludents within its
boundaries. Although the district has no proof, administrators are
inclined to bel:eve that the parents of these students were unwilling
to tax themselves fos schools they do not use.






Table 3
District A - Expenditures as a Percentage of Total Budget

1990-91 1991-92 1992-93 1993-94 1994-95
INSTRUCTI®N
Salasies 4.7 47 .4 473 46.4 42.4
Benefits 7.6 84 89 12.1 1575
Purchased Serv 0.8 0.7 09 0.8 i
Supplies 2.7 1.7 19 1.5 24
Other 9.3 1.0 0.5 0.5 0.3
.Total [nstruction 53.1 59.2 3945 61.3 61.6
SUPP@RT
| Salaries 17.7 20.5 20.7 18.5 16.3
Benefits 3.6 4.1 44 5.4 6.4
Purchased Serv 70 5. 5.4 59 5.9
Supplies 2.1 2.2 2.1 23 4.5
Other 16.6 8.6 7.8 €5 88
Total Support 47.0 40.5 10.4 38.6 384
DISTRICT TOTAL
Salaiies $9.4 67.9 68.0 64.9 58.7
Benefits 1.2 i2.6 3.3 7.6 21.8
Purchased Serv 7 5.8 6.2 6.7 5.9
Supplies 4.8 349, 4.0 39 4.5
Other 16.9 9.6 8.4 7.0 9.1
TOTAL 1C0.0 59.8 9.9 100.0 190.0

Discrepancies in addition due te rounding.
Seusce: Comnputed by author from information from MDE.

In cevieving the data in Table 1. we can see that District A is clearly
at the lew end in the state for teacher salaties and administrative
costs: Cistrict 8 is below the median for these personnel costs.
Although Distr:ct C was an the higher end of the rankings for teacher
salar:es, it 15 almost fast in administrative costs. These are not districts
that are leading the state in salaries in 1993-94. and ior 1994-95 these
three districls appreved anly three percent or less across the board
salaiy increases. The need to wse such a significant portion of the
revenue increase for mandated benefits arises because of the way the
base was calculated and not by incieases in personnel or huge salary
seltlements.

District A has begun many nevs programs Largeting its very needy.
at-risk posulation. One such program s a four level curiculum
delivery system which gives students alternatives to a traditienal high
school curriculum, One past of this curriculum is a half day ol
academic and vecational classes with the ether half day devoted to
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tutorial programs and other student support systems. According to
boa:d minutes, eariy seports by the administration to the board of
education state “learning is up and discipline problems are down.” A
pilot schoolicourt l:aison program is in lace. An ail day kindergarten
in amulti-age setting has been implemented. In the elemenzary grades,
a multi-age continueus progress curriculum is provided with teams ol
teachers (consisting of regular classioom (eachers. speciat education
teachess and Title | teachers) waorkirig veith stucents, These programs
are serving as models for others across the state and appear to be in
keeping with some of the recommendations of Miles® and Odden and
Clune® as ways to reform education and better utilize existing
resources. Central office administrators stress that these programs have
no connection to finance reform. The new superintendent is
respons:ele for bringing these innovations to the district. and they
were started before reform. The innevations have been funded by
using 3 fund balance that had been allowed Lo grow over the years by

i






Table 5

District C - Expenditures as a Percentage of Total Budget

199C-91 199162 1992-93 1993-94 1994-95
INSTRUCTION
Salaries 48.5 49.1 52.6 486 46.9
Benefits 88 8.8 9.9 12.7 15.8
Purchased Serv 0.2 0.l 03 0.2 0.3
Supples 2.9 33 28 2.5 2.6
Other 0.1 0.1 0.1 0.l 0.2
Tota! Instruction 60.5 61.4 65.7 64.1 65.8
SUFPORT
Salaries 19.6 19.6 19.7 17.7 16.9
Benefits PRY 30 3.2 1.1 555
Purchased Serv 6.5 7.1 5.8 5.4 0.6
Supplies 24 2.2 2.3 1.9 5.5
Other 8.1 6.7 3.5 6.7 5.7
Total Support 39.5 386 34.5 35.8 34.2
DISTRICT TOTAL
Salaries 68. | 68.8 72.3 66.4 63.8
Benefits 1.6 t1.8 13.0 16.8 213
Purchased Serv 6.7 7.2 6.1 5.6 1.0
Supplies 5.3 3.4 5.0 4.4 8.1
Other 83 6.8 3.6 6.8 5.8
TOTAL 160.0 100.0 103.0 1000 100.0

Discrepancies :n addition due to sounding,
Sousce: Cornputed by author irom information from »DE.

other districls in Lhe surrounding area already have. It added staff with
its nev: dallars. District C is giowing 3t the rate of approximately 200
students per vear. hewever, the state uses a blended student count
{the previcus year's Februsary ensoliment and the current year's
Octcber count) for purposes of state aid. so each year the district is
behind revenue fer approximelely 100 students. Enrollment has
increased 47.1 percent between 1988 and 1994, Prios to finance
reform. elementary classrooms including kindergarlen. had 30 cr more
students ger class. Acditional staff reduces class size somewhat. in
addition, a psycholog:st and sccial worker have been added. The
distiict has six eiemenzary school buildings. Prior to finance reform,
the district had twao elementary principals. It vzs ablz to add a
principal in 1994-95 and anather ¢ne in 1995-96.

District C was able to add a grogsam for its at-risk students vith the
nevs dollars. It had not been eligible for o income dcllars and even
if it had been. recapture would have taken most ol those daliars away,
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Like District 8. this district is using othenvise unemployed teachers to
wark 3s instructional aides to providde services for at-fisk students.
District C has a very high graduation rate, sa it is not surprising that
additions to the cusriculum have been at the high school level.
Additions include advanced placement courses, advanced computer
applications ccusses. and specialized English classes District C is the
only distr:ict of the three districts studied to have schaols that have
achieved summaty accreditat:on based on theis high scoses on the
Michigan Educational Assessment Program (MEAP - MiChigan's
assessment 1061),

District C is also working to bring change in the teacher salary
schedule. for example, ance a negotiated settlement is reached with
teachers. $2.000 is subtracted from steps | and 2. The atgument for
this action is that it repiesents the job market. There are far more
teachets than positions: the board cf education wants teachers to
make 3 commitment to the district before receiving more dollars, in

13






Private citizens and officials... hailed the new taw as the
“Minnesota Miracle.”

Financing Education in
Minnesota: A Tradition of
Progress, 1971-1998

Mary jane Guy

Minnesota School Finance Background/History

khnnesota has been viewed as a progressive state in the area aof
education. In addition to charter schools. it has :nitiated many
reforms since the 1970's which ushered in the "Minnesota Micacle™ in
the 1570's that set the state on a path of educational reform. However,
when vz examine the legal precedents and history of h:nnesota scheal
firance since the 197Q's, we note that most K-12 educational finance
reforms have not involved significant. progeessive of “pacesetting”
firancing changes until recently and are rather conventionaf or tradi-
tional.

In 1997 after a tense standoff over tax breaks for private school
tution, Minnesota lawmakers agreed on a $6.7 billion. two-year
education finance bill that makes far reaching changes in the putlic
schoal system of Minnesota.' The " Students First” plan constitutes a
shift away from the state’s traditional emphasis on funding school
districts and focuses on giving students and therr families money to
use as they wish.2 This along with legisfation passed in the spring of
1997 1o establish the first statewide testing prograrm’® has been hailed
by Robert |, Wedl. the state educat:on commissioner. as “...the most
significant reform in gur history.™ The recent furor over low test scores
in the Twin Cities, caused legislators in the 1997 legislative session to
approve a $100 million increase @ver two years in compensatory aid
(anti-poverty funds) for a total of $360 million that would go directly
to schoals rather than districts.*

The state’s approach to educational finance s still a3 modifjed
“foundation™ approach. even though restricions have been placed on
local school districts to supplement the feundation level . Teday, howr-
ever, kinnesota is almost completely respcnsible for the availability of
new revenue for public schools. As :n many sates today, elementary
and secondary education in Minnesota is financed through a
combination of state collected taxes (primatiiy income and sales) and
property taxes cotlected locally in accordance with a constitutjonal
mandate that requires a thorough and efficient system of schoois.
tinnesota’s education aiticle is cne of the most strongly worded
educational mandates exgressing the notton of a republican system
of common schoofing in America;

The stability of a repuclican form of government depending
mainly upon the inletligence ol the people. it is the duty of the
legisiature te establish a gznesal and unifoirn syster of public
schuols. The legislature shall make such provisions by taxation
or othecwise as will secure a thorough and efficient system of
public scheals throughout the state *

Mary Jane Guy is Associate Professor, Winona State
University
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The Minnesota Miracle

Numerous couit challenges throughout the United States in the
197Q°s have rellectex! the general consensus that an overhaul of school
funding was due. In tdinnesotz. the Governor and Legislature in the
1970's initiated changes vhich brought the state’'s school financing
systen more nto alignment with its constitutional mandate “to
establish a general and uniform system™ of education. tn 197! the
Omnibus Tax Act sought to equalize tax effort of property owness in
Minnesota while promating greater equalizat:on of school expendi-
tures theoughout the state.

tinnesota state support for elementary and secondary education
initially »vas based solely on nterest income [rom the permanent scheol
fund. Supplemental state aids were distributed as early as 191S and
the state attempted an equalization approach to state aids in 1947
Foundation 2aid. established by the 1957 legislature. was meant to
previde an adequate basic educat:on and to compensate for variations
of property wealth among tdinnesota te advantage poos school
districts. The method of cornputing the foundaticn aid remained the
same until passage of the Omnibus Tax 8ill in 1971,

Prior to the Sesrano decision’.  Minnesota Governor Wendell
Anderson proposed his “Fair School financing Bill.” The reform in
educational finance that followed was a comprormise bebvezen various
forces based on this Governer's groposal. it ignored features to equal-
1ze per pupil expenditures. but made major changes in reducing tax
inequities throughout the state. The shiit in financing and the change
in emphasis was so great that a federal br-partisan commission
composed of private citizens and officials at all government levels.
hailed the new law as “the kinnesota Miracle.”

School aid reform was also addressed during a speciat session of
the 1971 legisiature that made substantial changes in the philosophy
and methad of financing K-12 education. The foundation aid formula
shifted the primary revenueraising responsibility for school operating
funds from local to state level. It defined a “standard cost™ per pupil
unit to provide 2n adequate education; st established an “allowed”
level of expenditure for each district determined by the retationship of
the district's maintenance expenditure to the standard cost in that
yeat, The “allowed expendstures” vere financed for the first time by a
foundation aid formula which provided poorer school distaicts with
proportionately mere staze financial assistance. The financiaf aid
formula increased equalization in expanditures by providing “low cost”
districts with additional power 1o increase alloved expendituses
annually: 2nd it placed stringent limits on schoal distnct mill rates for
maintenance purposes.

Prior tc 1971 schools in kinnesota were financed by a combination
of state and lccal monies with about 6% from federal sources. The
state share was divided among three aid programs, foundation aids,
categorical aids. and tax relief aids. Excess referendum levies v/ere part
of the Minnesota Miracle. School districts had been able to levy, with
voter approval, amounts for district operational costs beyond levies
specifically authorized in Minnesota. Local schoo! boards had much
greater flexibility in deciding the:r own levies and the levy was limited
laigely by the need for money and the ability and willingness of the
property taxpayess in the district to nrovide resousces. The 1974 law
was the first effective state-imposed and ~oter-controlled levy limit on
schaeol district levies. |t psohibited scheol district levy increases above
state statutory hmits unless lozal voters approved the incsease by
referendum ?

