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ABSTRACT

The purpose of this study was to examine critically the
implementation of Differentiated Staffing in an urban Manitoba school
using a case study procedure. The areas of major emphases were staff
utilization and the development of programs.

After gaining permission from the superintendent of the district
and the project director of the school involved, an extensive period of
observation of staff meetings, team meetings, team teaching situations,
teacher directed classroom situations and informal gatherings in the
staff room was conducted. This was followed by structured and un-
structured interviews with the teachers and instructional assistants.

Results indicated that the staff had minimal involvement in the
preparation of the innovative staffing pattern and no preparation in
terms of acquiring new skills and attitudes. As a result they en-
countered the conflicts and strains of change in the most aggravated and
transparent form. Most of these strains were not specific to the new
staffing pattern nor to the new programs of team teaching and individu-
alized instruction. The publicly observable phenomena which led to the
physical and emotional strain were 1) principally of a physical nature,
that is, the incompleted building, inadequate furniture, apparatus and
supplies; and 2) distinctly human, that is, thoughts, emotions and
other behaviors characteristic of people under varying measures of
stress and frustration. Especially noted were their feelings of in-
security and anxiety when dealing with team situations and all staff

meetings necessitating shared decision-making.



The implications of this study are that a coordinated effort
should be made by school boards and administrators when planning for the
organizational innovation of Differentiated Staffing to involve totally
in all the original decisions the individuals who are ultimately to be
affected by the change. Furthermore, since the teachers would be the
ones who would have to directly implement the innovation, they should be
provided with an intensive period of preparation in terms of necessary
skills, competence, confidence, attitude and readiness so they would be
equipped psychologically, emotionally, socially and professionally to
cope with the demands of flexibility. Of utmost importance is the
staff's autonomy in selecting a staffing pattern consistent with the
needs of the instructional program, the pupils and the community the
school serves. Adequate pre-planning is essential for successful change,
The more specific the planning in terms of defining tasks, delineating
roles, and establishing time-lines for the completion of tasks the
better. Since successful change depends upon a definite commitment from
the majority of the school staff to implement the innovation, a commit-
ment to plan for change should precede the actual planning and

implementation.
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CHAPTER I

THE PURPOSE OF THE STUDY

INTRODUCTION

At present we live in a pluralistic society which is in the
throes of transition, juxtapositionally combining a curious dependency
upon the traditional with an unsystematic and almost frantic searching
for innovation. Society is so preoccupied with change and innovation
that it has become enveloped in a change syndrome, the ramifications
of which are very unclear.

The needs of society are often reflected in educational trends.
Since education has been generally regarded historically as a major
contributor to the quality of human life in organized society, the
schools are considered to be intimately woven into the very fabric of
society. Schools are expected to be responsive to the needs, hopes and
aspirations of the people they serve and at the same time mirror the
ideals and value systems by which they live. The climate of transience
and change that pervades society today, equally permeates every sector
of human activity in the realm of education. This pressure has placed
the educator at the focal point of much of the indecision in searching
for the new while clinging to the established order.

Today's educator finds that the education that was sufficient
to his father's needs and even to his own, cannot prepare the present
students for their future life in a rapidly changing world. There is

more to know, more to learn than ever before. Knowledge is expanding




at such a rate that it is impossible for one person to be a receptacle
for all available knowledge. To cope with the full implications of the
knowledge explosion and the need for retraining in new skills and new
occupations, the educational system has begun to change its emphasis
from dispensing knowledge to providing students with the tools to learn
how to learn. With this shift in emphasis the educator has found him-
self torn between the urgency of the need for change and the slow
process of initiating a new order of things. Furthermore, in matters
of the school environment, he has been challenged to move beyond mere
organizational patterns to the realities of human problems and pro-
cesses, stressing involvement rather than mere attendance, participa-
tion rather than regurgitation, and learning rather than absorbing.

A new concept designed to provide the educator with a framework
from which relevant, student-centered, and viable educational decisions
can be made is Differentiated Staffing. This innovation is predicated
upon a major restructuring of relationships that exist between teachers
themselves and between teachers and students.

The Differentiated Staff concept calls for the reorganization of
the basic organizational structure of the school with the full participa-
tion of the teaching staff. In its full meaning staff differentiation
implies:

... dividing the global role of the teacher into different
professional and paraprofessional subroles according to
specific functions and duties to be performed in the school,

and according to particular talents and strengths evident
within the human resources of any given school community.

Ljames A. Cooper, Differentiated Staffing (Toronto: W.B. Saunders
Co., 1972), pp. 1-3.




Theoretically, the opportunities for professional growth and
development in a Differentiated Staffing pattern are quite attractive
and should highly influence the school climate. Though Diffeventiated
Staffing is not a one-dimensional answer to the problematic educational
issues of today, it can effect the opening of classrooms by proposing
new instructional techniques, new ways of treating time, and new classes
of educational personnel.

Differentiated Staffing may vary in character from program to
program and may have different meanings for different people, but
basically it shows great promise as an innovation because

it offers a frame of reference, a habit of mind, a non-

traditional perspective, a rationale, perhaps even a process
by which a great number of specific patterns or methods or
practices may be devised, justified and evaluated. 2
The rationale for this concept presupposes three premises:
First, there are differences among teachers, in intelligence,
teaching skllls9 and level of commitment; second, there are many
different roles and activities lumped under the general label
"teacher'; third, different qualities of professional contribu-
tion should receive different levels of remuneration and further
some teachers should receive as much as or more payment for
services than some administrators.®

The emphasis is upon a hierarchy of well defined, differentiated

roles, permitting specialization and division of labor, and including

the use of auxiliary personnel. Roles are differentiated horizontally

but they do not assume a hierarchy until a specific set of objectives

2 James Lewis, Jr., Differentiating the Teaching Staff, (West
Nyack, N.Y., Parker Publ. Co., Inc., 18971), p. 3.

bducatlon U.S.A. Special Report. Differentiated Staffing in
Schools (Washington, D.C., National School Public Relations Association,
1870}, p. 5.




and time frame are established. Various sub-hierarchies are formed and
re-formed as the needs arise. At the expiration of the time frame any
ranking position reverts to a horizontal position until a new set of
objectives in a new time frame has been negotiated and accepted. This
fluid arrangement of roles demands rapid communication, clear delinea-
tion of responsibility and accountability.

The most unique and interesting aspect of Differentiated Staffing
is its coordinated approach to imnovative instruction in the areas of
scheduling, curriculum, decision-making, and individualization of
instruction. The implementation of this concept, however, is beset with
problems varying in type and degree according to the local situation.
Only to the point where these problems can be identified and solved
sufficiently so as not to impede learning, can Differentiated Staffing
as a facilitator of organizational change, be of value in the educative

process.
THE PROBLEM

In recent years an urban Manitoba school division4 began examining
avenues of change in an effort to

. . . increase the effectiveness of the teaching-learning

processes, and to provide this increased effectiveness

within the bounds of the economic ability of the community.

Almost simultaneously, the Planning and Research Branch of the

Manitoba Department of Education, embarked upon a funding scheme to put

YFor the purpose of anonymity, the name of the school division
was left out.

5The Urban School Division "Proposal Paper”. (February, 1972),




Differentiated Staffing into practice in the Public School System.
Under the scheme grants were given to schools wishing to implement
Differentiated Staffing as a pilot project.

In February of 1972, the urban Manitoba school division X sub-
mitted a proposal to the Planning and Research Branch of the Department
of Education, in which it was recommended

. . . that all programs in one of its new secondary schools

be operated on a Differentiated Staffing System ... and that
research grants be made available to offset certain additional
costs related to the project in its initial years of operation.

The proposal was accepted and a grant of $23,000 was allocated

to the school for the 1972-73 operational year.

The general purpose of this study was to examine critically the

implementation of Differentiated Staffing in the urban Manitoba school Y

using a case study procedure.

Specifically the aim of this study was to identify the problems
of organizational change encountered in the initial stages of estab-
lishing Differentiated Staffing at the school. The problems were
confined to those identified by the administrator, staff of the school,
and the observer. The two major emphases were staff utilization and
the development of programs. Finance was excluded except for reference

to the research project grant.
IMPORTANCE OF THE PROBLEM

In 1972, Differentiated Staffing was in the pilot stages in the

®1pid., p. 1 and 2.



schools in Manitoba. There was no study done concerning its implementa-
tion. This study is therefore important in that:

1) Tt would identify the problems of organizational change
inherent in the implementation of Differentiated Staffing and could
serve as a guide for other educators contemplating a similar program.

2) Tt would provide a wide range of detailed information
about the basic characteristics of Differentiated Staffing; describe
relevant variables and show their relationships to each other, especially
in tying staffing changes to opportunities for student growth.

3) It would reveal other factors that needed further research
and thereby aid in the development of a detailed understanding of the

process of organizational change in schools.
DELIMITATIONS

This study examined the problems of organizational change
encountered by the administrator and staff of an urban Manitoba school
as they implemented Differentiated Staffing. The study dealt with the
initial stages of implementation of this approach to innovative
instruction.

A single approach to the study was used, that of the case study
with its observational and interviewing techniques designed to evoke

hypotheses vather than to produce an empirical study.
LIMITATIONS

Since this study was limited to the problems of organizational

change encountered by the administrator and staff of an urban Manitoba




school in the initial stages of implementing Differentiated Staffing,
such factors as an incompleted school plant, a totally new staff, a
combination of elementary and junior high grades may have had
significant effects.

Another limiting factor in this study was the personal level
on which the interviews and observations were based, as these were
affected to some extent by the researcher's subjectivity.

The human reluctance to reveal real problems and issues within
a group also provided a limitation. It was hoped that the frequency of
the school visits to the school and informal discussions with the
personnel would to a great extent overcome that factor.

The study dealt with a school designed to be a secondary col-
legiate but functioning as a combination elementary and junior high
school. As a vresult, the problems encountered in this school would not
necessarily be applicable to other schools.

Finally, this study was limited because it was confined to the
initial period of the implementation of Differentiated Staffing and as
such could not provide a basis for assessing problems of long-term

duration.
ORGANIZATION OF THE STUDY

The study was organized into six chapters. Chapter one consisted
of the statement of the problem. Chapter two, a veview of the litera-
ture, was divided into three sections: section one, change in society
and its influence on education, especially the developments that were
divectly responsible for the growing interest in Differentiated Staffing;

section two, the definition, rationale, and goals of Differentiated
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Staffing; section three, the case study and its feasibility as a research
method in education.

Chapter three was concerned with the historical background of the
school. Chapter four described the procedures, while chapter five was
an analysis of the research. Since the method of research was a case
study, the observer concentrated on all latent and manifest problems of
organizational change in the implementation of Differentiated Staffing
which might have had a direct bearing on staff utilization and
development of instructional programs.

Chapter six was a summary of the study. It consisted of
conclusions derived from the use of content analysis and based on these

conclusions, recommendations were proposed.




CHAPTER II

A REVIEW OF THE LITERATURE

INTRODUCTION

Change is a ruling force in the 1ife of every individual,
institution, and organization. The entire world is caught up in a
vortex of change, a milieu in which the velocity of change accelerates,
while our general ability to cope with it remains constant. Society is
grappling with an age of extreme transiency and fierce urgency and an
infinitely small time span for any particular idea, item or pattern.
Change is omnipresent, instant and seems to be the only constant that
remains.

Technology is today's expressive dimension of change. The
electronic wizardvy of computers defies man to compete. Technology
with its ever increasing efficiency has made obsolescence a goal. Each
invention has to be better and more revolutionary than the last. Change
has become the treadmill which threatens man's existence as an identifi-
able individual.

The educational system of today is in the grasp of dynamic forces
of change. It is being pressurized equally by society's present trend
of accelerating the pace of technological inventions and by its desires
for a person-oriented approach to education.

As a result great demands are being made on those responsible
for education. They are being asked to make the system and the content

taught in it more relevant to the present and future needs of soclety;




to approach learning as a quality of life appropriate to any and every
phase of human existence and not merely as something that goes on in
spatial places called classrooms; to educate people to be whole persons
with their own deep convictions and the ability to do their own thinking
rather than merely having the skills and information to be technical and
executive instruments.

The complex and intricate relationship between education and
society calls for teachers to become facilitators of learning and
molders of character rather than mere dispensers of knowledge in order
that these needs of society be met. Furthermore, the basic educational
system must become open ended. It must allow for creativity and res-
ponsibility on the part of the teachers and pupils as well as adminis-
trators. Teachers and pupils must become directly involved in the
formation of educational objectives, school policies, curriculum and
at every level of decision making.

From the milieu of pressure, assessment and change emerges the
organizational concept of Differentiated Staffing. It appears to be a
conscious attempt to institutionalize self renewal and organizational

renewal within the educational system.

CHANGE AND ADAPTATION IN EDUCATION

Educators today have opportunities and challenges that are unpre-
cedented in history. The climate for educational research and experimen=-
tation is highly favorable. Education is of special interest to both
individual citizens and public and private institutions. According to
Ruth Anshan, interest in education has been intensified because

Man has entered a new era of revolutionary history,
one in which rapid change is a dominant consequence ... noO
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civilization has previoule had to face the challenge of
scientific specialization.
Technological advances today are capable of extending the

capacities of man to limitless possibilities. This results in rapid and

highly visible change, which in turn, results in a new awareness. Robert

Oppenheimer describes this awareness in terms of experiencing a newness.

In an important sense this world of ours is not a new
world, in which the unity of knowledge, the nature of human
communities, the order of society, the order of ideas, the
very notions of society and culture have changed and will not
return to what they have been in the past. What is new is new
not because it has never been there before, but because it has
changed in quality. One thing that is new is the prevalence
of newness, the changing scale and scope of change itself, so
that the world alters as we walk in it, so that the years of
man's life measure not some small growth or rearrangement or
moderation of what he learned in childhood, but a good up-
heaval. What is new is that in one generation our knowledge
of the natural world engulfs, upsets, and complements all
knowledge of the natural world before. The techniques, among
and by which we live, multiply and ramify, so that the whole
world is bound together by communication, blocked here and
there by the immense synapses of political tyranny. The global
quality of the world is new: our knowledge of and sympathy
with remote and diverse peoples, our involvement with them in
practical terms, and our commitment to them in terms of
brotherhood. What is new in the world is the massive character
of the dissolution and corruption of authority, in belief, in
ritual and in temporal order. Yet this is the world that we
live in. The very difficulties which it presents derive from
growth in understanding, in skill, in power. To assail the
changes that have unmoored us from the past is futile, and in
a deep sense, I think, it is wicked. We need to recognize
the change and learn what resources we have”.

American society is experiencing a rapid change and the schools

L1van Illich, "Deschooling Society," World Perspectives, Vol. i,
ed., Ruth Nanda Anshan (New York: Harper and Row Publ. Co., 1871),
pp. ix-x.

2W.G, Bennis, K.D. Benne and R. Chin (eds.), The Planning of
Change (Toronto: Holt Rinehart and Winston Inc., 1869), pp. 1-2,
citing Robert Opennheimer, 'Prospects in the Arts and Sciences,”
Perspective U.S.A., (Vol. II, 1855), pp. 10-11.
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are caught in

.+ « o the flow . . . . of changing manpower needs and

allocation; of the vast explosion of knowledge and the re-
structuring of many of the academic disciplines; of the forment
in the study of education and the encouragement of experimenta-
tion and innovation; of the unrest among minority groups,
students, parents, and teachers who no longer submit to being
passive onlockers of the decision-making processes which affect
them; and of the changing characteristics of the teaching pro-
fession and its ability to deal more effectively with the
complex educational problems of children.

In a society that is constantly changing, adaptation and readjust-
ment are constantly necessary. Adaptation is highly complex and involves
many diverse psychological, social and physical elements. To see the
problem of adaptation in clear perspective, it must be recognized that
the several aspects of a situation may be changing at different rates
of speed. Herbert A. Block and Melvin Prince say that there are three
considerations in studies of adaptation: "(1) the adaptational situa-
tion in a complex of many parts; (2) these parts are in a state of con-
tinuous change; (3) the rate of change is not the same for all partsa"q

In terms of the impact on schools and individual life adjustments,
the experience of change is unique and crucial. Adaptation to change
creates unforeseen difficulties. The future is being viewed as merely
an extension of the past and is not taking into account the scientific
and technological dimension. A knowledge of the crucial factors contri-

buting to change in society, and thereby change in education, may enable

us to modify and control its direction and ease the tensions of adaptation

3. Goldhammer, et al., Issues and Problems in Contemporary
Educational Administration. Centre for the Advanced Study of Educational

Administration, (Eugene, Oregon, 1967), p. 2.

YHerbert A. Block and Melvin Prince, "Social Crisis and Deviance"
Theoretical Foundations {New York: Random House, 1967), p. 24.
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and acceptance.

August Kerber believes that

. . . the present rate of change has somewhat the effect of a
war, in which education is put on a stand by basis, and continual
excessive demands are made on it without its having the privilege
of determining the direction of action. The tragedy is not that
of education, but of society, which has put itself in this
posture of affairs. When society rings hollow, all its agencies
become purposeless. The greatest oratory is lost on the ears of
an individualistic mass. The appeal_to purpose is like trying
to substitute an edifice with words.

Change in itself is not bad but it must be along lines that men
can understand. It is necessary therefore that society in general and
educators in particular be alerted to their real social responsgibilities,
and 'mot stand helpless while the disfunction of society proceeds with
the onslaught of massive change,"6 Kerber and Smith emphasize some

general observations:

1) At all times society, not the schools, is responsible for
its deepest problems.

2) If the schools are to serve society well at any time,
and crucially in times of change, the schools should be given

a clear mandate to inculcate values appropriate for continuing
the growth of society.7 :

The authors feel that the schools can be the source of leadership

and the resource of new values to apply to a new world.

Charles Frankel, in his article, "Third Great Revolutions of Man-
kind," recapitulates the rate and kinds of historic changes. He, like
Oppenheimer, says that what is mew in society today is the accelerated

tempo of change. He believes that:

SAuguSt Kerber and Wilfred R. Smith, Educational Issues in a
Changing Society (third edition; Detroit: Wayne State University Press,
1968), p. 10.

61pid., p. 11.
71bid., p. 11.



in

. . . the quickened tempo represents an unprecedented
challenge to the human ability to adjust to social change. It
took man roughly 475,000 years to arrive at the Agricultural
Revolution. It required another 25,000 years to come to the
Industrial Revolution. We have arrived at the Space Age in a
hundred and fifty years - and, while we do not know where we
go from here, we can be sure that we shall go there fast.®
Paul Sullivan reiterates this thought and carried it further. He
believes that because of the transience of the present and the unpredict-
ability of the future, preparing a child for independent action is
essential. The child must cope with the future . Therefore, as Wilfred
Smith and Sharon MacLaren believe, "Education must meet the challenge of

the age,"lo

It cannot go back and it cannot remain as it is. It cannot
preserve the present industrial-age values nor return to the simple values
of the agricultural era. The task of education is to constructively in-
corporate the problems that arise from man's new relationships to his
environment, namely: '"man'‘s capacity to annihilate himself; man's
virtually unlimited information capacity; and man's leisure time, with

the perennial challenge of building a purposive life of justice,

efficiency and creativity, and beau‘ty.”ll

8Charles Frankle, "Third Great Revolution of Mankind" The New York

Times Magazine, (February 9, 1958), pp. 11, 70-71, 78, cited by A. Kerber
and W. Smith, Educational Issues in a Changing Society (third edition;
Detroit: Wayne State University Press, 1968), p. 1.

%Paul Sullivan, "The Emerging American Family" (Unpublished
Manuscript, WSU, 1967), cited by A. Kerber and W. Smith Educational Issues

in a Changing Society (third edition; Detroit: Wayne State University
Press, 1968), p. 29.

10yi1fred Smith and Sharon MaclLaren, Challenges to the Further
Curriculum cited by A. Kerber and W. Smith, Educational Issues in a
Changing Society (third edition; Detroit: Waynme State University Press,
1968), p. 462.

111pid., p. 463.
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Factors Contributing to Accelerated Change in Society and in

Education. In any point in time, a society is described by its own
particular types and arrangements of social structures and adaptability
to change. In our present day, educators in seeking to isolate the cause
of rapid change in society and its effects on our education system have
found it necessary, first of all, to elaborate on the savor of change,
its direction and its implications.

Bennis, Benne and Chin say that 'change is an alteration of an
existing field of forces . . . . The implications are monumental . . . .
stability is an illusion, the myopia of the rigid and/or the unimaginative

. . . Changes involve a force field with high tension or low tension
. . . . we have choice in change . . . . we can control some forces and
not others . . . . we can increase tension or decrease it,”lz

Ftzioni states that the determinants of social change arise from
within society itself and that the longest, deepest and most important
controversy lies "between those who see the prime moving forces of human
history in the spiritual sphere and those who see it in the material one;
between those who stress the role of ideas and those who stress the role
of economic factors; between those who stress the role of culture and
those who stress the role of technology,”l3

Goodwin Watson states that 'change may evolve from within a

social system or come by adoption or adaptation from outside gt

12yarren G. Bennis, Kenneth D. Benne and Robert Chin (eds.), The
_Planning of Change {Toronto: Holt Rinehart and Winston, Inc., 1969), p. 315.

13pmitai Etzioni and Eva Etzioni, Social Change: Sources, Patternms
and Consequences (New York: Basic Books Inc., 1964), p. 7.

