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Scheduling Designs: Innovation and Evaluation 

Administrative Leadership provides a forum for the con
sideration of educational topics that are of particular 
concern to those interested in school administration in 
Minnesota. It is published three times a year by the 
Division of Educational Administration, University of 
Minnesota, under the direction of an editorial board 
composed of a staff member and four graduate students. 
The Board for the year 1970-1971 includes Tim L. 
Mazzoni, Assistant Professor, Marvin R. Tromp, Editor, 
Burton M. Nygren, Thomas J. Johnson, Larry W. 
Belgarde. This issue focuses on scheduling innovations 
and presents several perspectives, research findings, 
model formulations and suggestions that promise im
proved administrative practice. All of the authors have 
been graduate students or faculty members in the Divi
sion of Educational Administration. 
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"Tile blocks to switching to a flexible schedule are 
mythical." 

Innovations in Scheduling 

Introduction 

.'hroughout the history of America's schools the idea of 
"individualized instruction" has had a predominant place in 
almost all the purposes, philosophies, or objectives of those 
schools. Be they elementary or secondary, the idea of " taking 
the student where he is and helping him achieve (or proceed 
or advance or grow or learn) as much as possible" - has had 
an important place in the schools ' statements of purpose. 

Many different types of school organizational ventures 
have been set up to achieve that purpose . The self-contained 
classroom, departmentalization, "progressive" education, 
uniform time requirements which led to the Carnegie unit 
and the 55 minute period, core, block-of-time, and others, 
including combinations of the above, have been tried. Cur
rently the most prevalent in secondary schools is the uniform 
length period, six or seven of which make up the school day. 
Each day is approximately the same as every other in the 
student's schedule. Each period is the same length as every 
other. 

Has this become the best way to organize to achieve the 
purposes of the school? Is this the most efficient way to use a 
teacher's time? Is this consistent with what we know about 
how boys and girls learn? 

Since about 1957, beginning with J. Lloyd Trump's 
project on staff utilization, more and more educators are 
saying, "No!" They've advocated a departure from the lock
step Carnegie unit into a variable use of time, teachers and 
materials which is called "Flexible (or Mod-Flex) Sched
uling." One of the basic premises behind it is the idea that 
each learning activity in the school demands a unique amount 
of time to become effective. The 55 minute period, five times 
a week is not always the most expeditious time block for 
learning The time schedule for these learning activities 
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should be variable, thus the schedule should be flexible. The 
schedule must serve the learning program - not direct it. It 
must be adaptable to the needs of the students and teachers 
rather than demanding that those needs be adapted to a 
prescribed time block . 

Recently, because of the work of Trump, Dwight Allen, 
Eugene Howard, and others, the " modular schedule" has 
become the most popular of the many flexible schedules. 
This is a breakdown of the school day into time "modules" 
of short duration (e .g., 15, 20, or 25 minutes) which may be 
combined or used alone depending upon the learning activity. 
A lecture may use no more than a single module. A class 
discussion may need two modules. A laboratory experiment 
may need four or five. A field trip may demand ten or twelve 
"mods" as they have come to be called. Inherent in the 
approach is some possibility for changing a student's schedule 
to fit his learning activities and needs. 

There are other types of flexible schedules such as a long 
block-of-time - maybe three hours - within which the 
teacher and students determine appropriate segments. But 
although the term "flexible scheduling" has become almost 
synonymous with " modular scheduling", a difference will be 
pointed out later. 

Included too, in "flexible scheduling," thanks again to 
the work of Dr. Trump particularly, is "team teaching." 
Educators know, whether they'll admit it or not, that all 
teachers do not excel in all phases of the teaching art, nor are 
they all equal in interests or knowledge of subject matter. 
Team teaching is the joining of teachers - either in one sub
ject field or in inter-disciplinary groups - to plan and 
implement together the learning activities of students. Such 
teaming gives the teachers the opportuc.ity to perform those 
functions in the teaching process they can do best. It is an 
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opportunity for them to pool and share their ideas for the 
benefit of their students and themselves. 

A third facet of the current popular definition of flexible 
scheduling is variation in the size of learning groups. Some 
learning may best take place in very large groups of several 
hundred - a film, or a required lecture. Discussion is best 
served in groups of seven to fifteen. Much learning is best 
done on a one to one basis - teacher to student - or by the 
student alone as in library research or assigned reading. Thus 
the three terms "large group instruction," "small group 
instruction" and "independent study" have come into being. 
The term "laboratory group" is used in some schedules to 
indicate, usually, a small group of students working together 
on an appropriate learning project. 

This then, is "flexible scheduling". Its components are: 
1) modules of time 
2) team teaching 
3) large group, small group, and independent study. 

Table One depicts it and compares it with the traditional 
schedule. 

Inherent too in the term is the idea that classes need not 
meet every day nor for the same number of modules each 
time. This is flexibility. There is flexibility too in the stu
dent's use of his independent study time. Of course it is 
possible to call each present class a "three module offering" 
and have an 18 period day instead of a six period day. This 
would indeed be a "modular" schedule but surely not a 
"flexible" one. 

In summary, flexible scheduling is a type of organization 
within a school to take best advantage of a student's abilities 
and interests in varied learning activities with various teacher 
competencies and guidance. It is an attempt to meet more 
effectively the problems of individualized instruction. 

Types of Flexible Schedules 

One of the very first flexible schedules was conceived at 
the Massachusetts Institute of Technology in the late 1950's. 
It is called "Generalized Academic Simulation Programs" or 
"GASP", for short and memorability. This was an initial 
attempt to build a flexible school schedule. Many schools 
have for years used computers to assign students to classes -
or "class loading" as it is sometimes called. But these auto
mated student assignment programs have been applied to the 
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ELEMENT 

Content 

Facilities 

Groups 

Scheduling 
Unit 

Students 

Teachers 

Time 

TABLE I 

TRADITIONAL SCHEDULE 
VERSUS 

FLEXIBLE SCHEDULE 

TRADITIONAL 
SCHEDULE 

Assumes each course Is 
equivalent in require
ments for mastery to all 
others 

Use is set by schedule 

All class groups are 
nearly equal size 

The day: each day in 
the week has the same 
order as every other day 

Students should be in a 
class group or super
vised study 

All have equal numbers 
of classes or assignments 
and demands on their 
time 

Usually equal for all 
subjects 

FLEXIBLE 
SCHEDULE 

Assumes require
ments for mastery 
of content vary 
from course to 
course 

Use is sometimes 
determined by stu
dents' needs 

Class groups differ 
in size depending 
on the instructional 
task 

The week: each 
day in the week has 
different order 

Students may be in 
a class group or be 
working independ
ently 

Number of classes 
vary from teacher 
to teacher and de
mands on time vary 

Usually different 
for various subjects 

SOURCE: Manlove, Donald C. and David W. Beggs III, Flexible 
Scheduling, Bold New Venture (Bloomington, Indiana: 
Indiana University Press, 1965 ), p. 26. 
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traditional schedules and have really only been data proces
sing techniques rather than schedule building. (IBM 's CLASS 
- Class Load and Student Scheduling - program is an 
example.) 

GASP was first applied to build high school flexible 
schedules in 1960-61 at Wayland and Cohasset, Massa
chusetts, and Ridgewood High School in Norridge, Illinois . 
The last is the most famous as it was a brand new high school 
built especially for flexible scheduling and the "Trump" plan 
of large group, small group, and independent study under 
team teaching. Ridgewood still uses GASP although the 
original schedule has been continuously improved. 

Stanford University initiated a program comparable to 
GASP in 1963-64. They called theirs the Stanford School 
Scheduling System or "S4 

" - pronounced "quad. S ". 
Although Professor Robert Oakford and others devised the 
program, Dwight Allen, Robert Bush and Donald DeLay have 
been the most active in working with the public schools who 
use it. By 1967-68 over 100 secondary schools in the United 
States were using "S4 

• " In Minnesota schools in Blooming
ton, Minneapolis, Robbinsdale, and Stillwater are some of the 
"Stanford" schools. Several years ago, "S4 

", among others, 
was taken over by Educational Coordinates, a private com
pany located in Palo Alto, California, and by Measurement 
Research Center, a Westinghouse company in Iowa City, 
Iowa. 

A third major flexible scheduling program is "IndiFlexS" 
which was initiated by the late David W. Beggs, III, and is 
translated as the "Indiana Flexible Schedule." Its most 
famous application is at Lakeview High School, Decatur, 
Illinois. (David Beggs was principal there prior to his joining 
the staff at Indiana University.) IndiFlexS is the newest of 
the three programs and has not received the backing of a 
commercial venture as have the other two. 

All three of the above schedules make use of a large com
puter such as the IBM 7090, 7094 , or 360. 

Other schools have seen fit to develop their own sched
ules . Spring Lake Park, Minnesota, under the direction of the 
then high school principal, Lee Renz, did so in 1966. High
land Park Jr. High School in St. Paul initiated their own 
flexible schedule at the same time through the efforts of 
principal Harold Lehto. Both of these schedules used com
puters in their programing. 

However, Oak Grove Jr. High in Bloomington, Minnesota 
and Oak-Land Jr. High in Stillwater, Minnesota have 
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developed their own flexible schedules without computers. 
Merton Johnson the principal at Oak Grove allows his 
teaching teams to change their schedules as they wish. Ken 
La Croix at Oak-Land gives teachers options of time usage 
through the fluid block program. 

All the mentioned programs have within them the three 
components of a flexible schedule -· modules, different sized 
learning groups, and teams of teachers. IndiFlexS, however, 
calls the large groups "assembly groups" and the small groups 
"inquiry groups". 

A word of caution is necessary at this point. Regardless 
of the type or brand of flexible schedule, it is not possible to 
duplicate it exactly in another school. Each building, com
munity, staff student body, and curriculum is unique to its 
particular school. The goals and philosophy of each school 
are different from any other. These programs may be adapted 
to another school, but not duplicated exactly. The current 
literature on flexible scheduling is filled with the advice for 
each school to examine its own purposes, philosophy, and 
resources before moving into a program. In fact, most experts 
recommend an attempt to build one's own flexible schedule 
or alter one of the existing models rather than purchase a 
"package" and expect it to work well . 

Another type of flexible schedule -· already mentioned 
in connection with Oak-Land Jr. High in Stillwater - · is the 
"Fluid Block Schedule". This is simply the assignment of a 
group of students to a team of teachers for a larger than 
normal block of time - -- say two or three clock hours. Within 
this time block the teachers determine the learning activities 
for those students. There is no regular schedule within the 
block. It is fluid use of time, depending upon the professional 
judgment of the teaching team They will decide upon time 
and grouping arrangements. Usually the team represents more 
than one academic discipline and the most common combina
tion is English and social studies. Often science and mathe
matics teachers compose a fluid block team also. Devotees to 
this "fluid block" schedule aver it to be really more flexible 
than the "mod-flex" schedule. Indeed, within the large block 
of time, it is. 

But perhaps the ultimate in flexibility in the "open" 
school as epitomized by the Wilson Laboratory School at 
Mankato State College. Here students choose an adviser from 
the Wilson staff, and with him plot their own learning activi
ties. In fact, the student may decide which classes to attend, 
which other learning activities to partake in, or indeed 
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whether to take part in them at all. There are no required 
classes, no attendance checks, just a free and open "smorgas
bord" of educational activity available for each student to 
choose from. It is at the opposite end of a continuum of 
scheduling flexibility from the traditional Carnegie unit 
school. (See Table Two.) 

Again, if one were asked the over all purpose of each of 
these plans, the answer would be the same for each - · to 
improve instruction. 

Conclusion 

All educators realize that each student is unique. Indi
vidualized instruction is the goal set up to meet this unique
ness. A close examination of the traditional schedule shows 
that it is not the best method of organization to achieve the 
goal. Therefore a more flexible type of schedule is desirable. 

The most prevalent flexible schedule has modules of 
time, team teaching, and the three types of instructional 
groupings -large group, small group, and independent study. 
Most of the existing ones, such as S4 

, GASP, and IndiFlexS 
use computers in their construction. Some have a fourth type 
of learning grouping called the laboratory group. Almost all 
combine all kinds of library, audio-visual and instructional 
materials into the Instructional Materials Center - the old 
but expanded library: Subject matter resource centers are set 
up - a necessary ingredient to independent study. 

There is an ever increasing amount of research evidence 
to show that students learn at least as much, but usually 
more when placed in a flexible schedule and they enjoy 
school more. Teachers work harder but as they are truly 
using their professional skills- aides do the busy work- they 
too like it better than what went on before. Team teaching 
allows them to use their strengths and get help with their 
weaknesses. The varied time modules allow them to fit the 
class period to the learning activity rather than the other way 
around. 

The blocks to switching to a flexible schedule are mythi
cal. One such myth asserts that all classes must meet for 
equal lengths of time. There is absolutely no research to 
indicate this, and we know that all courses are not the same. 

A second myth is that accrediting agencies and state 
departments of education won't allow flexible scheduling. 
The North Central Association of Colleges and Secondary 
Schools has liberalized its requirements recently so its 
member schools may innovate their schedules. The Minnesota 
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Mod-Flex-S4 

Block-of-Time 

Team Teaching 

Fluid Block 

Free School 

Open Campus 

Interim Session 

Mini-Courses 

House Plan 

TABLE II 

"EXAMPLE" SCHOOLS 

Cloquet High School 
Cloquet, Minnesota 
Nick Olsen, Principal 

Lakeville Jr. High 
Lakeville, Minnesota 
Waldo Larson, Principal 

Washington Jr. High 
Duluth, Minnesota 
John Muldoon, Principal 

Marshall Middle School 
Marshall, Minnesota 
Norman Olson, Principal 

Wilson Laboratory School 
Mankato State College 
Mankato, Minnesota 
Donald Glines, Principal 

De La Salle High School 
Minneapolis, Minnesota 
Robert Casanova, Principal 

Minnetonka East Junior High 
Minnetonka, Minnesota 
Lorimer Palmer, Principal 

Oak-Land Jr. High 
Stillwater, Minnesota 
Ken La Croix, Principal 

Bryant Jr. High 
Minneapolis, Minnesota 
David Roffers, Principal 

Differentiated Staff Oak Grove Jr. High 
Bloomington, Minnesota 
Merton Johnson, Principal 



State Department of Education is happy to work with the 
schools to help them make their schedules flexible. 

Myth number three says that flexible scheduling won't 
work. Research proves it will. 

Finally, there is a myth that teachers don't want it. They 
must be given sufficient information about it before they 
begin but teachers who are on it don't want to go back. 

Yes, it costs more money and needs to be carefully 
planned and explained but it does improve instruction and 
help meet the individual learning needs of today's boys and 
girls. 
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building structure, the furniture, the equipment . .. are 
not prohibitive factors. " 

Should Building and Equipment 
Limitations Stifle Innovation? 

Introduction 

Much has been written during the past few years about 
the type of building, equipment and furniture essential to the 
successful implementation of a wide variety of exciting edu
cational designs. Emphasis is most often placed upon the 
need for these: 

(1) a great deal of open space which encourages inter
action among students and teachers, movement, 
exploration and discovery; 

(2) defined spaces for large, small, and laboratory group 
instruction; 

(3) a wide variety of multisensory and multimedia 
equipment and materials; 

( 4) furniture appropriate to the instructional purpose. 
There can be little argument with the belief that the 

provision of these spaces and media and furniture would 
greatly enhance the learning environment. But let's face it, 
the vast majority of the communities of our state do not 
currently have such environments and the prospects for 
gaining them in the immediate future are not particularly 
promising. 

The point I would like to make, and emphasize, is that 
the building structure, the furniture, the equipment in any 
school or school system may limit, to a degree, the nature of 
an educational program but they are not prohibitive factors. 
Unfortunately, it also seems to be true that the lack of these 
facilities and interior appointments is often used as a 
"crutch" by teachers, administrators and boards of education 
who are reluctant to take the risk of implementing schedule 
and curriculum change for other undisclosed reasons! 
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These may seem to be severe and indicting statements, 
but they are conclusions drawn from the experiences of an 
educational team in our own community and personal im
pressions gained while meeting with many staffs and 
inspecting many school facilities over the past five years. 

The Bloomington Experience 

The best way for me to illustrate how innovative pro
gram implementation can be accomplished under something 
less than ideal conditions is to draw upon our experiences in 
Bloomington over the past five years. 

In the fall of 1966, the staff of Bloomington Junior 
High School embarked on an adventure in flexible modular 
scheduling in the original school building in our community. 
The basic facility was constructed in 1918 and added to in 
1928 and 1938. It was designed to accommodate all educa
tional programs and students in grades one through twelve. 
The listed student capacity was 750. But we had 940 enrolled 
in 1966. 

Ideal spaces for large, small, and laboratory group 
instruction were noticeably lacking and were not to be pro
vided. A large, centrally located, instructional materials 
center and subject resource centers for independent study 
were also missing. Where in the world were we going to house 
our student union? 

In this setting, with a radically different curricular pro
gram, we learned a great deal about the capacity of human 
beings between the ages of twenty-one and fifty-five to find 
ingenious solutions to what are sometimes thought to be 
insurmountable obstacles. We learned that: 

• The standard size classroom could be utilized for 
two small groups or a laboratory-size meeting. 
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• Two teachers could simultaneously conduct small 
group discussions in the same room without any, or 
a minimum of, visual and/or audio separation. 

• Small rooms, some which had been used as storage 
facilities for many years, were quite acceptable as 
small group stations. 

• By combining the space in a small library and an 
adjacent study hall we could have a serviceable 
instructional materials center. 

• Large group meetings could be held in the audi
torium, or in the cafeteria when the auditorium is 
not available. 

• The cafeteria could be used as a student union 
during times when it is not used for lunch or large 
group meetings. 

• A number of co-educational physical education 
activities could be conducted in our one small 
gymnasium. 

• Our limited instructional materials could gain broad 
usage through our instructional materials distribu
tion center. 

Although it is apparent, in retrospect, that individuals 
profited in various ways from that inaugural year in a "sub
standard" environment, I personally rate two benefits above 
all others: 

(1) An educational staff discovered that building struc
ture, availability of media, and special furniture had 
little to do with the success or failure of an innova
tive program. 

(2) Many of our 500 plus visitors in that year were 
employed in districts where the physical plant was 
similar to ours. Through these visitations many 
gained heart to go home and try something different 
in spite of the facilities. 

In the fall of 1967, the staff of Bloomington Junior High 
School was scheduled to move into the new Hubert Olson 
Junior High School, a beautiful new facility designed to ac
commodate a student population of eighteen hundred and 
ninety certified staff. The educational specifications for this 
building called for a school-within-a-school design, with 
spaces arranged to handle a six-period day, 30-35 students per 
class, traditional program. So once again our staff was faced 
with the challenge of fitting a modular-flexible program into 
a facility planned for a very different organizational pattern. 
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This did not prove to be a traumatic experience for our 
staff, mainly because of their adaptation experience of the 
previous year. Spaces for large group instruction, laboratory, 
and independent study were found to be most satisfactory, 
even though they were something less than ideal. 

