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ABSTRACT

A STUDY OF SITE-BASED MANAGEMENT
IN CATHOLIC ELEMENTARY SCHOOLS

By

Frances A. Nadolny

Purpose

The purpose of this study was to define site-based
management as it operates or fails to operate in two Catholic
elementary schools and as it exhibits the combination of
humanistic organization theory and decentralization. Since
these schools were admittedly variant examples of site-based
management, another purpose of the study was to describe and
explain how site-based management utilizes human resources,
using select indicators as a framework for analysis. The
indicators were flexibility in decision-making, accountability,
productivity, staff self-direction and control, and satis-
faction. The study also examined certain school outcomes
including student achievement, teacher commitment, teacher
and student attendance and tenure, and parent participation.

Methodology

The study was a descriptive field study of two site-
based managed Catholic elementary schools. Data collection
occurred over a four-month period and included semi-structured
and unstructured interviews; observation of all faculty,
department, student, school board and parent committee
meetings; closed-ended questionnaires; and analysis of

documents.
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Major Findings

As operationalized in these two schools, site-based
management is a function of the centrality of the principal,
the empowerment of the teachers, and the local school com-
munity's acceptance and exercise of its autonomy. The prin-
cipals assumed responsibility for balanced budgets, appro-
priate curricula, and qualified personnel. They shared their
responsibility with the teachers who participated, to varying
degrees, in decisions about budget, curriculum and personnel.
Finally, the local community made decisions and designed
programs for its own students. The absence of bureaucracy
enabled the participants to quickly diagnose and remedy
problems peculiar to their schools.

Regarding humanistic organization theory and decentra-
lization theory, the study revealed that these schools were
accountable to their publics, were cost-efficient and aca-
demically productive, and employed satisfied staffs.

Positive results were found for select outcomes, including
teacher commitment, parent and student satisfaction, teacher
and student attendance and tenure, and parent participation.
While the study did not prove that site-based management
caused these results, neither was it disproved. Therefore,
because they exist in two site-based managed schools, the
possibility remains that they occur because of site-based

management.
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CHAPTER I

THE PROBLEM

The Purpose

The purpose of this study was to define site-based
management as it operates or fails to operate in two Catholic
elementary schools and as it exhibits the combination of

humanistic organization theory and decentralization.

The BRackground

The Reform Movement

The school reform literature of the last decade 1is
filled with the argument that excellence in education can be
achieved by changing the manner in which schools are
organized and run (Goodlad, 1984; National Commission on
Excellence in Education, 1983; Sizer, 1984). Several
proposed models of structural change encourage a
decentralized governance structure. Decentralized governance

may be defined as that

form of organization in which the power and the
decisions now made by the superintendent and school
board are shared with those who know and care most about
the excellence of the education students receive--the
teachers, the principal, the parents and citizens, and
the students at each local school. (Marburger, 1985,

p. 26)

Advocates of a decentralized management structure argue
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that more effective and efficient changes in education can
occur if the decisions are made at each school (Goodlad,
1984) rather than at the district level (American Association
of School Administrators, National Association of Elementary
School Principals, National Association of Secondary School
Principals, 1988) under the bureaucratic direction of the
central hierarchy. The recurring rationale for
decentralization is the "belief that the closer a decision is
made to a student served by the decision, the better it is
likely to serve the student”" (Clune and White, 1988, p. 3).
Proponents argue that decentralization enables local school
personnel to diagnose, evaluate, and accommodate student
needs and, 1in turn, to be accountable to the public for
satisfying those needs.

Successful decentralization is founded on ideas about
the effective use of human resources. As Raymond Miles
(1965) explains, the human resources model of management
regards employees as "untapped resources" in the decision-
making process. The logic of the human resources model
argues that school staff should work in a decentralized
environment and have opportunities for personal creativity
and participation in decision-making. As the logic goes,
because members of the staff are given opportunities to
participate as contributors to the educational organization,
decisions should be better and staff members should develop

an improved sense of self-direction and control. The result
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will be increased performance in teaching and, subsequently,

increased performance by students.

Organizational Structure

Mintzberg (1983) writes that "centralization is the
tightest means of coordinating decision-making in the
organization" (p. 95). In addition to coordination, Simon
(1976) adds that centralized organizations rely on both the
manager's expertise and his/her acceptance of responsibility
for the decisions made. The majority of public school
systems have centralized organizational structures. The
decision-making powers reside with the superintendent and the
central office staff whose knowledge of the entire district
enables them to make informed and intelligent decisions about
budget, curriculum and personnel. The superintendent
initiates change, involves subordinates in some decision-
making, and is accountable for the events within the
district. At its best, centralization enables efficient
decison-making; at its worst, it denies participation.

The human resources model of management, which is also
referred to as humanistic organization theory, has developed
from the work of McGregor, Argyris and Likert (Bolman and
Deal, 1984). It regards the employee as an innovative,
responsible, and valuable contributor to the organization.
According to this model, the manager's duty is to foster the

employee's talents by creating an encouraging work
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environment, by allowing participation in all levels of
decison-making, and by ensuring that there are opportunities
for self-direction and control in the workplace. The model's
focal point is the quality of the decisions (Miles, 19695).
The theory suggests that when employees play a significant
role in making decisiong, those decisions will he better. A
by-product of increased employee involvement, the argument
continues, will be improved performance and greater
satisfaction.

Decentralization loosens the decision-making process and
allows more members of the organization to be involved. The
reasons for implementing decentralization are linked to the
human resources model. Mintzberg (1983) argues that there
are three reasons for decentralization. First, since it is
impossible for one manager to understand all decisions,
decentralization enables people who are closer to the
decisions to make those decisions because they are more
knowledgeable about the situation. Second, by
decentralizing, an organization can respond to local
conditions in less time. Processing of information and lines
of communication are shortened because the local staff has
the authority to make the decisions. Third, decentralization
stimulates motivation and creativity because staff are
encouraged to be innovative and actively involved in program
planning and implementation.

The current reform literature translates
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5

decentralization and increased employee participation in
decision-making into such terms as locally autonomous
schools, teacher empowerment (Lieberman, 1988; Maeroff,
1988), and school-based management (Marburger, 19895).
Proponents of decentralization theorize that education will
be better when local educators, parents and community members
have authority to make the budgetary, curricular and

personnel decisions affecting student needs.

Problems with Decentralization in Education

Proposals for decentralizing schools do not seem to
consider the degree of autonomy that currently exists. Two
objections raised in the literature are addressed here.

First, the argument for decentralization assumes that
all decisions are centralized when, in fact, many are not.
Meyer and Rowan (1978) argque that schools are both tightly
controlled and loosely controlled. They argue that
educational bureaucracies make most decisions, and therefore
exercise tight control, about teacher and student
classification including such determinants as room, grade and
curriculum assignments, tenure levels and scheduling.
However, Meyer and Rowan also argue that the bureaucracy
neither controls nor evaluates actual instructional
activities and outcomes. Instruction and outcomes are
decoupled from the operating units. Decoupling, as the
argument goes, allows the bureaucracy to control

classification and ignore much of the uncertainty, conflict
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and inconsistency occuring in schools. Bureaucratic
disengagement assumes the "logic of confidence [in which the]
parties bring to each other the taken-for-granted, good-faith
assumption that the other is, in fact, carrying out his or
her defined activity" (Meyer and Rowan, 1978, p. 101). The
argument concludes that decoupling and the logic of
confidence have allowed educational organizations to operate
successfully and with the support of external and internal
constituents. As the argument is laid out, centralization
and autonomy have struck an even balance in current
educational organizations; proponents of decentralization
rarely admit that a balance does exist.

A second objection was raised by Cusick (1983) in his
study of urban secondary schools. 1In this study Cusick's
findings support Meyer and Rowan's argument that school
bureaucracy is decoupled from instructional activities.
Cusick examined the role of individual teachers in curriculum
development and implementation and found that ". . . teachers
were left alone to handle curriculum and instruction not as a
faculty or department, but as individuals, each to himself,
each allowed to create, implement, and evaluate his classes
the way he saw fit" (p. 43).

They designed their own curricula which interested the
students and satisfied student needs. Therefore, their
classrooms were orderly and students were happy: two values

which, according to Cusick, administrators encouraged. By
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giving teachers autonomy, the administrators apply the logic
of confidence and presume that teachers present curricula
that meet educational needs while maintaining order and good
relations. The logical conclusion of teacher control of
curriculum and good relations 1is the community's positive
feeling for the school. There is a balance between the
expectations of the bureaucracy and the practices of the
individual teacher; there is no need for the faculty to work
as a whole. Cusick reflects that the arguments for
decentralization may really be attempts to upset this balance
by converting teacher autonomy into group autonomy.

As described, centralization permits local school
autonomy, a fact often overlooked by decentralization
advocates. In centralized school systems, central office
staffs tightly control certain issues, but loosely oversee
instructional and curricular issues. There is a balance
between central office control and local autonomy. As a
result, student needs seem to be met and the community 1is
pleased with its schools. By refusing to acknowledge
organizational relationships, decentralization proponents
give the false impression that only decentralized

organizations permit or encourage autonomy.

Decentralization in Catholic Schools
In organizations, management tightly or loosely controls

decision-making. Often, centralization (tight control) and






decentralization (loose control) are portrayed as mutually
exclusive "opposite poles" (Brooke, 1984). Site-based
management operates between the poles of large bureaucracies
on one end and individual autonomy on the other end. This
fact encourages us to look for instances where the
constraints of hierarchical bureaucracy and the freedoms of
teacher autonomy are lessened. While some public school
systems such as Dade County, Washington state, New York City,
and Chicago are currently implementing models of
decentralization, it seems more natural to turn to Catholic
elementary schools which have operated with a decentralized
management structure for the last twenty-five years. Local
school boards, committees and parish councils have replaced
bishops, priests and religious superiors as the responsible
agents for the operation of Catholic schools (Drahmann,
1985) .

Catholic school systems differ from each other to some
degree, but their basic governance structure 1is
decentralized. The Vicar of Education in each school system
is responsible for the academic and religious education
programs. However, the Vicar delegates the responsibility
for academics to the superintendent who oversees parish and
diocesan academic programs. The superintendent may have a
consultative board, depending on the diocesan structure.
According to O'Brien (1987), a local Catholic elementary

school may have one of three types of boards: a consultative
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9

board, a consultative committee formally related to the
parish pastoral council, or a board with limited
jurisdiction. While O'Brien delineates the full
responsibilities and differences in these bodies, this study
focuses on the board's responsibility toward the local
school. The board is responsible for planning, policy
development, financing, public relations and evaluation.
Comprised of the pastor, the school administrative staff, and
elected members, each board makes budgetary, curricular and
personnel decisions for its school. The central school

office provides general guidelines for those decisions.

Summary

The Excellence in Education movement is calling for
better quality in schools. Reformers, seeking to change the
structure of educational organizations, are proposing models
of decentralization. They theorize that, by restructuring
the schools in a manner that allows the local staff to
exercise its knowledge and expertise in budgetary, curricular
and personnel decisions, the schools will better meet student
needs. School organizations are viewed on a continuum with
the bureaucracy on one end and teacher autonomy on the other.
As the argument goes, site-based management operates between
them. Catholic elementary schools are examples of
decentralized organizations which have less bureaucracy and
more local control. Therefore, a study of Catholic schools

with their "tradition of decentralization and local school
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10

autonomy has much to contribute to reform and research

discussions on school organization" (Manno, 1987, p. 10).

Conceptual Framework

The purpose of this study was to define site-based
management as it operates or fails to operate in two Catholic
elementary schools and as it exhibits the combination of
humanistic organization theory and decentralization. Since
these schools were admittedly variant examples of site-based
management, another purpose of the study was to describe and
explain how site-based management utilizes human resources,
using select indicators from humanistic organization theory

and decentralization theory as a framework for analysis.

Definition of Site-based Management

Site-based management is a form of decentralization. A
review of the literature indicates that, while site-based
management operates differently at each school or within each
district (Clune and White, 1988; Marburger, 1985),
definitions of site-based management include local school
control, accountability and decision-making. Several
definitions are given:

1. "Site-based management attempts to place maximum
educational planning and accountability, and
management of personnel and material resources, in
the individual school centers" (Marburger, 1985,

p. 25).



S
-
“l~—
-
M




11

2. "Site-based management 1is a process that involves
the individuals responsible for implementing
decisions in actually making those decisions" (AASA,
NAESP, NASSP, 1988, p. 5).

3. Site-based management is defined as

A system of educational administration in which the
school is the primary unit of educational decision
making. It differs from most current forms of
school district corganization in which the central
office dominates the decision making process. Most
decisions regarding expenditures, curricula, and
personnel are made by school-site personnel in
consultation with parents, students, and other
community members. (Lindelow, 1981, p. 1)

The operative definition for this paper 1is that

presented by Lindelow.

Objectives of Decentralization

Successful decentralization demonstrates a more
effective use of human resources. Site-based management 1is
an attempt to satisfy three objectives for decentralizing an
organization: flexibility in decision-making,
accountability, and increased productivity (Brown, 1990).

The first objective for decentralization is flexibility
in decision-making which includes the ability to respond
quickly, to motivate and to be innovative and creative
(Brown, 1990; Mintzberg, 1983). The reform literature calls
for shifting power to the local site where the principal,
teachers and parents can be more actively involved in
decision-making (Goodlad, 1984; Lieberman, 1988; Maeroff,

1988; Marburger, 1985). It is argued that this increased
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12

involvement enables the local school to be more responsive to
the students (Clune and White, 1988) and to take more
ownership of the planning processes (AASA, NAESP, NASSP,
1988; Lindelow, 1981). Because school "programs originate in
different ways and in different local contexts with no
discernible model" (Clune and White, 1988, p. 11; David and
Peterson, 1984, Marburger, 1985), reformers argue that the
possibilities for creativity and innovation are endless.
However, excessive group involvement could stifle
individualism (Hansen, 1988).

Accountability is the second objective of
decentralization and may be described as a performance
control, a monitoring of results which can be used to measure
and/or to motivate (Brown, 1990; Mintzberg, 1983). According
to the literature, site-based management includes elements of
accountability. The superintendent "shares authority,
information, and accountability" (Marburger, 1985, p. 41),
particularly with the principal (Clune and White, 1988).
However, the school remains accountable to the district and
the state (Clune and White, 1988). The argument is that
parental involvement 1is increased and becomes more meaningful
because communication with the school is better (Clune and
White, 1988). According to Lindelow (1981), this involvement
should lead to increased support of schools. While parental
choice of schools is not as prevalent in the public sector,

its practice in the private sector causes the private school
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to have a public. And ". . . in order to service and to draw
in tuition, it ([the private school] must be in dialogue with
its public about the nature of . . . the intellectual life of
the school" (Grant, 1988, p. 4). Guthrie (1986) encourages
an annual report which "lets clients and school district
officials know how well the school is meeting its goals, how
it deploys its resources, and what plans it has for the
future"” (p. 308).

