
PROFILING PROCEDURES USED TO INITIATE SCHOOL IMPROVEMENT EFFORTS 

"A QUALITATIVE CASE STUDY OF OUTCOME-BASED EDUCATION 

IMPLEMENTATION IN A RURAL SCHOOL 

DISTRICT IN TEXAS" 

by 

HOWARD JOHNSON FULLER, B.A., M.S., M.Ed. 

A DISSERTATION 

IN 

EDUCATION 

Submitted to the Graduate Faculty 
of Texas Tech University in 

Partial Fulfillment of 
the Requirements for 

the Degree of 

DOCTOR OF EDUCATION 

Approved 

May, 1988 



901 

Copyright, 1988, Howard Johnson Fuller 



ACKNOWLEDGMENTS 

I extend my sincere appreciation to each of my 

committee members. Dr. Bruce Barker, Dr. John Champlin, 

Dr. Charles Reavis, and Dr. Gerald Skoog, for their 

invaluable instruction and guidance. My special thanks 

and appreciation go to my chairperson. Dr. Weldon Beckner, 

for his guidance and encouragement. 

During earlier years. Dr. David Erlandson, Dr. MiJ.den 

Fox, Jr., Dr. Harold Hawkins, Dr. John Hoyle, and Dr. John 

Stansell served on my committee at Texas A & M University. 

Their influence on this dissertation is greatly acknowl

edged. A special note of gratitude is extended to Dr. 

David Erlandson for the insight he shared with me about 

qualitative research using naturalistic inquiry. 

The demands of completing a dissertation have at 

times conflicted with my duties as Superintendent of 

Schools in the Muleshoe Independent School District 

("Jennyslipper") Independent School District. I acknowl

edge the support and understanding shown by the trustees 

and staff members. I am especially grateful for the 

released time granted to me by the Muleshoe I.S.D. Board 

of Trustees. 

11 



My children, Jason, Kris Heather, Callie, and Cassie, 

and my wife, Gayle, have accompanied me through this 

adventure. Without them and their understanding and 

support, this journey would not have been so satisfying. 

To my former teachers I dedicate this work with 

gratitude and appreciation for teaching me the pleasure of 

being a self-directed learner. 

Ill 



TABLE OF CONTENTS 

ACKNOWLEDGMENTS ii 

ABSTRACT viii 

LIST OF TABLES x 

LIST OF FIGURES xii 

CHAPTER 

I. INTRODUCTION 1 

Definitions 8 

Significance of the Study 11 

Statem.ent of the Problem 14 

Purposes of the Study 14 

Hypothesis 15 

Methodology 15 

The Literature Review 16 

The Descriptive Study 16 

Delimitations of the Study 17 

Limitations of the Study 17 

The School District 18 

Summary 19 

II. REVIEW OF RELATED LITERATURE 21 

Introduction 22 

Overview 22 

Effective Schools Research 22 
Outcome-Based Education 4 3 
Business Management Related Literature . . 58 

iv 



Summary 7 6 

III. THE MODEL 83 

Introduction 83 

Desired Outcones and Student Exit Behaviors . 85 

Decision-Making Screens 87 

Transformational Leadership 91 

Implementation Processes 91 

The Foundation "Building" Blocks 94 

Summary 94 

IV. THE CASE STUDY , . 9 8 

Introduction 98 

Chronicle 100 

1983-84 School Year 100 
1984-85 School Year 102 
1985-86 School Year 104 
1986-87 School Year 113 
1987-88 School Year 116 

Review of Documents 118 

Data Obtained From Interviews 121 

Summary 123 

V. APPLIED ASPECTS OF THE MANAGEMENT MODEL . . . 128 

Introduction 128 

Processes 129 

Staff Development 129 
Communications Network 134 
Problem-Solving Model 136 
Change Factors and Process 138 
Climate Improvement Model 138 
Resource Management 140 
Board Policy 140 
Board Support 141 

V 



Community Involvement 142 
Networking 143 
Instructional Processes 144 
Curriculum Organization 146 
Intentional School Practices 148 
Intentional Classroom Practices 149 
Organizational Structure 152 

Summary 153 

VI. RESULTS, RECOMMENDATIONS, AND CONCLUSIONS . . 154 

Introduction 154 

Results 156 

Staff Development 157 
Student Achievement 160 
Decrease in Dropout Rate 168 
Climate and Culture Survey Results . . . . 171 
Commitment and Involvement of Trustees . . 174 
Recognitions, Visitations, and Inquiries . 177 

Recommendations 180 

Program Enhancements and Modifications . . 180 
Program Implementation 185 
Future Studies 189 

Conclusions 190 

REFERENCES 193 

APPENDIXES 

A. SEMI-STRUCTURED INTERVIEW QUESTIONS 19 8 

B. FACULTY ADVISORY COUNCIL 200 

C. DESCRIPTION OF "PROJECT REDESIGN" 202 

D. "KEY" COMMUNICATORS 206 

E. BOARD GOALS 208 

F. PHILOSOPHY 212 

G. EXPECTATIONS FOR TEACHERS AND ADMINISTRATORS . 217 

H. MISSION STATEMENTS 2 20 

vi 



I. TEACHER INCENTIVE PROGRAMS ("JenTIPro") . . . 223 

J. 1986-98 REGULAR INSERVICE AGENDA 233 

K. STUDENT ADVISORY COUNCIL 237 

L. TEACHER TRAINING TEAMS 239 

M. "FIFTH SATURDAY" PROGRAM 242 

N. "PROJECT 2000" SURVEY QUESTIONS 244 

O. 1987-88 SLIDE-TAPE/VIDEO 

PRESENTATION SCRIPT 248 

P. "65 OR OVER CLUB" 254 

Q. TEACHING MODEL 256 

R. FORMULA USED TO CALCULATE DROPOUT RATE . . . . 262 

S. CLIMATE SURVEY INSTRUMENT 265 

T. CULTURE SURVEY INSTRUMENT, ANALYSIS 
AND CAMPUS SUMMARIES 271 

U. SAMPLE NEEDS ASSESSMENT 309 

Vll 



ABSTRACT 

School improvement has been an issue in "effective 

schools" research for several years. However, there has 

been a lack of information about procedures used to 

implement school improvement programs. This dissertation 

added to the body of knowledge by profiling the implemen

tation of a mastery-learning, outcome-based education 

program. 

The purposes of this study were: (1) to chronicle 

procedures used to implement an outcome-based education 

program in a rural school district in Texas, and (2) to 

describe the applied aspects of the rr.anagement model being 

utilized by the school district in the school improvement 

initiatives and some of the results. 

Qualitative research methodology, using a case study 

approach, based on an ethnographic (naturalistic) perspec

tive and personal interviews, was employed as the princi

pal means of gathering data. 

The review of the literature compares and contrasts 

related literature in three general areas: effective 

schools research, outcome-based implementation, and 

general business management. 
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The study suggested that school improvement efforts 

should be holistic and care should be given not to assume 

there is only one best way to implement school improvement 

efforts. The management model used by the district, the 

Outcomes-Driven Developmental Model (ODDM), was beneficial 

in focusing the district on both the holistic concept and 

at the same time guiding the district toward an outcome-

based approach. 

Recommendations for program improvement, program 

implementation, and for future studies were made. The 

recommendations for program improvement include a need to 

involve parents in the planning stages of a school 

improvement planning and to provide intensive training for 

teachers during the pre-entry stages of the school 

improvement program. Also, a word of caution was given to 

"labeling" a school improvement program with terminology 

that is subject to widely varying interpretations. 

Recommendations for program implementation included 

developing a strategic plan, establishing a vision for 

student success, developing building-level commitment, 

empowering teachers, and establishing a succession pro

gram. A recommendation was made for a future study to 

determine the impact of mastery-learning, outcome-based 

education on students' learning over a longer period of 

time. 
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CHAPTER I 

INTRODUCTION 

"I do not accept the proposition that school improve

ment is impossible. But I do not believe that our schools 

will be better simply by wishing them so or by trying 

harder to do much of what is now done" (Goodlad, 1979, p. 

342) . 

School improvement has been an issue in effective 

schools research for several years (Cruickshank, 1986). 

Studies and surveys have been conducted throughout the 

United States attempting to identify the characteristics 

of effective schooling (Roueche & Baker, 1986) . How

ever, "in the continuing quest for effective schools, 

educators have been hampered by lack of information or the 

procedures used to implement school improvement projects" 

(Furtwengler, 1985, p. 262). Furthermore, many school 

administrators have responded to public demands and 

legislated school improvement mandates with concentrated 

improvement efforts in focusing on one particular area of 

the school operation or by simply trying harder at what 

they were already doing. 

Furthermore, there seems to be no single theory or 

practice that can, alone, substantially improve the 



effectiveness of schools (Lane, 1987). Education is a 

very complex process that is continually influenced by an 

equally complex web of economic, political, psychological, 

and sociological forces. "This constellation of forces 

requires a variety of perspectives to provide compre

hensive understanding that vrill lead to efficient, humane, 

and enduring improvements" (Lane, 1987, p. 2). "School 

improvement cannot come about quickly nor can it be 

hurried by a rush of mandates. It requires a slow and 

determined effort, reflected in sound policies and pa

tience" (Sizer, 1985, p. 21). 

This study profiled the procedures (strategies, 

processes, and activities) used to implement a school 

improvement program in a rural school district in Texas. 

It addressed the roles of school administrators, teachers, 

students, and parents in the implementation of a mastery-

learning, outcome-based education program. In the review 

of the literature, the author discussed recent perspec

tives and procedures related to outcome-based education 

implementation, and compared concepts in outcome-based 

implementation to concepts found in current managem.ent 

literature. 

This study also provided a commentary that summarized 

some generalizations about school improvement implementa

tion efforts. The deliberate, planned, holistic school 

improvement efforts made by the school district are listed 



in the district's management model shown in Figure 1. In 

this study, school improvement efforts were defined 

as change processes that helped eliminate the discrepan

cies between desired school or student outcomes (the 

optimum results) and the actual school or student out

comes. Hickman (1984, p. 23) suggested that "you measure 

your organization against your own unique standards." 

Lezotte and Bancroft (1985) believed that "for a school to 

support the claim that it is effective for students, it 

must evidence the concurrent presence of quality and 

equity" (p. 26) . The school district that was studied had 

made a public commitment to both quality and equity in the 

delivery of instruction. 

The generic management model (see Figure 2) , the Out

comes-Driven Developmental Model (ODDM), used by the 
* 

school district in this study was developed by Dr, Albert 

Mamary (Superintendent of the Johnson City Central School 

District, Johnson City, New York) and extended by Dr. John 

Champlin, faculty member at Texas Tech University, Lub

bock, Texas (former superintendent of Johnson City, New 

York) . The model listed desired student outcomes and 

identified school processes that needed to be addressed in 

a school improvement program. The model emphasized a 

holistic approach utilizing three decision screens: 

research on effective schools, a philosophical premise, 

and a psychological premise. The ODDM also emphasized 



OUTCOMES-DRIVEN DEVELOPMENTAL MODEL (ODDM) 

RESEARCH LITERATURE 

MISSION: All Students Will Learn and Succeed in School 

PHILOSOPHICAL BASE PSYCHOLOGICAL BASE 

TRANSFORMATIONAL LEADERSHIP 

Administrative Support Systems Board of Education School Support Systems 

Staff Development Model 
1. Inservice/Staff Development 

is Ongoing/Utilizes Needs 

2. Extended Thinking Skills 

Training/Inserv ice 

3. Instructional Leadership 

Training/Inservice 

4. Discipline Management 

Training/Inservice 

5. Bi-Polar/Conferencing 

Training/Inservice 

6. Mastery Learning 

Training/Inservice 

7. Teacher Expectations of 

Student Achievement 

8. Paraprofessional Training 

(Teacher Assistants, 

Cafeteria Staff, etc.) 

9. Stress Management Training 

10. Administrative Training is 

Ongoing Leadership Train

ing/Weekly Staff Meetings/ 

Project Redesign, etc. 

11. Professional Library 

12. English as a Second 

Language Courses 

Board Policy Instructional Processes 

1. Related to 

Curriculum 

2. Homework Policy 

3. Discipline Management 

(Assertive with 

positive reinforce

ment leading toward 

Reality Therapy) 

4. Public Commitment 

to Philosophy and 

Mission Statements 

Board Support 

1. Participant, Not a 

Spectator 

2. Adequate Financing 

3. Incentive Programs 

4. Visit Campuses/ 

Talking to Prin

cipals & Teachers/ 

Teaching Assistants 

5. Students Are Put 

FIRST 

1. JET-Pro/Lesson Cycle 

2. Effective Teaching 

Practices 

3. Mastery Learning 

4. Extended Thinking Skills 

5. Sensitive to Student 

Needs 

Curriculum Organization 

1. Math Concepts 

2. Essential Elements 

3. Curriculum Alignment 

4. Continutim Curriculum 

Framework 

5. Clear Academic Goals 

Intentional School 

Practices 

1. Placement 

2. Student Movement 

3. Assertive Discipline 

4. Student Recognition 

Programs 

5. Grading Policies 

6. Certification 

7. Tutorials 

8. Summer School 

FIGURE I. The Outcomes-Driven Developmental Model (ODDM). 
The management model used by the Jennyslipper 
School District. 



Communications Network 

1. Faculty Advisory 

2. Key Communicators 

3. Fifth Saturday Program 

4. Weekly Grade Level Meeting 

5. Brochures 

6. News Media Relationships 

7. Public Forums 

8. Intraschool Mail 

Problem Solving Model 

1. JennySolve 

(A Systematic Model) 

2. Quality Circles 

3. Organizational Chart 

(Tight & Loose Properties) 

Change Factors & Process 

Communities 

1. Continuing Education 

2. Adult Basic Education 

3. Parent-Teacher 

Association 

4. Civic Clubs/ 

Organizations 

5. Parental Involvement 

6. 65 and Over Club 

Intentional Classroom 

Practices 

Networking 

1. Project Redesign 
2. Monthly Reports 

From Campuses 

1. Commitment to Renewal Based 

on Values, Goals, and School 

Mission 

2. Goal Clarity 

3. Renorming 

1. Grading Practices 
2. Motivation Strategies 

3. Testing 

4. Reteach/Retest 

5. Incompletes 

6. Correctives 

7. Enrichment 

8. Discipline 

9. Attendance 

10. High Expectations 

Organizational Structures 

1. Grade Levels 
2. Pre-First/Pre-Third 
3. Continuous Progress/ 

Promotion Standards 

4. Collaboration Through 
Committee Structure 

Climate Improvement Model 

1. Climate Survey—An Im

proved Climate 

2. School Culture Awareness 

3. Teacher Recognition 

Programs (JenTIPro) 

4. Eliminating Killer Phrases 

5. Teacher Recognition 

Programs 

6. Teacher Decision Making 

7. Collaboration & 

Collegiality 

8. Promoting Professionalism 

(Framing diplomas, etc.) 

Resource Management 1 
1. Career Ladder 

2. Additional Resources for 

Staff Development 

FIGURE 1 (Continued) 



DESIRED STUDENT EXIT BEHAVIORS AND OUTCOMES 

1. SELF-ESTEEM AS A LEARNER AND A PERSON 
2. USE OF EXTENDED THINKING SKILLS — COGNITIVE LEVELS 

(Knowledge, Comprehension, Application, Analysis, 
Synthesis, Evaluation) 

3. PROCESS SKILLS — Problem Solving, Communications, 
Decision Making, Accountability 

4. HIGH ACHIEVEMENT IN BASIC SKILLS IN READING, WRITING, AND 
MATH 

5. SELF-DIRECTED LEARNER 
6. CONCERN FOR OTHERS 
7. A LOW STUDENT DROPOUT RATE 
8. A HIGH PERCENTAGE OF STUDENTS RECEIVING POST SECONDARY 

EDUCATION OR TRAINING 

GOAL DRIVEN DATA DRIVEN HIGH EXPECTATIONS COLLABORATION 

FIGURE 1 (Continued) 



OUTCOMES-DRIVEN DEVELOPMENTAL MODEL (ODDM) 

RESEARCH LITERATURE 

MISSION: All Students Will Learn Well What Schools Want Them To Learn 

PHILOSOPHICAL BASE PSYCHOLOGICAL BASE 

TRANSFORMATIONAL LEADERSHIP 

Administrative Support Systems Board of Education 

Staff Development Model Board Policy 

School Support Systems 

Instructional Processes 

Communications Network Board Support Curriculum Organization 

Problem Solving Model Communities Intentional School 

Practices 

Change Factors & Process Networking Intentional Classroom 

Practices 

Climate Improvement Model Organizational Structures 

Resource Management 

DESIRED STUDENT EXIT BEHAVIORS AND OUTCOMES 

1. SELF-ESTEEM AS A LEARNER AND A PERSON 

2. USE OF EXTENDED THINKING SKILLS — COGNITIVE LEVELS 

(Knowledge, Comprehension, Application, Analysis, 

Synthesis, Evaluation) 

3. PROCESS SKILLS — Problem Solving, Communications, 

Decision Making, Accountability 

4. SELF-DIRECTED LEARNER 

5. CONCERN FOR OTHERS 

FIGURE 2. The Generic Management Model utilized by the 
Jennyslipper School District. Developed by Dr. 
Albert Mamary and extended by Dr. John 
Champlin. (Reprinted with permission.) 



transformational leadership and a need for the district's 

mission statement to be stated publicly. 

Definitions 

The following definitions will assist the reader. 

Since this study was qualitative research, precise opera-

tionalizations were not desirable. The definitions given 

below are more descriptive than precise. 

Naturalistic Inquiry as defined by Cuba and Lincoln 

(1982) is an inquiry mode aimed at understanding phenom

ena. Tymitz and Wolf (1977) suggest that naturalistic 

inquiry is aimed at understanding, 

actualities, social realities, and human percep
tions that exist untainted by the obtrusiveness 
of formal measurement or preconceived questions. 
It is a process geared to the uncovering of many 
idiosyncratic but nonetheless important stories 
told by people, about real events, in real and 
natural ways. The more general the provocation, 
the more these stories will reflect what respon
dents view as salient issues, the meaningful 
evidence, and the appropriate inferences. . . . 
Naturalistic inquiry attempts to present "slice-
of-life" episodes documented through natural 
language and representing as closely as possible 
how people feel, what they know, and what their 
concerns, beliefs, perceptions, and understand
ings are. (p. 6) 

The methodology used in this study focused on interviews, 

participant-observations, and docum.ent analyses as the 

primary means of gathering data. 

Data, as used in this study, referred to information 

that could be used as a basis for decision-making. This 

definition of data did not require the information to be 



organized for analysis nor did the information need to be 

numerical. 

Participant Observer, as used in this study, was a 

method of observing where the researcher was a regular 

participant in the activities being observed, and the 

researcher's dual role v/as generally known to the other 

participants. A nonparticipant observer does not partici

pate and does not pretend to be a member. 

Outcome-Based Education (OBE), as used in this study, 

was : 

a system for the organization and delivery of 
the instructional program in elementary and 
secondary schools which assures success for 
every student. It incorporates the findings of 
the Effective Schools Research, linking them 
together into a comprehensive and powerful 
model. Educators in outcome-based schools know 
that if they organize their schools properly, 
and offer high-quality instruction, all students 
will succeed. (Danielson, 1986, p. 1) 

OBE focuses on desired outcomes and is built on three 

premises: (1) all students can learn, (2) success breeds 

success, and (3) schools control the factors that deter

mine success. 

In general, curriculum alignment referred to coordi

nation of learning objectives, instructional delivery, and 

assessments (including tests) of students' progress and 

learning problems. This coordination ensured that the 

instructional program was consistent in delivering 

inst^ruction that focused on the most important learning 

outcomes specified by the district. Figure 3 contrasts 
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A Nonaligned Curriculum 

An Aligne(d Curriculum 

FIGURE 3. A nonaligned curriculum contrasted with an 
aligned curriculum. 
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the concept of an aligned curriculum with a nonaligned 

curriculum. The outcomes were developed by the district 

using the generic outcomes-driven model with modifications 

being made by input provided to the district from staff, 

students, and parents. Guidelines given to all Texas 

school districts regarding minimum curriculum requirements 

were also utilized in the development of the district-wide 

curriculum outcomes. 

Mastery learning, as used in the district studied, 

referred to a general mastery-based program that empha

sized a teach and reteach cycle before summative evalua

tions were administered. A deliberate attempt was made to 

deliver instruction in a sensitive and systematic manner, 

providing help to students when and where they experienced 

difficulties, giving sufficient time to the students to 

achieve mastery of the specified outcomes. Figure 4 

illustrates the reteach concept as found in the district's 

instructional delivery program. 

Significance of the Study 

A significant consequence of this study was the data 

generated describing outcome-based education implementa

tion. This study described how the management model was 

utilized to guide the district's school improvement 

efforts. 

A description of the processes used by the school 

district to implement an outcome-based education program 
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is provided. This description provides individuals from 

Other districts of similar size and background an oppor

tunity to realize the feasibility of implementing a 

similar program in their districts using the Outcome-

Driven Developmental Model. The processes specifically 

addressed by the ODDM are found in both Figure 1 and 

Figure 2. These processes include: (a) a staff develop

ment model, (b) a communications network, (c) a problem-

solving model, (d) methods of dealing with change, (e) a 

clim.ate improvement model, (f) board policies and state

ments related to school improvement, (g) resource manage

ment, (h) strategies for board support, (i) strategies for 

community support, (j) networking initiatives, (k) mod

ifications of instructional processes, (1) modifications 

of curriculum organization, (m) modifications of inten

tional school practices, (n) modifications of intentional 

classroom practices, and (o) modifications of organiza

tional structure (grade levels, etc.). This study 

described how ODDM was used to address each process dur

ing the readiness and pre-entry stages prior to outcome-

based education implementation. 

This study also presented a holistic and authentic 

picture of how effective schools research data can be used 

as a foundation for a practical approach to outcome-based 

education implementation. 
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Finally, this study provided information about school 

improvement readiness activities, cost factors as they 

related to staff development and professional growth, cli

mate and culture survey results, and student performance 

scores on both standardized norm- and criterion-referenced 

tests in mathematics and reading at odd grade levels from 

the third grade through the eleventh grade, inclusively. 

These results will allow the reader to judge the merits of 

the school improvement initiatives and draw inferences. 

Statement of the Problem 

The problem in this study was to identify and de

scribe the procedures (strategies, processes, and activ

ities) used to implement an outcome-based education 

program in a rural school district and to depict the 

applied aspects of the management model utilized, and to 

describe some of the results. 

Purposes of the Study 

The two primary purposes of this study were: (a) to 

chronicle procedures used to implement an outcome-based 

education program in a rural school district from January, 

1984, through March, 1988; and (b) to provide data about 

outcome-based education implementation. 

The secondary purposes of this study were to provide 

a description of the applied aspects of the management 
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model being utilized by the school district and to des

cribe some of the results. 

Hypothesis 

Since this study was a descriptive study, there were 

no stated hypotheses. A balance between open-ended and 

focused research was observed. This balance helped 

discover what was there rather than to rely on a pre-

specified set of hypotheses (Guba & Lincoln, 1982). 

Methodology 

The procedures used in this research study were 

twofold: (1) a review of the literature, and (2) descrip

tion. The descriptive study incorporated values and 

procedures associated with naturalistic inquiry. Natural

istic inquiry is based on a paradigm having three assump

tions: reality is multiple and divergent, the relation

ships between inquirer and subjects are interdependent, 

and truth statements are idiographic, working hypotheses 

(Guba & Lincoln, 1982) . 

The methodology included participant-observation 

techniques, as the researcher was an intervening variable 

in the school improvement initiative efforts. The re

searcher had served as the superintendent in this school 

district since the summer of 1983. 

Naturalistic inquiry has its roots in ethnography. 

According to Hyde (1987, p. 131), 
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the emergence of educational ethnography and 
ethnographic evaluation as a major philosophical 
and methodological approach in education has 
been an important step in the illumination of 
values in educational research and evaluation. 
Directly addressing human perceptions, beliefs, 
conceptions, and values through participant 
observation and interviewing can help explain 
why those involved in educational programs and 
practices do v/hat they do. Anthropological 
approaches to the study can bring to light ways 
in which educators think and what they do, the 
origins of these conceptions, and how they 
influence program development, implem.entation, 
and evaluation. 

The Literature Review 

The first phase of this study was a review of the 

literature. This review included published books and 

articles, dissertations, and dissertation abstracts. 

Three separate computer searches were conducted focusing 

on outcome-based implementation, school improvement ini

tiatives, and effective schools research. In the review 

of the literature, outcome-based education literature and 

effective schools literature were compared to some of the 

current business m.anagement literature. 

The Descriptive Study 

The second phase of the research was a descriptive 

study utilizing a case study approach. The case study 

utilized a multiple-measures research design using three 

principal methods: (a) participant observations, (b) 

semi-structured interviewing, and (c) document and record 

research. The interviews were conducted at the elementary 
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and secondary level. Over one-half (seventy) of the total 

faculty was interviewed. The faculty members interviewed 

were randomly selected using a stratified technique 

assuring representation from all of the campuses in the 

district. The semi-structured interviews were open-ended. 

Questions used in the interviews are found in Appendix A. 

Delimitations of the Study 

This study was delimited in three primary ways: (a) 

one school district in a small West Texas town was stud

ied; (b) the study was descriptive leaving both general 

and evaluative interpretations to the reader; and (c) the 

time span for the case study was bounded by January, 198 4, 

and March, 1988. 

Limitations of the Study 

The limitations inherent in this study were related 

to the following conditions. The study was conducted by 

only one researcher. Direct observation was especially 

subject to the researcher's biases of perception and 

selection. The focus of one school district as a case 

study left in question whether similar results could be 

obtained in other districts. Therefore, questions subject 

to generalization in qualitative research were left to the 

reader's judgment and must take the form of "fittingness" 

(generalizing from one case study to another rather than 
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from a sample to the population as in inferential statis

tics) (Guba & Lincoln, 1982). 

According to Isaac and Michael (1980), case studies 

are particularly vulnerable to subjective biases. A case 

study, 

may be selected because of its dramatic, rather 
than typical, attributes; or because it neatly 
fits the researcher's preconceptions. To the 
extent selective judgments rule certain data in 
or out, or assign a high or low value to their 
significance, or place them in one context 
rather than another, subjective interpretation 
is influencing the outcomes. (Isaac & Michael, 
1980, p. XX) 

This study was further limited by the exclusion of an 

evaluative section. However, the reader, after drawing 

his or her own conclusions regarding the reported results, 

can determine the value of the study and judge to v/hat 

extent replication or dissemination of the results can or 

should be made. 

The School District 

The Jennyslipper Independent School District was the 

public school district under investigation in this study. 

It was a rural school district located on the South Plains 

in West Texas. The school district covered 500 square 

miles and had approximately 1,700 students. It v/as 

classified as a property poor school district by the Texas 

Education Agency, did not have any mineral value on its 

tax rolls, and received over $500,000 in equalization aid 

from the State of Texas annually. The area economy was 
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primarily agricultural. The general economic conditions 

were depressed during the last two years of the study. 

The school district had a student population that was 52 

percent Hispanic, 46 percent Caucasian, and 2 percent 

other ethnic origin. Over 40 percent of the students were 

eligible for the Federal Free and Reduced Lunch Program. 

The district had, for several years, prided itself as 

being progressive and concerned with quality education. 

The local taxing effort was at the state average. During 

the spring of 1984, the school district began making 

deliberate attempts at school improvement. The study 

reflected the district's school improvement initiatives in 

outcome-based education through the spring of 1988. 

Summary 

Significant school improvement is much sought 
after but infrequently achieved. Education's 
inability to alter this paradox has too often 
resulted in a fatalistic acceptance of current 
practices. . . . Today's managers have an abun
dance of insightful data about change as a 
manageable process; human behavior, particularly 
behavior within organizations; and critical 
understanding about the nature of organizations 
and their unique yet totally predictable charac
teristics. (Champlin, 1984, p. 2) 

School improvement has been an issue in effective 

schools research for several years. However, there has 

been a lack of information about procedures used to imple

ment school improvement programs. This dissertation added 

to the body of knowledge by profiling the implementation 

of a mastery-learning, outcome-based education program. 
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The purposes of this study were: (1) to chronicle 

procedures used to implement an outcome-based education 

program in a rural school district in Texas, and (2) to 

describe the applied aspects of the management model being 

utilized by the school district in the school improvement 

initiatives and to describe some of the results. 

Qualitative research methodology, using a case study 

approach, based on an ethnographic (naturalistic) perspec

tive and personal interviews, was employed as the princi

pal means of gathering data. 

This study suggested that school improvement efforts 

should be holistic and care should be given not to assume 

there is only one best way to implement school improvement 

efforts. The management model used by the district, the 

Outcomes-Driven Developmental Model (ODDM), was beneficial 

in helping district personnel focus on the holistic 

concept while moving toward an outcomes-based approach. 

Chapter II will review three areas of literature: 

(a) effective schools research, (b) outcome-based educa

tion implementation, and (c) general business management. 

The three areas of review are compared in the summary 

section of Chapter II. 



CHAPTER II 

REVIEW OF RELATED LITERATURE 

Introduction 

Cosmetic changes can be legislated and mandated; 
the ways children and youth acquire knowledge 
and ways of knowing cannot. These depend on the 
knowledge and creativity of teachers. Better 
preparation of principals and teachers, along 
with help and time for designing school programs 
at the site, are necessary ingredients of school 
improvement—John Goodlad. (Quinby, 1985, p. 
19) 

Concern about school effectiveness has recently 

sparked renewed interest among both researchers and 

practitioners, particularly after the release of the 

Coleman Study some 20 years ago (Cruickshank, 1986). 

Numerous books and articles have been written concerning 

school effectiveness. The case study in this research 

project was focused on the implementation of a school 

improvement program that utilized both outcome-based 

education and mastery-learning principles. The review of 

related literature was organized in the following manner. 

First, a general overview of the different types of 

related literature surveyed is given. The review included 

literature in three general areas: (a) school improvement 

and effective schools research, (b) outcome-based educa

tion implementation, and (c) general business management. 

21 
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Much of the review, especially in the business management 

area, was focused on selected books. To assist the 

reader, an attempt was made to illustrate the major points 

of most of the books and some of the articles. By refer

ring to figures, the reader can quickly refer to many of 

the concepts and ideas that are compared in the summary 

section of this chapter. 

There were some "common" threads between business 

management literature, outcome-based education implemen

tation literature, and "effective schools" research. This 

went beyond the most obvious, comjnon terminology such as 

climate, culture, commitm.ent, and ownership. There was 

what Tom Peters and Nancy Austin (1985) called "a blinding 

flash of the obvious" (p. 4) . Some things v/ere so simple 

and, yet, so very complex. The commitment to staff 

development and the realization that schools are in the 

"people development business" is one of the topics discus

sed in the summary section of this chapter. 

Overview 

Effective Schools Research 

The effective schools movement is a combination 
of two related but essentially separate phenom
ena. One is centered solidly within the educa
tional research community and focuses to a great 
extent on systematic investigations of relation
ships between school characteristics and student 
achievement or between classroom characteristics 
and student achievement. The other is grounded 
in the world of educational practitioners, where 
state, district, and building-level educators 
attempt to implement those characteristics of 
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effectiveness which research findings, suggest 
will stimulate improved student learning. 
(Everson, Scollay, Fabert, & Garcia, 1986, p. 
35) 

In 1966, the Coleman Study was released. This study, 

among other things, reported that in schools where the 

educational resources available to children from Black and 

poor families were equal to those of White students from 

middle-class families, the performance of the Black and 

poor families was much lower. Hence, Coleman and others 

concluded "that achievement differences were mostly 

explained by socio-economic backgrounds of students" and 

"schools bring little influence to bear on a child's 

achievement that is independent of his background and 

general social context" (Cruickshank, 1986). Shortly 

after the Coleman Study was released, there were critics 

that re-analyzed the data only to find agreement in that 

many schools did not make a difference. However, there 

were other critics who were less satisfied and suggested 

that if schools are properly run, then most students in 

them can succeed, at least in learning the basic skills, 

regardless of their socio-economic background and regard

less of their race. 

In 1971, Weber identified eight characteristics of 

schools demonstrating success in teaching reading. Those 

eight characteristics were: (a) strong leadership, (b) 

high expectations, (c) good atmosphere, (d) emphasis on 

reading, (e) extra reading personnel, (f) use of phonics. 
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(g) modification of assignments to meet individual differ

ences, and (h) careful and frequent monitoring of student 

progress (Cruickshank, 1986). 

In 1978, the late Ron Edmonds, often referred to as 

the father of the Effective Schools Movement, identified 

five correlates of effective schools and established the 

fundamental belief in the educability of all students 

through the public schools (Brewer, 1987) . The five 

correlates identified by Edmonds (1979) were: (a) in

structional focus, (b) orderly and safe school climate, 

(c) the principal as an instructional leader, (d) fre

quently m.onitored student progress, and (e) having high-

expectations for student success. 

These five correlates have been both supported and 

challenged. Some educators have tried to make these the 

"secret" keys to success in creating effective schools 

while others have pointed out that these are only corre

lates, not scientific "cause and effect" methods. Ron 

Edmonds (1979) responded soon after the discovery of these 

correlates by suggesting that if one has to see more than 

one effective school to believe that it is possible to 

create effective schools, then one has reason to believe 

that there are other reasons for preferring to believe 

that basic pupil performance is a result of family back

ground instead of the quality of schools. He further 

stated: 
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It seems to me, therefore, that what is left 
. . . are three declarative statements: (a) We 
can, whenever and wherever we choose, success
fully teach all children whose schooling is of 
interest to us; (b) We already know more than we 
need to do that; and (c) Whether or not v/e do it 
must finally depend on how we feel about the 
fact that we haven't so far. (Edmonds, 1979, p. 
21) 

Some individuals (Cuban, 1983; Furtwengler, 1985; 

Stedman, 1987) have questioned the oversimplifying of 

implementing school improvement programs by trying to 

institute five correlates of effective schools research. 

Recently, the Network for Effective Schools (1988) began 

to survey the status of the Effective Schools Movement in 

North America. The Network for Effective Schools promoted 

the implementation of the correlates of effective schools 

and had some firm ideas about effective school practice: 

(1) schools do make a difference; (2) all children can 

learn; (3) the local school-site is the focus of real 

change; (4) schools are complex social systems and chang

ing one program within that system does not always lead to 

effectiveness; (5) there are a limited number of broad 

school building-level effectiveness characteristics which 

are present in effective schools including (a) instruc

tional leadership by the principal, (b) an instructional 

focus, (c) a positive learning climate, and (d) a continu

ous assessment of student progress; and (6) the road to 

effectiveness must be structured and have more informed 

and involved building-level decision makers. 
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However, generalizations for all situations tend not 

to be effective. According to the Network for Effective 

Schools (1988), "the devil is in the detail." That is, 

implementing "effective schools" research is not easy. 

The Network for Effective Schools was seeking input from 

its membership pertaining to the following questions: 

1. What is the mission of public schools? 
2. How do we make instruction more effective 

for more students? 
3. Why do some schools fail in their efforts 

to become more effective? 
4. How do effective schools maintain their 

effectiveness over a period of years? 
5. What is the responsibility of the superin

tendent, school board, and central office 
for school effectiveness? 