We did feel a need to do something about small group 
spaces! Our experience during the 1966-6 7 school year told 
us that visual and, to whatever degree possible, audio separa
tion were desirable where two teachers and two student 
groups were sharing one thousand square foot, traditionally 
designed, classroom. This problem was economically and 
functionally solved through the purchase and installation of 
ceiling-to-floor plastic luxadoor dividers in twelve of these 
rooms at a cost of five hundred dollars per room. 

With an additional total capital investment of six 
thousand dollars, we had the spacing possibilities to provide 
suitably for all the small groups scheduled by our staff. We 
now had 24 - 500 sq. ft. small group stations, 12 - 1000 sq. 
ft. laboratory stations, or a combination of small group and 
laboratory stations as demanded by program needs. 

Conclusion 

Open space schools designed for a wide variety of educa
tional programs will undoubtedly grow in numbers with each 
passing year. But, in the meantime, it behooves us to find 
ways to initiate necessary organizational and curricular 
changes in our existing environments. It can be done if we 
want to do it! 
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"Any model for communication must include a wide variety 
of learning situations for parents, freeing them from the 
demoralizing routine of traditional P. T.A. and from a non
involvement attitude toward the secondary school. " 

Scheduling Innovation -
A Community Concern 

Introduction 

What experts we educators are in the exchange of jargon! 
What delight we feel in the schoolman 's ritual of saluting the 
latest addition to the rhetoric of innovation. The problem is 
that the people who purchase our services do not understand 
this rhetoric, nor do they believe very much in it. The blunt 
fact is that in the pursuit of change, we too often have 
ignored our communities in developing a commitment to or 
understanding of our efforts. 

While educational leaders may be aware of the processes 
needed in order to accomplish a new mode of operation, they 
have not adequately considered the "lag" between their 
knowledge and that possessed by their publics. Thus, it 
should come as no surprise that the latter frequently have 
had serious misconceptions and reservations about what 
occurs in "innovative schools. " For years we have been pro
claiming the blessings of educational change while giving 
school patrons little or no opportunity to discover for them
selves the merits of these assertions. And since non
professionals tend to evaluate school programs in light of 
their own experiences in school, they already are prone to a 
"status quo" position. 

When educational leaders undertake innovations such as 
flexible scheduling without a concurrent program to involve 
parents in helping to solve its problems, these innovations are 
doomed to limited success if not failure. Educators respon
sible for change need to be particularly inventive to bring 
their communities into participation in that change. It surely 
is not too much to expect that along with educational innova
tions a number of communications systems be created so that 
productive interactions are established between the profes
sional educator and his publics. 
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Any model for communication must include a wide 
variety of learning situations for parents, freeing them from 
the demoralizing routine of traditional P.T.A. and from a 
"non-involvement" attitude toward the secondary school. 
Administrators and their staff must be willing to spend less 
time telling parents about "how great we are" and spend 
much more time in involving them in the life of the school. 
This involves a perceptive approach, rather than a conceptual 
one. We need to thrust parents into actual experiences en
countered in educational change rather than simply trying to 
tell them about the "hows" and "whats" that are involved. 

It is a mistake to hold an individual principal solely 
responsible for the communication process even though it 
must start there. Instead, it is imperative to decentralize this 
responsibility and to develop strategies which give it defini
tion in many professional roles. This means that job descrip
tions for all permanent staff must include community 
responsibilities. Indicators of effectiveness in relating to the 
community need be stated. Guidelines must be established 
that make it possible both to encourage public participation 
and to deal with conflicts which are a natural outgrowth of 
that involvement. 

It is folly to grasp desperately at each "innovative straw" 
unless we breathe some soul into these mechanical systems 
and abstract theories by modifying their structures to fit our 
human resources. Neither can we afford to insulate our 
operations. Rather we must look for alternative strategies to 
bring our communities with us. What flexible scheduling can 
do for teachers and for students, it can do for public partici
pation, as well. Through expanding human contacts we can 
use flexible programs to reduce, rather than to increase, 
anxieties and misunderstandings on the part of the schools' 
clients. Put differently, flexible scheduling can become a 
mechanism to build a continuing public trust. 
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Oak Grove Participatory Model 

At Oak Grove Junior High School administrators and 
teachers chose to develop our community involvement pro
gram in four distinct phases. 

Recognizing that community anxieties are always high 
prior to the implementation of significant educational 
innovation , we planned a thorough "pre-change" program for 
our parents. During this phase the need was recognized for a 
formal participatory mechanism for those parents who 
wanted to contribute to the design of the Oak Grove Junior 
High School program. The result was the formation of an 
elected Parent Advisory Committee. Through electing repre
sentatives from the attendance areas of each of the elemen
tary feeder schools, a broad representation of the entire Oak 
Grove community of parents was obtained. More exactly, for 
each of the twenty sections of sixth grade pupils coming into 
the junior high school there was one parent representative. 
To this group of twenty representative parents, four staff 
members were elected. 

The second phase of community involvement occurred 
during the implementation of our program. Through pro
grams developed by the Parent Advisory Committee, we 
sought to have an approach which led to " openness" in com
munication. Its purpose was to receive feedback, allow for 
diversity of opinion and generate alternative strategies - all 
of which made it possible for varied needs to be better met. 
In particular, small group meetings with parents were held 
during which they informed us as to "confusions" experi
enced by their children. In these meetings parents were 
encouraged to voice their disagreements as to curriculum 
strategies and to make suggestions for improving parent com
munications. At the same time, those parents who had par
ticipated early in the program design became involved in 
describing the program and its successes. 

Phase three was in the nature of a follow-up. During this 
time, all channels of communication remained open for col
lecting data, altering programs, creating more participation 
alternatives, developing in-service for new parents and 
eliciting greater parental activity in disseminating the content 
of the school's program. 

The final phase, and in many respects the crucial one, is 
what we have called the development of a "changing times" 
orientation on the part of parents. As our society increasingly 
relies on the schools to prepare everyone to live successfully 
in a changing climate for learning, it is essential that the 
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community not only allow educational innovation to take 
place but come actually to demand it. Not only do we con
tinue to make changes in our program, but parents are signifi
cantly involved in the development and evaluation of these 
changes. In all of this, emphasis is placed on developing a 
parental expectation, indeed, a desire for innovative re
sponses to educational problems. Put simply, parents must 
recognize that such responses are requisite to program effec
tiveness in a dynamic society. 

The philosophy which parents and staff at Oak Grove 
have adopted is that a school should reduce communication 
barriers between students, parents and professionals, rather 
than widen them. This general objective has been sought 
through a variety of participatory activities. The most im
portant include: 

(1) Establishing parent-student advisory groups for each 
school department. Department teams meet with 
parent advisory groups from one to ten times a year 
to develop and discuss curricular programs. 

(2) Utilizing community talent in the form of parent 
volunteers. In numerous ways, these volunteers assist 
in the individualization of instruction. 

(3) Having all staff members make phone calls to parents 
commending positive accomplishments of students. 
Each staff member is expected to make at least one 
such call per week. 

( 4) Expanding parent-teacher conferences to involve all 
parents in discussions of their children's educational 
progress. 

( 5) Instituting regular breakfast "rap sessions", coffee 
"rap sessions" and neighborhood coffee parties. 
While serving diverse functions, these interactions 
between staff and parents serve primarily to focus on 
current questions and problems. 

(6) Opening extensive communications with such rele
vant and important publics as service organizations, 
community groups, churches, and local media 
outlets. 

(7) Creating both adult education courses dealing with 
the school program and "participation courses" 
where parents attend classes with students. 

(8) Encouraging daily school visitation by parents and 
using parents to conduct such visitations. 
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Evaluation 

A clear set of objectives is stated for each of the above 
activities, an approach that is necessary to determine their 
effectiveness. On the basis of such "performance assess
ments", judgements are made as to the continuation of an 
activity. Analyses of the overall data collected through the 
activities and their evaluation, including questions directed 
toward participating parents, are conducted periodically. 
These analyses indicate the extent to which the community 
understands the education program and the many change 
processes in which they are involved. They also are used by 
staff in structuring programs for further community 
participation. 

Recently, a research agency was asked to evaluate the 
Oak Grove's program in respect to several different dimen
sions. A 10% random sample of parents was selected and to 
insure a maximum response those in the sample were tele
phoned. To obtain an indication of how the community 
viewed the Oak Grove parent involvement program the 
following question was asked: "With regard to the Oak Grove 
Junior High School Program, do you generally approve or 
disapprove of the program for parents, staff and students to 
confer together?" A very favorable 86% of the sample indi
cated approval. In addition, the researcher found that those 
who approved of the program generally expressed strong 
approval, while the responses of those who disapproved 
suggested either that these parents did not understand their 
responsibility for participation or that they did not accept 
this responsibility. Findings such as these, and the equally 
positive support demonstrated in evaluations by staff, bolster 
our conclusion that a productive relationship between 
parents and the school has been established. 

Certainly we do not feel that all is done. We do feel that 
an effective beginning has been made. Our experience 
strongly suggests that participatory activities designed by 
parents, staff and students are of great value in generating an 
attitude in the community in which educational changes are 
not only accepted, but actively promoted as collaborative 
endeavors. Finally, we must stress that in effecting such an 
approach a total commitment on the part of the staff is 
necessary. And along with this commitment there should be 
provided an intensive professional growth program for staff 
members to increase both their confidence and competence 
in opening the school to the participation of laymen. 
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Independent 
Study 



"High intelligence, knowledge, and level of academic ability 
are not necessary conditions for independent study." 

A Model of an Independent Study 
Program for Modular- Flexibly 

Scheduled Secondary Schools 

Introduction 

Of all of the aspects of a flexibly scheduled school, the 
concept of independent study provides the greatest departure 
from the instructional programs of traditional secondary 
schools. The principle of individualizing instruction com
bined with the notion that the students need to assume a 
greater share of the responsibility for their own learning has 
not been accepted by many educators or laymen. Conse
quently, independent study has become a critical issue for all 
persons concerned about secondary education. 

Purpose of Project 

The basic purpose of the project was to develop a model 
of an independent study program of instruction for use in 
modular-flexibly scheduled schools.* 

An independent study program model is designed to aid 
an educator in a number of ways, including the following: 

(1) to improve his or her understanding of the inde
pendent study concept 

(2) to use as a basis for the implementation of an 
independent study program in a modular-flexibly 
scheduled school 

(3) to use as a basis for assessing an existing independent 
study program in a modular-flexibly scheduled school 

( 4) to use as a basis for gathering information for pur
pose of research 

*This model is based on the research in Leland S. Renz, A Mode I of An 
Independent Study Program for Modular-Flexibly Scheduled Second
ary Schools (Unpublished Ed.D. project, University of Minnesota, 
1970). 
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Definitions 

Dr. Leland S. Renz 
Superintendent of Schools 

St. Anthony Public School District 

The concepts of individualized instruction, individual 
study, and independent study are often confused with each 
other. Individualized instruction is 

considered to be a method of relating the indi
vidual student's level of mental skill, intellectual 
development, and social development to the 
instructional topic. 1 

Two important aspects of an individualized instruction 
program are individual study and independent study. Indi
vidual study is a teacher designed and assigned learning 
experience that has been defined as 

instruction in which the student engages in learning 
activities individually under the direction of the 
teacher. 2 

In contrast, independent study is a student designed, per
formed and evaluated learning experience in which the 
teacher performs an advisory role. A concise description of 
independent study is 

. . . a learning activity largely motivated by the 
learner's own aims to learn and largely rewarded in 
terms of its intrinsic values. Such activity as carried 
on under the auspices of secondary schools is 
somewhat independent of the class or other group 
organizations dominant in past and present sec
ondary school instructional practices, and it 

' Robert J .. Havighurst, Human Development and Education (New 
York: Dav1d McKay Co ., Inc., 1953), p . 16. 

2 Jay W. Formsma, "Senior High School Uses of Flexible Programming 
in Independent Study", Independent Study, David W. Beggs, III, and 
Edward G. Buffie (Bloomington : Indiana University Press, 1965), p . 
114. 
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utilizes the services of teachers and other profes
sional personnel primarily as resources for the 
learner.3 

Individual study is a teacher dominated activity while 
independent study is a student controlled activity. 

The Procedures 

The first part of the study is a review of the literature 
that is related to the theoretical aspects of independent 
study. Included in this review is an examination of the rela
tionships that exist among independent study and philoso
phies of education, purposes and objectives of education, 
creativity, critical thinking, responsibility, and independence. 

The second part of the study is a review of the literature 
that is related to specific independent study practices now in 
existence. Included in this review is an examination of 
patterns of independent study programs, various types of 
activities pursued by students, administrative procedures, 
roles of the teacher, project evaluation, student participa
tion in independent study, facilities and equipment, and 
procedures used in evaluating total independent study pro
grams. 

The third part of the project is a study of the types of 
evaluation practices of independent study utilized by the 
practitioners in the flexibly scheduled schools. The evalua
tion practices of 88 secondary schools were identified 
through the use of a questionnaire survey. The practices were 
reported and summarized. 

Findings 

An examination of the major goals or purposes of inde
pendent study programs revealed that there is a strong 
emphasis on the goals of developing a student who is a 
responsible, purposeful and independent learner. 

A number of the significant findings of the project are 
listed below: 

1. A student's level of responsibility for a given task is 
indicated by the length of time between necessary super
visory contacts. 

3 William M. Alexander, Vynce A. Hines and Associates, Independent 
Study in Secondary Schools (New York: Holt, Rinehart and Winston, 
Inc., 1967), p. 12. 
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2. Factors relative to supervisory contacts are the 
individual's: 
(a) tolerance of uncertainty 
(b) technical competence in relation to the task 
(c) the ability to give up alternative choices of behavior 

3. Students need less frequent supervision as they are given 
opportunities to function without supervision for longer 
periods of time. 

4 . High intelligence, knowledge, and level of academic 
ability were not necessary conditions for independent 
study . 

5. Successful independent learners are able to control 
impulse behavior and are able to demonstrate self
discipline without being repressed. 

6. The time available for independent study should be rela
tively flexible in the eyes of the student. 

7. Motivating students to perform independent study tasks 
is the most significant problem of an independent study 
program. 

8. Educators have given little attention to the nurturing of 
students into a readiness for independent work. 

9. The utilization of skillfully guided small groups of stu
dents may be an effective means of providing students 
with self-directed activity. 

10. Opportunities for student freedom and responsibility 
must be accompanied by opportunities for teacher 
freedom and responsibility . 

11. An analysis of the data revealed that fifteen percent of 
the students were uncomfortable with independent study 
because: 
(a) they were unable to plan their time effectively 
(b) they were bothered by other students during stu-

dent's scheduled or unscheduled time 
(c) learning areas were crowded 
(d) student scheduled time was unevenly allocated 
(e) students and teachers were perceived to be lazy 

12. Students who are unable to meet the norms of the school 
will affiliate with other students experiencing similar 
difficulties in an effort to reduce their anxieties and rein
force their own behavior. 

13. Teachers who have worked with students involved in 
independent study recommend that team teaching be an 
integral part of the program. 
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14. One of the most important tasks of the teacher is to 
individualize the concept of student responsibility. 

15. Thirty percent of the flexibly scheduled schools with 
independent study programs have some form of a pro
gram of evaluation of the independent study phase of 
instruction. 
The model for an independent study program is the 

result of findings based on the review of literature and survey 
of evaluation practices. It is presented in four sections: 
guiding principles, objectives, the instructional program, and 
evaluation. The instructional program aspect of the model is 
of particular interest to teachers and administrators. It is pre
sented in the form of a check list containing such critical 
concepts as: 
1. Each student should participate in the independent study 

program in proportion to his capabilities and interests. 
2. The instructional program of the school should be de

signed in such a manner as to enable the students to 
increase their readiness for successful participation in 
purposeful independent study. 

3. Specific courses should be designed to enable students to 
participate in independent study. 

4. An independent study department should be organized. 
5. The teachers should encourage creativity on the part of 

the students. 

Recommendations for Further Study 

The very nature of this project implies that the model, or 
any aspect of it, undergo intensive investigation by practi
tioners and researchers primarily through implementation. 
Two specific aspects of independent study programs that 
need to be studied carefully are evaluation and cost. 

(Dr. Renz is presently in the process of developing for paper
back publication many of the ideas and findings of the 
dissertation.) 
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STUDENT: "For the first time I felt that I was being listened 
to and others recognized me as an individual. " 

Assessment of Affective Factors 
in a Flexible-Modular 

Scheduled School 

In our increasingly complex society, education is rapidly 
becoming a vast and vital social enterprise. Faced with com
plexity, rapid change, and a continuing "knowledge explo
sion", education has gradually absorbed new responsibilities 
- among them the responsibility for developing individuals 
who are open to change, who are flexible and autonomous, 
who have learned how to learn, and who are able to cope 
with a changing world. 

In attempting to bring about such an educational 
environment, the Hopkins Modular Curriculum Project not 
only had the typical cognitive objectives of improvement of 
student learning, and implementation of a large scale curricu
lum revision, but also to provide each student the oppor
tunity to develop a sense of responsibility by providing an 
atmosphere that was conducive to such behavior. One of the 
underlying assumptions of the project was that students best 
learn about attitudes, values, and responsibility by actually 
"living them." To make sure these objectives were accom
plished, it was decided from the very beginning that an 
evaluation design should be formulated. 

The evaluation design of the Hopkins Modular Curricu
lum Project (hereafter denoted as HMCP) included a number 
of specific evaluation instruments in both the subject matter 
(cognitive) and attitudes (affective) areas. 

Purpose of the Study 

It is the intent of this article to illustrate specifically the 
design of study evaluating the affective response to the 
implementation of a flexible-modular schedule in the 
Hopkins system. The basic purpose of this portion of the 
evaluation design was to attempt to determine the attitudes 
of students, parents, and teachers toward specific features of 
the HMCP. 
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Ray C. Weidner, Director 
Hopkins Teacher Self-Appraisal Program 

Hopkins Modular Curriculum Project 
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How the Evaluation was Conducted 

A natural outgrowth of the need for evaluation was the 
formation of an Evaluation Committee composed of 
teachers, counselors, and administrators. This committee was 
formed tb coordinate the entire evaluation format and to use 
the results to make improvements in the school's programs. 
Consultants from the University of Minnesota, University of 
Arizona, Stanford University, and the University of Massa
chusetts provided the necessary assistance. 