In the decade following the "Minnesota Miracle.” numerous
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1991 that the legislzature had ¢qualized more of the state funding, with
the percentage of unilorm basic revenue nsing roughly fronr 67,59 in
1984 to 90% by 1990.)

Today Lhe general education formula is an “equalized” formuia—the
state pays in aid the difference between what is raised by the local
levy and the formula allowance, The porticn that s local levy can be
determined by comparing a distnct’s adjusted net tax capacity per
pupil unit to the equalizing factor. The equalizing factor ts cetermined
by dividing the basic formula allov/ance by the tax capacity rate. For
1997-98, the equalizing factor calculation is : $3.581/.374 = $9.575.
The basic revenue allowance for each district for the 1997-98 school
yearis $3.581 per pupil unit. State 3id of $2.6 billion and property tax
levy of $1.4 billion provide the basic revenue for all districts. The total
of all state a:d :s $3.3 billion. and the total fevy amountis $2.3 billion,
State ievenue comes from compensatory revenue for free and reduced
lunch. operating sparsity revenue for small and isolated schocls.
Beginning in 1996-97. the basic formula increased bty $300 per pupil
unm:t representing the “roll-in” ©f transportation and training and
experience revenue,

Addilional revenues are provide from Transportation Sparsily
Revenue which provides districts with additional funding based on
the number of pupil units per square mile. The operating Cagital
Revenue lormula will allow for increases in technology this year In
1997-98 a disiricts’ supplemental revenue is the same per pupil amgunt
as the district received in 199293, Hovever, supplemental revenue is
reduced by S100, represeniing the increase in the formula allowance.
This revenue is an aid and levy combination in the same ratio as the
district's general education revenue allow. A total of $5.4 million in
supplemental revenue was sllocated to about 32 districts in 1987-98.

Educational Investment

The Minnesota legslazure will conduct the 1998 legislztive session
wilh a record budget surptus Today forecast evenues exceeded fore-
cast expenditures by $2.3 billion due tc a robust econoy. Governor
Carlson wants to spend most of the new money on property tax
reliel. bul there will still be: hundreds of millions available for opportu-
mities for education in the form of budget supplements, tax credits
and deductions, anc¢ capital improvements in the future.

The regional :mpact of the funding changes contained in the the
ommtus 1997 K- 12 bill and the changes in the distrbution of revenue
among schoal districts reflects a geographic disttibution of new money
over basel:ne amounts for fY 98 and 1Y 49. Stalewide there has been
2 4.9% increase cver the £Y 99 base: in non metro areas a 5.6%
increase: n suburban metro areas, a 3.7% inciease and in the Twin
Cities of tdinneapolis/St. Paut. a 5.9% increase based on per pupil unit
general education revenue amounts. Statenside per pupil increases when
measured against the base amounts for iiscal years 1998 and 1999 are
3.5% and 4.9% respectively. Additional nexv money puiniped into the
K-12 systemr this past legislat:ve session ($6.7 billion for the K-12
appropniation— a total revenue increase of 149 over the previous
eiennium) has alfected the spread in school district revenue vrhen
measured ®y the Sth and 95th percentiles of general education
revenue becausr of the added Compensatory Revenue~from $836 per
pupil unit m FY 97 to 4,005 in FY' 99 under the conference ccramittee
proposed arnounts.'

In an analysis of changes in scheo! funding in Minnesota over the
past two years, Augenblick end Myers (1997) peint to marginal
revenue growth abovz infiation.™ Generally in Minnesota. school
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districts spend what they get. They may build up a balance or go into
debt. so the best data to examine for hovs school districts are faring s
schocl district revenues. Considefing all funds, the most current
revenue figures (including revenue to pay lor busldings) in 1998, the
revenue per average daily membership is $6.264. a .0067 percent
ncrease over £Y 1997 which was $6.222. What is slated in current
law for FY 1999, hovsever is $6.786. a 2.5% increase.® “A few years
ago in hinnesota we had 59 school districts with opesating debt.
This yzar only 10 districts have been eliminating their operating debt
through consolidaticn. so Minnescta’s 362 scheol districts are tn pretty
good shape.”?

Education s the largest single item in the state’s general fund
budget. accounting for abaut 33-34 percent of total spending (this
percentage includes a refevant portion of property tax reduction 3id)
Higher education in Minnesota receives only 10 to 11 percent.? Total
state and focal revenue for schools increased over 128 percent since
1985. When adjusted for inflation, the increase s 46.2 percent
despite the fact that as economic grovth has slovsed while student
population has increased. Revenue per student, adjusted for inflation
has increzsed by 22.3 peicenl from FY 1994 to F¥ 1997, It is eslimated
that total school district revenue ior each student (ADK) will average
$7.491 duting the 1996-1997 school tesm—this includes funding from
state. lecal. and federal sources.”

State funds for K-12 have particularly increased fcr career teacher-
family programs. youth service. aiternative delivery of specialized
instructional services and other programs to meet the needs of
largeted childsen and youth. In 1994, an add:tional $1 million was
appropriazed lor violence preventiort grans with another $t million
appropriated for youth apprenticeships and establishing the connec-
tion between youth and communiiy service.

Selected Education {ssues and Policy Trends Affecting
Minnesota School Firance

The constitutional requirements of hinnesota. the current
slatutory framework for education finance. Lhe history of litigation.
and developing fegal theory have all recognized and andcipated the
pacesetting reflorms 10 achieve greater equity and accountabifity that
have taken place recently svith the passage of the (997 Omnibus Tax
8ill for K- 12 education. For exarniple in H.F. 350. Article |, Section 25
vse read:

financing the education of our children is onz of the state
gevernment’s most important functons. In perform:ng this
function the slale seeks to piovide sulficient funding while
encouraging equity. accountability. and incentives toward
quality improvement. Te help achicve these goals and to help
control future spending growth, the state will fund core instruc
tion and related support services, will facilitate improverment in
the quality and deliveryrof programs and services. and »ill equalize
tevenues rased locally lor discretionary purposes.”

In 1589, the Minnesota legislature first addressed the issue of the
proper locus for democratic cantsol in tie state. The legislature adopted
general principles and a policy statement to guide state-local hinance
reform which stressed accountabibity. i.e. a preference for state fund-
ing of slate-mandated activities and local funding of local decisions.?
In 1991. the Minnesota legislature adopted a mission statement for
education which emphasized such concepts as “participatory
decision-making.” “accouniability.” and integration and coordination
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gassed permissive legisiation in 1987 allowing school boards to enter
nto an sgreement with a “school site decision making team.” This
council can be thought of legally as 3 “mini-school board.” that can
decide tools and policies in curriculum, disciphne. budgeting, hinng
and firing of personal as a team consisting ol the principal, represen-
tat:ves from staff, parents. students, members of the community.
Schoals may now voluntanly enter into performance contracts, but
more pressuie may be brought to bear on accountability for previous
state cornpensalory dollars. The 1997 compensatory aid package
provides $100 milhon more aid Lhal would not go to the school
districts but directly to school sites. based upon the number of
students qualified for free and reduced lunch. Discussien in the last
session. however. hinged upon how the aid should be calculated and
defining whatl is a learning site.>

Charter Schools (Formerly called Qutcome-Based Sehools)

In 1991, the Minnesota legislature enacted a bill authorizing school
districts to sponsor a limited number of charter schcols. The onginal
authorization of 35 charter schools vras increased o 40 in 1995, By
1996-97, 20 charter schoals have been approved for operation, but
only 19 ace eperationai. The number of students novs enrolled in
charter schools in Minnesola authorized as of January, 1997 i1s 1.814
(Minnesota Tax Payers Association. 1996, p. 25). Lawmakers in 1995
appropriated $75.000 for the state board of education to evaluate the
perlormance of chaster schools. Money for the school comes from the
state in the form ol general education aid {which now includes both
Lransportation aid and capital equipment aid. The 1991 lav authonz-
ing school beards or the state boaid of educaticn to permit one or
more teachers to form schools made charter schools eligible or other
aifls. granls, and revenues fiom the state as though the school were 3
schoo! distnict.?

The 1597 "Students First” plan lilts the cuirent 40-school cap on
the number of charter scheols in the state and mandates that the
$350 million in compensatory aid conta:ned in the bill follow
students to scheols, rather than be spent at the district level. It
designated $50.0C0 grants to help wilh startup costs of charter scheols.
created grants for buitding repairs. and allowed higher education
institutions to sponsar charter scheols. This plan could benefit iarge
urban school districts in Minneagolis and St. Paul that serve large
number of low-income children. “Some sites ceuld receive as much as
%1 million to spend as they see fit to improve educational outcomes
for pcorty performing students. ™

Standards-Based Reform

Minnesota has ranked very high compared to other states on rmost
standard measures of student achievement, while spending only stightly
highes than the naticnal average per pupils.’® The state board ol
educztion led the nation in adopting Outcome-Based Education (O3E)*
2nd new greduztion standards, 8y 1991, funding ($1.35 miflion for the
biennium) was provided for granlis to selecled schoal districts tc serve
as demonstration sites.’® la 1993 the Minnesata tegislatuse
updated Lhe Minnesota Educational Eifectiveness Program (MEEP) to
specify expected piogram outcornes.”” In August 1995. the mission
of MCEEP has been o prepare schicals for implementing graduate
standards and the federal “Goals 2008 efierts. The 1995 taw appro-
priated $775,000 each year (FY 1996-199¢) 10 achieve ecucationat
effectiveness.®
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Technology

In 1995, the Omnibus Education Act included an entire article
devoted to technology initiatives with a total of $26.8 million
apprepnated over the FY 1996-97 biennium. $5.4 million was junded
for instructional transformation technology grants: $30€.000 in FY
1996 for regional library telecommunications aid for data access.
technology. and technical support. and promotion to electronic
access 1o the public; $800.000 for grants to continue Internet access;
$6.387.000 for Interactive television with substantial increases for capital
expenditure equipment and statewide telecommunications access
rouling system, In 1996, lawsmakers added another S11.9 million io
fund various technology projects dunng the 1996-97 biennium

Conelusion

Many Minnesotans today see these educational initiatives in the
1990's as a tnumph for choice. Tax dollars can nows be provided on a
tuition basis either by public scheols or by groups of public school
teachers. Minnesotans can probably look to many more charter schocls
as families create 3 markel for summer scheols and other services with
newly acquired tax-credit dollars. Educational Commissioner Wedle
commented cn these revolutionary developments in the state of
Minnesota: “it's no longer what the system can provide .. New
parents have some resources to putchase educational services.™

Creater demands are now being placed on a traditional finance
system and the taxpayers in hfinnesota to effect these progressive
palicizs. Because of the ever-increasing concentration of peor and
needy children in urban schoals, snadequacies in the levels of basic
funding are becoming more apparent. kinnesota educauon was found
by the Minnesota Supteme Court to be “adequate™ in 199! Indicators
of inadequacy today, however, include lew achievement and test scores,
high dropout r3tes and poor attendance, particularly among disadvan-
taped students in urban areas. As more and more courts throughout
the United States begin to target “adequacy” in equity rulings.
adequacy and accountability will become more central issues. The
giowing revelation of educational “inadequacies” in Minnesota may
force tawmakers in this state Lo redeline a basic educat:on relative to
the proper funding ol standards-bases reform.
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He was a prophet... but without appropriate honor ir his
own lang.