6. Why do we not see more schools making the 
effort to close the gap between low income 
and high income students? (Network for 
Effective Schools, 1988, p. 4) 

This indicates that school effectiveness and teacher 

effectiveness research has not, thus far, answered all of 

the questions. Cuban (1983) urged caution in accepting 

the effective schools correlates as the answer to school 

improvement. He stated: 

School practitioners seldom wait for researchers 
to give the green light on instructional 
improvement. So it should come as no surprise 
that substantial problems with the research 
findings on effective schools have not stopped 
policy makers--continually looking over their 
shoulders at an underconfident public--from 
taking these research findings and converting 
them into school programs. (Cuban, 1983, 
p. 695) 
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Cuban (1983) cited the following problems with effec

tive schools research implementation: 

1. No one knows how to create effective schools. 

2. The effective schools language is fuzzy. 

3. Effectiveness is a constricted concept. 

4. Research has been done in elementary schools. 

Cuban (1983) summarized his statements stating, "The 

current question that drives many schools today--What can 

we do to improve student performance on achievement 

tests?--is shortsighted and narrow" (p. 696) . He con

cluded by pointing out the danger of confusing test score 

gains (the means) with broader aims of education (the 

ends) . 

As in all organizations, schools learn new methods 

only to have new questions uncovered. "While it is also 

true that some educators and researchers think they have 

the answer . . . general acceptance has not been demon

strated. Perhaps the best we can do is not to forget what 

we know for sure and then strive to look for the answers 

to the new questions" (Network for Effective Schools, 

1988, p. 4). Hence, the Effective Schools Research pro

vided a database to work from, not a panacea of answers 

and successful practices. 

In 1984, John Roueche and George Baker studied in 

depth the best teachers and principals in some of the 

United States' exceptional secondary schools, along with 
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the climate of these schools. The schools Roueche and 

Baker studied were selected from a list of schools ident

ified by the Secondary School Recognition Program (SSRP) 

established by the U.S. Department of Education. The 

schools selected by the SSRP met two groups of criteria 

for success: fourteen school characteristics associated 

with effectiveness and four areas of student outcomes. 

The fourteen school characteristics were: 

1. Clear academic and behavioral goals 
2. Order and discipline 
3. High expectations for students 
4. Teacher efficacy 
5. Rewards and incentives for teachers and 

students 
6. Positive school environment 
7. Administrative leadership 
8. Community support 
9. Extent of concentration on academic learn

ing time 
10. Frequent and monitored homework 
11. Regular and frequent monitoring of student 

progress 
12. Well-coordinated curriculum 
13. Variety of teaching strategies 
14. Opportunities for student responsibility. 

The four areas of outcomes were: 

1. Percentage of students who go on to attend 
some form of postsecondary education or 
training and the number who received 
scholarships 

2. Number of students who were successful in 
academically-oriented competitions, such as 
science fairs, and essay contests 

3. Student dropout rates 
4. Student performance on other standardized 

measures of achievement (SAT, PSAT, ACT, 
etc.). (Roueche & Baker, 1986, p. x) 

From a list of 154 schools identified by the SSRP, 

Roueche and Baker examined and analyzed 39 exceptional 
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school climates, 34 exceptional principals, and 89 excep

tional secondary teachers. Rouche and Baker used the same 

assumption as Peters and Waterman (1982) in their research 

efforts, that is, "the dominant influence on quality and 

excellence in institutions is attention to people, not 

attention to work conditions" (Roueche & Baker, 1986, p. 

158) . According to the findings of Roueche and Baker 

(1986), effective school leaders exhibit the following 

seven characteristics: (a) flexibility in autonomy and 

innovation, (b) cohesiveness within the organization, (c) 

commitment to school mission, (d) recognition of staff, 

(e) problem solving through collaboration, (f) effective 

delegation, and (g) focus on teaching and learning. 

After examining the recent reform studies conducted 

by various national commissions, Roueche and Baker (1986) 

concluded that educational experts shared four conclu

sions: (a) schools ask too little time of students, (b) 

schools ask too little mental effort of students, (c) 

schools allow, even encourage, students to take too many 

inconsequential courses, and (d) schools tolerate, even 

encourage, ineffective teaching. 

Figure 5 illustrates the findings of the research 

done by Rouche and Baker (1986). They suggested that 

effective schools have a safe, orderly and purposeful 

climate; they are staffed by principals who exhibit 

both management and instructional leadership capabilities; 
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they have excellent teachers who are extremely positive, 

energetic, and have high expectations of themselves and of 

their students; and as a result of the above stated 

factors being in existence, the effective schools have 

students who put forth extra effort, demonstrating a high 

level of motivation and satisfaction in good performance. 

Zakariya (1983) identified four components of effec

tive instructional management. The components are 

summarized in Figure 6. According to Zakariya (1983), 

effective instruction is tied to the mission of education 

and needs no justification as a primary goal in any educa

tional institution. It is for that reason Zakariya chose 

Effective Instructional Management as the title of her 

book, rather than less encompassing terminology like 

"mastery learning," "outcome-based learning," or 

"competency-based education." 

According to Zakariya (1983), effective instructional 

management is characterized by goal orientation, appro

priate placement of children within the curriculum, 

flexibility in instructional delivery, and continuous 

monitoring and recording of student progress. It is 

pointed out that, 

there is a "bottom line" for our schools. That 
bottom line must be assuring that knowledge and 
skills are effectively taught and learned, 
that talents are enhanced, and that, ultimately, 
students are prepared to live. . . . Effective 
instructional management is basic to educational 
excellence. It is a bread and butter issue. 
(Zakariya, 1983, foreword) 
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According to Zakariya (1983), the problem in many 

schools has been an absence of coherence in planning and 

implementing incremental educational improvement instead 

of a lack of funds and raising of expectations. Long-term 

program development has been sacrificed for short-term 

gains and the "quick-fix" solution in many schools. 

Effective instructional management attempts to secure 

more control over more of the learning process than is 

usually the case--the more systematic the overall process, 

the larger the number of students who will experience 

success. Zakariya (1983) cited the following processes as 

being important to successful instructional management: 

Planning: setting directions for the organ
ization 

Organizing: coordinating the organizational 
system to produce desired results 

Activating: acquiring, developing, and al
locating the necessary resources, 
carrying out the plan 

Controlling: monitoring and evaluating both the 
results of the process and the 
process itself. (p. 4) 

Spady and Marx (1984) have identified seven opera

tional components in an attempt to organize ideas and 

information necessary to accomplish excellence in schools 

at the local level. The seven components are sumjnarized 

in Figure 7. Since the identified components are an 

essential part of every school's basic operation, they 

exist in one form or another in all schools. The compo

nents are organized around two basic concepts: (a) suc

cessful action proceeds from clear intentions, and (b) 
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clear intentions reflect what students are to learn. That 

is, there should be clearly defined goals in the instruc

tional process if excellence is to be achieved. 

Those "outcome goals" are not vague ideals but 
are the tangible targets toward which curricu
lum, teaching, testing, school organization, and 
resource allocation are all directed and around 
which standards and expectations are defined. 
In this framework, goals precede and supercede 
all of the other components. (Spady & Marx, 
1984, p. 10) 

James Lewis has recently published four books related 

to excellence. Three of these books related to excellence 

in schools (Lewis, 1986a, 1986b, 1987), while the fourth 

book (1985) related to excellence in organizations. In 

tV70 of his books (1986a, 1986b), he advocated achieving 

and creating excellence in our schools by taking lessons 

from some of the best-run companies in America. Concepts 

from both books are summarized in Figures 8 and 9. Lewis 

(1986b) suggested schools need to consider some of the 

following practical strategies before attempting to 

implement a so-called program of excellence: 

I. Convene a mini-conference with key school 
and community people to consider: 
1. Principles and practices of U.S. man

agement. Are they applicable to edu
cation? Which ones are feasible for 
us to adopt? 

2. What do our students want? Do they 
value what we do for them? What 
changes in our curriculum are needed 
to fortify students for the future? 

3. What do we do well? 
4. What are our potentials? 
5. If we could rewrite our school dis

trict's history, what would we change? 
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to create excellence in our schools by taking 
more lessons from America's best-run companies. 
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II. Involve all school people in helping de
velop a vision for the district. Circu
late a memo to all schools requesting that 
they identify something within the school 
district that they would improve if it 
were left up to them. Rank responses. 

III. Regardless of the manner in which you 
develop your vision, do the following to 
give life to your vision: 
1. Concentrate on the key elements of the 

vision. 
2. Stay deeply involved at the core of 

things so that you can initiate 
appropriate actions to actualize the 
vision. 

3. Induce all people to embrace the 
vision. 

4. Always look for opportunities to ar
ticulate the vision so that it is 
inculcated throughout the school and 
community. 

IV. Using the following guidelines, develop an 
action plan for actualizing your vision: 
1. Write a scenario to describe your 

vision for the school district. Make 
certain it contains the definition of 
the vision; identification of oppor
tunities, problems and dangers, a 
description of key success factors, 
and the sequence of major events. 
Distribute the scenario to all admin
istrators and use the docum.ent to 
"poeticize" the vision. 

2. Identify people who will help you to 
actualize the vision. Meet with them 
frequently to discuss progress toward 
the vision and additional steps to be 
taken. 

3. Describe programs, practices, prin
ciples that will give school people 
"ownership," or a feeling of respon
sibility for, the vision, and take 
appropriate action. 

4. Establish an organizational structure 
that will help you to actualize your 
vision. Review communications. (Lewis, 
1986b, pp. xxvi-xxviii) 

In all three of his education-related books, Lewis 

gave several additional practical strategies for creating 

i ^ 
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and achieving excellence in schools. His latest book 

(Lewis, 1987) is summarized in Figure 10. 

Joyce (1986) suggested that school improvement 

efforts which produce effective schooling go through three 

stages: refinement, renovation, and redesigning (see 

Figure 11) . During the refining stage, the school im

provement efforts are initiated by organizing staff, 

communicating expectations, creating a data base, and 

improving the social climate of education. The renovating 

stage is an expansion of the scope of improvement through 

intense staff development, goal clarification, and im

proved curriculum, development. The third stage, redesign

ing, requires a close examination of the mission of the 

school, an analysis of available technologies, scrutiniz

ing of the organizational structure, and the development 

of a long-term plan. 

Hoyle, English, and Steffy (1985) suggested that 

there were eight basic leadership skills that serve 

as prerequisites to excellence in schools (Figure 12) . 

"Even though little conclusive evidence exists to connect 

administrator preparation with work patterns and effec

tiveness" (Hoyle et al., 1985, p. 1), an attempt was made 

by the authors to identify the most critical skills needed 

to be a successful school leader. "Just as no single 

theory of leadership explains all leadership situations or 

performance, no single set of administrative skills will 
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FIGURE 10. Major concepts in becoming a school organiza
tion of the 21st Century as presented by Lewis 
(1987) . 
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2. Renovate 

(Establish) 

1. Refine 

(Initiate) 
Improving 

America's Schools 

by 

Bruce Joyce 

3 . Redesign 
(Expand) 

FIGURE 11 Three stages of school improvement as describ
ed by Joyce (1986) . 



42 

Educational Research 

Evaluation and Planning 

(Data-Diven) 

Staff Development 

Staff Evaluation 

Instructional 

Management 

Skills For Successful 

School Leaders 

by 

John Hoyle, 

Fenwick English, 

and Betty Steffy 

Allocating Resources 

Developing School 

Curriculum 

Building Support 

For Schools 

Designing, Implementing, 

and Evaluating School 

Climate 

FIGURE 12. "Basic" skills needed to be a successful 
school leader as presented by Hoyle, English, 
and Steffy (1985). 
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aid school leaders in solving all of the critical problems 

in our nation's schools" (Hoyle et al. 1985, p. 2). None

theless, Hoyle et al. (1985) made an attempt to identify 

skills common to successful administrators as revealed in 

both surveys and research. One of the skills identified 

by Hoyle et al., the designing, implementing, and evaluat

ing of school climate is consistently mentioned in the 

literature as a factor to be dealt with in establishing 

effective schools. The climate theory base, as presented 

by Hoyle and others, builds on a basic knowledge of 

Maslow's hierarchy of needs, Herzberg's motivators, 

McGregor's Theories X and Y, and Ouchi's Theory Z. The 

other skills (staff development, instructional m.anagement, 

educational research, allocating resources, "developing 

school curriculum, building support for schools, and staff 

evaluation) are also factors important to "effective" 

schools. 

Outcome-Based Education 

"As long as you have a reason for doing what you are 

doing, feel free to innovate, but remember that innovation 

is not good in and of itself without a reason for change" 

(Hunter, 1982, p. ix). 

Outcome-Based Education (OBE) is a system for orga

nizing and delivering instruction. It is a system devel

oped from a knowledge base focused on how students learn 

best, not on intuition or on how teachers teach best. It 
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is a system that assures successful learning for all 

students. The philosophical base from which this method 

of instructional delivery is developed stresses student 

success as being paramount to all other considerations. 

OBE "incorporates the findings of the effective schools 

research movement and mastery-learning, linking them 

together into a comprehensive and powerful framework" 

(Danielson, 1986, p. 1). Figure 13 summarizes the three 

premises that outcome-based education is built on: (a) 

all students can learn and succeed in school, (b) success 

breeds success, and (c) schools control the conditions of 

success in the school setting (Spady, 1986). 

According to Spady (1986), outcome-based education is 

based on tvjo principles: (a) clarity of focus and (b) 

expanded opportunities. Clarity of focus means students 

are provided with a clear picture of what they need and 

are required to know. There is no mystery in the learning 

process. Teachers are encouraged to clearly state the 

objective to students at the beginning of each lesson 

unless it is not appropriate for the type of lesson being 

taught, such as in discovery learning. This also implies 

that teachers need to have a clear understanding of what 

they want their students to know prior to teaching. 

Teachers in an OBE program are expected to develop learner 

objectives for each lesson being taught. The term "ex

panded opportunities" means students are given additional 
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Schools Control 
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All Students 

Can Learn 

Outcome-Based Education 

Success Breeds Success 

FIGURE 13. Premises of Outcome-Based 
sented by Spady (1986). 
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time and additional opportunities they may need to reach 

desired outcomes. The school provides second chances for 

students to succeed without a penalty for failing on the 

first attempt. "The process of implementing OBE will 

gradually shift decision-making priorities from 'time-

based' to 'outcome-based'" (Brown, 1987, p. 24). 

Outcome-based education is built around five opera

tional com.ponents: (a) modifying instructional programs 

according to research and local data, (b) clearly defined 

outcomes for all students, (c) organizing instructional 

delivery based on learning needs of students, (d) adjust

ing instructional time and learning opportunities for 

students, and (e) acknowledging and documenting student 

learning and success whenever it occurs (Spady, 1985) . 

The five operational components are summarized in Figure 

14. 

OBE focuses on making time flexible. Expanded oppor

tunities equates to maximizing academic learning time. 

According to Danielson (1986, p. 5), "classroom time is 

wasted if the students either don't have the prerequisites 

or if they know the content already. In other words, 

students can be on-task but off-target." 

OBE provides educators with a comprehensive approach 

to their school improvement efforts. By planning for 

implementation in each component area, a school or school 
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Formally Acknowledging 

and Documenting Student 

Learning and Success 

Whenever They Occur 

(Monitoring Student 

Outcomes) 

Adjusting Instructional 

Time and Learning 

Opportunities for 

Students 

(Expanded Opportunities) 

Outcome-Based 

Education 
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Data (Data Driven) 

Clearly Defined 

Outcomes for All 

Students 

(Criterion-Referenced) 

Organizing Instructional Delivery 

Based on Learning Needs of Students 

(Student Centered) 

FIGURE 14. Five essential operational com.ponents of 
Outcome-Based Education according to Spady 
(1985). 
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district can achieve remarkable results for every student 

(Danielson, 1986) . 

For purposes of OBE, curriculum is defined as a 

structured series of intended learner outcomes. This 

definition implies that a planning process is in place, 

since learner outcomes do not become structured or organ

ized into a sequence without direction given to the 

process by the professional instructor (Danielson, 1986) . 

An OBE curriculum consists of three distinct ele-

m.ents: (a) objectives, (b) assessments, and (c) 

resources. Alignment is a basic concept in OBE. More 

than any other single factor, the alignment between 

instruction and assessment is responsible for much of the 

success of students in OBE programs. Also, "teachers in 

an outcome-based school are not 'teaching to the test.' 

Rather, they are teaching the objectives, vzhich are 

assessed on the test" (Danielson, 1986, p. 7). 

In some OBE programs, objectives are classified using 

the following five categories: (a) knowledge, (b) inquiry 

and problem solving, (c) psychomotor skills, (d) social 

skills, and (e) values. The objectives are organized 

into units of learning. The units have divisions along 

natural breaks in the subject matter or with complementary 

objectives clustered together. Most units are designed to 

be taught in time blocks of two to three weeks. These 

blocks are long enough for quality work, yet not so long 
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as to allow deficiencies in student learning to go unat

tended for long periods of time. Units of instruction, 

where appropriate, identify prerequisite units and/or 

skills necessary for successful completion of the unit. 

Because of the above practices, student placement 

becomes another critical aspect of success in an OBE 

program. Students that do not have the prerequisite 

skills for a unit are first taught the prerequisite skills 

before they are allowed to attempt to learn the component 

skills of the unit. 

Assessment is an essential component of an 
outcome-based program. It is by testing student 
mastery of the objectives of a unit that teach
ers decide whether students have learned it—and 
move to the next unit in the curriculum—or 
whether re-teaching is required. Therefore, it 
is vital that the assessments be aligned to the 
objectives. (Danielson, 1986, p. 10) 

Standards of mastery in m.ost OBE programs are gen

erally set at 80 percent. Once established, the standard 

of mastery is the same for all students. It is through 

the instructional process that the curriculum in an OBE 

program comes alive for students. Each teacher is expect

ed to be committed to teaching for mastery. "The impor

tance of this commitment to m.astery cannot be overem

phasized; it pervades the attitudes and expectations of 

the staff in all their interactions with students" 

(Danielson, 1986, p. 12). This relationship between 

success and self-esteem has been well demonstrated by 

research and common experience. 
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Abrams (1985) summarized the concepts of an outcome-

based program in Red Bank, New Jersey, in the following 

way (also see Figure 15): 

- Establishing instructional objectives. 
- Developing a plan for teaching to those 

objectives. 
- Using whole-class instruction. 
- Administering formative tests to determine 
which students need additional instruction. 
Formative tests are not used as part of the 
children's grades. 

- Using formative results to separate children 
into two groups: those who have mastered the 
objective and those v/ho have not shown mas
tery. 

- Providing additional instruction ("correc
tives") to those who have not shown mastery. 

- Providing those who have mastered the objec
tive with enrichment activities ("exten
sions" ) . 

- Using summ.ative or m.astery tests to establish 
pupil grades. (p. 31) 

An authentic outcome-based education program cannot 

be mandated. OBE programs are not compatible with top-

down management (Champlin, 1984). OBE Programs emerge 

from open, collaborative relationships through which all 

participants can sense a need to nurture success and take 

ownership in the program. 

With three enablers in place (see Figure 16), OBE can 

be successfully implemented using the following seven 

success "FACTORS" of OBE: 

1. Focus on exit outcomes for students. 

2. Articulate, define, and align curricular con

tent . 

Challenge students to meet higher standards 
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FIGURE 15. Outcome-Based Education in Red Bank, 
Jersey as presented by Abrams (1985) . 
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4. Time instruction to minimize learning rate 

differences in students. 

5. Opportunities intentionally provided for student 

success. 

6. Rewards tied directly to learning are used as a 

stimulus for student success--intrinsic and extrinsic. 

7. S^upport systems designed to enhance skills and to 

share and communicate inform.ation (Spady, 1986) . 

These seven success "FACTORS" are summ.arized in Figure 17. 

Abrams (1985) considered successful implementation of 

an OBE program to be the result of: (a) curriculum^ 

alignm.ent (teaching what is tested and testing what is 

taught), (b) task analysis (ensuring that prerequisite 

skills are in the child's repertory and that component 

skills are taught in a specific fashion as part of each 

instructional unit) , (c) using form.ative tests to provide 

feedback and early opportunities for correction, (d) 

having expectations that all students can learn well, and 

(e) having a strong commitment to a continuous, ongoing 

staff development program. 

Danielson (1986) suggested that there are three 

pre-implementation conditions essential for the success

ful implementation of an OBE program: (a) a professional 

environment characterized by commitment to improvement; 

(b) training effective leaders with technical skills, 

humanistic and interpersonal skills, educational expertise 
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FIGURE 17. Success factors in Outcome-Based Education as 
presented by Spady (1986). 
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(especially in OBE principles), and a vision of the future 

directions of the school; and (c) a planning and budgeting 

system. 

John Champlin (1984) advocated four phases in creat

ing and managing an outcome-based program. Figure 18 

illustrates the four phases along with what Champlin 

described as prerequisites for change: goal clarity, 

effective leadership behavior, and a healthy organiza

tional climate. Phase I (readiness) is one of the most 

critical stages of OBE implementation. During Phase I, a 

data base is established, philosophical commitments are 

made and inculcated into the school system, a psychologi

cal data base is established (how do students learn) , 

needs assessments are conducted, strategic planning for 

staff development is made, role analyses are made, mission 

statements and position statements are developed, and 

planning for change is established. Phase II is a period 

of time committed to staff development, skills acquisi

tion, establishing a problem-solving procedure, and 

re-norming the community. Phase III involves actual 

implementation of OBE practices with the realization that 

Phase II activities continue into Phase III. Phase IV 

involves assessment and evaluation to determine additional 

needs and overall success of the program implementation. 
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FIGURE 18. Four phases in creativity and managing an 
outcome-based education program as presented 
by Champlin (1984) . 
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Brandt (1985) suggested that OBE programs are a form 

of adaptive education, since the students are regularly 

informed of their progress on mastery of given objec

tives, and if they do not master the given objective on 

their first try, they are provided different ways to 

learn. "These two characteristics—periodic reports of 

mastery and provisions of alternative—are among the 

criteria researchers use to define 'adaptive'" (Brandt, 

1985, p. 3). 

Since OBE program.s have been categorized as being a 

type of adaptive education, a brief exploration of this 

topic can be considered. Researchers (Waxm.an, Wang, 

Anderson, & Walberg, 1985) have declared adaptive educa

tion to be highly successful. Adaptive education program.s 

exhibit at least one of the following characteristics: 

1. Instruction based on the assessed abilities of 

the student. 

2. Students working at their own pace. 

3. Students receiving periodic reports of their 

mastery. 

4. Students planning and evaluating their own 

learning. 

5. Providing alternative learning materials. 

6. Students having choices about goals and activ

ities . 

7. Students serving as peer tutors. 
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According to the researchers (Waxman et al., 1985), 

adaptive programs produced positive results in students' 

cognitive learning and even stronger effects on attitudes 

and behaviors. Even though OBE programs only exhibit a 

few of the above mentioned characteristics, OBE does share 

the success stories with adaptive education. 

Business Management Related Literature 

Robert Katz (1974) classified the essential skills of 

a manager into three categories: technical, human, and 

conceptual. Technical skills include abilities to use 

tools, techniques, and specialized knowledge within an 

organizational setting. Human skills include abilities tc 

work effectively in interpersonal relationships promoting 

trust, enthusiasm, and genuine involvement with people. 

Conceptual skills include abilities to see the organiza

tion as a whole and solve problems to the benefit of the 

total system (Schermerhorn, 1984) . This review of busi

ness management related literature focused primarily on 

popular, best selling books. The researcher realized that 

many of the technical skills needed for success were not 

covered within the scope of this type of literature. The 

objective was to focus on the hum.an and conceptual skills, 

and to compare some of the issues discussed in business 

management literature with similar issues appearing in 

effective schools research and/or outcome-based education 

implementation related literature. 
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The business management books reviewed have been 

summarized in figure form. The main ideas and/or concepts 

found in each book were summarized to allow quick compari

son reference. 

Naisbitt (1982) identified 10 critical restructurings 

(see Figure 19) impacting America and American businesses. 

He devoted one chapter to each of his ideas, depicting how 

the restructuring of America would change lives and busi

nesses in the future. He made the following observation: 

"As society, we have been moving from the old to the new. 

And we are still in motion. Caught betv/een eras, we 

experience turbulence. Yet, amid the sometimes painful 

and uncertain present, the restructuring of America 

proceeds unrelentingly" (Naisbitt, 1982, p. 1) . 

At a time when Japanese productivity was recognized 

globally, and productivity in the Western nations was 

declining, William Ouchi (1981) presented the why, what, 

and how of Japanese success. He introduced America to the 

concept of participatory management. His 13 steps of 

Theory Z implementation have been summarized in Figure 20. 

Peters and Waterman (1982) identified eight charac

teristics common to "excellent" companies operating in the 

United States. The eight characteristics v/ere claimed 

by some to be the "secret" ingredients to success; how

ever, others claimed that the "eight lessons" were naive

ly embraced as "quick fixes" (Burgelman & Sayles, 1986). 
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FIGURE 19. Major ideas presented by Naisbitt (1982) 
representing trends that have potential to 
impact businesses in the future. 
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FIGURE 20. Thirteen steps recomjTiended by Ouchi (1981) 
in im.plementing Theory Z Management. 
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"Quick fixes" have often contained elements of truth, but 

they have usually failed because they were not based on 

an understanding of how organizations work and the proces

ses of change (Burgelman & Sayles, 1986) . The eight 

characteristics of "excellent" companies have been sum

marized in Figure 21. 

Peters and Austin (1985) reduced the eight charac

teristics of "excellent" organizations (see Figure 21) to 

two simple concepts: superior quality and superior 

service. According to the authors, both superior quality 

and superior service were accomplished through "care" for 

customers, "turned on" employees, and "constant" innova

tion. Managers were expected to promote these concepts 

through their leadership skills and common sense. Empha

sis was placed on accomplishing goals by people power (see 

Figure 22). According to Peters and Austin (1985), a 

strong "people" philosophy was at the heart and soul of 

successful organizations. "People are people . . . not 

personnel" (Peters & Austin, 1985, p. 206). 

In his latest book. Thriving on Chaos, Peters (1987) 

identified five areas of management that constitute the 

essence of proactive performance (see Figure 23). Revolu

tion was the theme that ran throughout this book. 

The winners of tomorrow will deal proactively 
with chaos, will look at the chaos per se as the 
source of market advantage, not as a problem to 
be got around (sic) . Chaos and uncertainty are 
(will be) market opportunities for the wise; 
capitalizing on fleeting market anomalies will 
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by 

Thomas Peters 

and 

Nancy Austin 

Constant Innovation 
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FIGURE 22. Major ideas presented by Peters and Austin 
(1985) representing superior performance 
in business over the lona haul. 
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FIGURE 23. Five areas of management that constitute 
the essence of proactive performance as 
presented by Peters (1987). Forty-five 
prescriptions for success are subdivided 
under these five categories. 
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be the successful business' greatest accomplish
ment. (Peters, 1987, p. xii) 

Drucker (1980) discussed six dimensions of manage

ment (see Figure 24) related to success in the business 

world. He pointed out that fundamentals of m.anagement 

have not changed, but the specifics to m.anage the funda

mentals have changed greatly in responding to internal and 

external conditions. 

Deal and Kennedy (1982) discussed the elements of 

culture v/ithin an organization (see Figure 25). "Whether 

weak or strong, culture has a powerful influence through

out an organization; it affects practically everything--

from who gets promoted and what decisions are made, to how 

employees dress and what sports they play" (Deal & 

Kennedy, 1982, p. 4). 

Hickman and Silva (1984) contrasted traditional 

executive skills with skills needed for the "new age" (see 

Figures 26 & 27). According to these two authors, excel

lence is what you define it to be. "Instead of adopting a 

rigid set of criteria for judging excellence, we recommend 

that you measure your organization against your own 

standards" (Hickman & Silva, 1984, p. 23). They identi

fied the foundations of excellence: strategy and culture. 

To unite strategy with culture you need to de
velop a vision of the firm's future and then 
in order to implement strategy for making that 
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FIGURE 24 . S i x major d i m e n s i o n s i n m.eaning fo r tomo: 
row a s p r e s e n t e d by Drucke r ( 1 9 8 0 ) . 
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FIGURE 26. Six executive skills of the past as pre
sented by Hickman and Silva (1984) . These 
skills are not obsolete . . . but not 
enough . . . see Figure 8. 
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Creative Insight 

(Asking the Right Questions) 
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(Doing Unto Others) 
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(Anticipating Change) 

Creating Excellence 

by 

Craig Hickman 

and 

Michael Silva 

Focus 

(Implementing Change) 

Patience 
(Living the Long Term) 

Vision 
(Creating the Future) 

FIGURE 27. Six "new age" skills needed to be success
ful as a "new age" executive as presented 
by Hickman and Silva (1984) . 
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vision a reality, you need to nurture a cor
porate culture that is motivated by and dedica
ted to the vision. (Hickman & Silva, 1984, 
p. 25) 

A successful culture can be cultivated with commit

ment, competence, and consistency. Hickm.an and Silva 

(1984) also suggested, "Leaders are made, not born" (p. 

28) . The leaders of tomorrow will be visionary, articula

tors of philosophy, goal oriented, paying attention to 

organizational strengths, and familiar with employees at 

all levels. Strategic thinking will be a key issue. 

"Strategic thinking and culture building work in tandem" 

(Hickman & Silva, 1984, p. 27). Culture building was 

defined as selecting, motivating, rewarding, retaining, 

and unifying employees. 

They identified three attitudes that hinder culture 

building: short-term orientation, shallow thinking, and 

"quick fix" expectations (984) . 

Hickman and Silva (1987) later identified eight 

dimensions (see Figure 28) of the corporate future. They 

suggested that the future "Fortune 500" companies will 

need to consider these eight dimensions. 

Rogers (1987) suggested that goal setting was a key 

to establishing commitment to excellence and attention had 

to be given to culture, values, beliefs, motivation, 

commitment, and self-esteem (see Figure 29). 

You must articulate your values and beliefs 
. . This seems so simple and obvious that you 

might want to slide over it, but please don't. 
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Globalization 

Visionary Architects 

Integrating 

Sub-Cultures 

Individual Fulfillment 

The Future 500 

by 

Craig Hickman 

and 

Michael Silva 

Government-Bus iness 

Alliances 

Collaboration 

Inves tor-Company 

Relations 

(Ownership) 

Ethical Social 

Leadership 

FIGURE 28. Eight dimensions of the corporate future 
as presented by Hickman and Silva (1987). 

^ 
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Respect for the Individual 

(Self-Esteem) 

Demonstrate Values 

(Behavior, Actions, 

Symbols, etc.) 

Develop Culture 
(Code of Behavior) 

Getting 

Out of 

and ( 

] 

Buck 

the Best 

Yourself 

Dthers 

by 

Rogers 

Complete Commitment 

to Excellence 

(Goal Driven) 

Total Rejection of 

Mediocrity 

(Motivation) 

FIGURE 29. 

Articulate Values 

and Beliefs 
(Values and Beliefs 
Influence Behavior) 

"How to get the best from yourself and 
others" as presented by Rogers (1987). 
All six points listed in the figure are to 
be developed and demonstrated with integ
rity and trust. 

. \ 
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Some may feel that words like "values" and 
"beliefs" are inappropriate in a book that deals 
with ambition, productivity, and bottom lines, 
but they are two major factors that separate the 
truly superior performers from the average or 
mediocre. . . . I tell every company I work 
with: "The first thing you must do to become a 
great organization is spell out in writing your 
beliefs and purpose. Write a credo that will be 
a behavior guide to every person in your compa
ny, from entry level positions to CEO." This 
creed, once thought out and formalized, should 
become as much a part of a company's operation 
as its product, service, or policies. (Rogers, 
1987, pp. 19-20) 

Lewis (1985) developed a practical guide to the 

philosophies and strategies associated with Ouchi's Theory 

Z concept (see Figure 30) . He compared Ouchi's Theory Z 

to McGregor's Theory Y. 

In reality. Theory Z is an extension of Theory 
Y, even though Ouchi may not have intended it to 
be so. For example, in Theory Y, management is 
responsible for organizing components of the 
organization in the interest of economic needs. 
The Theory Z has enlarged these needs to include 
social needs. (Lewis, 1985, p. xi) 

James Lewis (1985) described the Theory Z principle 

as: 

. . . a concept of building people to a process 
in which employees are constantly provided with 
knowledge, training, and opportunities for 
growth and development on the job so they may 
assume the responsibility for achieving organ
izational goals and do so in a highly competent 
manner. (Lewis, 1985, p. xi) 

Lewis (1985) promoted the pursuit of excellence 

through participatory management, shared decision making, 

and an overall change in organizational behavior and 

attitude. 

^ 
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Trust 

Intimacy in the 

Work Environment 

Culture Building 

Quality Circles 

Employee Inspirational 

Activities 

Excellent Organizations 

How to Develop and Manage 

Using Theory Z 

by 

James Lewis, Jr. 

Humanistic Concern 

Participatory Shared 

Decision-Making 

Life-Time Employment 

Policy 

Staff Development 

FIGURE 3 0 . 

Sta ted Philosophy 
(Mission, Purpose, Aims) 

Ideas and concepts associated with manag
ing using Theory Z as presented by Lewis 
(1985) . 
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To many Old Guard managers and Traditionalists, 
there is something inherently sinister about the 
concepts of behavior modification and attitude 
change; visions of Skinnerian training, mind
less obedience, and repressive techniques are 
frequently mentioned by those who are unwilling 
to give up their preconceived notions. But note 
well, the excellence sought by Theory Z in gen
eral . . . is not mindless or in the slightest 
bit repressive: it is open, nourishing, and 
evocative of the best everyone can give. 
(Lewis, 1985, p. xiv) 

Blanchard and Johnson (1981) introduced the concept 

of a "one minute manager" (see Figure 31). However, 

simplification of terms does not always supply answers. 

Blanchard and Johnson stated that the excellent manager 

was one that: (a) set goals, (b) praised employees, and 

(c) provided reprim.ands when needed. The concepts in the 

book (see Figure 31) were promoted as ideas that can 

assist any manager to improve productivity, profitability 

and performance. 

Summary 

According to the perceptions and views of the re

searcher, there was a "common thread" that ran through the 

three types of literature reviewed. This common thread 

focused on people. 

In businesses (see Figures 20, 25, 29, & 30), philos

ophy (values and beliefs) was as important as any basic 

concept. In outcome-based education, philosophy was the 

cornerstone (see Figure 13) . The fundamental purpose of 

schooling in outcome-based schools was to equip students 
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"One Minute" 

Praising 

One Minute Manager 

by 

Kenneth Blanchard 

and 

Spencer Johnson 

"One Minute" 

Goal Setting 

"One Minute" 

Reprimands 

FIGURE 31. Three dimensions of the successful manager 
as presented by Blanchard and Johnson 
(1986) . 
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with the knowledge, skills and attitudes necessary to 

successfully pursue activities of their choice after 

graduation. jJust as businesses needed to determine what 

"business they were in" (Naisbitt, 1982, p. 88), outcome-

based schools "must gain clarity of focus by defining the 

intended outcomes of the schooling experience, know and 

use effective schooling and teaching conditions and 

practices, and deliberately vary conditions and practices 

so that all students have the time and assistance they 

need to learn well" (Barber, Blum, & Druian, 1987, p. 1) J 

fThe outcome-based implementation literature suggested 

employing the best available knov/ledge and research as a 

basis for decision making and program review (Champlin, 

1984). In this sense, both "effective schools" research 

and business management literature became part of the data 

utilized in outcome-based education implementation. / 

I Some of the outcome-based education related litera

ture (Champlin, 1984; Danielson, 1986; Spady, 1986) and 

some of the business management literature (Deal & 

Kennedy, 1982; Peters, 1987; Rogers, 1987) stressed the 

need to deal with change. "If implementation efforts are 

to be successful, the staff must see visible results. 