One of the outcomes of the evaluation committee was 
the formulation of a student attitude questionnaire consisting 
of 80 questions. After extensive writing and critiquing of 
items, and after being field tested, the questionnaire was 
administered to the entire student body. Information made 
available from this instrument included that pertaining to 
students' 

(A) feeling of responsibility for their own learning 
(B) reaction toward their school 
(C) need for achievement 
(D) reaction to small group instruction 
(E) reaction to large group instruction 
Students were also given the High School Characteristics 

Index test in an attempt to determine whether the attitudes 
and perceptions of Hopkins High School students toward the 
educational environment differed under the traditional versus 
the modular organizational plan. One of the main questions 
posed in the study was whether the modular organizational 
plan resulted in a difference in student attitudes and percep
tions of the institutional environment as measured by a high 
school environmental characteristics index. Results of the 
study of attitudes and perceptions of students found in the 
HSCI test are presented in the section stating the findings of 
the study. 
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Parents and teachers were also surveyed periodically 

during the three year study regarding their feelings toward 
the modular program at Hopkins. This was accomplished 
through questionnaires sent to a random sample of 600 
parents in the community. Two hundred questionnaires were 
mailed to each grade level of the senior high school; approxi
mately 60% responded. The total teacher population was 
surveyed each year with both attitude questionnaires and 
High School Characteristic Index being administered. 
Excellent cooperation resulted in over ninety per cent 
responses to these instruments. 

Need for Further Research 

In looking at the extensive data compiled as a result of 
this study, several areas for further study and improvement 
are evident. The questions addressed to the students in most 
cases asked for preferences, reactions and feelings. By adding 
more diagnostic items, analysis of specific situations could be 
more complete. Another important addition would be a 
greater involvement of students in all aspects of the design. 
Reviewing the results with students to see what interpreta
tion they give to the responses would give greater insight into 
the analysis phase. 

One of the most challenging aspects of the study was 
how to direct the findings back to the staff in a speedy and 
effective manner. Research is being compiled on this feature 
of the program as well. 

Major Findings 

(1) Responsibility for learning- Responses to the items l' 
on the attitude questionnaire indicate that students are 
taking greater responsibility for their own learning. Most stu-
dents (87%) and parents (82%) agree that the modular pro-
gram offers "more opportunity" for the student to be 
responsible for his own learning than does the traditional 
approach. 81.3% of the students responded "almost always" 
or "usually" to the statement: "I am responsible for my own 
learning." And only 26% felt that students are expected to 
take too much responsibility for planning their school work. 

However, other responses shown in Table One, while gen
erally positive in respect to student responsibility, do reveal 
several areas for further study and improvement. For example, 
what programs can be developed to increase student and 
teacher individual conferences? How can students be encour
aged to set personal goals and to work on their own ideas? 
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TABLE I 

STUDENT RESPONSIBILITY FOR LEARNING 

Student Resnonse 
Almost Always Seldom 

Item or Often or 
Usually Almost Never 

Students seek in-
dividual help 
from teachers. 42.1% 24 % 33.8% 

Students set per-
sonal goals and 
objectives for 
learning subject 
matter. 33 % 22.6% 44.5% 

Students use their 
opportunity to 
study or work on 
their own ideas. 56.6% 29.8% 13.7% 

(2) Attitude toward school - Table Two clearly shows a 
strong and increased preference for modular scheduling 
among students, teachers and parents at Hopkins. 

TABLE II 

SCHEDULING PREFERENCES 

1967-1968 1968-1969 1969-1970 

Students 
Modular 67% 87% 88% 
Traditional 14% 4% 5% 
Undecided 19% 9% 7% 

Teachers 
Modular 56% 75% 76% 
Traditional 22% 12% 8% 
Undecided 22% 13% 16% 

Parents 
Modular 50% 61% 61% 
Traditional 46% 29% 30% 
Undecided 4% 10% 9% 

31 



(3) Need for achievement- Responses to the question
naire also demonstrate that most Hopkins students are 
motivated toward school achievement. Some of these 
responses are contained in Table Three. 

TABLE III 

STUDENT MOTIVATION 

Item 

"I have a strong desire 
to excel in my school 
work." 

"I try to do most jobs a 
little better than what I 
think is expected." 

"I try harder to get good 
grades than the average 
student in my class." 

Student Response 
Agree Uncertain Disagree 

54.1% 22.7% 23.1% 

54.7% 23.0% 22.3% 

42.5% 29.2% 28.3% 

( 4) Reaction to small group instruction -Students learn 
best when they are deeply and personally involved in their 
own learning activities. The intent of the small group mode 
of instruction is basically involvement and interaction. How
ever, in looking at the results of questions asked about small 
group instruction it is clear that there is still room for 
improvement, and more questions should be asked about 
small group interaction. To the question, "My teachers lec
ture in small groups, " 35% of the responses were " usually" or 
" almost always. " The actual answers given by students to " I 
have a chance to express my opinions during small group 
instruction" are much more favorable, with 80% answering 
" usually " or " almost always. " 

Probably the best way to sum up the feeling of students 
about small groups is to use this quote from a sophomore, 
"For the first time I felt that I was being listened to and 
others recognized me as an individual." Again, the student 
attitude questionnaire was not nearly as positive as this indi
vidual, but progress is indicated. 

(5) Reaction to large group instruction - One of the 
major components of the new staff utilization patterns often 
used with flexible-modular scheduling is large group instruc
tion . Student reaction to large group instruction was sup-
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portive but much more critical. To the question "There 
should be no large group instruction," 28% agreed, while 56% 
disagreed with the statement. In responding to the statement, 
"I learn a lot in large group instruction," 49% disagreed. 

A large percentage of students, 41% to be exact, felt that 
they had difficulty learning in large groups. The data strongly 
suggest that large group instruction is an area that needs a 
great deal of study and improvement. An exchange of ideas 
on techniques used in large group presentations by various 
departments in an in-service course could prove to be helpful. 

Results of HSCI Study 

Students were given the High School Characteristic Index 
test primarily to determine the attitudes and perceptions of 
high school students toward the educational environment in 
both the traditional and modular designs. A more precise 
term used in this study is "environmental press," defined as 
"a system of practices, pressures, and policies intended to 
influence the development of students, hopefully toward the 
attainment of institutional objectives." 

Students under the modular and traditional plans seemed 
to have significantly different perceptions of the high school 
environment and its pressures upon them. 

The HMCP, as opposed to the traditional plan, was per
ceived as providing a school environment which applied 
greater pressure on students to 

• exert independent effort 
• expect and support intellectual forms of activity 
• strive for high achievement 
• seek asthetic and emotional expression 
• stress academic excellence and scholarly interest 
• encourage creativity, self-assurance, flexibility 
• participate in the decision making process 
On the other hand, the traditional school environment 

seemed to have applied greater pressure on students to 
• be dependent and submissive 
• emphasize self-organization skills 
• adhere strictly to rules and regulations 
• respect authority 
• be passive 
• be cautious and deliberate 
• pay attention to neatness and detail 
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The HMCP and the traditional plan were perceived by 
students as no different in the emphasis placed by the school 
environment on 

• personal dignity 
• individual responsibility 
• self determination 
• friendly, warm, gregarious, mutually supportive 

group activities 

Implications of Findings 

Just what are the implications of these findings for the 
practice of educational administration? 

A good evaluation program first of all involves people -
teachers, parents, administrators, and students. The word 
"involves" should be underscored, for when all of these indi
viduals move together towards a common goal and commit 
themselves, a school has taken the first step toward a success
ful program. Secondly, a well-planned evaluation design pro
vides a means for determining the effectiveness of current 
programs in order to make intelligent decisions about ways to 
improve them. It not only assesses the relevancy of the 
school programs to what the student does after graduation, 
but also communicates information about school programs to 
the community. Evaluation thus becomes a continuous 
process of examination with the goal of improving the 
school. 
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Coming Soon: 

The winter, 1971, issue of Administrative Leadership 
will address the question of accountability. 

Addresses given in December, 1970, at Schoolmen's Day 
will be featured. 

Among the speakers: 
Senator Walter F. Mondale 
Charles L. Blaschke 
Wayne W. Welch 
Larry D. Haskew 



time flexibility is meaningless without flexibility in the 
structuring of the curriculum. " 

A Comparative Analysis of Two 
Plans of High School Organization 
for Instruction: 

Modular Versus Traditional 
Purpose 

The primary purpose of the study was to determine 
whether students in Hopkins Senior High School taught 
under the modular plan of high school organization during 
the 1967-68 school year differed from the students taught 
under the traditional plan during the 1966-67 school year.* 
The major variables under consideration were student 
achievement and critical thinking ability. A secondary 
emphasis was placed upon determining student and teacher 
reaction toward the modular plan. 

Methodology 

The Iowa Tests of Educational Development (ITED) and 
the Watson-Glaser Critical Thinking Appraisal were used as 
the criterion measures. Specially designed questionnaires 
were used to elicit student and teacher reactions. 

The members of the sophomore classes for each year of 
the study served as a sample for the achievement compari
sons. These students had had learning exposure to only one 
type of senior high school organization. It was intended that 
similar evaluations of cognitive skills would continue during 
successive years of implementation of the modular plan. 

The posttest ITED scores were analyzed by three-way 
analysis of covariance technique. The pretest ITED scores for 
each corresponding test served as covariates. Posttest means 
were compared by treatment (modular versus traditional), 
GPA category, and sex of the students. Whenever a signifi
cant difference was found between treatment means, statisti
cal contrasts were tested between corresponding cells of this 

*This research report is based on John E. Haugo, A Comparative 
Analysis of Two Plans of High School Organization For Instruction: 
Modular Versus Traditional (Unpublished Ph.D. dissertation, Univer
sity of Minnesota, 1968 ). 
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factorial design. Student and faculty responses on the ques
tionnaires were analyzed for statistical differences by the 
chi-square statistical technique. 

Major Findings 

Of the eight ITED tests used for this data analysis, the 
modularly-scheduled students achieved significantly higher 
on three of them. These particular tests pertained to the 
ability to interpret materials in the natural sciences, in social 
studies, and in literature. Skills measured by these tests relate 
to the ability to comprehend the content, to interpret what is 
implied, and to analyze and evaluate a selection. Students 
taught under the traditional plan performed significantly 
higher on two tests. These tests were based upon knowledge 
of general vocabulary and correctness, appropriateness of 
expression. On three of the tests -those dealing with basic 
concepts in social studies, natural sciences, and mathematics 
-there were no statistical differences in treatment means. 

On three of the five parts of the Watson-Glaser Critical 
Thinking Appraisal the modularly-scheduled students per
formed better. The high GPA category modular plan students 
performed relatively higher on the critical thinking appraisal 
than did other students on the modular plan. Because of the 
accelerated pace and the flexibility of the new program 
highly motivated students likely were more able to encounter 
learning situations in which critical thinking ability was culti
vated. 

Both students and teachers regarded modular scheduling 
as a better plan for accomplishing desired instructional and 
educational objectives. Those objectives which dealt specifi
cally with self-direction and individual responsibility for 
learning were rated the highest. 

When asked which of the plans of organization they 
preferred, approximately 85 per cent of the students and 70 
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per cent of the teachers chose the modular over the tradi
tional.* High GPA category students were found to be having 
a significantly higher regard for the new plan than those in 
the lower categories. Younger teachers and female teachers 
expressed a significantly higher preference for the plan than 
did their colleagues. 

Teachers and students alike ranked the small group 
instruction and independent study as more worthwhile than 
large group instruction. They especially liked the opportunity 
to discuss and to present their own ideas and feelings to their 
classmates and instructors. 

Research Problems 
Most of the problems identified in this study related to 

the logistics of implementing a new organizational change. 
These problems which relate to facilities, materials, and staff 
training needs must necessarily be resolved before the 
flexible-modular approach can be effective in any given edu
cational setting. 

The following related research problems became 
apparent as logical extensions of this investigation: 

1. A similar study of at least three years duration 
should be conducted. 

2. A sample of schools that utilize the modular plan 
should be used for a more thorough assessment. 

3. Each school should be encouraged to evaluate its 
programs on the basis of its stated specific perform
ance objectives- not those of a test publisher. 

4. The modular plan's effect upon students of different 
socio-economic levels should be studied. 

5. Further efforts should be made to compare these 
students to traditionally-scheduled students on the 
basis of higher order cognitive skills. 

Implications for Administration 
Although not directly under the scope of this study, a 

number of other areas of concern can be identified from the 
review of literature and from reactions by educators directly 
involved with the mechanics of administering the plan. First, 
there is a continuing need to further refine the computer 
scheduling process. The incongruencies in time allocations, 
the influx of students on independent study at given times, 
and the failure to meet departmental time requests are 

*For more research findings on the affective dimension, see the article 
by RAY C. WEIDNER in this issue. 
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examples of this problem. Since the success of the new design 
is dependent upon a computerized master schedule, it is 
imperative that efforts be continued to refine this process. 

Secondly, curriculum reform must necessarily accom
pany scheduling change. Although many high schools make 
provisions for concurrent curricula change, many others have 
failed in attempts to inact any meaningful change in tradi
tional curricular content. In other words, time flexibility is 
meaningless without flexibility in the structuring of the cur
riculum. 

Thirdly, both pre- and in-service training of faculty is 
necessary. Successful implementation of the flexible-modular 
plan is dependent upon an on-going, comprehensive teacher 
in-service program. Also, teacher preparation institutions 
must provide future teachers with the skills necessary to 
effectively utilize the various modes of instruction inherent 
in the modular plan. 

Another requisite is that continued provision for change 
exists. Once school administrators have converted to the new 
plan, they must be aware of the need to constantly refine and 
modify this plan of organization. It would seem that without 
this awareness, the new design can become as rigid as the 
traditional schedule has been. 

Lastly, the real success of the plan will be contingent on 
its purported ability to incorporate innovative learning and 
teaching strategies. Independent study, individualized instruc
tion, achievement monitoring, team teaching, computer based 
and computer managed instruction, and differentiated staffing 
are a few of the new methodologies that can best be accom
modated under the flexible-modular plan of organization. 

The educational administrator who is contemplating the 
implementation of a modular plan should realize that various 
aspects of the new approach can and have been successfully 
implemented without converting completely to the modular 
master schedule. However, he should also understand that 
once resources are committed to the installation of a 
flexible-modular time schedule, the marginal return or educa
tional payoff is not realized without providing for proper 
materials and facilities, for curriculum change, for pre- and 
in-service training of teachers, and for adoption of innovative 
educational strategies. In other words, a school administrator 
should not expect improved educational results just because 
his school is on a modular master schedule. Both the current 
literature and the findings of this study support this 
contention. 
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"Until it can be established that flexible scheduling is a 
method which is best for implementing educational goals 
clearly explicated by the schools, it is recommended that 
caution be used in resorting to this tool. " 

A Two School Comparative 
Analysis of Flexible 

Modular Scheduling 

Purpose 

Because flexible modular scheduling has existed for a 
relatively short time, few evaluative studies have been made. 
The thrust of this study was to ascertain empirically the 
effectiveness of flexible modular scheduling as measured by 
educational outcomes.* More specifically, it was the purpose 
of the project to evaluate, by means of limited comparisons, 
several outputs of a metropolitan high school that used a 
flexible modular schedule. 

Design of the Study 

The evaluation was accomplished through a comparative 
analysis of the educational outcomes of two schools. These 
schools were matched in respect to a number of variables, 
including student socioeconomic and religious background, 
enrollment, expenditures per pupil, ITED scores and staff
pupil ratios. One school had been flexibly scheduled for two 
years. The other was traditionally scheduled. Four general 
areas were investigated: 

1. Student achievement 
2. Study skills and attitude toward study 
3. Student attitude toward school 
4. Student and teacher attitude toward the component 

parts of flexible modular scheduling and toward the 
total program. 

*This research report is based on Gordon B. Johnson, A Comparative 
Evaluation of the Flexible Modular Schedule at a City High School in 
Minnesota (Unpublished Ed.D. project, University of Minnesota, 
1970). 
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Sources of Information 

Gordon B. Johnson 
Principal 

Wilson Junior High School 
St. Paul, Minnesota 

Results of the Brown-Holtzman Survey of Study Habits 
and Attitudes and the Iowa Tests of Educational Develop
ment were analyzed comparatively. Attendance records, 
failure rates and drop-out rates of the two schools were 
analyzed and compared. A questionnaire was designed 
specifically for this study, and the instrument was adminis
tered to students and teachers. The items were analyzed indi
vidually and in related areas. 

Conceptual Framework 

The conceptual framework of the study drew its compo
nent parts from theories of formal organization, especially 
from Talcott Parsons' theory of the action system. According 
to Parsons, the paramount cultural mission of school organi
zation in the social division of labor includes an obligation to 
prepare students with those motivational and technical 
capacities adequate to the performance of adult roles. In this 
connection, the study investigated the capacity of flexible 
modular scheduling to accelerate cognitive development in 
students and to sustain a positive attitude toward learning. 

Major Findings and Conclusions 

1. Student academic achievement 
Eight sub-tests of the Iowa Tests of Educational 

Development were used to measure academic achievement. 
Sample groups from the school under flexible modular sched
uling and a matched school under the traditional program 
were selected randomly for this analysis. Scores that students 
had earned in grade nine in junior high school were compared 
with scores they earned in grade eleven. Multiple linear 
regression was used in the comparative analysis. 
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There was no significant difference in academic 
achievement of students, as measured by the !TED, between 
those who were in flexible modular scheduling and those in 
traditional scheduling. The null hypothesis which was used to 
ascertain this datum was not rejected at the .05 level of confi
dence. It was therefore concluded that the flexible modular 
scheduling is neither more nor less effective than traditional 
scheduling in the areas of cognitive learning as measured by 
the/TED. 

Although statistical analysis indicates no significant 
difference in academic achievement under the two types of 
programs, a cursory examination, however, of a representa
tive graph reveals a consistent tendency for higher achieving 
students to have lower achievement scores under flexible 
modular than under traditional scheduling. 

A visual examination of the graph for the composite 
scores, Figure One, reveals that students who had standard 
scores of 1 in grade nine could expect scores of 3.26 under 
both flexible modular and traditional scheduling in grade 
eleven. But at a higher level, the students with ninth grade 
scores of 25 could expect 27.99 in the eleventh grade if they 
were in flexible modular scheduling or 29.90 if they were in 
traditional. 
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If, indeed, higher ability students achieve less well 
under the new system, a contributing factor might be found 
in the reduction of structured class time. During independent 
study time, few organized teaching plans were used and stu
dents often did not use the time in the way it was intended. 
It can be conjectured from this that perhaps learning takes 
place in areas that were not measured by this evaluation, and 
for which learning instruments other than !TED are needed 
to measure, or that it might be idealistic to assume that all 
students have the desire and ability to make acceptable study 
plans for themselves. 

A possible implication is that maximum student
teacher contact increases student achievement, and the tradi
tional program has more student-teacher contact through 
structured time. The ratio of pupils to teachers has not 
changed with the advent of the new program. A teacher, 
then, is responsible for approximately the same number of 
students as was the case under the traditional program. 