Weoodwin Watson (ed.), Concepts for Social Change (Washington,
D.C.: National Education Association, 1969), p. 1l.
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Unruh and Turner in discussing the direction of change today
contend that ''probably one of the most dramatic areas of change relates
to concepts of knowledge and space. Continuing exploration of space,
experiments in communication via Telstar, and space travel are affecting
industries, professional practices and just plain people in all walks of
life,ntd
Husen and Boalt point out several implications of change. They
state that 'change caused during modern time by new technology and new
forms of cooperation between people have given rise to new, constantly
changing demands on the individual in his capacity as a citizen and as
a holder of an occupation,”l6
As has been previously mentioned schools are expected to be
responsive to the needs, hopes and aspirations of society. Consequently,
the greatest impact of rapid change has been on the educational system.
David Street says that since the mid-century there have been three crucial
developments which have accelerated change in society and as a result
have produced a heightened awareness of the educational system as a basic
integrative element of this society:
1) The change in technology and values of society which
have put a new premium on educational attainment as the criter-
ion for entry into the labor force and for assessing social
worth.
2) The rise of racial protests and demands have thrown the

schools into crisis and have led to a popular recognition of
the inadequacies of urban school ing.

lSAdolph Unruh and Harold E. Turner, Supervision for Change and
Innovation (Boston: Houghton Mifflin Co., 1970), p. 175.

167opsten Husen and Boalt Gunner "Educational Research and
Educational Change" The Case of Sweden (New York: dJohn Wiley & Sons,
Inc., 1968), p. 25.
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3) The national reaction to Sputnik has produced a new
concern with quality and curriculum in higher education,
leading in turn to a new ipterest in innovation in secondary
and elementary education.

Richard Miller identifies four general values which are fundamental

to change, despite the fact that they are not often considered in relation

to it.

1) Deep and strong beliefs in the democratic way of life.
2) Equality of opportunity.

3) Material Progress.

4) Belief in the importance of cszducaﬁ:iow:l.3‘8

Furthermore, Miller isolates four factors that have contributed
specifically to educational change.

1) The Cold War with its need for science and mathematics programs.
2) The phenomenal growth of the knowledge of industry.

3) The pressures from outside the realm of professional education.
u) Advances in the behavioral sciences .19

Unruh and Turner list the following causes as having a direct
bearing on society's demands for change within schools:

1) The new meaning and importance given to the field of
international relations because of the emergence of new nations
from colonialism to full participatory nationhood.

2) The industrialization of predominantly agricultural
rural areas resulting in rapid and frequently traumatic up-
sets in traditional social, political, economic and cultural
patterns.

3) The mobility of people and the impact created by non-
resident power and influence upon the school. Mobility enhances
exposure to many kinds of educational programs. This results in
criticism and evaluation of ongoing programs.

4) The debilitating effect of inflexible school construction

17pavid Street (ed.), Innovation in Mass Education {(Toronto:
Wiley Interscience. John Wiley and Sons Ltd., 1969), pp. 102.

lgRichard . Miller (ed.), Perspectives on EBEducational Change
(New York: Appleton-Century Crofts, 1967), p. 2.

191bid., pp. 5-6.
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and staffing patterns.
5) Development of day care centres,QO
Because of the intimate relationship between education and
society, the nature of change, its direction with its implications in
society in general should be reflected in education. However the rapid-
ity of initiation of approaches to imnovative instruction to meet modern

needs, has not by any means equalled accelerated change in society.

Factors Influencing the Demand for Change in School Organizations. N

Education has recognized the individual difference of students and has
attempted to individualize instruction. However, limited attention has
been directed toward the individual difference of teachers in experience,

interests, methods, training, personality or teacher preference.

According to Jackson

. this disparity has allowed only minimal success in
individualization. Teachers are seen as intellectual and
psychological equivalents and are assigned essentially the same

authority and responsibility.
While the market seems to be flooded with teachers, in reality

there is a shortage of teachers committed to the profession as a life-long

career. John Chafee suggests that

. . . although the number of men and women training to enter
the teaching profession is increasing, nearly 30% never teach,
and at least 60% of those who do teach leave education during

the first five years.

20Unruh5 op. cit., p. 176,

21Philip W. Jackson, ""The Teacher and the Individual Differences"
Individualizing Instruction, Sixty-first Yearbook, Part I (Chicago:
University of Chicago Press, 1962), p. 76.

22John Chafee Jr., "First Manpower Assessment,” American
Education Journal, 5:11, February, 1969.
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In explaining the reasons for this predicament, Chafee points out
the following:

1) Schools are competing with other segments of our service
oriented economy for the same skills possessed by good teachers.

The other segments offer higher salaries and greater opportunities
for professional advancement.

2) Potential teachers have experience as students and are

aware of the frustrations seemingly inherent in education, that
is, the rigid salary schedule, the lack of distinction between

duties of beginning and experienced teachers, no real opportunity

for advancement as a teacher, little involvement in basic policy
decision making, the lack of prestige in teaching, few opportun-
ities for creativity, and the lack of cooperation between the
administration and the teachers.

Today, the respect is for administration not teaching. There is
no equivalent appeal in status, authority, or salary that compares with
that of administration. Therefore, there is a need for an alternative
for teachers by creating a new promotional track within the educational
organization so they may attain levels equivalent to some administrators
and beyond others

. . . a track based on added responsibilities, reorganization

into collegial relationships between teacher and administrators,
and involvement of teachers at all levels in decisions relating
to the instructional programsﬂu

The nature of teacher training programs has also created a demand
for change in school organizations. In fact, the teacher trainees as well
as the teacher training programs are "major barriers' to progress.

According to John Macdonald the majority of the enrolees in

teacher training institutions

_ . . are middle ranking in ability and performance . . . . the
primary appeal of teaching as a career is to a narrow segment of

231pid., p. 12.

241pid., p. 12.
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society, to the sons and daughters of lower-middle-class
families on the fringe of the working class and upper-working-
class families on the fringe of the middle class.2®

When the trainees go into the schools, they find that these are
controlled by persons like themselves, and they have their middle-class
value systems confirmed and reinforced. In turn, they transmit these
values to their students.

There is, therefore, an ensuing conflict in ideals, values, and
preference systems between lower middle class teachers and established
middle class parents with their children. "For that matter,'" says
Macdonald, "the fact that teacher education institutions as they have
hecome more closely identified with universities, have accepted estab-
1ished middle class values, accounts in part for their failure to leave
a permanent impression on students,”26

Technology has also made its impact on the school organization,
especially in "the instructional media and the area of tools for diagnosing,
prescribing, implementing, and evaluating the components of the instruc-
tional sys”cem.”z7 Conte and English believe that the effective and
creative use of all these requires specialization in training and res-
ponsibility.

They also point out that

. . the rising costs of education are making the public balk

at bond issues because they don't want to pay more for a system
+hat wastes resources and is failing. This is especially true

2530hn Macdonald, "A Social Psychologist Looks at Teacher
Education," Education: A Collection of Essays on Canadian Education
(Toronto: W.J. Gage & Co., Ltd., 1967), p. 118,

26Macdonald, Ibid., p. 119.

27Joseph Conte and Fenwick English, "Impact of Technology on
Staff Differentiation,” Audiovisual Instruction, 14:108, May, 196S.
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in the urban area. The traditional and central administrative
power structure is oblivious to demands for flexibility and
application of new ways to design educational programs based
on student needs as they are in reality.?8

Hedges suggests that

. rising militancy is telling education something it
should have known or predicted long ago. Increasing teacher
specialization and competence mean that roles within the
present educational structure are in the process of change.
There is an increasing need for high specialization and ad-
vanced training. Teacher tasks have become increasingly
complex, responsibilities have multiplied, and the demands
for competence in many content areas have increased. The
teacher is expected to wear many hats. Education has re-
cognized the need for specialized knowledge and training in
some areas (librarian, reading diagnostician, music, art,
foreign language, consultants, speech and hearing and guidance
consultants).

John Rand adds that

. the teacher has become more militant and has expressed
a desire to capture professional autonomy, independence, some
control over teaching standards, involvement in recruiting,
direction over educational goals, and the methods-means selected
to teach them. This movement for change has necessitated re-
thinking who is most competent to make instructional decisions
and how to affix responsibility.30

In short, teachers want formal involvement and decentralization
of the decision-making process.
In summary, the lack of an individualized approach to teachers,

a minimum of authority, status and opportunity for advancement, a poor

salary, reinforcement of middle class value systems in teacher training
and technological developments are all specific factors contributing to

the acceleration of demand for change in school organization,

281pid., p. 108.

28yij1iam D. Hedges, 'Differentiated Teaching Responsibilities
in the Elementary School,” National Elementary Principal, 47:u48,
September, 1967,

30y, John Rand, "A Case for Differentiated Staffing,” Classroom
Teachers Association Journal, 65:29, 33, March, 1969,
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DEVELOPMENTS RESPONSIBLE FOR GROWING INTEREST IN DIFFERENTIATED STAFFTING

Flexible ways must be devised for organizing education for a rapidly
changing society. Fenwick English and Larry Frase are convinced that

. . . time, space, staff and objects are the building blocks
of any school form. A static organization of any one of these
means a less effective learning environment. It is not so much
how the blocks are arranged that matters, but the permanency of
such arrangements.

Corwin argues that part of the problem is a structural lag in
our school systems and he feels that creating more differentiated special-
ized work roles within teaching can be viewed as a response to this lag,32
Corwin believes that "there are specific inter-related develop-
ments that are largely responsible for a new division of labor known as

Differentiated Staffing.”33

He argues that

. . . teachers have reluctantly assumed more and more
responsibilities for a remarkable variety of new functions.
Developments such as pressures to prepare increasing numbers
of children for college, and deterioration of inner-city schools
have demonstrated that true individualized instruction is
impossible as long as teachers have to coge5 unaided, with a
multitude of tasks and responsibilities.3

Cooper says that the concept of Differentiated Staffing has been
pushed into the educational spotlight as a possible means of solving

certain problems which beset education. He proposes these six reasons:

3lpenwick English and Larry E. Frase, "Making Form Follow
Function in Staffing Elementary Schools,' National Elementary Principal,
51:60, January, 1872.

32Ronald G. Corwin, "Enhancing Teaching as a Career," Today's
Education, Special Journal Feature, (Washington, D.C.: National
Tducation Association, March, 1969), p. 3.

331bid., p. 5.

341bid., p. 4.
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1) As information and knowledge is discovered and created
at an astounding rate, there is growing recognition that a single
teacher cannot adequately perform all the needed classroom tasks.
The job is too great for one person to be effective . . . . Class-
room tasks need to be subdivided and performed by persons
competent to perform them., Differentiated Staffing offers a
framework and an approach to accomplish this division of functions.

2) The financial crises that are facing municipalities have
lead the taxpayer to conclude that all teachers should not be paid
equally regardless of their competence. Differentiated Staffing
remunerates teachers differently for performing different functions
and for assuming different levels of responsibility.

3) There is increasing discontent with traditional classroom
instruction. Many see it as an antiquated system which does not
recognize individual differences, among either teachers or
students. Differentiated Staffing is being viewed as a way of
attracting and holding good career teachers.

4) Related to the reorganization of the school structure is
the issue of shared decision-making power between administrators
and teachers. Teacher militants have pressed hard for more real
authority in the governance of schools. Differentiated Staffing
offers a way of democratizing the governance of schools by
increasing the authority and power of classroom teachers.

5) Many new curriculum and organizational reforms call for
new teacher competencies. It is impractical to think that all
the teachers who need retraining will be able to acquire all the
new skills and knowledge. Differentiated Staffing is seen as
making an allowance for the new skills and knowledge to be
distributed among different teachers.

6) The economic problems harrassing public education force
a look at new ways of better utilizing school personnel. By
differentiating teacher functions, many of which do not require
full-time teachers, schools can make better use of personnel
who might ordinarily not be available to them. 35

DIFFERENTIATED STAFTING

Overview and Definition. To differentiate a teaching staff

means to separate it by different roles. There is no set definition of
a differentiated staff, since at this time many models with a variety

of bases are being proposed, developed, and tried.

35James A. Cooper, Differentiated Staffing, (Toronto: W.B.
Saunders Company, 1972), pp. 1-3.
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In an attempt to define Differentiated Staffing educators have
had to face the fact that

_ there is no one definition of Differentiated Staffing
because there is no absolute rule or set of rules which apply to
a differentiated staff. Rather, there are many interpretations
as to what Differentiated Staffing is, some which represent far
reaching educational change and others which are a modest attempt
to merely change an instruction program. In any case, Different-
iated Staffing is an organization of the educational staff.36

James Cooper states that

. . although there are many possible variations of the
term Differentiated Staffing, the concept implies dividing the
global role of the teacher into different professional and para-
professional subroles according to specific functions and duties
to be performed in the schools, and according to particular
talents and strengths evident within the human resources of any
given school community .37

James Cooper also points out that regardless of the semantics
employed in arriving at an explicit definition, a basic factor that
cannot be overlooked is that "Staff Differentiation in its full meaning
recognizes the necessity for concurrent changes in scheduling,
curriculum, decision-making power and individualization of instruction."38
The National Commission on Teacher Education and Professional
Standards proposes the following tentative definitions:

A plan for recruitment, preparation of staff personnel for
the schools that would bring a much broader range of manpower
to education than is now available. Such arrangements might
facilitate individual professional development to prepare for
increased satisfaction, status and material reward.

36richard A. Dempsey and A.J. Fiorino, Differentiated Staffing:
What It Is and How It Can Be Implemented (Swarthmore, Pennsylvania: A.C.
Croft Inc., 1971), p. 1.

37James Cooper, op. cit., p. 1.
381pid., p. 1.

39National Education Association, National Commission on Teacher
Education and Professional Standards, A Position Statement on the Concept
of Differentiated Staffing (Washington, D.C.: The Commission, 1969), p. 2.
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Under a Differentiated Staffing arrangement education
personnel would be selected, educated and deployed in ways
that would make optimum use of interests, abilities and
commitments and afford them greater autonomy in determining
their own professional development.

Allen and Kline describe Differentiated Staffing in terms of
its aim.

Differentiated Staffing aims to integrate the three concerns
within human life--people, education and jobs. It can begin
when school is seen as the blending of an assortment of
individual talents, abilities, services and activities into a
unified function, the education of individuals. ®*l

Don Barbee offers yet another definition:

Differentiated Staffing is a concept of education that seeks
to make better use of educational personnel. Teachers and
other educators assume different responsibilities based on care-
fully prepared definitions of the many teaching functions.
Differentiated assignments of educational personnel goes beyond
traditional staff allocations based on common subject matter
distinctions and grade level arrangements and seeks new ways of
analyzing essential teaching tasks and creative means of imple-
menting new educational goals.H?

Roy A. Edelfelt, executive secretary of the National Commission
on Teacher Education and Professional Standards, N.E.A., says that

Differentiated roles means assigning personnel in terms of
training, interest, ability, aptitude, career goals, and the
difficulty of tasks. The differentiated staff idea provides a
chance to structure a school faculty so that personnel are en-
couraged to proceed with their own professional training and
development to prepare for increased responsibility and status
with accompanying increases in compensation,t3

401pid., p. 6.

Hlpwight W. Allen and Lloyd W. Kline, "A Differentiated Teaching
Staff," National Business Education Quarterly, 37:35, May, 1969.

42pon Barbee, 'Differentiated Staffing: Expectations and Pitfalls,"
TEPS Write-In Papers on Flexible Staffing Patterns No. 1, {(Washington,
D.C.: QNational Commission on Teacher Education and Professional Standards,
National Fducation Association, March, 1968), p. 6.

LLSRoy A. Edelfelt, Redesigning the Education Profession {Washington,
D.C.: National Commission on Teacher Education and Professional Standards,
National Education Association, January, 1869), p. 6.
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James Lewis Jr. defines Differentiated Staffing in terms of

. a process by which the teaching staff is divided into
a number of categories according to their various roles and res-
ponsibilities which have been jdentified by the teaching-learning
task. In this way, maximum use is made of teacher interests,
talents, and capabilities, so that a learning environment is
provided which facilitates the implementation of various programs
geared to individualize and humanize the total school educational
program.

Summing up the ideas presented in all the given definitions,
Coleman and Wallin have come up with a more inclusive and more analytical
definition.

Differentiated Staffing is a staff utilization pattern that
offers:

1) a career pattern in teaching that does not inevitably
lead out of the classroom into counselling or administration;

2) a more manageable teaching assignment, with improved
matching of qualifications and interests to responsibilities;

3) a structure for decision-making, goal setting, and
evaluation in which teachers play a leading part (a collegial
structure);

4) a salary schedule emphasizing contributions rather
than seniority and training;

5) a flexible instructional pattern open to innovation at
the level of each of the school's working units; a pattern that
readily accommodates consultants and paraprofessionals, a variety
of student/teacher groupings, and a wider range of curricula M5

Fenwick English sees the differentiated staff as Yeducation'’s
emerging technostructure, a new blend of the technical and managerial
sub-system within school districts by which tough instructional problems

ultimately may be solved. '

Y% James Lewis Jr., Differentiating The Teaching Staff (West Nyack,
N.Y.: Parker Publ. Co., Inc., 1971), p. 18.

4YSpeter Coleman and Herbert A. Wallin, "A Rationale for Differ-
entiated Staffing," Interchange, 2:29, 1971.

% penwick English, "The Differentiated Staff: Education's Techno-
structure,' Educational Technology, 10:25, February, 1870.
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Goals of Differentiated Staffing. While it is evident that

there is no consensus in the definition of Differentiated Staffing, there
is agreement as to its goals.

Staff Differentiation is not a new concept nor is it a new
practice. It simply is another word for work specialization. Melton says
that

Work specialization is as old as man and exists in all human

institutions. Churches, states, virtually all organizations are
based on the division of labor, the subdivision of roles, and
their interaction to produce a desired outcome. Schools are as
complex as other social institutions, if not more so.%7

Management experts are aware of this and as a result are pointing
to the great problem that has been with educators since 1848, that is,
the lack of specificity in the teaching-learning tasks. James Lewis
states that "until such problems are clarified, there will remain a vast

untapped resource of teacher talent.!" S

The Management experts therefore
"are calling for a more logical approach to the formation of an educa-
tional system--a system which is built on principles of task analysis and
job specifica‘tion,”49 The system of Differentiated Staffing spells out
specific job responsibilities.

As far back as the Quiney Grammar School in 1848 or even with
the founding of Johann Sturn's gymnasium at Strassbury 1507-89, all
teachers were expected to teach all subjects.

It may have been possible to train teachers in the nineteenth
century to be master generalists but the proliferation of knowledge in

the twentieth century together with mass media communication have

spelled the obsolescence of the self-contained classroom teacher.

47Melton5 op. cit., p. 2.

48James Lewis, op. cit., p. 25.
%91pid., p. 26.
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Silberman states that "to try to teach the entire range of

abilities at one time is a task that is as exhausting as it is futile,”so

This type of teaching, according to English and Sharpes,

consists mainly of talking or telling to groups of be-
tween twenty-five and thirty children for periods or segments of
the school day, divided into time for spelling, arithmetic, social
studies, physical education, and the like at the elementary level.
The impact upon the instructional program has been a non-achieve-
ment-based school in which materials for one grade are jealously
guarded by teachers for fear of encroachment into their territory.
Pupils interests and abilities are flattened out in order to make
the system work smoothly. Promotion does not represent achieve-
ment; it represents time served.>l

Not only has instruction been hampered by the subject-matter-time
schedule, but teacher relations and teacher growth have been stinted.
English and Sharpes state that

Interaction among teachers is strictly circumscribed, if not

by design by default. Teaching has become known as the lonely
profession and colleague interaction is confined to the faculty
lounge. Teachers sometimes have difficulty dealing with each
other . . . . The box-like structures of the traditional school
reinforces a strictly enforced (spatially and otherwise)
egalitarianism that is largely indifferent to actual teacher
performance or pupil need. The graded school demands a graded
curriculum,.®?

One of the consequences of the graded structures was the loss of
the most talented teachers. These were either promoted out of a class-
room situation into administration, or because of a lack of teaching
career ladder, they left the teaching profession to find self-satis-

faction and promotion in other fields of work, particularly in industry.

According to Dr. Richard Dempsey and Dr. A. John Fiorino the

50charles E. Silberman, Crisis in the Classroom (N.Y.: Random
House Inc., 1971), p. 268,

Slrenwick English and Donald K. Sharpes, Strategies for Differ-
entiated Staffing (Berkeley, California: McCutchan Publishing Corporation,
1972), p. 10.

521bid., p. 11.
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following goals are included in all discussions of differentiation:

1) +the improvement of teaching (instructional);

2) individualization of instruction;

3) better utilization of the unique abilities of individuals
(teachers and pupils);

L) providing a career in the classroom for educators;

5) operating from the strengths of a teacher;

6) placing a person at the level at which he best functions;

7) involving teachers in decision-makingj;

8) allowing teachers to regulate their profession.

53

A change in the school staffing design is imperative, S.A. Larl
urges that "serious consideration should be given to the concept of
Differentiated Staffing if the education profession hopes to improve the
teaching-learning environment for pupils and teachers alike in the
Sk

decade ahead."

History of Differentiated Staffing. The genesis of Differentiated

Staffing was brought to fruition during the 1960°'s but the concept orig-
inated with the Lancastrial School. Also known as the Monitorial Method.
"The Monitorial School possessed a teacher-student personnel hierarchy,
which was divided on the basis of instructional and discipline
responsibilities.,”5

Around 1840 the differentiated Monitorial School was replaced by
the Quincy School which "adopted the Lancastrian curriculum model but
did away with the personnel hierarchy that had dominated American

education for 40 years,“56

53Dempsey9 op. ¢it., D. 2.