W.E.B. DuBois as Educational
Philosopher: Will the Real
DuBois Please Stand Up?

Don Hufford

The “who" of W-E.B. DuBois (1868-1943) 1s in “the eye of the
beholder * He has Deen interpreted as being an historian, sociologist,

journalist. ed:tor, novelist, poet. and scholar. He has been credited
with- and blamed for- being a politically agirating gadfly whao
grandfathered the Civil Rights Movement. He has alsc been
denigrated by thos2 who do not consider him to be radical enough as
a traitor to this same “cause.” He has been recegnized as a
passicnate, arliculate defender of the ideals and principles of a demo-
cratic society. yet condemned for articulating sccialist ideals and for
jeining the Communist Party in his 95th year. He vas a pragmatic
patziol who could wmte: " Qur country :s at war . .. this is OUR war,
We must fignt it with every ounce of blood and ireasure:"! but who
lates renounced his U.S. citizensh:p to become a citizen of Ghana,
He was a champicn of the povserless masses, but vwas criticized for
his failure to interact and to personally “connect” with the common
man. He was a prophet- in the Bibfical sense- but without
appropriate honor in his own land.?

The list of differing understandings of DuBois the “individual” goes
on. To interpret DuBo:s as an educaticnal philosopher- as this paper
dees- is 10 apen the door to divergent hermeneutical possibilities,
and to definitional challenges frem bath philosephers and edueators.
A thesis may, however, be offered- and defended- that there is an
implicit philosophy of education woven into the fabric of the wntings
of W.E.B. DuBass. Thisghilosophy is found imbedded in his works of
crealive fiction as well as in his nonficticn. autobiographical. and
academic writings. Jt is passible to extract from his writings- and life
experiences- an educational phiiosaphy waich may be used to better
understand the contentious educational battles of the 1990s- batties
wh:chin hiswerds are “as old 2s the world and 2s ycuog as the babe
born tonight.™

DuBois had an early fliszation with acadernic philosophy, and he
ornice defined the core of his “self” by proclamung, | am a teacher! ™
And. of course. he was. He spent much of his 95 years as an
educator. tlany years were spent in front of a classroom, and many
with pen in hand producing the words that would sting the
conscience of a nztion. But in defining DuBois as an “educator” it :s
nportant to recognize an expanded definition of the word, DuBois
was an educatos not just because of his classrcom experiences— not
because he taught young children in a one-foom schoolhouse n 3
culturally znd economically impaverished rusal area of Tennessee’
nol because he taught ¢lassic languages. and German and English,
and history. and econorvics al the university level- nol because he
vzs 3 qualitative and quantitative researcher- not because he was a

Don Hufford is Associate Professor, Newman University
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prolific and well-published scholar— nat because he vsas 2 “critical
pedagogue” and “liberatory educator” (in the Paulo freire mold)
before these terms was invented.

DuBois was an “educator” in the broadly defined sense of one who
communicates; who stimulates, <hallenges, critiques, slirs-up. arouses
... who questions. A classroom is one arena for this education to take
place. But we must move beyond the classroom to pursue a meaning-
ful definition of W.E.B. DuBois as “edecator.” or to interpret an un-
derstanding of his educational philosophy.

DuBois educated as a social critic, as a sacial actr«st, as a
challenger of the pelitical and econarmic status-quo. He educated as a
voice for the powerless: as a foe of injustice. racism, discrimination,
capitalist exploitation. and impenalism. IHe educated as a champion
of the oppressed. of vomen’s rights. of the disenfranchised, of the
miseducated. He educated through the pages of The Crisis and other
periodicals. He educated through his novels. his paetry, his research
and scholarly writing, his newspaper columns. He educated through
journal articles, and lectures. He educated through his extensive
correspondence with both the povserbrokers and the powerless of the
veorld,

A caveat may be necessary 2t this point. The attempt to distill an
educational philosophy fromn the prolific literary productivity and long-
life experiences of a inan such as W.E.8, DuBo:s is by its very nature
an interpretive process. And... it musl be remembered that such an
interpretation s alvaays circumscribed by the exislentially defined "self”
of the intecpreter. We often find what we are lcoking for, and may
create an hermeneutical “self-fulfilling prophecy.”

The process cf def:ning a DuBois "educational philosophy” involves
not just an intellectual analysis and evaluation. but also an emotional
- even spiritually tinged - assessment of a man who was comglex, not
2lw2ys consistent, sometimes ambigucus in vsord and deed. DuBais
was not a perfect man. He made mistakes. His life was a mirror
seflecting beth human strength and frailty. He could e a paradox of
controlled rage and reconciliation, He was a man whose life brigged
twe centuries- vho possessed the genetic strains of divergent  bio-
logical and cultural inheritances, who merged cfassical learning with
practical educational expediency, and who was continually forced to
seek reconciliaticn of opposite tendencies in both his own personality
and the vsorld in which he lived.

DuBois leit an inteflectual and moral legacy for scholars to interpret
and for soctal activists to apply. To study the educational thcught of
this man is to find oneself replenished in mind and spirit- but strangely
discentented. There is much in such an intellectual/spiritual exposure
that is paradoxical. conflicted. incons:stent. and disturbing. There is
also much that is steady, upfifting. intellectually stmul3ting. and
spiritually heafing. To experience with DuBois an educational sea:ch
for Truth, Goodness. and Beauty is to experence a parallel search for
Social Justice and Human Dignity for all. it is to be reminded of how
mankind has trivialized the great questions about life’s meaming.
falsified the answers. and sullied the search. But lo engage in the
search 15 to experience the hape that it regresents a continuous
process of renewal of both self and sociely. It is to restate basic
questicns, the ansvsers 1o »which must be lived in the present mement

In evaluating DuBois as an educational theorist and practitioner,
Herbert Aptheker affirmed that in his lifetime "na one in the United
States was more expert in the area of the nature, theory, and the
purposes of education.”’ Th:s may be an arguable conclusion when
considered in light of Aptheker’s personal affinity for DuBois and Lhe
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Last year (I was) intreduced to a young African American... At
mention that | was a stepson of W.E.B. DuBois, the ysung
man responded in recognition: “Qh the Talented Tenth™ This
incident confirmed for me once again how great the need is
today to make the work. the enormous contribution, and the
tiuth of W.E.B. DuBois known ..."%

Ta better understand “the truth of W.E, B, DuBois™ in terms of his
contributions to educational thought | found it important to consider
his educational “deuble ccnsciousness.” He was able to seek out
unchanging. absolute “Truth which (he) spelled with a capital,”** and
lo hold i tn a dynamic. creat:ve tension with Lhe small-letter truths of
an existentially defined. and changing. social reality. In terms of
educational purpose and method he expressed an Aristotelian undes
standing when he stated, with convict:on, that “the lruth lies ever
betvseen extremes.”* The Platomist in DuBo:s believed that educaticn
should lead to “a life lit by some large vision of beauty and goodness
and truth,””" As a liberatory educator he also understcad the political
reality that “education among all kinds of men ahvays has had, and
always will have, and element of danger, dissatisfaction. and revolt.
You ¢annot bath educate people and tiold them down "%

CuBois recognized the mportance of a Perennialist educaticnal
philosophy when he viote, “| sit with Shakespeare... move arnl and
arm wilh 3alzac and Cumas... | summon Afistotle and Aurelius... So
wed with Truth | dwell above the veil.”™ He did. howevei, connect
this educational view with the social aclivisin of a liberatory
Reconstructionist educational philosophy. and declared that “to Be
silent when Inyustices call out for sedress. to fail to speak out when
poverty and ignorance keep some in social bondage. to muffle the
sounds of indignation and righteous anger is Lo fail the teacher's
calhing."** It was the essence oi a DuBois eclectic educational philoso-
phy that he should "wish not only to make Teuth known, but to
present it in such shape as to encourage and help soc:al refoim.”¥
When he wrote that education should be a “search for answers to
fundamental problems™** he expressed a "double message:” the
tecognition that the search should connect the greal enduring
metaphysical questions ol existence to the search for answers to
guestions regarding current social. economic, and palitical injustices.

®uBois educationa! thinking was snfluenced by a concepl of
humaaity based on a natural rights philosophy. He believed that there
is an inherent learning drive in each indimidual that seeks correspon-
dence with a socialfpolitical right to fearn. DuBois understcod that
the individual- whatever hisfher racial. cultural. ethnic group-
inherently wants to learn. needs to learn. has a right to leain, One
goal of a demaciatic society should be o help each individual achieve
“that exercise and unbinding of the human spirit which (enables)
mankind to reach its highest and best manifestations™ leading to “the
fullest and roundest devetopment ol Lhe powers of the human
being."®

The search for knowledge - and even more for critical understand-
ing- is an ernotional, psychclogical- even spirjtuai- drive inherent in
the self. This seasch is an expression of a common humaaity. DuBots
warned that any imposed barrier- racism, economic inequities and
exploitation. oolitical or social discrimination. etc.- which thwarts
this expression is a negation of what it means to be human and of the
right to achieve lull humznity The demand for equal distribution of
knovwledge. and for equitable access to help in understanding that
knowledge. ase social responses to a natuial right. This right
establishies a bond that helps unite diverse individuals into 3 common
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humanily. DuBois undecstood that educators should be “led by the
knowledge that ne man should be poor, nor sick, nor ignorant; but
that the humblest vorker as well as the sons of emperors shall be fed
and taught and healed— and that there emergz on earth a single
unsfied people, free, well and educated.””

DuBois has been denigrated by some soc:al activists for not being
enough of a radical revolutionary. even though he spent most of his
life challenging oppression and injustice. It may well be that he
believed his most productive role was that of an intellectual agitator.
the gadfly who would sting the conscience of a nation. He warned:
"Here comes the agitator. He is the herald. He is the prophet. He is
the man who says to the vorld. ‘There are evils which you do not
know, but which | knovs and you must listen.”*' As an educator DuBois
reminded those who were “called” to teach that “teachers cannot de
pedants or dilettanies; they cannot be mere technicians and higher
artisans! they have got to be social statesmen and statesmen of high
order."*

Some people have recognized this aspect of DyBois" educational
persona. !n discussing DuBois as an academic and a champion of the
oppressed. Eugene Holmes has wiitten:

Literally and historically there had not been any philosophers of
freedom up unti! DuBois. who made it the basic theme i his
belles letters, in his sociology. and in his history... DuBois
alwvays regarded his methodology as embracing the equal rights
of human teings to strive to five.”?

DuBois agreed with the Idealist. Plato. {and the Realist. Aristotie)
that the good life for the individual is inextsicably bound to that of the
just society H:is enduring search was for that society which would
encourage and permit the “fullest cealization of the individual human
spirit.” He soupht for each and all "an education that encousages
aspiration... sets the toftiest of ideals and seeks as an end culture and
character rather than (just) breadwinning."* DuBois recognized that
“culture,” "character.” and "bread-winning” are equally jeopardized
when zn individual's search for self-tealization is restricted by exterior
forces. He understood that “lo educate™ and “to liberate™ are branches
of the same philosophical root system. He expressed this idea when
he wrote metaphorically in one of his novels: “When you're educated
you won't want to live in the swamgp.™® He vas well avare that "to
stimulate.... unirained minds is to play with mighty fires.””¢ To "know"
provides the stimulus 0 “act.”