They must believe that change is occurring and that the 

changes are positive" (Barber et al., 1987, p. 6). Change 

must be managed (Champlin, 1984). 
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Culture and climate were mentioned in both outcome-

based literature and business management literature. 

Several management books (Deal & Kennedy, 1982; Hickman & 

Silva, 1984, 1987; Lewis, 1985; Ouchi, 1981; Peters & 

Waterman, 1982; Rogers, 1987) stated that one of the key 

elements of successful businesses is the understanding of 

culture—how things really operate. Outcome-based imple

mentation addressed the need to examine belief systems and 

develop healthy climates (Champlin, 1984) . A businesslike 

atmosphere was established, with learning being the 

important business of the school. One of the challenges 

of outcome-based education implementation was the need to 

commit to continuous renewal and to develop a constant 

drive toward utilizing new data. In his latest book, 

Peters (1987) dealt with the need to commit to continuous, 

ongoing renewal and innovation. 

The second strategy is paradoxical--meeting 
uncertainty by emphasizing a set of new basics: 
world-class quality and service, enhanced 
responsiveness through greatly increased flex
ibility, and continuous, short-cycle innovation 
and improvement aimed at creating new markets 
for both new and apparently mature products and 
services. (Peters, 1987, pp. 3-4) 

Quality products and quality services were emphasized 

by Peters and Austin (1985). Peters (1987) stated that 

all of the analysis done on successful businesses can be 

condensed to three statements: (a) quality service, (b) 

quality product, and (c) constant innovation. James Lewis 

(1986) indicated that the same was true with successful 
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schools; they provided: (a) quality service, (b) quality 

products (successful students), and (c) they were commit

ted to constant renewal. 

In both business and education, correlations to 

"excellence" have been popular (see Figures 5, 7, 21, 22, 

& 23) . However, "excellence" has been found within the 

definition provided by users of the term. Peters (1987) 

suggested that there were no excellent companies. "The 

old saw 'If it ain't broke, don't fix it' needs revision. 

I propose 'If it ain't broke, you just haven't looked hard 

enough.' Fix it anyway" (Peters, 1987, p. 3). Burgelman 

and Sayles (1986) suggested "excellence" was a transient 

phenomenon in many cases. Some companies that were 

classified as excellent lost their "excellence" status 

regardless of their adherence or nonadherence to the eight 

identified characteristics. 

Both in business and education, organizational 

structures were recognized as very complex. There were no 

simple answers to achieving excellence. Cuban (1983), 

Furtwengler (1985) , and Stedman (1987) questioned the 

oversimplification of school improvement by trying to 

implement the five correlates of "effective" schools 

research. 

The importance of values and beliefs was mentioned in 

all three forms of literature. Values were cited as the 

bedrock of corporate culture. Risks and pitfalls of 
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strong values mentioned by Deal and Kennedy (1982) includ

ed: obsolescence, resistance to change, and inconsisten

cy. 

/Heroes were mentioned by both Lewis (1986a) and Deal 

and Kennedy (1982) as being valuable assets to a business. 

"The hero is the great motivator, the magician, the person 

everyone will count on when things get tough" (Deal & 

Kennedy, 1982, p. 37). Heroes impacted organizations in 

the follov/ing ways: "(1) making success attainable, (2) 

providing role m.odels, (3) symbolizing to outside world, 

(4) preserving—uniqueness, (5) setting a standard of 

performance, (6) motivating emiployees" (Deal & Kennedy, 

1982, p. 43). 

Enabling and empowering the teacher in education and 

the worker in business were discussed in business manage

ment literature, in OBE implementation, and in effective 

schools literature. Deal and Kennedy (1982) suggested 

that respect and dignity of the worker were top priorities 

in "excellent" organizations. Maeroff (1988) indicated 

that teachers were enabled or empowered by: (1) boosting 

the status of teachers, (2) making teachers more knowl

edgeable, and (3) building collegiality and a process of 

shared decision making" (p. 474). 

I As mentioned at the beginning of this summary, the 

"common thread" that connected these three types of 

literature focused on people. Organizations, whether 



82 

business or education, were made up of people. Effective

ness, improvement, renewal, and innovation were terms that 

described how well individuals were accomplishing per

ceived or real organizational goals. Both business and 

outcome-based literature supported the concept of enabling 

and empowering the people in the workplace. This enabling 

and empowering of employees developed a healthy climate, a 

strong culture, commitment, and ownership (see Figures 5, 

8, 9, 16, 21, 27, 28, 29, and 30). 



CHAPTER III 

THE MODEL 

Introduction 

The idea that cosmetic changes in the 
curriculum will result in significant educa
tional improvement is deductive, but, in real
ity, the most important and difficult change 
that must be made is to prepare for the school 
improvement process (Joyce, 1986, p. 30). 

The management model utilized by the Jennyslipper 

Independent School District was referred to as the Out

comes-Driven Developmental Model (ODDM). The model 

reflected four major concepts: (a) specified outcomes and 

exit level student behaviors, (b) decision-making screens 

(research, philosophical commitment, psychological knowl

edge base, and mission statement) , (c) the concept of 

transformational leadership, and (d) implementation 

processes with responsibilities divided among different 

school support systems (see Figure 32), The model used in 

the Jennyslipper schools also reflected the district's 

commitment to four foundation ("building blocks") con

cepts: developing teacher and administrator collabora

tion, having high expectations for students and staff, 

being goal-driven, and being data-driven. The generic 

83 
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OUTCOMES-DRIVEN DEVELOPMENTAL MODEL (ODDM) 

RESEARCH LITERATURE 

MISSION: All Students Will Learn and Succeed in School 

PHILOSOPHICAL BASE 

TRANSFORMATIONAL LEADERSHIP 

PSYCHOLOGICAL BASE 

Administrative Support Systems Board of Education 

Staff Development Model | Board Policy 

School Support Systems 

Instructional Processes 

Communications Network Board Support Curriculum Organization 

Problem Solving Model Communities Intentional School 

Practices 

Change Factors & Process Networking Intentional Classroom 

Practices 

Climate Improvement Model Organizational Structures 

Resource Management 

DESIRED STUDENT EXIT BEHAVIOR AND OUTCOMES 

1. SELF-ESTEEM AS A LEARNER AND A PERSON 

2. USE OF EXTENDED THINKING SKILLS — COGNITIVE LEVELS 

(Knowledge, Comprehension, Application, Analysis 

Synthesis, Evaluation) 

3. PROCESS SKILLS — Problem Solving, Communications, 

Decision Making, Accountability 

4. HIGH ACHIEVEMENT IN BASIC SKILLS IN READING, WRITING, AND 

MATH 

5. SELF-DIRECTED LEARNER 

6. CONCERN FOR OTHERS 

7. A LOW STUDENT DROPOUT RATE 

8. A HIGH PERCENTAGE OF STUDENTS RECEIVING POST SECONDARY 

EDUCATION OR TRAINING 

GOAL DRIVEN DATA DRIVEN HIGH EXPECTATIONS COLLABORATION 

FIGURE 32. The Jennyslipper Schools' version of the 
Outcomes-Driven Developmental Model (ODDM). 



85 

model (Figure 2) was developed by Dr. John Champlin, 

Professor at Texas Tech University in Lubbock, Texas. 

The generic model was successfully used by the 

Johnson City, New York schools. "By reorganizing all 

aspects of schooling, the Johnson City, New York schools 

have raised both standards and achievement in a community 

historically beset by low academic expectations" (Vickery, 

1988, p. 52). The model was holistic in nature and 

represented a management tool which when employed with 

integrity and professional sensitivity, made significant 

school improvement attainable (Vickery, 1988). 

Desired Outcomes and Student 
Exit Behaviors 

The outcomes and student exit behaviors identified in 

the model (see Figure 33) provided the thrust for the 

change process the district experienced in the implementa

tion of a mastery-learning, outcome-based education 

program. Five of the identified outcomes and student exit 

behaviors (self-esteem as a learner and a person, use of 

extended thinking skills at all cognitive levels, process 

skills development, self-directed learner, and concern for 

others) were adopted directly from the generic model. The 

other three outcomes and student exit behaviors identified 

in the Jennyslipper management model (high achievement in 

basic skills, low dropout rate, and high percentage of 

students receiving post-secondary education or training) 
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DESIRED STUDENT EXIT BEHAVIORS AND OUTCOMES 

1. SELF-ESTEEM AS A LEARNER AND A PERSON 

2. USE OF EXTENDED THINKING SKILLS — COGNITIVE 

LEVELS (Knowledge, Comprehension, Application, 

Analysis, Synthesis, Evaluation) 

3. PROCESS SKILLS — Problem Solving, Communica

tions, Decision Making, Accountability 

4. HIGH ACHIEVEMENT IN BASIC SKILLS IN READING, 

WRITING, AND MATH 

5. SELF-DIRECTED LEARNER 

6. CONCERN FOR OTHERS 

7. A LOW STUDENT DROPOUT RATE 

8. A HIGH PERCENTAGE OF STUDENTS RECEIVING POST 

SECONDARY EDUCATION OR TRAINING 

FIGURE 33. Desired student exit behaviors and outcomes as 
identified by the Jennyslipper schools in the 
Outcomes-Driven Developmental Model (ODDM). 



87 

were developed through teacher and administrator con

sensus. Decision making at the administrative level and 

at the building level was guided by the commitment to 

change the educational processes to produce the desired 

outcomes and student exit behaviors. 

Decision-Making Screens 

The model had four decision-making screens located at 

the top (see Figure 34). All educational processes were 

to be consistent with the knowledge base suggested the 

screens. The screens forced all decision making to be 

consistent with a data-based miodel. The four screens 

(research, mission statement, philosophical commitment, 

and psychological knowledge base) represented the best of 

the current practices and educational research available. 

The district made a commitment to be data driven, using 

research and current literature to carry forth a commit

ment to student success that was reflected in district-

wide goal clarity. This same commitment reflected a 

belief that led students through an educational program 

with success as opposed to failure. Instruction must be 

delivered in a sensitive, systematic manner with time 

being a flexible factor. The psychological knowledge 

screen provided the district with common knowledge about 

how students learn. This screen supported the district's 

commitment to the mission statement that simply stated, 

"All students will learn and succeed in school." 
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RESEARCH LITERATURE 

MISSION: All Students Will Learn and Succeed in School 

PHILOSOPHICAL BASE PSYCHOLOGICAL BASE 

FIGURE 34. Four decision-making screens identified in the 
Outcomes-Driven Developmental Model (ODDM) 
used in the Jennyslipper schools. 
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The mission statement as stated in the Jennyslipper's 

I.S.D.'s version of ODDM (Figure 32) was modified from the 

generic model (Figure 2). The message intent was the same 

as the generic model (students will learn well) , but to 

avoid mixed signals in communications, the district's 

administrative team changed the wording from "what schools 

want them to learn" to "learn and succeed in school." 

This decision was made after this research project v/as 

started. 

ODDM guided the school district in the alignment of 

three key concepts: (a) the knowledge schools had about 

student learning, (b) the beliefs schools had about 

student learning, and (c) the way schools actually operat

ed. The interaction of these three concepts produced 

outcomes in schools. In order to get desired results, 

school personnel first needed to know what they wanted 

students to look like when they exit a school program. 

Next, beliefs had to be aligned with what was known about 

student learning. Then, what schools did was to be 

aligned with the knowledge base and belief system in order 

to produce desired outcomes. 

The decision-making screens were to be utilized with 

considerations given to basic human needs. Figure 35 

illustrates the relationships that existed between knowl

edge, beliefs, and outcomes (psychological screen, philo

sophical screen, and mission statement). 
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FIGURE 3 5 . Decision-making screens in Outcomes-Driven 
Developmental Model (ODDM). Developed by Dr. 
Albert Mamary and Larry Rowe. (Reproduced 
with permission.) 
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Transformational Leadership 

Transformational leadership (Figure 36) was a key 

element in successful school improvement implementation. 

The model focused on leadership at all levels of the 

school operation. It was no longer acceptable to have 

expertise limited to the top level administrators. This 

concept supported collaborative and participatory styles 

of management. The concept of transformational leadership 

was an important component in the Jennyslipper I.S.D.'s 

version of ODDM. Transformtational/leadership helped 

foster ownership, commitment, and assisted in raising the 

overall teacher morale. 

Implementation Processes 

The implementation processes (district functionings) 

were outlined within three areas of responsibility: (a) 

administrative staff, (b) board of education, and (c) 

building level support systems (see Figure 37). 

Not only were the unique characteristics of each area 

considered, but the inter-relatedness and mutual depen

dency were given top priority in the decision-making 

process. This was a particularly strong aspect, in that 

conventional approaches to instructional improvement have 

often failed to reconcile the essential dependency of 

functional units upon each other (Champlin, 1984) . The 

various process responsibilities were outlined under each 
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TRANSFORMATIONAL LEADERSHIP 

Adminis t ra t ive Support Systems Board of Education School Support Systems 

FIGURE 36. Transformational leadership as identified in 
the Outcomes-Driven Developmental Model (ODDM) 
used in the Jennyslipper schools. 
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Administrative Support Systems Board of Education 

Staff Development Model Board Policy 

School Support Systems 

Instructional Processes 

Communications Network Board Support Curriculum Organization 

Problem Solving Model Communities Intentional School 

Practices 

Change Factors & Process Networking Intentional Classroom 

Practices 

Climate Improvement Model Organizational Structures 

Resource Management 

FIGURE 37. All aspects of the district's functionings 
(processes) are included in Outcomes-Driven 
Developmental Model (ODDM). The responsibil
ity for each function is identified in the 
column headings (general administration, board 
of education, school site leadership). 
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district function. This portion of the model illustrated 

the emphasis on school improvement being holistic. 

The Foundation "Building" Blocks 

Four concepts served as a foundation for the entire 

school improvement program in the Jennyslipper Independent 

School District: (a) collaboration, (b) being goal 

driven, (c) being data driven, and (d) having high expec

tations for staff and students. 

The district made a commitment to each of these 

concepts and strongly encouraged all personnel to practice 

them in the daily operations of the school district. 

These basic concepts were added to the Jennyslipper 

schools' version of ODDM (see Figure 38). 

Summary 

"A model helps you determine data to gather, how to 

organize the data, and by what criteria to analyze the 

effectiveness of actions" (Mink, Schultz, and Mink, 1979). 

The management model used to implement a mastery learning, 

outcome-based program in the Jennyslipper schools was 

holistic in nature. It guided the district by involving 

all aspects of the schools' functioning within the scope 

either of administrators, board members, or school support 

systems. Community involvement and networking with other 

school districts were outlined in the model. The model 
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GOAL DRIVEN DATA DRIVEN HIGH EXPECTATIONS COLLABORATION 

FIGURE 38. Foundation ("Building Blocks") as presented in 
the Outcomes-Driven Developmental Model (ODDM) 
used in the Jennyslipper schools. 

\ 
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used by the district (Figure 32) was adapted from a 

generic model (Figure 2) . 

The generic model lends itself to adaptability as 

opposed to adoptability. The Johnson City, New York 

schools' version of the model was included in this study 

(Figure 39) to help illustrate the adaptability of the 

model and to suggest that the m.odel, itself, was subject 

to improvement and change. 

In Chapters IV and V, other aspects of the practical 

applications of this model are illustrated. Chapter IV 

includes a chronicle of the implementation process and 

opinions, views, and suggestions obtained from interviews 

held with professional staff mem.bers in the Jennyslipper 

Independent School District. 
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OUTCOMES-DRIVEN DEVELOPMENTAL MODEL 

MISSION: ALL STUDENTS WILL LEARN WELL 

RESEARCH BASE 
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1. SELF-ESTEEM AS LEARNER AND PERSON 

2. COGNITIVE LEVELS—LOW TO HIGH 
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DR. ALBERT MAMARY 8/87 

JOHNSON CITY CENTRAL SCHOOL DISTRICT 
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COMMUNICATION—DECISION MAKING-
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FIGURE 39. Outcomes-Driven Developmental Model used in 
Johnson City Central School District, Johnson 
City, New York. Developed by Dr. Albert 
Mam.ary. (Reproduced with permission.) 
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CHAPTER IV 

THE CASE STUDY 

Introduction 

This case study was conducted in a rural public 

school district in Texas beginning in January, 1984, and 

concluding with the second meeting of the board of trust

ees in March, 1988. The purposes of this study v/ere to 

chronicle procedures used to implement a mastery-learning, 

outcome-based education program, and to describe the 

applied aspects of the management model being utilized by 

the school district in the school improvement initiatives 

with some of the more significant results. The research 

design incorporated values and procedures of naturalistic 

(ethnographic) inquiry (Guba & Lincoln, 1982) . 

The methodology of the case study included partici

pant observation. The researcher was the superintendent 

of schools in the school district that was studied. The 

researcher served as the superintendent of schools during 

the entire span of the mastery-learning, outcome-based 

education implementation project with the exception of a 

short period of released time granted to complete this 

study. To complete this study, the researcher utilized 

documentary materials from the district, the district's 

98 
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annual performance reports, data from surveys and reports 

conducted by other staff members, data from interviews 

conducted with more than half of the professional staff 

members, data from video recordings of staff training 

sessions, and data from written notes recorded by the 

researcher during staff meetings, conferences, and teacher 

training sessions. 

The Jennyslipper Independent School District was a 

rural school district with approximately 1,700 students 

and 121 professional staff members. The district covered 

500 square miles of territory and was classified as a 

property poor school district in Texas. Over 40 percent 

of the students were at the poverty level, according to 

free and reduced lunch applications. The student popula

tion was 52 percent Hispanic, 46 percent Caucasian, and 2 

percent other ethnic origin. 

This chapter chronicles the school improvement 

implementation efforts. The school improvement efforts 

included utilization of both mastery-learning and outcome-

based education concepts. It also reports data from the 

semi-structured interviews conducted with professional 

staff members. 
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Chronicle 

1983-84 School Year 

On January 9, 1984, the trustees of Jennyslipper 

Independent School District (I.S.D). voted to offer a new 

three-year contract to their superintendent and to allow 

him released time as necessary to work on graduate work at 

Texas Tech University. During this meeting, the super

intendent made a commitment to the trustees assuring them 

that the advanced work at Texas Tech University would 

benefit the district. The professional growth and devel

opment of the superintendent of schools had considerable 

impact on the district's school improvement program that 

developed over the next four years. 

A mastery-learning (continuous progress) raathem.atics 

program had been implemented in the Jennyslipper elementa

ry schools in the fall of 1982. The program had not 

gained support from the majority of elementary teachers. 

In the fall of 1983, it was reviewed by the trustees for 

possible changes or termination. This continuous progress 

mathematics program was the only organized program in the 

Jennyslipper schools that intentionally utilized "mastery-

learning" techniques. At the recommendation of the 

assistant superintendent for curriculum and the superin

tendent of schools, the program was approved for the 

1983-84 school year on a "continuing trial" basis. 
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During the summer of 1984, Jennyslipper I.S.D. sent 

three administrators, one board member, and three teachers 

to a conference that focused on mastery-learning, outcome-

based education principles. This conference, "Conference 

on Excellence," was sponsored by Dr. John R. Champlin, 

College of Education, Texas Tech University. Four teach

ers were sent to sessions conducted by personnel from 

Johnson City (NY) Central School District for five days of 

training in mastery-learning, outcomes-based education 

principles. Thirteen teachers were trained by consultants 

from Texas A&M in a workshop entitled, "Planning for 

Reteaching Students Who Have Not Mastered the Essential 

Elements." 

An intervening event took place in the summer of 

1984. A statewide educational reform bill was passed in 

the Texas legislature. This comprehensive piece of legis

lation, known commonly as "House Bill 72," "mandated" 

school reform in the State of Texas. The position taken 

by the Jennyslipper school district was one of acceptance 

of the "mandates." However, the district took deliberate 

steps to create excellence instead of viewing the bill as 

a mandate. A commitment to build a sustaining school 

improvement program was made by the superintendent of 

schools. 

In July of 1984, the superintendent and assistant 

superintendent for curriculum visited a mastery-learning 
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program in San Antonio. Following this visit, further 

commitments were made by the superintendent and assistant 

superintendent to consider this type of program as a model 

for school improvement. 

1984-85 School Year 

As the 1984-85 school year began, no formal commit

ments, of any type, other than those of the superinten

dent, had been made for a district-wide school improvement 

program. Both elementary schools continued to pilot the 

mastery-learning mathematics program. 

At a public forum held on October 15, 1984, commit

ments were made by the superintendent of schools support

ing a "school without failure" philosophy. 

In the spring of 1985, deliberate, holistic school 

improvement efforts were initiated in the Jennyslipper 

Independent School District. The superintendent and the 

assistant superintendent of schools were the primary cata

lysts for the initial school improvement efforts. Four 

concepts were presented to the school district's personnel 

in the spring of 1985. These concepts were personally 

introduced to the faculty through small group meetings 

held on each campus. The superintendent emphasized: (a) 

collaboration among teachers and administrators, (b) high 

expectations for student achievement, (c) being goal 

driven, and (d) being data driven. Collaboration was 

defined as time devoted to planning for success in schools 
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where more than one teacher or administrator was involved. 

The high expectations for student achievement emphasis was 

presented as a "benchmark" for quality education. This 

occurred when students were experiencing a high level of 

"legitimate" success. The emphasis of being goal-driven 

was presented as the "backbone" of the school improvement 

program. Being data driven was defined as aligning school 

processes with the most current, appropriate, successful 

practices found in the professional literature. 

In February of 1985, the trustees approved funding 

for the district's first teacher incentive program, "The 

Teacher Classroom Grant Program." This program set aside 

$25,000 in the budget to implement new and/or innovative 

concepts into the classroom through teacher proposals. 

This was one of the first steps toward building a collab

orative network between teachers, administrators, and 

trustees. 

In March of 1985, staff members were told that begin

ning in the fall of 1985 all professional staff members 

would be expected to write professional and program goals 

as a part of the school personnel evaluation process. All 

principals were instructed to formally schedule collabora

tive time for teachers during the school day. The admin

istrative staff members were given directives to collect 

and share the current and appropriate research with staff 

members as part of the collaborative effort. Expectations 
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for student learning were emphasized by distributing stu

dent performance data based on both nationally-normed and 

criterion-referenced tests to all teachers. A decade of 

themes (see Figure 40) was developed by the administration 

in collaboration with the faculty through the faculty 

advisory council (see Appendix B). 

In June, the Jennyslipper schools sent a second group 

of teachers and administrators to the "Conference on 

Excellence" in Lubbock, Texas. Three administrators, one 

board member, and three teachers attended the conference 

that, once again, focused on school improvement through-

utilization of mastery-learning, outcome-based principles 

and ideas. 

1985-86 School Year 

Administrative commitment was a priority during the 

1985-86 school year. In the fall of 1985, all administra

tors in the Jennyslipper I.S.D. were mandated by state law 

to take a 36-hour instructional leadership training 

program. This was perceived by the superintendent of 

schools as an opportunity to promote mastery-learning 

concepts and to lead the district into a more intentional 

delivery of instruction. 

The school board agendas provided an audit trail of 

the school board members' participation in the planning 

of school improvement activities. A commitment to school 

improvement on the part of the board was documented by 
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JENNYSLIPPER INDEPENDENT SCHOOL DISTRICT 

"A DECADE OF THEMES" 

1984-85 Partners in Education with the Jennyslipper 

Community 

1985-86 Bridging the Transition to Excellence 

1986-87 All Students Can Learn 

1987-88 In Pursuit of Excellence 

1988-89 Every Student Is A Winner 

1989-90 I Can, You Can, We Can 

1990-91 Entering the Nineties With Excellence 

1991-92 Jennyslipper I.S.D. - Where Everyone is 

Somebody 

1992-93 Seeing Tomorrow's Leaders in Today's Students 

1993-94 Jennyslipper I.S.D. - A School That Cares 

Jennyslipper I.S.D. I^ moving forward with school 

improvement efforts under the following assumptions: 

1. You don't have to be sick to get better! 

2. The best is not good enough when better is expected! 

3. When you cease getting better, you stop being good! 

and 
4. The worst enemy of the best is "good enough." 

Jennyslipper I.S.D. is Moving Toward Excellence!!! 

FIGURE 40. "A Decade of Themes" developed by the "Fac
ulty Advisory Council" in the Jennyslipper 
schools. 
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the monetary support provided through the budget. A more 

detailed breakdown of the monetary support provided is 

given in Chapter VI. 

In the fall of 1985, a new course was developed at 

the high school to help raise the self-esteem and develop 

leadership qualities in secondary students. This course, 

known as the "Leadership Course," was developed utilizing 

many of the "I Can" concepts developed by the Zig Zigler 

Corporation (Zigler, 1976) . 

In October of 1985, the trustees made a commitment to 

a continuous renewal process (see Figure 41). This 

included a commitment to undertake a self-evaluation 

process as well as a goal setting process. 

On Novem.ber 11, 1985, the trustees of the Jenny

slipper schools approved participation in a collaborative 

school improvement project between Texas Tech University 

and three other public school districts. The project, 

known as "Project Redesign," provided opportunities for 

growth of both teachers and administrators through collab

orative efforts focusing on teacher training. A copy of 

the agreement is found in Appendix C. A group of teachers 

and administrators was appointed to receive training 

through Project Redesign. This "core" group of teachers, 

with representation from all campuses, became known as the 

"Key Communicators." (See Appendix D for more details 

about the "Key Communicators.") 
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Three Results 

1. Re-emphasizes to staff and community 
the value and importance of evaluation. 

2. Improves performance of Board as a group. 

3. Provides information for setting goals and 
objectives. 

FIGURE 41. Board renewal process approved by the Jenny
slipper trustees in the fall of 1985. 

N 
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In the fall of 1985, a district-wide discipline 

management plan was developed. This plan was mandated by 

law, but was approached by the district as part of the 

local school improvement plan. The discipline plan was 

appropriately placed in the ODDM as a process indicator 

under "Board Policy." The plan was adopted by the trust

ees on December 9, 1985. 

From December 26, through December 29, 1985, the 

superintendent of schools was involved in a college course 

that focused on the development of the Outcomes-Driven 

Development Model. It was at this point in the Jenny-

slipper's school improvement program that a need for a 

management model was recognized by the school's super

intendent. Immediate plans were initiated to develop a 

model for school improvement management. The Outcomes-

Driven Developmental Model was selected by the superinten

dent of schools as the management model. 

From January 24 through January 26, 1986, the trust

ees held a school board retreat in Lubbock, Texas. At 

this retreat, time was devoted to board self-evaluation 

and goal setting. Preliminary work on this activity had 

begun in November of 1985. The board goals were formally 

adopted in March, 1986. The formal adoption and ultimate 

publication of "Board Goals" illustrated the trustees' 

commitment to goal setting. A description of the "1986-87 

Board Goals" publication is located in Appendix E. 
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In the spring of 1986, the administrative staff, with 

collaboration from the teaching staff, developed a philo

sophical statement for the district along with expecta

tions and mission statements. The "Key Communicators" 

validated the philosophy, expectations, and mission 

statements. (See Appendix F for a summarization of the 

Jennyslipper I.S.D. philosophy. Appendix G for a statement 

of expectations for teachers and administrators, and 

Appendix H for mission statements.) 

During the spring of 1986, the district's teaching 

model was developed. The development of the district's 

teaching model was influenced by the district's participa

tion in Project Redesign. The Jennyslipper Effective 

Teaching Program (JET-Pro) will be discussed in Chapter V 

as an applied aspect of the model. 

A project began in the spring of 1986 that had an 

impact on teacher morale becam^e known as the "Jennyslipper 

Teacher I_ncentive Program" ("JenTIPro"). While collabora

tion was being emphasized internally in the district's 

operations, an opportunity to enter into a collaborative 

effort with the College of Education at Texas Tech Univer

sity became available. The faculty advisory council (see 

Appendix B) began to work with consultants from Texas Tech 

to apply for a planning grant from the U.S. Department of 

Education. The project was approved in the spring of 1986 

completed during the spring of 1987. It was approved by 
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the trustees on January 12, 1987, for full funding during 

the 1987-88 school year. This particular program promoted 

decision making at the teacher level and for the first 

time in the history of the Jennyslipper schools, according 

to the best efforts of this researcher, teachers were 

allowed to make direct decisions as to how district monies 

were expended. (See Appendix I for a detailed description 

of "JenTIPro.") 

There were 11 administrators in the district: 4 

principals, 2 assistant principals, 2 directors, 2 assis

tant superintendents, and I superintendent. By the spring 

of 1986, two of the four principals had retired and a 

third had announced his intentions to retire at the end of 

the 1985-86 school year. Two of the principals stated 

that their decisions to retire at that particular time 

were influenced by their concern about adjusting to 

changes being brought about by the school improvement 

initiatives and by the "mandated" reform act. House Bill 

72. 

A master plan for outcome-based education implementa

tion for the district was developed in the spring of 1986. 

This plan was shared with the entire faculty by the 

superintendent of schools in small group meetings. A copy 

of the plan as originally presented to the staff is 

found in Figure 42. The plan was developed from materials 
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TOTAL ORGANIZATIONAL ENVIRONMENT 

EFFECTIVE LEADER BEHAVIOR 

1 1 1 

Phase I ' Phase II ,' Phase III i Phase IV 

Readiness ' Pre-Entry i Implementation i Assessment 
' ' ' and 
' ' ' Evaluation 
1 1 1 

GOAL CLARITY 

CLIMATE 

1984-85 
"Readiness" 

1985-86 
"Pre-Entry" 

1. 

2. 

Need for school Improve- 1. Climate improvement 
ment was established in 
a positive manner 

Need to become goal 
driven and data driven 
was established 

3. Need to become colla
borators was emphasized 

4. Need to establish high 
expectations was 
introduced 

5. Work on climate and 
administration leader
ship behaviors began 

1897-88 
Implementation 

of 
School Without Failure 

1. Aligned curriculum in 
place 

2. Certification and movement 
of students established 

3. Mission statement inter
nalized 

4. Re-norming 

5. Continued renewal 

"Whether you think you can or 
you think you cannot—you are 
right." (Henry Ford) 

2. Goal Clarity 

3. Administrative Training 

4. "Project Redesign" 
(Administration/Teacher 
Team Training) 

"When you cease getting 
better, you stop being 
good." 

1986-87 
"Pre-Entry" 

1. Teaching Model 
established (Jet-Pro) 

2. Management Model 
established (ODDM) 

3. Screens Established 
(3a) Research 
(3b) Psychological 

Screen 
(3c) Philosophical 

Screen 

4. Public Commitment to 
Mission Statement 
(Team Training) 

"All Students Can Learn" 

1988-89 
Assessment 

and 
Evaluation 

Jennyslipper I.S.D. will 
be recognized as being 
in the upper 25% of 
schools in the United 
States when comparing 
academic performance of 
all students 

"All students WILL learn" 

FIGURE 42. An outline of the "Five Year School Improve
ment Plan" adopted by the Jennyslipper 
schools. 
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presented by Dr. John Champlin during the 1985 "Conference 

on Excellence" held in Lubbock, Texas. 

A district-wide climate survey was conducted as a 

follow-up project to some of the "Project Redesign" 

training received in the spring of 1986. The results of 

this survey are discussed in Chapter VI. 

A district-wide slide presentation was developed in 

the spring of 1986 to help disseminate information about 

school improvement, and this raised expectations of 

student performance. The slides were videotaped and miade 

available to all cam.puses and shared with civic clubs and 

parent groups. A more detailed discussion of this project 

is presented in Chapter V. 

In the summer of 1986, summer school was offered to 

all students in kindergarten through the eighth grade as 

an extension of the school year. Students were allowed 

more time to attain mastery in m.athematics and language 

arts. The program was offered to the students on a 

"tuition free" basis. 

For the third consecutive summer, the Jennyslipper 

schools sent representatives to the "Conference on Excel

lence" held in June in Lubbock, Texas. Four administra

tors and four teachers attended the conference. The ODDM 

was emphasized as a vehicle for change in developing a 

school improvement program. 
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In the summer of 1986, a 36-hour training program 

began which presented extended thinking skills training 

for teachers. Forty-five teachers completed the training. 

1986-87 School Year 

A recommitment to school improvement was made by the 

trustees in the fall of 1986. The use of the ODDM was 

reviewed with the trustees. It was presented to the 

trustees along with the district's teaching model on 

August 11, 1986. Administrative ownership in the program 

began to grow with the personal involvement of principals 

and other administrators in the inservice program held in 

August of 1986 (see Appendix J for an outline of this 

inservice program). 

During the fall of 1986, the administrative staff 

meetings were held twice a month. One meeting was for 

taking care of "day-to-day" administrative details and the 

other meeting was held for the expressed purpose of 

professional growth. The district also began using early 

dismissal days for staff development and training. 

In the fall of 1986, the trustees rescinded policies 

regarding grading and made grading an administrative 

decision to be based on the best data available. "In

structional Leadership" training for teachers began at 

that time. This training will be discussed in detail in 

Chapter V. 
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On October 13, 1986, the trustees once again revievred 

the teaching model, JET-Pro. The model was presented as 

being developed by the district's administrative team 

utilizing the ODDM. 

On January 12, 1987, the trustees again reviewed both 

JET-Pro and ODDM. 

In the summer of 1987, summer school was expanded to 

include high school subjects. At the high school level, 

two courses. Algebra I and English I, were offered as 

extensions of the regular school year. Other courses were 

taught at the secondary level for credit during summer 

school. 

Six teachers, one board member, and four administra

tors attended the "Conference on School Excellence" in the 

summer of 1987. All of the teachers attending the confer

ence in 1987 were participating for<the first time. 

In June of 1987, six teachers and three administra

tors were sent to a conference on effective teaching 

practices where Madeline Hunter was the featured pre

senter. Many of Hunter's concepts focused on mastery 

learning and mastery teaching (Hunter, 1982) . 

In July of 1987, a district-wide problem-solving 

model, JennySolve, was presented to the trustees (see 

Figure 43). The development of this problem-solving model 

was a direct result of the district's use of the ODDM. 
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THE JENNYSLIPPER PROBLEM SOLVING MODEL 
(JennySolve) 

IDENTIFY the Problem 

Consider: 

Why Does the Problem Exist 

(Focus on Problem—not personalities) 

Consider: 

All Possible Solutions/Alternatives 

(No "put-downs" or "polishing") 

\ (Disagree but don't be disagreeable) 

SELECT A PLAN OF ACTION 
(from solutions considered) 

(Be Data-Driven) 

GO FOR IT!11 

("Our decision") 

EVALUATE 
and 

Recycle if necessary 

GOLDEN RULE: All problem solving is done at a level 
closest to the problem provided individuals 
involved have expertise needed to solve the 
problem. 

FIGURE 43. The problem solving model used in the Jenny
slipper schools. 

N 
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In August of 1987, the trustees were again updated on 

teacher training programs and the utilization of the 

district's teaching model, JET-Pro. 