Since higher ability students might be expected to 
make better use of direction by teachers than do low ability 
students, this lack of contact could explain the differential 
impact of the two programs on high and low ability students. 
The assumption here is that higher achieving students have 
greater ability and interest than lower ability students to 
make use of teacher direction. 

2. Study habits and attitude toward study 
The same samples of students used for evaluating 

academic achievement were used for this area of interest. The 
Brown-Holtzman Survey of Study Habits and Attitudes was 
administered to these students, and the results were analyzed 
through the application of the t test. 

Students in flexible modular scheduling had signifi
cantly higher scores in study habits, as measured by the 
Brown-Holtzman Survey, than did students in traditional 
scheduling. Results of the survey reveal that flexibly sched
uled students responded that they are prompt, they use 
effective study procedures, they are efficient in doing aca
demic assignments, and they are not distracted from their 
work. 

It would seem reasonable to expect that high scores 
in study habits would accompany high achievement scores. 
This expectation, however, was not substantiated by the 
scores, and it can be concluded that study habits, as meas
ured by the aforementioned survey instrument, did not have 
a positive impact on cognitive learning. The mere possession 
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of knowledge regarding study habits does not seem to give 
assurance that students will use knowledge constructively. 

There was no significant difference in study atti
tudes, as measured by the Brown-Holtzman instrument, for 
students in the two types of programs. "Study attitudes" is a 
survey of student opinion of teachers and their methods. The 
instrument also surveys student approval of educational 
objectives, practices and requirements. 

Even though there was no significant difference in 
the "orientation toward study," which is an overall measure 
of habits and attitude toward study, in the two schools, it 
can be stated that the results of the Brown-Holtzman instru
ment favored flexible modular scheduling. If study habits and 
attitude toward study have shown improvement, but aca
demic achievement has not registered a concomitant effect, it 
might be surmised that this positive orientation toward study 
has not been directed toward cognitive learning, as measured 
by the !TED. 

3. Student attitude toward school 
The impact of flexible modular scheduling on stu

dent attitude toward school was investigated by studying the 
attendance, drop-out, and failure records of the two schools. 

Analysis of attendance data is misleading, because 
such variables as changes in population, outbreaks of com
municable diseases, and changes in teaching staff and 
administration can distort the findings. Although conclusive 
statements regarding attendance cannot be made, the per
centage of students in ADA at the flexible scheduled school 
decreased slightly after the installation of the program, while 
the percentage increased at the control school. Figure Two 
is a graphical presentation of the attendance patterns at the 
two schools. 

The drop-out rate, Figure Three, increased at the 
flexibly scheduled school while it decreased at the school 
under the traditional program during the first year. In the 
second year there was no change in drop-out rate at the two 
schools. However, the number of drop-outs increased appre
ciably again in the 1969-1970 school year at the school under 
flexible modular scheduling while records were not available 
for the school under traditional scheduling. 

The number of full credit failures tripled at the 
experimental school during the first year of the new program, 
but the failure rate remained constant at the control school. 
The second year of the program witnessed another increase 
of full credit failures at the flexibly scheduled school while 
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Percentage of Enrollment in ADA at Schools under Flexible 
Modular and Traditional Scheduling from 1966 to 1969 
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Percentage of Drop-outs from Schools under Flexible 
Modular and Traditional Scheduling from 1966 to 1969 
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the number remained constant again at the other school. 
Figure Four shows the increasing failure rate in a graphical 
presentation. 

4. Student and teacher attitude toward flexible modu
lar scheduling 
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Percentage of Failures at Schools under Flexible 
Modular and Traditional Scheduling from 1966 to 1969 
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Student and teacher attitude toward the component 
parts of the flexible modular schedule and toward the total 
program was studied through a questionnaire which was de
veloped specifically for this evaluation. Analysis by means of 
categorization of responses and the use of a Likert-type scale 
revealed the following: 

a. Teachers and students agreed that flexible modu
lar scheduling fulfills the objectives of the school, 
but teachers were less certain of this than students 
were. 

b. Students believed that the objectives of inde
pendent study were being fulfilled, but teachers 
were less certain. 

c. Teachers and students chose to remain on flexible 
modular scheduling. Three percent of the teachers 
and four percent of the students indicated that 
they would prefer to return to the traditional 
scheduling. There were indications, however, that 
both groups would like to see many changes 
made. 

d. Teachers and students agreed that innovation and 
individualization of instruction were the greatest 
advantages of flexible modular scheduling. 

e. Teachers and students agreed that a potential de
velopment of bad attitudes in students was the 
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greatest disadvantage of the flexible modular 
schedule. 

f. Teacher and student concern and uncertainty re
garding flexible modular scheduling seems to 
originate with the manner in which students use 
independent study time. 

The burgeoning failure rate might be related to the 
concern expressed by students and teachers in regard to 
development of a negative attitude toward school. The nega
tive attitude category included such items as: truancy from 
school, skipping classes, poor student control, lack of direc
tion for students who need it, increased vandalism and 
"goofing off." 

If there has been an inordinate increase in this nega
tive behavior since the inception of the program, it seems 
reasonable to assume that there is a positive relationship 
between behavior and failure coupled with an eventual drop
out from school. Experience gleaned from drop-out studies 
demonstrate a possible relationship. 

Although the overall comparative effectiveness of 
the schedule was not demonstrated by this study, students 
and teachers overwhelmingly wish to continue the program. 
There appears to be a sense of pride to be involved in a new 
venture. It was stated by one teacher that it would be boring 
to go back to the traditional program. Nevertheless, questions 
were raised by this analysis, and there are educational impli
cations that should not be overlooked. 

Implications 

1. The flexible modular schedule is an agent for 
changing educational methods. 
Programming all students into large-group classes, 

small-group classes, and independent study will change the 
teaching process. Large-group classes discourage interaction. 
These classes, because of their size, are used for various types 
of presentations. Conversely, the intimacy of a small group 
encourages interaction. The size of a class, then, is a factor in 
determining methodologies of instruction. 

Assignment of more than one teacher to a large
group class encourages cooperative preparation. Hence, team 
teaching is usually concomitant with flexible modular sched
uling. The schedule, therefore, contributes to changing the 
behavior of teachers. 

But student behavioral change also seems to accom
pany the flexible modular schedule. The type of behavior 
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involved in listening to presentations in large groups and 
interacting with others in small groups is usually not en
couraged to as great a degree in conventionally-sized classes. 
It is, however, the unstructured time that causes the greatest 
student behavioral change. The freedoms, both academic and 
physical, depart from most traditional schedules. 

The change in student behavior might be either func
tional or dysfunctional. The problem-solving approach of a 
small group can have sound educational effect on a person, 
but, at the same time, the physical freedom can be non
productive for the same individual if he will not accept the 
responsibility of independent study time. 

The change caused by the new program also involves 
risk. The departure from tradition might be viewed with sus
picion if changes do not take the place of accepted practices. 
It is possible for a community to demand that this type of 
program be abandoned if it does not meet the approval of its 
members. 

2. Goals should be clearly defined before a flexible 
modular schedule is adopted. 
It has been widely accepted that the primary goals of 

education are in the areas of performance and quality. There 
is no reason to believe that these goals have changed with the 
advent of flexible modular scheduling. Society still wants its 
young educated in terms of cognitive development and train
ing in the broad values of society. 

Proponents of flexible modular scheduling, however, 
tend to believe that the schedule cannot be evaluated by 
using conventional criteria. Alternate goals are then pro
posed. Such concepts as individualization of instruction, pro
fessionalization of teachers, independence, discovery, and 
self-direction, while they are worthy, are means rather than 
ends. Goals, then, are often confused with methods of achiev
ing them. Neither is there assurance that these concepts will 
flourish more under flexible modular scheduling than under 
the traditional plan. 

The argument has been raised that flexible modular 
scheduling encourages abilities to analyze, synthesize, and 
evaluate. Conventional instruments do not measure 
achievement adequately in these areas. Students, it is said, 
would increase abilities in these areas through proper use of 
small-group instruction and independent study. Conversely, it 
can be argued, that learning in these higher concepts cannot 
take place adequately until there has been learning in knowl
edge, comprehension and application. 
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Schools intending to use the flexible modular sched
ule should begin by explicating all-school goals that reflect 
the needs of the community. After this task has been com
pleted, departments and individual teachers can write their 
guidelines which should be in behavioral terms and reflect the 
philosophy of the school. 

3. Students should be encouraged to assume responsi
bility for their education. 
One of the reasons often stated for installing flexible 

modular scheduling is that under this plan students are more 
autonomous and, therefore, are made responsible for their 
education. 

However, it is not known whether students will 
accept responsibility and learn self-direction merely because 
they are released from structure. Having opportunities to 
investigate a topic of interest and actually pursuing it, as a 
result of unstructured time, might not be related. 

The premise that all students will be able to assume 
responsibility through administrative scheduling seems 
optimistic . However, there is probably a large number of stu
dents who do assume responsibility for their education under 
the new schedule. But would they not do this as well under a 
traditional schedule? 

It might be conjectured that responsibility is a value 
associated with the middle class. Thus, when a student has 
had this value ingrained by middle class parents he will be 
more likely to succeed in self-direction in school. If this is so, 
is it then also true that the lower class child, because of his 
ingrained values will often not accept responsibility in 
school? 

It appears that self-direction in a student is a concept 
that is too complex to be changed easily. Perhaps it is associ
ated more with the home, sound teaching practices, and auto
nomy encouraged by a teacher than it is with an inert 
schedule. 

4 . The educational methods that will return optimal 
results, when human and financial resources are con
sidered, should be selected. 
Although the focus of this study has been on the 

capacity of flexible modular scheduling to accelerate cogni
tive development in students, it might be conjectured that 
there also have been unmeasured contributions made by 
schools which have adopted the schedule. Curriculum revi
sion, greater involvement of students and teachers, and 

49 



educational evaluation are ite{Ils that have been encouraged 
by the change. 

The contributions, however, have been at high cost. 
Financial resources for data processing, renovation of build
ings, workshop salaries for teachers, salaries for teacher aides, 
and added equipment are considerable. But the human 
resources expended in planning for, and installing, the sched
ule cannot be measured. Teacher offices, resource rooms, 
independent study areas, planning for student accounting, 
and involvement of the community are items requiring a high 
degree of planning. Successful installation of the schedule 
after this planning tends to be considered an end rather than 
a beginning of an educational venture. 

This high expenditure of resources, when considering 
cognitive returns, leads to speculation whether or not alter
nate plans might be considered. For example, flexible use of 
an existing schedule might be attempted. Through massive 
use of in-service workshops, teachers might be able to 
incorporate the component parts of flexible modular sched
uling into a fluid block arrangement. The result could be a 
flexible schedule without the rigidity that usually accom
panies the flexible modular approach. Other approaches 
might include more use of community specialists or a greater 
use of electronic equipment. 

The flexible modular schedule is a tool of instruction 
that has been proposed to affect change. However, the results 
do not indicate that the changes have affected the cognitive 
development of students. Until it can be established that 
flexible scheduling is a method which is best for imple
menting educational goals clearly explicated by the schools, 
it is recommended that caution be used in resorting to this 
tool. 
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"The performance based evaluation model gives administra
tors a tool by which the success of programs can be deter
mined in order to make sound decisions about their 
continuation and improvement. " 

A Performance Based Model 
for Program Evaluation 

Introduction 

The influx of federal money into education during the 
decade of the sixties resulted in the development of thou
sands of new programs. The goal of most of these new pro
grams was departure from the traditional ways of educating 
our youth. Much time and effort was spent in designing new 
and, hopefully, improved means for attacking educational 
problems. However, the closing of the decade brought with it 
a reduction in federal spending, and pressure was exerted to 
initiate evaluation programs that would give some indication 
which of the many programs were successful. Unfortunately, 
the time and support available for evaluation ·planning and 
implementation was minimal, and little was available to guide 
program developers in setting up useful evaluation designs. As 
a result, there was considerable pressure for evaluation, but 
little available in the way of strategy to conduct these evalua
tions. This paper is a description of one attempt to add to the 
storehouse of available evaluation models. 

Evaluation is the gathering of information to give deci
sion makers data essential for sound, effective decisions. The 
usual reasons for these decisions are for program improve
ment (formative or process evaluation), program information 
(summative or product evaluation), or for reinforcement of 
those human efforts put forth in the program development 
(supportive evaluation). 1 The last is quite frequently the pur
pose for evaluative efforts even though it has little effect on 

' Welch, Wayne W., "Evaluation of the PSNS Course, Part 1: Design 
and Implementation", University of Minnesota, Minneapolis, 1970, 
(mimeo). 
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subsequent decision making. An additional and often over
riding reason lies in what has become known as " account
ability" . No longer is there enough money to fund every 
proposed program. Decision makers must answer these ques
tions to community and federal fund sources: "What evi
dence is there that the program achieves its objectives?" "Is it 
worth the cost?" Providing data to help answer these and 
other similar questions has become the primary focus of 
evaluation efforts. 

In addition to determining the reasons for conducting an 
evaluation study, the evaluator must obtain answers to the 
question, "What is being evaluated?" Specifically answering 
this question causes school people frustration and many 
agonizing moments. Yet, it is essential to clearly com
municate the objectives of the program to the evaluator to 
enable him to know exactly what is to be evaluated. 

Model Conception 

The decade of the 60's was the decade of change and 
innovation in the public schools - modular flexible sched
ules, differentiated staffing, team teaching, performance 
curriculum, independent study, non-gradedness, and many 
others. Schools involved in these and other innovations are 
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under pressure from funding agencies and their local con
stituency to provide evidence that new programs are worth
while. More and more, these schools are turning to outside 
agencies to evaluate their new programs. In response to these 
requests, a performance-based evaluation model was de
veloped by the authors* and is currently being implemented 
in a St. Paul suburban high school, White Bear Lake. 

Ideally an evaluation design should include some type of 
comparative data. This could be either the use of a control 
group or a comparison of pre and post test date. In many real 
situations, however, base line data are not available, and com
parable schools either do not exist or are not readily acces
sible. It is desirable that some other strategy is available. A 
method must be designed to evaluate the program by pre
cisely determining if the goals of a new program have been 
met. Such is the purpose of the performance based evaluation 
model described below. 

The proposed strategy is to formulate as specifically as 
possible objectives that would measure the goals originally 
stated as the objectives of the program to be evaluated. The 
degree to which the objectives are achieved would be an 
indication of the success of this new program and would 
indicate components of the program needing modification 
and improvement. The testing of this model in the White 
Bear Lake Senior High School evaluation situation would 
allow for its refinement and subsequent use on a wider base. 

Model Formulation 

What is being evaluated? In this sample case, it is a pro
gram based on a coordination of the concepts and models of 
Trump and Allen. 2 The White Bear Lake Senior High School 
moved to a new design in secondary education in the fall of 
1967. As stated in the report of their internal evaluation,3 

*The model herein described was developed by Wayne W. Welch as a 
project of the Educational Research and Development Council of the 
Twin Cities Metropolitan Area and is currently being tested by Dwight 
Lindbloom and Maureen Flahaven in the White Bear Lake Senior High 
School. 

2 For such concepts and models see Bush, R.N. and Allen, Dwight, A 
New Design for High School Education, McGraw-Hill Book Co., New 
York, N.Y., 1964, and/or 

Trump, J. Lloyd and Boynham, Dorsey, Guide to Better Schools: 
Focus on Change, Rand McNally and Company, Chicago, 1961. 

3 Evaluation of White Bear Lake Senior High School Instructional 
Design, 1968-69, White Bear Lake Senior High School, White Bear 
Lake, Minnesota, 1969, (mimeo). 
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the following are the five objectives of their "New Design": 
1. To individualize instruction by focusing on the indi

vidual student through the use of performance 
curriculum. 

2. To offer an expanded program to students by per
mitting and encouraging them to enroll in additional 
courses for credit or noncredit. 

3. Better staff utilization through the team approach 
and use of teacher assistants, teaching interns, 
teacher aids, instructional secretaries, material 
specialists, and a comprehensive inservice education 
program. 

4. To make change possible as the need arises through 
the use of flexible modular scheduling. 

5. To teach students to become more responsible for 
their own learning through the use of independent 
study. 

Why evaluate? The purpose of this evaluation is to give 
feedback as to the success of the program in achieving its 
goals. But more important, the information from this study 
will be used to make decisions regarding the improvement of 
the ongoing program. 

Using the five objectives stated above as a base, specific 
operational or performance objectives were formulated with 
given criterion levels. Only in this way could the degree of 
objective achievement be assessed. Identification of specific 
objectives and criterion levels demands input from profes
sionals with a good knowledge of the program evaluated. 
Therefore, the translation of the overall objectives into opera
tional terms required a coordinated effort of the evaluation 
team and the program staff most closely involved in the 
design and implementation of the new program. Referent 
groups - students, graduates, staff, and community -· were 
identified, and sets of objectives regarding these groups as 
well as overall specific objectives were formulated during a 
three day workshop. A total of 163 objectives and acceptable 
performance levels were developed to serve as the guideline 
for the evaluation. 

A specific objective for students was, "At least 75% of 
the students will attend and work in open labs, resource 
centers, and/or the library at least 85% of their unscheduled 
time." Another typical objective for teachers was, "At least 
85% of the teachers are developing and utilizing written 
behavioral objectives." Agreement on objectives as well as 
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tentative consensus regarding criterion levels was accom
plished by the action of the total evaluation committee. 

Model Refinement 

With several sets of objectives in hand the evaluation 
team set out to eliminate duplicates, consolidate overlap, and 
clarify and refine all objectives formulated at the initial work
shop. Using these refined objectives as a base for measure
ment, instruments and techniques were selected and de
veloped for gathering data. Review of the instruments, agree
ment on the specific refined objectives, and consensus on the 
criterion levels were accomplished with the aid of the evalua
tion team in a day's workshop with program staff of the 
school system. 

The development and selection of the instruments 
resulted in the following data gathering devices: 

1. Questionnaires for all students, teachers, and 300 
randomly selected community residents. All three 
questionnaires contain a common core of 25 ques
tions plus individual components for each specific 
referent group. 

2. A community questionnaire to be used through a 
personal interview technique for 50 parents and 50 
non-parents randomly selected. 

3. The Iowa Test of Educational Development for all 
students. 

4 . The School Survey, a standardized 120 item inven
tory for all teachers covering opinions and attitudes 
about their work. 

5. A questionnaire for all graduates of the past five 
years including questions to measure specific White 
Bear Lake objectives. 

In addition to the instruments mentioned above, struc
tured observational techniques will be used in the classroom 
and school environment to supplement the data obtained 
through this instrumentation. 