5kg A, Earl, "Differentiated Staffing," Designs for the Seventies
Frank D. Oliva and E.L.Koch, editors (Calgary, Alberta: University of
Calgary, Dept. of Educational Administration, 1970), p. 19.

S5Fenwick English and Raymond G. Melton, "Differentiated Staffing
and Physical Education,' Arizona Journal of Health, Physical Education
and Recreation, Fall, 1971, p. 19.

56Raymond G. Melton, “"Differentiated Staffing: An Historical
Precis and Model Analysis," Career Opportunities Program Assistance
Bulletin, February, 1972, p. 3.
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However, it was not until 1954 that educators, meeting at a
National Conference on the utilization of professional manpower began to
look at the traditional teacher and personnel arrangements in the school.
Speaking at this Conference, Henry Chauncey identified two major problems
in this area:

1) the lack of people with the proper skills to £ill openings;
2) +the level of skill criterion.

The Conference produced the following recommendations pertaining
to better utilization of professional manpower:

1) The transfer of work from professional persons to
technicians and assistants.

2) The increased use of capital to permit the full employ-
ment of professional skills.

3) Incentives to prevent the wasteful turnover of profession~
ally~trained personnel.

4) New work patterns to improve the total output of
professionals and semi-professionals working in concert.

5) Reassessment of the appropriateness of the education and

training of professional persons.

6) Improved leadership and administration.>®

Aspects of differentiation were then espoused by Lloyd Trump959

Robert Bush and Dwight Allen.®0 The philosophical base was set out by

Myron Lieberman.®l The original model of Differentiated Staffing was

developed by Dwight Allen and presented to the California State Board

571bid., p. 3.

S8Henry Chauncey, '"More Effective Utilization of Teachers," The
Utilization of Scientific and Professional Manpower (N.Y.: Columbia
University Press, 1954), p. 135.

595, Lloyd Trump and Dorsey Baynham, Guide to Better Schools:
Focus on Change (Chicago: Rand McNally, 1967).

60Robert Bush and Dwight W. Allen, A New Design for High School
Education: Assuming a Flexible Schedule (N.Y.: McGraw Hill Co., 1964).

61c, Myron Lieberman, The Future of Public Education (Chicago:
University of Chicago Press, 1960), pp. 95-100.




of Education in April 19662, It was later altered into the first truly
operational models being used at present in Temple City, California and
Mesa, Arizona.

Possible Outcomes of Differentiated Staffing. Differentiated

Staffing is a specific response to the current need for individualized
instruction in our monolithic depersonalized educational establishment.
Allen and Morrison state that
Differentiated Staffing is not intended to fashion new
hierarchies within or to bureaucratize further the existing
order. Rather it is intended to make the teaching role manage-
able, to release the fullest potential of the teacher for the
benefit of the student by liberating the teacher from outmoded
educational concepts which pressure him into being all things
to all students.53
One of the major weaknesses of current educational staff deploy-
ment is the absence of a career ladder in teaching. There is no full
leadership position for the classroom teacher. Rewards are based on
time and experience. Able people are attracted to education but are
not retained because "power and prestige are not in the classroom.”64
Differentiated Staffing should help to provide a career pattern
among teachers. Dempsey believes that "it creates within the classroom

different levels of responsibility and reward, and thus provides the

opportunity to advance while teaching.”65

62Dwight W. Allen, "A Differentiated Staff: Putting Teaching
Talent to Work," The Teacher and His Staff, Occasional Papers No. 1
(Washington, D.C.: National Commission on Teacher Education and Profes-
sional Standards, National Education Association, December, 1967), p. 10,

63Dwight W. Allen and Gary L. Morrison, "Differentiated Staffing
and the Non-Professional: A Need for Educational Personnel Development,'
Journal of Research and Development in Education, No. 2., 5:51, Winter,
1972,

Otyit1iam Hedges, op. cit., p. H48.

65Dempsey5 op. cit., p. 5.
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The teachers are given freedom from non-teaching tasks. Teachers
are given a chance to become specialists in an age of specialization.
Hedges claims that this is important because 'teachers as generalists are
no longer able to perform in the era of the knowledge explosiono”66

Differentiated Staffing, which provides for promotion as a teacher,
not as an administrator, may significantly improve teaching as a career.
R.G. Corwin provides a full statement of the possibilities.

Differentiated work roles can be arranged in such a way as
to provide meaningful career ladders for teachers, which should
result in more equitable rewards for those most committed to
their work., Career ladders may increase internal competition
among teachers within a particular school, but this would cir-
cumvent the dead-end quality of teaching as it is presently
constituted, which seems to have prompted many teachers to
leave the classroom. In addition to increasing commitments to
teaching in general, career ladders could be used to increase
commitment to specific fields within teaching. It soon will be
possible to use promotion as a reward for teachers who have
been effective in dealing with certain types of problems--
working with disadvantaged children, for example--without
requiring them to forsake their areas of specialization. It
is this characteristic, more than any other, that could
transform teaching from a job to a career,

In quoting from the Prospectus of the National Commission on
Teacher Education and Professional Standards, Dr. Earl agrees that:
The job of the teacher has become unmanageable. The self-
contained teacher and the self-contained classroom and the
self-contained school are obsolete. No single individual has
the competence, energy and time to deal effectively with all
the responsibilities assigned to one teacher.08

From the point of view of public relations the implementation

of Differentiated Staffing is very important since, according to Fenwick

66Hedges9 op. cit., p. 50.
67Corwin, op. cit., p. 55.

68Earl, op. cit., p. 20.
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English,
. it is becoming harder and harder to justify the money
spent on an educational system which does not seem to be meeting
the needs of today's society. Changes to meet these needs are
necessary if public confidence is to be maintained. 69

In this period of competition for tax revenue, the differentiation
of tasks can be demonstrated to show the public that it really is getting
full value for its tax dollar.

Teacher preparation is also affected by a differentiation of the
teaching staff. Specialization calls for a different and more highly
developed training than did the traditional approach to teaching. Special-
ization calls for a generalist's training followed by extensive inservice
or staff education. Furthermore, teachers will be expected to acquire a
certain amount of expertise in working with youth and in the conveyance of
subject matter, as well as a greater expertise in learning theory. The
university and school systems will have mutual responsibility in the pre-
paration of teachers. Through differentiation on the basis of a career
ladder, induction to the profession might become more natural and gradual,
with new graduates continually feeding into the schools while experienced
teachers come back to the campus. Furthermore, theory and practice might
become more realistically related, and career-long education and re-
education might be built in from the beginning.

Differentiated Staffing patterns also call for the use of

community resources and non-professional educators to be involved in the

school program as regular contributors. Borstad and Dewar have researched

89Fenwick English, "Et Tu, Educator, Differentiated Staffing?
Rationale and Model for a Differentiated Teaching Staff,” TEPS Write-In
Papers on Flexible Staffing Patterns No. 4 (Washington, D.C.: National
Commission on Teacher Education and Professional Standards, National
Education Association, August, 1969), p. 3.




the problem of the paraprofessional in the United States and have this
to say about their use in the school system:

With more and more children to be educated, and with more
and more abilities, skills and information that children need
to learn, the supplementary tasks that the teacher must perform
loom larger as an impediment in the classroom. The teacher
should have help in performing these supplementary tasks, and
the paraprofessional is emerging as an excellent alternative.’0

Dwight Allen and Gary Morrison have some definite views on the

use of paraprofessionals for aiding and extending the learning process:

If we are going to make the learning experience meaningful
and rewarding for our students then we must avoid using para-
professionals primarily as disciplinarians, housekeepers or
monitors of student activity. We must begin to involve them in
experience relevant to their own skills and talents and to the
learning growth of students. To give students varied and
valuable educational experiences . . . . we have to start
drawing upon able and creative non-professionals to teach in
those areas where the teacher, his degree notwithstanding, is
really not qualified to teach . . . . The combinations are many
and various. To accomplish this, however, differentiated
staffing must proceed at both the professional and non-
professional levels.7l

In their rationale for team teaching, researchers often present

various theories, ''developed mainly in the discipline of sociology of

work, that stress the value of team approaches. These have generally

two elements, cooperativeness and specialization . . . . Specialization

has been strongly resisted in education."’? Macdonald claims 'that a

34

high degree of functional specialization is becoming essential to teacher

70
the States,'" National Elementary Principal, No. 5, 49:63, April, 1970.

71pllen and Morrison, op. cit., p. 53.

72Peter Coleman, op. cit., p. 31.

Rodney M. Borstad and John A. Dewar, 'The Paraprofessional and
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effectivenesss”73

Elaborating further, Macdonald states that:

The idea of the omnicapable teacher is now a piece of out-
worn ideological baggage which has to be left behind if schools
are to exemplify that efficiency, the demand for which, although
uncertain fluctuating and esily distracted, is the authentic
voice of contemporary society. Educational efficiency requires
that teachers be functional specialists, not generalists. The
concept of functional specialization, although widely accepted
in science and industry, is a radical one in educational circles,
which have not yet committed themselves fully even to subject
specialization. What it means in practice is that teachers are
employed solely in the capacities for which they appear to be
fitted by preparation, endowment, and personal preference. Thus,
they may work with individual children, with small tutorial
groups, with large tutorial groups, with seminar classes, with
large classes, or in a mass-presentation setting. They may diag-
nose, counsel, carry out formal instruction, specialize in remedial
teaching or engage in any of the other tasks now left to the
historical teacher. They may even prefer a purely supportive
function, for example, the preparation of teaching materials.
Whatever their role, they will not readily change it. They will
belong to teams whose membership will be representative of
different specialties and will be respomsible for the general
management of instruction.’h

Differentiated Staffing requires the establishment of a new
decision-making structure in which the instructional teams would be the
principal members. Peter Coleman believes that this collegial arrange-
ment should have two main purposes:

1) It should provide a setting for on-site decision-making

about curricula, methods, and students, carried on by the people

who must implement the decisions;

2) It might substantially promote increased teacher effec-
tiveness by increasing the visibility of the teacher.’9

73John Macdonald, "'Teacher Education: Analysis and Recommendations,"
The Teacher and His Staff: Differentiating Teaching Roles, Report of the
1968 Regional TEPS Conference (Washington, D.C.: National Commission on
Teacher Education and Professional Standards, National Education Association,
1969), p. 6.

74Tpid., p. 6.

75Coleman, op. cit., p. 32.
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The collegial group will become the locus of decisions directly
affecting the work of the group. According to Coleman, the effects of
this situation are of two types:

1) Some increased probability of informed and appropriate
decisions;

2) Some gains in effectiveness of the decisions based on the
participation hypothesis: significant changes in human behavior
can be brought about rapidly only if the persons who are expected
to change will participate in deciding what the change will be.’

Differentiated Staffing does not mean merit pay. Merit pay

attempts to delineate qualitative differences between teachers and re-
munerate them accordingly. It usually leaves untouched any change in
instructional responsibilities, and does not alter the decision-making
structure of the organization. The differentiation of pay by job
responsibility is not new to other professions. Rand says that 'the
differentiation is not made because one is better than the other, but

w7 Its base

because they perform different tasks within the same office.
is systematic identification of different kinds of responsibility. How-
ever, the exact nature and extent of the responsibilities assigned to the
various staff levels within a school would be a matter of local option.

Differentiated Staffing as an organizational structure does offer
some exciting alternatives to our traditional staffing patterns. However,
it also poses some seriously adverse implications in its application.

The complexity it introduces in the organization resulted in Firesters'

comment that:

761bid., p. 33.

77TRand, loc. cit.



. . . the more complex the structure becomes, and the greater
the number of inter-related differential parts, the more energy
the organization expends to maintain itself as a system. Sub-
stantive change becomes virtually impossible to make without
radically altering the structure of the entire organization for
change in one part will have repercussions throughout the
structure. Substantive change spurs the organization to
actively resist change.

Tnherent Problems in Implementing Differentiated Staffing. The

strength of Differentiated Staffing is in the process it affords schools
to determine the staffing pattern appropriate to what the school is
trying to accomplish. It is a means, not an end of motivating a school
to know itself and then to determine how it can improve itself in the
provision of learning experiences for young people.

In implementing this innovation, serious consideration must be
given to the effect it can have upon the people concerned, if the transi-
tion is to be smooth and the changes accepted, functional and lasting.
There are legitimate grounds for the reluctance of teacher and community
to abandon the traditional in favor of a functional approach to education.

In general, most communities support the basic traditional school
structure and oppose a radical change. The school has evolved into a
symbol for social mobility and democratic government. It also serves to
evoke nostalgic scenes from the good old days. Parents are much more
inclined to criticize the school because it deviates from the image they
recall than because it is irrelevant to the present day. In developing
a school-supporting element for Differentiated Staffing, it is important
that +the traditionalist’s nostalgic commitment must be considered.

The pupils are bored with the traditional content of

78Lee Fivester and Joan Firester, Differentiated Staffing: Some
Reflections (New York State Education, March, 1970), pp. 27-28.
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instruction, but they do not question the legitimacy of it. School
subjects bear a close resemblance to the functional disciplines of in-
quiry found in the large society and in the academic world. They there-
fopre have velevance only for a miniority of students who will move into
higher education and the established social framework. Yet, when a
school chooses to substitute a life-centered curriculum for the text-
book, both the students and parents rebel. They want the same content
that is used to provide credentials for entry into Universities or the
management echelons of industry.

The traditional curriculum -provides a continuity which gives the
teacher, the student and the community assurance that the educational
ship is on course and that the destination has been clearly identified.
Although the assurance is illusory, it enables both student and teacher
to face each day and week with the composure and grace which seem
necessary for educational dialogue. Not having clear cut tasks to per-
form could initiate traumatic experiences which many practitioners could
not survive.

Teachers need varying degrees of structure, and all teachers need
some. Without the structure, the teacher with a low tolerance for
ambiguities will find the profession psychologically unbearable. Learners,
too, vary in their degree to which they can tolerate confusion. A few
can set their own goals and pursue them with confidence, with little
assistance from the instructor. A few need a clear-cut structure and
constant prodding to reach legitimate goals. The remainder are somewhere
in between. The structure that gives insufficient support can set the
student adrift and make him unwilling to take the risks necessary to

extricate himself. The traditional system supports a sizeable portion of
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the student body. In advocating a change in organizational structure and
especially in decision-making, consideration must be given to implementing
comparable support systems in the innovation.

The traditional school with its multiplicity of rules and regula-
tions provides the teacher with an order which brings him/her fear of
social chaos and irrationality in the classroom into a tolerable range.
The structure of the school day, teacher permissions, attendance,
completed assignments, and movement according to bells, is even older
than the curriculum. Without the structure, it is unlikely that the
traditional curriculum could survive. Therefore, in implementing
Differentiated Staffing, the innovators must build into their structure
the machinery for establishing orderly social processes in the renovated
institution. These provisions must consider not only the enthusiastic
self-directed learner, but the uninvolved as well.

The enthusiasm which often greets innovations is sometimes
short-lived. This temporary popularity might be explained in terms of
the Hawthorme Effect, or waves generated by a national educational fad.
The overall result of such popular movements, quickly received and
quickly discarded, can be negative. Innovators tend to remain oblivious
to the shortcomings of their programs until they have completely
destroyed their opposition. Then the breech is irreparable. The
Differentiated Staffing innovators can easily fall into the tradition-
alist trap, equating mass support with rightness.

The teaching profession is composed of individuals with varying
degrees of professional competencies. Many teachers would be incapable
of devising and managing an individualized, life-centered curriculum
without extensive help. The teacher in a classroom of children progress-

ing in lockstep can control the flow of questions and demands made of



him/her, keeping on top of the discipline as he/she perceives it and
interprets it to his/her class. The teacher placed in the individualized
setting is being asked to nurture the cognitive growth of thirty individ-
uals at thirty different developmental stages and at thirty different
rates. The teacher with a minimum of professional competence may find
such a task overwhelming. The Differentiated Staffing innovators should
point out curriculum materials, helping personnel, and technical aides to
enable the teacher to complement his/her inadequacies and successfully
manage the classroom.

The teaching profession is also composed of practitioners driven
by a variety of motives. Many may lack a concern for the development of
an effective, functioning individual. Some teachers get certified as an
insurance policy against an economic depression. Others choose teaching
because they want to lecture on their favorite subject to a captive
audience. Both types of teachers have contracted to play the traditional
game and expect the contract to be honored. Such teachers are not neces-
sarily available to teach functional social or communication skills to
children in an individualized setting. These groups will not allow their
panks to be either re-educated or replaced in great numbers .

The dpeams of a situation in which each child is nurtured by a
devoted, wise teacher into a person who can be a credit both to himself
and to his society at a maximum level of competence is certainly a worthy
dream. To accomplish this dream however, requires very radical revision
of the traditional school structure and well argued rationales need to
be continually communicated to assure both the profession and the public
that differentiated staffing can assist a school in being more fully

sensitive and responsive to the child's need.
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CASE STUDIES

Definition. In defining a case study, English and English state
that it is "a collection of all available evidence--social, psychological,
biographical, environmental, vocational-—that promises to help explain a
single individual or a single social unit,”79

Good and Scates state that it "consists of the data relating to
some phase of the life history of the unit or relating to the entire life
process, whether the unit as an individual, a family, a social group, an
institution or a community."80

George J. Mouly has defined it as "the application of all
velevant techniques to the study of a person, & group, an institution, or
even a community.”gl

History. This method, which in recent years has had extensive
use in educational research, has been borrowed from the fields of law,
medicine, social service and military science. However, in actuality, it
is of ancient origin. According to Traxler, "the oldest known case study

is a vecord of child placement, presumably made about 4000 B.c,"82

798. Horace and Ava C. English, A Comprehensive Dictionary of
Psychological and Psychoanalytical Terms (New York: Longmans, Green and
Co., 1958), p. 75.

80carter V. Good, "The Sequence of Steps in Case Study and Case
Work," Educational Research Bulletin, No, 6, 21:161, September 16, 19H42.

8lgeorge J. Mouly, The Science of Educational Research (Toronto:
Van Nostrand Reinhold Co., 1970), p. 347.

82A.E. Traxler, Case-Study Procedures in Guidance (New York:
Fducational Records Bureau, 1840), p. 1, citing Ruth Strang, Counselling
Technics in College and Secondary Schools (New York: Harper and Brothers,
13837), p. 33.
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Though the case study procedures have been employed occasionally
since that time, it was not until the latter part of the 19th century
that case studies were placed on a well organized basis in the field of
law. Traxler states that "case studies were initiated in the Harvard Law
School about 1870 as a device for training students to think about
fundamental principles.”83

Also, in the same century, the medical profession began to develop
a literature of medicine based on the accurate observation and recording
of cases. Case-study procedures were later adopted by sociologists and
psychologists because of their value in social investigation.

Tn the field of education, however, the use of the case study
method did not come to the fore until well into the twentieth century when
educational innovations began to be treated as changes in patterns of
social action. twood says that:

Fducational innovations became processes described operationally
as change from prior states in the number and identity of the people
involved, in the direction of action between them, and in the
frequencies of the specifiable kinds of events involving them, and
in the duration and regularity of these events.

The recent tendency of education to take account of individual

differences has brought into focus the need for understanding each pupil,
each program, each school or even each school system. Consequently a

number of educators are turning to the case-study method as an indispensable

aid in explaining individuality. According to McGrath:

83Tpaxler, loc. cit.

84,5, Atwood, 'Small-scale Administrative Change: Resilstance to
the Introduction of a High School Guidance Program,' Innovation in
Education, Matthew B. Miles, editor (New York: Columbia University Bureau
of Publications, 1964), p. 52.
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. the utilization of case investigations is of un-
guestioned value in generating a case for ad hoc evaluations
and for designing further inquiry based on hypothesis derived
from these investigations,85

Furthermore, Barr states that the:

. . . case study is potentially the most valuable method
known for obtaining a true and comprehensive picture of
individuality. It makes possible a synthesis of many different
types of data and may include the effects of many elusive
personal factors in drawing educational inferences. It seeks
to reveal processes and the inter-relationships among factors
that condition these processes.86

The Basic Approach of the Case-Study Method. 1In discussing the

case study method, Good states that the basic approach "is to deal with
all pertinent aspects of one thing or situation."87 It is not necessary
+o follow a specific outline. Traxler points out that "the main thing is
to present the major facts in an orderly fashion and to formulate a plan
for using them.”88 He also suggests that the person doing a case study
should "select a case in which he/she is really interested . . . . and
plan only as much as he/she feels he/she can accomplish."89

Wise says that the important thing to remember about the case study
method is that it is a "unique pesearch tool that gives us knowledge about

e . 90 . .
particular concrete entltles,“g He stresses that "a case is simply a

85J.H. McGrath, Research Methods and Designs for Education
(Pennsylvania: Pennsylvania International Book Co., 1970), p. 106.

86Avpil S. Barr, et al., Educational Research and Appraisal (New
York: J.B. Lippincott Co., 1953), pp. 188-189.

87Caprter V. Good, Essentials of Educational Research (New York:
Appleton-Century Crofts, 1972), p. 328.

88ppaxler, op. cit. p. H2.

891bid., p. 43.

90j0ohn E. Wise, et al., Methods of Research in Education (Boston:
Heath and Co., 1967), p. 113.
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particular instance an illustrative situation or occurrence. In calling
it particular, we emphasize its concreteness and uniqueness, its limit to
a given time and place. In calling it an instance, we emphasize that
o . . . . 91
general principles illuminate 21t.

Therefore, it can be readily seen that it is the responsibility
of the individual doing the case study to determine just how specific the
phase or unit will be. Van Dalen bears this out.