Increased productivity is the third objective of
decentralization. It can be defined in terms of improved
outcomes, reduced costs, and improved efficiency, that is,
greater outputs in relation to lower costs (Brown, 1990). In
educational terms, this takes the form of effective student
performance, and efficient and equitable use of resources,
both human and monetary. Proponents of site-based management
"attempt to place maximum educational planning and
accountability, and management of personnel and material
resources, in the individual schools"™ (Marburger, 1985,

p. 25). Two other proposed advantages are that "the
resources of the school district are put more effectively
where they are needed and site-based management conserves
money" (Neal, 1988, p. 8). Reformers feel that
decentralization will result in more effective and enduring
reforms (AASA, NAESP, NASSP, 1988) and in program and
curriculum development better suited to students' needs

(Clune and White, 1988; Lindelow, 1981). They argue that the
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ultimate educational output should be increased student
performance. Proponents of decentralization assume that the
school is the most meaningful unit of analysis in the

learning process.

Expectations of Humanistic Organization Theory

The literature on site-based management has been linked
to three indicators of successful decentralization. Thece
indicators are flexibility in decision-making, accountability
and productivity. The literature argues that
decentralization encourages an effective use of human
resources. As a form of decentralization, site-based
management is an attempt to meet three expectations of
humanistic organization theory.

These expectations in the human resources model are:

1. The overall quality of decision-making and
performance will improve as the manager makes use of
the full range of experience, insight, and creative
ability in his department.

2. Subordinates will exercise responsible self-
direction and self-control in the accomplishment of
worthwhile objectives that they understand and have
helped to establish.

3. Subordinate satisfaction will increase as a by-
product of improved performance and the opportunity
to contribute creatively to this improvement.
(Miles, 1965, p. 151)

The three expectations have been named: 1) better decisions
and performance, 2) more self-direction and control, and
3) increased satisfaction.

Employee participation in decision-making is the first

expectation of humanistic organization theory. Participation
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is encouraged because employees have experience, 1insight and
creativity. The belief is that, by using employees'
contributions, decision-making will improve as will
performance. Site-based management literature supports both
staff and parental participation in school decision-making
(Carr, 1988; White, 1989). According to Lindelow (1981), an

early advocate of site-based management,

An essential element of site-based management 1is
increased community and teacher involvement in decision-

making. . . . All . . . plans to date include provisions
designed to enhance parental, staff and sometimes
student involvement. The actual extent to which parents

and staffs are involved in school decision-making varies
widely. (p.4)

The argument for site-based management 1is that greater
participation in decision-making will enable the staff to use
its knowledge to design curricula and programs and to
allocate resources which meet students' needs (Herman, 1989;
Sergiovanni, Burlingame, Coombs, & Thurston, 1987). The
conclusion of the argument is two-fold. First, student needs
will be served (Clune and White, 1988). Second, staff will
have a better sense of ownership of the educational process
and will then be motivated to perform better in the classroom
(Clune and White, 1988; Lindelow, 1981).

The second expectation of humanistic organization theory
is that employees will exercise responsible self-direction
and control. The manager's duty is to "continually expand
subordinates' responsibility and self-direction up to the

limits of their abilities" (Miles, 1965, p. 151). Proponents
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of site-based management believe that staff should "make
decisions about curriculum, textbooks, learning activities,
supplemental instructional materials and alternative
programs”" (Clune and White, 1988, p. 14; Marburger, 1985).
According to the literature, local educational staff should
not only be allowed control over curriculum and instructional
programs; staff should also be allowed to identify and design
programs for their own professional growth and development
(AASA, NAESP, NASSP, 1988; Clune and White, 1988). The hope
of site-based management 1is that, by giving teachers more
opportunities for self-direction and control, the teachers
perform better and are more satisfied.

Satisfaction is the third expectation of the human
resources model. Theorists regard satisfaction as a by-
product of improved performance and participation in
decision-making (Miles, 1965). Human resources theory argues
that employees are more satisfied when they can contribute to
decisions and have self-direction and control. Goodlad
(1984) believes that "when teachers find themselves
restrained and inhibited by problems of the workplace that
appear to them not to be within their control, it is
reasonable to expect frustration and dissatisfaction to set
in" (p. 180). Proponents of decentralization argue that
site-based management will improve teacher morale (AASA,
NAESP, NASSP, 1988) and will enable teachers to "develop a

sense of partnership and ownership" (Lindelow, 1981, p. 66).
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Summary

Reformers are calling for changes in school structure
and several cited reformers are basing proposed reforms for
decentralization on the humanistic organization theory of
management. Operationalized in schools, the decentralization
model argues that there will be increased flexibility 1in
decision-making, greater productivity by participants, and
incresed accountability. The humanistic organization model
emphasizes human resources and argues that there will be
better decisions and performance, more responsible staff
self-direction and control, and increased satisfaction. The
argument is that site-based managed schools not only value
their employees' contributions, they are also more efficient
and productive. They have more satisfied staffs and are

better managed organizations.

The Purpoce

The purpose of this study was to define site-based
management as it operates or fails to operate in two Catholic
elementary schools and as it exhibits the combination of
humanistic organization theory and decentralization. Since
these schools were admittedly variant examples of site-based
management, another purpose of this study was to describe and
explain how site-based management utilizes human resources,
using select indicators from humanistic organization theory

and decentralization theory as a framework for analysis.
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Exploratory Questions

The intent of the study was to describe two actual cases
of site-based management using select indicators from
humanistic organization theory and from decentralization
theory. The indicators were flexibility in decision-making,
productivity, accountability, decision-making and
performance, responsible self-direction and control, and
satisfaction. The research was guided by the following
questions:

1. How is site-mased management operationalized in

these two schools?

2. What are the variations of decentralization relative

to:
a. Flexibility in decision-making
b. Accountability
c. Productivity
3. What are the variations of humanistic organization
theory relative to:
a. Decisions and performance
b. Staff self-direction and control
c. Satisfaction
4. What trends exist on the following school outcomes:
a. Student achievement
b. Teacher commitment
c. Satisfaction: Parent, student

d. Attendance: Teacher, student
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e. Tenure: Teacher, student

f. Parent participation

Methodology

The purpose of this study was to describe and explain
two actual cases of site-based management. The purpose was
also to explain how these cases exhibited the combination of
humanistic organization theory and decentralization theory
using select indicators from these theories. To do so, a
descriptive field study was undertaken.

Descriptive field zrudies attempt to collect all the
necessary detalils to provide a complete picture of a
particular group, activity, or situation (Jones, 1985; True,
1989). The researchers become participants which enable them
to understand the phenomenon under investigation (Firestone,
1987) by engaging in the group, activity or situation. One
method of participation is that of complete observer in which
the researchers do not interact with "informants" but observe
them in their setting (Gold, 1957). As complete observers,
the researchers are detached from the activity and record and
analyze what is observed. However, the researchers may have
raised questions which require clarification by the
participants (Gold, 1957). They may then schedule
unstructured interviews which allow adaptability by both
researcher and participant (True, 1989). Another data source
in field research is the semi-structured interview comprised

of questions which guide researchers while still allowing
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them to probe (True, 1989). 1In order to present an accurate
description, researchers may also choose to collect
quantitative data through closed-ended questionnaires and
document analysis. By using both gqualitative and
quantitative data, field researcrers ccmbine "methodologies
in the study of the same phenomenon" (Denzin, 1978, p. 291).
Through this process of triangulation, researchers have more
confidence in the results and uncover the deviance in the
phenomenon. One major drawback, however, 1is the difficulty
of replication (Jick, 1984).

Sample size is important in field research and quite
often the sample is limited to one or two sources (Mintzberg,
1984) . However, researchers indicate "that if the
relationship holds for one group under certain conditions, it
will probably hold for other groups under the same
conditions" (Glaser and Strauss, 1967, o. 106).

The study describes and explains how site-based
management utilizes human resources. The study is a
descriptive field study. Data collection occurred between
October 1990 and January 1991 with the researcher spending a
period of two months in each school.

The primary methods of data collection were
semistructured and unstructured interviews. The interview
questions were open-ended and were based on the research
questions as specifically informed by the works of Brooke

(1984), Brown (1990), Clune and White (1988), David (1989),
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and Miles (1965). Individual interviews were conducted with
all but two staff members of both schools. There were group
interviews with members of the parent boards. All
participants were informed that this was a study of site-
based management in two schools. The interviews were tape-
recorded and transcribed into written notes. By using
pseudonyms the identities of all participants remained
confidential.

The researcher was a complete observer at faculty,
department, student, school board and parent committee
meetings held throughout the duration of her stay. The
purpose was to determine the operationalization of site-based
management within the school. To this end, notes were taken
during the meetings. Participants were informed of the
researcher's presence and purpose by the chairpersons of the
meetings.

Data to determine levels of satisfaction, commitment and
participation were collected by closed-ended questionnaires.
The questionnaires were informed by the works of Bacharach,
Bamberger, Conley and Bauer (1990); DeRoche (1981); Frymier,
Cornbleth, Donmoyer, Gansneder, Jeter, Klein, Schwab and
Alexander (1984); and Mangieri (1984). In one school parent
questionnaires were mailed, while at the other school parent
questionnaires were distributed through the school office.
Teacher questionnaires were distributed through the school

offices. Questionnaires were returned in envelopes to the
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school office and collected by the researcher. A cover
letter informed participants that a study of site-based

management was being undertaken and requested their input on

certain topics. Students completed questionnaires in their
classrooms under the researcher's direction. Participants
were anonymous. Answers were tabulated on a frequency scale.

The last method of data collection was an analysis of
documents. These documents included student achievement
records, local and district level policy books, newsletters,
budgets, past meeting minutes, student and teacher attendance
records, student enrollment records, teacher tenure records,

and any additional records agreed upon by the researcher and

the school administration. Individual identities remained
confidential. Information was recorded on charts and tables.
Sample

The study sought to explicate site-based management as
it operates and as it affords hope for educational
improvement. A review of the literature indicated that site-
based management operates differently at each school or
within each district (Marburger, 1985). However, there are
seven key elements of site-based management (David, 1989).

These elements are:

1) Various degrees of site-based budgeting affording
alternative uses of resources

2) A team operation affording groups to expand the
basis of decision-making

3) School-site advisory committees with key roles for
parents

4) Increased authority by school participants for
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selecting personnel who are assigned

5) Ability to modify the school's curriculum to better
serve their students

6) Clear processes for seeking waivers from local or
state regulations that restrict the flexibility of
local staffs

7) An expectation for an annual report on progress and
school improvement. (p. 46)

Not only did a number of Catholic schools have the
elements of site-based management, but the schools also
operated within a school system. Therefore, it was decided
to use exclusively Catholic schools, not only because they
were all site-based managed, but they offered several
variations on the them=. The intent of this research was to
examine and evaluate the effectiveness of these variations.

The first step in securing a sample occurred in January
1990. The researcher met with an associate superintendent
for a large metropolitan Catholic school district in order to
identify Catholic elementary schools utilizing the elements
of site-based management. MNine schools were identified and
three were subsequently eliminated because critical criteria
were no longer being met.

The second step took place between January and June
1990. An introductory letter was sent to the six remaining
schools requesting a meeting to ensure that the schools met
the qualifications of site-based management and to establish
their willingness to participate. One school withdrew prior
to the meeting. Another school was eliminated because it did
not have a school-site advisory committee, an element deemed

essential to the true meaning of site-based management. Four
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schools remained and the researcher met with each principal
during May and June. All four schools were qualified and two
were selected with what appeared to be enough variation to be
examples of the case. Glaser and Strauss (1967) indicate
"that if the relationship holds for one group under certain
conditions, it will probably hold for other groups under the
same conditions" (p. 106). Therefore, we may argue that the
sample size was sufficient.

Two elementary schools from one Catholic school system
were studied. Kwanzaa School was an urban school offering
enrollment in kindergarten through grade eight; it had two
special education classrooms. Ninety-seven percent of 1its
580 students were black. The majority of students were
neither Catholic nor parish members. Their parents chose to
send them to Kwanzaa rather than to their neighborhood public
schools. Kwanzaa had two co-principals, both of whom have
served in that position for eighteen years. There were
twenty-five full-time teachers, two part-time teachers, and a
full-time guidance counsellor. The local school board was a
policy-making board. The Fathers' Club (athletics) and the
Mothers' Club (service and fundraising) were additional
parent boards with varying degrees of decision-making power.
The principals sent monthly newsletters to the parents and
parents received written reports of annual standardized
testing. Parent-teacher conferences were held twice each

year. The principals hired the teachers after the
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prospective candidates had been approved by the diocesan
central school office. Curriculum was determined by Kwanzaa
faculty and administration.