1987-88 School Year 

During the fall of 1987, the district's "core" team 

was expanded from 16 to 44 staff members. The training 

provided through Project Redesign was reinforced by 

bringing a consultant into the district to assist the 

teachers in understanding the school improvemiOnt implemen

tation plan. 

In the fall of 1987, a new program, "Teacher Expec

tations and Student Achievement," was initiated into the 

Jennyslipper schools. The program was developed by Sam 

Kerman (1979) and his associates from their observation 

that students in the same classroom are often treated 

differently, freguently without the teacher's awareness, 

in ways that can affect student engagement and learning. 

The new program objectives "passed" through the screens 

established by ODDM and also showed great success poten

tial toward assisting in producing identified student 

outcomes. 

A student advisory committee was formed in the fall 

of 1987 for the specific purpose of communicating directly 

with the superintendent of schools. The fall and spring 

agendas for the student advisory committee meetings 

included the topic of school improvement. According to 
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the superintendent, this was a very valuable source of 

feedback. More detailed information about the structure 

of this committee is found in Appendix K. 

In the spring of 1988, the central administration 

appointed teachers to "training" teams. The appointed 

teachers served as trainers of all new teachers coming 

into the district. The new teachers coming into the 

district for the 1988-89 school year were to have 10 days 

of pre-service. Much of the pre-service will be conducted 

by the training teams. For a list of the training teams, 

see Appendix L. 

A second slide-tape presentation was developed in the 

spring of 1988 to help present the school's success story 

to the community. 

In the spring of 1988, the Jennyslipper School 

District was selected by two national organizations, the 

American Association of School Administrators and the 

National School Board Association, to be "spotlighted" for 

their development and use of both the district's teaching 

model, JET-Pro, and the district's management model, 

(ODDM). The recognition from the American Association of 

School Administrators came from the small schools division 

of the organization and the National School Board recogni

tion came from the rural schools division of that organi

zation. Both the teaching model (JETPro) and the ODDM 

were also selected in March, 1988, to be presented in the 
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summer of 1988 at the Texas Association of School Adminis-

trators--University of Texas Conference in Austin, Texas. 

Both the JET-Pro and the ODDM were presented at 

Eastern New Mexico University in March, 1988. 

Inquiries about the model from Southwest Regional 

Research Laboratory were received in March, 1988. 

This chronicle of the Jennyslipper school improvement 

efforts show that a heavy emphasis was placed on staff 

development and training. A detailed accounting of train

ing activities that related to mastery-learning, extended 

thinking skills, and outcome-based education is found in 

Table 1. 

Review of Documents 

The documents reviewed by the researcher included: 

master school calendars, staff development and profes

sional growth records, financial accounting documents, 

board policy books, agendas of board meetings, minutes of 

board meetings, memo files, video recordings of training 

sessions, and newspaper articles. Also, because many of 

the communications within the district were done by com

puter, the researcher had access to several memo artifacts 

found in the electronic data bank (computer diskettes). 

Ethnographic methodology used in this study reflected 

a need for more documentation related to the daily events 

affecting the school improvement program, such as the 
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TABLE 1 

Staff Development Focused on Mastery-Learning 
and Outcome-Based Education as Recorded 

by the Jennyslipper Central 
Administration 

Date Type Length 
Number of 
Personnel 

1983-84 
Jun 
Jun 
Jun 
Jun 
Aug 
Aug 
Aug 

11-13 
11-14 
15 
25-29 
6 
8 
9 

1984-85 
Sep 13 
Jan 5 
Mar 9 
May 4 
May 5 
Jun 2-5 
Jun 3 
Jun 3-5 
Jun 6 
Jun 13-14 
Jul 3 
Aug 8 

1985-86 
Aug 22 
Oct 2 2 
Nov 9 
Nov 19 
Feb 7 
Feb 26-30 
Mar 21 
Apr 12 
Apr 28 
Jun 1-2 

Extended Thinking Skills 
Basic Skills 
Mastery Learning 
Mastery Learning 
Mastery Learning 
Mastery Learning 
Mastery Learning 

Extended Thinking Skills 
Mastery Learning 
Mastery Learning 
Mastery Learning 
Basic Skills 
Excellence in Education 
Mastery Learning 
Mastery Learning 
Mastery Learning 
Extended Thinking Skills 
Mastery Learning 
Mastery Learning 

Mastery Lea 
Mastery Lea 
Extended Th 
Extended Th 
Extended Th 
Outcome-Bas 
Outcome-Bas 
Extended Th 
Outcome-Bas 
Extended Th 

rnmg 
rning 
inking 
inking 
inking 
ed Educ 
ed Educ 
inking 
ed Educ 
inking 

Skills 
Skills 
Skills 
ation 
ation 
Skills 
ation 
Skills 

21 hours 
28 hours 
6 hours 
5 days 
6 hours 
6 hours 
6 hours 

4 hours 
6 hours 
6 hours 
6 hours 
6 hours 
4 days 
6 hours 
3 days 
6i hours 
2 days 
6i hours 
6 hours 

6 
2 
6 
2 
6 
4 

hours 
hours 
hours 
hours 
hours 
days 
hours 

1 day 
1 day 
3 col hours 

6 
7 
2 
4 

22 
1 
2 

3 
3 
5 
4 
1 
5 
15 
8 
1 
3 
6 
2 

1 
1 

13 
26 
1 
1 
8 

63 
29 
I 

^ 
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TABLE 1 (Continued) 

Date Type Length 
Number of 
Personnel 

1986 
Sep 
Nov 
Dec 
Jan 
Jan 
Feb 
Feb 
Feb 
Mar 
Jun 
Jun 
Jun 
Jun 

-87 
23 
4 
16 
21 
23 
8 
17 
26 
28 
1 
8-11 
10 
14-16 

1987-88 
Oct 
Nov 
Nov 

30 
14 
17 

Outcome-Based Education 1 
Outcome-Based Education 1 
Outcome-Based Education 1 
Outcome-Based Education 1 
Conferencing Skills 10 
Mastery Learning 6 
Outcome-Based Education 1 
Assertive Discipline 3^ 
Extended Thinking Skills 
Extended Thinking Skills 
Effective Teaching 
Extended Thinking Skills 
Mastery Learning 

day 
day 
day 
day 
hours 
hours 
day 
hours 

3 6 hours 
3 col. hours 
3 days 
21 hours 
3 days 

12 
16 
18 
20 
2 
4 

15 
125 
45 
1 
9 
2 

Discipline Management 2 hours 
Basic Skills 1 day 
Outcome-Based Education 1 day 

125 
6 

*This does not include: (1) local "Project Redesign" 
activities, (2) local training activities, or (3) 
regular inservice programs. 

\ 
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amount of time the superintendent, principals, and other 

administrators spent with intentional interventions. 

Also, details regarding the board's active involvement in 

the school improvement planning were not recorded in board 

minutes. Had the researcher not been a participant 

observer, it would have been difficult to make inferences 

about board growth based on a "paper" audit trail. 

Data Obtained From Interviews 

Seventy professional staff members were interviewed 

using the semi-structured format outlined in Appendix A. 

Several inferences were drawn from the interviews. The 

data were rich with information and feedback. However, it 

was noted that where there was a tremendous amount of data 

generated, some of the data were possibly polluted by the 

fact that some teachers may have told the superintendent 

of schools what they thought he wanted to hear rather than 

how they truly felt. Nonetheless, this researcher found 

the interviews both challenging and rewarding, and it 

allowed issues and concerns to surface. Some of the 

issues, concerns, and inferences are discussed below. 

When asked what was difficult to understand or imple

ment, teachers in the Jennyslipper schools expressed a 

concern over establishing grading policies, reteaching and 

retesting, and communications with parents. 

While several teachers being interviewed expressed 

specific concerns about implementation problems, these 
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same teachers displayed evidence of sharing common be

liefs. Because of the consistencies in many of the 

responses, it can be inferred that the school improvement 

plan in the Jennyslipper schools had impacted the belief 

system of teachers. 

Eighty-three percent of the professionals interviewed 

placed self-esteem as a learner and a person as the number 

one or number two priority anticipated outcome. The 

interviewees prioritized the district's exit behaviors and 

desired program outcomes in the following order: (a) 

self-esteem as a learner and a person, (b) high achieve

ment in basic skills, (c) self-directed learner, (d) 

process skills development, (e) concern for others, (f) 

extended thinking skills, (g) post secondary training or 

education, and (h) low dropout rate. 

When teachers were asked to justify their first and 

second prioritized choices, teachers consistently expres

sed a belief in the importance of success and self-esteem 

in student development along with a necessity in develop

ing basic skills. As one teacher expressed it, "Self-

esteem and basic skill acquisition go 'hand-in-hand.'" 

When teachers were asked to explain why they consid

ered post-secondary training and low dropout rate least 

important, they consistently expressed the same opinion. 

"If a school district produces the other six student be

haviors, the program outcomes will follow automatically." 
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Eighty percent of the teachers interviewed ranked post-

secondary training seventh and eighth in the priority 

list, while 87 percent ranked low dropout rate as seventh 

or eighth. 

Table 2 summarizes the priority ranking of the stu

dent exit behaviors and program outcomes as reported by 

the interviewees. 

When asked what teachers would have changed, several 

indicated they would have addressed some additional 

details in methodology before attempting implementation. 

There were several teachers that felt there had not been 

enough parental involvement during the readiness and 

pre-entry stages of the program. 

There were several varying opinions about the year 

2000 in Jennyslipper I.S.D. The vision held by most 

teachers did include expectations for higher achievement 

and new uses of technology. 

Summary 

The case study represented a series of events, most 

of which were intentional, that led the district through 

the readiness and pre-entry stages of mastery-learning, 

outcomes-based education implementation. The interviews 

revealed: (a) sense of ownership, (b) unity of philo

sophy, (c) district-wide commitment, and (d) general sense 

of pride. Concern was expressed over fairness in grading, 

reteaching and retesting, and parental involvement. There 
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was a definite belief among administrators that reflected 

pride in the professional growth obtained by teachers. 

Chapter V v/ill expand on some of the activities 

mentioned in the chronicle as the applied aspects of the 

model are presented. 

\ 



CHAPTER V 

APPLIED ASPECTS OF THE MANAGEMENT MODEL 

Introduction 

The impetus for this study was a recognition of the 

practical (applied) aspects of the Outcomes-Driven De

velopmental Model. The model suggested that if one wanted 

to produce a quality product, one first needed to decide 

what the product was to look like. The terminology 

"outcomes-driven" suggested being "achievement-driven" or 

"goal-driven" as opposed to being "competitive-driven." 

The model supported cooperative learning, peer tutoring, 

empowerment of teachers, and collaboration among teachers, 

administrators, and board members. According to the 

superintendent in the district that was studied, the model 

was holistic and expandable. To produce the intended 

outcomes, the model suggested that the district align what 

was known about the v/ay students learn best with a belief 

system that fostered student success, along with practices 

that were consistent with both beliefs and knowledge. 

"The model is a product of successful intentional school 

change management fused with critical understandings from 

research and successful practice" (Champlin, 1985, p. 2). 

Four things were identified in the model as guiding 
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principles: data, success, philosophy, and outcomes. The 

interaction of these four principles in a holistic manner 

gave practical application to the model in the district 

being studied. This chapter will outline some of the 

specific applied aspects of the Outcomes-Driven Develop

mental Model as identified in the Jennyslipper I.S.D.'s 

version of the model. The processes listed below were 

identified in both the generic model (Figure 1) and in the 

Jennyslipper model (Figure 2) . The indicators listed in 

the Jennyslipper model (Figure 2) were identified as 

indicators of applied aspects of the model. They are 

discussed below. 

Processes 

Staff Development 

Because of the holistic nature of the ODDM, all of 

the functionings identified in the model impacted the 

Jennyslipper schools. However, the staff development 

model, climate model, and networking model seemed to be 

more influencial than any others during the "readiness" 

and "pre-entry" stages. 

The model staff development guided the district 

toward a commitment to continuous professional growth and 

an ongoing staff development program. Prior to utilizing 

the model, most of the formal inservice programs in the 

Jennyslipper Public Schools were provided through a 

contract with the regional education service center. 
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Teachers were granted "compensatory" time for three of 

four required days of inservice. During the last two 

years of this study, the district conducted its own 

inservice programs utilizing both local and outside 

consultants. The inservice programs were developed 

utilizing a needs assessment approach. 

According to observations made by the district's 

administrative staff, the staff development model helped 

improve the quality of teaching in the district. The 

acquisition of new skills and knowledge helped foster 

ownership among teachers in the mastery-learning, outcome-

based education program. 

The staff development model provided ongoing programs 

in six areas: (a) instructional leadership, (b) extended 

thinking skills, (c) classroom management (discipline), 

(d) instructional management (mastery learning), (e) 

"Teacher Expectations for Student Achievement" (TESA) 

program, and (f) paraprofessional training. 

The instructional leadership program was a 36-hour 

program that placed emphasis on the district's adopted 

lesson cycle, effective teaching practices, and develop

mental supervision. The training paralleled a 36-hour 

program required of all administrators in the State of 

Texas. One-half of the training was provided through a 

"released time" program. 
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The extended thinking skills training program was a 

36-hour program that placed emphasis on the district 

providing teachers with the training to teach creative and 

productive thinking to all students. The components 

involved questioning techniques, productive thinking 

exercises, communication skills, problem solving, and 

decision making from Bloom's Taxonomy. Teachers were 

taken through each process and given with application 

techniques. As a result of this training, the teaching of 

thinking and creativity skills was written into the 

curriculum. According to the district's extended thinking 

skills coordinator, teachers implemented activities to 

increase fluency by making the students aware of flexibil

ity in thinking. Originality was stressed to encourage 

creativity and inventiveness. 

The classroom management training program was a 

12-hour training program in assertive discipline. In the 

spring of 1988, a team of five teachers was appointed to 

expand this training program to include general classroom 

management. 

The instructional management (mastery learning) 

training program was limited in the early stages of the 

program to presentations made by the superintendent and 

outside consultants. In the spring of 1988, a team of six 

teachers was appointed to develop this program into a 
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training program to present basic ideas of mastery learn

ing and outcome-based education to new staff members. 

The Teacher Expectation and Student Achievement 

(TESA) program began in the fall of 1987. It was devel

oped by Sam Kerman in 1977. The program was based on 

research that indicated that students in the same class

room were often treated differently, frequently without 

the teachers being aware of the difference, in ways that 

affected both their engagement and achievement. The 

program promoted involvement of all students affirmatively 

by helping students respond, and by maintaining a high 

level of respect and courtesy in the classroom (Joyce, 

Showers, & Rolhneiser-Bennett, 1987). Twenty-one teachers 

volunteered for this program and served as the district's 

core group in the training. The program was supported by 

district funding and released time for the teachers. 

Paraprofessional training was also developed with the 

deliberate intent to foster ownership and commitment to 

mastery learning and outcome-based education concepts 

among the district's forty-two teaching assistants 

(teacher aides). The training also focused on self-

actualization and self-esteem. 

Another component of the staff development model was 

the development of an English as a second language gradu

ate level course offered to the teachers in the Jenny

slipper Public Schools. The training was offered at no 
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cost to the teachers and graduate level credit was granted 

by a major university. The training was provided after 

school on one of the local campuses. The training helped 

teachers deal with the self-esteem of limited English 

speaking students throughout the district. 

Another applied aspect of the model was the training 

commitment m.ade relative to utilization of the ODDM. The 

administrative staff met weekly during the 1986-87 school 

year to discuss different aspects of the model. The dis

trict also entered into an agreement with three other 

local school districts and with a local university to work 

cooperatively in training efforts regarding school 

improvement and ODDM. The project, known as "Project 

Redesign," provided opportunities for growth of both 

teachers and administrators through collaborative planning 

and training. (See Appendix C for additional information 

about "Project Redesign.") 

The ODDM also helped the district identify existing 

programs and components of staff development. For exam

ple, the school district's professional library was listed 

in the model as an indicator. This helped the administra

tors and teachers remain focused on the importance of this 

particular aspect of staff development. The model empha

sized holistic thinking and the interrelationship of staff 

development and other district functions. 
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One area of training, stress management, was only 

identified. There had been no formal training in stress 

management nor was there any evidence at the time of this 

study of immediate plans to develop a training program in 

this area. 

Communications Network 

Prior to 1984, the school district had initiated 

several formal lines of communication including a superin

tendent's newsletter, a faculty advisory council, a fifth 

Saturday program, a daily intraschool mail system, and a 

district-v/ide information brochure. Again, the model 

provided a means of organizing these communication con

cepts and allowed for expansion as additional needs arose. 

The Faculty Advisory Council was a group of 14 

teachers (3 from, each of four campuses, a special educa

tion teacher representative, and a federal programs 

teacher representative). The teachers were elected 

annually on a three-year rotating term basis. The teach

ers met directly with the superintendent six times a year 

to discuss district operations. (See Appendix B for a 

more detailed description of the council's functions and 

selection process.) 

The "Key Communicators" were appointed after the 

district entered into an agreement to collaborate and 

plan with three other school districts and a univer

sity concerning ODDM and school improvement. The "Key 
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Communicators" were appointed by principals and became 

known as the district's core team for school improvement 

implementation. These teachers received special training 

during the school year through a released time program. 

They also served as the disseminators of school improve

ment information at the campus level. 

The "Fifth Saturday Program" was a voluntary program 

initiated by the superintendent of schools. The program 

invited citizens to interact with the superintendent of 

schools on a casual basis every fifth Saturday of the 

year. (See Appendix M for details about the "Fifth 

Saturday Program.") 

Starting in 1987, weekly grade level meetings were 

held on two of the four campuses to discuss school 

improvement activities. 

Public forums were held in the 1985-86 and 1986-87 

school years. It was noted that no public forum was held 

in the 1987-88 school year. However, the trustees began a 

program called "Project 2000." This program presented 

basic information about the school to civic groups and 

parent groups. The trustees also solicited feedback from 

the public through a questionnaire found in Appendix N. 

The questionnaire addressed the schools identified student 

exit behaviors and program outcomes by asking parents and 

patrons to prioritize the behaviors and outcomes. 
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In addition to the district's information brochure, 

more specific brochures about school board operations and 

special programs within the school system were developed. 

A video presentation was developed during the 1985-86 

school year and was updated from a slide-tape presentation 

to a video (VHS) presentation by the district during the 

1986-87 and 1987-88 school years. Presentations were made 

to local civic clubs, job fairs, state conventions, and at 

the national convention of the American Association of 

School Administrators in Las Vegas, Nevada, in the spring 

of 1988. A copy of the 1987-88 script can be found in 

Appendix O. 

Problem-Solving Model 

The ODDM guided the district in developing a problem-

solving model known as "JennySolve." This model, shown in 

Figure 43, emphasizes the importance of solving problems 

at an organizational level closest to the problem. 

The district had an organizational chart (see Figure 

44) prior to the spring of 1984. However, the model 

guided the district in developing both tight and loose 

properties. The problem solving model guided the adminis

trative personnel away from unlimited decisions and 

promoted collaboration. Decision making was decentral

ized. 
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Change Factors and Process 

Schools change. Some get better and some get 
worse, but they all change. Teachers and 
administrators change. They grow and develop as 
practicing professionals or they don't. Their 
knowledge and skills change as they develop 
personally or respond to changing responsibil
ities, environment or clients. They improve or 
they decline. They do not remain static. 
(Blum, 1983, p. 5) 

The following incident illustrates the district's 

commitment to renewal. The assistant superintendent for 

curriculum came into the superintendent's office and 

stated, "I've finally figured this school improvement 

program out, it will never end." This type of insight 

along with an understanding of the practical aspects of 

the model in dealing with change factors made this model 

useful as a guide in some of the renorming that took place 

in the district that was studied. 

Change is a process, not an event. "There is a 

process that must unfold in order for school improvement 

efforts to be successful" (Blum, 1983, p. 7). The model 

helped the district's personnel understand that change 

must be understood in terms of what happens to individuals 

and that change is a highly personal experience. 

Climate Improvement Model 

There were several sources of data that led the 

researcher to consider this area second only to staff 

development as an area that was significantly impacted. 

Data supporting this study will be discussed in Chapter 
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VI. Even though the climate survey administered in the 

spring of 1986 produced meaningful decision-making data, 

it also raised an awareness among staff members which 

simply said, "We CARE." It is hard to measure the value 

of this type of activity, but from inferences drawn by the 

superintendent of schools, it was extremely important. 

Likewise, the culture survey provided the administra

tive staff with a tremendous amount of data. However, 

there was no evidence that inferred the administrative 

staff had utilized the data in any formal manner. 

The Jennyslipper Teacher Incentive Program (JenTIPro) 

was described in Chapter IV and in Appendix I. Other 

teacher incentive programs focused on growth opportuni

ties, nonmonetary rewards and recognition program.s. 

Collaboration and collegiality were addressed in 

training programs. Weekly grade level meetings were held 

on two campuses. Eliminating "killer phrases" and nega

tive statements was discussed in several Project Redesign 

local meetings. 

The district had made several efforts to promote 

professionalism among teachers. Additional training was 

provided, much of it without cost to the teacher. Teach

ers' diplomas were framed by the district and were hung in 

classrooms in the spring of 1988. 
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Resource Management 

Resource Management was not in the original ODDM. 

However, as the need arose, the model was expanded, and 

this component was added. 

One of the goals of the local trustees was to be good 

financial managers of career ladder funding (see Appendix 

E) . The district successfully funded all of the teachers 

who qualified for the state-mandated career ladder place

ment. 

Additional resources were provided for staff develop

ment and for teacher incentive programs. Both of these 

increases in resources will be discussed in Chapter VI. 

Board Policy 

As pointed out in the chronicle, the trustees were 

supportive in setting policy that supported administrative 

decision making. However, there were no written policies 

supporting the concept of being data driven. 

The board approved a discipline management plan, 

which was mandated by law. Again, the ODDM had provided 

an organizational placement for this program within the 

identified function. 

There were several newspaper articles indicating 

board commitment to a philosophy of student success and 

school improvement. 
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Board Support 

The board took on several projects during the 1986-87 

and 1987-88 school years. There was an active level of 

participation with the trustees. House Bill 72 mandated 

training for board members. The minimum training required 

was 20 hours in 11 different standards. The trustees from 

Jennyslipper I.S.D. averaged 38 hours of training as of 

March 14, 1988. This will be discussed in more detail in 

Chapter VI. 

The trustees visited the campuses at least twice a 

year and had taken time to eat as a group in one of the 

cafeterias. The trustees provided breakfast for the 

teachers on the first day of inservice at the beginning of 

the 1987-88 school year. During public school week, they 

personally placed an apple and a note of appreciation on 

the desk of every teacher in the district. Not only did 

this show board support, it had an impact on the general 

climate in the district. 

The district had three types of teacher incentive 

programs: JenTIPro (described above, in Chapter IV, and 

in Appendix I) , a "personal day" attendance policy, and a 

health insurance program. The "personal day" attendance 

policy allowed professional employees four days a year 

personal leave; however, if the days were not used, the 

district paid the employee for the days not used. The 

group insurance incentive program was more of a fringe 
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benefit because the district contributed funds toward the 

employee health insurance plan. Since the ODDM did not 

specify the development of these programs, the practical 

aspects (indications listed in Figure 1) of the model 

provided for the organization of these processes in the 

district's planning process. 

Community Involvement 

The district had both a continuing education program 

and an adult basic education program. The continuing 

education program included undergraduate and graduate 

level college courses that were taught on the Jennyslipper 

campuses at night. The district averaged two undergradu

ate courses a year and one graduate course over the 

four-year period of this study. The continuing education 

program also included night computer courses for adults. 

These courses v/ere taught by both college personnel and 

teachers from the Jennyslipper schools. The adult basic 

education program consisted of classes offered every year 

for adults who had less than a high school diploma. In 

the spring of 1988, the adult basic education enrollment 

reached 137, bringing the spring total to 235 adults 

enrolled in the local campus offerings. 

The school had an active Parent Teacher Association. 

As specified in the ODDM, the district had been actively 

involved with the civic clubs in the community. 
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Parental involvement was encouraged. Evening grade 

level meetings were held with parents on two campuses. 

All four campuses encouraged parents to come and pick up 

their child's report card in October of 1987 at the end of 

the first six weeks reporting period. 

The ODDM was not the catalyst for the "65 or Over 

Club," but it did provide for organizational placement of 

this program. The "65 or Over Club" was a public rela

tions program that allowed all patrons over the age of 65 

an opportunity to attend all of the Jennyslipper school 

activities free of any charge. (See Appendix P for 

additional details about this program.) 

Networking 

As described in Chapter IV, Project Redesign was a 

collaborative agreement between university and public 

schools that provided much of the guidance for the uti

lization of the ODDM. The ODDM guided districts not only 

toward networking with other schools, but toward network

ing within the system (Champlin, 1982) . The Jennyslipper 

trustees networked with the campuses through monthly 

reports received from all aspects of the schools' opera

tions. These reports were made by administrators and 

teachers on a monthly basis. 
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Instructional Processes 

A product that resulted from utilizing the ODDM was 

the development of the district's teaching model. The 

teaching model stressed practicing collaboration, having 

high expectations, being goal driven, and being data 

driven. The teaching model featured higher level thinking 

skills as well as a lesson cycle. The lesson cycle was 

developed from the Madeline Hunter (1982) mastery teaching 

model. The m.odel also emphasized the importance of the 

district's philosophy, mission statement, and established 

psychological screens. The model did not prescribe 

teaching methods, but it provided a framework from which 

all teachers were expected to operate. Appropriateness 

was em.phasized in the utilization of the teaching miOdel. 

The model was developed by the district's "key commiunica-

tors" and the administrative staff. The district incor

porated ideas form research (Madeline Hunter, Don Roberts, 

and Benjamin Bloom) and ideas from local school districts 

participating in "Project Redesign" (Crosbyton, Olton, and 

Spur). The model is exhibited in Appendix P. 

One of the practical aspects of the model was the 

emphasis placed on effective teaching practices such as 

mass and distributed practice, modeling, reteaching, etc. 

These concepts and others, such as extended thinking 

skills, were emphasized in the 36-hour instructional lead

ership program offered by the district to all teachers. 
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The 36-hour instructional leadership course offered 

training to teachers in three areas: (a) utilization of 

the lesson cycle, (b) effective teaching practices, and 

(c) clinical supervision. The effective teaching practice 

training emphasized four basic areas: (a) teaching 

strategies, (b) time on task, (c) reinforcement, and (d) 

learning climate. The teaching strategies included: 

questions and prompts, extended thinking, stimulus varia

tion, teaching for mastery, and teaching for retention. 

The time on task training focused on academic learning 

time, sponge activities, and academic emphasis. Rein

forcement included both positive and negative reinforce

ment theory and specific training on "extinction." The 

learning climate segment included the following topics: 

(a) rules, (b) expectations, and (c) motivation. 

The 36-hour instructional leadership course was 

developed on three premises: (1) most teachers want to 

improve, (3) most principals want to be instructional 

leaders, and (3) training can make a difference in both 

teachers becoming better teachers and principals becoming 

instructional leaders. 

One of the practical things the ODDM brought to the 

district's attention was the sensitivity shown to student 

needs. The superintendent of schools stated that he 

believed the district was more student centered in March 

of 1988 than it was at the beginning of the school 
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improvement project. Much of the training provided in the 

36-hour instructional leadership program was focused on 

meeting student's needs. 

Curriculum Organization 

Looking at the curriculum organization brought up 

several practical questions: What was essential (or 

critical) learning? Was the curriculum aligned with 

instruction and assessment? Was the curriculum organized 

in a continuous manner to accommodate learning? Were the 

academic goals clearly stated? The applied aspects of 

looking at these types of questions benefited the dis

trict. At the close of this study, the teachers and 

administrators were addressing the issues mentioned above. 

The district's curriculum was developed and written 

by teachers under the supervision of an assistant super

intendent for curriculum. During a monitoring visit from 

the Texas Education Agency in the spring of 1987, the 

district was complimented by the monitoring team for the 

"grass roots" approach taken by the district in the devel

opment of the curriculum. According to the monitors, the 

teachers were utilizing the written curriculum documents. 

The district's superintendent defined curriculum as 

the planned learning experiences of the children held 

under the auspices of the school. This definition includ

ed activities, projects, field trips, and assignments, in 

addition to the classroom instructional lessons. The 
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superintendent also recognized a broader definition of 

curriculum that included both the planned activities and 

the unplanned activities. This definition of curriculum 

included the "hidden curriculum." The "hidden curriculum" 

included things that students learned such as "not liking 

to read" after being confronted with failure or "not 

feeling good about themselves" because of a negative 

comment that was unintentionally made. The ODDM guided 

the district's personnel as they considered the renewal 

commitment that needed to be made to curriculum develop

ment. 

The superintendent of schools had made public state

ments to both the administrative staff and to the teachers 

concerning the need to continually update and revise the 

curriculum to meet the changing needs of students. 

At the close of this study, teachers in the elemen

tary schools were revising the curriculum to assure that 

the basic elements of the written curriculum were aligned. 

The three elements identified by the superintendent of 

schools as being critical v/ere: (a) objectives and 

specified learner outcomes, (b) assessment of the objec

tives or specified learner outcomes, and (c) identified 

instructional materials. The elementary teachers were 

organizing the instructional objectives into what was 

referred to as "units." Units of instruction were created 

in such a way that they followed the natural breaks in the 
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subject matter and generally were limited to a time span 

of less than two weeks. The district's plan was to try to 

align the language arts curriculum during the 1987-88 

school year in a manner similar to the mathematics program 

that was already in place. 

Intentional School Practices 

This was one of two areas in the ODDM that caused a 

lot of concern among administrators and teachers. The 

appropriate placement of children in the curriculum and in 

the instructional program where success could be experi

enced was a major concern. Without some restructuring of 

the system, this was, at least, difficult to even consider 

for all students. The administration emphasized the 

importance of appropriate placement of students. Grading 

policies and certification (documenting mastery) were 

topics that were addressed in faculty meetings at all 

grade levels. 

The district's adopted plan of assertive discipline 

appeared to be district-wide. There were posted rules and 

consequences (both negative and positive) in all of the 

teachers' rooms visited by the researcher. 

Different types of student recognition programs 

existed. Most of these were nonexistent prior to the 

utilization of the ODDM. 

The philosophy behind mastery-learning and outcomes-

based education was "all students can learn well and 



149 

succeed in school" if the right conditions exist. The 

"right conditions" meant that instruction was delivered 

sensitively and systematically with students being helped 

when and where they had learning difficulties, and suffi

cient time was given to students to achieve mastery. This 

also assumed that there v/as some clear criterion of what 

constituted mastery. This led to another applied aspect 

of the ODDM: additional learning time was found not only 

within the regular allotted classroom time, but also in 

the utilization of tutorial time before and after school 

and summer school. Figures 45 and 46 illustrate the 

mastery learning concept as perceived in the Jennyslipper 

Independent School District. 

Intentional Classroom Practices 

The following 10 classroom practices were considered 

by the district's core personnel: (a) grading policies, 

(b) motivation strategies, (c) testing practices and 

procedures, (d) reteaching and retesting of students, (e) 

how to deal with incompletes, (f) when and how to deal 

with correctives, (g) when and how to deal with enrichment 

or extensions, (h) how to deal with discipline within the 

classroom, (i) how to deal with students that miss an 

excessive amount of school, and (j) how to establish 

benchmarks to determine expectations. It was obvious from 

interviews conducted by the researcher that some of the 
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TRADITIONAL INSTRUCTION 

BEFORE 

I n s t r u c t i o n 

Student 
Achievement 

i s 
theoretically distributed 

"NORMALLY" 

INSTRUCTION IS DELIVERED IN THE SAME AMOUNT 
(THE SAME IN TERMS OF AMOUNT AND QUALITY 
OF INSTRUCTION AND LEARNING TIME ALLOWED) 

AFTER 

I n s t r u c t i o n 

Student 
Achievement 

i s s t i l l 
d i s t r i b u t e d "NORMALLY" 

FIGURE 45. T r a d i t i o n a l i n s t r u c t i o n as to presented 
Jennyslipper schools professional staff. Se 
Figure 46 for comiparison to mastery-learning. 

the 
See 

\ 
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MASTERY-LEARNING 

BEFORE 

Instruction 

Student 
Achievement 

i s 
theoretically distributed 

"NORMALLY" 

INSTRUCTION I S DELIVERED SENSITIVELY AND SYSTEMATICALLY, 
STUDENTS ARE HELPED WHEN AND WHERE THEY HAVE LEARNING 

D I F F I C U L T I E S , STUDENTS ARE GIVEN SUFFICIENT TIME 
TO ACHIEVE MASTERY, AND THERE I S SOME CLEAR 

CRITERION OF WHAT CONSTITUTES MASTERY 

AFTER 

Instruction 

STUDENTS 
WILL 
Achieve MASTERY 

FIGURE 46. Mastery-learning as presented to the Jenny
slipper schools professional staff._ _ See 
Figure 45 for com.parison to traditional 
instruction. 

\ 
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teachers in the Jennyslipper I.S.D. were having difficulty 

understanding several of these concepts. 

Organizational Structure 

Adherence to full utilization of the ODDM required 

the district to look at the organizational structures of 

the school district. Again, one of the applied aspects of 

the model was that the model did not prescribe a method of 

organizing. It guided the district to examine this area, 

and then required the district to utilize the decision

making screens when it changed or modified organizational 

structures such as grade levels. 

Jennyslipper I.S.D. utilized the traditional grade 

level concepts with a primary school consisting of a 

pre-kindergarten through second grade, a middle school 

consisting of grades 3 through 5, a junior high school 

consisting of grades 6 through 8, and a grades 9 through 

12 high school. The district did have three transitional 

grades: a pre-first, a pre-second, and a pre-third. The 

transitional grades allowed students to spend more time at 

a grade level without repeating or going through an entire 

program a second time. This was one of the district's 

first attempts at eliminating failure in the primary and 

middle schools. 
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Summary 

The model has many applied aspects. If the school 

personnel in any school have reached an honest point of 

unhappiness with what their schools are, compared to what 

is really possible, then the Outcomes-Driven Development 

Model can be a practical way of organizing school improve

ment efforts. Because the model was outcomes-based and 

emphasized alignment of actions with belief systems and a 

knowledge base, it required strong commitment to do 

everything possible to develop more efficient and more 

effective school programs in an intentional manner. 

Because the model led to an implementation that is evolu

tionary rather than revolutionary (Champlin, 1978), the 

applied aspects of the model changed as the circumstances, 

needs, and goals of the district changed. 

The applied aspects of the model were sometimes 

referred to as "indicators" by the Jennyslipper district's 

administrative personnel. This suggested that the model 

was being utilized not only as a practical "guide," but 

also as a "measure" of success. 

Although there was some evidence that about all areas 

of school functioning had been impacted at an applied 

level, the areas that seemed to be impacted the most were 

staff development, climate improvement, and networking. 



CHAPTER VI 

RESULTS, RECOMMENDATIONS, AND CONCLUSIONS 

Introduction 

In 1986, the United States Congress provided the 

Regional Educational Laboratories with four million 

dollars of additional funding and directed them to iden

tify and support further development of promising, rural 

small-school activities and practices (Council for Educa

tional Development and Research, 1987). The nine regional 

educational laboratories turned to their national associa

tion, the Council for Educational Development and Research 

(CEDaR), for assistance. CEDaR established a National 

Rural, Small Schools Task Force that began to study items, 

issues, and concerns facing rural, small schools in the 

United States. The report summary stated. 