A case analysis is cast within an adequate social framework

and the nature of the case determines the dimension of the frame-
work. 92

In explaining the procedures developed for us in case study in-
vestigations, Hildreth McCashan states that

. . . the case study investigations are concerned with the

analysis and treatment of individual persons and things and
groups which may be considered as one unit. A case study
develops with a partial or entire life cycle process of an
individual or group unit. A case study may result from:

1) a lack of information about a matter,

2) conflicting information, or

3) misinformation about some individual or group; or it

may occur just as an attempt to gain new insights into factors
that result in a given behaviour or complex situation.?
Van Dalen clarifies the uniqueness of the case study approach by

specifying that "case studies probe in depth; they may examine the total

1ife of a cycle or a social unit, or may focus on a single phase of it o

91rbid., p. 11k.

92p.B. Van Dalen, Understanding Educational Research (Toronto:
McGraw Hill Book Co., 1962}, p. 218.

9345 1dreth Hoke McAshan, Elements in Educational Research (Toronto:
McGraw Hill Book Co., 1963), p. 21.

94yan Dalen, loc. cit.
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Galfo and Miller have similar views on the uniqueness of the case
study. They state that "the case study is essentially research in depth

rather than breadth,”gs

The case study essentially probes beneath the
surface, sometimes exposing the causes of factors discovered by surveys.

Advantages of the Case Study Method. Tyrus Hillway, in presenting

his arguments for the case study method, says that "When Plutarch wrote his
Parallel Lines of some of the great men of ancient Greece and Rome, he was
really producing what we might call, in one sense, case histories."96 His
object was not merely to give interesting information in these biographies
but to learn and present for the benefit of his readers the sources and
nature of important human qualities of character. Tyrus Hillway says that
"Sigmund Freud, originator of psychoanalysis, formulated most of his
theories regarding the inner consciousness of men and women by conducting
lengthy case studies of his subjecﬁsq”97 Though there may have been a good
proportion of the subjective element in this type of study, the method
nevertheless did uncover information which might otherwise have been over-
looked. Tyrus Hillway states Further that Frederic LePlay made some use

of the case history method while studying the economic 1life of lower-class
French families. ® Frederic LePlay realized that when human beings

constitute the subject matter of a study, actual examples of the experiences

855 .J. Galfo and E. Miller, Interpreting Education Research
(Dubuque, Iowa: W.M.C. Brown Publishing Co., 1965), p. 15.

86Tyrus Hillway, Introduction to Research (Boston: Houghton
Mifflin Co., 1965), p. 238.

971bid., p. 238.

981bid., p. 272.
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and the development of individual histories add reality to the picture.
Quantitative data generally makes the description abstract; case histories
make it human.

Culbertson and Hendey back up their argument for the case study by
specifying that '"case research has been used by sociologists in explicit
theory building. Philip Selznick's study of the Tennessee Valley Authority

9% gelznmick interprets and analyzes his materials in

is a good example."
order to set up hypotheses as a basis for further theorizing. He approaches
his materials within a guiding frame of reference but is never committed by
the framework to any special hypothesis about the actual events. Instead
he is committed to develop hypotheses inductively from the empirical data.
Culbertson and Hendey point out that Peter Blau made a similar use of case
research. Blau maintained that "the major advantage of the case method was
that it lends itself to interlocking various research procedures. Social
processes can be examined directly in a case study and explanatory hypo-
thesis can be tested immediately,”loo He also suggests that the case
method provides an opportunity for comparing the reliability of different
research techniques.

Lovell and Lawson in writing about the advantages of case studies
described four which they feel are good examples of the general feeling of
researchers towards the case study method.

1) Studies carried out at a great depth by trained and exper-

ienced persons may reveal data in a way provided by no other form
of research.

99J,A. Culbertson, and S.P. Hendey, Educational Research: New
Perspectives (Danville, Illinois: The Interstate Printers and Publishers
Inc., 1963), p. 271.

1001pid., p. 272.
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2) It is also an extremely useful method to use to study rare
or unusual cases of human behavior.

3) The case study method enables a view to be taken of the
human being as a unique individual.

4) From case studies information may be obtained which can
be gathered by no other means, and which may serve as a basis
for further research or be considered in conjunction with
information gathered by other methods. 101

Skager and Weinberg have a similar opinion about the value and
advantages of the case study. They say that:

1) Information can be obtained from case studies which can
direct attention to an area requiring research, or which can
lend to the discovery of new generalizations.

2) A single case study can offer no more than a hint about
what the problem or issue might be. While it does no more than
that, at least it does that, which is something. It points to
potential rich leads to follow in further inquiry.102

In David Fox's opinion, the main advantage of the case study
method is directly derived from the definition and rationale of the method
itself. He asserts that the case-study method is at the opposite end of
the number scale to the mass survey. In the case study

. the research unit is one and in fact if it involves more
than one, it is made up of analysis of individual cases. In
contrast to the mass survey which is content with relatively
superficial description of groups or masses of people, the case
study seeks to achieve a deep and involved understanding and
description of individuals. The basic rationale for the case
study is that there are processes and interactions, such as
aspects of personality and social functioning, which cannot be
studied except as they interact and operate within an individual.
Moreover, the probability is that if we learn how these processes

101y, povell and K.S. Lawson, Understanding Research in Educa-
tion (Toronto: Holt, Rinehart and Winston, Inc., 1969), p. u427.

102g w1, Skager and C. Weinberg, Fundamentals of Educational
Research (London: Scott, Foresman and Company, 19871), p. 110.
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interact in some few individuals we shall also learn much about
the processes in the abstract, and ultimately learn all there is
t+o know about them,l103

One final advantage of the case study according to Best is that the
case study "is concerned with the life history, or an important part of the

w0 gince the case study is not limited

life history, of a particular case.
to length or time, and since the focus of attention may be directed equally

toward a single case or to a limited number of cases, the process is

personalized.

The Importance of the Case Study Approach. Social scientists who

work with the case study approach have frequently found that the study of a
few instances may produce a wealth of new insights. The main features of
this approach that make it an appropriate procedure for evoking insights,

are described by Deetiz et al:

1) A major one is the attitude of the investigator, which is
one of alert receptivity, of seeking rather than of testing. In-
stead of limiting himself to the testing of existing hypotheses,
he is guided by the features of the object being studied.

2) A second feature is the intensity of the study of the
individual, group, community, culture, incident, or situation
selected for investigation. One attempts to obtain sufficient
information to characterize and explain both the unique features
of the case being studied and those which it has in common with
other cases.

3) A third characteristic of this approach is its reliance
on the integrative power of the investigator, on his ability to
draw together many diverse bits of information into a unified
interpretation. The sole purpose being to evoke rather than to

103pavia J. Fox, The Research Process in Education (Toronto:
Holt, Rinehart and Winston, Inc., 1969), p. 427.

104John W. Best, Research in Education (New Jersey: Prentice-
Hall Inc., 1970}, p. 137.
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test hypothesis. Even if the case material is merely the stimulus
for the explicit statement of a previously unformulated hypothesis,
it will serve a worth-while function.l05
Seetiz et al emphasize the importance of understanding that
. . exploratory studies merely lend to insights or hypothesis;
they do not test or demonstrate them. In selecting cases that have
special characteristics, one has by definition taken cases that are
not typical . . . . An exploratory study must always be regarded
as simply a first step; more carefully controlled studies are
needed to test whether the hypothesis that emerge have general
applicabili“cy,le6
The method has proved so productive that
. . . in vrecent years it has been more and more widely employed
in certain fields, such as education, and with marked success. If
nothing else, the use of the case study can decrease the tendency
to misinterpret statistical data. The relationships of isolated
factors often can be seen more clearly through intensive case study
than through more quantitative anlaysis.™*
SUMMARY
The literature reviewed in this chapter focused on the topics of
change, Differentiated Staffing and the case study. The general conclusion
is that change is inevitable in education. Societal pressures have in-
creased the demands for change. Parents are demanding success for their
children with humanistic and individualized techniques. Students are asking
for curriculum changes that will relate learning to life. Teachers are
asking for greater autonomy in their own affairs and more representation

in the educational decision-making process. The teaching profession itself

is placing more and more emphasis on the innovative aspects of education.

105c1aipe Seetiz, et al., Research Methods in Social Relations
(Toronto: Holt, Rinehart and Winston, 1965), p. 60.

1061bid., pp. 64-65.

107gillway, op. cit., p. 24k,
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Nearly all in the field are cognizant of the need for change and the
direction in which change should proceed.

In the past the paths to school improvement have been directed
toward the provision of a preponderance of existing materials, that is,
more classrooms, more books, more audio-visual aids, more teachers and
the improvement of teaching patterns on the basis of what was already
known. At present, the educational process is In the midst of radical
change in which everyone is seeking the growth and development of the
school system, not merely a growth in size but a growth which is directed
toward improved problem-solving techniques, greater potential for action,
and greater capacity for adaptation and change. The focus of these
efforts is upon the school as a total sociotechnical system. EBducators
are emphasing improvement in the kind and quality of learning experiences
which the school should provide. They are concerned with educating
persons who will be able to cope with forced change that comes from
technology, and genuine change that is characterized by new concepts,
preceptions and attitudes.

Differentiated Staffing has offered one alternative for educational
penewal. It is not, nor does it contend to be, the panacea for all the
i1ls of education. However, in Differentiated Staffing the educators
ideally have within their grasp, an innovative organizational plan by
which they can stimulate and facilitate significant and self reliant learn-
ing on the parts of the teaching staff as well as the students.

The impetus of this innovation 1s towards all teaching personnel
working together in a coordinated effort to basically identify the needs
of individuals within an educational communitys; to provide the means by

which these needs can be met on an individual as well as a community basis;
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and yet, never to lose sight of the goal of remaining flexible so as to
allow for growth, change, excellence and efficiency in the learning
continuum. But to achieve these aims, clearly there are costs to be
paid in the human expenditure of time and energy, in communication, and
in the collaboration of ideas and experiences.

The use of the case study as a method of research was reviewed.
Three factors in the basic approach of the case study were found to be
significant:

1) The case method views any social unit as a whole, whether
an individual, a social institution or a community;

2) The case is some phase of the life history of the unit of
attention, or it may represent the entire life process;

3) Insight does not necessarily derive from studying relatively
large numbers of cases in groups, with the result expressed chiefly
in the form of central tendencies. Many of our most significant in-
sights and understandings arise from close observation of one or
few complex cases.108
Essentially the case study method comprises a careful and compre-
hensive analysis of the development and status of one individual, group,
or institution. The materials used in case study research include infor-
mation obtained from such sources as personal interviews, observation
and questionnaires.

In concluding this chapter it is important to note that a variety
of opinions exist on the definition of Differentiated Staffing. However,
there is a consensus regarding the goals of Differentiated Staffing and

the fact that it is simply one alternative for educational renewal and not

a panacea for all the ills of education. It is necessary to remember that

108Good, op. cit., pp. 328, 413,
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Differentiated Staffing is an outgrowth of other innovations which have
had the effect of opening the classroom by proposing new instructional
techniques, new ways of treating time and new classes of educational

personnel.




CHAPTER III

HISTORICAIL DEVELOPMENT OF THE PILOT PROJECT OF
IMPLEMENTING DIFFERENTIATED STAFFING IN THE SCHOOL Y

IN THE SCHOOL DISTRICT X

Early in 1971, the urban school district X, in which school Y is
located, found itself in the throes of expansion due to a shifting
population. The schools in and near the industrial and commercial areas
were being faced with decreasing enrollments and emptying classrooms
while the schools near the periphery were becoming over-crowded. Further-
more, the new housing development to the South was rapidly expanding and
since most families had at least one child of school age, the existing
elementary schools near the area were becoming over-crowded. The lack of
facilities necessitated the bussing of youngsters into schools in other
apeas. The need for a Junior and Senior High School in the district was
becoming quite obvious.

To alleviate the over~crowded conditions in the existing schools
and to eliminate the extensive bussing of youngsters, a decision was made
to build a Collegiate, grades seven through twelve, in the area encom-
passing the new development. Also, a five-year-old plan was initiated by
means of which an intensive study would be made of existing educational
facilities in the entire division and a prediction for future needs could
be made based on existing and predicted tpends of mobility of the popula-
tion. It was further decided, that to alleviate the immediate problem of

over-crowding in the neighbouring elementary school A, the proposed new
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school Y would become a Middle School, grades five through eight, for
the year 1972-73 and that each year thereafter one grade would be added
and the five and six level dropped so that the eventual outcome would
be the originally proposed and much needed grade seven through twelve
Collegiate.,

The school district X was located at the extreme southern edge
of an urban school division. The largest segment of the population,
except for pockets living in duplexes and town houses, lived in homes
that ranged in price from $30,000 upwards with the basic tax range being
in the $700-$800 bracket. The population was largely an English-speaking
middle or upper class and were mostly in management positions. In most
of the families both parents worked. '

The only other school in the area was an elementary school kinder-
garten to six. All of the youngsters of Junior High level had to be
transported north of a major highway. The population was rapidly increas-
ing with numerous housing developments in progress. It was estimated that
there were 1,184 homes in the area,; so that about one student attended
school from each home. The projected enrollment of the school for 1872-73
was in the excess of 350 with the actual number having been 396 in
September 1972. Ninety students of Junior High and High School age had

+o be bussed to other areas,2

As the need arose for a school, interest in Differentiated Staff-
ing was growing in Manitoba. This was consistent with the Canada-~wide
search for new staffing patterns for the nation's schools which was

prompted by such concerns as the following:

li terview with Project Director, November, 1972,

27bid,
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1) The lack of functional differentiation between poor
teachers, inexperienced teachers and excellent teachers. There
is a growing feeling that individual differences among teachers
need to be considered in areas of responsibility assumed, pro-
fessional tasks performed and results expected. (2:2)

2) The classroom teacher does not have an opportunity for s
monetary advancement unless he goes into administration or S
supervisory positions.

3) The single-salary scale, which teachers fought long and
hard for, is based solely on two dimensions of qualification,
university preparation and teaching experience.

4) The self-contained classroom enviromnment prevalent in
many schools today fosters professional isolationism. Oppor-
tunities for more frequent use of technology, utilization of
the various skills of team members and cross-~grade grouping
are made easier in an "open' school environment.

5) There are frustrations among Canadian educators trying
to cope with contemporary ideas, using outmoded staffing
arrangements.

6) Large class sizes resulting from increases in the pupil-
teacher ratio demand the study of alternatives to present staff
utilization. New staffing patterns involving differentiation of
the teaching function and the use of auxilliary personnel may or
may not reduce expenditure. Differentiated Staffing does, how-
ever, offer the promise of a greater return for each dollar spent
for Canadian education.

7) The recently introduced concept in education, namely
accountability.

8) The trend today toward shared leadership or the col-
legial approach instead of decision-making in the hands of the
administration.

9) Concern over teacher competence, expressed in a program
for upgrading the competence of all teachers rather than casting
out as incompetent a very few teachers.

10) The realization that teacher education has not been
adequate in terms of the professional requirements of the job.S3

SLes M. Hunt, "Differentiated Staffing: Its Implications,"
Education Canada, 12:1-2, No. 1, March, 1972.
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The decision to implement Differentiated Staffing in school
district ¥ was based on two specific reasons:

1) Teachers were concerned that a lot of trivial work was
taking up valuable teaching time in the school program. Much
of the clerical and duplicating responsibilities, as well as
supervision and simple organization of students in terms of
getting ready for classes and closing off classes could very
well have been done by other personnel, thereby leaving the
teacher free to pursue the professional aspect of teaching.

2) The increasing pressure o 1imit the cost of education.
It was assumed that as a staff of a school became more familiar
with Diffeventiated Staffing and the school organization became
more sophisticated in using parent volunteers and senior
students to work along with students, the cost of paraprofes-
sionals might actually be reduced and yet the school might be
able to have the same kind of services.

The interest in Differentiated Staffing in Manitoba was spurred
by a letter from the Department of Education dated February 1972 inviting
1311 school superintendents to submit a proposal for differentiating the
staff structure of an area within their division for the 1872-1973 year.”5

Originally, school Y was being developed based on the idea of Team
teaching, but when Differentiated Staffing became a popular topic in
Manitoba, it seemed quite logical that the implementation of the concept,
though initiated from the Division level, should be explored in conjunc-
tion with the Planning and Research Division of the Department of

Education.

On that basis a proposal was submitted to the Planning and Research
&

Division of the Department of Education.

By this time the school had evolved to the stage where the Board

Yan interview with the Superintendent of the School Division X,
November, 1872,

5Report on D.S. Conference, R.B. Russell School, February 18, 18,
1972, sponsored by the W.T.A. and the M.T.S., p- 23.

6Appendix A, An Urban Manitoba School Division Proposal Paper,
p. 126.
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could begin looking for a principal and a staff. The type of principal
that was wanted was one who would be prepared to look realistically at
Differentiated Staffing. Also, the staff would be selected on the basis
of the persons being open-minded and ready to look at Differentiated
Staffing.

Thus, while the staff wasn't really involved in the initial pro-
posal of the concept, they were in the program from its beginning. They
looked at the proposal that had been made Dby the Superintendent's Office
and approved by the Planning and Research Department and were atbliberty
to make those observations they felt were necessary. One basic under-
standing was stressed and that was, that the Board wanted the staff to
experiment with a Differentiated Staffing type of program with the
emphasis on the word experiment.

At no time was it presumed or intimated that the school implement
the complete Differentiated Staffing program in one year. 1t was hoped
that the initial staff would form a nucleus for the continuing differ-
entiation. It was visualized that as the enrollment increased the
tendency would hopefully be to extend differentiation rather than to
extend the percentage basis of the professional staff.

This was to be a three-year project. The first year was hoped to
be exploratory in nature; the second year was to be a serious development
of the program; and the third year was to be an evaluation or assessment
of the benefits, the pros and cons of the program.

One of the main features of the program was that It would become
a teaching-learning-experience revolution. This can be defined as a
gradual shifting of the responsibility of teaching. It would involve

an evolution of a kind, in which learning, instead of being the kind
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of thing that the teacher was totally responsible for by providing all
the informational input, would become in part the responsibility of the
students. The teacher would not be the key source of information. The
students would be assisted in developing their capacity to make choices
and this experience would be a springboard to going on to other kinds

of learning experiences. Such a program would place more responsibility
for learning on the student. By providing learning experiences and
learning activity options reinforced by a continuous process of self-
assessment, the students would be encouraged to become self-directed and
self-initiated learners as they progressed through the educational
program.

Another aspect in the teaching-learning revolution was the freeing
of teachers for the professional duties of teaching by employing para-
professionals. The non-teaching tasks such as monitoring corridors and
play areas, taking attendance, procturing study halls, mimeographing
papers, grading objective exams, reading themes for mechanical errors,
and others would be assumed by auxiliary personnel. The teachers, on the
other hand, would be devoting their time to developing an individualized
instruction program which would be oriented to allowing each child to
move at his own pace, through a learning programn custom-tailored to meet
his own unique needs, interests and abilities. This individualized pro-
gram would provide for differences in levels of ability; differences in
rate of learning to achieve the curricular behavioral and attitudioral
objectives; and even differences in the learning goals themselves.

Teachers with particular interests and strengths could be
employed to their full potential. Support staff - instructional and

clerical aides - would enhance teacher specialization and provide 'better
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services to pupils in terms of greater adult-to-student ratio and
more people with a greater variety of skills”? per pupil ratio.

In order to facilitate this flexible use of teachers, the Board
sought to employ a principal who was future-oriented in terms of
educational practice, receptive to change, and who possessed a flexible
attitude towards shared administration practices.

The principal, or project-director as he was termed, assumed
his office on the 2uth of May, 1972. Construction of the school was al-
ready in progress and completion was scheduled for August 18 of that year.
Hence, outside of suggesting and obtaining a few minor changes in the
school plant, the project-director, was solely responsible for the hiring
of teachers and paraprofessionals, the instruction of the school, and the
ordering of texts, library and regular school supplies. The supervision
of the construction of the school plant remained in the hands of the
Board. The ordering of furniture and equipment was in the hands of the
Board's Purchasing Agent.

Not only did the principal inherit a designed and partially con-
structed school plant, but he had to work within the parameter of a
determined philosophy, and temporary grade levels. Thus his responsi-
bility and ingenuity lay in creating a Differentiated Staffing project
which was already bounded by terms of space, time, purpose and locale.

The million dollar school was "specifically designed and built

8
for both academic and community purposes.’

1 . .
Interview, Loc. cit.

%ress Release, Winnipeg Tribune, November 1h, 1872,
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The principal aim and concern of all participants was to
develop & building in which two separate areas - school and
recreational facilities - could be combined and developed on a
totally integrated basis, to the benefit of both school and
community interests.

The school was made up of a two-story educational block set
partially into the ground and connected by ramps to a central,
single-story area containing the shared cultural and recrea-
tional facilities.

The two-story educational block included classrooms, seminar
rooms, language and science labs and a library. The one-story
central area included offices, two theaters, an art room, a
gymnasium, changing and shower rooms, and kitchen facilities.

On the grounds outside was a hockey rink. . . . .

All school facilities would be available daily, after 6 a.m.
to the residents of the district Recreation Association.

Thus the school and the community would have to work closely to
maximize the efficient use of the plant and recreational facilities.

A school of this type needed to attract courageous, exciting people
to form the basic core of the original and future staff. The project-
director's first concern was to hire the team leaders. Applications had
already been submitted to the school division. On the basis of experience,
interest and willingness to undertake a new job, with as yet unknown
responsibilities, four male team leaders were selected. These in turn
met with the project-director and assisted in the hiring of the staff.
Preference was given to so-called "super'" teachers within the division.