Rainbow School was a suburban elementary school offering
enrollment from pre-school through grade eight. There were
454 students, eighty-three percent of whom were white.
Seventy percent of the students belonged to the school's
affiliated parish; the other thirty percent did not belong to

the parish which did not necessarily mean that they were not

Catholic. The principal had been at the schocl for twelve
years. She had an assistant principal who was also a full-
time teacher. The principal, the assistant principal and the

full-time guidance counsellor operated as an administrative
team. There were eighteen full-time and five part-time
teachers. The local school board was a policy-making board.
The P.T.A. and the Sports Board were other parent boards with
varying degrees of decision-making powers. The principal
sent newsletters to the parents monthly and parents received
written standardized test score results. Parent-teacher
conferences were held twice each year. The principal hired
the teachers after they had been approved at the diocesan
central school office. Curriculum was determined by Rainbow

faculty and administration.
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Significance

Most literature on site-based management explains and
examines the rationale for implementing site-based management
at the local school level. Another portion of the literature
gives examples of the kinds of decisions made 1In a site-based
managed organization. However, there 1is very little
descriptive literature explaining how site-based management
flows through and within an organization. Very little 1is
written to describe how site-based management operates and
what the trends in certalin school outcomes are. Therefore,
this study is significant because it addressed these issues.
Since reformers are calling for a change in the structure of
educational institutions, it 1is essential that researchers
study structure, as it currently exists, in some
organizations. The hope is that reformers will see both the
advantages and disadvantages of site-based management and

adjust their proposals in light of this research.
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CHAPTER II

RELATED LITERATURE AND RESEARCH

The purpose of this study was to define site-based
management as it operates or fails to operate in two Catholic
elementary schools and as it exhibits the combination of
humanistic organization theory and decentralization. There
are three bodies of literature which pertain to this
research: 1) literature and studies about site-based
management, 2) studies of humanistic organization theory, and

3) descriptive studies of elementary school practices.

i n ies; ite- n men
A review of the literature indicates that there are many
definitions (AASA, NAESP, NASSP, 1988; Marburger, 1985) of
site-based management, all of which contain common elements
including local school control, accountability and decision-
making. The operative definition for this study is that
presented by Lindelow (1981) who defines site-based

management as

A system of educational administration in which the
school is the primary unit of educational
decision-making. It differs from most current forms of
school district organization in which the central
office dominates the decision-making process. Most
decisions regarding expenditures, curricula, and
personnel are made by school-site personnel in

27
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consultation with parents, students, and other community
members. (p. 1)

While the review of literature indicates numerous
variations (Carr, 1988; Clune and White, 1988; Marburger,

1985), there are seven key elements of site-based management

(David, 1989). These elements are:

1) Various degrees of site-based budgeting affording
alternative uses of resources

2) A team operation affording groups to expand the
basis of decision-making

3) School-site advisory committees with key roles for
parents

4) Increased authority by school participants for
selecting personnel who are assigned

5) Ability to modify the school's curriculum to better
serve their students

6) Clear processes for seeking waivers from local or

state regulations that restrict the flexibility of
local staffs

7) An expectation for an annual report on progress and
school improvement. (p. 46)

These elements are derived from decentralization theory
which advocates flexibility in decision-making,
accountability and productivity (Brown, 1990). Designers of
site-based managed programs stress more involvement by
principals, teachers and parents and less involvement by
central office staff. Site-based management proponents posit
that local involvement will produce more accountable
educators who are striving for better student academic
achievement (AASA, NAESP, NASSP, 1988, Lindelow, 1981;
Marburger, 1985).

The literature on site-based management is limited. 1In
addition to definitive articles and operations manuals, there

are two sources of written information: 1) reports and
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articles about school districts proposing and implementing
site-based management and 2) studies. Proposal and
implementational reports are useful for educators wanting to
establish site-based management procedures. These reports
include such topics as the Washington, D.C., public school
district's request to begin site-based management (Federal
City Council, 1989), implementation plans from Hawaii and
Washington state (Hawaii State Department of Education, 1989;
Washington Office of the State Superintendent, 1988), and
examinations of the role of the teachers' union (National
Education Assocatiorn, 19%%; St. John, 1¢89) 1in site-based
managed districts.

Recent journal articles and educational texts describe
the variations in site-based managed school districts
(Cistone, Fernandez and Tornillo, 1989; Dentler, Flowers, and
Mulvey, 1987; Lindelow and Heynderickx, 1989). Because Dade
County, Miami, has successfully implemented site-based
management, its program is described here. Joseph Fernandez
is Dade County's superintendent and Pat Tornillo represents
the Dade County teachers. Together with Peter Cistone, from
Florida International University, they wrote an article
(1989) summarizing the evaluation reports of the first year
of the Site-Based Management/Shared Decision-Making (SBM/SDM)
pilot project in Dade County. Thirty-three schools
participated in the project. Cistone et al. indicated that

SBM/SDM allowed schools "to adopt a variety of programmatic
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innovations in response to their particular needs and
interests" (pp. 398-399) including such things as
organizational/schedule changes, bilingual education,
community involvement, staff selection, staff development and
staff assistance programs. In addressing one element of
decentralization theory, the authors noted that the teachers
were more active in decision-making and were in favor of
shared decision-making; the principals sought more teacher
involvement in decision-making. While Cistone et al. report
that the principals felt that shared decision-making was
time-consuming, the principals believed that SBM/SDM was
worthwhile. Flexible decision-making was encouraged and
decision-making bodies varied from school to school. Council
membership varied and decisions included "curriculum, student
management, scheduling, and school-community relations"

(p. 400). Decision issues were generated by faculty
committees and referred to the decision-making groups. Most
decisions were made by majority vote.

The description of Dade County's site-based management
program is given so that the reader understands the type of
site-based management literature that is generally available.
In the last two years, however, studies of site-based
management have increased. Eight studies will be presented.
They describe 1) site-based management as a management
system, 2) attitudes about shared decision-making,

3) participants in site-based management, and 4) specific
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aspects of site-based management.

Lindquist and Mauriel (1989) contend that site-based
management is a management system which is not being accepted
by many educators. They argue that there is a "disparity
between the theory and clearly articulated intentions of
site-based management and the practice" (p. 403) of it in
schools and districts. They presented two case studies which
examined possible explanations for site-based management's
failure to actualize decentralized decision-making.
Concentrating on decentralization theory's elements of
flexible decision-making, accountability and increased
productivity, the authors studied delegation of decision-
making authority, school site councils and advocacy in two
school districts. They concluded that superintendents and
school boards were reluctant to relinquish their decision-
making authority or that site council members were reluctant
to accept certain decision-making powers (Malen and Ogawa,
1990), particularly in budgetary, curricular and personnel
matters. The authors wrote that "as of yet, there has not
been a specific delegation of full and meaningful authority
to make key decisions in all three areas of curriculum,
budget, and personnel” (p. 413). Regarding site-council
membership, Lindquist and Mauriel determined that membership
differed, but all members received in-service about
leadership and participative decision-making. The authors

reiterated that site-councils were more advisory than
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decisive which was due, perhaps, to the skills and time
commitment required for participation. Finally, Lindquist
and Mauriel learned that only one superintendent and both
principals advocated site-based management. They concluded
that "if either the superintendent or the principal is
reluctant to participate, the use of site-based management
may be limited"” (p. 413). The authors felt that site-based
management will succeed when, and if, major changes occur in
governance, organizational structure, role responsibility,
and accountability.

Two studies examined decision-making in relation to
site-based management. Mutchler and Duttweiler (1990)
believed that implementing shared decision-making in site-
based management demanded an attitudinal and behavioral
change as participants moved from hierarchical, centralized
decision-making to participative, decentralized decision-
making. To understand the problems occurring in this move,
the authors surveyed 230 school districts and identified
eight obstacles. Personal and interpersonal obstacles
included resistance to new roles and responsibilities, fear
of power loss, lack of participative skills, mistrust, and
fear of risk-taking. Institutional obstacles included
absence of clear definitions (Jenni, 1990); insufficient
personnel, time and monetary resources; and limited
hierarchical support (Lindquist and Mauriel, 1989). To

overcome the obstacles, the authors recommended that:
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1) districts encourage the change to participative
management, 2) districts develop collegial and collaborative
cultures, 3) staffs receive in-service about participative
management, and 4) all school and community personnel must be
committed to shared decision-making.

The second study of decision-making and site-based
management was a dissertation by Higgins (1982) in which the
author undertook an ethnographic study of one Florida high
school "to identify the components and personnel involved in
the decision-making process . . . and the factors which
contributed to, or restricted, the implementation of site-
based management”" (p. 6). Like Lindquist and Mauriel (1989),
Higgins felt a discrepancy existed between the theory of
site-based management and its practice. In studying
decision-making, he concentrated on the principal's and
faculty's roles. He observed that the principal determined
the "magnitude and scope" of the decision-making and that
faculty involvement 1in decision-making varied from
"consultation to suggestion to consent" (pp. 174-175).
Faculty members made curricular decisions by giving approval
to the principal's ideas and suggestions. Higgins described
this process as consentaneous decision-making, that is,
"sanction, subscription to, and acquiescence to the
principal's actions" (p. 177). Because consentaneous
decision-making is not the same as shared decision-making,

Higgins concluded that the high school was not practicing
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site-based management. Even though school personnel made
various kinds of decisions, most of the processes did not
involve shared decision-making. Higgins faulted the school's
social system, from state leadership to district leadership
to the principal, for providing imprecise directives and
implementation policies about shared decision-making as
advocated by site-based management theory.

One element of site-based management is the existence of
a school-site advisory committee. Since the governance
powers of these committees varies, two studies examined site-
councils. In the first, a study of sixteen school councils,
Jenni and Mauriel (1990) examined council members'
perceptions of three areas: 1) their influence over
decision-making, 2) school personnel and community support
of site-based management, and 3) their satisfaction with the
accomplishment of site-based management goals and objectives.
The authors felt that influential and satisfied participants
in site-based managed decisions produced participants who
were "more supportive and cooperative in getting these
decisions implemented" (p. 4). Jenni and Mauriel reported
that council members 1) felt they were influential in
decision-making, 2) gave high ratings to site-based
management, and 3) felt that site-based managed goals and
objectives were being accomplished. The authors noted that
goals and objectives, however, involved only the

instructional supply budget and some extra-curricular
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programs rather than major decisions about budget, curriculum
and personnel. In the sixteen schools studied, Jenni and
Mauriel concluded that site-based management was successful
"though it does not seem to be affecting the major substance
of curriculum and instruction" (p. 18) because the
participants were not concerned about those issues. The
authors attributed site-based management's success to council
members' assistance with each school's communication and
public relations efforts.

An in-depth study of Salt Lake City's School Community
Councils (Malen and Cgawa, 1990) gives more insight into
council members' influence over decision-making. The

researchers explained that decision-making influence was

manifest when the actors' involvement at critical stages
of the process (formation of agenda, etc.) enables them
to preempt, select, modify, block or affect decision
outcomes on subjects that are central to the
organization or salient to the individual. (p. 104)

They argued that the literature consistently finds no truth
in decentralization theory's proposal that, at the building
level, parents and teachers can play a significant role in
significant educational decisions. The Salt Lake City School
Community Councils were comprised of administrators,
teachers, non-certified staff, and parents. The council's
role and authority were clearly defined and included school
improvement and action plans, distribution of discretionary
funds, personnel review, and program assessment. Council
training was provided and each member had an equal vote.

However, Malen and Ogawa (1990) observed that the councils
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rarely discussed budget, curriculum or personnel; rather they
discussed administrative and cursory topics. The researchers
felt that parents and teachers discussed, advised and
approved the principal's decisions, much like Higgins'
description of consentaneous decision-making (1982). Malen
and Ogawa described this deference as the principal's
positional power in which he or she is perceived as having
both knowledge and the ability to control information.
According to the authors, council policies and procedures
should have enabled teacher and parent members to participate
fully, but they did not due to lack of clarity about their
power (Mutchler and Duttweiler, 1990), their dependency on
the administrators for information, and their fear of not
being allowed to continue if they dissented. The authors
concluded that the principals determined building policy and
that "the Salt Lake City experience casts doubt on the
viability of the decentralize-democratize approach to reform”
(p. 113).

The final three studies from site-based management
literature are concerned with operations, factors of
implementation, and theory. In a telephone survey, Clune and
White (1988) examined site-based management in thirty-one
school districts. They studied the following topics:
organization and operation, objectives, roles, and
administrative and implementation issues. In examining

organization and operation, Clune and White found that "the
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organization and operation of site-based management 1is
extremely diverse"” (p. 11). Budgetary decisions were most
commonly decentralized to the local school, but some
districts also made personnel and curricular decisions. The
types of decisions and the degree of decision-making
authority varied from school to school. The superintendent
was influential in beginning site-based management and the
site-council was an innovation in the organizational
structure. Site-council membership and decision-making
authority varied. Clune and White learned that the main
objective of site-based management was school improvement and
that participants felt a strong sense of ownership in the
process. The authors examined how various roles changed due
to site-based management. The principal had more authority
and more responsibility, was more accountable, and was
involved in shared decision-making. The superintendent
became a technical adviser to the principal and communicated
with him/her more frequently. School councils and school
boards functioned collaboratively in an effort to address
local student needs. Teachers were more flexible, made
changes, and possessed more influence and authority.
Communication with the principal was better. Clune and White
learned that the districts were evenly split between
teachers' unions being active and inactive. Regarding roles,
the authors found that students were no more involved, but

they seemed to benefit from new programs and activities;



IEllIownIz

T .

I T
e

o ALl

oAt ae -
Tl

Ttoelles o
DR TIN
Y
TN
AEPSE I




38

parents were more involved; and communication between
parents, community and school district personnel was better.
In examining administrative and implementation issues, the
researchers believed that school accountability to the
district and the state remained and that superintendents and
principals were more accountable to their constituents.
However, Clune and White discovered that, while people felt
positively about school-based management, there were no
formal methods of program evaluation. Implementation
problems were similar to those found by other researchers:
lack of training (Mutchler and Duttweiler, 1990), fear of
power loss (Lindquist and Mauriel, 1989; Mutchler and
Duttweiler, 1990), little or no support from the
superintendent (Lindguist and Mauriel, 1989; Mutchler and
Duttweiler, 1990), and the teachers' desire for more
decision-making authority (Malen and Ogawa, 1990). For
future research, Clune and White encouraged an examination of
site-based managed schools to determine how strong principals
communicate and interact under shared decision-making.

In a four-year longitudinal study of two Minnesota
school districts, Jenni (1990) determined the factors
affecting site-based management implementation. He found
that: 1) school organizations changed once site-based
management was introduced, 2) people within the organizations
resisted the change, 3) site councils discussed topics rather

than made decisions about them (Higgins, 1982; Lindquist and
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Mauriel, 1989; Malen and Ogawa, 1990), and 4) organizational
restructuring was difficult for several reasons. Those
reasons included lack of implementation plans and schedules
(Higgins, 1982), unclear lines of authority, insufficient
training in participative decision-making, and vague
statements of purpose (Mutchler and Duttweiler, 1990). Jenni
presented his findings, but made no recommendations for
future research.

The concluding site-based management study was described
by Smith (1985) in her dissertation presenting a case study
of a site-based managed elementary school. She researched
site-based management from three viewpoints: 1) theory,

2) one school's implementation, and 3) the author's analysis
of site-based management in theory and in practice. 1In
examining the power balance, Smith found that site-based
management theory proposes that local school personnel make
budgetary, curricular and personnel decisions; accountability
will then increase. In actuality, Smith discovered the
following improvements due to decentralized decision-making:
"sharing information, recognition for individual achievement,
increased flexibility, support for innovation, and extended
opportunities for professional development”" (p. 193).
Regarding school governance, site-based management theory
advocates that local school control leads to increased
productivity in student achievement. Smith found that the

local school council was important in changing attitudes and
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values even though it was not the primary decision-making
body. Site-based management theory proposes that increased
participation and shared decision-making lead to better
educational decisions and increased accountability. 1In
practice, Smith learned that principal, faculty and parent
collaboration motivated the participants to improve the
learning environment. Finally, site-based management
literature emphasizes the importance of both the principal's
leadership and his/her role in advocating shared decision-
making. Smith found that the data supported the proposal
that "the principal provided the focus for school change and
developed his authority through his effective leadership"
(p. 200). Smith felt that site-based management provided the
environment for principals "to make explicit and implement
their own visions of good schools" (p. 203). According to

Smith, site-based management gives freedom to people:

The idea called 'school-based management' becomes what
it is by the way it is used in a school. It can provide
a perception of power for groups who care to improve
their local site or entire system. It can also be
nothing but words used without thought for their
meanings. Rather than a product to be stamped onto a
school, SBM is a loosely defined process to be suitably
adapted by organizations searching for a motivating and
effective governing system. The governing balance
between central and local decision sites requires
careful and continued attention from policy makers.