DuBois believed in the liberatory potential snherent in the
educationaly supported process of growing and expanding toward
individual possibility. because “what (people) are depends on the
way they hawve been educated... the way in which their possibilities
have been developed and drawn out."* He believed that jormal
education should heip develop one’s ability Lo creatively harness- and
make practical use of- the tension developed beiween the desire for
self-realization (an individual dynamic) and the call {or sacrificial
service to others (a social dynamic).

DuBois stcad ior the fight of every indiv:dua! "to be.” but ke stressed
the smportance that “to do” - to 2ct for the good of the larger scciely-
is a complimentary and necessary obligation. He modeled the liberatory
educational theory that education is for both self and society.
He issued a challenge in the form of a question: “Are we going to use
our education for enjoyment or for sernvice?"* The answei(s) hasf
have both individual and group implications. Without a social
dynamic the educational process is narrowed by an egotistic,
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Cultural knowledge, Lhe feits of aliterate education, is empty oi
meaning unless interpenetsated vth liberty jystice, equality, and
equitable opportunitles for dignifiect work.

As 3 scholar DuBois had much in common vvilh the educat cnal

thinking of such men as Rebert h. Hutchins, tdortimer Adler, and
Allan Bloom. I1e. too. was a defender of the tiveral arts tradit on. and
of the educational importance of the greal enduring ideas of the pas:

Asa philosophical Ideatiss DuBois beheved that schools should

“educate children in the broadest, highest way ... {bacause) W sdom is
the principal thing.”* But. as a sccial activst. he also embraced
elements of John Bewey’s Pragmatism. He believed that "with this
general and theoret cal (knovd edge) musl go a definite and detailed
object suited to the piesent age, this present group, the present set of
problems.”** His educational phitoscphy allowed space for the
founciational wisdom of the past and the new educational theofies-
that were siowly helping to forge a better future for “the children of
all.” He prayad for a liberatory education that would bea process cf ..

... criticism and searching ... the insistent questioning of old ways and
old deeds, ever mindful of the sclemenness of woi ¢ old things (v+hile)
welcoming Lhe things that are good and tiue and Lhe eternal beauty of
both old and new

Today's contentious educational battles have philosophical roots:
political tight vs. political feft. Christian fundamentalists vs. secular
humanists, progressives vs. behavicrists. public schoo defenders vs
“for prolit” entrepreneurs, back-to-bas:cs tradilionalists vs. the
poponerits of curricular diverssty —Ideabisl/Realist ws Przgmatist/
Existentialist. We need to listen to W.E.B. DubBois; "We find it
nzcessary to guard carefully least undue insistence on one of these
methods ... may spoil the balance between the (others).” *

An understanding of DuBois’ educational thought-as interpreted
from his watings-does not encourage us to compromi.se personal
philosophcal ideals or strongly held beliefs: he would say ,“fight on!!*

But he would remind us Lhal a precarious balance is not only possible

but may represent the strength of a democratic sociely, and piov de

an ardtidole to a "silent and solemn agreement.” If. as DuBois

believed . education is the foundation stone of obr democracy. ¥

then it 18 important that there be ntellectyal sebe s willing and able to
challenge any educational philoscphy that becomes ali-powerlul. By
“daring to be honest rather than crihudox ™™ these challengers of Lhe
educaticnal stztiss-quo provide the motivation and the will to mam-
tain the precarious balance.

And we serve fitst for the sake of serving-to develop our own
powers. gain Lhe mastery of tius human machine. come o the broad-
est. deepesl self-realizaton. And then we serve for the real end of
service, to make lfe no narrav.. selfish thing, but let it sweep as
sweeps the morning-broad and full and free for all men and all time, that
ycu and | and all may earn a living and earn, 10o. much more than
that-a hfe worth Lkving.**
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How to Evaluate Multicultural Literature

Many ctassroom teachers have limited experiences using bocks
written [rom the perspective of, or about racial and ethnic m:norities.
As theie are numerous issues to ceasider when choosing multicultura!
literature. teachers must learn how to assess bsoks as appscpriate for
use in the classrcomn, Belovs are ovthned specific critena that should
be used when seiecting muiticultural reading material so that bocks
chosen truly represent a part:icular culture and present accurate and
respectiul images of m:nority :aces and ethniaities. Suggested tooks
v/th outstanding illustralions and text are also provided.

llustrations

If baoks with illustrations are chesen. Lhe pictures should te
exanmined to see if characters are easiy recognizable as peeple of
color. Children sheuld ve able Lo tdentify characters as black,
Iispanic, Asians, and natives, without them being shown as
canicatures, There should be physical diversity within the groups
themselves, so avox! bocks that show all tlack or Asian characters
with the same exaggerated facial features that make them afl look
abke. For example. if all Asian characters have round faces. straight
black hair, sianted eyes and & yellowash tint to their skin coloring, it is
recommended that ansther ook thal displays diversity within the
rac:al group is chosen.

These ar= many baooks that have excel ent true-to-life pictures of
geople of different races. One example 1s the African fatle. The
terke! Lady and the Mango Tree (Watson and Watson, 1994), This
took contains realist:c pictures of black chil dren which make them
immediately recogmzabie as Africans. Another well illustrated beok
which realistically portiays black characters is *QOD-HOOPOE Wiliie
{Ksoil and Roundlree, 199Z). The illusirations show a boy and tis
parents in everyday situatens veeging both African ard Western
%;Lh'—r?g' with hair braided and straightened, as it is worn by many

fican : ] .

Brether {."cngfencfﬂ "toﬁay (féﬂ%’.‘é"’-ﬁg‘éﬁ‘it aﬂwj'enﬁluzlﬂ”gss tfﬁ&%qinba?g lih%
vords and wisdom of Native Americans in their belief of a nazral
and heantiful woild. These illustriattons help teach children about
the exemplary

relat onship Native Americans have »w:th the earth and shows the
world through their eyes. Another noteworthy book, :deal for the
Chnstmas season, is Chiristaias Carof (Teasdale and Cotllidb, 1996).
This book port:ays the three wise rnen with different skin ¢o ors. and
alsa shows tne angels and shepherds in varying shades of pink,
vellow, and brown,

Text

Once « has een established that & took’s illustiations transcend
any stereotypes. the texl should be examined to identify hove the
characters are portrayed as a rac:al or ethnic group. s it suggested that
all members oi the group five in poverty? If not, are they shown as
being from a varizty of scciceconomic backgrounds. educatonal
levels and occupations? hiinority groups should be culturaliy diverse,
with whviduals portrayed as figving theiwr own unigue thoughts,
emoticns and philosophies. It is .mportant that the characters of any
one cultural group 3re 3s disparate as characters would be in stones
based on mainstrearts culture. Biversity among African Americans is
ilustrated In Back Heme (Pinkrey. 1992) in which a young woman
returns to her Morth Carolina home after kving up North. Even though
she is now 3 “city g 1. she finds great pleasure in teturning to farm
be. tasai ana t(Kioll, 1952) tells the story of 3 fittle girl who learns
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about fast Africa and the *asai in school and imagines what her life
might be ke if stie were tdasai. Such stories show the different lives
black people lead in the same country and in different parts of the
world.

The text should aiso be studied carefully to see if minority
characters are resgected for themselves. or whether they only achieve
success by giving up the distinctive values and lifestyles of their
culture and adopling those ¢of mainstream white society. hinority
characters should be 2ble to find ways to succeed without losing
sight of their heritage, and their achievements shoutd be notewsCrthy
for the acts themselves. not because they are valued by white society.
or represent some sort of weakening of their own culture and
adoption of mainstream culture, The forlune Tellers (Alexander, 1992)
1s a wonderful story of a carpenter in Camercon, West Africa, who
goes 10 3 iorwune teller to see if he will becomerich and famous. and
whether he will marry and be happy After the fortune teller
disappears. the carpenter finds all the predictions come true due to a
huinorous twist in the story. The carpenter ts successfui in achieving
his dreams of weaith, fame, marriage and happiness. all within the
context of his Wesl Alrican Iife, without any outside interventicn,
This type of story shows that white inter+ention s not necessary for
success in the lives of characters of color.

In 2 similar vein, if minority characters in the book have petsonal
problems, they should be shown as being able o soive them them-
selves, withaut the intervention of whites. Beware of books which
portray the "White ¥4an” as some sort of savior. protecting mincrities
from hardships and prov:ding the vsay to a belter life, One notewsorthy
beok for shawing black solidarily and the ability to solve psoblems for
themselves 1s %/hite Socks Onfy (Coleman, 1996). This tells the story
of a little gzt in Mississippt who. because of a sign saying “Whites
Only”, takes off her shces to siep up to a water fountaia in her clean
vhite socks. When a large white man at:uses her for drnking at the
fountain. thz black communily rallies around te suppost the girl. and
the “Whites Only" sign is removed froem the fountain forever. This
®cok is important in showing the strength and ability of minorities to
stick together to fight oppression and prejudice.

Once it has deen established that individuals within racial of ethnic
groups are represented as diverse characters, capable of achieving
success and solving preblems for themselves, the text should be checked
to see whether minority cultures are treated with respect. o whether
they are depicted as inferior to Lhe domunant white cultuie. At the
other end of the spectrum. are rminonty lifestyles shown in an overly
romanticized way, instead ol being placed within the context of
everyday activities familiar to all people? Often in trying to show the
positive elements ol other cultures. they are depicted in their
traditional form and romanticized in a way which is degrading and
distorting of the culture. For example, Native Amerncans are olten
seen hapgily huddled around camp fires. wearing traditional costumes.
li“ing close to nature and in harmony with each other. How close is
this to the reality that most Native Amencans now live it the United
States? Although « is important to learn about the traditions of other
cultural groups. it I1s 3lso necesssiy to learn about the true-to-ife.
every day situalions that membders of the group expesience. An
authientic view of Native Amer.cans is portrayed in Toughboy and
Sister (Il 1990). the story of 3 young nalive Alaskan Srother and
sister who must survive 3fter Lheis father dies m an alcoholic seizure
on & fishing trip.
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Other books that show how children can be torn belween cultures
are those that involve living by strong ethmc traditions in a society
where these tradit:ons are not the norm. Shabanyu: Daughter of the
Vind (Staples, 1989) shows the problems that can be caused by
arranged marnages. having grown up in a society which does not
practice this custom.

Multicultural books can 3lse be used simply to expose students to
other cultures and the ways in which other people live. Dreamplace
(Lyon, 1993) intioduces children to Native American life by describing
a young Anasazi gifl's vision of zaly life in esa Merde, and A Woman
of Her Tribe (Rebinscn, 1990) describes fifteen year cld Annette’s
journey from her fural Ncatka community to the ity of Victona.
Canada. to discover her cultuzal hentage. Also. The Girf Who Loved!
Catervitlars (Merrill. 1992) is a wonderlul stery showing traditional
Japanese life. It zells the tale of young lzumi aho embarrasses her
parents thsough her love of caterpillars. In relusing to conform to
other peaple’s expectations, lzumi prewves herself to be an indepen
dent woman 0 a culture where this :s not typical.