The teachers selected had had high recommendations for personal performance
within a classroom situation, organizational ability and responsiveness to
innovative endeavors,

The project-director and staff met twice in June on a rather in-

formal basis. In July the team leaders and project-director met regularly

9 1pia.
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for three weeks beginning July 17. As none of the team leaders had had
previous experience in Differentiated Staffing, they used this time to
read extensively on existing models of Differentiated Staffing in the
United States. Jointly they drew up the roles of the project-director,
team leaders and paraprofessionals. They also worked on scheduling and

a tentative staff philosophy of the school.,lG Their approach was a child-
centered school with a focus on the learner, success, and reality. From
this point of reference, they then drew up tentative rules and regulations
for visitors and dealing with parents; field trips, policies regarding
rewards, audio-visual equipment; and the mechanics of school opening.

The entire staff met on August 15 to begin a ten-day intensive
workshop. They reviewed and refined the policies and procedures set up
by the project-director and the team leaders. They also debated at length
the child-centered school approach and later adopted it unanimously as the
basic philosophy of the school. Work on the goals and objecti?es of the
school was postponed until a later, undefined date in favor of making
immediate discussions on practical matters such as the dress code for
teachers and students, library use, open campus policies, student council,
staff activities, evaluation, time table, curriculum, mini-courses, roles
of resource and guidance personnel, in-service training, finance and
continuous progress.

Throughout this period, the meetings alternated between total
group participation, team meetings, and team-leader meetings. Three
resource persons provided valuable input:

a) the Guidance Supervisor from the district,

b) the Evaluation Director from the Department,

c) the Communications Facilitator from the Department.

lOAppendix B, Philosophy of the School, p. 131.
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Delay of the opening of the school seemed inevitable as
construction difficulties arocse. Up to this point the project-director
and staff had been working both in the Board office and in a neighbour-
ing school. The opening date, September 5, had to be postponed until
September 11 and even at that date, the project-director and staff had
to make serious attempts to adapt existing situations to the needs of
the students.

With much improvisation, gym classes were held outdoors, art
classes were re-scheduled for the science room, the designated but in-
completed art room was converted into a kindergarten room to accommodate
the overflow of youngsters from the neighbouring school, music classes
were temporarily suspended, desks were borrowed from neighbouring school
divisions for use until the furniture arrived, and offices were re-
shuffled from room to room and floor to floor as walls were being completed,
floors were being cleaned and space was being made available. TFinally, an
unexpected increase in student enrollment had to be accommodated by an
already over-taxed staff and time-table.

Construction of the physical plant continued simultaneously with
the growth and organization, and at times, re-organization of the functions
of the school program.

The official opening of the school was set for November 10. Staff
meetings were held regularly to work out day to day problems. Team
meetings began to evolve., Team workshops were held for the staff in the
latter part of November. One team leader attended a workshop-conference
on Differentiated Staffing on the Western Coast of the U.5.A. Plans were
being laid for an entire team to visit a neighbouring U.S. school district

which was renowned for its success in Differentiated Staffing.
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As the first term drew to a close it was evident that the school
was functioning but that the project-director and staff were under severe
strain. What were the specific problems they were coping with? Were
they feeling a sense of direction and accomplishment? Was the school
functioning in the Differentiated Staffing approach?

In the following chapter, the observer will attempt to discuss
the roles and functions of the staff and project-director as they them-
selves perceived them. The degree to which they felt these roles were

actualized in the given circumstances will alsc be investigated.




CHAPTER IV

ROLE DESCRIPTIONS

INTRODUCTION

Differentiated Staffing as it existed at school Y in urban
Manitoba, was developed by the principal and the team leaders. They
believed that reorganizing staff roles and responsibilities were the
most essential factors in implementing the new program. They also felt
that clearly defined staff roles with opportunities for shared decision-
making would help the school conserve its resources and provide additional
incentives to keep competent teachers in the classrooms. The staff tried
to create a school that would not be characterized by the anonymity and
impersonality so typical of large schools but woculd be one where the
uniqueness and individuality of the teacher and the student would be
respected. They also sought to establish a broad inter-disciplinary
approach where programs would be suited to the individual needs, interests
and abilities of the students. Teaching would be done in large groups,
small groups, as well as on an individual basis. New adult roles would
be established, arranged in new patterns to facilitate flexible grouping
and personal response to the needs of students.

It was hoped that an institution would be created where students
would see adults working together honestly, openly dealing with their
differences. This would minimize the rigid and impersonal relationships
which often characterize the adult relationships and/or adult-student

relationships within schools. The specifics of the staffing patterns

6l
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and the general problem of their implementation are the subject of this

chapter.

Staffing Pattern

The staffing pattern that was developed for the urban school was
a melding of the structure of a system of coordinators, department heads,
and team leaders with area-specialist teachers and instructional aides.
At the heart of the pattern was the team of instructors. Positions
requiring the least developed instructional skills and competencies were
manned by aides. Those demanding the most sophistication were held by
team leaders who were in effect vice-principals, yet according to the
roles they set up for themselves, they were to be fulfilling the
functions of Discipline Coordinators and Area Specialists.

The operational features unique to the staffing model of the
school became clear through an examination of the curriculum for which
it was staffed differentially and through the specifics of team organiza-
tion and operation. Teams were established at the school to teach
general education in the grade five and six level and area specializa-
tion in the seven and eight level. Most teams consisted of a leader, two
or three experienced teachers and an instructional aide. Team members
had different academic backgrounds and thereby brought to each team
different perspectives of several disciplines. Lach team was responsible
for approximately 108 students, grades five through eight. The actual
time each team worked with the students varied with the discipline and/
or needs of the students. Each team worked closely with such resource
people as the counsellor, music teacher, and art teacher in designing,
developing, implementing and evaluating the child-centered approach to

each course of study.
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The overall aim of the team leader-coordinator approach was to
provide the students with a base of knowledge and to help them develop
a set of communication and inquiry skills that would enable them to
function creatively and humanely in a society where the only constant
is change.

By the use of privilege cards, students were encouraged to
clarify their basic values and develop a commitment to act upon these
values within the framework of their rights and responsibilities as
participants in the democratic process.

In the areas of Science and Social Studies, students were
taught to do analytical thinking, make decisions, and be committed to
life-long learning and personal growth. The teacher as the creator
helped each child develop his commitment for learning by placing the
welfare of the student above coverage of content; by allowing the
student the time and providing the support for him to work out his
problems. The teacher served as a guide, catalyst and resource. The
teacher did less talking and more listening in order to allow the
student to: a) find himself through the expression and recognition of
his own interest, ability and motivation; b) develop his independence
in his learning situation; c¢) find out how much he already knew, and to
continue learning through his selection of gradeless learning situations;
d) select his learning situations and with them his learning goals. In
this way the students were assisted in accommodating their learning
interests. Through this the individuals were placed in an attractive
atmosphere of learning, where learning was both an intellectual and
emotional experience. They were being guided in their learning-

situation-selection so that their desire to learn would be firmly
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established.

The special areas of Art, Music, Physical Education and French
as a second language were geared to help the student develop a positive
identity and self-concept by allowing the learning to be self-paced and
continuous. It was designéd to challenge the student to develop his
interests, aptitudes, and special talents.

The reception and transmission of communication was emphasized
in the Language Arts program. It was designed to enable students to
explore the aspects of hearing and seeing in terms of comprehension,
evaluation, and interpretation as well as to facilitate the ability of
speaking and writing fluently.

Each member of a team participated actively in the social and
emotional development of each student. The team leaders assisted the
teachers in planning and organizing their instruction and provided feed-
back on teaching effectiveness.

Staff Roles

There was a great deal of promise and problems inherent in each
of the staff roles. Since these roles were envisioned in terms of their
impact and the purposes they were to serve, prime consideration was given
to an effective deployment of the teacher's working time.

The Project Director. The role of the project director changed

more than any other in the initial stages of organization. Originally
the project director was to serve as a principal in the early operation
of the school and was to:

1) Develop a tentative plan of operation for the school.

2) Establish and define the key leadership roles and recruit
suitable staff for these positions.
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3) Along with his key personnel, review the objectives and
tentative operational plan for the school and set up a critical
path for the following:

a) community consultation program,

b) assessment of student needs,

¢) Curriculum planning,

d) Recruitment of necessary professional personnel,

e) establish categories and recruit necessary non-
professional personnel,

f) prepare and initiate program of staff training,

g) schedule student programs,

h) propose a system of program evaluation.

4} Act as resource person to other schools who are ready to
explore and to implement Differentiated Staffing programs,l

In the early stages of planning, in August 1872, the project
director's work was redefined with an emphasis on the managerial aspect.

1) Establishing the needs of the community.

2) Selecting and being responsible for the staff.

3) Budget planning.

4} Ongoing in-service training.

5) Short and long range planning.

6) Developing evaluative criteria for both personnel and
programs.

Specifically the expectations of the staff, regarding the role of
the project director included such tasks as:

1) Establishing a liaison with parents, Superintendent's
Department, etc.

2) Performing supervisory duties.

3) Coordinating instruction, personnel, functions.

lAppendix A. An Urban Manitoba School Division, p. 129-130,

2Appendix C. Responsibilities, p. 133.
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4) Supporting staff and projects alike.
5) Key decision-makimg.3

The project director in attempting to carry out the conventional
responsibilities of a principal in a new setting found himself in a
complex and unique situation. His duties were compounded by the
expectations of the urban school board committed to Differentiated Staff-
ing, an institution struggling to individualize and humanize all relation-
ships, a school that placed a great amount of responsibility for learning
in the hands of the students, an organization seeking to involve as many
individuals as possible in the process of decision-making, and a school
expecting to have its objectives closely reflect the needs of the
community and the philosophy and ability of the staff without ever hav-
ing made a formal assessment of these needs and strengths.

As commendable as these features were, they nonetheless required
enormous amounts of time, imagination, resources and patience. There
were no precedents for setting policies, carrying out given tasks or
handling the myriad of other problems.

The project director as key decision-maker became overloaded with
unfulfilled tasks. It had been initially assumed that the administrative
functions might take a quarter of the project director's time but the
accounting for students'® routine class schedules and attendance problems
became far more time-consuming that had been anticipated.

Secondly, the activities of general organization and management

were obviously so important that no one thought of curtailing them for

31bid.
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the sake of other assignments. The tasks of management which included
ordering supplies and furniture, checking on the incompleted building,
arguing and pressuring sub-contractors into completing jobs so that the
school could open at a reasonable date, seeing to the fact that the
playground was accessible to students, were all very critical to the
school's operation.

Thirdly., an unfortunate but probably unavoidable amount of con-
fusion and inefficiency resulted from having a school so designed that
it restricted a free flow and exchange of teachers and students at an
elementary level. Decentralized decision-making, Independent Directive
Study privilege cards (I.D.S.), the open campus and humanizing the
atmosphere, can be frustrating in practice, however laudable in theory.
These necessitate broad, open, multi-use spaces, freely accessible
conference rooms, teacher interaction across the grade levels, and a
general atmosphere of trust. The project director, who as the person-
ifier of the philosophy of the school was expected to build into his
school the kind of organizational climate which would make the school a
safe and challenging place for creative students and teachers. He was
expected to keep all communication lines open and to see that staff
members and students talk to one another regularly about mutual concerns
of importance to the institution. He was also expected to see that team
leaders and teachers in the school were not afraid to make important
decisions about their jobs. As to the pupils, the project director was
expected to see that they were treated as responsible persons. He was to
be available to them at all times and to encourage and support them in
the attainment and use of independent study time and open campus

privileges. These measures were geared to place the responsibility for
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learning, use of time and bearing the consequences of decisions on the
students, thus allowing them the opportunity of growing into mature,
self-motivating, and self-directive individuals.

The role of the project director was forced to undergo an almost
immediate change. Within two weeks of the commencement of classes the
administrative secretary assumed the task of executive assistant to the
principal. Under the supervision of the principal she was made respons-
ible for the implementation of the school administration policies, the
performance of stenographic and clerical work and the training and
supervision of all clerical staff in the school.

The project director was freed to give his attention to overall
administration, supervision and curriculum building.

Executive Assistant to the Project Director. The position of

executive assistant to the project director, or business administrator
arose out of the necessity to relieve the project director of many of
the management duties.

Specifically the role of the executive assistant to the director
included tasks such as:

1) Organizing most student activities.

2) Supervising stenographic and clerical work.

3) Training and supervising all clerical staff.

4} Implementing school administrative policies. "

Team Leaders. The school had four team leaders, each of whom

headed up a team of teachers, aides and students. Working with each team
was the counsellor, resource teacher, and as the need arose, a social

worker. The team leader reported directly to the project director and

qupendix C. Ibid., p. 133-134.
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was responsible for the following:

1) Determining policies and guidelines related to improving
instruction and conducting research.

2) Participating in ongoing in-service programs.

3) Co-ordinating the use of school-wide facilities and
resources.

4) Establishing a liaison between teacher and project
director.

5) Assuring that the school-wide instructional program
was implemented.

6) Evaluating the program of the school in achieving its
objectives.,

Specifically the responsibilities of the team leader included
such tasks as:

1) Convening meetings.

2} Evaluating and reporting.

3) Making decisions on team level.

4} Solving staff problems.,6

The team leaders, like the project director were strong and
viable though not problem free. Their job had been envisioned as one
which would coordinate the teachers planning together in a significant
way, assisting the teachers as they taught along side each other,
evaluating together regularly and intensely, and discussing all of the
children within the team on some regularly scheduled basis. It was
hoped that the teams would become the primary organizational units

within the school.

5Appendix C. Ibid., p. 134.

51bid.
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The definition of the team leader's role precluded teaching
teams which is interpreted as groups of teachers who share major
responsibility for the instruction of the same group of students, and
vwho coordinate their instructional activities among themselves. This
interpretation formally recognizes the concept of shared responsibility
and the implementation of this through teacher-group coordination of
individual and group instructional activities. Furthermore, it requires
regular interaction among team members, and this interaction of
necessity is related to instruction. The leadership exerted by the
various team leaders contributed materially to some of these accomplish-
ments but the lack of role clarification and purpose, created a pre-
ponderance of cross-line communication, as well as unnecessary
expenditures of time and energy on trivial matters.

Day to day activity at the school was often spontaneous., The
team structure attempted to provide maximum flexibility in grouping
students for learning. Groups were formed for instructional purposes
rather than administrative purposes. The size of the class often ranged
from the total group to a single student. It varied from day to day,
depending upon the purpose of the class. When the entire team was
working on the same general concept, such as energy in science or inter-
dependency in social studies, all the students were brought together to
see a film or hear a guest lecturer.

For a student who needed more individual or small-group instruc-
tion, an instructional aide was usually available to work with him/her.
Students also had excellent opportunities to teach and learn from one
another in the small groups. Fellow students became additional resources,

rather than competitors for the teacher's time. Thus the teachers and
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students were confronted with a remarkable variety of challenges in both
the academic and social spheres of the school. The team leader, charged
with managing not only his team's instructional program but the overall
school programs in his area of specialization, had to be attuned to the
different sections within the school as well as those of his team. For
example, the guest speaker, or important major film, or field trip from
his team might well be helpful to the students and staff of another
team. The responsibility of always being informed, confronted the team
leaders with an exhausting and endless series of tasks.

However unwieldy the job of team management became, the team
leaders at the school welcomed the opportunity or providing real leader-
ship within their team setting, as well as attempting to generate the
master-teacher expertise in their area of specialization. It was hoped
that the strain of the job would be compensated for by the benefit of
warm personal relationships among the team leaders, teachers and
students, thus providing for an atmosphere of trust, openness and mutual
responsibility.

Beyond management, the team leaders had the enormous respons-
ibility of spearheading the daily development of a broad program of mini
courses. The topics ranged from drugs and alcohol, family 1ife to chess
playing and gourmet cooking.

Like all schools in the province, school Y worked within a
limited budget but had the additional burden of newness, There simply
were not enough resources to do the job. As a result the team leaders
were constantly engaged in a search for additional resources whether in
the form of teaching personnel, time, space, supplies, equipment or

funds. This inevitably led to further frustration. One difficulty was
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the responsibility of leading a group of teachers from diverse academic
backgrounds to agree on a set of philosophical assumptions about what
and how students should learn and then attempting to develop courses
that were both intellectually respectable and sufficiently encompassing
to accommedate the range of interests and abilities of the student body.

Staff Teachers. FEach team had two or three certified teachers

with different academic backgrounds. The staff teacher's responsibilities
were divided into two categories: those concerned with students and those
concerned with professional growth. These included tasks such as:

1) Determining long range curricula.

2) Advising and counselling pupils.

3) Maintaining an appropriate learning environment.

4) Evaluating pupil progress,7

The teacher was directly responsible to the team leader to which
he/she was assigned. He/She was responsible for implementing the
instructional design planned for the group of students assigned to the
team. Though the teachers worked in teams by areas of study, the
lessons often were taught by individual teachers in large group meetings,
aided by an instructional assistant or by another member of the team.
Small group teaching was done directly by teachers in a teacher directed
classroom situation. Tutoring or special assistance was most often the
responsibility of the aide.

The teachers were freed from some of the managerial and clerical
tasks which might have prevented them from devoting more time to

activities that could have more of an impact on the education of students.

7Ipid., p. 135-137.
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They could thus view teaching as a set of functions or roles shared by
members of the staff and fulfilled when and as need and competence met
and matched. Instruction was essentially learner-centered, not teacher-
centered. The teacher as talker and teller gave way to the teacher as
listener and guide.

Paraprofessionals. A major objective in employing paraprofes-

sionals was to increase the effectiveness of professional personnel. The
team leaders in setting up the job description for the paraprofessional
hoped that allowing paraprofessionals to assume supportive roles not re-
quiring the extensive training of certified personnel, the teachers would
gain more time for student instruction and guidance. Thus the para-
professional duties were divided into four categories: instructional,
clerical, maintenance, and miscellaneous duties. These duties were
further sub-divided into time allotments. The training of each aide was
the responsibility of each team leader. Since the roles of the team
leaders were far from clear, this had an effect on the aides and the
training of the paraprofessionals. In general, the roles of the para-
professional included the following tasks:

1) Correcting papers and workbooks.

23 Providing individual assistance to children needing
extra help.

3) Assisting the professionals on the teams.
4) Assisting with extraneous duties such as parties, etc.

5) Being responsible for audio-visual materials and
equipment.

81hid., D. 138-1L2.
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Role of Students

A child-centered school presupposes the belief that the
development of the human potential takes place in the area of the
intellect and emotions in an atmosphere of freedom, responsibility and
choice. By learning the lessons of the mind and heart on his own, a
student would become self-directive, that is, he would discover himself,
and become a better developed person in relation to others. His first
responsibility, then, would lie in what he becomes and how he lives.

He would require opportunities to think for himself. An indicator of a
student's worth would be his autonomy and his ability to use his in-
dependence. His autonomy could exist only when his uniqueness, humanity
and dignity would be vespected. The student then would be able to follow
his own life style which is the image of his personality. Through this
life style the student would express his self discovery: himself.

The personalized program at school Y had been designed to allow
the individual student to find himself through the expression and
recognition of his own interest, ability and motivation. In allowing
the student to be himself and to develop his independence in learning
situations, it was hoped that he would come to that self-possession of
ideals for which man makes personal sacrifices throughout his life.

While the role of the student had not been defined in any
specific terms, it was generally assumed that the students would be
active learners in laboratory or workshop settings. There would be an
emphasis on inquiry and discovery. A high priority would be placed on
creative work and original approaches. The development of hobbies or
leisure time activities as well as in depth studies of topics or fields

not of common concern would be promoted.




As an effective motivational device the staff agreed upon the
use of Independent Study Privilege Cards. These cards would be
renewable every month and would be given on the basis of merit, that
is any student could earn a privilege card provided he did his work to
the best of his ability, did not cause malicious disturbances either
in class or in and amongst the students whether on the playground, or
in the gym, or at any school activity. The cards would enable a student
to go to the library, the study room, the gymnasium, school yard or
school lounge or any other available area which had been designed for
such use, in his/her free time. In addition, the eighth year students
could be away from the premises during the first and last periods of
the day if their timetable indicated an Independent Study period at
those times.

The cards would be reviewed every month and the students were
aware that the cards could be revoked for a just cause by any member
of the staff. The teacher that would revoke a card was obliged to
interview the student and explain the results as well as advise the
homeroom teacher and the office that the card had been r'evoked.,9 Thus
the students and education entered into dialogue. Personal relation-
ships between students and teachers were formed. Such contacts were
not those of confrontation but of clarification which hopefully led to

mutual learning.

g . .
Minutes of the Staff Meeting, November 2, 1972.
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SUMMARY

Differentiated Staffing involves radical alterations in the
organization of the teaching-learning process and in the roles and
relationships of members of the school's staff and pupils. However,
simply re-organizing roles does not automatically bring with it
changes of attitudes. In reality, role re-organization, preparing new
programs, participating in collective decision-making, training
teacher aides, altering and re-altering teaching schedules as well as
anticipating next year's needs make implementation of Differentiated

Staffing an arduous task.