SBM can be used to empower people to improve the
climate of their school, to encourage independent
thinking, and to put meaning into their work. . . . The
potential of SBM for school improvement is found in the
unutilized strengths of individuals who educate
children. That includes the initiative in the leaders
to create conditions for teaching and learning, the
unused abilities of parents and community members, . . .
and the skills of the teachers in direct contact with
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students. (pp. 207-208)

To Smith, site-based management is a means to an end.

Summary of Site-Based Management
Literature and Studies

A review of site-bpased management literature has been
presented. In site-based management, the school is the
primary unit of decision-making. Elements of site-based
management include each school's authority to make budgetary,
curricular and pversonnel decisions; shared decision-making;
school-site councils; processes for procuring waivers from
district or state regulations; and preparation of an annual
report. These elements are derived from decentralization
theory which advocates flexibility in decision-making,
accountability and productivity.

Site-based management literature 1s limited and includes
three sources of written information: 1) definitive articles
and operations manuals, 2) reports and articles about school
districts proposing and implementing site-based management,
and 3) studies. Definitive articles, operations manuals, and
proposal and implementational reports are useful for
educators wanting to establish site-based management
procedures. Site-based management studies described 1) site-
based management as a management system, 2) attitudes about
shared decision-making, 3) participants in site-based
management, and 4) specific aspects of site-based management.

Eight site-based management studies were presented and
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several trends in the results are noted. First, shared
decision-making often did not occur because superintendents,
administrators and school boards did not relinquish their
decision-making authority. Second, school site councils
functioned more as advisory groups than as decision-making
groups. Lack of training in participative decision-making
was a problem cited by several researchers. Third, unclear
definitions and sketchy implementation plans created problems

in the change from centralized to decentralized

organizations. Fourth, most site-based managed schools did
not make decisions about budgetary, curricular and personnel
issues. Fifth, the implementation of site-based management

depended on the principal's role as advocate or adversary of

decentralization.

The purpose of this study was to define site-based
management as it operates or fails to operate in two Catholic
elementary schools and as it exhibits the combination of
humanistic organization theory and decentralization theory.
The literature on site-based management has been linked to
three indicators of decentralization. These indicators are
flexibility in decision-making, accountability and
productivity. As the argument goes, decentralization
demonstrates an effective use of human resources.
Expectations of humanistic organization theory include

improved decision-making due to increased employee






43

participation in the decisions, responsible employee
self-direction and control, and increased satisfaction.

While site-based management literature is very limited,
that is not the case when studying humanistic organization
theory. Humanistic orgarization theory has developed from
the work of McGregor, Arayris and Likert (Bolman and Deal,
1984). The employee is viewed as an innovative, responsible
and valuable contributor to the organization. According to
this model, it is the manager's duty to foster the employee's
talents by creating an encouraaing work environment, by
allowing participation in all levels of decision-making, and
by ensuring that there are opportunities for self-direction
and control in the workplace. The model's focal point is the
quality of the decisions (Miles, 1965). The theory argues
that when employees play a significant role in making
decisions, those decisions will be better. A by-product of
increased employee involvement will be improved performance
and greater satisfaction. According to Perrow (1986), "there
is only a little empirical support for the human relations
school" (p. 114).

Historically, the main question in human relations
studies was: What is the relationship between satisfaction
and performance/productivity? Job satisfaction is defined as
"the pleasurable emotional state resulting from the
perception of one's job as fulfilling or allowing the

fulfillment of one's important job values, providing these
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values are compatible with one's needs" (Locke, 1983,

p. 1342). Lawler and Porter (1980) and Perrow (1986)
summarized the literature on the relationship of satisfaction
and performance. Early theorists felt that job satisfaction
lead to greater productivity, but research did not support
that theory. Vroom's study (1964) of satisfaction and
performance found a consistent correlation between the two.
However, more significantly, Vroom learned that satisfaction
had more effect on attendance and turnover: satisfied
employees had low absenteeism and little turnover. In a 1967
study, Lawler and Porter "showed that satisfaction depends on
performance, but does not cause it," rather "satisfaction is
caused by [performance]” (p. 277). Petty, McGee and Cavender
(1984) concurred, but also concluded that dissatisfied
employees tended to be less productive. The more researchers
studied productivity and satisfaction, the more they realized
that innumerable organizational variables affected the
outcomes. Employee participation in decision-making was one
such variable.

And so, two new questions arose: What is the effect of
participative decision-making on productivity (performance)?
And, what is the effect of participative decision-making on
satisfaction? Participative decision-making is defined by
Locke and Schweiger (1979) as "participation in the process
of reaching decisions"” (p. 275). The content of the

decisions varies as does the degree of participation from no
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participation to consultation to full participation. Ford,
Armandi, and Heaton (1988) give several reasons for
participation: People are satisfied when their opinions are
valued; groups create more alternatives; participants
understand the decisions and are less fearful; better
communication occurs; participants are motivated and
committed. These reasons were expanded by Miller and Monge
(1986) who classified them as 1) cognitive models of
participation in which employees are valued for their
expertise; participative decision-making leads to increased
productivity; 2) affective models of participation in which
the employees are motivated by thelir involvement;
participative decision-making leads to satisfaction; and

3) contingency models of participation which "suggest that no
single model of participation is appropriate for all
employees in all organizations”" (p. 733); the results of
participation vary for each individual.

Early critics of employee participation argued that "any
structural arrangement that greatly increases the power of
lower level participants may threaten the capacity of the
organization to achieve its fundamental purpose" (Wexley and
Yukl, 1977, p. 39). They felt that human relations theorists
advocated an informal structure which "frequently results in
role conflict and ambiguity for individuals, which in turn
result in lower satisfaction and performance™ (House and

Kerr, 1973, p. 173). Mohr (1982) concluded that his research
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"supports the . . . conclusion that the effect of
participation on satisfaction, just as on employee
performance, is unstable” (p. 141).

However, other researchers found the opposite to be
true. Regarding participation, productivity/ performance,
and satisfaction, there have been several studies of studies.
Filley, House and Kerr (1976) examined thirty-eight studies
on participation. They found that shared decision-making
lead to greater employee satisfaction and/or performance.
Miller and Monge (1986) performed a meta-analysis of forty-
one studies of the effect of participation on satisfaction
(1953-1984) and twenty-five studies of the effect of
participation on productivity (1939-1979). They concluded
that "participation has an effect both on satisfaction and
productivity. [The] analysis indicates specific
organizational factors that may enhance or constrain the
effect of participation” (p. 746). Locke and Schweiger
(1979) examined seventy-five studies of participative and
directive management. They concluded that neither is better
than the other when considering productivity, but
participative management was better than directive when
considering satisfaction. 1In general, researchers agree that
participative management positively affects both productivity
and satisfaction.

Most research about participation, productivity and

satisfaction occurs in private sector organizations, but
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there have been studies in educational organizations. Duke,
Showers and Imber (1981) examined studies of participation
and educational decision-making and found support for the
argument that teacher participation in decision-making
results in higher job satisfaction. However, they also
learned, from other studies, that 1) non-participative
decision-making resulted in increased Jjob satisfaction and
2) increased job satisfaction resulted when teachers
participated in certain decisions and not others. These
conclusions are supported by Conway (1984) who also examined
similar educational studies. He found that proponents of

educational shared decision-making promote the myth that

Participation in organizational decisions increases
satisfaction with the organization and the job.

Although the cumulation of studies tends to support
this proposition, there still occurs about one in three
empirical studies that does not confirm the proposition.
Satisfaction is a function of the type of decision that
participants are involved in as well as their degree of
involvement. Too much participation detracts rather
than contributes. (p. 32)

Neither is participative decision-making limited to school
personnel only. Several studies (Comer, 1980; Jenni and
Mauriel, 1990; Tangri and Moles, 1987) of parental
involvement in shared decision-making and their satisfaction
with the school indicate a positive relationship.

In business, productivity is more easily measured than
it is in education. Educational productivity concentrates
primarily, but not exclusively, on improved student

achievement, but it is difficult to relate achievement to any
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one variable. An examination of educational shared decision-
making and productivity by Conway (1984) highlighted two
studies. One examined increased teacher participation in
decision-making and increased teaching quality. The
researchers learned that students regarded as effective
teachers those "who were freed to teach rather than attend to
administrative tasks, vet who were still consulted on issues
that directly concerned the classrooms" (p. 29). Teachers
who were more participative in decision-making were not rated
as highly. 1In the second study of high teacher participation
in high and average achieving schools (based on standardized
testing), researchers found that there was no significant
difference between the two. Conway wrote that "the
cumulative evidence at this point in time seems . . . to
indicate that mid-level participation is probably desirable
for both effective teaching and student achievement" (p. 29).
And Duke, Showers and Imber (1981) recommended that
researchers locate "schools . . . in which teachers are
involved in making school-level decisions and conduct
longitudinal research on the relationship between teacher

involvement and school outcomes" (p. 347).

Summary of Studies of Humanistic Organization
Theory

A review of human relations literature has been
presented. Humanistic organization theory views the employee

as an innovative, responsible and valuable contributor to the
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organization. The manager fosters the employee's talents by
creating an encouraging work environrment, by allowing
participation in decision-making, and by providing
opportunities for self-direction and control. Theorists
contend that increased employee involvement will result in
improved performance and greater satisfaction.

Studies of the relationship of job satisfaction and
performance indicated that better performance leads to
increased job zatisiacticn. Participative decision-making
and its relationship to satisfaction and productivity have
been examined by numerous researchers. In general, they
agreed that participative management positively affected both
productivity and satisfaction. 1In educational organizations,
the results were not as conclusive since there were studies
supporting the positive relationship of teacher participation
and job satisfaction as well as studies which questioned it.
The latter studies raised issues about the degree of teacher
involvement and the kinds of decisions they consider.

Studies of teacher participation and improved productivity
indicated that selective participation, rather than total
participation, may result in improved teaching and/or student
achievement. Authors encouraged continued research of these

topics.

D riptiv udies; FElementar chool Pr i
The purpose of this study was to define site-based

management as it operates or fails to operate in two Catholic
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elementary schools and as it exhibits the combination of
humanistic organization theory and decentralization theory.
To do so, this study was a descriptive field study. Since
descriptive field studies attempt to collect all the
necessary details to provide a complete picture of a
particular group, activity, or situation (Jones, 1985; True,
1989), a review of descriptive field studies of elementary
schools will be presented.

One study of a North American Indian residential school
was conducted by King (1964) for his doctoral dissertation.
He believed that Indian schools provided the opportunity for
the dominant white society to impose its educational and
social norms on the subordinate Indian society. Therefore,
his purpose was to discover what "actually happens at Indian
schools" (p. 1) especially regarding communication and
interaction patterns. The school was comprised of one
hundred sixteen students, beginners through grade four; it
was possible for students to attend the school into their
teen years. For one year, King became a full-time teacher at
the school and moved, with his family, into the local
community. As a participant observer, he collected data by
conducting informal interviews, reviewing standardized test
results, administering questionnaires and keeping an
extensive journal of events, interactions and personal
histories. Through his experience, King learned 1) that

there was little communication or common understanding of
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either white culture by Indian citizens or Indian culture by
white citizens; 2) that the school organization was
structured according to white societal norms rather than
Indian norms; and 3) the school was a microcosm of larger
society: white society dominates and Indian society adapts.
Another field study of an Indian school was done by
ethnographer, H.F. Wolcott, in 1967. This case study
described how the formal educational system provided by the
Bureau of Indian Affairs often conflicted with the Indian
culture's more informal system. The study occurred in a day
school for Indian children who lived outside the village of
Kwakiutl; the school employed six teachers. Like King,
Wolcott became a full-time teacher because he felt that the
"teacher role gives the fieldworker legitimate areas of
inquiry among parents, particularly regarding expectations
and hopes they hold for their children and how they expect
the school to help”" (p. 5). He kept a Jjournal which included
conversations, personal reactions, interactions, and travel
experiences. As part of their classwork, students were asked
to write daily journal entries from which Wolcott learned
much about Indian culture and activities. In school, Wolcott
kept a record of personal observations, devised sociograms,
and examined standardized test results, attendance records,
correspondences and publications. His research resulted in a
description of the villagers' attitudes about education, the

relationships between parents and teachers, the students'
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attitudes about teachers and about their own roles as
students, and the students' classroom behavior.
Ethnographic research in selected urban, elementary
classrooms was done by Moore (1967) so that outsiders could
experience urban classrooms first-hand and overcome the
culture shock which often occurs. He organized teams of
observers in several schools; the teams spent at least one
day in each classroom of a given grade. Moore valued this

type of research because

the science of man must start with detailed observations
of action itself. Then the investigator, after patient
recording of the action and identification of the
actors, may attempt to find an explanation for the
behavior which he has observed. (p. 2)

The observers described the classroom environment and
recorded teacher and student actions, conversations and
activities. Moore compiled the research into a book which
detailed urban student life and educational processes.
Through it, he encouraged new urban teachers 1) to challenge
and stretch their own cultural beliefs and 2) to become
anthropologists, willing to continue to learn others' ways.
Another urban, elementary school field study (Rist,
1973) attempted "to show that the system of public education
in the United States is specifically designed to aid the
perpetuation of the social and economic inequalities found
within the society" (p. 2). The study was longitudinal and
occurred over a period of two and one-half years. The

researcher was a participant and non-participant observer of



e
seiriietal

cesl. du

SeTRIN ..
AT
N .

R



53

a group of black children's school, home and peer
experiences. For the first year, he observed kindergartners
twice a week. He visited these same children when they were
in first grade, but did not observe them again until they
were second graders. Rist made formal notes after the
observations and visitations; he ate lunch with the faculty
and observed their conversations; he attended parent
meetings, field trips, school assemblies; he was present for
student medical exams, library periods, speech classes, lunch
recess and change of class; he interviewed administrators,
teachers and parents; and he visited children at home and
participated in some of their leisure and sports activities.
Through the study, Rist found that teachers gave deferential
treatment to students expected to do well and this deference
followed the children from grade to grade. In essence, the
school created a caste system based on achievement or
expectations of achievement (p. 91). These elementary school
children learned that, like society, the middle class
controlled the poor and the poor, in turn, adapted to the
control.