Translated books can also be a good source of mult:culturalism by
teaching atout childien’s lives n ather parts of the world. An
excellent translated book 1s The !Man {ram the Qifier Side (Crlevi,
1891 ). Th:s book is based on real life events and tells the story of a
fourteen year cld boy lving on the outskiris of a Warsaw glietto
during World War Il. He and his grandparents help shelter a fevs:sh
man. This Is an ideal bcek for exposing children to the persecution of
Jews under the Nazi regime. Another higily recommended took for
this purpose is The Devil’'s Ariiimetic (Yolen, 1988) in which a young
woman struggles to understand what her famity went through duiing
the Helocaust. However, using only bocks about Jews that describe
their persecution should be avoided. There using only books that
illuminzte the joys and happiness ol Jews. One example is Starlight
ard Candles: The foys of the Sabbath (Manushkin, 1995). This tells
the stosy of & Jewish family getting ready for the Sabbath and shows
the closeness of the family during this weekly jewish hol:day.
Another entertaining and amusing story is The Chanukeah Guest
(Kimmel, 1998) in which Bubba Brayna makes potato latkes to
celcbrate Hanukkah with the Rabbi. but ends up entertaining a bear
due to her poor eye sight.

Conclusion

Although there has heen a big rncrease in multicultural literature in
recent years, making it mauch easier to find books for the classroom, it
1 tmpostarit that teachers are able to recognize the qualities that make
a good multicuitural book, Books should not be c¢hosen simply
because they have mincrity ¢haracters and are available. They should
te analyzed and chosen using specific criteria such as; Is the text
accurate and respectful of dilferent cultutes, while portying them as
true-to-life? Are characters diverse and from diiferent backgrounds,
witil eclectic and vacied Lilestyles? Are differences among cultures
within each “cultuial conglomerate” acknowledged? Do illustrations
represent tcue qualities of the race or are they stereotyoical
caricatures? Does the authc: write fiem a gersonal. enlighiening
perspective? All teachers are aware ol how powerlully images and
steries can alfect children. When choosing literatuse. it must be
remembered that books send very streng signals. not only to chitdren
about ceople who are different from then:. but also to children about
themselves.
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Counselors are faced with an onslaught of unceasing
demands aend regativity from chitdren. parents,
community and staff.

Principals and Counselors:
Creating Effective Elementary
School Counseling Programs

Barbara L. Brock and Debra L. Ponec

{Schools| are the <enter of the cemmunity nov:... nct the
chuich, they gave that up... Social services. .. have preity much
broken dowin... dregped the bail... den't follow through, We
have become the missicnares for all thal saciety wants us to
{ix,

The »erds of an elementary schoo! principal echo the wide-spread
sentimanls of teschers and principals struggling to serve the needs of
their students. Many of the responsibilities and roles previously held
by parents and family, are teday assumed by the elemeniary schoal.
In short, American schools 2ppear to becoming an alternative family
(Petersen. 1997). Hovsever. elementary teachers and principals do not
have the educaticnal background or the time to ellectively address lie
personal  pioblems ol students and their families. Teachers and
principals are luming to counselors for assistance.

Schools mirior sociely. Our elementary school childien are
conlrented with accelerating crime rates. drug abuse. declining family
support systems, negleci. divoice, and increasing single parent house-
halds ~ith incomes belovs the poveily level . In addition. some minor-
ity students find themselves alienatad from the mainstream of society.
lacing limiled opportunities ior education and ernployiment {Neukiuy,
Barr. I'loffiman, Kaplan, t993). These factors. combined with the shift
of parental responsibilities frem heme ta school. atert us to the need
for a news model of elermentary education, one in which elementary
guidance and counseling, programs are integial ccmponents (Peterson.
1997 Neukrug, Rést, Holfmzn, Kaplan, 1993},

Elementary schoel counseling programs evolved fiom the vocational
counseling model that predaminated at the high schocl levef, How-
ever. at the elemeniary schocl level, a «evelopmental model that
smbraces a total hfe guicance approach is prelerred. Counselors using
1 developmiental model vork to promote sodal ana emotional. 2s well
as academic and vocational davelcpment; the majcr respensibilities of
the counselos being: counseling, consulling. coord:nztion. and
curriculum (Haraesiy & Ditlard, 1954)

Since counseliors znd counseling drograms are refatively new to
elementary schools (Mardesty & Dillard. 1994). they present an
unfamiliar experience for many principals. A unique challenge emesges.
that of preparing principals for the rale of superv:sing counselor and
monitoring the success ¢l counseling programs, Responsibilities cf
principals regarding counselers and pregrams vaty accerding ¢ schoal
district. However, st i1s safe to assume that the grincipal will be
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responsible for scme portion of Lhe following: selecting and super-
vising the counseler, establishing and monitoring the counseling
prograim. and evaluating the performance of the counselor and the
counseling progfam.

Elementary school principals need to understand the elements ol a
developmental guidance and ccunsehing program and whal consti-
tutes an appropriate rale for Lthe counselor. The telationship betweea
administrator and ceunselor is an imgartant factor in determining the
counselor's rcle and subsequent elfectiveness of the counseling
program. {n addition. a teamwork appreach lo devetopmental
gu:dance and counseling is strongly sdvocated in that the newv.ork ef
suppast enhances preventative practices zad the delivery of services
to students (Paisley ¢ Peace, (1995),

Civen the impcertance of the relationship wetween principal and
counselor. tie fesearchers initialed a study to explose reletionships
arnong principals. scheol counselors and teachers in crder to provide
insights regarding effective delivery of guidance and counseling
programs Lo students, Qualitative research methodology and inger-
view tachniques zlloved parlicipants to expiess their personal
experiences. perceptions. and bellefs. This paper reports the resuits of
the study with a focus on a piclile of the comporients of exemplary
piingipal-counseler relationships. The intent of the authors is to pro-
mote increased awareness of lhe sole of the piincipat and the
necessily for teamwork betveen the principal and counselor in
cieating eliective ceunseling progsams.

Method

Participants

four elementary schoals in a metropolitan school district were
selected based on their reputation for having exemplary counseling
progran:s. The zdministrative and counseling persorinel ¢f each schoe!
were participants in the study Four principals, two assistant prnci-
pals. and live counselors were observed in the:r natural settings and
participated in perscnal taped interviews,

Field observations in each of the schools revealed that the schools
were d:ssimilar in terms of schoo! populations and school perscnnel.
Although the four schools beionged to the same school district, Lheir
schoal populations vere different in tecms of number of students.
racial composition of students. and socio-economic staius of families.
The principals and counselors also presented diversity in ages.
expenence. and race/ ethnicity, Although Lhe prncipals represented
both genders. 3ll of the counselors were female. The personalities and
leadership styles of Lhe principals were noticeably diffesent in each of
the schicols. The eagerness ol the principals to participate in the
survey varied considerably, from one who was enthusiastic aboul the
process 1o another vho was noticeabiy cencemed sbout the presence
ol the tape recorder and needed repeated reassurance regarding
cenlidentizlity

The one similanly in demographic factors was the pr:or exper:ences
that the six administrators had with counselors and counseling
programs. Three of the principals reported having courses in counset
ing. four of them reported having considerable experiences working
with counselors in previeus settings er teing instrumental in the
district's efforts to develop counseling pregrams for elementary schools.
Two of the prncipals reparted invelvement in commiitees that looked
at .dentifying the role. purpose and service that counselors could
provide lor schocls ana addressing ccmmunity forums to expsess the
need for elementary counselors.
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understand the needs and feelings of the faculty, as well as predict
faculty response to passible changes. Other principals fielded advice
from the counselor regarding how to approach an individual tezcher
or group of teachers, and how 1o present issues so they will be
positively ;eceived. One administrator said, "The counselor is so
cetceptive. (After meelings) she tells me vshat she noticed regarding
staif responses and offers suggestions on how 1o proceed, such as
going slower, etc, | really do value her apinions... she is a goad souniding
board.” Other principals reported that they did not have discussions
wilh the counselor about admin:strative or perscnal issues.

Communication with the Counseler

Ccmmunication was cited by beth principats and counselors as key
to the success of their counseling programs. Principals and
counselors reported frequent and daily communications about
students. One principal remarked that the counselor had “an open
hame and | know staff call her anytime of day or night. | do teo.”

Two forms of communication »were apparent: frequent infcimal

contacts and exchange of inforination; the oiher the formal prozess of
siudent referrals. Although both principals and counselors commented
on the impaortance of face-to-face dialogue, they also emphasized the
rieed fos paper documentation to inforrm both parties of occurrences.
A referral system, outlined by the school district. was feportedly
folloveedt 1n zll of the schools in the study. One adminstrator
reported. “We use Lhe counselor refernal so that we all have ;ecords of
exactiy vshat the need is and hevs Lhat need has been addressed.
When a parent comes in, | can pull up that file and say that the
counselor worked vath your child on this particular day and this is
vhat they have beerr working on,”

What Makes the Program Work

Trust was reporied as an essential conmpanens of the counseling
program. The principals consistertly spoke of counselors establishing
lrusting relztionships with students and families, as lollows

Becuuse fthe counselor] has worked with many of the lamilies
year after year and because they've had siblings that have come
through she knews the famikes, visits the {amilies and the
familes tiust hes.

jOur counselcr has) established a rapporlin the community with
many of the families. touched base, helped thet so they have a
certain confidence in her and feel comiortable when there is a
coricern to make a contact...

s just a goad ax that [the counselor] creates wath all the
people that she touches.

Feople trust our counseior explicitly.

The twst wasis crealed by the counselors provided the principals
vath leverage to work with families

The pessonality and dedication of the counselor was mentioned by
the principals as a key factor :n the success of the counseling
pragram. fhe following sentiments were shared by the principals.
“\What makes four pregram] work 1s having counselors that actuslly
care about the studenls arid care about the staff members.” Other
attnbutes used to describe the counselors inctuded:

dedicated to what they are doing.
an advocate for kids.
2 unique slyle,
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confidence in the skilis and capabifity of the person.

a relationship with students that's one of “1 care. |
understand, vou can talk to me.”

low key. talks very soltly, kind of soothing until the
student can be spoken with and communicaze.
comprehend, and understand.

very visible.

pro-active. which is why things operale so smoothly.

brings 3 lot of knowledge lo the school.

Problems to Resolve

Puncipals reported three counseling issues that needed to bte
resolved; |) classicom teachers’ undesstanding and accepting the
counselor’s rale; 2) counselors being assigned administrative roles;
and 3) a lack of counselors in elementary schcols. One principal
pointed out that some teachers willingly accept the counselor as a
resource, while others are reluctant to have another adull in thenr
classcoemi. Other principals noted that the process “takestime.” "Once
teachers find out that the counselor can prowide assistance. a nice
team develops. We're at a point now where they know we're all
{warking] together for the betierment of the kids.” “Another principal
said that xutially some teachers became upset when they lost their
scheduled life-skills traming classes due to a crisis thet demanded the
immediate attention of the counselor, Once they fully understocd the
counselor's role. Lhey becarne more flex:ble in their response to the
interfuptions.

Principals were united tn their sentiment that assigning counselors
t0 administiative roles negates their effectiveness. One principal
commented disparaging about schoals in which the counselor was
the unofficial ass:stant for overworked. frustrated principals, citing a
building in which a counselor garticipated in teacher observations.
The principals interpreted inappropriate roles lor counselors as
scheduling. discipline. and handling angry parents.