Taken altogether, our school board presi
dents, district superintendents, building prin
cipals, and classroom teachers agree on only 
four things: 

- The importance of improving the academic per
formance of students from low-income families; 

- The need to improve students' thinking and 
reasoning skills; 

- The task of recognizing and rewarding out
standing teachers; and 
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- The development of students' self-esteem and 
aspirations. 

The concurrence on these four issues 
remains constant among the four groups, across 
all nine regions of the country, and within all 
50 states. 

Beyond these four issues, though, there 
isn't any real consensus about what needs to be 
improved in rural, small schools. Differences 
exist within and among the four groups, within 
and among the nine regions, and probably within 
all 50 states. . . . 

The survey reveals much that's good about 
rural small schools. But it also spotlights 
many concerns. 

Equipped with these data, the regional 
laboratories will be able to build on the 
excellence that undergirds rural, small schools 
and to concentrate on those regional priorities 
that beg (italics added) for attention. (Coun
cil for Educational Development and Research, 
1987, pp. 20-21) 

If the regional priorities identified in the CEDaR 

report truly "beg" for attention, then this study should 

be of particular interest to those seeking data about 

rural, small schools. The school district in this study 

was identified as a rural, small school district that had 

addressed all four of the "highest" priority issues and 

concerns established by the CEDaR report. In fact, the 

Jennyslipper I.S.D had addressed 11 of the 15 issues that 

the CEDaR report identified as regional concerns: (a) 

academic performance of students from low-income families, 

(b) students' thinking and reasoning skills, (c) system 

to reward or recognize outstanding teachers, (d) develop

ment of students' self-esteem, (e) extent of community and 

parent involvement, (f) level of expectation for student 
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academic performance, (g) quality of inservice programs 

for staff, (h) availability of community support, (i) 

academic performance in reading comprehension, (j) aca

demic performance in mathematics, and (k) academic perfor

mance in language arts. 

Based on observations made throughout the duration of 

this case study, this chapter reports some of the signifi

cant results and makes recommendations related to imple

mentation of mastery learning, outcome-based education 

programs. Because this study was descriptive, no attempt 

was made to evaluate the effectiveness of the program. 

The worth and significance of the reported results will be 

judged by readers of this study. However, the researcher 

does make recommendations and supply information about OBE 

imiplementation. A description of some of the problems 

encountered during the first four years of OBE implementa

tion is also given. Recommendations regarding future 

studies are also made. 

Results 

A modest behavioral change that improves 
the quality of classroom discourse, increases 
student involvement, and pays off regularly in 
achievement is from our perspective, a fine 
option to improve our teaching. (Joyce, Showers, 
& Rolhneiser-Bennett, 1987, p. 17) 

Six results were identified by the researcher: (a) 

the emphasis placed on staff development, (b) a high 

percentage of students experiencing success, (c) the 
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administration of a climate survey and culture survey, 

(d) an increase in commitment and involvement of trustees, 

and (e) recognitions, visitations, and inquiries made to 

the district. 

Staff Development 

One of the results of the school improvement efforts 

in the Jennyslipper I.S.D. was an increase in the emphasis 

placed on professional growth and staff development. 

Prior to 1984, the district held one local staff develop

ment program annually. At the close of this study, the 

district was offering three ongoing staff development 

programs and had three others being developed. Four 

inservice days were held locally on an annual basis. 

Professional growth activities were also planned and held 

on four early dismissal days during the 1986-87 and 1987-

88 school years. The early dismissal days provided two 

hours of training four times a year for a total of eight 

additional staff development hours for every professional. 

There were 111 of the 121 professional staff members that 

had completed a 36-hour training program in instructional 

leadership, and 45 professional staff members had comple

ted a 36-hour program in extended thinking skills. 

The staff development budget in the Jennyslipper 

schools had increased from $24,500 in the 1983-84 school 

year to $69,225 in the 1987-88 school year. Table 3 shows 

that this was a steady increase over a four-year period 
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TABLE 3 

Comparison of Staff Development and 
Professional Growth Expenditures 

in the Jennyslipper Schools 

Years 

1983-84 1984-85 1985-86 1986-87 1987-88 

(Budgeted) 

•Expenditures for 

Professional Growth 24,500 28,981 31,344 44,474 69,225 

Total Budgeted 3,239,517 3,828,407 4,097,054 4,428,864 4,967,635 

Percentage of Budget .76% .76% .77% 1% 1.4% 

*Does not include salary costs for substitutes in "Released-Time" Program 

\ 
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that moved the staff development budget from 0.76 percent 

of the total budget to 1.4 percent of the total budget. 

The Jennyslipper I.S.D. granted an average of 370 

days per year for professional growth activities for 121 

professional employees during the 1983-84, 1984-85, and 

1985-86 school years. In 1986-87, this increased to 554 

days of released time, and at the end of this study in 

March of 1988, 480 days had been granted to professional 

staff members during the 1987-88 school year. 

The increase in professional staff development 

programs, the increase in professional development expen

ditures, and the increase in the number of days of 

released time for professional growth were noted as 

indicators of an increased emphasis being placed on 

professional growth and staff development. 

According to opinions expressed by principals, 

teachers were focused more on instructional performance 

and were more intentional in their teaching. According to 

one principal, "Our teachers have more skills, more 

technical knowledge about the art and science of teaching, 

and they are more intentional in their teaching as opposed 

to where they were two years ago." 

Following this study, "teacher training teams" were 

appointed to serve the district as mentors and coaches of 

staff members new to the district. Beginning in the 

1988-89 school year, all professional personnel new to the 
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Jennyslipper I.S.D. will receive 10 additional days of 

staff development training conducted by the "teacher 

training teams." This type of leadership involvement of 

teachers was one of the ways that excellent teachers were 

rewarded and recognized in the Jennyslipper I.S.D. The 

formal recognition of "teacher training team" members and 

the monetary reward provided through stipends for workshop 

presenters were noted as incentives. According to the 

superintendent of schools, "The appointment and utiliza

tion of teachers as members of a professional staff 

development team was a very powerful tool for building 

teacher self-actualization and ownership." 

Student Achievement 

During the 1987-88 school year, a high percentage of 

students was experiencing success. At the end of the 

first semester, there were less than 20 percent of the 

students failing one subject or more at the secondary 

level and less than 4 percent failing at the elementary 

level. When the school improvement initiatives began in 

1984, the failure rate in the secondary schools was over 

30 percent and no records were being kept in the elemen

tary schools. 

In the Jennyslipper schools, the emphasis placed on 

student success was an intentional strategy used in the 

implementation of a mastery-learning, outcomes-based 

education program. The "success emphasis" did not appear 
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to jeopardize the district's standardized norm-referenced 

or criterion-referenced test scores. 

In fact, an analysis of the test scores in Tables 4, 

5, 6, and 7 reveals a positive difference in the student 

performance in mathematics as compared to the reading 

scores on both the Texas Educational Assessment of Minimum 

Skills Test (a criterion-referenced test) and the Califor

nia Achievement Test (a norm-referenced test). The 

mathematics program in the Jennyslipper schools served as 

the mastery-learning pilot program and was the only 

program that was fully implemented prior to the end of 

this study. Also, note in Table 8, the Jennyslipper 

I.S.D. students were above the "core group" mean percen

tile score in mathematics in the 1985-86 school year in 

all grades tested and, as noted in Table 9, in four of 

five grades tested in 1986-87. In Tables 8 and 9, the 

"core group" schools used in the comparison were Texas 

schools with student populations between 1,000 and 2,999, 

and with more than 40 percent of their students below the 

federal poverty guidelines. 

From an analysis of the performance scores reported 

in Tables 4 through 9, inferences could be drawn about the 

success of the district's pilot program in mathematics. 

In Tables 4 and 5 there were only three grade levels where 

cohort groups could be compared (grades 3, 5, and 9). The 

Texas Educational Assessment of Minimum Skills (TEAMS) was 
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TABLE 4 

Comparison of Test Results of the Texas Educational 
Assessment of Minimum Skills (TEAMS) Tests in 

Mathematics in the Jennyslipper Schools 

Grade 
1983-84 

% Mastery 
1985-86 

% Mastery 
1987-88 

% Mastery 

1 78% 

74% 78% 

86% 83% 

7 

9 83% 

Exit Level (11) 

1984-85 
Grade % Mastery 

1 

3 74% 

83% 

93% 

88% 

1986-87 
% Mastery 

76% 

83% 

— — 

— 

— 

1988-89 
% Mastery 

— 

—. — 

5 85% 

84% 

Exit Level (11) 

88% 

91% 

95% 

90% 
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TABLE 5 

Comparison of Test Results of the Texas Educational 
Assessment of Minimum Skills (TEAMS) Tests in 

Reading in the Jennyslipper Schools 

1983-84 1985-86 1987-88 
Grade % Mastery % Mastery % Mastery 

1 -- 62% 

3 87% 61% 

5 78% 81% 

7 -- 74% 

9 82% 84% 

Exit Level (11) — 93% 

1984-85 1986-87 1988-89 

Grade % Mastery % Mastery % Mastery 

1 -- 77% 

3 77% 68% 

5 76% 73% 

7 — 77% 
9 78% 84% 

Exit Level (11) — 88% 
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TABLE 6 

Comparison of Test Results of the California 
Achievement Test (CAT) in Mathematics 

in the Jennyslipper Schools 

1985-86 1986-87 

Grade % UH % UH 

1 71.4 61.1 

2 31.7 46.4 

3 43.8 45.8 

4 58.9 66.3 

5 56.8 52.6 

6 53.2 60.6 

7 59.0 53.9 

8 63.8 54.2 

9 43.9 62.3 

10 53.5 60.6 

11 51.3 48.8 

12 47.3 50.0 
% UH == percentage of students in top two national quartile 

(includes Special Education) 

:^ 
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TABLE 7 

Comparison of Test Results of the California 
Achievement Test (CAT) in Reading 

in the Jennyslipper Schools 

1985-86 1986-87 
Grade % UH % UH 

1 50.7 50.4 

2 32.2 52.8 

3 42.1 29.0 

4 35.4 41.5 

5 47.4 41.3 

6 35.9 47.5 

7 39.4 35.4 

8 49.6 37.5 

9 46.9 41.3 

10 49.5 54.2 

11 35.5 43.5 

12 49.5 39.7 

% UH = percentage of students in top two national quartile 
(includes Special Education) 

^ 
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TABLE 8 

A Compar i son of P r e d i c t e d N a t i o n a l P e r c e n t i l e s of 
t h e Texas E d u c a t i o n a l A s s e s s m e n t of Minimum 

S k i l l s T e s t R e s u l t s f o r t h e 1986-87 
S c h o o l Year a s P r e p a r e d by t h e 

Texas E d u c a t i o n Agency 

Grade 

Mathematics 

3 
5 
7 
9 
11 

Reading 

3 
5 
7 
9 
11 

Writing 

3 
5 
7 
9 
11 

District 
National 
Percentile* 

63 
75 
74 
72 
60 

37 
47 
44 
64 
45 

50 
62 
62 
71 
55 

Core Group 
National 
Percentile* 

68 
62 
55 
52 
55 

45 
45 
43 
51 
39 

63 
65 
56 
59 
49 

State 
National 
Percentile* 

76 
72 
64 
61 
64 

55 
58 
49 
57 
46 

71 
75 
62 
66 
56 

Core 
Group 

below 
above 
above 
above 
above 

below 
above 
above 
above 
above 

below 
below 
above 
above 
above 

State 

below 
above 
above 
above 
below 

below 
below 
below 
above 
below 

below 
below 
same 
above 
below 

*The Texas Education Agency generated the predicted nat ional percen
t i l e by cotputer analys is of questions administered on the Texas 
Educational Assessment on Minimum S k i l l s (TEAMS) t e s t . Predicted 
nat ional scores for the students in Texas were generated. The s tu 
dents were then divided in to three groups: (a) the student in the 
iden t i f i ed d i s t r i c t , (b) students in the "core" group, and (c) a l l 
students in the S ta te of Texas. This Table ccnpares the predicted 
na t iona l scores . The "core" group students were students at tending 
schools t ha t wei^ of s imi lar s ize and schools t h a t had students of 
s imi lar socio-econonic s t a t u s v^en conpared t o students in the 
Jennyslipper I .S.D. 

\ 
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TABLE 9 

A Compar i son o f P r e d i c t e d N a t i o n a l P e r c e n t i l e s of 
t h e Texas E d u c a t i o n a l A s s e s s m e n t of Minimum 

S k i l l s T e s t R e s u l t s f o r t h e 1985-86 
S c h o o l Year a s P r e p a r e d by t h e 

Texas E d u c a t i o n Agency 

Grade 

Mathematics 

3 
5 
7 
9 
11 

Reading 

3 
5 
7 
9 
11 

Writing 

3 
5 
7 
9 
11 

District 
National 
Percentile* 

59 
69 
53 
69 
48 

38 
51 
41 
62 
38 

50 
61 
52 
61 
44 

Core Group 
National 
Percentile* 

58 
51 
45 
51 
43 

39 
42 
38 
52 
37 

55 
52 
46 
54 
42 

State 
National 
Percentile* 

62 
62 
54 
57 
53 

47 
53 
45 
59 
46 

61 
63 
54 
60 
50 

Core 
Group 

above 
above 
above 
above 
above 

below 
above 
above 
above 
above 

below 
above 
above 
above 
above 

State 

below 
above 
below 
above 
below 

below 
below 
below 
above 
below 

below 
below 
same 
above 
below 

*The Texas Education Agency generated the predicted nat ional percen
t i l e by ccnputer analys is of questions administered on the Texas 
Educational Assessment on Minimum S k i l l s (TEAMS) t e s t . Predicted 
na t ional scores for the students in Texas were generated. The s t u 
dents were then divided in to three groups: (a) the student in the 
iden t i f i ed d i s t r i c t , (b) students in the "core" group, and (c) a l l 
students in the S ta te of Texas. This Table coipares the predicted 
na t ional scores . The "core" group students were students at tending 
schools t h a t were of s imi lar s ize and schools t h a t had students of 
s imi lar socio-econonic s t a tu s v^en ccnpared t o students in the 
Jennyslipper I .S.D. 

:» 



168 

not administered to grades 1, 7, and 11 until the 1985-86 

school year. When cohort groups were compared, that is, 

the third grade in 1983-84 was compared to the fifth grade 

in 1985-86 and so on, five of the six cohort groups had 

improved mathematics scores (Table 4) . In comparison to 

the reading program (Table 5) only three of six cohort 

groups had improved scores. 

Also, note that in Table 8 and 9, 15 different areas 

of achievement were compared utilizing the data supplied 

by the Texas Education Agency. The Jennyslipper I.S.D. 

students scored above the "core" group in 11 of the areas 

in Table 8 and in 13 areas in Table 9. Based on this 

information, it was inferred that Jennyslipper I.S.D. 

students were performing above the average when compared 

to schools of similar size and with students having 

similar socio-economic status. 

Decrease in Dropout Rate 

Another result noted by this study was a decrease in 

the dropout rate. According to Pallas (1986), there is no 

one reason why students drop out of school. But the 

reasons for, and factors associated with, dropping out can 

be grouped into three basic categories: academic perfor

mance, social adjustment, and early transition into 

adulthood (Pallas, 1986). The superintendent of the 

Jennyslipper I.S.D. believed that the decrease in the 

dropout rate in the Jennyslipper schools was a direct 



result of the district's efforts to address school 

improvement utilizing the Outcomes-Driven Development 

Model in implementing a mastery-learning, outcomes-based 

education program. 

The superintendent noted that the emphasis placed on 

the exit level student behaviors (self-esteem, basic 

skills acquisition, process skills development, higher 

level thinking skills, self-directed learner, and concern 

for others) fostered a climate that "invited" students to 

finish school as opposed to "requiring" them to finish. 

Also, when teachers and administrators were asked to 

prioritize the eight identified student exit behaviors and 

program outcomes found in the Jennyslipper's version of 

the Outcomes-Driven Developmental Model, 87 percent of the 

interviewees listed dropout rate as the seventh and eighth 

priorities. When asked to explain why dropout rate was 

"least important," most of the teachers and administrators 

said that they believed the dropout rate would never be a 

problem if emphasis was properly placed on self-esteem, 

basic skills development, process skills development, 

self-directed learning, higher level thinking skills, and 

concern for others. 

Table 10 indicates that the dropout rate in the 

Jennyslipper high school decreased to 3 percent in the 

1986-87 school year as compared to 9.5 percent in the 

1984-85 school year and 5.4 percent in the 1985-86 school 

169 
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TABLE 10 

A Comparison of Student Dropout Rates 
in the Jennyslipper Schools 

Total Number Dropout 
Campuses Year of Dropouts Rate 

Watson Jr. High 

Jennyslipper 
High School 

hool 1984-85 
1985-86 
1986-87 

1984-85 
1985-86 
1986-87 

4 
2 
3 

38 
24 
13 

1.1% 
.5% 

1.2% 

9.5% 
5.4% 
3.0 

A 
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year. Because calculating dropout rates can be difficult, 

the dropout rate calculation formula used by the Jenny

slipper I.S.D. is located in Appendix R. The formula was 

provided by the Texas Education Agency and was used state

wide in the State of Texas. 

The decrease in the dropout rate in the Jennyslipper 

schools was a significant result in light of the fact that 

the school district was a rural, small school with a 

Hispanic population that exceeded 50 percent and an 

economic situation where over 40 percent of the students 

were below poverty guidelines established by the federal 

free or reduced price lunch program. 

Climate and Culture Survey Results 

The climate and culture surveys were cited by the 

researcher as a result not so much because of an analysis 

or an interpretation of data, but because of the messages 

that were sent to the school personnel when these types of 

endeavors were undertaken. 

The climate survey was completed in the spring of 

1986. It revealed agreement in several areas among 

students, teachers, and administrators. As can be noted 

in Table 11, it also provided data for decision making and 

indicated areas of concern. The administration utilized 

the results of the climate survey by analyzing responses 

to each question. A copy of the survey instrument is 

located in Appendix S. 
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The culture survey was conducted by a group of 

teachers and administrators as part of a course require

ment. A summary of the results comparing the four cam

puses is found in Figure 47. Detailed campus summaries 

are found in Appendix T along with a copy of the survey 

instrument. Inferences can be drawn as to the similar

ities and the variances between campuses. 

From the interviews conducted in the spring of 1988, 

the researcher was able to affirm that the morale of staff 

members appeared to be high. The openness that some of 

the teachers had with the participant observer (superin

tendent) in the interviewing process indicated that a 

climate that accepted risk-taking as being non-threatening 

was present. Six teachers responded to the question— 

"What would you do differently?"—by describing ways in 

which the superintendent of schools could improve. "He 

needed to be more visible." "He needed to make some 

unscheduled visits to classrooms." "He needed to be 

careful about making unilateral decisions to promote 

participatory management." This type of openness and 

risk-taking was welcomed by the superintendent of schools. 

Commitment and Involvement of Trustees 

The researcher cited the commitment and involve

ment of trustees as a significant result of the school 

improvement program and the utilization of the ODDM. 

The rationale for including this as a significant result 
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COMPARISON OF ALL SCHOOL AVERAGES 

CC CN CO CR DM EV EX LB LE LF MM MO OF OS PS RE RS RT VG 

• DILLMAN >DESHAZO * J R . HIGH HIGH SCHOOL 

CC = C o n f l i c t and Climate 
CN = C o n f l i c t 
CO = Comnmnic:ations 
CR = Creativeness 

DM = Decision Making 

EV = Evaluation 

EX = Expectations 

LB = Leader Behavior 

LE = Leader Effectiveness 
LF = Leader/Follower Relationship 

MM = Member/Member Relationship 

MO = Modeling 

OF = Organizational/Follower Relationship 

OS = Organization Structure 

PS = Problem Solving 

RE = Resistance 

RS = Role Structure 

RT = Risk Taking 

VG = Vision/Goal Clarity 

FIGURE 47. A comparison of campus results from a culture 
survey administered in the spring of 1987 in 
the Jennyslipper schools. 

N 
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included three things. First, the CEDaR report stated 

that the school board presidents of rural, small schools 

surveyed "are by and large satisfied with the status quo. 

A full 35 percent of all school board presidents would 

leave things as they are" (CEDaR, p. 14) . The Jenny

slipper trustees were not satisfied with the status quo. 

Secondly, the ODDM stressed the involvement of the trust

ees as active participants, not spectators. There was 

evidence to infer that this had happened. Thirdly, during 

this study, the Jennyslipper Board of Trustees was recog

nized as one of four honor school boards in Texas in the 

"1986 School Board Awards" contest. To qualify for this 

honor, the trustees had to supply documentary evidence 

that showed they had met 11 criteria established as a 

basis for the selection. The 11 criteria were: (a) 

functions as a policy-making and appraisal body; (b) is 

ethical when dealing with professional staff; (c) operates 

within written, circulated school board policies; (d) 

carries the school's story to the community; (e) supports 

educational improvement projects; (f) is loyal to the 

school and its program; (g) maintains harmony among its 

members; (h) provides financial support for the school 

system; (i) participates in workshops and other programs 

designed to improve performance; (j) puts the welfare of 

the children served by the school system above personal or 

political motives; and (k) demonstrates a commitment to a 
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code of ethics. It was also noted that among the five 

finalists for the "Outstanding School Board Award," the 

Jennyslipper Board of Trustees was the only representative 

of rural, small schools. 

The involvement and the commitment of the trustees to 

the school improvement project in the Jennyslipper schools 

helped foster a better climate for improvement and pro

vided the district with a sense of "modeling" from the 

top. For example, when the district made a commitment to 

be goal-driven, the trustees developed a set of "board" 

goals (see Appendix E) . Also, when training and staff 

development were emphasized, the trustees were actively 

involved. Two of the trustees attended the 36-hour 

instructional leadership program and several members 

attended local inservice activities. The State of Texas 

required all board members to complete a minimum of 20 

hours of specified board training. As can be noted in 

Table 12, the trustees from the Jennyslipper schools 

averaged over 38 hours of training with one member receiv

ing 59 hours of training. 

The researcher inferred that this type of active 

board involvement was healthy, desirable, and facilitated 

implementation of school improvement initiatives. 

Recognitions, Visitations, and Inquiries 

A final area of significant results was the number of 

recognitions received by the district, visitations made to 
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TABLE 12 

Record of Board Training for Trustees in 
the Jennyslipper Schools Approved 
by the Texas Education Agency 

Individual Hours Credit 

President 59.00 
Vice-President 32.50 
Secretary 40.24 
Member 48.50 
Member 21.00 
Member 31.75 
Member 34.25 

Median Mean 
34.25 38.18 

A 
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the district by other school districts, and inquiries 

being made to the district regarding the implementation of 

a mastery-learning, outcome-based education program 

utilizing the Outcomes-Driven Developmental Model. This 

area was selected as significant, not for what the dis

trict had accomplished or for what it had done for other 

schools, but because these types of events had an impact 

on the district's program. Expectations were raised as 

visitors began to come to the campuses. Ownership and 

pride were enhanced as inquiries were made. The district 

had experienced "success breeding success." 

The district was selected by two national organiza

tions, the American Association of School Administrators 

and the National School Board Association, to be "spot

lighted" for their development and use of both the dis

trict's teaching model, JET-Pro, and the district's 

management model, ODDM. The recognition from the American 

Association of School Administrators came from the small 

schools division of the organization and the National 

School Board recognition came from the rural schools 

division of that organization. Both the teaching model 

and the ODDM were also selected in March, 1988, to be 

presented in the summer of 1988 at the Texas Association 

of School Administrators—University of Texas Conference 

in Austin, Texas. 
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During the last two years of this study, personnel 

from 15 different school districts visited the elementary 

campuses in the Jennyslipper schools. Inquiries about the 

school improvement initiatives had been received from two 

universities and one regional laboratory. It was inferred 

by the researcher that the recognitions, visitations, and 

inquiries had raised expectations and raised the level of 

concern about "quality" student performance among teachers 

and administrators. 

Recommendations 

Recommendations were made in three areas: (a) pro

gram enhancements and modifications, (b) program implemen

tation, and (c) implications for future studies. 

Program Enhancements and Modifications 

The researcher was able to make several recommenda

tions about the implementation of a mastery-learning, 

outcome-based education program. Most of the recommenda

tions came from an analysis of the data assembled from the 

semi-structured interviews. Table 13 summarizes the 

responses from teachers that expressed concerns about 

outcome-based education implementation. Only concerns 

that were identified by five or more teachers were report

ed in Table 13. 

One of the major concerns expressed by the teachers 

interviewed was that the pre-entry activities had not 
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involved enough activities with parents. Twenty of the 

seventy teachers and administrators interviewed stated 

that more parental involvement was needed in order to 

fully implement the OBE program. The administrative plan 

as perceived by the superintendent of schools was to 

secure commitment from and provide training for adminis

trators, teachers, students, and parents; in that order. 

Because of the concerns expressed by teachers, the 

researcher recommends that the strategic plan for imple

mentation should include parental training that parallels 

the training provided to teachers. The student training 

should be similar to the training provided to teachers and 

parents. The parent and student training would be a 

modified form of the training provided to teachers. 

A second recommendation came from a concern expressed 

on the part of secondary teachers regarding implementing 

the reteach and retest concept in mastery-learning. 

Forty-one of the teachers stated that they were having 

problems implementing the reteach and retest concept found 

in mastery learning. The researcher suggested that more 

steps should be taken to delineate between process and 

philosophy. Because of a strong attempt by administrators 

to inculcate a philosophy of success, teachers had mistak

enly assumed that mechanical adherence to process produced 

desired results. Implementation of a program as powerful 

as mastery-learning, outcome-based education requires the 
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teacher to make decisions regarding implementation that 

are consistent with "known" philosophy. Learning and 

teaching is too complex of a social interaction for there 

to be "quick fix," mechanical solutions. Teachers need 

time to "grow." This growth includes an expanded knowl

edge base about how students learn and an expanded or 

possibly a redirected philosophy that focuses on success 

as opposed to failure. | 

The third recommendation comes from an overall 

observation made by the researcher. Most of the implemen

tation "problems" ("challenging opportunities" in Jenny

slipper I.S.D. terminology) seemed to be a result of a 

misunderstandings or a lack of clear communications. For 

example, "a school without failure" message was understood 

by some teachers to mean "the school was lowering its 

expectations for student performance." Once the philo

sophical commitment was understood by the staff, this 

seemed to be less of a problem. [Another communication 

problem that was identified focused on assumptions made 

about the mechanistic use of the concepts presented by 

Madeline Hunter. The administrative staff had initially 

failed to point out to teachers that the district's 

teaching model was not a "Hunter" model. It was a com

bination of several models being utilized in effective 

schools. The utilization of the model was to be more of a 

"road map" than a "blue print." Teachers still had the if 
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opportunity to be creative and use professional judgment 

in the instructional process even though they were being 

asked to appropriately utilize the steps identified in the 

district's teaching model. Hence, it was recommended that 

the communications network be emphasized within the school 

district as well as with the various publics of the school 

district. 

.The fourth recommendation was that more training 

needed to be provided to teachers regarding intrinsic 

motivation. Eight of the teachers expressed a misunder

standing about positive reinforcemient and intrinsic 

motivation. Twelve of 14 teachers on the faculty advisory 

committee confirmed this concern and suggested that the 

teachers needed to have a greater understanding of intrin

sic and extrinsic motivation. The faculty advisory 

council recommended including this as a specific area of 

professional training in the fall of 1988. 

The fifth recommendation was inferred from data 

obtained from the interviews and from administrative staff 

meetings. All 4 principals and 10 of the teachers sug

gested that the labeling of the program as a mastery 

learning program and more recently as an outcome-based 

program caused both confusion and unnecessary concern in 

the implementation of the school improvement program in 

Jennyslipper I.S.D. Several administrators felt that it 

was more appropriate to simply label the program as "The 
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Jennyslipper School Improvement Program." The concern 

arose over the act that there were several definitions of 

mastery learning and that the concept of being an outcome-

based school seemed to "place the school district in 

'someone's' camp." With a clearer definition of terms, 

the teachers and administrators expressing this concern 

seemed to believe that this would be less of a problem. 

Program Implementation 

The researcher recommends that the following guide

lines be followed in implementing an outcome-based educa

tion program. First, develop a strategic plan that 

incorporates the involvement of administrators, teachers, 

staff, board members, parents, students, and patrons of 

the district. This strategic plan should include a needs 

assessment that includes input from all of the groups 

mentioned above. A sample needs assessment can be found 

in Appendix U. The strategic plan should also outline the 

district's plan for developing a vision, mission state

ments, building level goals, and classroom objectives. 

Second, develop a district VISION for student suc

cess. The three key enablers (vision, commitment, and 

leadership) of OBE can be a very powerful framework for 

implementing curriculum and instructional changes. These 

three enablers can affect all aspects of a school mission 

by furnishing tools to help students succeed, inspiring 

teachers to change, and motivating administrators to lead. 
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By focusing on the question, "What business are we in?" 

the district's personnel can develop a foundation for a 

district vision. In the Jennyslipper schools, the dis

trict's business was focused on "developing people" 

(students and teachers). According to the superintendent 

of schools., the Jennyslipper I.S.D. was "in the people 

development business." The vision may be a very abstract 

concept to staff, board members, and community members, 

but it should define the parameters of the school's OBE 

program and be based on the three philosophical premises 

of OBE (success for all, success breeds success, and 

schools control the conditions of success). The vision 

should reflect the needs of the students as perceived by 

the staff, parents, and community. 

Third, the superintendent of schools must promote 

commitment among staff members, board members, and central 

staff to align district practices with the identified 

philosophy and knowledge base. This commitment should 

provide an environment that is characterized by a high 

level of support from board members, a strong support from 

the central staff personnel, and principals that are 

dedicated to developing an instructional commitment to 

OBE. The effective schools research can be utilized in 

developing the school improvement plan. This school 

improvement plan should include provisions for developing 

an instructional model; developing an instructional 
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program that is both vertical and horizontal with emphasis 

on unit planning; clinical supervision of the instruc

tional program; continuous monitoring of student progress 

and providing feedback to staff, students, parents, and 

community; and promoting an orderly and positive school 

climate. 

Fourth, provide leadership opportunities for building 

level administrators and teachers. Teachers are empowered 

and enabled when they are recognized as professionals, 

given opportunities to achieve personal and professional 

growth, and given opportunities to make meaningful deci

sions within the organization. The Jennyslipper I.S.D. 

administrative staff was developing leadership roles for 

teachers by providing opportunities for mentoring and 

coaching of new teachers. The administrative staff 

believed that this was one area that would foster 

ownership and develop additional commitment to the 

mastery-learning, outcome-based education program in the 

Jennyslipper I.S.D. The superintendent of schools stated, 

"teacher ownership is a key element in the successful 

implementation of any school improvement program." 

One of the areas of frustration experienced by the 

superintendent of schools in the Jennyslipper I.S.D. 

during the implementation stages was the amount of time it 

takes to change attitudes and beliefs. It also takes a 

lot of dedication and a high energy level on the part of 
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the superintendent of schools. The superintendent of 

schools in the Jennyslipper schools had attended two 

seminars on time management and had been involved in 

several growth experiences that promoted personal commit

ment and dedication to the improvement of schools. One of 

the key elements to a successful program is the total 

commitment from the person at the "helm of the ship." The 

superintendent of schools is the key "actor" in the total 

program. Skills needed to implement this type of program 

include: instructional management, developing curriculum, 

managing school climate and culture, building support for 

schools and programs, allocating resources, utilizing 

research and evaluative information, staff development, 

and staff and program evaluation. 

A final recomjnendation was that of building an 

administrative succession program. The type of program 

studied in this research project cannot be fully imple

mented without holistic involvement. This involvement 

pivots around organizational theory known as "open orga

nizational theory" (Mink et al., 1979). The style of 

management used in this study was a form of participatory 

management. The terminology "form of" was selected 

because there were several unilateral decisions m̂ ade by 

the administrative staff during the early stages of this 

project. However, at the close of this study, an attempt 

to implement a participatory management system through a 
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modeling process with the administrative staff was being 

made by the superintendent of schools. According to the 

superintendent of schools, the program being implemented 

in the Jennyslipper I.S.D. was centered on an egalitarian 

concept. Without support from the central administration, 

the program would not be able to survive. A succession 

program would help ensure continuity in the program and 

also provide guidelines for teacher and administrative 

vacancies filled from outside sources. 

Future Studies 

There were several areas where the results in this 

study could have been studied in more detail. Both 

qualitative and quantitative studies could add to the 

knowledge about school improvement programs in rural, 

small schools. Comparisons could be made to other rural, 

small districts in other parts of the country. Mastery-

learning and outcome-based education philosophies and 

premises could be compared with other similar or contrast

ing philosophies and premises. 

There were several areas in the operations of the 

Jennyslipper schools that could have been studied in more 

detail using naturalistic (ethnographic) techniques. This 

could include comparisons between elementary and secondary 

operations or possibly the relationships between central 

administration and building site administration. Teacher 

mentoring and coaching teams could be studied. As a 
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result of these types of studies, more data could be pro

duced to support the significance of the readiness and 

pre-entry activities conducted by the district. 

Considering the success of the mathematics program, a 

quantitative study of student achievement in mathematics 

as compared to other subject areas such as language arts 

would further illuminate the effectiveness of mastery-

learning, outcome-based education. 

Also, a study to validate the Outcomes-Driven Devel

opmental Model as a management model for change and school 

improvement implementation would contribute to the knowl

edge base for school improvement. 

Conclusions 

From the review of the literature, it can be inferred 

that there are several approaches to school improvement. 

Outcome-based education is one such approach. The focus 

of the program studied in this research project was on: 

(a) all students learning, (b) success breeding success, 

and (c) trying to control factors that determine success. 

This study provided added understanding of the procedures 

and practical aspects of implementing a mastery-learning, 

outcome-based education program utilizing a management 

model that is outcomes-driven and "grounded" in a knowl

edge base and a belief system focused on student success. 

This study focused on the utilization of the 

Outcomes-Driven Developmental Model as an implementation 
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model for a mastery-learning, outcomes-based education 

program. The researcher believed that with a clear 

understanding, on the part of teachers and administrators, 

of the Outcomes-Driven Developmental Model, the type of 

program being implemented in Jennyslipper I.S.D. could be 

very beneficial to both students and faculty. Teachers 

and administrators must realize that the program is not 

controlling teachers, teachers are controlling the pro

gram. The model allows a school system to develop as an 

open social system (Mink et al., 1979). The school 

becomes a holistic organization in which its parts inter

act with each other and with the environment. Student 

exit behaviors and program outcomes become the foci for 

common goals and purposes. Through transformational 

leadership, the teachers become decision-makers and 

influence the quality of life for students. 

This study was descriptive in nature and did not 

attempt to judge the effectiveness of the mastery-

learning, outcome-based education program in the district 

being studied. However, some results were identified and 

recommendations were made in three different areas: (a) 

program improvement, (b) program implem.entation, and (c) 

future studies. Because of the results identified, this 

study should be of particular interest to those seeking 

data about programs in rural, small schools. Readers of 
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this study will find many practical applications and ideas 

among the artifacts found in the appendixes. 
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Semi-Structured Interviews 

(1) As a teacher (administrator), what do you consider to 
be the most difficult process (idea or concept) to 
understand or to implement related to mastery-
learning, outcome-based education implementation? 