In the same vein, Ogbu (1974) undertook an extensive
field study of minority children in which he argued that
minorities failed in school because they were both reacting
to and adapting to the limited opportunities "to benefit from
their education" (p. 12). 1In other words, parents and

students felt their job opportunities were not commensurate
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with their education, so there was no need to perform well in
school. The study examined more than elementary school
practices, but only that portion is presented here. The
field research techniques included 1) visitations at
churches, group meetings and activities, and homes in order
to build rapport;, 2) detailed surveys about parental
educational achievement; 3) intensive taped interviews of
entire families and less detailed student and other adult
interviews; 4) meeting attendance and review of pertinent
documents. In each elementary, junior and senior high
school, Ogbu interviewed and observed students; examined
records, reports, school board minutes, bulletins and memos;
and attended meetings. The researcher learned that this
minority group failed in school because "they are not serious
about their schoolwork, and therefore make no serious effort
to try to succeed in school" since they "see a lack of
opportunities for them to get good jobs with good wages when
they finish school" (p. 97). Ogbu believed that the schools
fostered this attitude when he identified a communication gap
between the non-minority teachers and the school community:
each group stereotyped the other and the educators neither
understood the minority culture nor believed in the students'
educational abilities. Finally, Ogbu discovered that the
schools' guidance and counselling techniques provided
inadequate and improper educational counselling which

reinforced and severely limited the students' "long-range
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educational and occupational goals" (p. 191).

A field study of a rural elementary school (Johnson,
1985) described the social and cultural life of pre-school
through sixth grade students. The researcher argued that the
classroom is the place where children become members of a
society which conditions them socially and culturally for
their places in the larger society. Because children must
adapt to a classroom way of life, Johnson referred to this
adaptation as conditioning. Ry describing the entire culture
of the school, from physical arrangements to personal
interactions, the author showed how the elements of
conditioning were always present and exerting pressure on the
students to behave accordingly. He employed two methods of
field research: minimal participation and observation. He
observed each classroom for at least three days, described
classroom events and activities, and kept frequency
distributions on them. Johnson found that the school taught
children to live in larger society through the following
processes: First, students participated in a stratified
society with specific initiation practices and rites of
passage. Second, this stratified society valued, at
different times, compliance, nurturance, competition,
cooperation, independence and interdependence; the students
either followed the norms or rejected them. Finally, even
though schools have the power to condition children to many

levels and kinds of cultures, this school immersed its
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students in a national, rather than local, culture. Johnson
concluded that the school reflected the larger society's
values and beliefs and trained its students to function
within them.

Peshkin (1986) conducted a field study of a
fundamentalist elementary Christian school and examined the
relationship between religious belief and educational
practices in fundamentalist schools. To do so, he and two
assistants became participant onservers. For nine months,
all three researchers observed the community, conducted
written and taped interviews, attended meetings and
activities, and administered questionnaires to students,
teachers and parents. During the week, Peshkin lived with a
charter-member family. As a result of the research, Peshkin
learned that the school noticeably displayed, conveyed, and
demanded expression of fundamentalist doctrine. Since this
doctrine permeated everything, the researcher concluded that
school personnel taught students to be intolerant of anyone
with views opposite to theirs. Peshkin also felt that the
school was a total institution characterized by separation,
control and totality of life. Finally, he concluded that the
students received a moral education, but he questioned
whether or not they shared and appreciated other people's
diversity, cultures and belief systems.

Smith's doctoral research (1985) on site-based

management was presented as a case study and was described
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above. However, she used field research methods in one
Boston elementary school to collect her data about the
school's implementation of site-based management. The
research methods included interviews, observations and
participant observations, questionnaires, surveys, document
analysis and informal discussions. The study was conducted
from June 1982 to June 1983 with the researcher visiting the
school one to four times each week. While Smith observed a
number of the school's aspects, che concentrated on "how
site-based management implementation . . . influenced the
interactions among staff, community, and principal and among
principal, central office employees, and policy makers"

(p. 7). As mentioned above, Smith concluded that site-based
management is an organizational technique useful for those

educators who believe in its concepts.

Summary of Descriptive Studies of Elementary School
Practices

A review of eight descriptive studies of elementary
school practices has been presented. The aim of this section
was to present the field research methods used by the
researchers rather than to present detailed descriptions of
their studies' arguments and results. Since descriptive
field studies attempt to collect all the necessary details to
provide a complete picture of a particular group, activity or
situation, the researchers used a variety of data-collecting

methods including formal and informal interviews, document
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and test data review, questionnaires, journal-keeping, and
collecting select quantitative data. They collected data as
observers and/or participant observers in classrooms and
faculty lounges, at meetings and formal and informal
activities, and at homes and recreational events. Several
researchers participated by becoming teachers in the schools
and/or members of the local community. To varying degrees,
the researchers immersed themselves in the schools'
communities in an attempt to capture the true picture of what

occurred there.

h r mmar

The purpose of this study was to define site-based
management as it operates or fails to operate in two Catholic
elementary schools and as it exhibits the combination of
humanistic organization theory and decentralization. Three
bodies of literature pertaining to this research have been
presented: 1) literature and studies about site-based
management, 2) studies of humanistic organization theory, and
3) descriptive studies of elementary school practices.

In site-based management, the school is the primary unit
of decision-making. Elements of site-based management
include each school's authority to make budgetary, curricular
and personnel decisions; shared decision-making; school-site
councils; processes for procuring waivers from district or

state regulations; and preparation of an annual report. The
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research on site-based management identified several trends.
First, shared decision-making often did not occur because
decision-making personnel did not relinquish their decision-
making authority. Second, school site councils functioned
more as advisory groups than as decision-making groups. Lack
of training in participative decision-making was a problem.
Third, unclear definitions and sketchy implementation plans
created problems in the change from centralized to
decentralized organizations. Fourth, most site-based managed
schools did not make budgetary, curricular and personnel
decisions. Fifth, the implementation of site-based
management depended on the principal's role as advocate or
adversary of decentralization.

Humanistic organization theory views the employee as an
innovative, responsible and valuable contributor to the
organization. Studies of the relationship of job
satisfaction and performance indicated that better
performance leads to increased job satisfaction. Research
indicated that participative decision-making positively
affected both productivity and satisfaction. In educational
organizations, the results were not as conclusive since there
were studies supporting the positive relationship of teacher
participation and job satisfaction as well as studies which
questioned it. The latter studies raised issues about the
degree of teacher involvement and the kinds of decisions they

make. Studies of teacher participation and improved
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productivity indicated that select participation, rather than
total participation, may result in improved teaching and/or
student achievement.

A review of descriptive studies of elementary school
practices indicated that researchers used a variety of data-
collecting methods to provide a complete picture of the
groups studied. The methods included formal and informal
interviews, document and test data review, questionnaires,
journal-keeping, and collecting select quantitative data.
Researchers collected data as observers and/or participant
observers in classrooms and faculty lounges, at meetings and
formal and informal activities, and at homes and recreational
events. Several researchers participated by becoming
teachers in the schools and/or members of the local
community.

In general, school-based management researchers
describe, analyze and evaluate components of site-based
management. And Smith (1985) examined one elementary
school's implementation of site-based management and compared
actual practice to site-based management theory. However, no
researcher defines site-based management as it is
operationalized in schools. That is the primary purpose of
this study.

Humanistic organization theory encourages employee
involvement in decision-making. The literature indicates

that there is a relationship between participation, job
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satisfaction and productivity, though this is not as
conclusive in studies of teachers. Because site-based
management is a governance structure which encourages
decentralized decision-making, the second purpose of this
study is to examine how the operationalization of site-based
management exhibits the combination of humanistic
organization theory and decentralization.

The research indicates that descriptive field studies of
schools provide a description of events. Therefore, this is
a descriptive study of two Catholic elementary schools. Its
purpose is to define site-based management as it operates or
fails to operate in these schools and as it exhibits the
combination of humanistic organization theory and

decentralization.



CHAPTER III

METHODOLOGY

The purpose of this study was to describe and explain
two actual cases of site-based management. The purpose was
also to explain how these cases exhibited the combination of
humanistic organization theory and decentralization theory
using select indicators from these theories. To do so, a

descriptive field study was undertaken.

Theoreti mework

Descriptive field studies attempt to collect all the
necessary details to provide a complete picture of a
particular group, activity, or situation (Goetz and LeCompte,
1984; Jones, 1985; True, 1989). The researchers' roles are
as participants which enable them to understand the
phenomenon under investigation (Firestone, 1987) by engaging
in the group, activity or situation. One method of
participation is that of complete observer in which
researchers do not interact with "informants" but observe
them in their setting (Gold, 1957). As complete observers,
researchers are detached from the activity and record and

analyze what is observed. They observe the situation and
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remain emotionally uninvolved in it (Borg and Gall, 1989).
However, Goetz and LeCompte (1984) observed that this
"dispassionate observer . . . acquires some role and status

and becomes, to some extent, a participant, [which]
need not be a liability" as long as the "consequences of
being a participant" are noted (p. 143).

While observing, researchers may raise questions which
require clarification by the respondents (Gold, 1957); they
may then schedule unstructured interviews which allow
adaptability by both researcher and respondent (True, 1989).
Another data source in field research is the semi-structured
interview comprised of questions which guide researchers
while still allowing them to probe (True, 1989). The semi-
structured interview is objective, but enables researchers to
explore the respondents' opinions and behaviors (Borg and
Gall, 1989; Jones, 1985).

In order to present an accurate description, field
researchers may also collect quantitative data through
closed-ended gquestionnaires and document analysis. Closed-
ended questionnaires require specific answers and are easily
tabulated and analyzed (Borg and Gall, 1989). Document
analysis enables researchers to examine written materials in
an objective and systematic manner and to substantiate data
gathered from observations and interviews (Borg and Gall,
1989, Goetz and LeCompte, 1984).

By using both gualitative and quantitative data, field
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researchers combine "methodologies in the study of the same
phenomenon” (Denzin, 1978, p. 291). Through this process of
triangulation, researchers have more confidence in the
results and uncover the deviance in the phenomenon (Goetz and
LeCompte, 1984; Jick, 1984). Jick indicates that replication
is a major drawback of triangulation.

Sample size is important in field research and quite
often the sample is limited to one or two sources (Mintzberg,
1984). However, Glaser and Strauss (1967) indicate "that if
the relationship holds for one group under certain
conditions, it will probably hold for other groups under the

same conditions" (p. 106). Mintzberg (1984) concurs,

In our work we have always found that simpler, more
direct methodologies have yielded more useful results.

What is wrong with samples of one? Why should
researchers have to apologize for them? Should Piaget
apologize for studying his own children, a physicist for
splitting only one atom? (P. 315)

In the Review of Literature (Chapter II), eight field
studies were described in some detail. The researchers
employed various combinations of qualitative and quantitative
research techniques to procure data. The researchers tried
to present a true picture of each situation. Table 1
summarizes the field methods of six researchers and, with one
exception, depicts the process of triangulation. These
researchers were selected because, like the author of this
study, they were complete observers, not participant

observers.
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Field Methods of Six Select Researchers

Acting as Complete Observers

Researcher

Study

Sample Size

Methods Used

Moore (1967)

Rist (1973)

Ogbu (1977)

Johnson (1985)

Smith (1985)

Peshkin (1986)

Urban Classrooms

Three elementary schools

Societal Inequality
One elementary school

Minority Failures
One elementary, one
junior high, one
senior high school

Rural Schools
One elementary school

School-based Management
One elementary school

Fundamentalist Schools
One elementary school

Teams of observers

Observer

Participant
Oobserver

Interviews

Observer
Interviews
Surveys

Document analysis

Observer

Participant
observer

Observer

Participant
observer

Interviews
Surveys
Document analysis

Observer

Participant
observer

Interviews
Questionnaires
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xplor r ion
The intent of this study was to describe two actual
cases of site-based management using select indicators from
humanistic organization theory and decentralization theory.
The indicators were flexibility in decision-making,
productivity, accountability, decision-making and
performance, responsible self-direction and control, and
satisfaction. The research was guided by the following
questions:
1. How is site-based management operationalized in
these two schools?
2. What are the variations of decentralization relative
to:
a. Flexibility in decision-making
b. Accountability
c. Productivity
3. What are the variations of humanistic organization
theory relative to:
a. Decisions and performance
b. Staff self-direction and control
c. Satisfaction
4. What trends exist on the following school outcomes:
a. Student achievement
b. Teacher effort/commitment
c. Satisfaction: Parent, student

d. Attendance: Teacher, student
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e. Stability: Teacher, student

f. Parent participation

Method of Data Collection

The study is a descriptive field study. A research
sample was secured from January through June 1990. Field
work occurred from October 1990 through January 1991 with the
researcher spending a period of two months in each school
(Appendix A).

The primary methods of data collection were
semistructured and unstructured interviews. Secondly, the
researcher was a complete observer at all faculty,
department, student, school board and parent committee
meetings. Thirdly, data was collected through closed-ended

questionnaires and by document analysis.

Sample
The study sought to explicate site-based management as
it operates and as it affords hope for educational
improvement. A review of the literature indicated that site-
based management operates differently at each school or
within each district (Marburger, 1985). However, there are
seven key elements of site-based management (David, 1989).

These elements are:

1) Various degrees of site-based budgeting affording
alternative uses of resources

2) A team operation affording groups to expand the
basis of decision-making

3) School-site advisory committees with key roles for
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parents

4) Increased authority by school participants for
selecting personnel who are assigned

5) Ability to modify the school's curriculum to better
serve their students

6) Clear processes for seeking waivers from local or
state regulations that restrict the flexibility of
local staffs

7) An expectation for an annual report on progress and
school improvement. (p. 46)

Not only did a number of Catholic schools have the
elements of site-based management, but the schools also
operated within a school system. Therefore, it was decided
to use exclusively Catholic schools, not only because they
were all site-based managed, but they offered several
variations on the theme. The intent of this research was to
examine and evaluate the effectiveness of these variations.

The first step in securing a sample occurred in January
1990. The researcher met with an associate superintendent
for a large metropolitan Catholic school district in order to
identify Catholic elementary schools utilizing the elements
of site-based management. Nine schools were identified and
three were subsequently eliminated because critical criteria
were no longer being met.