CHAPTER V

PROBLEMS OF IMPLEMENTATION

INTRODUCTION

The present study focuses on an organizational innovation,
Differentiated Staffing. This is a staff utilization scheme in which
the diverse skills, talents, intellectual prowess and drives within a
given teacher population are recognized and utilized for carrying for-
ward innovations and involving teachers in substantive decision-making
affecting the entire educational establishment. In a school with a
differentiated staff, the classroom teacher is given the opportunity,
through institutional arrangements, to become the major change agent.
The new physical and organizational arrangements of a Differentiatedly
Staffed school are intended to change the work of the teachers, to
break down the professional isolation of the traditional elementary and
junior high teacher, and the rigid relationship between the teacher and
the given classroom full of students.

Organizational innovations, however, have a way of going awry.
Time and time again, evaluation studies of major changes in organiza-
tional structures show that fundamentally at the level of day to day
work, nothing changes. This may be partly due to the nature of the
innovation and partly to the uniqueness of the situation. Most often
it is due to a heavy reliance on structural change in the belief that
appropriate behavior changes will automatically follow. The case at

hand is no excepticn.

80
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The complexity of a Differentiated Staffing model necessitates
an adequate preparatory phase before implementation is attempted. The
term 'adequate’ is relevant to the needs of the community, staff and
pupils. With respect to the staff at school Y, it was perceived that
they needed time to:

1) become familiar with the nature of the instructional
innovation to which they had committed themselves;

2) acquire skills at shared-decision-making;

3) define the boundaries of new relationships, especially in
terms of teams and teacher/paraprofessional;

4) work out procedures for new instructional modes;

5) +translate structural changes into behavioral and rational
changes.

After a brief preparation - formulation plan, school Y plunged
into the implementation phase of Differentiated Staffing. The scope of
this study embraces the initial four month implementation phase as well as
the three month preparation phase. The findings of this chapter are based
on a five month observation period, combined with an intensive two month
interview period.

The observations were confined to staff meetings, team meetings,
team teaching situations, teacher directed classroom situations, and
informal gatherings in the staff room.

The interviews were conducted with twenty staff members, ex-
clusive of the project director, and business manager. The interview
guide consisted of twenty-five questions, sub-divided into five categories,
namely:

1) Clarification of roles.

2} Staff utilization.
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3) Student needs.
4) Preparation phase.
5) Modes of instruction.
Questions were answered in total confidentiality and anonymity.
The results of the interviews were used to corroborate the

observations concerning staff utilization and use of new programs.
UTILIZATION OF STAFF

Differentiated Staffing is a fundamental alteration in school
organization. It implies flexible use of human resources. A full
complement of adults other than the teaching staff is involved in the
differentiation process. Paraprofessionals act as aides and clerks, and
thus free the full professional for more difficult and sophisticated
tasks. The principal becomes a coordinator, manager and facilitator.
The teacher becomes an activator in initiating learning in the pupils
and a motivator, seeking various material and methods to expedite
learning.

The aim of Differentiated Staffing is to maximize the use of the
vaprious talents and skills among those most directly engaged in the
instruction of children. In school Y, an attempt was made to 4if-
ferentiate the staff solely on the re-organization of the roles and
responsibilities of the project director (principal), team leaders,
teachers, paraprofessionals and the executive assistant to the director.

The full differentiation was put into effect immediately. It
was observed that the lack of: time for planning, training, and pre-
paring; clear cut organizational and structural objectives; a hierarchy

of priorities; a decision-making structure; a planning schedule; and a

lAppendix D, Interview Schedule, p. 142,
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finished plant had their impact on the implementation phase. There were
great expenditures in time and energy. The project director, team
leaders, and staff were under great strain. OCradually the trials and
tribulations of the transition period were attributed to the concept of
Differentiated Staffing itself, rather than to the realities involved in

organizational change.

Peer Relationships

The majority of the faculty of school Y were recruited from
other elementary schools in the district. A few were recruited from
neighboring Junior High Schools. One teacher was a recent graduate of
the Teachers' College. The experience range was from zero to twelve
years, with the exception of the project director, who had had a long
and vapried educational career.

Most of the teachers were articulate, independent and innovative
in their viewpoints and energetic in their teaching style. In coming to
the school, each had to undergo a transformation from being an isolated
but highly competent teacher to being one of many able teachers in a
group; from a style of operation characterized by independence to one
requiring cooperation. It was noted that the adjustment was difficult.
The effective Functioning of teams staffed according to differentiated
roles and responsibilities demanded changes in many teachers. One of
the most difficult was that of shared decision making.

The staff had not had time to work out a planning strategy to
cope adequately with the great number of alternatives which opened up as
a result of teacher co-operation. Flexibility created by a myriad of

alternatives led to decisions being made hastily in response to immediate
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needs and as a result created an unresponsiveness to needs that developed
subsequently, that is, the so-called flexible schedules became rigid;
decisions were based on need for consensus rather than on the needs of
pupils.

There was a noticeable lack of a rationale for the kind of
decisions the teams were required to make in terms of the kinds of
learning that was best suited to large or small group instruction.

Several of the teachers did not have the capacity to describe
objectively what they were doing so that others could emulate them. It
became apparent that these teachers became threatened by proposals they
felt they could not handle. This became a serious drag on their coll-
eagues who could not discern what it was the teachers wanted accomplished,
or who was to be accommodated in order to maintain team morale. Plans
were therefore cast at the level of gross techniques on which the
teachers could communicate and the result was a low-level of decision-
making.

The teams did not have adequate print and non-print resources,
reading materials, achievement tests, personality inventories, etc.
Though this was a direct result of an incompleted and unequipped plant,
it nevertheless hampered the decision-making process. The teachers
could not meet to discuss objectively pupil needs, or progress, since
they had no data on which to base their diséussionso

In terms of working in a differventiated staff, there were
real demands for face-to-face interaction in the conduct of the
activities of the group. Close cooperation was often called for. As a
group of independent teachers the staff had not been prepared for inter-

group relations, group working conditions, maintaining inter-group
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communication, integration and measuring the effectiveness of a teaching
team situation.

The three week preparatory period did not allow sufficient time
for becoming used to another person's teaching style, and for planning
new courses. The result was that as the pressures of working in teams
and/or running a classroom mounted, frustration increased and a drop in
morale was perceived. The tension tended to create hurt feelings over
trifling matters. This resulted in small cliques being formed for
supportive reasons.

A further complication was that the person assigned by the
Department of Education to serve as a communications facilitator did not
gain the confidence of the staff. The staff was thus left to cope by
themselves with a problem they did not clearly recognize as stemming
from styles of operation. Before long, the situation was allowed to
slip to a personal level. In some instances the tension was permitted

to penetrate the ranks of the students.

Role Clarification

A staffing pattern should enhance a school's capacity to
function effectively. It was noted that school ¥, in attempting to
implement a team structure where members had differentiated responsibil-
ities, did not clearly delineate the roles and responsibilities of the
team leaders or the type of team in use for grade levels as well as for
staff relationships. In reality there were three types of teams oper-
ating within the school.

The Elementary team included all classes in the five and six

level. The team consisted of one team leader, several sub-teams, Or as
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more accurately termed, specialized cooperative teacher groups in the
areas of Social Studies, Language Arts, Mathematics and Science. The
French cooperative group planned their program together but taught their
levels individually. In fact, instruction took place on a classroom
basis. However, since the Language Laboratory was used almost exclusively
individualized instruction was very high in the French program. The Art,
Music and Physical Education were taught in teacher directed classroom
situations but great emphasis was placed on individualization, self
expression and creativity. Resource teaching and Counselling were done
on an individual pupil basis and only as the need arose.

The Junior High team ne§er really existed as a team, except as a
reference point for teachers in that level. Instead, this level was
divided into several aveas of specialty having team leaders responsible
for each area. A more accurate nomeclature for them would be Department
Heads. Their main work consisted of coordinating the instruction in the
areas of Language Arts, Social Studies, Mathematics and Science.
Instruction in the Social Studies area was done on a contractual basis.,
The pupils consulted with the team leader and made agreements as to
types of topics to be pursued, style of reporting, extent of research to
be done and time for accomplishing the work. French instruction was
given by a member of the five and sixvlevel French Coordinating group.
The Art, Music, Physical Education, Resource Teaching and Counselling
were identical to that in the five and six level.

The third type of team, more properly designated by the team
leader's name rather than need was one that cut across subject lines and
grade levels. It was to have been a source of inter-personal relation-

ships and mutual support but became the major source of friction.
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In some respects the four teams belonging to this last category
were an extension of the Junior High teams and in some instances it
could never be determined just what these teams were or who belonged to
them. FEach team consisted of a team leader, the five and six level team
leader and the three team leaders from the seven and eight level, and
the teachers in the same area of specialty as the team leader, plus one
or two teachers in the fine arts area and one aide.

Many demoralizing and embittering problems stemmed from this
team arrangement. A breakdown in communication resulted and eventually
the staff became divided into two opposing camps, the five and six level
versus the Junior High. The process of decision-making at the team level
became difficult. Though there was willingness to participate, difficul-
ties concerning pupil evaluation, individualization and even Open Campus
Privileges were generated by divergent philosophies among the teachers as
well as different conceptions about the role of the team leader. No one,
not even the team leaders themselves, was able to define his role clearly.

Informing different teachers within different teams so that
teachers and students thoroughly understood and could discuss the com-
plexities of issues and the implications and consequences of alternative
choices, became exceedingly laborious and time consuming for the team
leaders. Staff meetings took on a demoralizing tone and were perceived
as something to be endured and disposed of as quickly as possible.

Further consequences of the lack of role clarification of the
team leaders was the noticeable absence of a sense of belonging to a
team in the teachers. This feeling was equally shared by the para-

professionals.
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Table 1

Interview Responses to Role Clarification

Responses
Question Topics
Positive| Negative| Undecided
Definition of Differentiated Staffing b 1k 2
Advantages of Differentiated Staffing 11 3 6
Role clarity (Self) . . . . « - « . - 6 11 3
Role clarity (Other) . . . o « « . & 0 20 0
Recommend Improvemenfs in Role Clarity 17 2 1

%An Urban Manitoba School, Interviews with staff, October-
November, 1872,

On the basis of the data shown in Table 1, it can be clearly
seen that when the twenty staff members were interviewed, there was a
100% negative response to the clarity of the roles of the team leaders,
and also that of the paraprofessionals. A typical response from a team
leader was: 'Department-Head Team Leaders. There's nothing to get ex-
cited about because it's a mix-up. I don't understand it myself. The
staff is divided into four teams for purposes of social relationships
but then for purposes of team work, or subject areas it is divided even
fupther. There seems to be three full jobs in one but I don't think any-
body understands it.

A typical response from a paraprofessional was: '"Our roles are

2An Urban Manitoba School, interviews with staff, October-
November, 1972.
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not clearly defined. Teachers come up to me all the time and say, 'Can
you do this? Are you supposed to be doing that?' I'm not sure what
I'm supposed to be doing."3

Of the twenty persons interviewed on the question of role
clarification, six persons could see their roles clearly because they
were involved in the specialist areas of Music, Art, French, Counselling,
and Library work. The team leader in the five and six level was fairly
clear of his role in terms of instructional leadership and was therefore
listed as a positive response.

In most cases, the negative feelings about the clarity of one's
personal role, did not arise as much from a lack of knowledge of the role
a@s a teacher in a closed classroom but as "the role of a teacher in a
team situation, specifically in the relationships of teacher-teacher,
teacher-team leader, teacher-aide and teacher-project director,'%

It became evident during the interviews that much of the
difficulty with role clarity stemmed from a lack of knowledge of Dif-
ferentiated Staffing as an organizational innovation. Only four members
had some definite ideas about the definition of Differentiated Staffing,
its possibilities for the maximum utilization of the talents of the
staff, and the benefits that could be reaped by reorganizing personnel,
time, space and curriculum. As eighty per cent of the staff had no
clear conception of what was meant by Differentiated Staffing, "they

could not forsee advantages in implementing it, other than having a

~

few aides." ® The result was that when communication broke down and

$1bid.
b1bid.
5Ibid,
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frustrations mounted, the staff was not in a position to look for the

source of trouble in their own staffing pattern and role expectations.

Career Line Satisfaction

Theoretically, the opportunities for professional growth and
development in a Differentiated Staffing pattern are quite attractive.
An individual may enter a school at any point in the matrix and proceed
either vertically or horizontally, as his career goals and/or opportuni-
ties direct, and as he gains specialized skills and competencies.

In general the components of the school Y model had not
actually been operational long enough for anyone to visualize, let
alone enjoy, professional advancement. While the roles of project
director and of team leader offered possibilities of career enhancement,
the lack of role clarification, and therefore clearcut lines of
authority, often made decision-making difficult and cumbersome. The
team leaders found themselves going to the project director for direc-
tion and permission. As one team leader stated, "This stems from not

knowing what our problems and powers really are.'®

Staffing Design

One of the major weaknesses identified in this Differentiated
Staffing project was the design or rather, the lack of design or model.
Little consideration was given to the aims of the schoola‘ In fact, the
goals and objectives of the school were never stated and the staff tried

to function under a rather loosely knit broad philosophy of a child-

61bia.



centered school. No one was really clear about the definition of a
child~centered school. Nor was anyone clear about the definition and
implications of Differentiated Staffing. In all the months of observa-
tion, it was noted that a meeting was never held to discuss the meaning
of Differentiated Staffing. As a result the staff had no common opera-
tional base. Furthermore, because of pressures of time regarding the
opening of the school, the philosophy of the school had been prepared
before the assessment of the needs of the community or students was made.
Consequently, the professional and paraprofessional staff positions were
identified more in terms of a numerical ratio than according to levels
of necessary tasks or needs.

Early in the implementation period, in fact, in the preparatory
weeks, it became clear that when members of the staff spoke about
Differentiated Staffing, team teaching, individualized instruction, goals
and objectives, there was no consensus as to the definition of the terms.
There was gross unclarity in conceptualizing and defining what the school
was attempting to implement. This resulted in two distinct ideas of team
approaches to teaching, one in the elementary level and a different one
in the junior high level and a third one which had no real base but which
crossed grade levels and subject areas and would have hopefully
strengthened the bonds of personal relationships. This was a potential
source of friction. While it was generally assumed that the Differen-
tiated Staffing model included all the levels of the elementary and
junior high grades, operationally two distinct meodels existed. Staff
members interpreted decisions and/or questions in the light of the teams
they belonged to, that is, the Elementary or Junior High team rather

than a cooperative system of teams within a school.
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The institution of relatively autonomous instructional teams

in the Junior High level as opposed to the Elementary team led to the

fragmentation of the staff.

The teachers had not had sufficient in-

service work in communication skills and human relations and therefore

tended to view the meetings, confrontations, frustrations, and communi-

cation breakdowns as a series of separate disuniting entities rather

than as links in an entire change process.

Table 2

Interview Responses to Staff Utilization

Responses
Question Topics
Positive | Negative | Undecided
Use of talents in present position . 8 6 6
Recommend changes (Immediate) . . . 6 8 6
Recommend changes (Future) . . . e 11 6 3
Adequacy of staff (Numerically) . 11 7 2

%An Urban Manitoba School, Interviews with staff, October-

November, 1972.

*EN=20

Their attitudes were reflected in the responses to the interview

questions concerning staff utilization.
happy with their work and welcomed the daily challenges, the negative and

undecided responses totalled 60%.

While 40% of the teachers were

Probing for the cause of the high

negative and/or non-committable response, it was found that the negative

feelings and desire for a change in positions was due "to a feeling of
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insecurity in coping with the teacher-team leader relationshipsﬂ"? With
the exception of two cases, it was not a situation caused by a person-
ality clash but "an honest desire to deal with the person in total
command, that is, the Project Director himself, rather than go through
an intermediary, who wasn't clear of his role, in any case."®

0f the eleven persons who recommended changes for the future,
five persons expressed their desire "to share their hidden talents."?
It was found that their was a wealth of untapped resources in the staff
in terms of "abilities in music, crafts, drama, sports and public
speaking."lo On being asked as to why they had not mentioned this fact,
the response was: "No one asked me. I'd love to help out but I hate to
push myself forward, since I'm not an expert in that field,"ll

The other six persons who had recommended changes gave reasons
of "wanting to transfer to a different teaching level, desiring to work
with new team members and needing more clerical assistance if the
teacher was to continue individualized instruction successfully,"12

The unequal distribution of pupils in the classes, especially in
the Junior High levels, caused great concern. The classes had been

divided on the basis of Art and Music options. This resulted in some

classes having a total of 43 pupils and others only 26, It was generally

7ibid.

81pid.

91bid.
101p34.
11l1bid.

l2Ibid.
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felt that a solution should be found for sharing the Instructional Aides.
Furthermore, it was felt that "more aides or volunteers were needed if
the school was to offer personalized attention and was to encourage self-
directed learning,”13 The pupil-adult ratio rather than pupil-teacher
ratio would need a major revision so as '"to have a pupil-adult ratio of
15 to 1 to enable the school to meet its plans better to match programs
to the needs, interests and abilities of individual learners ., '"

While the team approach and pupil distribution were causes of
friction and discontent, no one questioned the utility of the Differen-
tiated Staffing models being used in the elementary or junior high
grades, nor the objectives set by the teams and the cooperating groups.
This complicated the task of school-wide objectives even further.

Without the clear statement of objectives and a decision-making
structure, all decision-making became crisis-laden. In the gathering
momentum of the school year, relationships became strained and
communication was both cumbersome and complicated.

The team leaders became over-loaded in terms of man hours of
work and responsibility. Consequently, there was no time for planning
for the future, for assessing what existed in the present or for train-
ing sessions to alleviate the tension caused by actions and attitudes
of the staff.

In summary, Differentiated Staffing remained little more than a
term for most participants. It lacked concrete parameters with respect

to the role performance of the participants. The interdependence and

131p34.
1

Ibid.
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relationships that were hoped to be generated by a Differentiated Staff-
ing model, were not realized to any degree in the first period of
implementation. The innovation remained little more than an evocative
term while attention was turned to surviving in an incompleted school

plant.

The Preparation Phase

A major positive implication of Differentiated Staffing is the
process by which a staffing pattern is determined. A staffing pattern
is appropriate for a school if it reflects the programs being provided
by the school, and if the programs reflect the objectives of the school,
and if those objectives are based on a combination of student needs and
societal goals.

The staff of School Y, because of the pressures of time, geared
their programs to the situation in which they found themselves. Instead
of developing programs designed to meet the needs of students and then
going after the resources required to operate the programs, they designed
programs which reflected the constraints placed upon the school, that is,
they had had a differentiated staffing pattern imposed upon them and
therefore had to determine the best way to adopt the program to the
staffing pattern.

The time span between the building of the school plant, the
hiring of the Project Director and the date for school opening did not
allow for any in-depth teacher preparation for implementing Differen-
tiated Staffing or new instructional programs. The summer three-week
preparation period dealt with matters largely irrelevant to the task of

specifying the details of the new program or of charting the tactics of



changing from the old to the new.
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The brief preparation-formulation period ended with half-

considered, and vaguely specified plans at best.

Table 3

Interview Responses to Preparation Phase

Responses
Question Topics
Positive| Negative| Undecided

Sufficient time for preparation . . . 1 16 3
Recommend changes in preparation phase 16 1 3
Shared decision-making viewed as an

integral part of Differentiated

Staffing . « « ¢ o o o o 16 2 2
Personal understanding of the shared

decision-making procedure 2 1k I
Personal understanding of individualized

instruction . . . « « ¢ & o o b 14 2
Sufficient preparation time for

individualized instruction . . 2 16 2

%#An Urban Manitoba School, Interviews with staff; October-

November, 1972.

REN =20

The data recorded in Table 3, reflects the teachers' insecurity

about the innovation and the time and type of preparation that had taken

place.

The 16 negative responses with respect to

sufficiency of prepara-

15

tion time correspond with the 16 negative staff responses (in Table 1).

l5Appendix p. 145,
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for an understanding of Staff differentiation. A natural sequence to
the lack of knowledge of the innovative program, and the lack of time to
prepare for it was the large percentage of negative responses to under-
standing the procedures to be used in shared decision-making and in under-
standing Individualized Instruction. Improvement in the individualiza~
tion of instruction can be gained only through staff development programs
that sharpen the skills needed to operate a well defined differential
role staff model.

The 16 positive responses for recommending changes in the o
preparation phase, emphasized the need for time for becoming familiar with the
innovation and time for training in such specifics as:

1) Observation skills for individuals and groups.

2) Skills in group process and group decision-making.

3) Familiarization with various diagnostic instruments

and/or techniques applicable for elementary and junior high
school age youngsters.

4) General management skills,

5) Training in specific curriculum designs favoring
individualized instruction.

68) Methods to evaluate instruction.
7) Operational implications of applying learning theory
with particular instructions, that is, materials, grouping,

strategies, etc.

8) TFamiliarization with group cohesiveness, needs factors,
formal and informal leadership.

9) Skills in placing team teaching into the perspective of
the larger organizational structure, namely, the school.

10) Skills necessary for team teaching such as:
a) effective communication

b) ability to understand (listening)
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¢) evaluation of communicated jidea-making distinction
between ideas and persons

d) synthesize ideas into an acceptable policy
e) establish policy making procedures at
(i) instructional team level
(ii) curriculum team level
(iii) staff level
11) Skills necessary for Tndividualized Instruction such as:

a) diagnosing learner needs

b) developing procedures and methods for meeting
those needs

c) providing prescriptive alternatives
12) Skills for providing for and encouraging self-directed
learning and self-evaluation by students .
DEVELOPMENT OF PROGRAMS

Differentiated Staffing alters roles in the school organization.
Thus, when vertical and horizontal staffing, and differentiation of the
teaching-process exist, there is a commensurate need to implement a
multi-model approach to the teaching act. Instruction may occur on an
individual basis, or in small or large group settings.