(2) What processes (ideas or concepts) were you already 
practicing in your classroom (building) prior to 
mastery-learning, outcome-based education implementa
tion? 

(3) What is your vision for Jennyslipper I.S.D. in the 
year 2000 in the areas of: 

(a) facilities? 
(b) curriculum? 
(c) student achievement? 
(d) instructional processes? 

(4) The district's core team has identified the following 
exit outcomes and student exit behaviors. Are there 
other exit behaviors or outcomes you think should be 
included? Prioritize the exit level student be
haviors and outcomes: 

1. Self-esteem as a learner and a person 

2. Higher level thinking skills development 

3. Process skills development 

4. Self-directed learner 

5. Concern for others 

6. Development of basic skills 

7. High percentage of students seeking post 

education or training 

8 . Low dropout rate 

9. (OTHER) 

10. (OTHER) 

(5) If you could change one thing in outcome-based 
education implementation, what would it be? 

^ 
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Jennyslipper I.S.D. Faculty Advisory Council 

WHO: 

WHERE: 

A fourteen member committee that meets once 
each six weeks for the purpose of communica
ting directly with the superintendent of 
schools. The committee will consist of 
twelve regular classroom teachers (three from 
each campus), one Chapter I (Federal) teach
er, and one special education teacher. 

The meetings will be held at 7:30 a.m. or 
3:30 p.m. at a meeting place to be estab
lished by the superintendent of schools in 
collaboration with the committee members. 

SELECTION 
PROCESS The teachers serving on this committee will 

be selected by an election held on each 
campus. Nominations will be made in writing 
to the principal on each campus (nominations 
may be self-nominations). The committee 
members will be selected by a plurality vote 
taken on the third Tuesday following the 
beginning of each school year. Each princi
pal will be responsible to hold the election 
and send the results to the superintendent's 
office. The committee members will be 
elected for a three-year staggered term. No 
person may serve for more than two consecu
tive terms and no person may serve during 
their first year of employment in the school 
district. 

PURPOSE: This committee was formed in 1983 to help 
establish formal communication lines between 
campus teachers and central administrators. 
It has proven to be a very successful means 
of communication. 

EVALUATION The effectiveness of the committee will be 
evaluated by the administrative staff in both 
a formative and a summative form. 

*Special Education and Special Populations 
personnel directors will be responsible for 
election of their representatives on an 
annual basis. Special Education and Special 
Populations personnel will serve for two 
years with elections alternating between the 
programs annually. 

\ 
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Project Redesign 

Project Redesign is a collaborative effort at signif

icant school improvement involving volunteer school dis

tricts and the faculty in educational administration, 

Texas Tech University. 

The basis for action will be the Outcomes-Driven 

Developmental Model (ODDM) . College personnel v/ill pro

vide assistance to districts in their understanding and 

use of the model. In addition, they will provide appro

priate technical training and feedback service as re

quired . 

All participants agree that: 

1. The need for school improvement is ongoing at all 

times. Intervention efforts will be directed at: 

(a) having all students be successful learners. 

(b) aligning school practices with the most 

current, appropriate professional literature 

and successful practice. 

2. Improvement will be considered a holistic activ

ity. All aspects of the organization are subject 

to review and alteration. 

3. Current roles and performance expectations will 

be altered to achieve desired goals. 

4. All participants commit to be data driven. 

5. The Outcomes-Driven Developmental Model (ODDM) 

will be utilized as a management system. 
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Districts specifically commit to: 

1. Make a public commitment to significant school 

improvement. 

2. Work toward a balanced and willing participation 

of the Board of Education. 

3. Establish a need and commit to manage efforts 

designed to reduce or eliminate any discrepancies 

between actual practice and program optimums. 

4. Participate in all activities deemed essential to 

reaching established goals. 

5. Make appropriate time and support available for 

necessary staff development. 

6. Work cooperatively with fellow participating 

districts in ways which the total group deter

mines to be important. 

7. Publicly acknowledge that past practice 

(a) will be examined in light of current profes

sional data. 

(b) will not be offered as a reason for deter

mining appropriate practices for the future. 

(c) will be considered as the most appropriate 

at that point in time but may be currently 

invalid. 

8. District and building leadership commit to 

aggressively model critical behaviors and reflect 

enthusiasm for a vision of what schools might be. 
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9. Support for the project will be provided through 

an annual membership fee of $800 per school 

district. This will provide five days of train

ing and/or other assistance. Costs for any 

additional services will be negotiated as needed. 

College personnel will: 

(a) recognize the autonomy and management pre

rogatives of participating districts. 

(b) provide advice, support, training and other 

assistance in mutually agreed upon ways, 

such as how to get the change process start

ed, faculty and staff responsibilities, 

creating necessary climate. 

(c) will provide timely and accurate feedback. 

Throughout the project, feedback will be 

constructive and supportive. 

Both parties agree to be honest, open and cooperative 

with each other at all times. 

(Written by Dr. John Champlin, Texas Tech University, 

Lubbock, Texas; reproduced with permission.) 

i 
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MEMO 

TO: Project Redesign Key Ccmnunicators 
FROM: H. John Fuller 

SUBJECT: 1987-88 Organizational Meeting 
DATE: October 13, 1987 

The 1987-88 organizational meeting for teachers and administrators 
selected to serve in the school district as KEY COyiMUNICATORS in 
Project Redesign (the guideline project for our school improvement 
program) will be held October 20, 1987. The meeting will be held in 
the Board Rocxn of the Ac3ministration Building at 4:00 p.m. PLEASE BE 
IN ATTENDANCE IF AT AIL POSSIBLE! 

Also, several of you will be attending a workshop on October 27, 1987 
in Lubbock at Texas Tech University. Information concerning this 
meeting will be distributed to you October 20. 

PROJECT REDESIGN KEY COMMUNICATORS 

DILIWAN ELEMENTARY 
1. Barbara Finney, Principal 
2. Linda Latham 
3. Norma Prather 
4. Anita Boyd 
5. Ann Faver 
6. Vowery Dodd 
7. Jan Morris 
8. Jan King 
9. Helen Grigsby 
10. Lenda Trussel 

DESHAZO ELEMENTARY 
1. Joe Gearley. Principal 
2. Beth Skipworth 
3. Jane Foster 
4. Gail Bruns 
5. Chera Foster 
6. Tav/na Ward 
7. Patricia New 
8. Barbara Turner 
9. Freda Morgan 
10. Margaret Gleason 
11. Jody Lyle 

WATSON JUNIOR HIGH 
1. Bob Graves, Principal 
2. Ronnie Jones, Asst. Principal 
3. Evelyn Northcutt 
4. Twila Albertson 
5. Sandi Chitwood 
6. Diana Harrison 
7. Doris Scoggin 
8. Dean Black 
9. Alice Liles 
10. Barbara Mutschler 

JENNYSLIPPER HIGH SCHOOL 
1. Way land Ethridge, Principal 
2. Jerry Johnson, Asst. Principal 
3. Jean Allison 
4. Doris Mardis 
5. Mike Sumners 
6. Pat Watson 
7. Linda Tanksley 
8. John Gulley 
9. Mark Heidel 

DISTRICT WIDE 
1. H. John Fuller, Superintendent 
2. Elizabeth Watson, Asst. Supt. 
3. Betty Jennings, Director 
4. Georgia Pena, Director 
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GOALS FOR 1986 - 1987 

1. Jennyslipper Independent School District will provide 
facilities for the instructional program and support 
staff: 

- Continue the feasibility study of facilities, both 
renovation and new construction. 

- Begin a feasibility study of central administration 
and board facilities. 

- Continue the planned maintenance program. 

2. Jennyslipper Independent School District will make a 
commitment to continue to carefully manage the finan
cial resources of the district. 

- Will strive to stay within the funds allocated by 
the State for Career Ladder purposes. 

3. Jennyslipper Independent School District will identify 
and compensate quality teaching: 

- Develop alternative systems for rewarding quality 
teaching. 

- Utilize the Career Ladder to improve the quality of 
teaching. 

- Encourage and develop a professional growth program 
for all teachers. 

4. Jennyslipper Independent School District will provide 
support for leadership skills at mid-management level. 

- Provide encouragement for professional growth for 
mid-management. 

- Provide an atmosphere of high expectation. 
- Develop a comprehensive evaluation system for all 

administrators. 

5. Jennyslipper Independent School District will provide 
a curriculum delivery system for all students. 

- Implement a plan of teacher collaboration. 
- Implement a plan to use test results and other 

achievement indicators as a means of evaluation. 
- Implement a program for setting goals for student 

success. 
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6. Jennyslipper Independent School District will evaluate 
student support systems on an ongoing basis: 

- Counseling 
- Extra-curricular activities 
- Drug education program 
- Nursing program 
- Work programs 
- Transportation 

Jennyslipper Independent School District is committed to: 

- Goal setting 
- Collaboration 
- Having all students be successful learners 
- Aligning school practices with the most current, 

appropriate professional literature and successful 
practices 

Jennyslipper Independent School District Students are 
expected to exhibit the following exit level behaviors: 

1. Self-esteem, as a learner and person 

2. Cognitive levels—low to high 

3. Process skills— 
Problem solving 
Communication 
Decision making 
Accountability 
Group Process 

4. Self-directed learner 

5. Concern for others 
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Summarization of the 
Educational Philosophy 

of 
Jennyslipper I.S.D. 

Jennyslipper I.S.D. believes that the educational 

program in any school district should be designed to help 

every student realize and experience his or her maximum in 

mental, emotional, and physical growth. 

Jennyslipper I.S.D. further believes that the school 

program should be designed to afford every student an 

opportunity for success in both academics and extracurri

cular activities. The program should be varied and it 

should recognize the different needs, interests, and 

aptitudes of each student. 

Effective schools have the following characteristics: 

1. High expectations 

2. Collaboration 

3. Goal setting 

4. Sound management practices 

5. Strong discipline 

6. Sense of mission 

7. Teacher efficacy 

8. Rewards and incentives for teachers and students 

9. Positive school environment 

10. Administrative leadership 

11. Community support 

12. Concentration on academic learning time 
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13. Freguent and monitored homework 

14. Well-coordinated curriculum 

15. Variety of teaching strategies 

16. Opportunities for student responsibility 

17. A strong sense of academic purpose 

18. A high level of professional collegiality among staff 

19. A strong sense of school spirit 

20. Regular inservice opportunities 

21. Staff stability. 

The above mentioned characteristics serve as basic 

assumptions that Jennyslipper I.S.D. utilizes as testing 

grounds. Jennyslipper I.S.D. has a strong belief in a 

need to be data driven. Educators do not need to make 

decisions based on "feelings," "emotions," or "hunches." 

Educational decision making needs to be founded on tested 

assumptions or theories strongly supplemented by research. 

Jennyslipper I.S.D. will produce the following 

student outcomes: 

1. Self-esteem as a learner and a person 

2. Use of extended thinking skills—all cognitive levels 

3. Process skills—problem solving, communications, 
decision making, etc. 

4. High achievement in basic skills in reading, writing, 
and math 

5. Self-directed learner 

6. Concern for others 

7. A low student dropout rate (10% or less) 
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8. A high percentage of students receiving post secon
dary education or training. 

Achieving these outcomes may seem idealistic. How

ever, with excellent teachers in the classrooms, instruc

tional leaders as principals, and a school climate 

characterized with optimism and high expectations, schools 

can produce the desired student outcomes. 

Excellent teachers are extremely positive, energetic 

people who are willing to expend more effort in their 

profession than do average faculty members. These teach

ers have high expectations for themselves and their 

students. They also believe in their students and assume 

that all students can learn what it is schools have for 

them to learn. 

Effective principals are instructional leaders that 

exhibit flexibility in their exercise of control; they 

build cohesiveness within the organization by communica

ting values shared by those within the school; they have a 

compelling vision of the overall school mission; they 

recognize and record staff accomplishments; they collabor

ate and encourage group decisions; they effectively 

delegate; and they care about the quality of teaching and 

learning that goes on in their schools. 

The school climate that is characterized by optimism 

and high expectations is orderly, purposeful, and coher

ent. The school is "run" as opposed to merely "running" 

out of habit. Classrooms are actively organized and 
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planned for efficiency in a quest for more time to spend 

in instruction and teaching. This includes more emphasis 

on "coaching" and "Socratic" teaching and less emphasis on 

"didactic" teaching (especially when the teaching is 

predominantly lecture). 

According to some of the recent national reports on 

education, one might perceive that American public schools 

have been awash in a sea of indecision leading to medio

crity for the past decade or longer. However, there are 

several schools that are still striving for excellence— 

schools that exhibit tested assumptions and theories 

alluded to above--schools that believe in education and 

the power that it holds to improve society. Jennyslipper 

I.S.D. is one such school--striving for excellence through 

collaboration, establishment of high expectations for 

learning, goal setting, and effective use of data. 
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Expectations for Teachers and Administrators 
in the 

Jennyslipper Public Schools 

The following are EXPECTATIONS of the Faculty and Admin
istrative Staff as we grow through our school improvement 
program. 

1. Everyone should be a learner. There is a need to be 
constantly renewing—looking at where we are and how 
we can be better in terms of the optimum. Personal 
renewal or learning is not a profession of inade
quacy. The difference between being good and excel
lent is that those who are good applaud themselves 
and continue being just good. Those who are excel
lent say, "We are good now, but how can we be 
better?" 

2. Everyone should be a contributor. This does not mean 
you have to agree with everything. What it does mean 
is that you should share your knowledge, professional 
opinions and ask questions. You should discuss what 
the literature m̂ eans to you. 

3. Commitment. No one said school improvement was easy. 
If we are to improve, everyone has to give time and 
energy to our improvement efforts. 

4. Become data driven. Up until this time, we have been 
doing the best of what we know. There is research to 
show us that there are more effective ways to teach 
our students. We have an obligation as educators to 
find out what the data says. Everyone wants power, 
authority, and influence. The way this is gained is 
through expertise. Expertise comes from being data 
driven. 

5. Have high expectations for yourself and your stu
dents. We do and become what is expected of us. 

6. Be collaborative. We can learn many things by just 
listening to and helping one another. Share your 
ideas. Ask for help when needed. We are not in 
competition with one another. All of us v/ant to be 
the very best we can be. 

7. Develop and live a belief system. A belief system 
should reflect our mission and the desired outcomes 
for our students. As you read the literature, ask 
yourself, "What exactly is it that I need to do to 
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ensure that ALL STUDENTS CAN LEARN?" Write these 
beliefs down and begin internalizing them. 

8. Be a problem solver—not a problem. When problems 
arise, look for ways to handle them tactfully. 
Things are not always going to be done exactly the 
way you like them. Use the locally approved problem 
solving model (JennySolve) . You have the right to 
disagree, but not to be disagreeable. 

9. Develop effective teaching practices. Become very 
familiar with the lesson cycle and the indicators on 
the appraisal instrument. These are research based 
and will improve instruction if used properly. As 
you read the literature, gather more knowledge about 
how the FTP'S can help you in the classroom. 

10. Support your colleagues in a positive v/ay. You, just 
like your students, need to be praised. Learn to pat 
each other on the back. Recognize each other's 
accomplishments. 

11. Have a positive attitude. Attitudes are contagious. 
We are living in an exciting time, one in which many 
changes have occurred. Most of the changes have been 
for the benefit of our students. Our attitudes 
toward change, however, can make or break the effec
tiveness of our school improvement program. 

12. Practice professionalism. Stand up for our school 
system. Be positive, not negative when you visit 
with parents or anyone in the public. If the public 
does not respect us, it is because in the past v/e 
have failed to act like professionals. 

13. Strive to become a master teacher. We play a criti
cal role in many children's lives. It is our duty to 
work toward being the very best. 

14. Be goal driven. Write goals for yourself weekly, 
monthly, and annually. What are you doing today to 
be better tomorrow? 
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Jennyslipper Independent School District 

Mission Statements 

Jennyslipper Independent School District has as its 
mission the obligation to produce graduating seniors that 
have a high healthy self-esteem as a learner and a person. 
The cognitive levels of these students will demonstrate 
their ability to utilize extended thinking skills includ
ing analysis, synthesis, and evaluation levels. The 
graduating seniors will exceed the m.inimum basic skills in 
reading, writing, and mathematics. The Jennyslipper 
I.S.D. staff will direct attention to the need to have all 
graduating seniors established as self-directed learners. 
These graduating seniors will demonstrate concern for 
others and display societal responsibility. 

Jennyslipper Independent School District is committed 
to STUDENT SUCCESS. This means that teachers and adminis
trators in Jennyslipper I.S.D. believe that ALL STUDENTS 
can learn well and succeed in school. It also means that 
the school district is committed to continual renewal 
which is reflected in a curriculum that is aligned with 
learning expectation, assessing prerequisite skills, and 
flexible placement of students in a continuous progress 
curriculum.. 

Jennyslipper I.S.D. is committed to the following 
premises: 

1. All students can learn and succeed in school 
2. Success breeds success 
3. Schools control the conditions for success. 

Summarization of Mission Components 

1. The school will provide each student the opportunity 
to reach his/her potential through the development of 
learner objectives, a positive learning climate, 
mastery learning, and effective teaching strategies. 

2. The school through its staff assumes the responsi
bility for the success of each student. 

3. The school will focus on student success by altering 
instructional variables, time, and strategies. 

4. The school will refrain from attributing failure to 
the students' economic status, ethnic background, 
home environment, or other factors beyond the control 
of the school environment. 
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5. The school will promote positive self-concept for all 
students. ^ 

6. The school district will provide instructional staff 
development programs that inspire professional 
growth, implement effective teaching strategies, and 
develop a positive educational climate. 

i 
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JenTIPro 

Jennyslipper Teacher Incentive Program 

This teacher incentive program was developed through a 
cooperative effort between Jennyslipper Independent School 
District and Texas Tech University College of Education, 
Lubbock, Texas, utilizing funds provided through the 
Secretary's Discretionary Program, U.S. Department of 
Education, Washington, DC. For planning information and a 
list of all participants, see Planning Information. 

June * 19 86 

Introduction 

The teacher incentive program, being implemented in 

the Jennyslipper Independent School District has three 

components: (1) the Classroom Grant Program, (2) the 

Special Projects Program, and (3) the Principals' Discre

tionary Grant Program. The first component, the Classroom 

Grant Program, provides funds on a competitive (proposal) 

basis for the purchase of classroom-related supplies and 

equipment. The Special Projects Program, the second 

component, is designed to provide funding for professional 

development and instructional assistance activities. The 

Discretionary Fund Program, the third component of the 

program, provides supplementary funds that the princi

pal (s) can disperse to teachers for special classroom 

needs or for professional development activities. 

JenTIPro is intended to reflect the fact that in

structional improvement can result from a variety of 

factors and activities. Some of these activities--such as 
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the purchase of teaching materials—have a more direct 

relationship to instruction, whereas other factors—such 

as teachers' job satisfaction—are less directly related. 

This three-part plan reflects the school district's belief 

that a single teacher incentive plan, in which the direct 

and indirect components were combined, would result in an 

unnecessarily complex program that would be difficult to 

administer and evaluate. 

JenTIPro is intended as a true incentive plan that 

compliments Jennyslipper's existing long term, merit pay 

plan (the Texas Career Ladder) that has been mandated to 

all public schools in Texas. JenTIPro is also designed to 

reaffirm, the district's commitment to its professional 

staff by permitting them to plan a significant role in the 

decision-miaking process. The program is not intended as a 

means for providing across-the-board grants or for reward

ing-past accomplishments. 

All members of the professional instructional staff 

are eligible to participate. All proposed activities will 

be judged in terms of their potential to accomplish the 

purposes identified for each component of the program. 

Evaluation 

Each component of JenTIPro will be evaluated annually 

by a committee of administrators, teachers, and members of 

the Board of Trustees. 
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I. Classroom Grant Program 

Purpose 

The purpose of this program is to involve teachers in 

the acquisition of instructional equipment and materials, 

and to encourage autonomy and innovation. Funding is 

provided on a competitive (proposal) basis. 

Procedure 

To obtain funds, a teacher or group of teachers must 

prepare a proposal that contains: (1) an abstract, (2) a 

statement of goals and objectives, (3) description of 

proposed activities, (4) evaluation procedures, and (5) a 

detailed budget. The only restriction is that expendi

tures must relate directly to the classroom. Materials or 

equipment purchased under this plan may be used for 

special programs or other identified needs, but in either 

event, the funding is in excess or supplemental to that 

supplied by the regular materials budget. 

Proposals, which are submitted anonymously in April, 

may not exceed ten pages in length. The proposals are 

evaluated by a six-member panel that consists of: (1) two 

administrators, (2) two school board members, and (3) two 

community representatives. Successful proposals are 

announced in May or June. Grant funds are provided in the 

form of vouchers, called "Jenny Bucks," which are then 

attached to requisitions or purchase orders. 
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II. Special Projects Program 

Purpose 

The purpose of the Special Projects Program is to 

provide support for professional development and instruc

tional assistance activities while promoting teacher 

efficacy. These incentives are intended to: (a) enhance 

teachers' sense of professionalism and job satisfaction; 

(b) promote a positive atmosphere and positive attitudes; 

(c) develop a climate of trust and non-competitive col

laboration; and (d) motivate the professional staff to 

feel better about what they do, thus enhancing their 

instructional effectiveness. 

The Special Projects Fund is designed as an indivi-

(3ualized incentive program. It is founded on the belief 

that the support of activities which lead to professional 

development or enhanced job satisfaction should ultimiately 

result in improved student performance. 

To accomplish the purposes identified above, the 

Special Projects Program provides full or partial support 

for expenses associated with professional development 

activities such as: 

1. attendance at workshops or special inservice meetings, 

2. academic coursework (tuition, registration fees, 
etc.) , 

3. travel to meetings of professional associations, 

4. substitute teachers (subject to board-approved guide
lines) during periods when the regular teacher is 
engaged in a program-supported activity, and 
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5. other activities that the selection committees may 
deem appropriate. 

Grants from the Special Projects Program may also be 

used to support instructional assistance activities, such 

as: 

1. field trips, 

2. resource personnel or consultants, or 

3. contracted services (e.g., typing). 

Procedure 

The Special Projects Program is administered on a 

campus-by-campus basis to enable it to meet the unique 

needs of personnel at the various levels within the 

district as well as to overcome obstacles presented by 

different organizational patterns at the elementary and 

secondary levels. Funds available to the program are 

distributed equitably among the campuses on a per capita 

(teacher) basis. "Special Project Jenny Bucks," similar 

to the vouchers used in the Classroom Grant Program, are 

used for this purpose. 

Teachers wishing to apply for support from this 

program complete a proposal not exceeding two pages in 

length, double spaced. The proposal must contain the 

following minimum information: (1) name, (2) description 

of the proposed activity, (3) goals/objectives, (4) 

budget, and (5) prior approval (required only for those 

activities that necessitate the teacher's absence during 

active duty). 
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Although brevity is encouraged, the proposal must 

provide the selection committee with sufficient informa

tion to evaluate the proposed activity. Note that an 

evaluation section is not part of the proposal inasmuch as 

Special Project activities may not lend themselves to 

precisely defined outcomes. 

To be eligible for funding, proposals must be submit

ted before an activity begins. In addition, recipients 

must be employed by the Jennyslipper Independent School 

District when grant funds are being expended. 

Selection Committee 

Proposals are evaluated at the campus level by a 

five-miember selection committee composed of: (1) the 

principal (or his or her representative), (2) three 

representatives to be elected from the professional 

instructional staff at the campus, and (3) one community 

representative to be appointed by the Board of Trustees. 

Since the intent is to provide a broad based repre

sentation, it is recommended that an individual not serve 

on more than one selection committee. 

Representatives from the professional instructional 

staff should be elected, by written ballot, prior to 

September 15th of the academic year. Community repre

sentatives should also be appointed on or before September 

15 of each year. 
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Members of the selection committees will usually 

serve one-year terms. However, this should not rule out 

the possibility of longer terms for some faculty repre

sentatives to provide carry-over from one year to the 

next. 

Each committee develops guidelines to ensure that 

support provided under the Special Grants Program, par

ticularly partial support, is distributed in an equitable 

manner. 

Deadlines 

Two proposal deadlines, one in the fall and one in 

the spring, are established at each campus. Because 

Special Project activities are expected to vary widely, 

teachers may submit proposals prior to whichever deadline 

is appropriate to their proposed activity. A proposal 

that is not funded or receives only partial funding may be 

resubmitted at the applicant's discretion. 

Additional Procedures 

Each selection committee shall reserve at least 

twenty-five percent (25%) of its available funds for 

distribution after the spring deadline. 

After a proposal has been approved for funding, the 

principal submits the necessary requisitions or purchase 

orders in accordance with established procedures. All 

proposals are subject to administrative review. 
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III• Discretionary Funds Program 

The purpose of the Discretionary Funds Program is to 

provide the principals with funds that can be used to: 

(1) purchase instructional equipment, (2) assist teachers 

who have special classroom needs, or (3) support profes

sional development activities. Because these funds are 

discretionary, the principals may establish procedures and 

priorities as they see fit. 

Inasmuch as discretionary funds are limited, a 

teacher who wishes to purchase relatively expensive 

classroom supplies or equipment, or who anticipates 

significant professional development expenses, should 

submit a proposal to either the Classroom Grant Program or 

the Special Projects Program. 

Planning Information 

This plan is the product of a planning grant funded 

for the 1985-86 school year by the U.S. Department of 

Education. The planning grant was designed to develop 

teacher incentive structures by providing a model system 

for supplementing and enhancing the career ladder system 

(mandated for all school districts in Texas) by identify

ing ways to reward teachers regardless of their career 

ladder status. 

The major participants in the program were: 
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Jennyslipper I.S.D. 

H. John Fuller 
Superintendent of Schools 
Project Director 

Elizabeth Watson 
Assistant Superintendent for Instruction 

Faculty Advisory Council Members: 

Barbara Young 
Amy Gilleland 
Wilma Smith 
Pat Gunter 
Jimmy Nelson 
Martha Anthis 
Alice Liles 

Texas Tech 

Dr. Weldon Beckner 
Professor of Educational Administration 

Dr. David Welton 

Professor of Elementary Education 

Evaluation Consultants 

Dr. Anita Pankake 
Professor of Educational Administration 
University of Illinois 
Dr. June Hogue 
Curriculum Specialist 
Lubbock I.S.D. 

Audrey Wright 
Wayland Baptist University 

Artis Hinds 
Administrator-in Training 
Denver City I.S.D., Denver City, Texas 
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Jennyslipper Independent School District 

Inservice Training 
August 22-29, 1986 

Friday, August 22, 1986 
8:00 A.M. - 4:00 P.M. 

Jennyslipper High School Cafeteria 

8:00 - 8:30 A.M. Coffee 
Registration (Wear Name Tags) 

8:30 - 9:00 Welcome 
Overview of Inservice Training 

H. John Fuller, Superintendent 
Introduction of Toody Byrd 

9:00 - 10:30 "Kids Are Essential Elements" 
Toody Byrd, Counselor 
Westlake High School, Austin, TX 

10:30 - 11:00 Break 

11:00 - 12:00 "Burn-out is Not an Option" 
Toody Byrd 

12:00 - 1:00 P.M. Covered Dish Luncheon 
Hosted by Jennyslipper Local TSTA 
Honoring New Teachers in 

Jennyslipper I.S.D. 

1:00 - 2:30 School Improvement Program 
"Jennyslipper's Effective Teaching 

Program" 
H. John Fuller, Superintendent 

2:30 - 3:00 Break 

3:00 - 4:00 "Introduction to Texas Teacher 
Appraisal System" (TTAS) Video 
H. John Fuller 
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Monday, August 25, 1986 
Individual Campuses 

8:00 A.M. - 12:00 Lesson Cycle Presentation 
Presenters/Trainers 
Dillman Elementary 

Barbara Finney and Georgia Pena 
DeShazo Elementary 

Joe Cearley and Elizabeth Watson 
Watson Junior High 

Bob Graves, Betty Jennings, and 
Ronnie Jones 

High School 
Wayland Ethridge, H. John Fuller 
and Dale Keeling 

Noon 

1:00 - 4:00 P.M. Continuation of Training 
Using the Model Lesson Cycle 
(Focus, Objective Rationale, 
Input, Modeling, Guided Practice, 
Independent Practice, Progress 
Test, Corrections, Extensions, 
Closure) 

Tuesday, August 26, 1986 
Individual Campuses 

8:00 A.M. - 12:00 "Effective Teaching Practices" 
(Extended Thinking, Stimulus Varia
tion, Teaching for Retention and 
Transfer, 3 M's, 4 Hows, Time on 
Task, ALT, Sponge Activities, Rein
forcement, Learning Climate, Mo
tivation. ) 

Noon 

1:00 - 4:00 P.M. Continuation of "Effective Teaching 
Practices" 
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VJednesday , A u g u s t 2 7 , 1986 

8 : 0 0 - 8 : 3 0 A.M. C o f f e e 

8:30 - 12:00 HIGH SCHOOL - WATSON JUNIOR HIGH 
"Classroom Managemient in the Secondary 

Schools" 
Overview of Jennyslipper Plan 
"Assertive Discipline" - bv Lee Canter 

(10:15 - 10:30 H. John Fuller 
Break) Bob Graves 

Wayland Ethridge 
High School Cafeteria 

DILLMAN ELEMENTARY - DESHAZO ELEMENTARY 
"Classroom Management in the Elementary 

Schools" 
Overview of Assertive Discipline 
"Assertive Discipline" - by Lee Canter 

P. Gayle Fuller 
Joe Cearley 
Barbara Finney 
Betty Jennings 
Georgia Pena 
Elizabeth Watson 

DeShazo Elementary Cafeteria 

Noon 

1:00 - 2:00 P.M. Teacher Appraisal - H. John Fuller 
All Campuses 
Questions and Answers 
Place : High School Cafeteria 

2:15 - 4:00 Return to Individual Campuses 
Follow Up on Assertive Discipline 
Principals as Directors 

Thursday - August 28, 1986 

Preparation Day on Campuses 

Friday, August 29, 1986 

Preparation Day on Campuses 

Tuesday - September _2, 1986 

First Day of Classes 
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Jennyslipper Independent School District 

Student Advisory Proposal 

1987-88 

WHAT: 

WHO: 

WHERE 

SELECTION PROCESS: 

PURPOSE: 

EVALUATION: 

Student Advisory Council 

A committee (4-11 members) composed of 
student representatives that would 
meet directly with the high school 
principal and the superintendent of 
schools at least four times a year. 

The meetings would be held at the 
administration building at tim.es 
mutually agreed upon. 

The Student Council will be respon
sible for appointing members to this 
committee by whatever criteria they 
deem appropriate. 

This committee is being formed to 
establish formal communication lines 
between students and central adminis
trators . 

The value of the comjnittee will be 
evaluated annually by the student 
council and by the administration. 

http://tim.es
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Jennyslipper I.S.D. 
Teacher Training Teams 

1987-88 

Beginning in the 1987-88 school year, "teams" of 
teachers will be trained as mentor teams. These mentor 
teams will provide leadership in developing training 
modules for new personnel coming into the district and for 
future inservice and staff development programs. The 
training teams will be focused in the following areas 
initially. 

Instructional Leadership 

This training team v/ill focus on concepts as 
outlined in the 36-hour instructional leadership 
program. This includes: the lesson cycle, 
effective teaching practices, and clinical 
supervision. The training team will consist of 
four to five teachers. 

Classroom Management 

This training team will focus on concepts of 
classroom management. This will include: (a) 
organizing for instruction, (b) audio-visual 
preparation skills, and (c) discipline manage
ment. The training teamt will consist of five to 
six teachers. 

Paraprofessional 

This training team will focus on training needed 
by the teaching assistants as well as cafeteria 
and transportation personnel. The team will 
also focus on parent volunteer training if this 
program is implemented. The training team will 
consist of two to three teachers and two to 
three paraprofessionals. 

Instructional Management (Mastery-Learning) 

This training team will focus on mastery-
learning and outcome-based education concepts. 
The team will also focus on the instructional 
areas that are continuous progress concepts 
(mathematics, language arts, etc.). The train
ing team will consist of five to six teachers. 
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Extended Thinking Skills 

This training team will focus on the teaching of 
extended thinking skills to all faculty members. 
The training will include: (a) Bloom's taxon
omy: knowledge, comprehension, application, 
analysis, synthesis, and evaluation; (b) the 
concepts of productive thinking: fluency, flex
ibility, originality, elaboration, and eval
uation; (c) decision making: alternatives, 
criteria questions, solutions, and evaluation; 
(d) creative problem solving; and (e) indepen
dent research. The training team will consist 
of six to seven teachers. 

Bi-Polar (Conferencing Skills) 

This training team will focus on conferencing 
skills. The training will be limited to admin
istrators and trustees in the spring of 1988. 
Teachers will begin to receive training in the 
fall of 1988. Initially, two teachers will 
serve on this training team. 

Teacher Expectations of Student Achievement (TESA) 

This program, is currently being piloted with a 
group of 21 teachers. If this training is 
successful, two to four teachers v/ill be select
ed to receive training as certified trainers for 
this program. 
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FIFTH SATURDAY 

"Talk with Your Superintendent" 

The Jennyslipper I.S.D. Superintendent's office will 
be open from 9:00 a.m. until 2:00 p.m. every fifth Satur
day of the month starting in October of 1983. This is a 
voluntary action on the part of the current superinten
dent, H. John Fuller. The specific purpose for opening 
the office on the fifth Saturday is to give anyone in the 
community an opportunity to visit directly with the 
superintendent regarding school matters. Fuller will 
encourage (through the media) the local citizenry to come 
and share ideas, complaints, and commendations directly 
with him. 

No appointment is required to meet with the superin
tendent; however, those wishing to m.ake specific appoint
ments can do so by calling 272-3389. 
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Jennyslipper Independent School District 

The Year 2000 

From Vision to Reality 

Please do not personally identify yourself on this form. 

Jennyslipper I.S.D. is seeking meaningful input from the 
community as a means of enhancing goal setting as the 
school and community progress toward the year 2000. 

Age 

Occupation: Agriculture Business/Self-employed 

Business (Other) 

Children in School: yes no 

If yes, ages? 

1. What are your visions for Jennyslipper Independent 
School District in the year 2000? List 2 things you 
would like to have exist in the Jennyslipper schools 
13 years from now in each of the areas listed below. 

(1) Facilities 

(a) 

(b) 

(2) Curriculum 

(a) 

(b) 
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The school district has identified the following 
student outcomes and exit behaviors as priority 
concerns. Please add two additional outcomes or exit 
behaviors that you would like for students to display 
by the year 2000. Then, rank the student outcomes 
and exit behaviors from "1" being the most important 
to "10" being the least important. 

!• Students will have a high self-esteem as a 
learner and as a person. 

2. Students will be able to apply v/hat they have 
learned to life situations. 

3. Students will be able to problem solve, com
municate effectively, and make critical 
decisions. 

4. Students will develop skills in reading, 

writing, and mathematics. 

5. Students will be self-directed learners. 

6. Students will show a genuine concern for 
others. 

7. The student dropout rate will be low (5% or 
less). 

8. A high percentage (70% or more) of the stu
dents graduating from high school will receive 
post secondary education or training. 

10. 