The second step took place between January and June
1990. An introductory letter (Appendix B) was sent to the
six remaining schools requesting a meeting to ensure that the
schools met the qualifications of site-based management and
to establish their willingness to participate. One school

withdrew prior to the meeting. Another school was

eliminated because it did not have a school-site advisory
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committee, an element deemed essential to the true meaning of
site-based management. Four schools remained and the
researcher met with each principal during May and June. All
four schools qualified and two were selected with what
appeared to be enough variation to be examples of the case.
Glaser and Strauss (1967) indicate "that if the relationship
holds for one group under certain conditions, it will
probably hold for other groups under the same conditions"

(p. 106). Therefore, we may argue that the sample size was
sufficient.

Two elementary schools from one Catholic school system
were studied. Kwanzaa School was an urban school offering
enrollment in kindergarten through grade eight; it had two
special education classrooms. Ninety-seven percent of its
580 students were black. The majority of students were
neither Catholic nor parish members. Their parents chose to
send them to Kwanzaa rather than to their neighborhood public
schools. Kwanzaa had two co-principals, both of whom have
served in that position for eighteen years. There were
twenty-five full-time teachers, two part-time teachers and a
full-time guidance counsellor. The local school board was a
policy-making board. The Fathers' Club (athletics) and the
Mothers' Club (service and fundraising) were additional
parent boards with varying degrees of decision-making power.
The principals sent monthly newsletters to the parents and

parents received written reports of annual standardized
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testing. Parent-teacher conferences were held twice each
year. The principals hired the teachers after the
prospective candidates had been approved by the diocesan
central office. Curriculum was determined by Kwanzaa faculty
and administration.

Rainbow School was a suburban elementary school offering
enrollment from pre-school through grade eight. There were
454 students, eighty-three percent of whom were white.
Seventy percent of the students belonged to the school's
affiliated parish; the other thirty percent did not belong to
the parish which did not necessarily mean that they were not
Catholic. The principal had been at the school for twelve
years. She had an assistant principal who was also a full-
time teacher. The principal, the assistant principal and the
full-time guidance counsellor operated as an administrative
team. There were eighteen full-time and five part-time
teachers. The local school board was a policy-making board.
The P.T.A. and the Sports Board were other parent boards with
varying degrees of decision-making powers. The principal
sent newsletters to the parents monthly and parents received
written standardized test score results. Parent-teacher
conferences were held twice each year. The principal hired
the teachers after they had been approved at the diocesan
central school office. Curriculum was determined by Rainbow

faculty and administration.
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Pr ur for Implemen ion
The study is a descriptive field study which occurred
from October 1990 through January 1991. The methods of data
collection included semistructured and unstructured
interviews, observations at meetings, closed-ended

questionnaires, and document analysis.

Entry

The researcher spent two months at each school. Prior
to the first research day, a letter (Appendix C) was sent to
faculties and staffs describing the study's purpose and the
procedures for data collection. Kwanzaa principals
introduced the researcher to faculty and staff at lunch on
the first day, the Rainbow principal did so at a faculty
meeting two weeks prior to the researcher's starting date.

In their newsletters, the principals informed parents and
students of the researcher's presence and purpose (Appen-

dix D). Each day, she arrived at school thirty minutes
before the students and remained a minimum of fifteen minutes
after they left. She also attended faculty and/or committee
meetings held before or after these times.

To obtain a true picture, participant observer studies
require free access to all pertinent school happenings (Borg
and Gall, 1989). At both schools, the researcher was free to
move about as she pleased. However, since the study did not
examine classroom operations, classroom visitations were

limited, at the researcher's request, to those teachers
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inviting her. Lunch was eaten with the faculty, but, in
order to maintain objectivity, no comments were offered about
the principals' administrative abilities and/or decisions.
Since the researcher had been a principal, no comments or
suggestions were given for handling certain situations. As a
complete observer, rather than a participant observer, the
researcher maintained objectivity (Borg and Gall, 1989) by
not attending faculty social events held after school hours
at homes or restaurants. She attended teachers' birthday
parties and monthly breakfasts held at the schools. Her
relationships with administrators, faculties and staffs were
good, even to the point of receiving gifts on her last day.
Of eighty-five people, only two refused to be interviewed.
The researcher attended all faculty, department,
student, school board and parent committee meetings as well
as any special meetings called by the principals. Prior to
attending parent committee meetings, each chairperson was
contacted and the study and procedures for data collection
were described. At the committee meetings, the chairperson
introduced the researcher who then personally described the

study and its procedures.

Interviews
The primary methods of data collection were
semistructured and unstructured interviews. The

semistructured interview 1s consistent, but allows the
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researcher to explore the respondents' opinions (Borg and
Gall, 1989; Jones, 1985). An interview guide (Appendix E)
was prepared in order to acquire an understanding of the
operationalization of site-based management and to provide
the same interview experience for all participants (Borg and
Gall, 1989; Stewart and Cash, 1982). The interview guide was
comprised of questions which were open-ended and based on the
study's exploratory questions as specifically informed by the
works of Brooke (1984), Rrown (1990), Clune and white (1988),
David (1989), and Miles (1965).

This study describes site-based management as it
operates or fails to operate in two schools. Therefore,
interviewees were those people who had first-hand knowledge
of budgetary, curricular and personnel decision-making.

These "key informants" (Goetz and LeCompte, 1984) were all
administrators, faculty, staff members, and parent committee
officers. The school personnel were asked to make
appointments for individual interviews. If appointments were
not made, the researcher reminded people to do so. However,
participation was voluntary. Of eighty-five people, only two
refused to be interviewed. Group interviews were conducted
with parent committee and school board officers.

According to Spradley (1979), there are three elements
in an ethnographic interview: 1) the purpose, in which the
researcher states specifically what the interview is about;

2) the explanations, in which the researcher describes the
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research project and procedures; and 3) the questions,
through which the researcher gathers information. 1In this
study, the researcher began all interviews with the same
introduction (Appendix E) which included a brief definition
of site-based management, its existence in Catholic schools,
a request to tape record the interview, and the assurance
that interviews were confidential. Eighty-three interviews
were tape-recorded and then transcribed by the researcher
into three hundred ninety-two (392) typed pages. The average
interview took thirty to forty-five minutes. Most
interviewees were relaxed, but apologized if they did not
know how to respond. For the most part, they could not
answer certain questions if they were new to the school or
uninvolved in the decision-making. They were informed that
there were no correct answers. However, after five
interviews, the interview guide was adjusted. One question
(How are decisions made about budget development?) was

eliminated because respondents felt that was addressed in the

first series of questions. And another question was added
since it was a recurring theme: How are decisions made about
salary?

Unstructured interviews occurred as needed. Often,
after observing meetings or examining documents, questions
arose. The researcher clarified these issues with the
appropriate personnel. Since a daily journal was kept, the

answers were recorded there.
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Observations

In preparation for this study and to learn the
techniques of participant observation, a field research
methods course was taken in spring 1989. Observational
techniques and reporting procedures were learned and
practiced in a field study of emotionally and physically
impaired children and adults. Critiques of three
professional field studies were also required.

As complete observer, the researcher is detached from
the group and emotionally uninvolved in it (Borg and Gall,
1989; Gold, 1957). For this study, the researcher was a
complete observer at all faculty, department, student, school
board, and parent committee meetings which were usually held
before or after school or in the evenings. The purpose was
to determine the operationalization of site-based management
within each school. To this end and using the interview
questions as a guide, notes were taken during the meetings.
Quite often, meeting participants invited the researcher to
sit at the table with them, but their offers were declined in
order to maintain objectivity. Generally, she sat six to ten
feet away at the side and tried not to make eye contact with
the participants. Table 2 indicates meeting attendance. In
four months, the researcher observed fifty-two meetings.
Kwanzaa's school board never met in two months and, even
though the researcher called the president and the principals

several times after she finished there, she was not invited
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Table 2

Meetings Observed During Field Study

Meeting Type Number
Faculty Meetings 6
Curriculum Meetings 7
Special Topics 15
Student Council; Schools Without Drugs 10

(Student Meetings)

Rainbow School Board Meetings 2
Rainbow School Board Sub-Committee Meetings 3
Parent Committee Meetings 9

Total 52
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to the budget approval meeting.

In addition to meeting observations, a daily journal was
kept in which the researcher recorded unplanned
conversations, observations pertinent to the study, and
answers for clarification. Each evening, journal notes were

typed.

Questionnaires

Data to determine levels of parent, teacher and student
satisfaction, commitment and/or participation were collected
by closed-ended questionnaires which required specific
information (Borg and Gall, 1989). The questionnaires were
informed by the works of Bacharach et al. (1990), DeRoche
(1981), Frymier et al. (1984), and Mangieri (1984). Because
the questionnaires were based on these works, no pretesting
was done.

The purposes of the parent questionnaires (Appendix F)
were to determine satisfaction, commitment and participation.
The introduction included a brief description of site-based
management and directions for completing the questionnaire.
Participation was voluntary and anonymity was assured. Each
family received a questionnaire and, in two-parent families,
both were encouraged to complete it. Questionnaires were
returned to the school offices in envelopes provided by the
researcher and addressed to her.

Since Kwanzaa parents received important school
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information by mail, four hundred sixty-three (463)
questionnaires were mailed; four hundred thirty (430) were
sent by third class mail and thirty-three were sent first
class, as the school office does. A notation in the December
parent newsletter indicated that questionnaires had been sent
and requested their return. Fifteen parents subsequently
asked for new questionnaires which they received. One
hundred fifty-one (151) questionnaires were returned, but
eleven were mismarked and invalid. Therefore, thirty percent
of the families returned valid questionnaires. The total
number of Kwanzaa respondents was one hundred sixty-seven
(167) .

Rainbow students delivered important school information
sent from the school office to their parents. Using this
method, three hundred twenty-one (321) questionnaires were
sent to the parents. One hundred ninety-five (195)
questionnaires were returned, but eight were mismarked and
invalid. Therefore, fifty-eight percent of the families
returned valid questionnaires. The total number of Rainbow
respondents was two hundred fifty (250).

During the teacher interview a four-question survey was
administered to determine satisfaction (Appendix E). The
teachers also submitted written questionnaires (Appendix G)
which determined their commitment. Participation was
voluntary and anonymity was assured. Questionnaires were

returned to the school offices in envelopes provided by the
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researcher and addressed to her. Twenty-three questionnaires
were distributed at Kwanzaa. Twenty were returned, but four
were mismarked and invalid. Seventy percent of the Kwanzaa
teachers returned valid questionnaires. Twenty-six
questionnaires were distributed at Rainbow. Twenty-one were
returned, but three were mismarked and invalid. Sixty-nine
percent of the Rainbow teachers returned valid
questionnaires.

The purpose of the student questionnaire (Appendix H)
was to determine satisfaction. A consent form (Appendix I)
requesting permission to interview students was sent to the
parents and returned to the researcher. Several parents
requested clarification and this was done in person or by
phone. Prior to completing the questionnaires, the students
were informed that this was a survey to see how satisfied or
dissatisfied they were with various school aspects.
Participation was voluntary and anonymity was assured. First
and second grade students individually and orally completed
the questionnaire; the researcher asked the questions and
used happy/unhappy faces to elicit responses. Other students
completed the questionnaires in the hallways outside their
classrooms; the researcher guided their work and the teachers
were not present. Four Kwanzaa questionnaires were mismarked
and invalid. One hundred sixty-one (161) Kwanzaa students,
thirty percent, and two hundred forty (240) Rainbow students,

sixty-two percent, completed valid questionnaires.



80

Document Analysis

The last method of data collection was an analysis of
school documents, including student achievement records,
local and district level policy books, newsletters, budgets,
past meeting minutes, student and teacher attendance records,
student enrollment records, teacher tenure records, and other
documents pertinent to the study. The principals permitted
access to all materials. Generally, documents from July 1987
through January 19921 were examined and the researcher kept
all identities confidential. This research phase provided a
check-and-balance (Borg and Gall, 1989; Goetz and LeCompte,
1984; Jick, 1984) on the information received through the
interviews and the observations.

Using the exploratory and interview questions as a
guide, specific information (Appendix J) was gathered and
recorded about certain school outcomes including student

achievement and teacher and student attendance and tenure.

Both schools began using the National Tests of Basic Skills
in 1988. Therefore, to analyze student achievement, test

scores from spring 1989 and 1990 were studied. To determine
trends in teacher and student attendance, first quarter 1990
attendance records were examined. Student turnover from two
consecutive school years (1989 and 1990) was studied because
that was the only specific data available. Teacher tenure
data was gathered in the interviews.

Policy statements, budget reports, and meeting notes and
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minutes from July 1987 through January 1991 were analyzed
using the interview questions as a guide. The purpose was to
determine budgetary, curricular, and personnel decisions made
by the various organizations. Written notes were made about
the decisions. Quite often, the notes were clarified in the

unstructured interviews.

summary

This is a descriptive field study which occurred from
October 1990 through January 1991. The researcher was
welcomed into both schools and had access to all materials
and school activities. The primary methods of data
collection were semistructured and unstructured interviews of
individuals and groups to determine the operationalization of
site-based management. Another data source was observation
of all faculty, department, student, school board, and parent
committee meetings. Closed-ended questionnaires were
collected from parents, teachers and students to determine
participation, satisfaction and/or commitment. Finally,
school documents were analyzed for specific information about
revenue and expenditures, student achievement, teacher and

student attendance and tenure, and budgetary, curricular and

personnel decision-making.
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Data Analysis

Because a variety of methods was used, there were
several methods for data analysis. Data was collected
primarily through semistructured interviews. Using an
interview guide, eighty-three individual or group interviews
were conducted. All interviews were tape-recorded and then
transcribed by the researcher into three hundred ninety-two
(392) typed pages. There were several steps in the interview
analysis process:

1) The researcher read all the interviews to determine
general themes. Because she personally transcribed
each interview this was the second reading.

2) Since each interview was conducted in the same
manner, respondents' answers were naturally
categorized by question. In a third reading,
question by question, a categorical chart was
developed to cross-reference responses and remarks
pertaining to questions other than the one being
addressed.

3) When presenting data on budgetary, curricular and
personnel decisions, the researcher:

a) reread the answers pertinent to each area

b) categorized them according to (1) the types of
decisions and (2) the indicants of humanistic
organization theory and decentralization

c) examined them for similarities and variations
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d) presented the data

Unstructured interview notes and observational notes
were kept in a journal which the researcher reread and
categorized according to budgetary, curricular and personnel
decision-making. When analyzing minutes of meetings and
other school documents, notes were made according to the
three major decision-making areas. The researcher then had a
way to substantiate the data about budgetary, curricular and
personnel decision-making. Documents from 1 July 1987
through January 1991 were examined.