“The counselor isn't supposed to be in the role of handling
volatile parents. She might help cut when teachers are having
conlerences and a parent is angry or upset, bul should alvays
be viewed by students and parents as more of a suppoit. If
anyone’s going tc be the palice, that’s the role the principal will
take. Due process and discipline are not the counselor’s sole™.
“I do not wish to have my counselors ever placed in an
administrator role. It waters down their effectiveness if they are
looked upon by students {as having a role other thanj to assist
and help them. | know in other buildings counselors do have
administiative functions, But not here.”

One principal blamed universizy giaduate preparation programs for
principals’ fack of counseling knowledge. “t don't se¢ anyone teaching
principals to work with counselors. That's why you probably see a
wide variance of how a counselor is treated at the elementary level oi
counselors”™. This principal alsc noted thzt the counselor is directly
accountable Lo the building administrator. Thus the rele of the
counselor is ultimately delermined by the building administrator,
sometimes segardless of district guidelines.

Principals vsere equally adamant about the cntical need for a
counseiorin every elementary schcol. However. as one principal pointed
out. “We fought for years and years to get counselors, and we can
lose them as fast as e got them.” The following comments echo
the need for inore counselors coupled with a fear of budget cuts that
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threaten current programs. ““NMe have been blessed with an
outstanding counselor and rope that f{inancral constraints... will not
diminish from this progradm. The negds our childien bring to us are
everiacreasing. Every school needs a counselor [regardless of what]
your reduced lunch rate is.”

Discussion

The building principal is respansible for everything that occurs within
the school. Thus. supervision of the counselor and the uftimate
success of the counseling program are the principal’s responsibitity.
However, many elementary principals do n6t have sufficient farniliar-
ity with counselors and counseling programs to adequateiy supervise
them.,

The fact that all of the principals and assistant princ:pals in this
study had experienced counseling classes of had previously vsorked
with a counselor was not surprising. These principals understcod the
role of the counselor. the value of counseling programs. and were
committed to providing quahity programs. Noi corncidentatly, the
counselinig programs in their schocls were known for their excellence.

If elementary scheol principals ate expzcted to administes counseal-
ing programs housed within their buildings, they need tc be educated
in the issues of elementary schoo! counseling. Schoal districts that
plan to develop elernentary schieol counseling picgrams need o
provide adequaie training for all levels of district administrators.
Universities offering programs in elementary school administration
need Lo nclude a course that addresses administiative issues in
elementary school counseling.

The distinction between the principal’'s role and the counselor's
iole lies at the heart of a successiul counseling program. The roles of
the counselor and the administrator are distinGtly unique. By nature of
the counseling icle. the counselor is in a more advantageous position
than the principal (o br:age the gap betaeen scheol admunistration
and community. An eflective school counselor becomes the “hearl™
of the school, providing the human touch that links people together.
enabling the administrazor to focus on administrative tasks. Allowed
to perform an appropriate rale the counselor can complement and
enhance the administ:ators’ role.

The administrator's support of the counselor's fole 1s a critical
component in the success of any counseling program, All of the
princ:pals :n this study of successful counseling programs were
scrupulous in their adherence Lo and support ol the counselor's role.
They wviewed their rale as providing guidance and emgowerment te
the counselor; they vwelcomed the ass:stance of their talents in achieving
school goals

In some schoals overwotked principals have counselass perfonm
administrative tasks Lo an extent that the counselor tecames the
unofficial assistant principal. This negates the rcle of the counsetor
and the purpose of the counseling piogram. The principals in this
study were disappainted vath the many instances in which they saw
this happening. Their displeasuse with counselors who perform non-
counseling schoc! activities is consistent with previous research by
Vacc, Thyne-\Winker. and Poidevant. (1993)

Principais have a responsibility te convey and define the paramezers
oi the counselor's rcle to parents. students. and teachers. One
prncipal noted that a parents’ commen perception of needing 3
counselor is “there's something wrong with me or my child.”
Students scmetimes have the same misconception. Principals ¢an
facilitzte acceptance and trust of the ccunsehng program by providing
accurate :nformation that outlines the program and the iole of the
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counselor. This trust base is then sotidified by the counselo? through
high wsibiity and frequent contacts with stugdents and farmilies.

Equally important is communicating the counselor's role and the
purpose of the counseling program to teachers. in schools where
teachers are wary about counseling. principals need to encourage
interaction between teachers and counselors. In cther settings.
teachers viev: the counselor's office as a convenient dumping ground
for probierns, In this study the accepiance and utihzation of the
counselcrs was so pronounced that some of the #rincipals seported a
need to define some lumits. In either case. the solution to the protlem
lies with the zrincipal’s articulation of and adherence tc the role of
the counselor and the counseling program.

Counselors are faced with an onslaught of unceasing demands and
negativity from children, parznts, community. and staff. Unless the
scheat district has a support system and staff-development program
for counselors, these asks falls within the parametesrs of the
administrator’s responsibilities to provide on-going support and
prefessional development for schoal personnel. This neec 1s consis-
tent with the findings of Paisley & Bensholf. (199¢), vho encourage
systematic induction programs and piofessienal suppast and Vacc,
Rhyne-Minker, and Poidevant. {1993}. vho rzported that tao thirds
of the counselors they interviewed stated thal they had nc diect
observation or supervision of their ccunseting by othees.

The possibility of budget cuts thvarting existing or petential
counseling programs is a concesn. Principals know that regardless of
the quality of instructiona! programs and teaching, "if 2 student walks
in the door with baggage. thinking about everything eise. he's not
going to learn.” Havsever, counseling isn't as visible as test scores.
athletics. and the arts. Schools dont publicize the number of ¢hildren
and families who were helped by the counselor. Ironically. the
conlidentiality that creates the trust necessary for a good counseling
program also puis it on the encdangered list.

Elementaty schoel counseiors need te actively ¢emonstrate how
therr waork contebutes tg the overall school environinent and the
development of the studenls. The public may not yet view tounseling
as the school’s function, swhich undeiscores a reed for more
Jocumentation of the effectiveness of elementary school counseling
in the literature (Hardesty & Qiflard, 1994). If guidance an:d counsel-
ing programs are to suswive, counselors 2nd pnncipals need to engage
in effect:ve pubhc relations. informing the public about the valuable
contributions made through these programs. (IHardesty & Dillard. 1994;
Hughey, Cysbers & Starr .1993).

The following recommendations are suggested for individuals
mtending to create nev/ or strengthen existing elementary counseling
prograrms:

Principals

* Knowvs the role of the elementary schioal counselor

* Inform students, teachers, and parents of the puipose of
elementary schcol counseling and the role of the counselor

+ Defline and maintain the counselor’s role wathin appropsate
parareters

Princpeis and Counselors
+ Establish frequent communications
* Create mutual trust

Counselors
* kaintain high visibility
* Keep publics informed abaut your work and your successes

faucational Considerations



Several lactors hmited the findings ol this study. first, a relatively
small samgle cf principals, assistant principals. and counselcrs was
interviewzd. Additional participants would be needed to salurate the
data and develop additional suppori for the themes identified.
Second. the dzla gathered were based on the objectivity and reliabitity
of the intervieviers. Typical of intervieww data patheiing. informant
integrity beccmes an issue of ngor. Finally, the intervievs were
confined to a midwestern meircpolitan area. limiting the generaliza-
tions ol results. Despite these limitations, the results of the study
reveal the significance of the role of the principal and the character:s-
tics of counselot! principal relationships lound in effective counseling
programs. The paucity cf research on counselor/principal rejationships
and the isicreasingly important rcle that counselers play 1n elementacy
schools suggest 2 need lor acditienal research on this topic,
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Resezich projects have included the Abecedarian Project. a
longiludinal study of the effect of early intervention on at-risk children
which began in 1972 2nd continues Loday. and other research v:hich
lcoks at issues concerning child development including child care,
hezlth, disability, and family support. Products which have been
developed include Lraining mzterial in early intervention, and
numierous books and other publications (FPG, 1967).

The Wisconsin Research and Cevelopment Centes for Cognitive
Leaming was established in 1964, and is anothzr example of 3
research and development cenler, At the time of its crealion. it was
charged with conducting basic research, tianslating research findings
into matesials and procedures that could be used in schools. demon-
strating and disseminating the tnlormation and products that were
¢reated, and providing leadership to the field of education as a whole
{(Klausineier, 1968).

Now called the Wisconsin Center for Educational Resesrch. the
focus remains on impoving education and conditions in the schoels.
Current and past projects have examined writing skills, the teaching
of mathematics and sc:ence, educat:onal golicy. child care lof young
children. special education and the education of stedents irom cultut-
ally diverse backgrounds. Dissemination eflcets include a nuinber of
newsletters and publications. as well as training and paitnership with
schools as outlined in individual grants and projects (WCER, 1967).

2. Regienal reseurch and development centers

in 1959, the federal government charted ten segional laboratories to
bring a#cul educational improvement. These laboratories are still :n
existence tcday 2nd address a number of educat:onal concerns
including rural education: assessrment and 2ccountability: curriculum,
tearning and instruction: technology: school change piocesses.
fanguage and cultural diversity; urban education; and ecarly childhood
ecucation. The iaberalories offer publications and consulting services
to educational agencies. and informat:cn is disseminated on theinternet
as well as through more ccnveniional sources (NWREL, 1997)

The Far West Laboratory was chartered as one of the regional
research and development centers in the mid-1960's, Berg and Gall
(198%) worked there developing minicourses for teactier inservice. In
1995, the Far West Lab became Westld. and their work continues in
3 number of educational areas(West&d, 1997).

3. Nenprofit organizatiens

Another scurce of research and development in educalion is
ncnprofit organizations who gatner private and public lunding to
creale riew educational products. An example of this type of orgarh-
zation is Zero Lo Theee which was founded in 1977 by leading experis
in the flield of child development and which “disseminates key
develcpmentzl inlormation. trains providers. promotes model
approaches... and wcrks to increase publi¢ awareness about the
signilicance cf the [irst Lhree vears of life” (Zeto to Three, 1997)
Products available from Zero to Tiree include a monthly journal.
nurerous books znd olher publications. videotapes asnd trainung
oppertunities winch are all provided al a very reasonable cost.

Another example of research and development which vsas dcne by
a censortium of individuals and nonprolit agencies is the Survival
Skills Worksheps for Urban Women curricufum which s described at
length later in this paper. It was designed by teachers, social workers.
heme wisitors. and graduate students who vsere vworking directly with
low ncarne vsomen, They came together for the specific purpose of
creating the maler ials which were vit:mately psoduced. Funding came

faucational Considerations, Vol. 26. Na, 1. fall 1998

from federal and state grants, private donations, and through the
"swezt equity” of the developers themselves (L. Thurston, pessonal
communication, October 30. 1997).

4. Commercial companies

Perhaps the most successlul kesearch and development is that which
is done for profit. Educational materials produced by commercial
entities include much of the educational soltware, textbooks, assess-
ment tools. and hands on materials thal are used in the classroom.
These materials are developed using the same steps that aie outlined
below, and many are meticulously tested in a school environment.
The testing for computer software recommended in Apple (1994) closely
pasallels the Borg ten step prozess

Research and Develcpment Cyele
Borg & Gall outline a ten step sesearch and development cycle
which includes.