3. List at least two ways in which the school district 
and community can better work together in establish
ing the school you visualize Jennyslipper having in 
the year 2000. 

(a) 

(b) 



247 

If you could change one thing in the public schools 
in Jennyslipper, what would it be? 
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JENNYSLIPPER INDEPENDENT SCHOOL DISTRICT 

IN PURSUIT OF EXCELLENCE 

Script for Slide Presentation for Community Involvement 
1987-88 

Narrator--

"The Jennyslipper Independent School District encompasses 
approximately 485 square miles in Bailey and Lamb Counties 
of the West Plains." 

"Jennyslipper I.S.D. serves a population of more than 
6,000. The school age population is approximately 1,700. 
With 227 certified and support personnel, our school 
district is among the largest employers in the Jenny
slipper area. The 1987-88 operating budget is in excess 
of 6.3 million." 

"The District includes 2 elementary schools, 1 junior high 
school, and 1 high school." 

"The administrative personnel consists of a superinten
dent, H. John Fuller, who was a finalist in the State 
Superintendent of the Year Award 1986-87, two assistant 
superintendents—Tom Jinks, Assistant Superintendent for 
Business, and Elizabeth Watson, Assistant Superintendent 
for Instruction--two directors--Betty Jennings, Director 
of Special Education, and Georgia Pena, Director of 
Federal Programs. Four principals, Barbara Finney, 
Pre-K-2; Joe Cearley, grades 3-5; Bob Graves, grades 6-8; 
and Wayland Ethridge, grades 9-12, complete the adminis
trative staff." 

"The Jennyslipper I.S.D. Board of Trustees was one of the 
four honor boards recognized by the State in 1982 and 
1986. Presently serving on the Board are Julie Cage, 
president; Gordon Wilson, vice president; Howard Watson, 
secretary; and Cindy Purdy, Rex Harris, Sam Harlan, and 
Lyndon Huckaby." 

"Two members of the Jennyslipper faculty received State 
recognition during 1986 and 1987. Lucy Faye Smith was 
selected as the Outstanding Business Teacher of the Year 
and Kerry Moore was chosen as the Outstanding Speech 
Teacher of the Year." 

"The administrative staff, the faculty, the students and 
the community collaborate to implement the theme for 
Jennyslipper I.S.D.—"In Pursuit of Excellence." 
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"New Facilities have been provided in the past two years 
to enhance and enrich the instructional program. The 
additions have been a new library, four classrooms, and a 
new gym at Dillman; a computer lab, music room, projection 
room, two nev/ classrooms and a new library at DeShazo. A 
new track and administration building have been the most 
recent projects." 

"Adult Education classes for those adults with less than a 
high school diploma are offered tv/o nights a week, and 
continuing education courses are offered from South Plains 
College, Texas Tech University, and Wayland Baptist 
University." 

Director of Special Education - Narrator 

"A comprehensive Special Education program is in place for 
eligible handicapped children in Jennyslipper I.S.D. 
Educational and related services are available for these 
children from early childhood through grade 12. These 
children are instructed in the same essential elements in 
a manner appropriate to their needs. Modifications in 
methods, pacing, and materials are made on an individual 
basis in order for these students to receive a well-
balanced curriculum." 

"The staff includes 10 teachers on all 4 campuses, includ
ing 2 speech therapists. Also included are 6 teacher 
assistants on 4 campuses, 1 homebound teacher, a diagnos
tician, an office secretary, and a director." 

Director of Federal Programs - Narrator 

"Supplemental federally funded programs in the Jenny
slipper schools consist of three main categories: Chapter 
1 Regular, Chapter 1 Migrant, Chapter 2. These programs 
are designed to increase the achievement of low-achieving, 
disadvantages and migrant students and for over twenty 
years have operated under the philosophy that all students 
can learn if provided the help to meet their special 
needs." 

"In the Jennyslipper schools this help consists of: 

.. classes with small teacher-pupil ratios 

.. teacher assistants to help the teachers and 
students 

.. tutoring programs for eligible students 

.. computer assisted instruction 

.. parent involvement program 

.. home visitations 

.. nationwide migrant student record transfer system 
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.. providing additional supplies and equipment for 
campuses and four school libraries." 

Principal of Dillman Elementary - Narrator 

"Neal B. Dillman Elementary School offers an extensive and 
progressive educational program to its pre-kindergarten, 
early childhood, kindergarten, first and second grade 
students. In order to facilitate the philosophy that "all 
kids can learn," the students are grouped in language arts 
and math according to their achievement level. Students 
are provided with many opportuntiies to enable them to 
reach their maximum level of performance in every subject 
area. All students receive daily instruction in physical 
education and music and weekly reinforcement of reading 
and math skills through the library and computer lab. The 
effectiveness of education at Dillman Elementary is also 
enhanced through the Explore program, a program designed 
to stress the higher level thinking skills, and through 
programs such as Chapter I, English as a Second Language 
and the Resource Room that directly involve students with 
language or learning disabilities. A daily enrichment or 
tutorial period and a summer school program allows stu
dents time to complete required learning on any grade 
level. Thirty professional members of the teaching staff, 
the principal, counselor, nurse, secretary and 17 teaching 
assistants, help make the instructional program at Dillman 
Elementary complete." 

Principal of DeShazo Elementary - Narrator 

"Mary DeShazo Elementary houses grades 3, 4, and 5 and has 
a staff of 24 classroom teachers, a music teacher, a 
physical education teacher, a gifted and talented teacher, 
a speech therapist, a librarian, a counselor, a nurse, a 
secretary, a principal, 17 teacher assistants, 5 food 
service personnel, and 2 custodians." 

"We have fully implemented an Outcome-Based Mastery 
Learning Program where students move through a continuum 
of skills for each subject based on mastery of these 
skills. Students are placed in language arts and math 
based on their performance and achievement of these 
subject area skills. Both remedial and enrichment pro
grams supplement the regular education programs. These 
special programs include English as a Second Language, 
Chapter I Language Arts, a daily tutorial program, a 
gifted and talented program, an extensive library program, 
a computer lab, a music program, and a physical education 
program." 
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"A special education program is also provided for students 
who require special academic instruction." 

"Our commitment and priority is the Success of Children. 
We believe that a^i children can learn and a£l children 
will experience a degree of success. We continue to 
strive, as our goal, toward excellence in everything we do 
and everything we believe about the learning of children." 

"Mary DeShazo is truly a school where all students are 
successful." 

Principal of Watson Junior High School - Narrator 

"Watson Junior High includes grades 6-8 and offers, in 
addition to regular courses, both enrichment and remedial 
courses. Science, social studies, language arts, reading, 
speech, art, math, band, study skills and computer liter
acy are regular offerings. Some of the extra services are 
a special tutoring program throughout the day, additional 
com.puter labs, G/T offered as an elective, two art teach
ers, library service throughout the day, a positive 
environment stressed by faculty that all students are 
important and can learn, and an encouraging of all stu
dents to become involved in school activities." 

Principal of Jennyslipper High School - Narrator 

"A wide range of courses is offered for college prepara
tory and general education." 

"Jennyslipper High School offers three graduation plans— 
the General, Advanced, and Advanced with Honors. Honors 
courses currently offered are English I, II, III, IV; 
Physical Science, U.S. History, World History, Biology I, 
Algebra I, II, and Pre-Calculus." 

"Distributive Education, Homemaking Cooperative, and 
Agriculture Cooperative Education are the work/study 
programs offered by Jennyslipper High School." 

"Students have a wide selection of electives above the 
required courses. French, Spanish, Art, Computer Math, 
Typing, Accounting, Advanced Science, Leadership Skills, 
Band, Speech, and Theater are offered." 

"Our strong Fine Arts Program has received both district 
and state recognition. Speech and dram.a events given by 
the Speech Department have been outstanding." 

"Students are encouraged to participate in one or more of 
the many clubs and organizations that are a vital part of 



253 

student life. Many scholarships are available to graduat
ing seniors through the local businesses and organiza
tions. " 

"An up-to-date library facility is available to all 
students for assigned study, research and recreational 
reading." 

"The competitive athletics for girls and boys in the 
school district begin on the junior high level, where 
there is opportunity to compete in football, basketball, 
track and field, cross country, tennis and golf." 

Narrator -

"The philosophy of Jennyslipper I.S.D. is mirrored in 
these three key premises: 

1. All students can learn and succeed. 

2. Success breeds success. 

3. Schools control the conditions of success." 
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"SIXTY-FIVE OR OVER CLUB" 
Jennyslipper I.S.D. 

Purpose: Jennyslipper I.S.D.'s "Sixty-Five or Over 
Club" is designed to involve the older 
citizens of our community in the activities 
and functions of our school. 

Rationale: The role older citizens play in a community 
is an important role. Statistically, their 
numbers are increasing while the over-all 
number of school-age children is declining. 
In fact, the United States Census Bureau 
projects that by the year 2000, the number of 
older citizens will increase by 36 percent 
and will include more than 33 million people. 
In our school district, older citizens are 
usually long-term residents of the community. 
These older citizens can become strong 
advocates of today's educational program. 

Design: The program will be initiated by distributing 
a "Sixty-Five or Over Club" card to all 
residents 65 years old or older upon request. 
These cards entitle the holder to "free 
tickets" for all school programs, activities, 
and sports events. By participating in these 
school functions, older citizens will be able 
to stay better inform^ed about school programs 
and the youth in the community. 

A variety of other activities will be planned 
by the administration to include other 
involvements of the older citizens. This 
will include special recognition weeks and/or 
days, receptions, parties, etc. as the 
program progresses. 

Evaluation: The success of the program will be assessed 
by the school administration both in a 
formative and summative form. Evaluation 
information will be released periodically to 
the school board and public. 

This Certifies That 

is a member of the 
"SIXTY-FIVE OR OVER CLUB" 

Jennyslipper I.S.D Superintendent 

k 
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The following Model was created using ideas and 
concepts from Madeline Hunter (U.C.L.A.), Don Roberts 
(Fort Worth I.S.D.), and Jenny Scott (Crosbyton I.S.D. 

1. 
TASK ANALYSIS 

1. SELECT OBJECTIVE (From district's curriculum, clas
sify as a concept, procedure or information.) 

2. LIST SKILLS (All skills students must be able to do 
to accomplish objective.) 

3. DIVIDE SKILLS 
A. Prerequisite (Skills necessary for students to 

participate in unit.) 
B. Component (New skills students will learn in 

mastery of objective.) 

4. SEQUENCE COMPONENT SKILLS (Place in proper order of 
learning.) 

5. SUMMATIVE ASSESSMENT (Develop with proper mastery 
level of objective.) 

Note: Definition of Task Analysis—A procedure used to 
determine the critical learning elements, at the 
correct level of difficulty, necessary to reach the 
terminal objective. Formal task analysis is 
written, thorough analysis of objective, used when 
teacher is teaching objectives teacher has not 
taught before, or teacher is having trouble teach
ing, or when teacher is not familiar with students' 
background. Informal task analysis is what the 
teacher does on a cursory basis, not necessarily 
written, usually done when teacher is very familiar 
with objective and has done many times before. 

2. 
FOCUS 

1. 

2. 

Note: 

MENTAL SET (State objective, get students' atten
tion, and link old with new.) 

RATIONALE (Give reasons for learning objective and 
make relevant.) 

Focus is a process for generating student interest 
in the learning that is to follow. Techniques for 
getting students' attention: divergent questions, 
role playing, stories and anecdotes, pictures and 
cartoons, objects, asking probing questions, etc. 
Stating the objective should tell them what they 
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will know or be able to do at the end of the unit. 
Link old with new. Should connect with what they 
have done in the past or what they will do in the 
future, in school or out. Focus might be modified 
if unit is a discovery type situation. 

3. 
EXPLAIN/MODEL/CHECK UNDERSTANDING 

(Way in v/hich the teacher presents the initial informa
tion to the learners.) 

Note: This is a crucial step. The teacher presents her 
"best shot" instruction to the class. Teacher 
tells students about the skill, what the expecta
tion will be, and demonstrates what will be learn
ed. Direct instruction is provided by explaining, 
demonstrating, telling, giving examples, using 
visuals, modeling the desired behavior, and doing a 
lot of encouraging. Reason for modeling is that 
students need to see it to understand. 

4. 
GUIDED PRACTICE 

(Directly monitored by teacher with close supervision.) 

Note: The teacher guides the students through the process 
with several examples used. Students use the 
skills acquired in the "best shot" instruction 
(step 3) while being guided so that the teacher can 
answer any questions and can correct any misconcep
tions. Teacher continually checks for understand
ing and only after understanding, do students move 
to independent practice. Appropriate and amount of 
practice is a professional judgment made by the 
teacher. 

5. 
RETEACH 

(Correctives used with students not reaching mastery 
level as indicated by the formative assessment.) 

Note: Correctives include alternative activities and 
teaching strategies and not more of the same type 
of activities with which these students had diffi
culties. Different learning modalities (visual, 
auditoral, tactile/kinesthetic) from those used in 
the "best shot" instruction should be used in 
reteach. Activities-strategies in reteach should 
target primarily on those particular skills of the 
objective shown as not mastered by the formative 
assessment. Extra time, effort, and strategies 
should be provided in reteach until the student 
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demonstrates attainment of the required skills at 
the mastery level. 

6. 
INDEPENDENT PRACTICE 

(Only done after teacher determines through guided 
practice that students understand basic concepts.) 

Note: Students are allowed to apply those skills they 
have learned by v/orking on their own with minimal 
supervision. Seatwork and/or homework can be 
utilized effectively. Independent practice is 
students showing you they know how to do it. 
Activities should be similar to those done in 
guided practice. Appropriate and adequate amount 
of practice is a professional judgment made by the 
teacher. 

7. 
ENRICHMENT 

(Extensions used with students that have reached the 
mastery level as indicated by the form.ative assess
ment. ) 

Note: Enrichment, the student proceeds to new levels of 
learning of the units objective involving activ
ities organized specifically: emphasize higher 
cognitive skills. Extensions should not be m.ore of 
the same, but should be in line with Bloom's 
taxonomy and the taxonomy level should be noted in 
the lesson plan. 

8. 
CLOSURE 

(Should bring the unit lesson to appropriate 
conclusion.) 

Note: The teacher involves the students in the closure 
and summarizes the skills or concepts they learned 
in the lesson. 

DESIRED STUDENT EXIT BEHAVIOR 
AND OUTCOMES 

1. SELF-ESTEEM AS A LEARNER AND A PERSON 

2. USE OF EXTENDED THINKING SKILLS--COGNITIVE LEVELS 
(Knowledge, Comprehension, Application, Analysis, 
Synthesis, Evaluation) 

3. PROCESS SKILLS 
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(Problem Solving, Communications, Decision Making, 
Accountability, Group Processes) 

4. HIGH ACHIEVEMENT IN BASIC SKILLS IN READING, 
WRITING AND MATHEMATICS 

5. SELF-DIRECTED LEARNER 

6. CONCERN FOR OTHERS 

7. A LOW STUDENT DROPOUT RATE 

8 . A HIGH PERCENTAGE OF STUDENTS RECEIVING POST 
SECONDARY EDUCATION OR TRAINING 

FORMATIVE ASSESSMENT 
(A diagnostic-progress assessment to determine if 
students have mastered objective at the set mastery.) 

Note: Reveals whether student has learned the specific 
elements of the objective at a level necessary to 
allow him to move to the next unit at the appropri
ate time. Formative data is generatecl when 
students respond to questions, read orally, do 
practice exercises on a worksheet, complete home
work assignment, or when teacher gathers informa
tion through observation, etc. The assessment 
should match the behavior indicated in the objec
tive and should be based on activities similar to 
those used in guided and independent practice. 

SUMMATIVE ASSESSMENT 
(Grade will certify and validate whether student has 
mastered skills and concepts required to be learned in 
the unit.) 

Note: Presents a summation that reveals total learning. 
The assessment should reveal whether students have 
retained sufficient information, skills, and/or 
concepts to be advanced to the next unit lesson. 
The summative assessment must measure those skills 
identified by the teacher in the unit;s Task 
Analysis. 

IMPORTANT! Teacher should monitor and adjust at every 
step! 
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Dropout Rate Calculation 

A dropout rate is the percentage that total dropouts, as 
defined above, comprise of the eligible school-age popula
tion, grades 7-12 only. The dropout rate calculated by 
this formula is an annual rate, not a longitudinal rate. 

It is understood that in using this tracking methodology, 
some figures may not be completely accurate due to those 
students for whom the district is unable to account. 

The formula provided below has been slightly revised from 
last year to base the dropout rate only on the population 
of students in grades 7-12 that received services from the 
school district in 1986-87. For purposes of calculating 
an annual dropout rate for each district, the following 
formula is recommended for districts not using another 
system: 

A 1986-87 BEGINNING MEMBERSHIP 
Total district membership, grades 7-12, 
at beginning of year (September, 1986) 

PLUS 
B TRANSFERS IN 

Number transferring into district in 
grades 7-12 during 1986-87 

MINUS 
C TRANSFERS OUT 

Number from grades 7-12 transferring 
from district or withdrawing for other 
acceptable reasons during the 1986-87 
school year 

EQUALS 
D 1986-87 END-OF-YEAR MEMBERSHIP 

Total base district enrollment, 
grades 7-12 

E 1987-88 BEGINNING MEMBERSHIP 
Total district membership, grades 7-12, 
at beginning of year (September, 1987) 

MINUS 
F NEW 7-12 GRADE STUDENTS 

Sixth graders advancing to 7th grade 
and students transferring to district 
in grades 7-12 in 1987-88, including 
those from feeder districts 
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TOTAL RETURNING IN 1987-88 
Total 1986-87 7-12th grade students 
actually enrolling in grades 7-12 
in 1987-88 

EQUALS 

H TOTAL NOT RETURNING 
1986-87 END-OF-YEAR MEMBERSHIP 
TOTAL RETURNING IN 1987-88 (G) 

(D) minus 

MINUS 
1986-8 7 GRADUATES 
Number graduated at end of 1986-87 

MINUS 
J TRANSFERS OUT 

Number from grades 7-12 transferring 
from district or withdrawing for other 
acceptable reasons after completing 
the 1986-87 school year 

EQUALS 
K DROPOUTS 

Total 1986-87 dropouts—students NOT 
returning to district (grades 7-12) 
in 1987-88 for unacceptable reasons 

DROPOUT RATE 
Dropout rate is DROPOUTS (K) as < 
percent of 1986-87 END-OF-YEAR 
MEMBERSHIP (D) 

[(K/D) X 100] rounded to nearest 
decimal point 
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Check One: 
Student 
Teacher SCHOOL CLIMATE QUESTIONNAIRE 
Administrator 

Your school was chosen to participate in this survey to 
assist in assessing the factors that may be involved in 
school climate. Data based on people's perception of how 
things are or how they feel about them are important. The 
results gained from this survey may be helpful to your 
school. 

DIRECTIONS 

YOU are asked to answer the questions as YOU see the 
answer to be, NOT as you would like it to be, or as you 
think a condition in a school should be. 

This is an anonymous survey. You or your school will not 
be known to anyone except the researchers. The entire 
survey takes about 15 to 20 minutes to complete. 

Rate each question listed below appropriately 1, 2, 3, or 
4, if you feel in your school the statement: 

RARELY SOMETIMES OFTEN VERY FREQUENTLY 
OCCURS OCCURS OCCURS OCCURS 

PART 1 

1. Teachers treat students as persons. 

2. Teachers in this school are proud to be teach
ers . 

3. Students feel that teachers are "on their side." 

4. Students can count on teachers to listen to 
their side of the story and to be fair. 

5. The teachers are "alive"; they are interested in 
life around them; they are doing interesting 
things outside of school. 

6. Teachers in this school are "out in front," 
seeking better ways of teaching and learning. 
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RARELY SOMETIMES OFTEN VERY FREQUENTLY 
OCCURS OCCURS OCCURS OCCURS 

PART 2 

7. I feel that my ideas are listened to and used in 
this school. 

8. When important decisions are made about the 
programs in this school, I, personally, have 
heard about the plan beforehand and have been 
involved in some of the discussions. 

9. While I obviously can't have a vote on every 
decision that is made in this school that 
affects me, I do feel that I do have some 
important input into that decision. 

10. When all is said and done, I feel that I count 
in this school. 

PART 3 

11. I like working in this school. 

12. There is someone in this school that I can 
always count on. 

13. I think people in this school care about me as a 
person; are concerned about more than just how 
well I perform my role at school (as a student, 
teacher, parent, etc.). 

14. This school is a nice place to be because I feel 
wanted and needed here. 

15. Most people at this school are kind. 

PART 4 

16. Required textbooks and curriculum guides support 
rather than limit creative teaching and learning 
in our schools. 

17. Students help to decide learning objectives. 

18. Opportunities are provided under school guidance 
to do something with what is learned. 
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RARELY SOMETIMES OFTEN VERY FREQUENTLY 
OCCURS OCCURS OCCURS OCCURS 

PART 4 (Continued) 

19. This school's program stimulates creative 
thought and expression. 

20. The same homework assignment is not given to all 
students in the class. 

21. All students are not held to the same standards. 

22. Many opportunities are provided for learning in 
individual and small group settings, as well as 
in classroom-sized groups. 

23. Students have opportunity to choose associations 
with teachers whose teaching styles are support
ive of the student's learning style. 

24. Teachers use a wide range of teaching materials 
and media. 

25. The school program extends to settings beyond 
the school building for most students. 

26. Teachers and administrators have planned indi
vidualized in-service education programs to 
support their own growth. 

27. The school's program is appropriate for ethnic 
and minority groups. 

28. Teachers experiment with innovative programs. 

29. Students are given alternative ways of meeting 
curriculum requirements. 

30. The grading system rewards each student for his 
effort in relationship to his own ability. 

PART 5 

31. Teachers know students as individuals. 

32. The administration is supportive of students. 

33. Faculty and staff want to help every student 
learn. 
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RARELY SOMETIMES OFTEN VERY FREQUENTLY 
OCCURS OCCURS OCCURS OCCURS 

PART 5 (Continued) 

34. Students know the criteria used to evaluate 
their progress. 

35. Most students get positive feedback from faculty 
and staff. 

PART 6 

36. Ideas from various ethnic and minority groups 
are sought in problem-solving efforts. 

37. Teachers or students can arrange to deviate from 
the prescribed program of the school. 

38. The principal encourages experimentation in 
teaching. 

39. This community supports new and innovative 
teaching techniques. 

40. In-service education program.s available to 
teachers in this school help them keep up-to-
date on the best teaching strategies. 

41. The school systematically encourages students to 
help other students with their learning activi
ties . 

42. In this school, we keep "looking ahead," we 
don't spend all our time "putting out fires." 

43. Some of the programs in our school are termed 
"experimental." 

44. Our school is ahead of the times. 

45. Curriculum materials used in this school give 
appropriate 'emphasis and accurate facts regard
ing ethnic and minority groups and sex roles. 
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RARELY SOMETIMES OFTEN VERY FREQUENTLY 
OCCURS OCCURS OCCURS OCCURS 

PART 7 

46. It is pleasant to be in this building; it is 
kept clean and in good repair. 

47. This school building has the space and physical 
arrangements needed to conduct the kinds of 
programs we have. 

48. Students and staff are proud of their school 
plant and help to keep it attractive. 

49. The grounds are attractive and provide adequate 
space for physical and recreational activities. 

50. There are spaces for private as well as group 
work. 

Developed by Dr. John Champlin, Texas Tech University, 
Lubbock, Texas, 1985. (Reproduced with permission.) 
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SCHOOL CULTURE SURVEY 

Directions 

Each of the following statements should be considered 
as it applies to you personally. The instrument is 
designed to deal with the total district environment, 
relationships, and the pervasive quality defined as 
culture—"The way we do things around here." 

There are no right or wrong answers. Respond to each 
statement as it impacts you personally in the total 
district. Some topics or issues repeat themselves 
throughout this document. Please respond to each as a 
separate entity. 

Your responses are critical and your cooperation is 
important. Thank you for your seriousness and your 
personal investment. 

Developed by Dr. John Champlin, Texas Tech University, 
Lubbock, Texas, 1986. (Reproducted with permission.) 
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Specific Instructions 

Each statement is capable of being responded to according to the 
following scale: 

Never Infrequent Sometimes Usually Always 

Circle the number which best describes the condition for that 
particular statement. Use just the numbers and do not rate or mark 
in-between. 

statement Never Infrequent Sometimes Usually Always 

1. In our district, all communi

cation seems to flow downward. 

2. Our district is able to handle 

conflict as a healthy, growing 

experience. 

3. Decision making is timely as 

well as sensitive to the needs 

of the moment. 

4. Risk taking is safe and 

generally not feared. 

5. The hierarchy or structure of 

our district seems to dull or 

prohibit creativity and 

responsiveness. 

6. Our relationship with our 

leaders are generally casual 

with a good deal of camaraderie. 

7. Leaders consistently portray 

their vision of what we might 

become as a total district. 

8. Teachers have a great deal of 

autonomy in decision making. 

9. Leaders use the appraisal system 

as a constructive means of 

developing growth in individuals 

and the organization. 
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Statement Never Infrec[uent Sometimes Usually Always 

10. Our district is dynamic, healthy 1 

and exciting to be a part of. 

11. Individual's expectations of l 

standards for performance are 

clearly spelled out and 

understood. 

12. Priorities around here are 1 

always changing. Every day 

is a crisis. 

13. Leaders frecjuently get to the 1 

operational level personally 

in order to communicate, 

interact, and to help resolve 

problems. 

14. The informal groups in our 1 

school are generally hostile 

to any recjuirement to consider 

change. 

15. Our leaders model their dedica- 1 

tion and convictions in such a 

way as to motivate members of 

the organization to become 

personally involved. 

16. Leaders are seen as making 

things happen. 

17. Communications are very effec

tive in having everyone under

stand our mission. 

18. The district treats me fairly. 

19. "I," "me" or "they are words 

used most frequently when we 

talk about life in our 

organization. We rarely use 

"we" or "us." 

2 

2 

3 

3 

4 5 

4 5 

20. Decisions are made by superiors 

with little or no discussion. 
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Statement 

21. Leaders appear to understand 

our personal and professional 

needs and work diligently to 

meet them. 

22. I clearly know and understand 

what I am expected to contri

bute to this district. 

23. Leaders are dedicated to 

developing a leader-follower 

relationship based on expertise 

and influence. 

24. If I share and express my 

concerns and needs with either 

coworkers or superiors, I can 

count on obtaining help and 

assistance. 

25. There seems to be a premium 

on "not making waves." 

26. Our goals are understood, 

accepted and shared mutually 

by both leaders and followers 

collectively. 

27. Communications rely too much on 
written memos and notices. 

28. Leaders seem to spend a great 

deal of their time and energy 

exercising control and regulating 

the behaviors of their followers. 

29. We are frequently asked for 

fee(3back on current situations. 

Our feedback is prized and often 

acted upon. 

30. Teamwork and collaboration are a 

featured part of how we operate. 

Never Infrequent Sometimes Usually Always 

31. Our actions are consistent with 

our dedication to achieve our 

goals. 
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statement 

32. We are able to "buy in" to what 

we are striving to achieve 

because effective communication 

proceeds us with sufficient 

information on a timely basis. 

33- I believe my abilities are 

effectively utilized within 

my cmrrent assignment. 

34. Leaders encourage teachers to 

reach for new initiatives in 

their classroom work. 

35. Leaders are assertive in their 

efforts to achieve goals. 

36. Our district talks a lot about 

organizational and group 

attainment, but we have come 

to accept that we need to take 

care of ourselves and protect 

our interests. 

37. Followers have extensive 

opportunity to participate 

and influence decision making. 

Never Infrequent Sometimes Usually Always 

38. Members of our district have 

ample opportunity for 

individual growth and 

development. 

39. Leaders have the complete trust 

and confidence of their teachers. 

40. Standards for professional 

evaluation are applied unevenly, 

varying according to the person 

who is evaluating. 

41. We are able to discuss any 

topic or issue openly without 

fear or intimidation. 
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statement Never Infrequent Sometimes Usually Always 

42. Our district has taken suffi- 1 2 3 4 5 

cient time and has provided 

appropriate support so that all 

members have opportunity to 

understand and support 

organizational goals. 

43. Followers have little confidence 1 2 3 4 5 

in our leadership to take us 

beyond what we have always done. 

44. Problems are solved quickly by 1 2 3 4 5 

concerned parties. 

45. We view change as something that 1 2 3 4 5 

comes and goes. We have learned 

to live with it and ride it 
through. 

46. Our district provides sufficient 1 2 3 4 5 

time and opportunity for growth 

so that staff does not believe 

that everything is on their time 

or out of their hides. 

47. A significant number of our 1 2 3 4 5 

building staff believes that 

what they are doing now is 

acceptable and that they don't 

need to consider change. 

48. Leaders seem not to be con- 1 2 3 4 5 

siderate of our teaching load 

and overall position demands 

in asking us to get involved 

in improvement tasks. 

49. The total professional staff 1 2 3 4 5 

interacts on a high level of 

trust and confidence. 

50. District leaders appear to find 1 2 3 4 5 

comfort in maintaining distance 

and relying on positional 

authority as they deal with 

their staffs. 
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Statement 

51. When in doubt, we always seem 

to fall back on the way we've 

always done things. This seems 

safest and most comfortable. 

52. Followers frequently feeling 

that they are captive in the 

organization. They feel little 

or no control, influence, or 

opportunity. 

53. We seem to be driven by the 

concern to play it safe and 

hold to the middle ground. 

54. Members of this building have 

a shared sense of mission. 

They are motivated to attain it. 

55. Leaders control followers by 

letting out only bits and 

pieces of information and 

essential knowledge, thus 

creating a dependency upon 

the leader. 

56. Staff development is a series of 

disjointed offerings. There is 

no rhyme or rationale for most 

of what is offered. 

57. We are frozen into existing 

policies and procedures. There 

is no likelihood of movement. 

58. Members of the district staff 

have the strong belief that the 

organization will not suffi

ciently alter itself to make 

strenuous goal attainment 

possible. 

Never Infrequent Sometimes Usually Always 

59. I am comfortable with the way 

our building is being run. 

60. We feel that we are involved in 

something (a school improvement 

project) which will have special, 

personal meaning for each of us. 
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statement 

61. Our district talks a lot about 

mission and philosophy, but no 

one ever takes them very 

seriously. 

62. Leaders stress playing it safe 

within the bounds of what we 

are currently doing. 

63. Our community is too conserva

tive to accept any real changes, 

64. We have had a past history of 

change which leaves us 

suspicious and reluctant to 

address anything new. 

Never Infrequent Sometimes Usually Always 

65. The concept of matching our 

behaviors and beliefs with the 

most appropriate literature is 

exciting and stimulating. 
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Analysis for Cultural Survey 

1. Communication and Organization Structure 

2. Conflict and Climate 

3. Decision Making 

4. Risk and Climate (safety vs. hazard in risk taking) 

5. Nature of Organization 
Risk 
Creativeness 

6. Leader/Follower Relationships 

7. Leader Effectiveness 
Vision/Goal Clarity 
Modeling 

8. Organization Structure 
Decision Making 
Role Structure 

9. Evaluation 
Clim.ate 
Leader Behavior 

10. Organization Structure 
Climate 

11. Expectations 
Organizational Structure 

12. Organizational Structure 
Climate 
Goals 

13. Leader Effectiveness 
Leader/Follower Relationships 
Communication 

14. Culture/Climate 
Resistance 

15. Modeling 
Leader Effectiveness 
Communication 

16. Leader Effectiveness 
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17. Communication 
Goal/Vision 

18. Climate 
Organization/Follower Relationships 

19. Organization/Follov/er Relationships 
Climate 

20. Decision Making 
Organization/Follower Relationships 

21. Leader Effectiveness 
Leader/Follower Relationship 
Climate 

22. Goals 
Communication 
Organization/Follower Relationship 

23. Leader Effectiveness 
Leader/Follower Relationship 

24. Climate 
Member-Member Relationship 

25. Risk Taking 
Climate/Culture 

26. Goals 
Organization/Follower Relationship 

27. Communications 
Climate 

28. Leader Effectiveness 
Leader/Follower Relationship 

29. Communications 
Leader/Follower Relationship 
Organization/Follower-Member Relationship 

30. Climate 
Follower/Follov/er Relationship 
Decision Making 

31. Goals 
Decision Making 

32. Communication 
Decision Making 
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33. Organization/Follower Relationship 

34. Leader Effectiveness 
Leader/Follower Relationship 

35. Goals 
Climate 

36. Risk Taking 
Goals 

37. Leader/Follov/er Relationship 
Organization/Follower Relationship 
Decision Making 

38. Organization/Follower Relationship 
Climate 
Evaluation 

39. Leader Effectiveness 
Leader/Follower Relationship 

40. Evaluation 
Leader/Follower Relationship 
Organization/Follower Relationship 

41. Climate 
Organization/Follower Relationship 
Risk Taking 

42. Organization/Follower Relationship 
Goals 

43. Leader/Follower Relationship 

44. Decision Making 
Problem Solving 

45. Climate 
Organization/Follower Relationship 

46. Climate 
Organization/Follower Relationship 

47. Climate 
Organization/Follower Relationship 
Goals 

48. Leader Effectiveness 
Leader/Follower Relationship 
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49. Communication 
Goals 
Climate 

50. Leader Effectiveness 
Leader/Follower Relationship 

51. Risk Taking 
Organization/Follower Relationship 
Climate 

52. Organization/Follower Relationship 

53. Risk Taking 

54. Organization/Follower Relationship 
Goals 
Climate 

55. Leader/Follower Relationship 
Communication 

56. Organization/Follower Relationship 
Goals 

57. Organization/Follower Relationship 
Climate 
Risk 

58. Organization/Follower Relationship 
Risk 
Goals 

59. Climate 
Organization/Follower Relationship 

60. Organization/Follower Relationship 
Goals 

61. Organization/Follower Relationship 
Goals 

62. Leader Effectiveness 
Risk Taking 

63. Risk Taking 

64. Climate 
Organization/Follower Relationship 

65. Organization/Member Relationship 
Goals 
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Campus Summaries 

Culture survey summaries were compiled and written 

by: Martha Anthis, Barbara Finney, Gayle Fuller, Britt 

Gregory, and Linda Marr. 

Climate Survey Summary for 
Dillman Elementary School 

Role Structure 

When analyzing the mean scores of each major grouping 

of the survey, the difference in the lowest score, 3.25 

(role structure), and the highest score, 4.25 (leader 

behavior), is significant. Role structure, in which 

teachers have a great deal of autonomy in decision making, 

appears to be a weakness. However, 76.60 percent of the 

faculty said that they sometimes, usually, or alv/ays were 

autonomous in decision making. Sometimes could be a 

positive answer because faculty are not expected to be 

part of all decision making. One item on the survey is 

probably not broad enough to be a strong indicator of 

either strength or weakness. 

Communication 

The faculty at Dillman Elementary views communication 

in the district as flowing downward. However, the major

ity of the faculty feel that the district is exciting to 

be part of, that its expectations are clear, and that 

priorities are stable. The faculty could feel that 

communication flows downward because there is limited 
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opportunity for them to discuss issues with the adminis

trators other than the building principal. 

Problem Solving 

Even though problem solving appears on the lower end 

of the graph, over half of the faculty responded that 

problems are usually or always solved quickly. The 

building principal has presented the problem solving model 

to the staff and has encouraged conflict or problems to be 

solved by the teachers themselves. The respondents that 

answered that problems are sometimes or infrequently 

solved quickly may not be bringing the problem out in the 

open so that it can be solved. 