In school Y, an attempt was made to implement new DTYOgrams, team
teaching and individualized instruction. There were some attempts at
implementing mini-courses but these were not successful. Unexpected en-
rollment growth, an incomplete plant, lack of equipment, space and books,
not only dictated last minute modifications in day-to-day teaching but
severely strained the implementation of these programs as well as the

Independent Study privilege scheme. The lack of an adequate preparatory

B 1ptepviews, Op. Cit.



phase, created severe handicaps for the staff with regard to the
implementation of new programs. They were expected to design the
programs while simultaneously carrying out their usual time~-consuming

responsibilities.

Climate for Learning

Since most schools want students to improve in intellectual
competence, they attempt to enhance learning by creating a climate of
academic excellence. In spite of the unrealistic time perception of
the School Board for implementing the educational innovation and the
ensuing pressures on the project director and the staff, a great
emphasis was placed on the affective and cognitive climate of school Y.
The staff, often rising above the feeling level, consciously attempted
to create a set of good relationships within the entire school
community. The objectives were two-fold in purpose: 1) to encourage
a sense of purposeful inquiry and learning among students; and 2) to

establish feelings of mutual respect among students and teachers alike.

These objectives while not specifically recorded nor mutually
agreed upon wererevertheless discernable in informal discussions and in
observations of teaching situations. The staff members were committed,
highly competent teachers. Though they were not able to work in team
situations with any degree of ease and security, their belief in
students and in learning was not stifled in any way. In order to develop
the individual's thinking process and his sensory powers, they allowed
the student every opportunity to involve his senses so that he could
construct and conceptualize constantly and thus make learning an

intellectual and emotional and meaningful experience.
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Table 4

Interview Responses for Student Needs Being Met

Responses
Question Topics

Positive| Negative| Undecided

Teacher's view of an adequate assess-
ment of student needs . . . . . 17 3 0

Teacher's view of the student's needs
being met . « « o o ¢ o o o o o 17 2 1

Teacher's assessment of the
effectiveness of Independent
Study Privileges . . o ¢ o o o 14 3 3

Teacher's assessment of the student
reactions to Independent Study
Privileges . « « » ¢ « & o o o 14 3 3

%An Upban Manitoba School, Interviews, October-November, 1872.

While the staff did not have adequate skills in diagnosing
learning levels or developing procedures and methods for meeting those
needs, they did attempt to assess the students' needs on an informal
basis. Students were free to approach any teacher and to discuss
personal and/or instructional problems. The school counsellor was
available at all times and gave valuable assistance to the students.

In view of the honest attempts of the staff to respond to the
students' needs whether of a psychological, social, emotional or
instructional nature, the data in Table 4 reflects general agreement
that sincere efforts were being made to treat the students in an

individual, personal manner.
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Freedom of movement was enhanced by the open campus approach.
Students were given opportunities for decision-making, on the student
council level. Their items for discussion during the course of the
school year included:
... regulations and procedures for council meetings, a
constitution for the student council, student code, dress
code, school colors, crest, jackets and paper, field trips,
privilege cards, inter-scholastic competition, clubs and
mini-courses, trophies, year book, carnivals, raising money,
canteen, socials.l®
In August, during the preparatory workshop, the staff had
decided that the School Council would be assisted by one staff advisor.
The Council would determine its own regulations and procedures and
would meet regularly in the Council Room. The students would be held
accountable for all decisions made. Thus when the Council had decided
on a design for the school crest, the staff accepted it as the official
crest¢l7
Student responsibility was encouraged by the Independent
Directive Study time. Students were monitored by means of a privilege
card. They were expected to use the Independent Study time wisely. It
was not to be a time for loitering at school or elsewhere. The staff
had established that students who had a privilege card could go to the

library, the study room, the gymnasium, school yard, student lounge, or

any other avallable area which had been designed for such use. In

addition, the eighth year students could be away from the school premises

16School'Y, Minutes of a Student Council Meeting, September 28,
1972.

175chool Y, Minutes of Staff Meeting, November 23, 1972.
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during the first and last periods of the morning or during the first and
last periods of the afternoon if their timetable indicated an Independ-
ent Study period at those times. Privilege cards were reviewed each
month. Cards could be revoked at any time for a just cause,l8

The approach to the use of the Independent Study time was ideal-
jstic. On a practical level, it became a problem of management. The
lack of library resources as well as the incomplete gymnasium, school
yard, and student lounge proved highly inconvenient. The study halls
became the main congregating areas of the students. The paraprofes-
sionals soon became closely associated with study hall sﬁpervision
rather than with assisting instruction.

The objective of encouraging a sense of purposeful learning and
a sense of inquiry was hampered to a great extent by the lack of
essential equipment. This created strain and confusion. The staff was
subjected to massive organizational disruptions during the initial
period after the school opening.

An added factor of inconvenience was the delay in delivery of
essential school furniture and in the incompletion of the school grounds
and gym. As the gym is an essential part of physical education programs,
improvisations had to be made almost daily, in order to carry out even
the most basic requirements for a good physical fitness program. During
the months of September, October and early November, physical education
classes were held outdoors at times and on the neighboring school's

grounds.

8 . .
. School Y, Minutes of a staff meeting, November 2, 1972.
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The music, art, science and library programs were also hampered
by the incomplete building. Only the experience of several staff
members and their ability to absorb the extraordinary demands on their
time and energy, enabled the cost-benefit balance in terms of energy
and motivation to remain favorable to the implementation of

Differentiated Staffing.

Differentiation of the Tnstructional Program

The effect of flexible instructional organization on the educa-
tional process should be one of positive change. In school Y attempts
were made to implement team teaching and individualized instruction. It
was observed that the elementary section was successful in its team work.
Many of the teachers in this section had had previous experience in team
teaching. In two instances, the same members of a team in & neighboring
school, had simply moved to school Y. They were thus comfortable with
their team relationships, style of teaching and content.

In the junior high grades, on the other hand, while the teachers
were organized into teams, they really taught individually in their
respective classrooms. The team resembled a department rather than a
team. Conclusive evidence was obtained in the interviews. A typical
peaction was: "I think the elementary grades are team teaching success-
fully. We are teaching in isolation. We resemble a department
situation, rather than a ’cea‘m,,"lg

Tndividualized instruction had also been implemented and was

effective to some degree. Children have different learning styles and

181nterviews, op. cit.
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personality characteristics that must be considered when providing
instruction. To constantly emphasize the auditory mode or to treat

the aggressive child in the same manner as the retiring child, is
certainly not sound pedagogy- Types of processes also need to be con-
sidered; deductive and inductive processes are examples. These two
styles can be altered to better fit the learning strength of the child.
In addition to learning styles and dominant cognitive processes, the
degree of independence each child can sufficiently manage must also be
considered. TFor example, some children may require continuous assistance
from the teacher in order to fit the parts together to form the whole,
while others may be capable of making discoveries quite independently;
in this case the teacher needs to provide only a minimum of instruction.
To individualize instruction, factors such as those just mentioned need
to be considered. To truly individualize instruction, the four elements
of pacing, objectives, materials and personalization must be
individualized.

School Y attempted to individualize instruction but with a lack
of materials, and close cooperation within the teams, the work of
complete individualization was severely hampered. However, in the
elementary grades, individual attention was given in small group situa-
tions except for laboratory work. This was totally individualized. In
the junior high grades, individualized instruction was given in four
areas, Social Studies, Mathematics, Science and Language Arts, and
individual attention in small group situations in Art, Music and Physical
Education. French instruction was totally individualized. Students were
motivated by the Independent Study privileges and also by a real desire

to learn what they were interested in. It was observed that the students




responded to the challenges of individual contact.

Table 5

Interview Responses to Modes of Instruction

10%

Responses
Question Topics
Positive | Negative | Undecided

Approach to individualized instruction 14 3 3
Problems encountered in implementing

individualization . . . « . o 15 3 2
Successfully implemented (elementary

section) . .« o o e o e s s o e 15 3 2
Successfully implemented (Junior High) 16 2 2
Teachers! assessment of the student

response to individualized

instruction . « « o 5 & s o o e 18 1 1
Approach to team teaching . . . . - - 8 11 1
Problems encountered in participating

in team teaching . . « « « - o 12 7 1
Successfully implemented (elementary

section) . o ¢ o o o @ o s oo e 18 1 1
Successfully implemented (Junior High) 0 18 2
Training needed for implementing any

new programs in the future . . 16 JA 2 2

“#An Urban Manitoba School, Interview, October-November.

Although the staff made serious attempts at implementing new

instructional programs the interview responses reflect the teachers’

felt need for training in the skills inherent in team teaching and
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individualized instruction. While 14 teachers responded positively to
individualized instruction as an effective program for meeting the needs
of the individual student, twelve of the 14 reported that they were ex-
periencing problems in dealing with the new program. The reasons for
this varied with the personalities but the general response was the lack
of training in specific skills such as:

1) diagnosing learning levels

2) using a facility to allow for flexible grouping and
providing areas for individual activities,

3) personal record keeping

4} providing for and encouraging self-directed
learning and self-evaluation by students.

Staff response to team teaching rated negatively. This was
partly due to lack of the role clarification for the team leaders and
partly to the master-teacher complex. Many of the staff members, while
being highly competent individual teachers, found it difficult to work
in a team situation. The problems encountered were almost totally of an
interpersonal relations nature.

The recognition of the need of special skills for implementing
~ the new program of Individualized Instruction and Team Teaching made the
staff aware that it was not sufficient to desire to participate in
implementing an innovation. One needed new skills and new attitudes
to make the change really effective and rewarding.

In summary, Differentiated Staffing is a complex innovation.

Because a fully developed model for staffing differentiation requires

201h3i4,
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new staff roles and relationships, a change in the utilization of time
and resources, expanded curricular opportunities and greater flexibility
and variety in programs of instruction, a simple decision to adopt it
does not suffice. Adequate time for planning and implementation must be
allowed.,

Although there was no way to determine the precise amount of
time needed for planning and implementing the Differentiated Staffing

program in school Y, it was evident that the time factor was a major

source of many of the problems the staff encountered. The staff had a
commitment to succeed but they did not have the time to gain the
appropriate knowledge and skills to function in a completely new
setting. The staff members not only had to adjust to new roles and
responsibilities, they also had to cope with unforeseen problems as
they arose. There was little time for attitudinal self-renewal, as
well as curricular and instructional renewal. Without this self-
renewal, the maturing, expanding and altering in process and conditions
that should accompany the Differentiated Staffing program were never
realized. The fact that these weaknesses were not fatal to the program
was probably due to the calibre of the staff and their determination to

succeed.



CHAPTER VI

SUMMARY AND CONCLUSIONS

INTRODUCTION

This study examined the problems of organizational change en-
countered by the administrator and staff of an urban Manitoba school as
they implemented Differentiated Staffing. This chapter restates the
problem and procedure, summarizes the findings, and states the

conclusion.
THE PROBLEM

The chief purpose of this study was to identify the problems of
organizational change inherent in the implementation of Differentiated
Staffing. This study focused on two aspects of implementation: the

utilization of staff and the development of new programs.
THE PROCEDURE

The co-operation of the Superintendent, project director and
staff were obtained so that the study could be carried out. In order to
maintain the anonymity of the school division concerned, the district
was identified as X and the school as Y. The neighboring school was
referred to as A.

The data was collected by means of observation and personal
interviews., The researcher assumed that the first few months of

implementation would reveal the conflicts and strains of change in its
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most aggravated and transparent form and that the nature of staff
responses would have a strong bearing on the fate of the innovation in

succeeding years.
THE FINDINGS
The study focused on two main areas of implementation, namely,
the utilization of staff and the development of new programs. The

observations and interview results were summarized with respect to these

two sub-divisions.

Utilization of Staff

The first phase of the study focused on the utilization of staff
in a Differentiated Staffing pattern. Observations were made and inter-
views were conducted to ascertain the significance of the peer
relationships, clarification of roles, career-line satisfaction and
staffing design.

The problems that emerged with great significance could properly
be labelled under two comprehensive categories: human relations and
time. For practical purposes, each category was sub-divided and each
sub~division was dealt with separately.

Peer Relationships. The new teaching situation necessitated a

role modification which in turn became a source of interpersonal stress

among the staff members. Most of the teachers had had the reputation of

being highly competent and innovative. In coming to school Y, they had to

undergo a transformation from being an isolated competent teacher to one
of many able teachers in a group. They also had to change from a style

of teaching characterized by independence to one requiring cooperation.
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Role Clarification. The lack of role clarification was the

strongest source of interpersonal stress among the staff members. This
was particularly true of the team leader role. Though the description
of the roles for the team leaders and for the staff had been prepared
during the summer in-service session, a clear delineation of the teams
and the roles of the respective team leaders had not been made. As a
result a frustration factor had been built into the model, from its very
inception.

Career-Line Satisfaction. This problem was almost non-existent

at school Y. The implementation phase was just evolving and as such
could not offer career-line satisfaction. However, even at that early
date, one could note that before career-line satisfaction could become a
reality, roles would have to be clarified and procedures would have to
be worked out for decision-making.

Staffing Design. The major weakness in the utilization of staff

was the design of the Differentiated Staffing model. It was insufficient-

ly based on the goals and objectives of the school. The staff had no

common operational base as the approach that would be taken in implement-
ing Differentiated Staffing had never been specifically stated. Teachers
as well as paraprofessionals were hired on a numerical ratio rather than

a task need basis.

The Preparation Phase

The major weakness in the preparation phase was the insufficiency
of time. The staff did not have time to become thoroughly familiar with

the innovation, nor to develop a Differentiated Staffing program designed

to meet the needs of the students. Instead they hurriedly designed a



111
program which fitted the constraints of the school and then had to
determine the types of instructional programs that would be appropriate
to that pattern. The staff thus did not have time to discuss and to
develop new skills and attitudes necessary for implementing new
instructional programs.

The brief three week preparatory period dealt with matters
largely irrelevant to the task of specifying the details of the new
innovation, or new programs, or of charting the tactics of change over

from the old to the new.

Development of Programs

The second phase of the study focused on the development of
programs. Observations and interviews were conducted to ascertain the
climate that was being provided for learning and the differentiation of
the instructional mode.

The major problem that emerged was the insufficiency of time to
prepare adequately for substantive changes in behavior, growth and
understanding.

Climate for Learning. In any educational program the student is

ultimately responsible for his own learning. In contrast, students
operating in an individualized program are faced with more decisions
than students operating in a conventional program, and therefore ex-
perience more responsibility than students operating in a traditional
program. Students operating in a successful individualized program have
many opportunities to make choices and decisions, and therefore, to
develop responsibility. It is important to keep in mind that students

may misuse responsibility and make unfortunate decisions when confronted
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with their first experiences of this nature, but these mistakes are a
vital element in the development of self-responsibility.

Furthermore, students operating in an individualized program do
not receive extensive direction from the teacher. Students must begin
to take the initiative to direct themselves and to ask themselves, "What
do T do next?," and then do it. Through experience and with counselling
concerning their experiences, students can learn to direct themselves.

The staff at school Y was committed to individualized instruction
or therefore in bringing about the self-actualization of the individual.
They believed that the teacher's basic responsibility was to his/her
students. In their desire to aid the free development of an individual
child they promoted the open campus approach and the independent directive
study privilege system. The students were thus given the responsibility
for making decisions about their objectives, for planning how to pursue
their interests, and for evaluating their choices and plans. By being
given these responsibilities, the teachers hoped to assist the students
in becoming autonomus learners who would be capable of developing their
own potential throughout life,

This approach to students and to learning enabled the teachers
to come closer to realizing the outcomes they sought to achieve in a
student-centered school, From an organizational point of view, the major
problem that could be noted was the ineffective and inefficient use of
the paraprofessionals in furthering student-centered programs within the
school.

Development of New Programs. The staff of school Y believed in

individual differences in readiness, cognitive style, and personality

and that learners respond differently to the same situation. As a result,
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they attempted to provide alternate learning environments in terms of
peer groups, instructional programs and program content so that each
individual student would have access to the succession of environments
most helpful for his optimum development.

The teachers in the junior high section promoted purposeful
learning and a sense of inquiry through the use of contractual agree-
ments as to types of topics to be pursued, style of reporting and extent
of research to be done.

The teachers in the elementary section successfully employed the
team and large group approach for stimulating the student's interest and
increasing their level of participation.

The teachers at both the junior high and elementary levels were
successful in promoting individualized instruction within small groups.

The major problems discerned were the inability to use the team
approach effectively in the junior high section; the over-loading of the
language teachers in terms of individualized instruction because of the
inefficient use of paraprofessionals; the ineffective use of the study
halls and inefficient use of paraprofessionals in terms of monitoring
them; finally, the inefficient use of the library for individualized
instruction because of a lack of resources.

The ineffective use of the team approach, the paraprofessionals
and the library can all be traced to a lack of time for preparation for
team teaching, for using aides and even for ordering supplies. Time was
a vital factor in the development/non-development of new programs within

the school.
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THE CONCLUSIONS AND RECOMMENDATIONS

The purpose of this study was to identify the problems of
organizational change as magnified during the early stages of the
implementation of Differentiated Staffing at an urban school in Manitoba.
Any staff group, regardless of its enthusiasm and skill, has the ability
to solve only a limited number of problems in a given amount of time.
Since the success of any innovation is likely to relate to the number of
potential problems that are identified and solved prior to implementa-
tion, several problems of a general variety were abstracted from the
observations and interviews conducted for this study. It was hoped that
the identification and solution of these problems would ease the task of
implementing a similar innovation in the future.

Tt is suggested that in the operational stage of implementation
of the Differentiated Staffing concept, the success of the innovation
will depend on careful attention being paid to the four problem areas
jdentified herewith: a thorough understanding of the innovation; serious
consideration of the social framework which the innovation may affect;
realistic provisions of time; and, allocation of resources and personnel
based on a needs assessment.

These primary areas of concern can be further specified to
include:

1) Real reasons for considering the implementation of
Differentiated Staffing.

2) A clear conceptualization and definition of what the school
is attempting to implement through the change.

3) A basic operational definition of Differentiated Staffing.
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4) TIdentification of a specific subset of interpersonal
problems related directly to staff differentiated activities.,

5) Clarification of roles for all members of a differentiated
staff and provision of activities whereby change in behavior as well as
structural change can be facilitated.

6) Provision for a reasonable and fair work load so as not to
cause severe work overloads among members of the instructional staff.

7} Provision for sufficient time for staff preparation and staff
development activities especially for shared decision-making techniques,
and for moving from a master-teacher situation to one in which dependence
and cooperation are predominant modes of action.

8) Preparation of a differentiated model specific to the
philosophy of the school, community, and needs of the students.

9) Establishment of short and long range goals.

10) Specification of managerial and monitoring procedures to
assure implementatiom.

11) Provision for additional resources in finance and personnel
to cope with organizational and instructional change.

12) Establishment of evaluation procedures.

No one consciously plans for failure, but the number of un-
successful innovations in education raise questions concerning the
planning and implementation phases. In current research in Differentiated
Staffing, a report of four case studies by W.W. Charters and Roland
Pellegrin gives a summary of the more pertinent observations regarding
the problems of implementation, thereby corroborating the findings of the

present study. The following problems of implementation were listed:
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1) The fundamental but generally unacknowledged strain that
exists between the ideology of teacher governance and the strategy of
directed change.

2) The gross unclarity in conceptualization and definition of
what the schools are attempting to implement through change projects.

3) The heavy reliance on structural change {writing job
descriptions, changing titles altering organizational units) in the
belief that appropriate behavior changes will automatically follow.

4) The fallacious assumption that a statement of general,
abstract -program values and objectives will easily be translated into
new and appropriate behavior patterns at work.

5) The unrealistic time perspective of those responsible for
educational innovation, according to which basic and far-reaching changes
in instructional roles and staff relationships are seen as accomplishable
within a year or two.

6) The ambiguities and stresses that arise in the disjunction
between the school districtfs established administrative structure and
the temporary system for project management.

7} The failure to recognize that teachers have scant training
in forming and implementing processes and procedures for collaborative
decision-making.

8) The conflict in goals, values, and interests, seen
especially in the relationships between the central office admin-
istrators, the project managers, and the school staffs (produced mainly
by the requirements of their inherently different work contexts].

9) The absence of managerial and monitoring procedures to

assure implementation and to alter plans in the face of contingencies
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that inevitably occur.

10) The failure to recognize the severity of role overload
among members of the instructional staff when innovation is attempted.

11) The tyranny of the time schedule in constraining change.

12) The apparent assumption that schools need little additional
resources (financial and personnel) to cope with the massive organ-
izational disruptions during the period of transition from one
educational program form to & new one.

In conclusion, the present study indicated that if differentiated
staffing was to be implemented successfully, careful consideration must
be given to the process of planning. The following recommendations were
therefore proposed:

1) Any school or district committed to flexible staffing, should
prepare a model that can be considered optimum at a given point in time.
This model should be sensitive to changing needs and would provide the
master plan by which Differentiated Staffing would be implemented,
position by position as vacancies occur. The plan should include a table
of priorities for positions to be filled.

2) An assessment should be made of the skills and abilities of
the staff in order to identify the particular expertise and strengths of
individuals in addition to their subject matter preparation.