Model Testing 

Data will be gathered during a three-month period. The 
community interviews will be conducted by four professional 
educators with training in interview techniques. The paper 
and pencil tests, questionnaires, and inventories will be 
administered by school personnel. All data collected will be 
statistically summarized and matched with the specific objec-
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tives and related criterion levels. For example one objective 
states: "80% of students and teachers agree that performance 
standards or criterion measures provided in the performance 
curriculum are a strong incentive for students to do their best 
work." On the common core of test items for teachers and 
students, the respondent must agree or disagree with the 
statement: "Use of individual performance standards to judge 
student progress tends to lower the quality of work pro
duced." In cases where criterion levels have been met and/or 
surpassed, (in the above example, 80%), the program objec
tive will be considered met and the program a success at 
those points. If, however, the criterion levels have not been 
met, the evaluation committee will make specific recommen
dations for program improvement. If, for example, the data 
show that the community is not well informed on program 
changes, the recommendation may be to provide fiscal and 
human resources to strengthen the public relations program 
of the school. If it is determined that teachers behave simi
larly in small and large groups, this has implications for 
recommending inservice education in group dynamics. The 
decision makers at the secondary level will then have the data 
and alternative recommendations available to make decisions 
regarding the implementation of program improvement. 

Model Generalization (Application) 

It is difficult to make recommendations about the model 
in a generalized sense until its final testing at White Bear 
Lake. However, the model proposed by the writers has many 
possibilities (as well as problems) for program evaluation. Its 
major asset is that it can be used in a variety of settings and 
for a multitude of unique programs . It can also be combined 
with a statistical comparison approach when control groups 
are available. This performance based design can be used as a 
model for an internal evaluation where the use of control 
groups is extremely difficult. It is important that educators 
with knowledge of the program also be skilled in stating 
objectives behaviorally and work closely with the evaluation 
team in setting performance goals. 

Weaknesses of this design stem to a large degree from its 
early stage of development and lack of refinement. Some of 
the problems are: 

( 1) Translation of the general objectives into specific 
performance terms. Although these objectives are specific 
and not subjective in nature, they are formulated by the 
subjective value judgments of the professionals. 
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(2) Determination of the criterion levels. These are also 
based on value judgments and therefore subjected to the po
tential unreliability of professional opinion. A distinction 
must be continually made between "what do we want" and 
"what do we expect". 

( 3) Selection, development, and validation of appropri
ate instruments and techniques for data collection that are 
relevant to the objectives. 

This evaluative design shares the problems inherent in any 
evaluation in that it is situation-oriented. It is complex and 
difficult to define; the data collected are determined by feasi
bility and reflect the value judgments of decision makers; 
and, there is a lack of precise variable control. Because of the 
nature of evaluation, these studies will never obtain the preci
sion and control of research studies. However, evaluation is 
now in its infancy in scientific development, and hopefully 
some of the problems will be resolved with the growth and 
refinement of its techniques. 

It is the opinion of the writers that this performance
based model is applicable to a wide range of situations. 
Administrators and other decision makers will find in it a 
tool by which pertinent information can be collected and 
summarized regarding the success of programs in order to 
make sound decisions about their continuation and/or 
improvement. 

58 



Administrative 
£enders kip 

DIVISION OF EDUCATIONAL ADMINISTRATION 
COLLEGE OF EDUCATION 
UNIVERSITY OF MINNESOTA 

WINTER 
SPRING , 1 971 

VOLUME VII 
NUMBER II 

I 



ADMINISTRATIVE LEADERSHIP provides a forum 
for the consideration of educational topics that are of 
particular concern to those interested in school adminis
tration in Minnesota. It is published several times a year 
by the Division of Educational Administration, Univer
sity of Minnesota, under the direction of an editorial 
board composed of a staff member and four graduate 
students. The Board for the year 1970-71 includes Tim 
L. Mazzoni, Assistant Professor, Marvin R. Tromp, 
Burton M. Nygren, Thomas J. Johnson, and W. Larry 
Belgarde. This issue focuses on accountability in educa
tion and presents the four speeches on this subject that 
were delivered on Schoolmen 's Day , 1970, an annual 
conference of Minnesota school administrators spon
sored jointly by the Division of Educational Administra
tion of the University of Minnesota and the Minnesota 
State Department of Education. 



Accountability in Education 

Schoolmen's Day 1970 

Page 

Introduction ........ .. .... . .............. .. .. ... 2 

Charles L. Blaschke 
"Performance Contracting- Turnkey Operations: 
A Catalytic Approach to School System Reform" 4 

Wayne W. Welch 
"Promises and Perils of Educational Evaluation" .... 14 

Walter F. Mondale 
"A New Balance Sheet for Education" ............ 28 

Larry D. Haskew 
"Internal Utility of Accountability" ............. 36 



Introduction 

This issue of Administrative Leadership contains speeches 
made on Schoolmen's Day, 1970, an annual conference of 
Minnesota school administrators sponsored jointly by the 
Division of Educational Administration of the University of 
Minnesota and the Minnesota State Department of Educa
tion. In a time of rapidly-rising school costs, threats of tax
payer revolt, and public concern over the legitimacy of many 
school programs and practices, the 1970 conference topic 
was most appropriate- "Accountability in Education." 

The four speakers of the day brought varied and distinct 
points of view to the topic. Charles Blaschke is a new breed 
of businessman in the field of education, a consultant special
izing in matching specifications for performance-guaranteed 
contracts to client school districts' needs and resources, and 
- through the "turnkey" approach -assisting these districts 
to modify their existing programs to make use of the 
strengths of the contractor's design. Performance contracting 
is , indeed, one method of introducing accountability, 
declares Mr. Blaschke . " If the student doesn 't achieve, the 
contractor doesn't get paid ... if private industry fails it goes 
out of business, and that's good." Mr. Blaschke reviews the 
purposes, procedures, and desired outcomes of performance 
contracting and turnkey operations. He points out that, while 
performance contracting is a catalyst for school system 
reform, and during the time of initial implementation of new 
programs the contractor bears responsibility for outcomes, 
the school system must eventually make its own commitment 
to reform, albeit with a credible alternative to the status quo 
and available guarantees through the turnkey plan. 

Dr. Wayne Welch, professor of educational psychology 
and assistant dean in the University of Minnesota's College of 
Education, looks particularly at the evaluative aspects of 
accountability. The definition of evaluation as it is the focus 
of Dr. Welch's address is " ... a gathering of information to 
assist in decision-making ... " with the value of the evalua-
tion determined by the usefulness of the information 
obtained. Dr. Welch draws on his broad experience in evalu
ating educational programs to illustrate evaluative approaches 
he has seen bear fruit, and points out a number of misinter
pretations of data and misapplications of findings commonly 
witnessed in the educational community . Properly conducted 
and interpreted evaluation provides a tool to increase effec-
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tiveness in decision-making, stimulates change in the educa
tional process, and makes educators more aware of the respon
sibility of the school. 

Senator Walter Mondale, referring to himself as "an out
sider to education," reviews current criticisms of the Ameri
can school and challenges schoolmen not to go on the defen
sive when these criticisms are forthcoming. Rather, he indi
cates, educators should freely admit to the problems they 
know exist, then welcome and become deeply involved in a 
wide range of experimentation to do something about solving 
them. Dealing with the problem of shortage of funds for 
program development and of misplaced federal fiscal priori
ties, the senator charges that" ... we who believe in educa
tion have failed to make our case." An accurate balance sheet 
for education, he indicates, would reveal " ... that the ben
efits education confers are much greater than the expenses 
we would have to bear ... " to fund adequate school pro
grams, and schoolmen must be active in putting education at 
the top of the funding priority list. 

Dr. Larry Haskew·, professor of educational administra
tion at the University of Texas, looks at the possibilities of 
accountability as an executive procedure operating internally 
in a school system, to make continued use and further devel
opment of experimental or established instructional programs 
contingent on students exhibiting formally-stipulated 
behavioral changes. This strategy, he indicates, goes far 
toward making the results of instructional schemes evident, 
and is a very appropriate vehicle for rewards and punishments 
among professionals. He proposes that ". . . we learn by 
doing, starting with what we have on the ball right now." 
Accountability, thus interpreted, he asserts, is " ... a start 
toward basing executive procedures upon getting out the 
goods rather than going through the motions." 

These several approaches to accountability serve to 
underscore the many-faced, complex nature of this subject 
which promises to increasingly fill schoolmen's serious 
thoughts in the years just ahead. The teachers' organizations, 
taxpayer groups, individual parents, and students are among 
those whose views were not directly presented at School
men's Day, 1970, but whose voices will surely be heard. 

Thomas Johnson 
Editor, Winter-Spring Issue 
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"During the first year, the private corporation bites the 
bullet; but during the second year ... the school system has 
to." 

Performance Contracting 
Turnkey Operations: 
A Catalytic Approach To School 
System Renewal 

Although this is my first real trip to Minneapolis-St. Paul 
area, I do feel somewhat at home. Of your four speakers 
today, two are from Texas; however, I should like to caution 
you at the onset to be a little bit leary of tall tales and the 
manner in which we may blow things out of proportion. Yet 
there is consolation in potential countervailing forces. Dr. 
Haskew hails from the University of Texas while I "endured" 
on the campus of the Texas A.M. University - Aggies and 
T-sips have never agreed which will perhaps be obvious as the 
day progresses. 

Performance contracting has been called by the media to 
be the hottest issue in public education today. The advocates 
- over-zealous advocates, firms, companies- have called it a 
panacea. The critics - American Federation of Teachers and 
other groups - have called it hucksterism and a conspiracy of 
the educational industrial complex. My role here today is to 
attempt to clarify, rather than confound and confuse, some 
of the issues - as well as to discuss the concept in a realistic 
manner, indicating its limjtations. 

The concept is limited, as any tool. As a society we have, 
I feel, been relatively adept in developing 20th century 
science and technology, but inept in developing the social, 
political, and managerial innovations to apply this technology 
effectively. Performance contracting, in this sense, combined 
with its counterpart Turnkey Operations, is a managerjal 
innovation which encourages responsible innovation a-nd then 
through the turnkey process the effective application of 
proven technology, defined broadly, in public schools. So in 
this sense it is a means to self-renewal in the public school, 
rather than an end in itself. But if necessity is the "Mother" 
of invention in public education, I feel that political, social, 
and economic forces have to be the "Father" of innovation. 
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Charles L. Blaschke 
President, Educational Turnkey 

Systems, Inc. 
Washington, D.C. 

Today, I should discuss performance contracting and turnkey 
operations - what it is - why now - some mechanics 
involved - and then to speculate on why certain school 
people view performance contracting as a feasible solution to 
rationalizing the collective bargaining process; a politically 
palatable and educationally effective means to insure desegre
gation; a means to involve the community in the decision 
making process in the operations; a low-cost, low-risk means 
for experimentation; and a possible means to reduce cost per 
grade levels or units of achievement in limited areas in public 
schools. 

Performance contracting is a phenomenon whereby a 
school district contracts with a private firm or a teachers' 
group to accelerate the achievement of a limited number of 
students on a guaranteed basis, or at least on a basis whereby 
the group is rewarded or paid on the basis of student per
formance. I would estimate that approximately $50,000,000 
is being spent on performance contracting or will be spent 
before the end of this school year on well over 50-7 5 
projects. Compare this to last fiscal year (1969) when 
$250,000 was spent in Texarkana. One can only speculate 
the growth over the next two to four years. 

The contractors' programs range from highly clinical 
approaches to learning, correcting deficiencies, building on 
students' strengths while using a teacher intensive program, 
to programs which utilize one professional who is no longer 
really a teacher but rather a classroom manager, para
professionals and capital intensive teaching machines. Some 
programs provide incentives for students and for teachers; 
others do not. Some have intrinsic rewards built in the mate
rial, while others use extrinsic rewards at the onset with 
conversion to intrinsic rewards as the student succeeds. Prop-
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erly planned performance contract programs offer great 
promise while others promise failure by creating a black eye 
for the whole movement and a discarding of the concept 
because of the misapplication. 

Next, I would like to discuss the concept and some of the 
mechanics involved. I mentioned that a performance contract 
can be written between the school board and a private corpo
ration or a teacher group. 

There are various constraints that are built into the pro
gram. When the school board knows how many dollars it 
wants to allocate to the program and how much time the 
student will be allowed to put into the contractor's program, 
then the contractor is asked to maximize the students' per
formance and to be paid on that basis. In other cases, where 
the board knows how far the students are behind and how far 
they want the contractor to accelerate students' achievement, 
the contractor is asked to "raise" the students up by a spe
cific amount in terms of performance specifications and to 
do that at minimal cost. 

One cannot maximize performance and minimize cost at 
the same time; rather, one has to establish one as a cons
traint and the other as a variable. 

School districts enter into performance contracts for 
several reasons. 

1. To provide an operational capability to supplement 
their existing capability. Hence, a school may con
tract for vocational training program over an 
extended period of time. 

2. To utilize performance contracting as a vehicle for 
experimentation, prior to the decision for widespread 
adoption of a new learning system or technique. This 
is similar to the rationale behind the Office of Eco
nomic Opportunity program occurring in twenty 
schools across the country where performance con
tracting is being used to determine which of six 
instructional systems works best with poor under
achieving kids. 

3. To use performance contracting as a catalyst for 
school system reform by having the contractor put 
himself out of business as the school adopts the con
tractor's program, making specific management 
changes and reforms. I'd like to spend the next few 
moments today discussing the performance con
tracting turnkey approach to school system reform. 

The heart of the performance contract is the RFP, the 
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"request for proposals." It is developed by the school, some
times a group with the assistance of outside experts. Our firm 
has assisted 30 schools. The specifications are sent to quali
fied bidders. In these specifications, the performance level 
required, the time and cost constraints within which the con
tractor will have to operate, then specific turnkey considera
tions are stated. For example, if the school does not feel it can 
levy additional taxes and it does feel that it wants to adopt a 
contractor's program that has proven successful, then in the 
RFP a condition might be that the contractor's program be 
characterized by a "low-operating cost, over time and student 
volume" in order that the school can pick up the program at 
a low-operating cost, rather than having to increase its taxes 
to adopt the program. 

If the heart of the performance contract is the RFP, the 
lifeblood must be the concept of the turnkey operations. The 
turnkey analysis has two purposes. 

First, after the project is operational for six to nine 
months, the school - or an outside group- determines how 
much more or less cost effective is the contractor's program 
versus the school system's program. If it looks like the con
tractor's program is more efficient in an area such as math or 
reading - or another area - objectives and the criteria for 
measuring achievement can be specified . An attempt is made 
to determine how much and why the contractor's program is 
in fact- or does promise to be- more cost effective. 

Second, an analysis is conducted to determine what 
changes have to be made in the school system to incorporate 
the contractor's instructional programming without eroding 
the educational results. An instructional system cannot be 
forced into an institutional environment without making the 
changes to allow the instructional system to realize its 
potential. 

In the turnkey phase, the contractor may make this sort 
of a bargain or guarantee with the school: "Mr. Superintend
ent, if you're willing to incorporate the following manage
ment-administrative procedural changes, which are similar to 
what we followed, then we'll guarantee that you will achieve 
90% of what we achieved: a) utilize staff differentiation: b) 
perhaps merit pay (if the contractor paid his teachers 
bonuses); c) individualized scheduling; d) performance budg
eting, etc. If, however, sir, you are only willing to take our 
machines, provide three days of training with your teachers, 
make no other changes, we'll only guarantee 30%." Hence, 
it's up to the school board to make a rational decision in 
terms of the political and cost consequences of that decision. 
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One can obviously see the tremendous amount of lever
age an administrator can exert in terms of justifying changes . 
For example, if the optimal configuration of a contractor's 
program is to operate 10 hours a day, but regulations only 
permit teachers to teach 6 hours per day, the cost of that 
regulation as an opportunity cost could be determined. Or it 
may be that a contractor can raise a child's achievement up in 
41/z months one grade level in reading, and the school could 
do the same if it would cut back math and reading facilities 
and staff by a factor of two and double student through-put. 
Of course, there are some political consequences of making 
that decision. But at least the cost of not making certain 
decisions would be known. Our model, the only one of its 
kind, is in a crude state of the art now; but we are attempting 
to refine the cost analysis capability and eventually record it 
to effectiveness criteria. 

In short, performance contracting is a catalyst for school 
system reform. During the first year, the private corporation 
bites the bullet; but during that second year, the Turnkey 
phase, the school system has to bite the bullet, but in terms 
of an alternative that is credible and is available with guaran
tees tied to it. 

Why performance contracting now? - Why do certain 
people see it as a feasible solution to some of the national 
policies and trends? 

First, this is the "age of accountability" in public educa
tion. Performance contracting, I would argue, is only one 
technique for introducing accountability. I define account
ability as "management by exception" whereby the goals and 
objectives and the criteria for measuring the achievement of 
objectives are determined through a participatory manage
ment process whereby the students, the teachers, the admin
istrators, and community representatives determine the goals 
and objectives and agree upon test measurements or other 
criteria; then decision making is delegated to the lowest 
operating unit, either the school with the principal as the new 
manager, or the classroom with the teacher as a manager. The 
lowest operating- unit manager is given a great deal of flexi
bility as to what programs, materials, technology, or peda
gogy to use. He is given logistical and management support, 
but accepts the responsibility of achieving these objectives. 
Those who wish to be held accountable for greater student 
achievements in student performance or in terms of proce
dures that they will follow - get greater resources; and the 
reverse is also true. 
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Performance contracting is tied into the concept of 
accountability. I am sure that many of you have seen the 
Gallup Poll in Phi Delta Kappan (October, 1970) where 67% 
of adults interviewed felt that teachers and administrators 
should be held more accountable for students' achievement. 
A Nation's Schools survey in October noted that 91 % of 
administrators felt that the school should be held more 
accountable. 

Performance contracting is one answer for accountability 
in several respects. First, if the student doesn't achieve, the 
contractor doesn't get paid. But at the same time, it is pro
viding a credible alternative if it does work, for the schools 
to eventually adopt it. I think it is unfair for some people or 
programs, such as the Voucher Program or the Education 
Audit concept, to require a school system to be held account
able without providing credible alternatives, resources, and 
decision-making flexibility. Performance contracting does 
provide this key ingredient, mainly the credible alternative. 
But if the movement toward accountability implies a change 
from the existing ways of doing things in schools, then it 
implies also experimentation. 

Performance contracting does make sense in regard to 
experimentation for these reasons. First, it is a low-cost 
approach to experimentation. Again, if it doesn't work the 
company doesn't get paid and they will eventually go out of 
business. The Dallas Morning News noted that the govern
ment experiments and fails, but its bureaucracy continues to 
build. But if private industry fails - it goes out of business, 
and that's good. Second, it minimizes the risk of failure. A 
company's confidence in the learning system it proposes will 
be reflected in the level of guarantee and the proposed cost. 
The firms which developed and validated the instructional 
system should know more about it than anyone else. But, if 
it does fail for some reason, you have a "scapegoat" which 
doesn't exist today in public education. In reality, there 
really aren't too many "experiments" in public education 
that have ever "failed ." There is no Journal of Education 
Failures. "Limited" successes are forced by the "politics of 
experimentation" in public school, a formidable force 
indeed. Here lies an opportunity to allow an outside contrac
tor to experiment seriously and the school to suffer potential 
failure. 