Creativeness 

Creativeness is an area in which Dillman needs work. 

Over 51 percent of the faculty responded that they felt 

the hierarchy of the district prohibited creativity and 

responsiveness. In the school improvement program, the 

faculty is learning new facts about effective teaching 

practices and organizational structure which some may feel 

is limiting their autonomy. What each person needs to 

realize is that only after understanding and implementa

tion occurs will creativity begin to be a strong part of 

the system. 
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Decision Making 

The teachers would like to see more autonomy in 

decision making. Many feel that decisions are made by 

superiors with little or no discussion, but contradict 

themselves by saying, by a large majority, that teamwork 

and collaboration are a featured part of how they operate. 

Fifty-eight percent of the Dillman staff believe that 

decision making is a positive part of our district. The 

area of decision making probably should be clarified with 

the faculty. The building principal has made an attempt 

to include various teachers on comjnittees that have to do 

with instruction and discipline. These committees, and 

individual teachers, make the majority of the decisions 

regarding placement, movement, and certification of the 

students. Teachers will become more autonomous in deci

sion making when they fully understand and implement 

outcome-based education. 

Climate/Culture 

The concern in climate/culture again deals with risk 

taking and open communication. A new area of concern is 

that many appear to believe the district does not provide 

sufficient time and opportunity for growth on school time 

rather than their own time. Some may feel this way 

because of weekly discussion groups on school improvement. 

The majority of this time, however, is during required 

working hours. Almost 60 percent of the faculty feel that 
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the district's climate/culture is usually or always 

positive, with only 2.4 percent feeling that it is always 

negative. 

Conflict 

In our district, conflict appears, in general, to be 

handled as a healthy, growing experience with only 4.26 

percent saying that conflict is infrequently handled well. 

The reason for the one-third of the faculty that responded 

with a "sometimes" answer may be due to a recent conflict 

betv/een the superintendent and board members. 

Organization/Follower Relationships 

The weak points in organization/follower relation

ships again reflect decision making and communication. 

Some feel they are captive of the organization and have 

little influence or control. However, a large majority 

feel that staff development is congruous and that the 

organization is moving toward goal attainment. Those that 

feel they have little influence may feel this way because 

they have not come to believe in outcome-based education. 

The organizational structure is changing, but they are 

not. Through staff development, new concepts should 

develop, that in turn should allow followers to become 

more influential. 
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Leader Effectiveness 

The respondents to leader effectiveness very strongly 

say that leaders portray their vision of what they might 

become as a total district and that leaders encourage 

teachers to reach for new initiatives in their classroom 

work. Although there appears to be no major weakness in 

this area, communication and leaders keeping their dis

tance seem to be concerns. 

Resistance 

The general attitude at Dillman Elementary is that 

informal groups are generally acceptable to any require

ment to consider change. This attitude has been developed 

through district and campus leaders creating the need for 

school improvement. 

Evaluation 

The Dillman faculty feel strongly that the appraisal 

is used for constructive growth and that they have ample 

opportunity for growth. There seems to be some concern 

that the appraisal was not applied evenly, varying accord

ing to the person who is evaluating. In reviewing the 

evaluations of the two appraisers, the building principal 

found them to be well aligned for most individuals. When 

the evaluations were not close, the principal feels the 

discrepancy was due to the difference in the delivery by 

the teacher on that certain day, not that the appraiser 
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was being unfair. This problem might be solved by the two 

appraisers and the individual teacher having a conference 

and comparing the scores at the same time with the 

teacher. 

Vision/Goals 

Even though a small percent of the faculty responded 

that visions and goals were never or infrequently clear, 

the majority feel that the vision of what the district 

might become is clearly portrayed, everyone understands 

their mission and what they are expected to contribute to 

the district, they believe that district goals will be 

attained, and generally they feel that school improvement 

is meaningful and exciting. This general feeling is 

probably attained because leaders constantly talk about 

the vision of what an effective school should be like. 

Member/Member Relationships 

Although the majority of the faculty at Dillman feel 

that the member/member relationships are good, the members 

of the organization need to examine their collaborative 

efforts if even one member feels that he/she cannot be 

assured of help or assistance. 

Expectations 

The majority of the Dillman faculty responded that 

expectations of performance standards are usually or 

always spelled out and clearly understood. About a third 
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of the faculty say that only sometimes do they understand 

their standards of performance. This indicates that for 

some, the items on the appraisal, the lesson cycle, and 

effective teaching practices may not be clearly under

stood. 

Modeling 

Leaders in the district seem to portray and model 

their dedication and convictions in such a way as to 

motivate members of the organization to become personally 

involved. Perhaps the small portion that feel that 

modeling is infrequent need more personal communication 

from their leaders. 

Leader Behavior 

The strongest area at Dillman appears to be leader 

behavior. With only one question as an indicator, this 

may not be a true strength. However, most members at 

Dillman feel that the appraisal system is used by leaders 

effectively as a means of developing growth in individuals 

and the organization. 

Climate Survey Summary for 
DeShazo Elementary School 

Climate/Culture 

The average score in the area of climate/culture was 

3.71. Over 60 percent of the responses were in the 4 to 5 

range indicating that the culture and climate is high. 
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This could indicate that the principal's leadership and 

structure is being accepted by his faculty. 

Vision/Goal Clarity 

In the area of vision and goals, the average score 

was 3.97. Almost 70 percent of the responses were in the 

4 to 5 range indicating that the staff is aware of the 

goals and direction of the district. The principal and 

superintendent have both conducted grade level meetings to 

show the relationship of our actions and our goals. 

Leader/Follower Relationships 

The average score in the area of leader/follower 

relationships was 3.69. A little over 50 percent respond

ed with 4's and 5's, and over 80 percent responded with 

3's, 4's, and 5's. Having over 80 percent of a staff 

responding positively during the principal's first year 

speaks highly of his ability to manage transition and 

change. 

Organizational/Follower Relationships 

In this area, the average score was 3.76. Sixty 

percent answered in the 4 and 5 ranges indicating that the 

district has provided structure in the process of change 

involving school improvement. The faculty can see their 

place in the structure that contributes to the vision. 
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Member/Member Relationships 

In the area of member/member relationships, the 

average score was 4.16. This was one of the highest areas 

with 85 percent responding with a 4 or 5. This indicates 

that there is a high degree of collaboration occurring. 

The grade level meetings, the mastery programs which tie 

teachers in a cooperative effort, and the team work 

involved in curriculum writing could be the factors that 

have drawn a closeness in the faculty. 

Leader Effectiveness 

The average score in this area was 3.87. Eighty-five 

percent responded in a positive way with a 3, 4, or 5. 

the principal's has been conducting leadership training 

workshops for the district in order to give the teachers 

the same training as the administrators. This has helped 

to establish his expertise of the appraisal instrument, 

the lesson cycle, and his knowledge of instruction. 

Decision Making 

In the area of decision making, the average score was 

3.70. Ninety percent responded with 3, 4, and 5's. This 

indicates that the campus agrees with the decision-making 

process of the school. Agreeing with the process indi

cates their involvement. Ownership in decision making 

produces a positive and productive environment. 
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Organizational Structure 

The average score for organizational structure was 

3.73. Forty-five percent rated this area with a 1, 2, or 

3. The concepts of school improvement have been intro

duced by the administration from which information flows 

downward. After the initial introduction of concepts, 

teachers have had an input into the implementation of the 

concepts. Some feel more involved than others. 

Communication 

The average score in this area was 3.69. Seventy-six 

percent responded with 3, 4, or 5, yet 24 percent respond

ed with 1 or 2. Forty-six percent responded with a 1, 2, 

or 3. This is not an alarming percentage, but one of 

which to take notice. There seems to be some lack of 

communication in some areas of the campus. 

Risk Taking 

In the area of risk taking, the average score was 

3.52. Only 15 percent viewed risk taking as a road very 

seldom taken. Yet, 85 percent responded positively, 

indicating that creativity and new techniques are attempt

ed and accepted by a majority of the faculty. This could 

also indicate a high success rate in those risks attempt

ed. 
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Modeling 

The average score for the area of modeling was 4.36. 

There were no 1' s or 2' s in this area with only 9 percent 

3's. Forty-five percent of the responses were 4's, and 45 

percent were 5's. This indicates a high degree of model

ing. Since the two modeling questions pertained to the 

model portrayed by the leader, this confirms the princi

pal's skills as an instructional leader and effective 

manager. 

Evaluation 

For this area, the average score was 3.89. Only 8 

percent answered negatively on the evaluation procedures 

of the district. This could indicate 8 percent with low 

evaluations which is a substantially small percent and not 

unusual. 

Expectations 

The average score in the area of expectations was 

4.48. This was the area where the largest number of 5's 

were given with a 51 percent. There were no I's or 2's. 

"All students can learn," has been the school improvement 

belief for the entire improvement process. This indicates 

that a very high number of teachers are now believing that 

this is true on this campus. 
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Conflict 

The average score in this area was 3.61. There were 

no 2's and only 3 percent I's. This 3 percent could 

indicate those that are unwilling to follow the path of 

the district. There were 40 percent that indicated some 

conflict which is high for this area. This underlying 

conflict needs to be addressed before progress can occur. 

Resistance 

For this area, the average score was 3.33. There was 

no total resistance as rated with a 1, yet 51 percent 

answered with the response "sometimes." This occurs with 

transitions in leadership and processes. Possibly more 

teacher input or better communications of the reason "why" 

could remedy this. 

Creativeness 

The average score in the area of creativeness was 

3.94. Sixty-three percent answered with always or usual

ly, indicating a high degree of creativeness occurring on 

this campus. The structure of the organization does not 

stifle creativeness. 

Problem Solving 

The average score in this area was 3.64. Only 6 

percent seemed to feel the problem-solving process is not 

carried through properly. There is a Jennyslipper Model 

established by the district that illustrates how problems 
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are handled. The district also emphasizes solving the 

problem at the level of the problem. This specifically 

means that teachers are involved with problems where they 

are a variable. 

Role Structure 

For this area, the average score was 3.30. There 

were 87 percent that answered sometimes or better, and 

only 9 percent that answered negatively. This indicates 

that 87 percent of the teachers feel like they have input 

into the decisions of the school, while 9 percent feel 

they do not. 

Leader Behavior 

The average score for the area of leader behavior was 

4.24. The largest number of 4's and 5's were in this area 

with only 3 percent answering with a 3. This shows the 

faculty's approval of the campus policies and procedures 

as established and implemented by the principal. His 

behavior seems to match their expectations of a principal. 

Climate Survey Summary for 
Watson Junior High School 

The following is an overview of scores from the 

junior high building in ascending order of averages/per

centages in the given categories. 
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Role Structure 

The average score in the area of role structure was 

2.1 A, Seventy-seven percent of the responses were in the 

2 to 3 range. This indicates a lack of knowledge on 

changing roles within the organization resulting from an 

outcome-based improvement plan. 

Risk Taking 

In this area, the average score was 3.00. Ninety 

percent of the answers were 2's, 3's, and 4's, with 40.18 

percent falling in the range of 3. Yet, a significant 

number of responses (28.15%) were "never" or "infrequent." 

These totals show a lack of willingness on the part of 

enough teachers to take innovative risks to be a concern 

for our building. 

Creativeness 

In the area of creativeness, the average score was 

3.00. Fifty-eight percent of the responses v/ere in the 

"sometimes" category, but 22.58 percent of the faculty 

answered that they felt creativeness occurred infrequently 

in the building. Again, this figure is significant enough 

to be a concern. 

Organizational Structure 

The average score in the area of organizational 

structure was 3.08. Sixty-one percent of the responses 

were "infrequent" or "sometimes." It is clear that 
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organizational structure in the light of school improve

ment is not fully understood by this faculty. 

Problem Solving 

In this area of the survey, the average score was 

3.10. Fifty-eight percent of the teachers answered 2 or 

3, indicating that the belief that problems are solved 

quickly and with proper input is questionable in the minds 

of the faculty. 

Communication 

The average score in the area of communication was 

3.11. It is not surprising that 58.42 percent of the 

staff surveyed felt that communication was in the "infre

quent" to "sometimes" category in the light of previously 

discussed scores. 

Decision Making 

In the area of decision making, the average score was 

3.12. Once again, as a result of the above mentioned 

scores, it is expected that 62.10 percent of the staff 

answered 2 or 3 in this area. 

Leader/Follower Relationships 

In this area, the average score was 3.12. However, 

69.36 percent of the staff responded "sometimes" to 

"usually" with regard to their relationship with their 

building leader. It must be noted here that while Watson 



299 

does have a new principal, there has been no change in 

assistant principal or counselor. In the past year, 

leadership of this school has relied heavily on these two 

positions of leadership. Thus, there has been a signifi

cant change in the transition of leaders this year. The 

new principal was concerned with creating as smooth a 

transition as possible. As he begins to assume more and 

more responsibility in the building, we expect to see the 

leader/follower relationships to improve even more than 

exhibited this year. 

Conflict 

The average score for the area of conflict was 3.16. 

Almost 55 percent of the staff responded with a 2 or 3 in 

this area indicating that conflict on this campus is not 

necessarily viewed as a positive avenue toward growth. 

With continued efforts in staff training for school 

improvement, this score should begin to change. 

Organization/Follower Relationships 

In this area, the average score was 3.28. With 70.97 

percent of the staff responding 3 or 4, it can be seen 

that the relationship of members of this building to the 

organization is fairly strong. 

Climate/Culture 

In the area of climate/culture, the average score was 

3.29. Seventy-one percent of the staff surveyed answered 
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that "sometimes" or "usually" the categories comprising 

the climate and culture are satisfactory. As school 

improvement procedures begin to really occur in this 

building, the leadership will be expected to nurture this 

area of climate and culture. 

Leader Effectiveness 

The average score for the area of leader effective

ness was 3.30. However, 73.11 percent of the responses 

were 3's and 4's. This shows the principal's ability to 

manage change smoothly in the light of what was stated 

under the area of leader/follower relationships. Teachers 

seem to feel confidence in their new principal. 

Leader Behavior 

In this area, the average score was 3.32. Seventy 

percent of the staff responded with a 3 or 4, and 51.61 

percent of these responses were 4's. This indicates that 

the staff is pleased with the behaviors exhibited by the 

new principal. 

Evaluation 

The average score in the area of evaluation was 3.36. 

Seventy-two percent of those surveyed felt that the 

appraisal system was "sometimes" to "usually" satisfac

tory. 
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Vision/Goal Clarity 

In the area of vision and goal clarity, the average 

score was 3.40. It should be noted that 77.04 percent of 

those surveyed "sometimes" to "usually" are clear about 

goals and mission. This is partially due to constant 

reinforcement by district leaders as well as building 

leaders with regard to the vision and goals of our dis

trict. 

Expectations 

The average score for the area of expectations was 

3.53. Eighty-one percent of the staff reported that they 

"sometimes" (25.81%) or "usually" (54.84%) understand 

their expectations. Again, this reflects constant rein

forcement by district as well as campus leaders with 

regard to the importance of expectations in student 

learning and overall performance. 

Modeling 

In this area, the average score was 3.56. Further

more, 27.42 percent responded with a 3, and 53.23 percent 

with a 4. Modeling in our system begins with the superin

tendent modeling to principals, principals modeling to 

teachers, and teachers modeling to students. Showing what 

one believes through one's actions is highly valued in our 

district. 
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Resistance 

In the area of resistance, the average score was 

3.58. Almost 26 percent of the answers on the survey were 

3's and 51.61 percent of the answers were 4's. This 

indicates a staff who have been prepared by the district 

and reinforced by the principal to begin major changes for 

the improvement of instruction. 

Member/Member Relationships 

The average score in this area was 3.60. Twenty-

seven percent of those surveyed responded to these ques

tions with a 3, while 46.77 percent responded with a 4. 

Because leadership in the past has been less than dynamic, 

members of the junior high staff have form.ed rather close 

relationships. Unfortunately, many of the feelings 

expressed between members in the past have been of a 

negative nature. It is exciting to see the beginnings of 

collaborative and collegial relationships as the atmo

sphere of improvement enters this campus. 

Climate Survey Summ.ary for 
Jennyslipper High School 

Conflict 

The average score for conflict at the high school was 

3.54. This is indicative of the staff's feeling that 

conflict does not always provide the opportunity to grow 

and learn from the experience. In the breakdown of 
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responses, 95.83 percent indicated that "sometimes" to 

"always" conflict was healthy and rewarding. 

Risk Taking 

The average score for risk taking was 3.78. All of 

the responses varied from "sometimes" to "usually." These 

scores indicate that the faculty shows some discomfort in 

taking risks in this building. Teacher creativeness may 

be limited in action by the fear of reprisal. 

Creativeness 

High School had an average response of 3.88 on the 

single question related to creativeness. Since 95.83 

percent of the staff indicated their willingness to put 

creative ideas into action at least some of the time, one 

can conclude that creativeness, in most individuals, is 

not totally stifled by the hierarchy or structure in this 

building. 

Organizational Structure 

The average response on questions concerning organi

zational structure was 3.91. The responses in the "some

times" to "always" category were 89.58 percent, indicating 

that the structure of the organization is viewed favorably 

by most members of the staff. Question 10, which received 

an average score of 4.12, is highly indicative of the 

faculty's feeling that this is an organization that is 

moving forward. 
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Organization/Follower Relationships 

The average score in the area of organization/fol

lower relationships was 3.99. Only 6.33 percent of the 

responses were in the one/two category. The responses in 

the three/four/five category were 93.5 percent, with the 

largest majority of responses (46.67%) falling in the 

"usually" area. The responses indicate that individuals 

feel a part of the organization and that their input is 

not only respected but requested. This score further 

indicates that individuals know what is expected of them 

and that the goals of the school are clearly articulated. 

Problem Solving 

The average score in the area of problem solving for 

this building was 4.04. There were no responses in the 

one/two category. The majority of responses (54.17%) fell 

in the four category of "usually." This indicates that 

individuals within this building feel that any problems 

which may surface are quickly and efficiently solved. 

Evaluation 

The average score in the area of evaluation was 4.04. 

It must be noted that 79.16 percent of the faculty an

swered in the "usually" and "always" category. Individu

als within this building are obviously satisfied that the 

evaluation system is fairly applied to each individual. 
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This is especially notable with the implementation of the 

new teacher appraisal system this year. 

Climate/Culture 

In the area of climate/culture, the average score was 

4.05. In the categories of "usually" and "always," we 

find 77.50 percent of the responses. This indicates that 

the climate/culture of the organization is favorable and 

individuals feel they can work with each other and the 

building leaders. 

Communication 

The average score in the area of communication was 

4.05. In the upper two levels of responses, "usually" and 

"always," we find 77.77 percent of the teacher responses. 

It is obvious that individuals feel that communication has 

a horizonal pattern in this building and that the building 

leaders frequently communicate on the "operational level." 

Further, these scores indicate that the building leaders 

have communicated their expectations and goals to the 

staff. Communication can definitely be noted as a two-way 

system from the responses of the teachers on the questions 

in this area. 

Resistance 

In the area of resistance, the average score for this 

building was 4.08, indicating that the informal group is 

not in direct conflict with the idea of change. There 
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were no responses in the "never" category and 75 percent 

of the teachers indicated their answers in the "usually" 

and "always" areas. 

Decision Making 

A total of 98.44 percent of the teachers surveyed 

indicated answers in the areas of "sometimes," "usually," 

or "always." This large response of answers in these 

categories indicates that the staff feels they have a part 

in the area of decision making at the building level. The 

average score was 4.09. 

Role Structure 

In the area of role structure, 4.13 was the average. 

This survey has only one question dealing with role 

structure and the question could have been easily mis

interpreted by the members of the staff. Teachers do have 

a great deal of autonomy when deciding what they do in 

their classrooms to meet the goals of the district. 

Leader/Follower Relationship 

The average response in this area was 4.14. Of 

individuals responding to the survey, 78.28 percent 

indicated answers in the four/five category. The response 

in the top categories of the survey indicates that the 

leader/follower relationship is healthy and often trans

formational . 
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Vision/Goal Clarity 

In the area of vision/goal clarity, the average 

response was 4.15. The largest percentage of answers, 

44.61 percent, fell in the "usually" category. It is 

obvious from the responses that the leader in the building 

continually expresses his vision both in words and action. 

It further indicates that the mission of the district, as 

a whole, is clearly understood and that the goals are 

shared by leaders and followers. Question 60, specifical

ly, is indicative of the building's positive view toward 

the new school improvement program. 

Leader Effectiveness 

Concerning leader effectiveness, 79.86 percent of the 

responses were in the "usually" and "always" areas. The 

average response was a 4.19 which indicates a favorable 

attitude toward the building leadership. The average 

response of question 39, which deals with the complete 

trust and confidence of leaders for their teachers, was a 

high 4.42. 

Leader Behavior 

The average response in leader behavior was 4.33. In 

the top categories of "usually" and "always," we find 

91.66 percent of the teachers viewing the leader behavior 

favorably. There were no teachers responding in the 

"never" category and only 4.17 percent viewed leader 
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behavior in the "infrequent" column. It can be concluded 

that the leader behavior in this building is viewed in a 

positive light by members of the staff. 

Member/Member Relationships 

In the area of member/member relationships, the 

average response was 4.40. A total of 87.50 percent of 

the staff indicated responses in the four/five categories. 

This is indicative of the collaboration and teamwork among 

members of this building. 

Expectations 

A total of 95.83 percent of the faculty responded 

with "usually" and "always" answers in the category of 

expectations. The average response was 4.42. This 

indicates that the individuals on the faculty clearly 

understand what is expected of them on a day-to-day basis. 

Modeling 

In the area of modeling, the average response was 

4.44. There were no responses below a three in this 

category. Only 8.33 percent answered with a three and the 

remaining answers were in the four/five category. This 

indicates that the teachers feel that the leaders model 

behavior that they expect from their followers and that 

this behavior is a motivating factor for members of the 

faculty. 
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Sample Needs Assessment 

"Any School" Board of Trustees is conducting an educa

tional needs assessment to help determine what areas need 

specific attention in the future. An important part of 

the study is obtaining opinions of the citizens of Natrons 

County. Your input WILL BE USED to imprcve and maintain 

effective schools which reflect the needs of the commun

ity. Some sections of this questionnaire have been 

divided into elementary, junior high school, and high 

school levels. Please feel free to answer any or all 

portions or sections of this survey and to use the 

"COMT̂ iENTS" section to express additional ideas and/or 

concerns. 

Please check the appropriate spaces 

1. 

2 . 

3 . 

Male Female 

P a r e n t Nonp 

C h i l d r e n i n s c h o o l : 

4. 

5. 

Elem.entary 

Junior High High School 

Children out od school 

School district employee 

Prescliool 

Yes No 

P L E A S E 
YOU ARE ONE OF A FFW R A f J D C V . Y £LLECTED CO'.V.'UNIT T 
CAN HELP US. WE NEED TO «ECT -'E ^G • /ANY C C ' P L E T E 
FOSS.IB;.E TO ACCURATELY RE^ t'Esr--- THE PJL L'C YOUT' 
TO COMPLETE THIS SUf'.VEY IS MIC-hL> VALUAPLE A ' . T . E ' T -
T A N T T O U S ALL ALL R t SPON'E FN 'S W I L L P E ' . ' A I ' , AN j r . - , 

FOR V.'ORKING '.V TH US ON TMIS r^-OJECT. 

C 
D 

• E ' 

TIZENS V 
z-'jy /FYS 
r f ' T O l " ! : 

J: T H . A ' 

AS 
• E b 
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Please indicate your feelings concerning the fDllowing topics hy circling the appropriate number from the 
following rating scales In each column. 

How wall is this being done 
1. Excellent 
2. Good 
3. Fair 
4. Poor 
5. No opinion 

How Important Is this to the school program? 

1. Extremely 
2. Moderately 
3. Slightly 
4. Not at all 
5. No opinion 

I. INSTRUCTIONAL PROGRAM 

ELEMENTARY GRADES KDGN • 6 

Elementary K-6 

1. 
2. 
3. 
4. 
5. 

6. 
7. 
8. 
9. 

10. 

Reading 
Wri t ing 
Spell ing 
Listening 
SpeaKing 

English 
Math 
Science 
Social Studies/History 
Health Educat ion 

11. Physical Education 
12. Vocal Music 
13. Instrumental Music 
14. Art 
15. Computer Education 

16. Enrichment/Gifted Program 
17. Substance and Drug Abuse 
18. Summer School 
19. Libraries 
20. Homework 

-low well Is this 
belns done? 

1 2 
1 2 
1 2 
1 2 
1 2 

1 2 
1 2 
1 2 
1 2 
1 2 

1 2 
1 2 
1 2 
1 2 
1 2 

1 2 
1 2 
1 2 
1 2 
1 2 

3 
3 
3 
3 
3 

3 
3 
3 
3 
3 

3 
3 
3 
3 
3 

3 
3 
3 
3 
3 

4 
4 
4 
4 
4 

4 
4 
4 
4 
4 

4 
4 
4 
4 
4 

4 
4 
4 
4 
4 

5 
5 
5 
5 
5 

5 
5 
5 
5 
5 

5 
5 
5 
5 
5 

5 
5 
5 
5 
5 

H o w l mportant is this 
to the school 

1 
1 
1 
1 
1 

1 
1 
1 
1 
1 

1 
1 
1 
1 
1 

1 
1 
1 
1 
1 

2 
2 
2 
2 
2 

2 
2 
2 
2 
2 

2 
2 
2 
2 
2 

2 
2 
2 
2 
2 

3 
3 
3 
3 

2 

3 
3 
3 
3 

3 
3 
3 
3 
3 

3 
3 
3 
3 
3 

programs? 

4 
4 
4 
4 
4 

4 
4 
4 
4 
4 

4 
4 
4 
4 
4 

4 
4 
4 
4 
4 

5 
5 
5 
5 
5 

r 

5 
5 
5 
5 

5 
5 
5 
5 
5 

5 
5 
5 
5 

21. Comments: 
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I. INSTRUCTIONAL PROGRAM (cont.) 

JUNIOR HIGH GRADES 7-9 

Junior High 7-9 

1. Reading 
2. Writing 
3. SpeaKing 
4. Listening 
5. English/Literature 

6. Math 
7. Science 
8. Social Studies/History/Geography 
9. Foreign Language 

10. Health Education 

11. Physical Education 
12. Vocational Education 
13. Enrichment/Gifted Program 
14. Computer Education 
15. Drug Education 

16. Sex Education 
17. Library 
18. Summer School 
19. Homework 

How welt is this 
being done? 

1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 

1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 

How important Is tt.ii 
to the school programs? 

2 3 
2 3 
2 3 
2 3 
2 3 

4 
4 
4 
4 
4 

5 
c 

5 
5 
5 

1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 

1 
1 
1 
1 
1 

1 
1 
1 
1 
1 

1 
1 
1 
1 
1 

1 
1 
1 
1 

2 
2 
2 
2 
2 

2 
2 
2 
2 
2 

2 
2 
2 
2 
2 

2 
2 
2 
2 

3 
3 
3 
3 
3 

3 
3 
3 
3 
3 

3 
3 
3 
3 
3 

3 
3 
3 
3 

4 
4 
4 
4 
4 

4 
4 
4 
4 
4 

4 
4 
4 
4 
4 

4 
4 
4 
4 

5 
5 
5 
5 
5 

5 
5 
5 
5 
5 

5 
5 
5 
5 
5 

5 
5 
5 
5 

20. Comments: 
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1. INSTRUCTIONAL PROGRAM (cont.) 

SENIOR HIGH GRADES 10-12 

Senior High 10-12 

1. Reading 
2. Wri t ing 
3. Speaking 
4. Listening 
5. English/Literature 

6. Math 
7. Science 
a. Social Studies/History 
9. Foreign Language 

10. Health Education 

11. Physical Education 
12. Vocat ional Education 
13. Enrichment/Gifted Program 
14. Computer Education 
15. Drug Education 

16. Sex Education 
17. Library 
18. Summer School 
19. Homework 

How wall Is this 
being done? 

1 
1 
1 
1 
1 

1 
1 
1 
1 
1 

1 
1 
1 
1 
1 

1 
1 
1 
1 

2 
2 
2 
2 
2 

2 
2 
2 
2 
2 

2 
2 
2 
2 
2 

2 
2 
2 
2 

3 
3 
3 
3 
3 

3 
3 
3 
3 
3 

3 
3 
3 
3 
3 

3 
3 
3 
3 

4 5 
4 5 
4 5 
4 5 
4 5 

4 5 
4 5 
4 5 
4 5 
4 5 

4 5 
4 5 
4 5 
4 5 
4 5 

4 5 
4 5 
4 5 
4 5 

How Important Is this 
to the school programs? 

1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 

1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 

1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 

1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 

20. Comments: 
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II. EXTRACURRICULAR ACTIVITIES 

ELEMENTARY GRADES KDGN - 6 

Elementary K-6 

1. Time devoted to after 
school activities 

2. Money allocated to these 
activities 

3. Variety of these 
activities 

4. Availability to all 
students 

How well is this 
being done? 

How important is this 
to the school programs? 

1 2 3 4 5 

1 2 3 4 5 

1 2 3 4 5 

1 2 3 4 5 

5. If you believe there are activities that should be eliminated or reduced, please list below. 

Eliminate Reduce 

1 2 3 4 5 

1 2 3 4 5 

1 2 3 4 5 

1 2 3 4 5 

6. If you believe there are activities that should be added or expanded, please list below. 

7. Comments: 



II. EXTRACURRICULAR ACTIVITIES 
JUNIOR HIGH GRADES 7-9 

Junior High 7-9 

1. Time devoted to after school 
activities 

2. Money allocated to these 
activities 

3. Variety of these activities 
4. Availability to all students 

How well is this 
being done? 

1 2 3 4 5 

1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 

How Important Is this 
to the school programs? 

1 2 3 4 5 

2 
2 
2 

3 
3 
3 

4 
4 
4 

5 
5 
5 

5. If you believe there are activities that should be eliminated or reduced, please list below. 
Eliminate Reduce 

7. Comments: 

Senior High 10-12 

1. Time devoted to after school 
activities 

2. Money allocated to these 
activities 

3. Variety of these activities 
4. Availability to all students 

SENIOR HIGH GRADES 10-12 

How well Is this 
being done? 

1 2 3 4 5 

How important Is this 
to the school programs? 

1 2 3 4 5 

2 
2 
2 

o 
3 

4 
4 
4 

5 
5 
5 

2 
2 
2 

3 
3 
3 

4 
4 
4 

5 
5 
5 

5. If you believe there are activities that should be eliminated or reduced, please list below, 
Eliminate Reduce 
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6. If you believe there are activities that should be added or expanded, piease list below. 

6. If you believe there are activities that should be added or expanded, please list below. 

7. Comments: 
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1. School lunch program 
2. Bus transportation 
3. Counseling program 
4. School psychologists 
5. Nurses 

6. Social workers 
7. Special/remedial reading 
8. Special education 
9. Speech therapy 

10. Occupational therapy 

III. STUDENT SERVICES 

How well Is this 
being done? 

1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 

1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 

11. Learning disability classes 
12. Resource room 
13. Enrichment/Gifted Programs 
14. My comments refer primarily to: 

D Elementary, D Junior High, D Senior High, D All Levels 
15. Comments: 

1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 

How 
to the 

1 
1 
1 
1 
1 

1 
1 
1 

V. 1 
1 

1 
1 
1 

Important 
school 

2 
2 
2 
2 
2 

2 
2 
2 
2 
2 

2 
2 
2 

3 
3 
.̂' 

3 
3 

3 
3 
3 
3 
3 

3 
3 
3 

is this 
programs? 

4 
4 
4 
4 
4 

4 
4 
4 
4 
4 

4 
4 
4 

5 
5 
5 
5 
5 

5 
5 
5 
5 
5 

5 
5 
5 

1. Maintenance of facilities 
2. Cleanliness of buildings 
3. Attractiveness of grounds 
4. Numbers of buildings 
5. Space within buildings 

6. Lunchroom facilities 
7. Elementary libraries 
8. Junior high libraries 
9. Senior high libraries 

10. Playground facilities 

IV. FACILITIES 

How well Is this 
being done? 

1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 

1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 

11. Gymnasium facilities 1 2 3 4 5 
12. Building availability to public 1 2 3 4 5 
13. List any facilities you believe need Improving or adding: 

a. 
b. 
c. 
d. 

How Important is this 
to the school programs? 

1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 

1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 

1 2 3 4 5 
1 2 3 4 5 

14. Comments: 

s 



317 

V. DISTRICT MANAGEMENT 

1. Attendance policies 
2 .Discipline policies 
3. Personnel selection 
4. Personnel evaluation 
5. Junior high class schedules 

6. Senior high class schedules 
7. School day length 
8. School year length 
9. Graduation requirements 

10. Report cards 

11. Comments: 

How well Is this 
being done? 

1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 

1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 

How Important is this 
to the school programs? 

1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 

1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 

12. School Calendar (180 School Days Required) 

Please Indicate your preference or preferences 

Spring break (one week plus Easter) 
Longer Christmas bre»;k 
Present schedule (no spring break, four days at Easter, one week at Christmas) 

If added vacations are Indicated, how would you prefer the calendar be expanded to allow for the extra 
vacation days? 

Start before Labor Day, (possibly in August), end beginning of June 
Start after Labor Day, end later in June 
Start before Labor Day, (possibly in August), end later In June 

13. Comments: 
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V. DISTRICT MANAGEMENT (cont.) 

14. Communications 

Do you feel you receive adequate information about; 

Your children ^ " '^° 
Your school 
Your district 
School policies 
Activities 
Budget 
Schedules 

If you would like to receive more information would you prefer to receive it through: 

Parent conference 
Newspaper 
Radio 
TV 
School newsletter 
District newsletter 
Teacher contacts (notes or calls) 

Comments: 

15. Indicate how frequently you have had contact this year with the following school personnel by plac
ing one of the following numbers in the blank; 

1) frequently 2) occasionally 3) seldom 4) never 

Teacher 
Counselor 
School principal 
Central office personnel 
Building secretary 
Board Member 

16. In your contacts with the schools have you generally been dealt with fc^rly and effectively? 
D Yes D No 

Check one of the following: Generally resolved to mutual satisfaction. 
Generally resolved to my satisfaction, but not to the school's satisfaction. 
Generally resolved to the school's satisfaction, but not to mine. 

_4 No opinion. 

17. How do you feel your children's education compares to your education (check one) much better, 

better, about the same. worse, much worse. 

s 
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IN WHAT AREAS SHOULD THE DISTRICT PLACE EMPHASIS OVER THE NEXT FEW YEARS? 

Even though "Instruction" is the most 
areas needs more specific attention in 
appropriate blanks. 

Instructional Program 

Extracurricular 

Student Services 

Facilities 

District Management 

Other (please list) 

important of our tasks, 
the near future. Please 

OK to 

— 

you may 
indicate 

r Now 

— 

feel one of the following 
your choice by checking 

Needs Attention 

Please return the questionnaire in the enclosed envelope by October 5,1964. 

Results will be made available to the public by January, 1985. (Thank you for your assistance in 
this Important project). 

(Developed by Natrona County School District #1, 

Casper, Wyoming, Reprinted with permission.) 

s 