Document analysis also included a review of student
achievement records (1989 and 1990), current first quarter
student and teacher attendance records, student enrollment
records (1989 and 1990), and teacher tenure records. Using
the exploratory questions, the researcher designed charts and
tables on which to record the information. After analyzing
the charts and tables, trends about certain school outcomes
became evident.

Parent, student, and teacher questionnaires and surveys

were tabulated on frequency tables (Appendices K-N) and then

converted to percentages. However, analyzing parent
commitment questionnaires was problematic. The questionnaire
replicated a questionnaire developed by Frymier et al. (1984)

in which parents indicated their annual participation in
certain school activities. The directions on my

questionnaire were, "Indicate the number of times you



84

participate in each of these activities during the school
year." Some parents used numbers while others used
descriptive words such as, "once a week," "twice a month," or
"each time." In some instances, the phrases were translated
into numbers. For example, there were two parent-teacher
conferences. If a parent responded "each time," the response
was translated to "two." However, for other instances, the
descriptive phrases were used on the tables. Therefore, the
frequency tables use both numbers and words. After examining
the frequency tables, trends about certain school outcomes

became evident.

Reliability and Validity

Borg and Gall (1989) present Louis Smith's criteria to

determine the validity of participant observation studies:

1. Quality of direct on-site observation. Participant
observation reduces the group's ability to mask what
is really happening.

2. Freedom of access. The researcher has broad access
to events and materials in the setting.

3. Intensity of observation. The researcher spends a
great deal of time at the site to acquire a complete
picture.

4. Qualitative and quantitative data. The researcher
collects both types of data.

5. Triangulation and multimethods. The researcher uses
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different kinds of data-collection techniques.

6. Sampling of data. The researcher procures a

representative sampling.

These criteria provide a means to judge the reliability
and validity of this study:

1. Quality of direct on-site observation. The
researcher conducted eighty-three interviews and observed
fifty-two meetings. Interviews were tape-recorded and then
transcribed. Notes were taken at all meetings. It 1is argued

that a true picture of the schools was obtained through these

methods.
2. Freedom of access. The researcher had free access
to all school rooms, events, and documents. It is argued

that the schools were viewed as they normally operated.

3. Intensity of observation. The researcher spent two
months at each school. During these months, she attended
school daily, arrived thirty minutes before the students,
remained a minimum of fifteen minutes afer they left, and
attended all faculty and/or committee meetings held outside
the normal school day. While site-based management is a form
of governance occurring all year, the researcher used
specific interview questions to study site-based managed
budgetary, curricular, and personnel decision-making.
However, observation provided a means to view site-based
management in practice and to substantiate some of the data.

Since this study's focus was primarily on content rather than
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on process, it is argqued that four months' field work
provided valid and credible data.

4., Qualitative and quantitative data. Qualitative data
was obtained through observations and tape-recorded
interviews. Observational notes, journal entries, and
transcribed interviews provided written quantitative data for
analysis. As a result, data was complete and accurate. It
is argqgued that this qualitative and quantitative data enable
objective analysis.

5. Triangulation and multimethods. Data was collected
through semistructured and unstructured interviews,
observations, questionnaires and document analysis. It is
arqgued that this triangulation of methodology enabled the
researcher to examine site-based management from several
vantage points and to corroborate the various data.

6. Sampling of data. With the exception of two
teachers, all faculty, administrators and staff were
interviewed. All parents were asked to complete
questionnaires. Of the total parent population, forty-two
percent returned valid questionnaires. Parental permission
for students to complete questionnaires was given to forty-
two percent of the total student population. A commitment
questionnaire was validly completed by sixty-eight percent of
the total teacher population; one hundred percent of
interviewed faculty participated in the satisfaction survey.

In four months, all faculty, department, student, school
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board, and parent committee meetings were attended. Notes
were made using the exploratory questions as a guide. It is

argued that a representative sampling was procured.

Chapter Summary

The purpose of this study was to define site-based
management as it operates or fails to operate in two Catholic
elementary schools and as it exhibits the combination of
humanistic organization theory and decentralization. To do
so, a descriptive ficid study was undertaxken., The study was
guided by questions which examined the operationalization of
site-based management, the indicators of humanistic
organization theory and decentralization, and trends on
certain school outcomes.

The researcher was welcomed into both schools and had
access to all materials and events. The primary methods of
data collection were semistructured and unstructured
interviews to determine the operationalization of site-based
management . Another data source was observation of all
faculty, department, student, school board, and parent
committee meetings. Questionnaires were collected from
parents, teachers and students to determine participation,
satisfaction, and/or commitment. School documents were
analyzed for information about revenue and expenditures,
student achievement, teacher and student attendance and
tenure, and budgetary, curricular and personnel decision-

making.



l.aed

erview

(e

<




88

Because a variety of methods was used to gather data,
several methods were used for data analysis. These methods
included transcribed, written copies of tape-recorded
interviews, observational notes, Jjournal entries, frequency
tables, and charts developed to facilitate examination of
budgetary, curricular and personnel decision-making. The
reliability and validity of the study is supported by the
members' participation at the school sites, the objectivity
of the tape-recored and transcribed interviews and other
written data, the time spent daily at the school sites, the
freedom of access accorded the researcher, and the data

checks provided by triangulation in methodology.
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CHAPTER 1V

PRESENTATION AND ANALYSIS OF DATA

The purpose of this study was to define site-based
management as it operates or fails to operate in two Catholic
elementary schools and as it exhibits the combination of
humanistic organization theory and decentralization. 1In site
based-management, the local school becomes the center for
educational decision making and decisions about budget,
curriculum and personnel are made by administrators, teachers
and parents.

In this chapter, data is presented in three sections.
First, this study argques that site-based management is a
function of the centrality of the principal, the empowerment
of the teachers, and the local school community's acceptance
and exercise of its autonomy. Second, because theorists link
Site-based management to humanistic organization theory and
decentralization theory, this study examines the variations
in the theories' indicants: flexible decision-making,
accountability, increased productivity, better performance,
more staff self-direction and control, and increased
Satisfaction. Finally, trends on select school outcomes are

Presented. In the presentation pseudonyms are used for all

89
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proper names.

The Setting

This field study took place in two Catholic elementary
schools which are part of a large metropolitan Catholic
school system. The urban school is almost all-black and non-
Catholic, while the suburban school has a majority of white,
Catholic students. Students are admitted to both schools
according to the guidelines of federal law, but the schools
reserve the right to establish admission policies based on
student needs. As a result, the schools have an homogenous
population which eliminates the need for specialized
personnel, policies and procedures.

The principals of both schools are responsible for their
budgets. They establish them, monitor them, and solicit the
funds for them. Since the schools operate under straitened
circumstances, one of the principals' major responsibilities
is procuring adequate funds to balance the budget. As a
result, the school year revolves around a series of
fundraising events, deadlines for grant applications, and
tuition payments. The principals direct and monitor the
fundraisers, prepare the grant applications, and solicit--
either directly or indirectly--the parents' payment of
tuition. Likewise, the principals are accountable for any
deficit spending which occurs. The principals' primary

financial goal is to operate with a balanced budget.
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The curriculum in both schools is determined at the
local school level and is basic: no languages are taught nor
are there programs for the gifted. Several programs for
students who need remediation are offered through the local
public school districts. The Catholic central school office
provides some guidelines about length and freqguency of
classes to insure that state curriculum requirements are
fulfilled. Textbook selection is determined by each school's
faculty and administration. If schocls in this Catholic
system have the same textbook for a certain subject, that
happens by chance and not because it was dictated by the
central office.

Regarding personnel, the central office provides some
administrative direction through a policy handbook.
Principals and teachers in the system do not function under
the same work rules. Since no teacher union exists, there is
no obligation to insure teacher tenure, seniority, due
process or unified salary scale. Teachers are accountable
solely to the principals for fulfilling their professional
responsibilities and obligations; the principals conduct
annual faculty evaluations, monitor teachers' attendance, and
encourage professional growth and development.

Both schools have school boards whose purpose 1is

to represent its constituency and advise the school
administration regarding decisions that will assure
the provision of quality Catholic schooling for all
those children whose parents or guardians desire it.
(School Policies and Rules Manual, 1988)

The school board participates in the following activities:
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1. Developing policies that are compatible with the
school's philosophy and that will enable the
school to reach its goal;

2. Recommending the annual budget and determining
the sources of funding for it;

3. Reviewing administrative application of policy
and budget;

4. Selecting the principal;

5. Membering and developing the committee/board
itself, and

6. Evaluating the effects of its own actions on
achieving the school's goals
(School Policies and Rules Manual, 1988)

The school board is one entity in the parish governance
structure. Tre parish organizational chart 1s given in
Table 3. Rainbow parish adheres to the organizational
structure, but Kwanzaa parish does not. Rainbow's school

board is more active than Kwanzaa's.

Table 3

Parish Organizational Chart

Parish C0unciL]
1
1 | [ ]

Worship Christian Service Education Administration
Commission Commission Commission Commission

5 Committees:

Youth Ministry

FAdult Education
bJustice and Peace
Catholic School Board
*‘Religious Education

Source: Policies and Rules for the Catholic Schools of the

Archdiocese of Detroit prepared by the Catholic Schools

Division of the Department of Education, 1988.
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The Operationalization of Site-based Management

The argument in this study is that site-based management
is a function of the centrality of the principal, the
empowerment of the teachers, and the local school community's
acceptance and exercise of its autonomy. Site-based
management is possible when the local school operates as an
autonomous unit. That is, the control of the school resides
at the local level rather than at the district level. Local
school personnel, including administrators, teachers and
parents, are committed to a common mission designed for their
own students. The absence of bureaucracy enables the
participants to quickly diagnose and remedy problems peculiar
to their schools.

As argued, the school site becomes the principal's
"personal field" in which he or she manages the decision-
making processes by determining the subject matter of the
decisions, the participants in the decisions, and their
degree of participation in decision-making. The principal
accepts primary responsibility and assumes the central role
which in less site-based managed schools is most commonly
held by the district superintendent and staff. The absence
of bureaucratic prescriptions enables the principal to
maintain centrality and to develop a reciprocal relationship
with the faculty and staff.

As the argument continues, site-based management 1is

possible when the teachers are empowered to participate in
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decisions related to budget, curriculum and personnel. They
have "opportunities for autonomy, responsibility, choice and
authority" (Lightfoot, 1986, p. 9) in decisions about
programs and policies affecting the needs of their students
and themselves. Empowered teachers share their professional
expertise and their creativity. They participate in
decision-making and develop reciprocal relationships with

administrators and students.

The Budget

Personnel in schools governed according to the site-
based management model traditionally make decisions about
budget, curriculum and personnel. Since these three decision
areas are diverse, they will be considered individually. For
each topic, there will be a delineation of the argument that
site-based management is a function of the centrality of the
principal, the empowerment of the teachers and the local
school's acceptance and exercise of its autonomy. The aim is
to describe the behaviors associated with principal
centrality, teacher empowerment and school autonomy and to
illustrate how the functions relate to each other. Site-

based budgetary decisions are explored first.

he Pri
The argument is that site-based management is a function
of the centrality of the principal which gives him or her the

freedom to work in a decentralized fashion, uninhibited by
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bureaucratic regulations. It is the principal, not the
superintendent, who holds the central position in terms of
budgetary decision-making. The principal determines 1) the
subject matter of budgetary decisions, 2) the participants in
those decisions, and 3) the degree of participation. The
principal implements the decisions.

The principal first identifies the subject matter of
decisions and then determines participants and degree of
participation according to the kinds of decisions that need
to be made. At urban Kwanzaa Catholic School and suburban
Rainbow Catholic School, budgetary decisions centered on
three areas: 1) school budget preparation and monitoring,

2) parent clubs' budget preparation and monitoring, and
3) purchasing. In each area, the principals selected the
participants and decided the degree to which the participants

and they themselves were involved in the decisions.

School Budget Preparation and Monitoring

Creating and maintaining balanced budgets are among the
top priorities for the principals at Kwanzaa and Rainbow
schools. The principals have been preparing and monitoring
the annual budgets for the last twelve to nineteen years.
Parents and/or staff members or parishioners participated in
creating the budget, determining the sources of income and
monitoring the budget. However, the degree of participation
varied between the two schools.

Kwanzaa is administered by two co-principals; Sister
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Rita has the budgetary responsibilities. She makes most of
the decisions in the budgetary process, but she receives

input from her bookkeepers and department coordinators:

I set up the first draft and then I take it to the
business office. [The two bookkeepers] and myself
basically and Sister Janet ([the co-principal]

we go over it: 1like any place I have problems of

where are we goling to get the money? Where do we need
help? Then we go through that whole thing and we pretty
much come up with a budget. As far as instructional
expense, we have coordinators here and they prepare the
budget with the teachers--like books needed, new series

they want to put in. . . . The coordinators then
complete a budget and hand it in. (One of them] helps
me put it into a complete form for what 1is 1t going to
cost us?

One major expenditure item considered annually 1is the
raise in teachers' salaries. The Kwanzaa principals believed
that they "needed to be as just with the teachers" as they
could. Since the central school office determines a salary
scale based on education and years of experience, the
principals decided to "aim for the archdiocesan salary." No
one else participated in that decision nor challenged it.

Once Kwanzaa's budget is prepared, it is presented to
the local school board and then to the parish council where
Sister Rita says, "It's questioned, naturally, but . . . very
quickly approved because they know a lot has been done with
the bookkeepers and myself." The school board president
indicated that for years the board has "rubber stamped" the
proposed budget and rarely questioned it.

Budget preparation at both schools illustrates
incrementalism (Wildavsky, 1986). Incremental budget

preparation is a conservative process which focuses on a
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long-established base, those accepted budget items which are
not intensely scrutinized from year to year. Because the
budget process involves increasing and decreasing funds for
budget items which are not part of the base, it is a
political process. Since everyone conforms to the rules
about the base and the funds for distribution and deduction,
incrementalism indicates a stable and self-satisfied
organization which adjusts to given conditions.

Sister Barbara, kainbow's principal, described her

budget preparation:

I prepare the budget with my secretary/bookkeeper and
present it to the school board finance committee which
then works on how we're going to generate those funds
that we need. And then the school board has the final
say-so at the school level and then it goes to the
education commission which is another level and then
the parish council finalizes it. . . . All along the
way, [each committee] has the right to revise it. The
salaries are always dictated to us by the parish
administration commission, but [in preparing the
remainder of the budget] we use the budget of the

year before because we are really kind of a barebones
operation and we know how much we spent . . . the year
before. And so we raise it a certain percentage.