Secondly, and related to the push for accountability, is a 
movement for greater efficiency in certain areas of public 
education. The President has suggested that education is 
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going to get more dollars when it can demonstrate it can get 
more for the dopar than it is presently getting. Patrick 
Moynihan, a Presidential advisor, has made the statement 
that in those areas in public education where we can measure 
determined objectives, we ought to operate in the most effi
cient manner possible. The taxpayers are saying it too. In the 
Gallup Poll, it was indicated that 44% of bond issues passed 
in 1969, whereas in 1960, or thereabouts, about 80% passed. 
Most of the performance contract firms with which I am 
familiar are willing to be paid a fee of approximately $80-
$150 per one grade level increase in math or reading. At the 
same time, if the teachers remain on the salary payroll of the 
school, this cost can be down to $40 or $50. 

Some may say that this figure is still more than the 
present cost per student year. However, that's not the 
relevant criterion, the relevant criterion is cost per unit 
achievement. In Texarkana, for example, we found that the 
cost per student year was about $470. But with a dropout 
rate of 17% or higher among the part of the taxed 
population, and a high repeater rate at the 30th percentile 
according to the national norm - if you factor these costs 
into your overall gain -then the cost per grade level increase 
in Texarkana would project to be something like $700-
$800. 

At the same time there are forward-looking teacher 
groups across the country - and we are working with several 
of them - who see performance contracting as an oppor
tunity to set another precedent: a greater degree of decision
making responsibility on the part of the teacher. If the 
private performance contractor is not told what materials to 
use (i.e., the programmatic decisions are left up to him), the 
teacher groups also feel they deserve the right to make these 
decisions. You will see a great increase over the next 6-9 
months in the local teacher groups who will accept this 
responsibility, especially in light of the new guidelines of 
Title I ESEA in which bonus pay can now be allocated to 
teachers who wish to go into Title I schools, or inter-city 
schools or ghetto schools or what have you. Part of the bonus 
may be based upon the teacher actually going to the school, 
and part of it based on the performance of the students. 

The fourth major concern across the country is the 
pressure for desegregation or "equity of results." As I go 
across the country, I see three types of situations. First, that 
in which the school district does in fact want to integrate, 
but realizes that the black students, the Chicano students are 
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deficient, and deficient by many percentiles if you use 
national norms as a standard. Parents feel that with immedi
ate integration the black students or the Chicano students 
could hold back the white students. The black parents, in 
many cases, feel that their children would be embarrassed if 
they were not able to compete educationally or would have 
to drop out. So there has to be an opportunity, or some 
means, to accelerate the achievement of deficient students 
concurrent with the integration process. 

This situation actually arose in Texarkana (the last 
performance contract project) which is a home town of the 
national Freedom of Choice movement. Prior to the program 
even getting under way, the issue was put to the public in a 
referendum: "Do you want Freedom of Choice [which 
implied not being allowed to participate in the dropout 
prevention program] or do you want the performance 
contract project?" Freedom of Choice was defeated 71-
29%. The second situation exists in school districts which 
have already integrated, but parents feel the quality of 
instruction has been eroding, and are sending their children 
to private schools. Officials feel that if this trend continues, 
the public school is going to go out of business because of 
loss of ADA support. They want to improve the effectiveness 
of their instructional programs and encourage the parents to 
send their kids back to the public schools. 

The third situation exists in many of the large urban 
ghettos where there is a genuine concern and belief in the 
"community" or the "neighborhood" school. Few parties are 
happy about the means to integration, namely, bussing. Their 
argument goes something like this: Equal educational oppor
tunities in terms of educational impact has not been that 
successful. And what are we concerned about - the 
opportunity of the kid to get an education, or insuring he get 
an education? If performance contracting can be taken to the 
child wherever he is going to school, why not adhere to the 
new concept of equity of results? Wherever the student is 
enrolled in the school, if he leaves the 9th grade, he should be 
reading at that level. Performance contracting allows this 
concept to be realized . 

. And last, there is a tremendous amount of pressure today 
for community control and decentralization. Performance 
contracting allows the opportunity for the parent, or the 
community group, to get involved in the policy decisions. A 
lay board member cannot readily make a decision on the 
merits of Initial Teaching Alphabet versus phonics, or Distad. 
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However, he can decide whether two grade levels per $100 is 
better than llh grade levels for $100. And the latter approach 
is easy to justify to his constituency. Many performance 
contractors utilize para-professionals, creating an opportunity 
to utilize people from the community school program, an 
invaluable communication link with the community. This, in 
fact, has been the case in a program we have been monitoring 
in New York City in which the first decentralized school 
board in that city decided to enter into a performance 
contract with a private corporation. 

Phi Delta Kappan commented last June that our group 
was the so-called " leader in the performance contracting 
accountability movement." That certainly is questionable; 
but if we were, I think our responsibility would be remiss if I 
did not mention why other school districts are getting into 
performance contracting. Some of their intentions are not as 
ethical as those I discussed earlier. Many schools look upon 
performance contracting as a means to "cop-out," a means to 
give their "toughies" or their slow learners to the private 
corporation, and for two hours a day reduce the student
teacher ratio in the existing school. In fact, they have 
abdicated their responsibilities. In some cases, performance 
contracting has been used in an attempt to break the back of 
the union, especially in light of the excess supply of teachers 
in many of our large cities, and especially where defense 
related research and development complexes exist. In other 
instances where performance contracting could have been an 
instrument to insure effective desegregation, it is being 
planned to postpone desegregation and even to further 
segregation. In still others, it has been used as a political 
pawn of the administrators who use "superintendencies" and 
the limelight as stepping stones to go from one area to 
another. 

Performance contracting is not a panacea! It can be used 
as a tool in the proper manner, it can be misapplied or even 
can be used with the wrong intentions. 

What are some of the implications of performance 
contracting? First, it is forcing a different perspective - a 
management perspective - de-emphasizing input, teachers' 
time, salaries, etc., and emphasizing output, the account
ability measures. Secondly, I think it is bringing to the 
surface a new set of assumptions on how to introduce change 
in public schools. Some of these assumptions might be: (a) 
That in most public schools, major decisions are based more 
on political, social, and economic considerations than educa-
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tiona! factors, and usually are justified after the fact on the 
basis of educational merit or possibly cost reduction. 
However, if one is to change the system and put education 
back as a top priority, one has to use the system to change 
itself - to develop programs that do meet the political, 
social, and economic criteria of vested interest groups. (b) 
That there is the need to have a bottom-up approach as well 
as a top-down approach to school system reform. Implicit is a 
total change in the incentive structure within schools. (c) 
That there is a need to utilize in our public schools what we 
call the management support role or functionary. lt is not 
one of just providing management services, but it also 
provides a political scapegoat, a buffer , and opportunity for 
effective communication with the vested interest groups. For 
example, the superintendent might not be able to talk to 
certain groups (e.g., right wing groups or extreme left wing 
groups). Yet their vested interests have to be analyzed; a 
program that would be appealing has to be developed. There 
are many functions that this management support role can 
provide. (See Phi Delta Kappa11, December, 1970.) Ttw move 
for the catalytic management support groups was written 
into the original Title III legislation. But it was dropped 
about 24 hours before the bill was passed, largely through the 
efforts of certain congressmen who feared private firms and 
the industrial complex in education. 

In closing, performance contracting can be used as a 
viable vehicle to introduce change in ti1e public schools if 
properly planned and used with good intentions. 
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"Let us always remember to evaluate the evaluation, and not 
fall into the trap of considering evaluation as an end in 
itself " 

The Promises and Perils 
of Educational Evaluation 

It is indeed a pleasure to be given the opportunity to 
discuss educational evaluation. I would like to give you some 
of my impressions about the promise for education that 
evaluation provides, and to share with you some of my 
concerns about the dangers to education that evaluation 
might create. 

The December 1970 issue of Phi Delta Kappan magazine 
contained eight articles and two editorials devoted to the 
question of accountability in education. If I were to 
generalize the content of the articles advocating account
ability, it would be that education in our public schools must 
be judged on the basis of results obtained for resources 
invested. Through a number of recently acceptable methods, 
voucher plans, performance contracting, differentiated staff
ing, merit salaries, and the like, attention is focused on 
linking dollars spent for education to results achieved from 
students. 

Accountability 

This is currently a popular issue. Money is available, 
Washington is receptive, and increased taxes are creating 
pressures on administrations. I do not pretend to know all 
the reasons and ramifications of such a movement, but I do 
know that tied to this activity is an increased interest in 
evaluation. It seems to follow naturally, that accountability 
requires evaluation and I suspect that is why I find myself, an 
evaluator, appearing on a program devoted to accountability. 
For whatever reasons, my task is to share with you some 
thoughts on the promises and perils of educational evaluation 
and to point out some of their implications. 
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Background 

Wayne W. Welch 
Assistant Dean 

College of Education 
University of Minnesota 

By way of introduction, let me give you a little 
background to show the point of view I bring to the problem. 
During the past year, I was the Director of Research and 
Evaluation for the Twin Cities Educational Research and 
Development Council (ERDC). This organization is a con
sortium of 43 Twin City area school districts banded together 
for their mutual benefit. In addition, ERDC is also a 
department within the Division of Educational Administra
tion at the University. ERDC might seem an unusual place 
for a professor of educational psychology to find himself, but 
it grew out of an experiment to bridge a gap between what 
the ivory towered psychologists were saying, and what some 
of the real problems were in the schools. So armed with a 
joint appointment in Educational Psychology and Educa
tional Administration, I spent the past year working on a 
number of evaluation problems in the area schools. Chief 
among them was an evaluation of flexible modular schedules 
in 15 schools, Minnesota Project Social Studies, and several 
local school systems. 

Before coming to the University of Minnesota in the fall 
of 1969, I spent four years as Evaluation Coordinator for 
Harvard Project Physics; a project of the School of Education 
at Harvard University designed to develop a new high school 
physics course. Much of the effort of that program sponsored 
by the U.S. Office of Education was directed towards 
evaluation. While working on that project, I had considerable 
opportunity to worry about the problems of evaluation and 
it is some of those experiences that I would like to relate to 
you today. 
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In addition to the Harvard Project Physics evaluation, I 
have also been concerned with the evaluation of a college 
physical science course called Physical Science for Non
science Students (PSNS). I have been involved with the 
evaluation of an elementary science series published by Ginn 
and Company. I mentioned earlier the evaluation of Minne
sota Project Social Studies and flexible modular scheduling, 
two studies that took place last year. Currently, we are 
working on an evaluation of the White Bear Lake School 
System, the Richfield School System, and recently have 
undertaken an evaluation of a drug education program being 
conducted here in the state. 

Two of my most interesting evaluation experiences have 
been consulting trips I made to Africa. In Nigeria I worked 
on an evaluation program for the biology, chemistry, and 
physics courses being written there under sponsorship by the 
Ford Foundation. I guess it is on the basis of these 
experiences and others like them that I feel perhaps there are 
some thoughts on evaluation that I could share with you that 
you might find helpful. I mention these experiences to show 
the practical orientation of my work. 

Purpose 

There are three main points that I would like to share 
with you during the time that I have this morning. These 
points are: 

1. To provide a definition of educational evaluation. 
2. What is the promise of evaluation, that is, of what 

value is it? 
3. What are some of my concerns about evaluation- do 

I see any real problems likely to occur and, if so, 
what are they? 

I will take these three points in order and illustrate each 
of the points with some examples I have been able to dig 
from the literature, and with some examples from actual 
evaluation projects. 

Definition 

Evaluation is best defined as a gathering of information 
to assist in decision making. This definition is becoming more 
and more accepted by those who worry about evaluation and 
in my opinion it is an operational definition; that is, it 
defines what evaluation is in terms of observable behaviors. 
The process is a sequence of (1) identifying what it is that is 
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to be evaluated, (2) what are the reasons for doing the 
evaluation, (3) selecting appropriate data gathering tech
niques to assist in gathering the evaluation, and ( 4) summariz
ing and presenting the information that was obtained to the 
decision maker for his use. The direction of the evaluation 
and the kind of operations that take place depend by and 
large on the kind of decisions that have to be made. We can 
usually group these decisions into four categories: 

1. Decisions for improving an existing ongoing program. 
This is called formative evaluation. 

2. Decisions about a program that is already in exist
ence. Should it be adopted? Should it be continued? 
Has it achieved the objectives that it set out to 
achieve? The usual label for this activity is summative 
evaluation. 

3. A third type of evaluation that I encounter more and 
more in my dealings with school personnel and others 
is something I call supportive evaluation. This is the 
gathering of information that provides support to 
those individuals who have devoted a considerable 
share of their professional life and effort to develop
ing a new program. It is a characteristic of man that 
he needs to be reinforced for his efforts and often I 
find a great deal of the evaluation desire coming from 
the need for this supportive evidence. Unfortunately, 
supportive evaluation is not too justifiable in terms of 
educational improvement. However, an evaluator 
must be aware that such a need exists and on 
occasion must provide data that will satisfy that need 
of a developer. 

4. A fourth kind of evaluation and one that is becoming 
more and more important as the pressure for dollars 
increases is one that I call administrative evaluation. 
Decisions must be made by funding agencies and 
administrators to determine if a program or a 
proposal has value and should be funded. The 
decisions here have to be made with regard to the 
expenditure of dollars and of personnel time. 

I should like to draw your attention to the focus of the 
preceding definitions. The single purpose of evaluation is to 
assist in the decision-making process. The value of the 
evaluation is judged in terms of the usefulness of the 
information obtained. 

In the preceding few statements, I have tried to show you 
what evaluation is as I perceive it. Let me now approach the 
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definition of evaluation from a reverse point of view; that is, 
to tell you what it is not. 

Unfortunately, many educators, program developers, and 
others have a fear of evaluation. They believe that it is 
something a person does to make judgments about the value 
of their work or of themselves. This is, or should not be the 
case. One must take a positive approach towards evaluation 
and state that it is the gathering of information that can be 
used in making decisions about educational programs. It is 
not an attempt to criticize, to degrade, or to eliminate 
educational programs. It is an attempt to improve them and, 
more importantly, an attempt to improve the decision
making process. 

Whenever defining evaluation, I am reminded of an 
episode that occurred in Nigeria last April when I was 
addressing a group of Nigerian educators about a design for 
evaluating their science course. Outside the building where 
we were holding our meeting was a fenced-in enclosure 
containing a large dog. Those of you who may have been in 
tropical countries know that one of the more important ways 
to establish your identity is to have a sign put up describing 
what it is you consider important. There are signs everywhere 
- for merchants, for advertising, for homes, and for no 
apparent reason whatsoever. However, there was one sign 
that caught my eye that seemed to describe to me very much 
what evaluation is not. The very descriptive sign said, "Watch 
out for a great big dog. " Now it seems to me that many 
people have the belief that evaluation is that great big dog 
and that you must constantly watch out for it. I hope to 
dispel that notion in my discussion with you this morning. 

Another source that I think I can draw upon to illustrate 
what evaluation is not is from the Winnie the Pooh stories. 
Winnie the Pooh is that charming set of stories written by 
A.A. Milne that supposedly is written for children but the 
messages that it contains have much more value to adults. As 
you may know, Pooh is a toy bear sometimes called the Bear 
of Little Brain who has many encounters with his environ
ment, with Eeyore the donkey, with Christopher Robin, and 
with Piglet. Eeyore the donkey is the grumpy pessimist a bit 
out of step with the rest of the inhabitants of the 100 Acre 
Woods. A statement that he made in the story called 
"Exposition to the North Pole" illustrates quite well what 
evaluation should not be. Eeyore had just gotten his tail all 
wet and Christopher had dried it with his handkerchief. 
Eeyore said, "Thank you Christopher Robin. You're the only 
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one who seems to understand about tails. They don't think. 
That's what is the matter with some of these others. They've 
no imagination. A tail isn't a tail to them, it's just a Little Bit 
Extra at the back." The point that I would like to make is 
that evaluation is not just a little bit extra at the back, it 
should be part of the complete process of education. If you 
focus on evaluation as that gathering of information to assist 
in decisions, you can see that it is readily justified as part of 
the ongoing process of development. 

Promise 

Let me now turn to the second point and that is to 
identify some examples of information that evaluation has 
generated that might be of use to you as decision makers. 
Because the value of evaluation lies in the usefulness to which 
the information is put, the promise of evaluation must be 
judged on the value of the kind of information that has been 
generated. I would like to draw on several case studies and 
illustrate to you examples of information that an evaluation 
team has been able to gather. You can then make the 
judgment as to the promise of evaluation by examining this 
information in terms of the decisions you are called upon to 
make. In this way, I hope not only to tell you what 
evaluation is but to give you some examples that will indicate 
whether or not educational evaluation has promise for 
education. 

The first case study I would like to examine is that of 
Harvard Project Physics. This project is a high school physics 
course designed for the average student. It uses a cultural or 
historical approach to physics in an attempt to make the 
subject matter more interesting. The ultimate goal is to 
increase high school physics enrollment. Some of the kinds of 
data that we gathered in evaluating this project were used to 
improve the program. For example, we made periodic 
readability checks of the textbook and laboratory guide to 
determine whether or not students of average ability at the 
eleventh and twelfth grades could understand the material. 
This formative evaluation work was gathered during the 
developmental stage of the project and the information 
gathered was fed back to the course writers. 

We also gathered data on the achievement scores of 
students who were using the new materials. We counted the 
number of words in the text. We were concerned whether or 
not students and teachers would finish the course within a 
one-year time period. We obtained a great deal of question
naire data from students and teachers about difficulties with 
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the text, errors of content, and general overall impressions of 
the program. 

To illustrate product evaluation data, let me list the 
following conclusions that we reached about the Project 
Physics course. We found that on criterion measures of 
achievement and attitude change that girls did better in the 
physics course than boys. This is true when adjustments were 
made for individual differences in intelligence. We anticipated 
this would be useful to physics teachers if they were trying to 
find a program that would be more appealing to girls. 

In a similar way, we discovered that students who were 
recruited into physics performed just as well as those who 
volunteer for the course . Again this lends support to the 
attempt of the curriculum developers to attract more people 
into the study of physics. 

During a three-year study, we found that enrollment in 
physics increased about 10 per cent each year in those 
schools that were using Project Physics course. In this specific 
instance, this information was of value to those who were 
considering using Project Physics in their schools and had 
increased enrollments in physics as one of their objectives. 