V. Researele and informatien celigcting

Needs assessment is a vital piece ol the research and information
collecting phase of the cycle. The researcher must detersine il the
product or process that is being designed will be considered valuable
by luture users. A need can be defined as “a discrepancy between an
existing set of conditions and a desired set of conditions” (Borg &
Gall. 1989, p. 76t). ticKillip (1987) and Fullan (1991) leet that needs
assessment invalves value judgments on the part of researchers and
subjects alike which determine priorilies, and which can have a huge
impact on the implementation of the finished preduct.

The first step in a needs assessmerl 15 to determine the ideatity of
stakeholders. Johnson, Meilles, Killer and Summers {1989) divide
stakehalders into two groups- consumers, those who will be using
the product. and providers. those who supervise or assist consurmers
in iks use.

Stakeholders al all levels can be expected to give subjective
information that will come [rom previous expenence and values. This
may cr may nct ke reliable and helpful to the researcher. Therelore, in
addition to simply asking participants about their perceived needs. it
1S important to examine statistics and artifacts that may give more
objective views of the situalion. It may also be helplul to observe the
behavior of those involved to determine the actual level of need for
the product. il the 3k company had iniervievsed office workers and
asked Lhem il they needed little pieces of paper te make notes that
couid later be removed. they probably vsould have received fittle
response. However, they tested the marketability of sticky notes sy
handing out free sampies. Once the office vsorkers were able to use
the little vellow note pads. their value became apparent. and they
shared them with [riends and begged lor mecre- which created a
market for the product. (Nayak & Ketteringham. 1986).

Next. a literature review should be conducted to determine if Lhe
proposed product is already in existence. of perhaps has teen liied in
another form previously. I no infermation can be found regarding the
topic being explored. that woutld indicate that eithes there 1s 3 need
for information on thal topic or Lhat there is virtually no interest in it,
A value judgment vould need to be made at that hme regarding
whether or not to continue.

Another aspect of the needs assessrient process involves looking
at the level ol resauices of the researchers to detesmine il it vwould
be feasible and grolitable t¢ develog a g:ven product. Borg and Gall
{1989. p. 783) suggest that the [lollowing four questions be asked
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mazterials and documeniai:on that will be necessary witen the product
ts shipped and sent off to schools in its final form- withaut the
developers present to oversee ils dissemination and use. Handbooks,
mstructions and other supplementary materials are developed al this
stage. The pioduct should be packaged 0 “final form™ sent to &
school or cther intended audience gioup,

8 Overalienial Jield lesling

Operzlional field testing is done by regular school personnel and
mzlerials should be used in as natural a manner as possidle. The
devetopers ¢f the product should have little or no ingut at this point
decause 1t 15 ime 1o see how th2 preduct is used by people who are
ncl lamifiar with 1. Questionnaires shculd ve distributed to detercnine
il the almest finished preduct is in a form that is understanctabie and
usable to the consumer.
S_ final product revision

Final preduct revision is simply a [mal editing of content, and minor
adjustments that are made based on the feedback received during
operaional field testing Follewing this final revisicn, materials are
preduced in quantty and marketed to tite intended audience.

10. Dissemingtich and impiementalion

Researci and development must occur in partnership with develcp-
ers and consumers working together thricugh all phases of the project
to create a product that will Luly mest the nieeds of the consumer
This is bemng recogruzed in business as well as education. Airplane
gesign is one example. “The 777 was not just designed vsith the
customer in mind- it was des:gned with the customer in Lhe oo™
(Black. as cited in Endres, 1957)

In order for the RG® process to woik. there must be substantal
resconsibility placed on the shoulde:s of the developess in the area of
disseminat:on and implementation. The :deas contained in the
product must be sold Lo Lhase whe could benelit from the product’s
use. The U.S. Olffice of Education has establishzd the Mational
Diffusion Nebwork to assist 1 the dissennnation of successful RGO
products. Commercial camparues may assist in the marketing and
¢issemination for products that they will 82 handling. @evelopers need .
however, 1o stay in touch wath consumers at every stage of the RGD
cycle. (Borg & Call, 1989).

Examples of R&GD

Survival Skills Workshops for Uiban Women

The Survsival Skills program designed under the leadership of Dr.
Linda Thurston of Kansas State University to teach skills necessary for
everyday life W low income woineit is an excellent example of the ten
step process outlined by Berg and Call {1989). The project criginally
grew out of a need. lome visitcrs warking with parents of young
disabled children sn Kansas City. Kansas in the lite |970's became
concerned because the parents v+ho were pzrlicipating in the services
were often distracted cr unuble le work with their children because
their low income status kept them in a state oiten of constant crisis.
They atzemgptea to find maler:als to ¢se with these lamilies in teach-
ing them life skifls and “wvere unable 10 tocate any programs which fit
their needs. Therelare, a team of twelve prefessionals including teach-
ers. administrators. home wisitars and graduate students was put
together to create a program that could assist ICw income women in
becormng more independent. Alfter 3 (/7 vears of research, the
Survival Skills prograrn was developed.
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in the next step. members of Lhe team used sunveys and focus
groups to identify the topics that would need to be covered in a seres
of warkshops thai would be presented to the targel audience.
Prefessionals 1n the fields ol education. scciad work, health, nutrition,
etc.. members of the inner city community. people who had fisen out
of poverty, and low income mcthers themselves were all polled and
responses were grouped according to specific categories. In addition.
the computer records of a local television statien's “Call ior Action™
hotline were exainined to determine community concernis. Once the
topics were identlied, lists were d:stributed Lo experts to prioritize in
order to delerrmine which should be covered with the greatest inten-
sity. A task analysis was done tc determine the best way to present
the information.

The team then broke inlo commitiees vho were charged with
dexeloping modules to address the topics thal had been chosen,
Prototypes of each session were developed. and the entire tearn
continued to meet to ensuse that each segment of the program was
true to the original intent and mission of the project Sample »vork-
sheps or “mockshops™ were created. Field testing vwas conducted 1n
two phases, the first on each module individually as it veas
completed. and the second on the series of workshops in a mare {inal
form. Initially. facilitators presented individuals modules to a vaiiety
of gioups including Head Start teachers. women cn probation. and
communily orgamzations. Data vas kegl from pre and post testing to
see il the content presented v<as !earned. observers attended the
sessions to abserve the behavior of the presenter and the pacticipants,
and interviews were conducted both imediately. and six to eighteen
menths after the training to see il the inlormation had been useful 1n
the tong term, Readability levals were checked to make suce Lhat all
wr:iten materials would be presented at a fifth grade level. Team
members developed and identified research lools duang this phase
that would te used during the full scale testing process,

The second phase tested the modules as a completed curriculum
Ten 3-hour workshiop sessions were presenied as a series. Details
such as the seating arrangements, and the best procedures for breaks
and snacks were reviewed in addition to the content cf the lessons.
Rev:sions were made lo make Lhe content clearer, to remnove matenal
offensive to participants, and to insure that the material was pre-
sented in 3 way thal was interesting and motivating to low income
women who lor the most part had not previously been successful :n
schocl or other training situations. Once 2 final form for the modules
had been cormngleted. materials vere printed. and operational testing
was performied. Trainers who had rot been a part of the develcpment
process were teained and sent to different areas of the country to test
the program. facilitators are given a script to use when piesenting. so
at this stage the method of training trainers as well as the content and
format ol the package was evaluated.

At the present lime. the program s in use in thirty states, two
coualries. and has been tsanstated inte Sganish. Additional programs
for men and youth have been developed as well Data continue to be
collcted, and often the results have been wery positive and rewn-
lorcing. Most peaple score near 1005 o the post tests of the content
presented, and personal exgeriences for frainers and participants alike
have been wvery gratilying,

Or. Thurston [feels stiongly that the program has been successiul
because of thz extensive research wlhich was conducted during the
development process (L. Thusston, personal communicatien. Ociober
20, (997).
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with nondisabied students of similar ages {plus or minus two vears).
and these students represented the natural proportion ol similar
stucents 1a the distnct. In summacy, nclusive educational experiences
were on-going, not sporadic or episodic,

To date only a kmited history exists that describes hew these schocls
became more inclusive. For example the Catlett (1998) and Salisbury
et al. (1993} studies show a picture of local commitment to school
restructunng. In both cases. a toitom-up picture of change has emerged,
vath parents and teachers as initiators of change sn schoo! philosophy
and piactice. This conlrasts with the ieports in other slates witere
restiuctunng initiat:ves fer inclusive education have come irom state
or lacal adnunistcators (Sage & Burrelio. 1994; Villa & Thecusand,
1992j. Common to either route to change is the need for locsl
planning, Indeed. Peal and Petarson (1990) and Fulian (1993) note
that ulimately the success of a ceform initiauve depends cn active
involverrient of the leadership and staff at sn mdividual schoel. Civen
the magnitude ol change required to establish and maintain an
inclusive school. estatlishing a building-based planning model is a
cntical wn:bal step {Campell, Campbell, Forbes. & Brady. 1998).

Inthe fest of thrs paper we describe a local planning mcdel used in
conjuniction with an inclusive educatien initiative in one state. A
descrptien of the planfing model is delineated. and is [cllowed by a
case example of how the model was :mplemented.

The Building-based Inservice Model: A Case Example

The Building-based Inservice tiadel {see Camptell et al., 1998
was develuped in response to state-vide requests for assistance to
build a ptanning and supporl sysiem for local schocls. The goal of the
request-for-assistance saas to seive diverse populations of students
better within general education environments. To accormplish ths, the
pioject was 10 establish school-based planning teams who woutd. in
turn. develop schoot wnprovement plans. In addition. the planning
teams were to ass:st teachers within each participating school to
acquire the skills and knowledge needed to suppcit diverse gepula-
ticns of studensis. there®y making the school & more inclusive
educational setting.

The assumgticn of the Buiding-basesl Inservice Model 1s that a
local schoot can provide an inclusive education if five criteria are met’

i. Censtituents within the school {administratoss, teachers. relzted
sepice personnel. parents. students, pataprofessionals) become
committed tc providing quality inclusive education:

2. tlembers of the 1o2l school gain abtain community and neighbor-
hcad involvement and support:

3. Capacity to identify needs and prapose solutions ta problems is
generated from within the schcal;

4. School constitizents scquire kriowledge and skills that promote
exemplary educational practices; and

5. Technical assistance needed to suppo:il implemenzation and
evaluate student outcames is previded systernatically.

Since the project was Lo restsucture schodls around the logic of
inclusive education. we adopted the assumption thal educators can
tearn to extend and expand their capacity ie collaborate with other
professional educators (Thousand & Villa. 1992), 3ecause the compe-
tencies needed to teach werse populztions of students cross many
lnes. vwe adopted operational gu:delines that required shaied exper-
lise iather than assigeed exgertise. That is, we operaled under the
fogic that students would benefit {rom inclusive educét:onal
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expenences if they could obtain the shared expertise ol a schaol stafi,
rather than Lhe expertise of only a single teacher or pregram to which
they wese assigned.

The School

Hotace hann Elementary School, a building housing grades €-6 in a
mid-sized midwestern town of approximately 75.000 pecple, served
as a l;aining site and as an inclusive educalion demonstralion setting.
Hoiace Mann was located in a raciafly and ethnically d:verse, lovser to
middie SES neighborhosd on the edge of the <ity. Although the schoo!
was over 35 years old. it was well maintained and matched the
orcered. manicured appearance of the community.