3) Substantial in-service programs should be held for the
purposes of:

"a) acquiring of the direct skills needed by personnel

lW,W. Charters, Jr., and Roland J. Pellegrin, "Barriers to the

Tnnovative Process: Four Case Studies of Differentiated Staffing,"
Education Administration Quarterly, No. 1, 9: Winter, 1972.
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to qualify for roles in staff differentiation,

b) preparing a comprehensive analysis of the tasks that
are to be performed in the teaching act and in the
division of labor,

¢) developing the instructional environment, including the
curriculum,

d) acquiring the attitudes and readiness of/for implementing
the innovation,

e) acquiring the skills in communication and human relations
necessary for intensive group work,

f) acquiring the skills specific to the programs that would
be implemented, for example, Individualized Instruction
and team teaching.

4) Because the strength of Differentiated Staffing lies in the
process it affords a school to determine its staffing pattern appropriate
to what it is trying to accomplish, the people who will be affected most
directly, that is, the teachers, should be involved honestly in all

phases of planning.

5) Any move towards flexible staffing patterns in order to be
successful, requires a level of cooperation and understanding that
presently does not exist. Teachers traditionally tend to be quite in-
dependent and a large number of them are in the profession because of their
perception of the image or role of the teacher. Extensive in-service work
in communication skills and human relations is critical when moving to
flexible staffing patterns. School Boards must be prepared to provide the

necessary time, effort and money for staff development programs before and

during the period of implementation of Differentiated Staffing.
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February 7, 1872.

APPENDIX A. An Urban Manitoba School Division

A PROPOSAL FOR A PILOT PROJECT IN
DIFFERENTIATED STAFFING IN THE Y
SECONDARY SCHOOL OF AN URBAN

MANITOBA SCHOOL DIVISION

Introduction:

In recent years educators throughout Canada and the United States
have become increasingly aware of a need to restructure school staffing
patterns in order to allow for task specialization among those persons
directly and indirectly involved with students. It has become apparent
that the traditional "teacher-class" operation cannot and perhaps should
not be maintained in the face of changing educational expectations and
increasing personnel costs. Thosé responsible for the operation of
schools and school systems must therefore examine all avenues of change
in an effort to increase the effectiveness of the teaching-learning pro-
cesses, and to provide this increased effectiveness within the bounds of
the economic ability of the community. It is proposed, therefore, that
one method of meeting these broad objectives is through the medium of a

system of Differentiated Staffing for instructional persconnel.

The Proposal:

It is proposed that all programs in the new Y secondary school
in the urban community be operated on a Differentiated Staffing system.
Tt is further proposed that research grants be made available to offset

certain additional costs related to the project in its initial years of
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operation. In addition to funding assistance, it is proposed that the
Planning and Research Branch of the Department provide direct leadership
assistance in the pre-training of professional and non-professional
staff as well as provide for a means of external evaluation in both the

cognitive and affective areas of learning.

Objectives:

NOTE: It is expected that the objectives for the school will closely
reflect the needs of the community and the philosophy and ability of the
staff. Since no formal assessment of these needs has been made, it must

be considered that the objectives which follow may be amended from time

to time as the school becomes a reality.

Objectives: Educational:

1) To maintain or improve the mean achievement scores in reading
and mathematics for those students in the project school.

2) To maintain or improve the attitudes to school for those
students in the project school.

3) To involve greater numbers of community residents in both the
planning and the day to day operation of the school. Such increased
involvement is to be promoted through parent advisory committees, parent
volunteers and the employment of para-professionals from the school
community.

4y To promote greater responsibility and initiative in
curriculum planning and program development to meet the needs of
specific groups of the school population.

5) To reduce the student-to-adult ratio in the instructional

program through the use of more and specialized (in terms of function)
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persons in the teaching-learning process.

6) To encourage diagnostic teaching through the specialization
of functions to provide the time and expertise to assess needs and
develop suitable instructional programs to be carried out by persons
designated in the differentiated hierarchy of personnel.

7) To provide a new career pattern in teaching that develops
from establishing and defining a number of new roles for instructional
staff.

8) To provide new incentives for those teachers who are willing

and capable of assuming greater leadership responsibilities.

Objectives: Economic:

1) 1In the long run to achieve the educational objectives as out-
lined above without increasing the average cost per student in the project
school as comﬁafed to the conventional schools of the Division.

2) To provide a system of salary payments that reflect the
function performed and the responsibility assumed by both the certified
and non-certified personnel in the school system.

3) To change education frém a highly personnel cost content to

a more intensive materials content.

Project Steering Committee:

It is proposed that a Steering Committee be established to work
with the Project Director and his key personnel for the first year of the
operation of the school. The Steering Committee shall elect a chairman
from among its members and shall meet on a regular basis. The Committee
may be composed of the following persons or designated alternates:

1) The Project Director.
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2} Chairman, Education Committee of the Division Board.

3) The Superintendent.

4) The Business Administrator.

5) A representative from the office of Planning and Research.

6) A representative of the Principals of the Division.

7) The President of the Division Association of the Manitoba
Teachers'® Society.

8) A representative of the Parent Committee of the School.

Tt must be noted that this is a Steering Committee. It should in
no way exercise authority as a Committee over the operation of the school.
It is anticipated that the responsibilities of the Committee will be
significant in the early stages of the project but that its role will
gradually decrease as the school becomes a successful educational

institution.

Administration:

It is proposed that the pilot project be administered by a yet-
to~be named '"Project Director' who will also serve as principal in the
early operation of the school. It is proposed that the Project Director
be named immediately and that his tasks include the following:

1) Develop a tentative plan of operation for the school.

2) Establish and define the key leadership roles and recruit
suitable staff for these positions.

3) Along with his key personnel, review the objectives and
tentative operational plan for the school and set up & critical path for
the following:

a) community consultation program,
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b) assessment of student needs,
¢) Curriculum planning,
d) Recruitment of necessary professional personnel,

e) establish categories and recruit necessary non-
professional personnel,

f) prepare and initiate program of staff training,
g) schedule student programs,
h) propose a system of program evaluation.

4) Act as resource person to other schools who are ready to ex-
plore and to implement Differentiated Staffing programs. (At such time,
it may be necessary that the Project Director would reduce the amount of
time given to administering the school and increase his consultation

time in proportion to the needs of the Division).

Evaluation:

It is proposed, subject to approval of the Project Director and
his staff, that there be a two level system of evaluation.

1) An internal evaluation conducted by the school personnel as
part of the overall pattern of evaluation in the Division.

2} An external evaluation acceptable to the Planning and Research
Branch of the Department of Education. Such an evaluation, hopefully,
could deal with both the affective and cognitive areas of the program as
they relate to students, parents, staff and other teachers in the
Division.
NOTE: Since students will remain in the school for grades five to

twelve, certain other long-range evaluation projects could also

be developed.
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APPENDIX B. Philosophy Of The School

Focus on the Learner

A) Child Centered School -

i. where the uniqueness and individuality of the student is
respected.

ii. where programs are suited to the individual needs, interests,
and abilities of the students.

iii. where a sense of individual worth is fostered.

iv. where the social and emotional development of the student is
looked upon as being as important as his academic and
intellectual development.

v. where the individual gains the respect for the society in

which he lives and strives for its betterment.

Focus on Success

A) Success according to the student's ability:

i. by accentuating the positive and minimizing the negative.

Focus on Reality

A) By providing experiences which are relevant to the type of world
in which the child lives.

B) By involving the community in the educational process.

As a pesult of his education each student should . . . .

1 . . . "Have the basic skills and knowledge necessary to seek
information, to present ideas, to listen to and interact
with others, and to use judgment and imagination in
perceiving and resolving problems;"

2 . . . develop the ability to think for himself;

3 . . . develop humanness;

v, ., . develop the ability to adapt to change and to cause changes
when necessary;
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"appreciate the wonders of the natural world, man's
achievements and failures, his dreams and capabilities;"

"clarify his basic values and develop a commitment to act
upon these values within the framework of his rights and
responsibilities as a participant in the democratic process:"

"participate in social, political, economic, and family
activities with the confidence that his actions make a
difference;"

. "be prepared for his next career step;"

"understand his interests and abilities, the elements of his
physical and emotional well-being, and be committed to life-
long learning and personal growth;"

"recognize that cultural, ethnic and racial similarities
and differences contribute positively to our nation's
future, and interact meaningfully with people of all
generations and life styles."
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APPENDIX C. Responsibilities

RESPONSIBILITIES OF PROJECT DIRECTOR

Be a liaison man with parents as well as the Superintendent's
Department.

Set up an Advisory Committee.

As part of the process of supervision, take over the class as often
as possible, i.e., perhaps once a cycle.

Be accessible to the staff and students on a personal basis.
Convene meetings when the group leaders so desire.

Deal with extreme cases.

In times of indecision, be the final decision-maker.

Deal with visitors to the school.

Keep staff informed as to educational news and obtain feedback.

Make sure that instructional programs of a school-wide nature are
implemented.,

Be responsible for release time for personal absences of teachers.

Be responsible for attendance.
RESPONSIBILITIES OF EXECUTIVE ASSISTANT TC THE PRINCIPAL

Organize and/or supervise school patrols, field trips, bus transporta-
tion, supervision schedules, the taking of school pictures,
registration of students, distribution of school keys, student locker
assignments, student insurance program, collecting and spending school
funds, and the general bookkeeping for the school.

Receive callers and give out information requiring knowledge of
policies and procedures.

Prepare reports as required (i.e., monthly attendance, inventories,
fire drills, report cards, orders for supplies, and all other reports
normally prepared by the principal.)

Compose and type all important and confidential as well as routine
correspondence.
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Train and direct clerical or stenographic staff in the school.

Take notes of meetings, prepare minutes, and keep official records
and reports including those of a confidential nature.

Compile data and statistics and direct preparation of the same.

Perform related duties as assigned by the principal.

RESPONSIBILITIES OF TEAM LEADERS

Determining policies and guide lines related to improving
instruction and conducting research.

Participating in organizing service programs.

Co-ordinating the use of school-wide facilities and resources

Liaison between teacher and project director.

Participating as a teacher in a team.

Co-ordinating activities and resources of the unit.
Delegating responsibilities to team members.
Arranging for release time of team personnel - school activities.

Requesting appropriate consultant assistance when needed, from

Assist in the selection of staff: 1) Professional 2) non-

Making decisions when consensus cannot be reached within the team.

Handle some cash and other valuables.
General Responsibilities
1.
2.
3.
and personnel.
b,
Specific Responsibilities
1.
2. Convening team meetings.
3,
i,
5.
6.
central office and other sources.
7.
professional.
8.
9. Time-tabling.
10.

Delegating duties of aides, other non-certificated personnel,
including interns.
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11. Initiating in-services for team.
12. Assuring that individual pupil records are maintained.
13. Evaluating and reporting procedures of student progress.
14, Encouraging out of school educational activities.

15. Evaluate the progress of the team in achieving its objectives.

RESPONSIBILITIES OF THE TEACHER

Student-oriented Responsibilities

. Helping to determine long-range curricula.
. Determining broad learning objectives for subject-area emphasis.
. Establishing a comfortable psychological learning environment.
. Helping the child to determine personal learning objectives.
. Helping the child to achieve personal learning objectives.
. Developing a strength in a particular area of the curriculum.
Initiating learning objectives in his particular area of the curriculum.
. Determining objectives for a subject area emphasis.

. Assisting in planning academic emphasis.

. Helping to select the child's learning activities.

. Using a variety of techniques and methods to achieve learning objectives.
. Adapting curricula to individual needs of the child.

. Selecting a wide range of materials, media, and supplies.

. Helping the child to select appropriate learning materials and media.

. Determining appropriate groupings for the child on a continuous basis.
. Establishing an appropriate physical learning environment.

. Participating in learning activities,

. Encouraging a love of learning.

. Observing individual and group interactions.
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. Maintaining agreed-upon standards of discipline.

. Helping the child to develop appropriate social behavior.

. Helping the child to develop self-direction.

. Assisting in the identification of exceptional learning and social
behavior.

. Referring the child with identified exceptional learning and social
behavior to appropriate personnel.

. Consulting with the school nurse concerning the child who may require
professional help.

. Advising and counselling with the child to help him develop a positive
self-image.

. Helping the child establish reasonable standards of self-evaluation.

. Evaluating the child's progress through a variety of methods.

. Discussing with the child his individual academic and social development.

. Assembling information for individual conferences and progress reports.

. Discussing with parents individual pupil academic and social development.

. Accepting responsibility for each child in the unit.

. Recognizing and helping the child to develop his unique talents and

aptitudes.

Professional Growth Responsibilities

. Cooperating with students and staff in an atmosphere of mutual respect.

. Expressing ideas and making suggestions to the staff.

. Implementing decisions made by the staff.

. Attending all of his respective unit meetings and other unit meetings
upon request.

. Expressing ideas and making suggestions to other unit members.
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Implementing decisions made by the unit.

Supervising non-certificated personnel supporting the instructional
staff.

Assisting in identifying, recruiting and interviewing prospective
certificated and non-certificated personnel.

Developing an awareness of new teaching methods and materials.
Revising curricula for the child.

Evaluating conference procedures and developing improved ways of
communicating with the child and his parents.

Accepting the responsibility for school-related duties as outlined by
one or more of the following: the unit, the staff, the principal, the
division administration.

Participating in school-related functions.

Attending school meetings as requested and/or directed.

Participating as requested in district-wide planning and decision
making.

Working as requested with district-wide staff members to revise
curricula.

Patricipating in in-service training, college courses, visitations, etc.
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1. Correcting papers and workbooks. v
2. Providing individual assistance for any child in any
area of curriculum covered in the teaching-learning V/
process.
3, Providing individual assistance for any group of
children in any area of curriculum covered in the v
teaching~learning process.
%, Transporting, operating, and caring for audio-visual v/
equipment.,
5. Assisting with field trips. v
6. Planning with teachers on a formal and informal basis. v
7. Reading stories. v
8. Playing games with children. v
9. Administering non-standardized tests. v
10. Preparing instructional materials as directed by the Y
teacher.
11. Assisting the professionals of her team by: locating
and setting up demonstrations, locating human
resources and contact them if requested, doing V4
research to help develop teaching units.
12. Assist her unit by serving as a member of a committee /
and/or attending meetings as required.
13. Should provide a model for courtesy, cleanliness, /
friendliness and cooperation.
14, Writes or copies assignments on the chalkboard.

15.

Assist the substitute teacher.
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Should feel free to praise individual performances /
when appropriate and give TLC when needed.
Clerical Duties
Making dittos (masters). Y
Duplicating masters. Y
Operating the thermofax machine. v/
Cutting letters for bulletin boards. V4
Collecting money (lunch, picture, fees, etc.). v
. Making daily attendance records. (Just a check list.) v
Preparing bulletin boards. v
Filing. v
Typing. v
. Telephoning. v
Checking mailboxes. v
Maintaining student materials. v
Keeping student records. 4
Setting up displays and exhibits. v
. Ordering films and AV materials when requested. v
. Assists with team scheduling and organization of
student groups particularly if she is to be a work- v
ing member of a particular unit of study.
Assist with telephoning and scheduling for parent- v/
teacher conferences.
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1. Preparing and maintaining art materials. v
2. Caring for plants. v
3. Caring for animals, ONLY if agreed to prior to
request. vV
4, Sweeping, dusting, scrubbing, and other cleaning
duties on an incidental basis (not to be construed v
to be janitorial duties.)
5. Repairing games, puzzles, books, and other Y
materials and equipment.
6. Returning materials, equipment, furniture, etc. to v/
proper place.
7. Returning materials, equipment, books, and other
items checked out or borrowed from central sources V/
such as office, school division, Center, storerooms,
etc.
8. Ordering materials and keeping supply level constant. v
8. Preparing and supervising work area, centers, etc. v
10. Maintaining central supply areas - book room, work- /
book room, paper closet.
Miscellaneous Duties
1. Supervising playground.: v
2, Supervising hallways and rest rooms, and dressing
rooms ., v
3. Supervising lunchroom activities (children, traveling y,
to lunch, going through cafeteria lines, and eating.)
4, Attending-in-service training.
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5. Running errands. v
6. Supervising early arrivals before school day begins. v
7. Filling requisitions (supplies, books, workbooks, v/
media materials.)
8. Assisting sick children, ¥4
9. Assisting with holiday parties and celebrations. 4
10. Attending meetings when requested. v
11. Observation and reporting of student behavior. V/

(Oral and/or written reports.)

12. Assist with overall supervision of unit and/or
building.

13, Assists students to make up work due to absences.

14, Develop techniques and materials to use for
individual differences (under teacher direction.)

15. Sharing of expertise in a particular area, in
other words, contributing to one's talents.

NS IS

16. Supervising student committees.

17. Attending parent-teacher conferences when requested.

18. Assisting with or accompanying student groups to
other areas of the building.

O ISOPS

19. And, anything else assigned by a teacher.
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APPENDIX D. Interview Schedule

What's your definition of Differentiated Staffing?
Does Differentiated Staffing offer some advantages?
What are these advantages?
Explain the role that you now play.

- Project Director

- Team Leader

- Teacher

- Instructional Aide)

- Teacher's Aide Paraprofessionals

- Clerk Typist

- Business Manager
What recommendations would you make for improvements in that role?
The job that you now have, does it make use of your individual
talents?
What talents of yours might be put to better use?
How was your specific role arrived at?
Would you recommend any changes at this point?

Would you recommend any changes for the future?

How much time did you spend in preparing for Differentiated Staffing?

What did the preparation consist of?

Would you recommend any changes in the preparation phase?

Do you feel shared-decision-making should form an integral part of
Differentiated Staffing?

How do you see shared-decision-making carried out? (Your own
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15,

16,

17.

18.

18.

20,

2.1.9

22.

individual concept of it.)

How does your school exercise shared-decision-making?

Would you recommend any changes in shared-decision-making?

What is your approach towards Individualized Instruction in your
school?

What major problems have you had in this regard?

Would you say that Individualized Instruction has been a success in
your school?

How much time was devoted in preparing teachers for the Individualized
Instruction method?

Who has helped you the most in your changes in curriculum?

How are your students responding to this kind of instruction?

What is your concept of team teaching?

Who takes the responsibility for team planning?

Who calls the team meetings and how often do you meet?

How are the needs of the student assessed?

And by whom?

What is the main objective in drawing up class schedules? (time~
tables)

How does your school meet student problems that are not scholastic?
(i.e. problems that are of a psychological emotional, peer group

or family difficulties)

How do you determine whether the needs of the students have been met?
How often do you meet as a staff?

What have you done to develop criteria and programs for the training

and retraining of the staff?



23.

24,

25,
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(you - as a person
(you - as a staff
(you -~ as a team

Do you feel you have adequate time for working as a unit?

(unit - team
(unit - staff

How much time do you think you would really need?
Are you experimenting with any new programs?
Do you have to make any adaptations in the physical setting of your

school/classroom to accommodate special types of instruction?



Table 1

Interview Responses to

Role Clarification
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Responses
Question Topics '
Positive |Negative | Undecided
Definition of Differentiated Staffing 4 1 2
Advantages of Differentiated Staffing 11 3 6
Role clarity (Self) . . . « « o « + & 6 11 3
Role clarity (Other) . . . 0 20 0
Recommended Improvements in Role Clarity] 17 2 1
%An Urban Manitoba School, Interviews with staff, October-
November, 1972.
%N 20
Table 2
Interview Responses to Staff Utilization
Responses
Question Topics
Positive |Negative| Undecided

Use of talents in present position . 8 6 6
Recommend changes (immediate). . . . . 6 8 6
Recommend changes (future) . . . . . - 11 6 3
Adequacy of staff (numerically) - 11 7 2

%An Urban Manitoba School, Interviews with staff, October-

November, 1972.
#*EN=20




Table 3

Interview Responses to Preparation Phase
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Responses
Question Topics
Positive| Negative| Undecided

Sufficient time for preparation . . . . 1 16 3
Recommend changes in preparation phase 16 1 3
Shared decision-making viewed as an

integral part of Differentiated

Staffing o « o ¢ o« 5 ¢ & o o 16 2 2
Personal understanding of the shared

decision-making procedure . . 2 14 b
Personal understanding of Individuvalized

Instruction . . . & « « o o & 4 14 2
Sufficient preparation time for

Individualized Instruction . . . 2 16 2

%*An Urban Manitoba School, Interviews with staff, October-

November, 1872,

BEN=20




Table 4

Interview Responses for Student Needs

Responses
Question Topics
Positive| Negative | Undecided

Teacher's view of an adeguate assessment

of student needs . . . . . . . 17 3 0
Teacher's view of the student’s needs

being met . o « ¢ ¢ o 4 o o o o 17 2 1
Teacher's assessment of the

effectiveness of Independent

Study Privileges . « o+ o o o o 14 3 3
Teacher's assessment of the student

reactions to Independent Study

Privileges . « o o o o o o s o a 14 3 3

%An Urban Manitoba School, Interviews, October-November, 1872,

#EN=20




Table 5

Interview Responses to Modes of Instruction
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Responses
Question Topics
Positive | Negative | Undecided

Approach to individualized instruction 14 3 3
Problems encountered in implementing

individualization . . . . . . . 15 3 2
Successfully implemented (elementary

section) . ¢ ¢ o & s v e e e e 15 3 2
Successfully implemented (Junior High) 16 2 2
Teacher's assessment of the student

response to individualized

instruction . . « o ¢ o o o o < 18 1 1
Approach to team teaching . . . . . & 8 11 1
Problems encountered in participating

in team teaching . . . . . . 12 7 1
Successfully implemented (elementary

section) .« « ¢ ¢ o s 6 o 0 o e 18 1 1
Successfully implemented (Junior High) 0 18 2
Training needed for implementing any

new programs in the future 16 2 2

%An Urban Manitoba School, Interviews, October-November, 1972.

#5N=20