Other kinds of data that were provided about the Project 
Physics course included the finding that attitude change in 
physics between September and June declined not only in 
the Project Physics course but in all other physics courses as 
well. However, there was a significantly greater decline in the 
two courses we used for comparison purposes than there was 
in the Project Physics course. This decline in attitude 
between September and May in science courses I have 
discovered in three different studies. It seems to be a 
phenomenon associated more with science and mathematics 
than with other subjects. Related to the loss in attitude was a 
significant gain in achievement; that is, on three different 
measures of science achievement, students who had been 
through the Project Physics course showed greater gain. 

Another evaluation program that I recently completed 
was an evaluation of a course entitled Physical Science for 
the Nonscience Student (PSNS). This course was de.veloped 
with National Science Foundation funds and the past year 
was tried out in 12 different colleges throughout the country. 
Instructors in these colleges randomly assigned students to 
attend either the PSNS course or a traditional physical 
science course. In this comparison group experiment with 20 
different dependent variables, some of the results that were 
obtained illustrate the nature of evaluation findings. 
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Students in the PSNS course did not achieve significantly 
higher on tests that measured general understanding of 
science process or on the Test of Understanding Science. 
However, they did score significantly higher on six of 14 
attitude tests. These measures included a Science Attitude 
Inventory and a semantic differential technique that rated 
concepts such as Me Teaching Science - Fun, Safe, and 
Easy and Doing Laboratory Experiments - Safe. There was 
also an Academic Interest Measure that showed that students 
who had been through the PSNS course showed greater 
interest in physical science than those who had been through 
a traditional course. 

Here again, the information that was obtained was for 
decisions that have to be made by potential instructors of the 
program. They need to decide whether or not to adopt the 
PSNS course over a course they are currently teaching. It was 
hoped that the data gathered would assist them in making a 
wise decision. 

Let me now turn to an example of a local program. Last 
year we conducted an evaluation of Minnesota Project Social 
Studies, a course that was developed at the University and is 
used in many schools in this area. The data that we obtained 
is typified by the following examples: Sixty-nine per cent of 
the teachers were required by their district to teach the 
course, yet 83 per cent of them responded positively to the 
statement, "If I had my choice I would teach Project Social 
Studies again next year." 

Sixty per cent of these teachers indicated that the 
greatest difficulty in teaching Project Social Studies was the 
lack of available support material. Their second most often 
expressed problem was the large amount of time required to 
prepare for a lesson; an average of three hours per week. 
However, on the other side of the ledger, 94 per cent of the 
teachers indicated that their students enjoyed Project Social 
Studies more than other social studies courses that they had 
taught. 

Let me give one other example of an educational program 
that was evaluated here by our local ERDC. The program is 
called flexible modular scheduling. After some initial research 
on the project, we decided to direct our efforts toward small 
groups as an essential component of flexible modular 
scheduled schools. We designed some observational tech
niques and visited 91 classrooms last spring to determine such 
things as the percentage of student talk in a small group, the 
number of interactions among students, students' perceptions 
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of their class on such variables as satisfaction, difficulty, goal 
direction and democracy. We are now in the process of 
analyzing the data. Some of our analyses have been com
pleted and the type of data that we are able to provide to 
ERDC members is the following: 

In small groups ranging from 4 to 20, there is no 
relationship between the size of the group and the amount of 
time the teacher spends talking; that is, a teacher is likely to 
talk as much in front of a group of 5 or 6 pupils as she is in 
front of a group of 18 or 19 pupils. The average amount of 
teacher talk in the small groups was 48 per cent of the total 
class time. When one accepts the objective that a small group 
is to promote greater student involvement, the objective 
seems accomplished to some extent. 

Finally, there was no significant relationship to the 
amount of teacher talk and the sex of the teacher; that is, 
contrary to popular opinion women teachers did not talk 
more in class than did male teachers. They both talked about 
half of class time. 

To you who are very much active decision maker!', you 
must now answer the question, "Is the kind of data that I 
have presented useful to you in making decisions about 
educational programs?" I think that such information is 
valuable and that there is great promise for evaluation for this 
reason. However, there are few results, so judgment must be 
delayed. Let me summarize the promises that grow from 
these studies. 

1. Evaluation can lead to increased effective decision 
making. Decisions derived from a base of information 
hold great promise for education. 

2. Evaluation builds into development activity an in
creased self awareness of the training process. 

3. Evaluation tends to stimulate change in the educa
tional process. Education is too often a conservative 
giant unable to move. The pumping of federal funds 
to focus attention on evaluation tends to make 
education more resilient to change. 

4. And finally, I think that attention to evaluation 
makes teachers, administrators, and others more 
aware of the responsibility of education. I think we 
will work harder to achieve the objectives that have 
been set up for educating our youth when we are 
aware that decisions about our performance are being 
made. Perhaps this is the essence of accountability. 
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Perils 

Let me now turn to some of the dangers that I think 
might grow out of the misuse of evaluation information. It is 
with these perils that I am most concerned. Let me mention a 
few of the problems that trouble me most. 

First, evaluation tends to focus primarily on those things 
we think we can readily measure such as subject matter 
achievement. There is a danger that this kind of measurement 
will lead to rote learning on the part of students -
something that we have been working years to eliminate. 
However, there is a real danger that when teachers and 
students (and parents for that matter) know that the success 
of their effort is based on achievement alone, there is a 
tendency to neglect other important goals of education. 
Some of the important goals of education that are difficult to 
measure, and therefore stand in serious chance of being 
neglected, include values, emotions, and attitudes. 

Secondly, nearly every study that I have conducted or am 
familiar with in the area of attitude change in the public 
schools has resulted in a decline in attitude as a result of 
treatment. This means that there is a general decline in school 
interest throughout the school year. Under our account
ability banner, such results suggest a strong lack of responsi
bility for dollars spent. It would be easy to criticize the 
schools and say that they are failing in their objectives. 

But we must consider the alternatives being offered. What 
company will risk a performance contract under the likeli
hood of attitude loss? There is a serious problem that the long 
neglected areas of attitudes, interests, emotions, and values 
will become even more neglected, not due to lack of 
knowledge, but because they are poor financial risks. 

Thirdly, there are several political perils of evaluation. 
Let me report one such example. I have been told by friends 
of mine in Washington that one of the reasons the present 
administration is so interested in evaluation is they see here a 
way to discount the tax money that has been pumped into 
the educational effort by previous administrations. If evalua
tion can show that the dollars spent during the last five or ten 
years have not resulted in any overall improvement, then the 
current administration has reason to reduce the amount of 
federal spending at the local level. This is a prime example of 
a misuse of evaluation where information is used for a precon
ceived purpose. While this objective is nothing more than re
porting what was told to me by an administrative aide in 
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Washington, it does illustrate how evaluation could be a peril 
to education. 

A fourth danger is illustrated by the problems encoun
tered in the performance contracting agreement in the 
Texarkana School System. While I personally believe that 
performance contracting is a viable alternative and should be 
tried in schools across the country, the problems that grew 
out of the Texarkana project illustrate the problems involved 
in evaluation for performance contracts. Perhaps the greatest 
problem with the Texarkana project was the tremendous 
public relations job and ballyhoo that was generated during 
the study before it was completed. 

Aside from that problem, let me review what happened. 
An independent auditor who examined the study told the 
Texarkana School officials that the private contractor taught 
the students to take the test. Whether or not this is true is 
still in doubt. Dorsett Educational Systems, the prime 
contractor, said that only 5 per cent of the items were 
available to the instructors. Some estimates place it as high as 
one-third. Because the contract payment is dependent upon 
the achievement test scores, there is considerable difficulty in 
determining what to do at this stage. However, the point that 
needs to be made about evaluation is well illustrated here. 

An educational system using a profit motive tends to 
strain the present state of the art of evaluation. It becomes 
very easy to either contaminate the instruction or, worse, to 
neglect those things we presently are unable to measure 
adequately. 

The Texarkana problem illustrates quite well the test
teacher paradox that exists in any kind of evaluation system. 
In order for the evaluation to be fair, the evaluator is seldom 
allowed to observe the exact training or teaching that is 
taking place. This means he must evaluate indirectly, a 
peculiar kind of situation for effective operation. Also, for 
the evaluation to be accepted by most, it means that the 
teacher or instructor cannot know what the evaluator is 
doing. He cannot be aware of the kind of test questions that 
will be asked for fear that he might alter his teaching and 
contaminate the results. Thus, we are faced with a peculiar 
paradox where the right hand cannot know what the left 
hand is doing and vice versa. The teacher cannot know what 
the evaluator is doing and the evaluator cannot know what 
the teacher is doing. Under most accountability systems, this 
forced lack of communication becomes even more severe, 
and therefore dangerous. 
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Another problem related to increased emphasis on 
evaluation that concerns me is that a precise determination of 
goals of a program often makes the program itself quite dull 
and uninteresting. There is something to be said for the lively 
seat of the pants, day by day, hour by hour, professional 
judgments that instructors, students, and administrators must 
make that are not carefully spelled out beforehand. Granted, 
it may not be efficient but it is possible that it is much more 
interesting. I believe systems that function under a set of 
carefully prescribed contingencies are lifeless. Let me illus
trate with an example. Suppose prior to the selection of a 
mate, we all carefully wrote down the behavioral objectives 
that we required in a spouse. For example, you might say she 
must be able to cook 90 per cent of her meals without 
burning them; she must clean the house four mornings per 
week; she must agree to have at least three children. Selection 
then becomes a search for someone to fill all the carefully 
stated objectives. I submit that such a procedure would be 
very dull. The question that remains is, "Would it have made 
the selection of the mate more effective?" We are still not 
able to answer that one. 

As a final point illustrating some of the problems of 
evaluation, I should like to relate to you a thought that 
occasionally creeps into the back of my mind as I report data 
to decision makers. It seems to me more often than I like to 
admit that the evaluation information is used to support a 
decision that has already been made rather than being used to 
make that decision in the first place. If a person has reached a 
decision and the data I provide him agrees with that decision, 
he is quite ready to accept my finding. If, on the other hand, 
the results of the evaluation are contradictory to the decision 
that he has made, he is inclined to criticize the technique, 
question the validity of the results, and often dismiss the 
activity all together. While I state the case stronger than it 
actually exists, there is that problem. The complexities of the 
decision-making process are such that information brought to 
that process past a certain point seems to have little effect on 
the process itself. If such be the case, then evaluation 
becomes a waste of effort. At this point, I can only say that 
greater research is needed to determine what information and 
under what circumstances information is useful to decision 
makers. 

Summary 

In the preceding minutes, I have tried to define evalua-
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tion, provide you with examples of the type of data 
evaluation can produce, point out some of the promises for 
this information, and indicate some possible dangers of the 
evaluation process. 

I am reminded again of a story from Winnie the Pooh. 
Pooh, the toy bear, possesses a great craving for honey. He 
decided to give a small jar of it to his friend Eeyore the 
donkey for his birthday. Unfortunately, on the way to 
present the gift, he forgot his mission and proceeded to eat 
the honey in the jar. After he realized his mistake, he thought 
for a minute and decided to give him the empty jar. He said 
as he made the presentation to Eeyore, "It's called a useful 
pot," said Pooh, "And it's for putting things in." 

Let me leave you with the hope that you will find 
educational evaluation a real jar of honey, not a contrived 
"useful pot" that we must search in vain to find something to 
put in it- that it is a real tail, not a little something added at 
the end. If we do this, evaluation will grow into a valuable 
part of the educational process, useful because it provides 
information to the decision makers. Let us always remember 
to evaluate the evaluation, and not fall into the trap of 
considering evaluation as an end in itself. It is merely one 
step in an activity designed for the ultimate purpose of 
improving the education of our youth. 
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"This national show in which we authorize dreams and 
appropriate peanuts is killing American education." 

A New Balance Sheet 
for Education 

I am very grateful to be in the posture that I am in, being 
an outsider to education, and thus able to tell you what I 
think you ought to do. That is what being a senator is all 
about- I have found. The distinction is, of course, like that 
between an engineer and a policy man, and we pride 
ourselves as being policy men. The distinction is perhaps best 
exemplified by the question once put to Will Rogers during 
the darkest days of World War I, when the Kaiser's 
submarines had literally destroyed most U.S . battleships. One 
reporter said, "Mr. Rogers, do you know how to avoid the 
threat of the Kaiser's submarines so that we have some 
chance of winning World War I?" 

Will Rogers said, "Of course, I do; it is very simple. I am 
surprised you haven't asked me before." 

"Well," the reporter said, "How would you do it?" 
Will Rogers replied, "The way I would do it is to empty 

the Atlantic Ocean and when the submarines sink to the 
bottom, destroy them immediately before they get away." 

The reporter thought a moment and then said, "That's 
very impressive, Mr. Rogers, but might I ask one further 
question? How do you empty the Atlantic Ocean?" 

Mr. Rogers said, "Look, I don't answer questions like 
that. I'm not an engineer, I 'm a policy man." 

So in the finer spirit of a policy man, I would like to tell 
you how to handle your job. Permit me to say that I am 
grateful to be invited here and more than that to be a 
senator, privileged to represent a state which I think above all 
others in this country has held education at the 'highest 
possible priority. One can't read the history of our state -
one can't read the Minnesota Constitution or some of the 
first bills passed in our territorial legislature without realizing 
that from the very first, Minnesotans have been nuts on 
education, and thank the Lord that they have been and are 
today. It has made us, I think, one of the most remarkable 
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states in the country - one of the best educated. We have 
consistently had fewer draft rejectees than any other state in 
the union; we have perhaps per capita the highest technologi
cal base of industries of any in the country and I think the 
citizenship level of our state is unparalleled anywhere in the 
country. Otherwise, how did I get elected? 

It has been my privilege to be increasingly involved in 
national education policy. As a member of the Education 
Subcommittee for two years, as a member of the Indian 
Education Special Subcommittee, which is now defunct, and 
more recently, and. I think regrettably, Chairman of the 
newly created Equal Education Committee of the United 
States Senate. I've been exposed to some years of testimony 
from all sources throughout this country. I guess I have been 
in virtually every ghetto and migrant labor camp and Indian 
reservation and pocket of rural poverty in the country, most 
of the time looking at educational problems. Since the 
creation of the Equal Education Committee , I've literally 
spent days upon days of intensive hearings on this national 
scandal by which a nation so rich and so powerful and so free 
still permits millions of children never to have a decent, just 
opportunity for the fullness of American life! 

This week we are going through a great American ritual, 
we are having another White House Conference on Children 
- and I'm glad that we are. But it is the seventh that we've 
had in 70 years - we have had one every ten years - and 
they are great meetings, and the documents issuing from 
them are very important. But I was reading the recommenda
tions of the 1930 conference, which was convened under the 
aegis of President Hoover. I found out two things: Number 
one, Hoover was a lot more liberal than my dad said he was, a 
realization that came appropriately late in life; and secondly, 
that it was a very moving, powerful indictment of the way 
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America treats her children, along with a series of powerful 
recommendations for reform - virtually none of which has 
been adopted or implemented in the last 40 years. We have 
this sort of middle-class spasm when we get together and feel 
sorry about things, proclaim it with great power and clarity, 
and then go back to doing what we were doing. And what we 
are doing directly and indirectly, is permitting millions of 
kids in this country never to have a chance. You know the 
story better than I do, but I continue to be shocked by it. 

Think. There are 8,000 Puerto Rican school schildren of 
school age in the Boston school system, and last year seven of 
them graduated from high school. There are 250,000 Puerto 
Rican children in New York City school system, and last year 
they could identify 200 of them that received academic 
degrees, which gave them a chance to go on to college. We 
know the pitiful record of Indian education in Minnesota and 
I am glad that once again, Minnesota is in the leadership with 
Will Antell and others who are trying to being Minnesota out 
ahead in Indian education. But being born black or brown or 
red or poor is very much a curse in America today. If you are 
born of a different language group and a different culture and 
a different color, the odds are very much against you, 
whatever we may like to think to the contrary. 

We meet today when these facts are undeniable, and 
increasingly it is the system of education which is being 
selected as the institution which is failing and which is not 
responding to this national scandal. Increasingly, as you 
know, the attention is not limited solely to disadvantaged 
children, but we are hearing complaints such as those by 
Doctor Silberman, that white, middle-class children - ad
vantaged children - are often similarly cheated in our school 
system. As Silberman said in his best-selling book, "The 
public schools are the kind of institutions one cannot really 
dislike until one gets to know them well." He describes them 
as grim and joyless places, oppressive and petty, intellectually 
sterile and asthetically barren. There are spokesmen for 
schoolmen and women in this country who are echoing that 
challenge. Doctor Scribner, the Commissioner of Education 
for New York City just the other day endorsed that 
indictment. In the state of North Dakota there has been 
widespread experimentation with "open" schools, and 
"open" classrooms, designed to respond to the criticisms of 
Doctor Silberman. 

I think many of these criticisms go beyond what is 
accurate. I think that many of them fail to realize that 
schoolmen are human with human problems, too, with 
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difficulties with their school boards, with their local tax
payers, with an old school, with out-dated curriculum, with 
inflation, with all of the problems that every other public 
institution has. As a matter of fact, I think one of the reasons 
we in the Senate are so critical of every other institution we 
can find is we are scared to death someone will look at us 
some day and if they do, we're all in trouble. 

But it is true that these criticisms are being increasingly 
heard in American public life, and in a democracy a response 
must be forthcoming. We hear pleas that the public school 
above all be the main avenue for school integration - an 
inspiration for trying to bring an increasingly separating 
America back together racially, ethnically, socially, and 
economically. We see increasing demands that public educa
tion be held more accountable. We hear increasing demands 
for experimentations which really carry an implicit criticism 
of the public school system such as it is, calling for private 
performance contracting where the public school system in 
effect contracts outside of its own system with private indus
try to accomplish what by definition it has been unable to 
accomplish itself. We hear demands for the institution of a 
voucher system which assumes that parents ought to have 
more choice, that there ought to be some alternative to the 
system as they see it. Also, there are pleas, particularly in the 
major cities, to do something about these huge and often 
overly bureaucratric school systems which seem to be so 
impersonal and often insensitive at the neighborhood school 
level - pleas for local control, neighborhood control, pleas 
for parent-controlled schools, for pre-school efforts, and all 
the rest. You are all familiar with these challenges, these 
criticisms, and the question is what do we do about it? 

I think that the challenge will have to be met and my 
largest concern at this point is that the public school system 
and many of its spokesmen seem unduly sensitive to the 
criticisms, seem unduly defensive, more than they should be. 
This is true of some of the professional organizations. I think 
that public school leadership should admit that it knows just 
as well as its critics that there are plenty of problems and that 
they are as concerned, if not more concerned, than their 
critics, because they are spending their whole lives trying to 
do something about it. In that stature, ask for help, because 
when the system says: "We've got plenty of problems," it 
should also ask "what should we do about it?" This is the 
way it should be widely and publicly discussed. When, as 
some have said, there should be no experimentation outside 
the school system, this, I believe, helps erode and undermine 
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public confidence in the essential instrument for equal 
opportunity in our country, the public schools. I would like 
to see our public administrators welcome a wide range of 
experimentation and become deeply involved in their devel
opment, so that they are responsible experiments, and also 
help us understand their meaning. 