Approximately 400 students attended the school. and ¥2% peicert
of themn received Iree breaklastand lunch. The school housed one of
the district’s English as a Second Language programs. and contained
several separate full time classes for students with mild academic
disabilities. There were 23 teachers and 1S support stafi including a
tibrarian and paraprofessionals for Chzpter |, music and special
education. The teachers were generally young with an average teach-
ing experience of S-6 years: {er many, Hcrace Mann vaas their fisst
teaching assigaimert.

There were four speciat educaticn teachers ass:gned to the school:
three of the teachers had full-time ass:gnments and one rotated to
another school, While most oi the students who received spectial
educatron had mild disabulities. the district had initiated a plan 1o
fetuin all students wilh disabilities to theic home schoals. In 2ntictpa-
tion of this. school personne! had begun io prepare for several
students with maze complex disabitities {including those with mental
selardation. emectional and tehavicr discrders, and students who are
deaf and have nc speech),

Horace tlann was selected for participation after a first year. fifth
grade teacher read a brcchure describing the schoaol-based change
project and the technical assistarice that was available for participat-
ing schcols, We then contacted the principal who was eager 10
arrange fcrthe project to be located 1n his schaol 2nd to participate
actively in it.

Developing Building-based Planning Teams

Three problem salving teams were developed as the initial activity in
estatlishing a bullding-based schos! change process. The prablem
satving was centered afournd grade level teams: the early pr:mary team
censisied of grades K-1. The primary team included grades 2-3, and
intermediate feam targeied grades 4-6. Membership on the teams
included repiesentatives from each of the grades and any other teacher
or support person who weuld likely prov.de services to any of the
students returning to the home school, A different special education
teacher was assigned Lo each leam. This reftected a decision by the
teachers to assign studenis with disabilities to grade levels rather than
by special education categories.

Praject stzif proviced the training and technical assistance to
prepare the teams Lo junction as instructional problem selvers, The
project objective *was for the teams to meet whenever there was 3
student experiencing substantial difficulty with academic perforinance,
persanal ar social behavior, o1 schoel attencance. The team thus was
to serve as a problem solving mechanism fer students at-ris for school
[ailuse or cefernral to special education. In addition, the teams were to
begin planning lor the students in cther special education programs
who were to :eturn to Horace Mann Elementary as thei fiome school.
Any teacker who requested assistznce could call for a planning team
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ptan the transition veell in advance of placement. for example.
students now make several visits to the school to learn about its
layout prior to pesmanent placement; teachers become familiar veith
the students and their 'diosyncresies dunng these wisits.

Conclusion

The case of Horace Mann Elementary School demonsirates thal
when given support and the oppertunily to work in building-based
planning teams. leachers can implement remarkable schoo! reforms
that include many students whao traditionally have remained at the
edge of the educational mainstream. huch of Horace Mann's success
in becoming a mere inclusive schoat rests. ve believe, with the will-
ngness of the staff to participate :n senous efforts 1o restructuse the
way they did business. Fullan (1993) noted thai educational
festructuring will remain elusive unless the goals and methods are
embraced by the community of professionals within a school. The
specific team sliategies developed in this project are consistent swith
fultan’s fcgic. Teachers were engeged i local planning of activities
and procasses that wwould occur within their owwn schools. The
emphasis of all activities was student-based. and the pumary skill
suppcrted by project activities was preblem solving over protlem
referral.

Much of the professicnal literature surrounding inclusive educatien
pits logi¢ against reason znd philosophy against preference, oiten
with a level of invective uncommon among professional educalors,
While many debate inclusive education as a concept, Brady et al,
(1997) noted that many educators are aclively engaged in developing
a pedzgogy of inclusive education. linked veith 3 restsucturing of the
ways scheols do business. Like most examples of restruclering, change
at Horace hann was progressive. Even while the staff altered the
typical expectations and practices for teaching students with learning
problems, some teachers remained skeptical  Although the planning
teams were still operztional three years afler the project activities.
three teacheis had not partic:pated in any of Lhese aclivities: these
teachers reported that they still believed that studeats with disabilities
should receive their instruction away from the typical classroom
settings. As onc of these teachers reperted, “I've decided that |
cannot wark with this student - she needs spectal ed.”

We expect that the process of planning for schoo! change will
evolve during the upcoming years. What Lhe Horace Mann expetience
shows, ficwever, is that building-t:ased planning leams can oper ale-

vath 3 principal's support- within the conlext of problem sol¥ ng

rather than protlem referral. In schools where this occurs, vwie expect
that ohservers of inclusive education will conl'nue Lo lezin about

changing school pract'ces By practcing scheol change.
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The realily is that certain students seem lo need some kind
of extrinsic motivator for learning.

Energizing, Directing, and
Sustaining Motivation in a
Social Studies Program

David L. Griffin, Sr.

How many ol us have postponed beginning a diet or exercise
program because wa wer2 too busy, teo siressed. or because it was.
well... Wednesday? @ e btegin a diet or exercise pregram with
complete dedication. tut alter a pericd of time, vee become less and
less diligen? about lollovsing through on cur regimen. In each case,
mot:vation. of 3 lack thereol. is 3 significant factor in the unswuccessful
tealization of our goals.

It shouldnt be surprising, then, that students often lack the
fnot:vation to reach certain educational goals, This fact is perhaps
most apparent :n students of the sccial studies. in reviewing several
empirical studies, Shaughnessy and Haladyna (1985) fcund that, at all
grade levels, students reported sccial studies to be one of the feast
interesting. most rrelevant subjects in the school curriculum. Several
hypatheses were offered 10 explain students’ lack of interest in the
social studies. Some ciaimed thzt the content seemed unielated 0
students’ lives and held much less impartance lor therr career
purposes than mathematics or English, Others asserred that students’
attitudes ~were affected reganvely by their percepticns of the learning
environmen! (student-teacher felationships. teacher enthusiasm}.
finalty. poor. sepetitive instructional techriques were blamed for the
negative 2tlituces heid by students (Hlass:alas & Allen, 1996).

What, then can be done to build 3 mcre motivating secial studies
progiam for studenis? Perhaps a first step is to examine the term
“mativation” to ootain a better understanding of the concept. While
there aie innumerable deflinitions of the =vord "motivation”. three
components seem to ermerge, hiotivation 1s that which energizes.
directs, and sustains behavior (Steers & Porter, 1983).

The primary component of motivaticn :s the energizing function
That :s wwhat causes pecgle to act. {¢ initizte a particu ar behavicr so
that. for example. learning can take place. Without being energized.
students would never engage 1n a task. much less compiete it.

The dicecting lunction oi motivation acknowledges the existence of
a spcific goal and \mpl:es that by engagingin a particulas behavicr.
that gecat s hixely to te tealized. In other words, the behzvor has a
purpose. Students whs are directed know what they want to accom-
plish. belieye they have the ability lo be successful. and understand
that they must tehave in 3 certain way lo achieve their goal. Less
mctivated students either do not knows what their 03l is. do not feel
they bave the abilily. or <o not beleve their behavioss will direct them
toward accompl:shing their goal.

Finglty, the sustaining cole of mctivation Is that which helps people
persist in the behavior rtecessary Lo achieve a goal. Successiul

David Griffin is Assistant Professor and Social Studies
Coordinator for the College of Education, Kansas State
University
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students sustain their goal-directed behavior, alvays trying
nnovative, potentially more successlul approaches to accomplishing
their task st hand. During the “sustaining™ part of motivation. feed-
back s caucal for helping students knove whether their goal is closer
to being achieved,

These three. coriporients, enesgizing. directing. and sustaining are
viral if a soctal studies program is 10 be metivating. Recall the
hypctheses that were given to exglain the negative perceptions held
by students toward social studies. Cne hypothesis suggested the
conient was not perceived as being very relevant or valuable. Thus, it
would seern there w/s fittie to energize students to set goals and
intisle behaviors necessary to be successiul. Other hypOtheses
suggested that the interactians tetween teacher and students
negatively affected the learning environment. Without posiiive
studentiteacher relationships. students wvould lack the motivating
direct:on previded by teachers. Not only might studeats lack an
understanding of the teacher's objective or goal of ihe lesson. but
they also. no <oubt, would fail to comprehend the ninplication that
their behaviors have 3 purgase in achieving that goal. Remember, too,
that poor, repetitive instruct:ona! strategies influenced students’
pecceptions of social studies. It is dilficult to sustain goal-directed
behaviois when students are bored and are not invelved in the
learning process.

Clearly, then. a motivating social studies program must address not
only what is taught, but alse how it is taught. NO program can be
successful without considering content. interactions. and sti2tegies.
And. in impreving each of those aspects, we cannot lose sight of the
three. comportents of motivation described eaclier. Content in a social
stud:es program, then must be energizing, directing, and Sustaining,
The interactions that cocur between teachers and students must be
energizing, directing. and sustaining. And, of course. the same s true
for strategies utiized by teachers to delivec the content. The fofiowing
gives some ideas of how to merge the three important aspects of a
social studies pregram with the three components of motivation.

Content

A key element in energizing students about the content of a soc:al
studies program is for the teacher to be enthusiastic and energeiic
both :n delivery and demeanor. Before students can te energized.
they must be set on fire by what the teacher szys and does. Socal
Studies teachers must comvey that Lthe content ccvered in their course
s relevant to the students’ lves. For example, history provides the
backdsop for undesstanding how events and issues have influenced
the students' lives. Governmental decisions alfecting nationial and glebal
societies have created a ‘werld both of opportunity and peril for
students. The cultural groups that are studied can give nevs meaning
to the students’ sense of self as similarities and differences in ideolo-
g:es and customs are explored. While these examples serve to psovide
a iramework for mzking the content of social studies relevant to
students™ Iives. not all students will see the connection to their
particular situation. In those cases. teachers must allow students to
ask the guesticn. "How 1s this relevant to me?” And. equally impcr-
tant. teschers must give a deserving answer, Resorting to, “you need
it to graduzte™ ¢r "it's on your schedule™ or “don't ask [oolish
questicns,” or any siriilar response is clearly inapproprate. If a teacher
cannct pive a eserving answer Lo that question, he or she needs to
rethink the content and purpose of the course.

For corntent to be directing and sustaining, it must reflect diverse
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The reality is that certain students seem to need some kind of
extrinsic motivator for learning, If a teacher senses this is true, indeed
“something extia” is required to electrify them into learning, then
why not use every reasonable means possible? The critical element,
however. is that the purpose of the extrinsic rewards must be clearly
defined to the learner. Then. too. extrinsic rewards must be used
carefully and in conjunction with intrinsic reinforcement.

Conclusion

A motivating soc:al studies program far students is not unlike a
mativating diet or exescise program. In each case. the participants
must get energized. This will initiate the behaviors needed to begin
the task. Then it is important that the behaviors are direcied ioward 3
specific goal and that participants understand the purpose of the
Lehaviors in achieving that goal. Finally. strategies must be in place to
help participants sustain interest and persist with the necessary
behaviors Without all three components. success is unlikely. In a
social studies program, these mot:vational components must be
¢onsidered not only in the content. but also in the interactions that
occur between teachers and students and in the strategies employed
to deliver content. Merging these concepts will provide a framework
for creating a desirable and motivational progsam.
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