I don't know if there is anybody here from Texarkana. 
Everybody is telling us about private contracts, I don't know 
very much about it myself, but as I understand it, the 
contractor was teaching children the answers to the ques
tions, and the better they were able to do it, the more they 
would make on the private contract . It almost made me want 
to quit the Senate and go into that business, because I've 
been trying to sell answers for years. But there have been 
successful experiments of this kind, and there is a consistency 
underlying all of these criticisms and proposals which have 
this in common- there is uncertainty and concern about the 
degree to which our public school system is achieving what 
we must have as an American society, and I would like to see 
the public school system jump out in the lead and be the 
proposers of such efforts and such experiments. 

Having said that, I believe that the public schools' 
spokesmen must be alert to another broadly accepted 
concept which I think is both outrageous and terribly 
defensive. Increasingly, we hear this statement from the 
highest sources: We don't know what to do. We have 
problems, we know things are failing, but there is no sense 
spending any more money until we've got the answers which 
may be forthcoming shortly from this-or-that research 
project, or from this genius who we are planning to hire 
sometime in the next year. Now, that is being heard more 
and more. If educators accept that argument and remain 
silent in the face of it, you will be not only unique in 
American public life but I think that in the next four or five 
years education will really suffer. As you know far better 
than I, there are all sorts of things that can and should be 
tried but I have never heard of any of them that did not cost 
money. 

A lot of the problems that we are faced with are money 
problems. If you teach children, you have to have teachers, 
and you must pay them - and that takes money. If you 
teach children, you must have classrooms and buildings and 
heat and custodial help, and that all takes money. If you 
teach them, you must have curriculum wisely prepared and 
that costs money. Textbooks and the rest. No way that I've 
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ever seen- no proposal that I've ever seen, ever avoided the 
essential necessity for substantial increases in resources being 
applied to the process of education. 

In the past few years in the midst of this controversy, the 
amount of federal support for elementary and secondary 
education, indeed, all education, is slipping backwards. Not 
in dollar amounts, but in terms of the erosion of inflation. 
Now, I think that three years ago, we were roughly 
supporting public elementary and secondary schools at about 
eight percent. It has now slipped down close to six percent. 
With inflation as it is, and the present concepts of priorities 
as they are, I believe that we are slipping substantially behind 
even that. This is my plea and my hope - that public school 
spokesmen will do far better than they have in bringing this 
case to the public and asking that the federal government do 
its share in funding the cost of decent education. I hate to 
say this, but in my opinion, there is a lack of awareness in the 
Congress and in the administration of the need for this public 
support. Because of that, increasingly we are getting com
mitted to other things that will take all of the fiscal dividends 
from economic growth over this next decade, unless we are 
very quickly able to change our priorities. 

Every week we re-inact the same set of priorities. Last 
week we cut money out of urban renewal and housing and 
sewer and water grants and added half of it back for a space 
shuttle which can be purchased for only twenty billion 
dollars - which even the space scientists opposed. I think 
we'll be lucky to defeat the supersonic transport even though 
we defeated it in the Senate. This will cost, I am sure, two or 
three billion dollars of federal money and as Senator Gaylord 
Nelson said, "It's the gift for the person who already has 
everything." This national, ·show in which we authorize 
dreams and appropriate peanuts is killing American educa
tion. It is undermining public support for public education. 
Real estate tax levies are now almost beyond belief, and I am 
sure that I do not have to go into that. I've read the kinds of 
fiscal problems that the state of Minnesota possesses, the 
budgetary problems we are up against just trying to maintain 
present support for local schools. 

The only real, substantial new source of funding possible 
in my opinion is from the federal government, and that will 
only come about if educators and those who believe in 
education speak up far more successfully than they have in 
the past. We are even defensive about Title I. It amounts to 
about 1.4 billion in the federal budget and spread among 
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some seven or eight million children, comes out to about $95 
a student. That is the biggest single chunk of federal aid to all 
of the public school systems in our country. Meanwhile, the 
space program this year has an authorization of 3.4 billion, at 
least double. We appropriated 3.2 billion. In other words, 96 
percent of what we authorized, we appropriated. For the 
space station, we authorized 110 million dollars, and we 
appropriated 110 million. I thought courtesy would have 
made it 109 million, but we appropriated 110. 

Let us look at what we do with education programs, the 
Title I authorization for this year is 3.67 billion, that is what 
our Education Committee thought we should be spending. 
We appropriated a billion and a half or 48 .9 percent of the 
authorization. For library resources, we authorized 206 
million and appropriated eighty million or 38 percent of the 
authorization. Supplementary centers - I was just out at 
Golden Valley where they have an exciting environmental 
center that is very likely to go under because it may lack 
further federal support - supplementary centers had 620 
million dollars authorized and only 143 million dollars were 
appropriated or about 23 percent. We are appropriating 20 
percent of funds authorized for state and local education 
agency assistance; 28 percent of authorized handicapped 
funds; 31 percent of bilingual and bicultural educational 
systems; 33 percent for drop-out prevention. In the military 
field and in the space field and in the gadgetry field, we 
almost invariably accept the proposition that you have to pay 
what the engineers ask for or not undertake the project at all. 
But in education, we take the position that we'll pay what we 
can afford, and educators, even though they know they must 
have more will have to do the best they can with limited 
funds. I don't believe that this can continue much longer 
without a much deeper sense of frustration and despair for 
which you will be increasingly the target unless we can 
change these priorities. 

It seems to me that it is probably not just a value system 
at fault here, but a faulty balance sheet system as well. Every 
dollar we spend is counted as an expense, viewed as 
something to be minimized or hidden or limited in the 
federal budget. But the balance sheet does not count the 
enormous losses we incur every day by our failure to act. If 
we had an annual budget with line items for economic, 
human, social, and environmental wastes, it would then be 
obvious that we cannot continue to give equal weight to a 
dollar spent on a bomb and one on a headstart program or to 
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a dollar spent for the enforcement of civil rights as against 
the dollar spent for Pentagon public relations. A new balance 
sheet for education programs would show the dollar costs of 
all the thing~ we have to do to pick up the pieces after the 
system has failed our children. How do we count, for 
example, the cost of the estimated l81/ 2 million Americans 
who are functionally illiterate? Where in our annual budget is 
the cost to them, and to the nation, of the some six hundred 
thousand to one million young people of college potential 
who cannot go on to college because they cannot afford it? 

Let's look at a new balance sheet for education and what 
it might show. It should add up the cost of our failure to 
provide educational opportunities for the disadvantaged of 
this country. It would include the cost of the lack of 
employment opportunity, the cost of job training programs, 
and of welfare and of penal costs. It would measure the costs 
of rehabilitating urban ghetto children in the schools of our 
nation's capital where the average 6th grade student is 1.2 
years behind in reading. It never ceases to amaze me that in 
Washington, D.C., the nation's capital, we have one of the 
most segregated school systems anywhere in the world 
(Capetown, South Africa couldn't beat it), and we have 
schools that are failing so miserably that to try to find any 
evidence of learning in the 6th and the 7th grade, the ability 
to read or to write or to count is like trying to find the pulse 
of a dying man. Our new balance sheet would include the 
cost to our society of our failure to provide educational 
opportunity for half of the American Indian children who 
never complete high school. We should measure, in my 
opinion, all of the human and economic costs of educational 
disadvantaged in our country. 

If we should add up on one side of the balance sheet all 
of the benefits which would be derived from an adequate 
investment in the education of our nation's children and 
compare that with our expenditures, perhaps then we would 
be willing to allocate more of our resources to education if 
the federal budget revealed that the benefits that education 
confers are so much greater than the expenses we would have 
to bear. I have no doubt that that is true and I have no doubt 
that we who believe in education have failed to make our 
case. I believe we must. I believe our priorities must be 
reordered and I think the time has come for this country to 
place above all its priorities, the challenge of bringing justice 
and opportunity to all of our children. 
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"Accountability is a start toward basing executive procedures 
upon getting out the goods rather than upon going through 
motions." 

Internal Utility of Accountability 

Accountability is more than a concept. It is a variety of 
executive procedure that must get into live operation to 
prove its utility. As we have seen, read, and heard- anew in 
this conference -accountability procedure has been put into 
action in many public school systems. Its utility has been 
well-tested in situations involving provision of physical 
plants, of equipment, of custodial service, of food services, of 
fiscal integrity, and other products. Recently, the procedure 
is being further refined by technology and introduced into 
situations where the product is behaviors acquired by 
students. As of now, we have no test of this procedure's 
utility to such situations. Advocacy of its utilitarian promise 
is strong, however. I count myself as a member of the 
advocacy team. 

But, I join up for a reason beyond that ordinarily given. 
The basic reason most advocates advance for championing 
the accountability procedure is that it permits outsider
insider dealings on a guaranteed performance basis, with 
motivations present in rewards and penalties. The outsider is 
sometimes defined as "the public paying the bill," the insider 
as the school producing acquired student behaviors as 
products. I take a dim view of this one; I have been too long 
immersed in the politics of education to be enthusiastic 
about such simplistics serving to manage fiscal-support 
complexity. In other cases, the insider is a school district and 
the outsider is another corporate body engaged to produce 
student behaviors. This one, I can and do buy. I am 
convinced by some considerable experience that this applica
tion of accountability procedure can pay modest dividends. 
To opine that it will revolutionize schoo l productivity is not 
within my tired conventional wisdom, but I am glad to 
welcome anything that promises even a slight change in 
inertial tendency. 
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That world "slight" is a clue to my second-mile reason 
for championing accountability procedure for executing a 
school district's responsibilities. The insider-to-outsider frame 
can have utility, but utility comparable to that of walnut 
meats scattered on the icing of a spice cake. Icing is 
significant, but I am a cake man primarily. The cake is the 
school system. And, I believe, the cake can be made much 
more delicious and nutritious by using accountability pro
cedure to mix the batter. That is, by causing more dealings 
between insiders to be constrained by guaranteed performance 
and motivated by" rewards if not penalties. This is the 
insider-to-insider -hence, internal- utility of accountability 
that I chose for the subject of this speech. 

Enough of abstractions. Let me try to define and try to 
sell what I am talking about with three real-life illustrations, 
one of which is drawn from Texas. How is that for modesty? 
Texas is much maligned anyway because it is the only 
territory where truthfulness and immodesty are synonyms. 
Also, do not expect these illustrations to be educational 
Apollo missions. They do represent movement ahead, but on 
the scale of the classic story of the snail who laboriously 
inched atop the shell of a turtle. The turtle started to walk. 
And the snail shouted, "Whee! that's what I call moving!" 

The first comes from a school system that operates one 
of these mini-power instructional television stations. Some 
teachers believed the time devoted to the teaching of spelling 
in the elementary schools could be used better for other 
purposes. They opined that spelling scores would be just as 
good, if not better, if "instruction" could be delivered to 
homes by TV. They took their idea to the TV director. He 
got steam up, and between them they concocted a program 
series with automation and other gimmickry that was a 
honey, so they said. Only trouble was, the broadcast had to 
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be in color, they believed, and the station owned no color 
equipment. But, the director after a good bit of persuading, 
got an equipment dealer to say he'd put in the color gadgets 
on a $10,000 per year lease-purchase agreement. Guess where 
they landed next? The superintendent said first, of course, "our 
budget doesn't include any such item." Fortunately, though, 
the budget had included an item for him to attend one of 
those seminars on accountability now on the Chatauqua 
circuit. He saw a chance and took it. "You folks know," he 
said, "that if we go into this thing, we are making it 
permanent in the normal course of events. You will be back 
at budget-making time for continuation- sure as shooting. A 
hunch becomes an innovation and an innovation becomes a 
program feature without anyone knowing whether it is 
delivering the goods or not. I propose we launch your hunch 
on an accountability frame. I'll try to get the Board to stake 
us to a first-year trial with $10,000. You and I will agree on 
results you guarantee to produce and on how we shall 
ascertain the presence or absence of those results. If they are 
produced, the district will (a) authorize continuation of the 
project, (b) buy the TV color equipment, and (c) provide 
$5,000 for you to spend in improving the enterprise. If the 
target results are not produced, the color equipment goes 
back to its owner and the project is terminated." It took 
weeks to work out details of the agreement to mutual 
satisfaction, but a Memorandum of Agreement now exists 
and insider-to-insider accountability is a reality- primeval to 
be sure, but at least viable. 

At the end of these illustrations I shall try to point out 
some of the features that make them exercises in account
ability. Now, however, let me move to a second application. 
This one comes from a large city school system. The Director 
of Vocational Education there had been reading the annual 
catalog of goodies - i.e., courses suggested- sent out by the 
Division of Vocational Education of the State Department of 
Education. One of them was a junior high school offering 
titled "Occupational Orientation" and it had a star by it, 
meaning that extra Brownie points would be awarded to 
school systems using it because Washington was pushing this 
innovation. The Director of Vocational Education wanted to 
introduce it pronto into every junior high in the city. The ... 
Associate Superintendent for Instruction, the Director's 
superior, took a very dim view of the proposition. "Old 
stuff," he said, "painfully obsolete in conception; this sort of 
offering has been tried over and over and has never yet 
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produced the results claimed. We don't have the time in our 
junior high schools to devote to such old stuff." The Director 
disagreed violently. At impasse, the contestants had to call in 
the superintendent of schools. He arbitrated by proposing an 
accountability contract. The Director could have his course if 
he would guarantee to produce student behaviors specified 
by the Associate Superintendent. The latter was quite modest 
in his specifications, but also quite concrete. For example, he 
specified that at least 50 per cent of the enrollers in the first 
semester would complete the second semester; he predicted 
the offering would be so dreary the majority of students 
would transfer or be driven out of school. The Director 
agreed that all specifications were reasonable, and signed an 
informal contract to meet them or drop the course after the 
first year. Interestingly, as the Director perceived the 
concreteness of products expected he pulled back from his 
desire to go wholesale and wound up asking for only three 
locations for the initial trial. Sorry, but I cannot tell you 
what happened at year's end; that has not come around yet. 

The third case exemplifies a classic situation. This 
particular school system has been on a tremendous, and 
inundating, kick for in-house in-service education for teachers. 
On its central staff are forty or more subject-field or 
school-level consultants. Conscientious to a fault, these 
people haven't been able to figure out a way to justify their 
existence better than to put on a host of year-long study 
groups for teachers. Almost everybody was dissatisfied with 
the chaos, and some were violent about the non-utility of 
what some teachers were roped into. An outside consultant 
was brought in to appraise and recommend. Among his 
recommendations that were adopted was one that the district 
release pupils two afternoons a month, and on these 
afternoons provide a set of not more than 20 in-service 
enterprises for teachers. To get on the list, a sponsor must 
present an application to a selection committee, teacher
dominated. The application, among other things, must 
specify behavioral outcomes to be attained by the partici
pants and measures to be used before and after to identify 
the behaviors, and must agree to publicizing results. Enter
prise conductors who meet or exceed the agreed-upon 
increments to behaviors get priority credit toward profes
sional sabbaticals. Those who do not are ineligible for one of 
the 20 spots next year. In the first year of operation, request 
for captive audiences dropped 40 per cent - not exactly a 
catastrophe, I would judge- but the selections placed on the 
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menu seem to be going unaccustomedly well. Without doubt, 
some conductors are "teaching" to the tests- one developed 
by a collaborating university and somewhat in the public 
domain. Shades of Texarkana! But, maybe not a shade nearly 
so evil as it has been made out. If the test evokes behaviors 
relevant to the performance of the inquiry method of 
teaching science, maybe teaching the test is a behavior
producing methodology as effective as any other. Anyhow, 
accountability has penetrated in this school system that most 
impervious of all educational wastelands, on-the-job training. 

These illustrations say, between the lines, about all I have 
to offer on the internal utility of accountability. In each, the 
accountability frame was employed to give product-specific
ity to normal school operations. It proved practicable. 
Although my sketches do not say so explicitly, considerable 
technology applicable to insider-outsider dealings had to be 
brought in, and was, because it proved to be within the 
capacity of the school district . On the surface, at least, 
accountability introduced motivations not previously exhib
ited. Rewards and penalities were in the specie of profes
sional satisfactions and organizational status. I didn't choose 
any illustrations where rewards were in salaries or bonuses to 
individuals; I do not know of any, to be factual, and besides 
the legal and organizational constraints here are presently 
formidable. But, in all cases the results secured are to be 
evident, and that may be the most suitable carrier for rewards 
and penalties amongst professionals. To proceed further, in 
each case it was possible to secure agreement upon the key 
fact- it is behaviors both of us want. In each case, however, 
it was the fact that somebody wanted very much to do 
something that brought off acceptance of an accountability 
frame , and sparked the risk-taking involved. If I were fully 
honest, I should give you twenty illustrations where account
ability was not brought off because, apparently, a want was 
not really eating on the entrepreneur and/or risk was 
fearsome. Finally, please take note that I do not justify 
internal uses of accountability upon the basis of the 
side-effects it generates as an executive strategy. True, in each 
illustration obvious serendipities appear. But, calamities may 
be brewing also. The accountability procedure demonstrates 
promise enough to be tried, but unknowns enough to 
warrant careful observation. 

At long last I come to a definition of what accountability 
meant when it was entered in the title of this presentation. 
Accountability is an executive procedure in which a desirer 
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and a rewarder mutually agree that specified behaviors of 
students will be produced by the desirer - in certain 
quantities at the end of a certain specified span of time. The 
desirer is to be free to design and execute the means he will 
employ to produce behaviors, subject only to such restric
tions as he may agree to in negotiation with the rewarder. At 
the end of the stated time, measured behaviors will be the 
basis of reward to the desirer in accord with a pre-agreed 
scale. 

This definition is not made in operational terms. That is, 
accountability is not made dependent upon technologies 
necessarily adopted to implement the procedures. Manage
ment support, contract-writing, evaluation design, independ
ent educational audits, and the other familiar progeny of 
so-called educational engineering have their places - valuable 
places. However, they do not compose, even in sum total, 
accountability itself. Neither is their sophisticated application 
prerequisite to internal usage of the accountability frame. 
What I am anxious to interest superintendents in trying out is 
not post-doctoral acquisition of three years ' worth of 
scientific expertise and conceptual niceties as precursors to 
using accountability. I am proposing that we learn by doing, 
starting with what we have on the ball now. Using one 
caution, however. One or two starts per district is perhaps all 
the traffic will bear at present, and the smaller the compass 
of each start, the better. It is what the start is toward that is 
of first import. Accountability is a start toward basing 
executive procedures upon getting out the goods rather than 
upon going through motions. 
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