For the 1990-91 school year, the school board wanted a
five percent increase for the faculty rather than the parish-
mandated four percent increase. The board members figured a
way to fund the extra percentage increase and that plan was
approved by the parish council. So there is room for
negotiation. School board officers reported that Sister
Barbara makes most of the decisions, but they give their
input and she listens to them.

In two months at Rainbow, there were two finance
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committee meetings, one of which was the first meeting for
formulating the 1991-92 budget. Raising teachers' salaries
was again an issue and Sister Barbara wanted the salaries to
be closer to the diocesan scale than they were. To do so,
according to the committee members, tulition needed to be
raised. Sister Barbara had several suggestions for improving
the salaries without raising the tuition because she feared
that "we'll lose people like crazy." Deliberations at the
meeting were stalemated and Sister Barbara asked for time to
present more accurate figures, though she indicated that she
was skeptical that she could increase the teachers' salaries
and hold the tuition and subsidy at its present rate.

As described, budget formulation is straightforward and
the principals bear the major responsibility for beginning
the process and seeing it to completion. In determining
annual expenditures, the principals received input from
various sources including faculty, support staff, parents and
non-parents; central office personnel provided direction
about increases in benefits and utilities costs. Decisions
about generating income involved the same people, with the
exception of the central office personnel. Finding sources
of income is one of the major responsibilities of the
principals.

To finance Kwanzaa's $1.1 million budget, the co-
principals and the women from the business office determined

that their main sources of income were tuition, fundraisers,
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a grant from the Catholic diocese, and the latchkey program.
Sister Rita described what is involved in generating income

at Kwanzaa:

This year we didn't want to raise it [tuition] too much.
We were able to do that. Our fundraisers--our two candy
sales--are very important to us as far as that's
concerned. This year, [the Catholic Services Appeal
donation was] cut back by five thousand dollars.

Another thing we use in fundraising which has been good
up to this year is our before- and after-school care.

Now it's not supposed to be set up as a moneymaker, but
on the other hand, the money that we take in does help

us financially. . . . We have pictures and uniforms.
I pick up evervthing that T carn. tationery. Every
bit adds up. Tnrose are little things. The biggest
thing is tuition. . . . We've been very lucky because

we've been unhampered by either the school board or the
finance committee [ronexistent] or the parish council
or the pastor. . . . They haven't interfered at all.

When the school board president was asked about the

board's input regarding tuition increases, she responded:
P g9 g P

There again it's kind of a rubber stamp. [The
principals say], 'We need to raise the tuition.'

We generally say, 'No you can't raise tuition.'

They say, 'Ch but we have to raise tuition and here is
why. We have to raise this money in order to give our

teachers a two percent raise.'

And then we all go, 'Oh my God, a two percent raise!'
And we're ashamed that they're getting a two percent
raise and we go, 'Okay, raise the tuition; go ahead;
do it.' But there again, I think because we have been
fortunate enough to have the same principals here for
this vast number of years, they [the principals] know
how far they can go.

As a result, the co-principals, in consultation with the
business office staff, decided that each child will pay $1730
for the yearly tuition and fees. This figure is eighty-seven
percent of what it costs to educate one child; the other
thirteen percent is generated through fundraising and grants.
Kwanzaa parents had no input regarding the establishment of

the tuition fee.
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Once Rainbow's principal determines expenditures, the

$900, 000 budget goes to the school board's finance committee.
This committee of five parents and the principal establishes

tuition rates, determines the amount of subsidy to be

requested from the parish, and establishes a level of

fundraising. Two finance committee members recounted that

they had to raise tuition for 1990-91, but the principal was

against it. They raised the tuition to $1046 for Catholic

children belonging to the parish. This represented fifty-

eight percent of the cost to educate one child at Rainbow.

Non-Catholic children pay $1675, or ninety-two percent of the

actual cost. The remainder of the income comes from

fundraisers and a $202,000 subsidy from the church.
Procuring that subsidy included deliberate political activity

during the budget-setting process. One finance committee

mMember stated:

This year our subsidy was much higher than what we
thought. We decided that we're going to submit an
unreasonable number knowing that it's not going to be
accepted. The first one wasn't--it was definitely
unreasonable. But we did get more than what we thought.
That was the reason that we did that so that they
[administration commission] would come back to us and
say, 'Oh no. See what you can do.' And we still

received more.

There is a significant variation in the monitoring of

the budget at the two schools. At Kwanzaa, school board
Members indicated that they didn't "have the faintest idea"
how the budget was reviewed and controlled. The principals,

t . . . . .
he business office staff and the priests indicated that
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financial monitoring was the duty of the principals and the

business office:

Actually, I would say there is very little review. We
know what we have to spend. [The bookkeeper] gives us
an update, at lcast quarterly. And if I [the princi-
pal] want it more than that, . . . she'll give me an
in-between one. . . . Pretty nmuch that's dore by the
administration and the business office and [the book-
keeper].

They give quarterly reports to Sister. It's a close-
knit thing because we talk in here [the business
office]. And say that something that would throw the
budget out of whack came across the desk, then we all
talk and say, 'Now how did this happen? We're going to
have to change this because of it.' . . . It doesn't
get away from us because of the constant monitoring of
it in here.

At Rainbow the schocl board members actively

participated in a monthly monitoring of the budget:

Sister Barbara presents the budget monthly for review.
We watch our figures very closely where we have prob-
lems in the school. The biggest budgetary review 1is
the 'six-month.' No doubt about that. We have that
coming up in January.

Every month we receive printouts from the parish of
where we stand financially. . . . I [the principal]
monitor it and then the finance committee of the school
board monitors it. Every month, they get copies of
those printouts. When there is a need for some kind

of looking at the budget because there is a deficit,
we, with the committee of that particular area [study
it]. And then we do submit to the parish a six-month
report at the end of December so they know where we
stand and a projection for finishing the fiscal year.

At the January finance committee meeting, the principal
presented the six-month report and the deficit for the year
dppeared to be less than one thousand dollars. Sister
Barbara went through the budget line-by-line and answered all
questions posed by committee members. The principal also

Presented the six-month report at the school board and
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Education Commission meetings. While the presentations were
not as specific as that presented to the finance committee,
the committee members analyzed the budget by questioning the

principal about it.

Summary, In school budget preparation and monitoring,
fewer parents and non-parents are involved at Kwanzaa
Catholic than at Rainbow Catholic. This may be due to the
fact that Rainbow adheres to the parish governance model
which involves a larger group of people. Kwanzaa parish has
the same structure, but does not function under it as Rainbow
does. As a resu.t, the Kwanzaa principals, in consultation
with the business office staff, accepted sole responsibility
for balancing the budget. Their continuing rate of success
enabled the principals to control the budgetary process.

The Rainbow principal, on the other hand, operated
within a bureaucracy which limited her central role in
deciding who participates in the budget process. She was
free, however, to determine the subject matter of budgetary
decisions and the degree of board participation. Therefore,
in keeping with the parish structure and in exercising her
central position, she limited board participation to the
following decisions: salary increase, income generation,
final budget approval and monthly monitoring. The principal,
with some assistance from her bookkeeper, assumed these
financial responsibilities: budget preparation, approval of

salary increases, approval of income generation and detailed






103

monthly monitoring. The principal actively participated in
budget preparation and monitoring, but she did not have the
budget control which she would like.

In general, budgetary concerns are the same at both
schools. However, the decision-maxers had flexibility and
were, therefore, creative and innovative in responding to the

needs of each school.

Parent Clubs' Budget Preparation and Monitoring

Parent clubs existed in both schools. Their purposes
varied, but each organization had its own budget. In all
cases, the principals delegated much of their decision-making
authority to the officers of each club.

Kwanzaa School was seventy-one years old at the time of
the study. For many of those years, it has had a very active
Mothers' Club and Fathers' Club and a number of their customs
and procedures have continued unquestioned. The purpose of
the Mothers' Club is to be a service organization which
provides assistance at school functions and offers
recreational events after school. It is not intended to be a
fundraising group, but some of the activities generated a
profit which was donated to the school. For the last three
years, the Mothers' Club gave an annual donation of two
thousand dollars. According to the officers, when the
principals prepare the school budget, they rely on the

donation and estimate its amount and include that as
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necessary income to the school. The Mothers' Club has its
own checking account and a treasurer's report 1is given at the
officers' monthly meeting. The officers monitor the budget,
not the principals. 1In fact, the principals did not know if
the officers were accountable to anyone in authority.

The purpose of the Kwanzaa Fathers' Club is to "promote
and finance" the school's athletic programs; these do not
include the daily physical education classes. The Fathers'
Club administers the athletic program and holds fundraisers
to generate income. The mainstay of the fundraisers is
weekly bingo. The Fathers' Club annually requests that the
principals prepare and submit an athletic budget which may or
may not be approved by the Club officers according to whether
or not the organization will be able to raise the necessary
funds. The request for the current year was approximately
$23,000. When working with the Fathers' Club, the principals
allowed the organization's members to direct the decision-
making rather than doing so themselves. Like the Mothers'
Club, the Fathers' Club has its own checking account and
there is a treasurer's report at the monthly meetings. The
membership monitors the budget rather than the principals.
Once again, the principals did not know if the officers were
accountable to anyone in authority. And yet, when the
athletic director (who is also the physical education
instructor) attempted to monitor his $30,000 budget for the

€xtra-curricular athletic program, one principal opposed him:

I used to go over there [the business office] and ask
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for the first two years [budgets] and Sister Rita didn't
like that. . . . She said, 'Other coordinators don't go
over there.'

And I said, 'Well, this is a large sum of money and
sometimes I want to go over there and doublecheck on
things.'

She said I was not allowed to go over there and all I
could do is submit my check requests. At first I
wanted to make sure that I spent every penny that was
mine, that was ours. So now I keep close track in my
private records and I try to spend right up to the

last couple hundred dollars.

Rainbow School also had two parent groups: the P.T.A.
and the Sports Board. All parents are members of the P.T.A.

whose twofold purpose is to create camaraderie among the

o

parents and to raise a sizable donation for the school's
operating expenses as well as funds for the part-time
computer teacher's salary and supplies. The Sports Board
raises funds for its $65,000 athletic program and administers
the program; this does not include physical education
classes. Additionally, the principal requires that the
Sports Board give a donation to the school. That donation
Was nine thousand dollars for the current school year.

Both boards created their own budgets, subject to the
abpproval of the principal and the school board finance
committee. During two months at Rainbow, the mandatory
donat ion for the next school year was considered at two
SPOrts Board meetings and one finance committee meeting.
SPOrts Board members felt the donation was too high, while
the Principal and the finance committee felt that it was the
droup ' g obligation to contribute financially to the school

Tather than being a self-serving (though self-supporting)
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organization. Likewlise, the principal disagreed strongly
that one fundraiser used in the present year should be used
again because of too few volunteers. Both topics were
unresolved during the data collection, but it was obvious
from the interactions that the principal controlled some
budget formation and some methods of income generation.

The parent clubs' budgets were monitored monthly by the
principal, the finarnce committee of the school board and the

treasurers of the clubs:

I control all the finances of the school, but there
are four organizations: the Sports Club, the P.T.A.,
the after-school care, the cafeteria. Those
are the four areas of the school whose budgets are
within our [school's] budget. So we always monitor
that. I monitor it and then the finance committee of
the school board monitors 1t.
Each month the parish will generate a statement. We
have our different expense numbers and income numbers
assigned. Now I know, by the first week of the new
month, exactly where we stand. And I know where we
stand now.

Summary, In preparing and monitoring the parent clubs'
budgets, the principals gave the officers of the
organizations much decision-making power. At Kwanzaa, the
principals neither received nor reviewed the proposed
budgets. For the Fathers' Club, the principals were required
to submit a budget for review! The principals did not
monitor the budgets, but expected to receive the amount of
money each group allocated for the school and its operations.
It is unclear whether any parish authority monitored the

financial statements of the two groups. In addressing the
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central role of the principal, one guestions whether this
lack of monitoring is good business practice and a good
example of site-based management. On the other hand, both
organizations have traditionally functioned autonomously and
the level of trust and honesty seems to outweigh any possible
impropriety such as theft or embezzlement.

Rainbow's principal exercised a more central role over
the parent clubs' budgets. She allowed officers to prepare
annual budgets, but she and the finance committee prepared
the final budget. The principal and the finance committee
also systematically monitored each budget monthly.

To varying degrees the principals participated in the
preparation and monitoring of the parent clubs' budgets. 1In
both schools, the principals extended some decision-making
power to the clubs' officers which enabled the participants

to be productive and creative in reaching their goals.

Faculty Purchasing

The roles of the principal, parents and advisers in
decisions about the annual operating budget and parent clubs'
budgets have been presented. The argument for the centrality
of the principal states that the principal determines the
subject matter of decisions, the participants and the degree
of their participation. In determining who was to
participate in budget preparations and monitoring, the

principals excluded the teachers. However, at both schools,
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the principals allowed the faculty to make budgetary
decisions in two areas of purchasing: Chapter 2 funds and
classroom monies. Similarly, maintainence staff made several
budgetary decisions. By allowing the teachers and the
maintainence staff to order materials and supplies, the

principals assumed the role of business manager.

Chapter 2 Funds, In generating whatever income they

could, the principals applied for applicable federal grants.
One grant is the Chapter 2 program for supplementary
materials and equipment; the amount of money received 1is
based on enrollment.

The local public school district notifies the principal
about the amount of Chapter 2 funding allocated to the school
for the year. At Kwanzaa, Sister Janet announced to the
teachers that Chapter 2 funds were available and solicited
their requests for materials. She invited all teachers to
participate and they had the option to respond or not.
During the 1989-90 school year, the two junior high science
teachers asked for nine new microscopes. Since the Kwanzaa
Principals require a rationale for Chapter 2 purchases, the

teachers indicated the following need:

Last year . . . we had [only] nine working microscopes
and that was hard to divide a class up so they could
all use them. So now we have fifteen and you can have
two students per microscope. Those are expensive.
That took up most of it [Chapter 2 funds] and I got
three geology-type of microscopes for examining solid
Specimens.

In addition to the student-centered rationale, the principals



NSRS
Y
~
b

~

2, U O %

-




109

wanted to be assured about the materials' usefulness. The
principals then tried to purchase what the teachers

requested:

They [the teachers] always recommend what they would
like. Again, we review that and we try to get every-
thing we can. We feel that's most important. Like
when they wanted the microscopes. I thought they were
pretty expensive, but I went to the teachers and said,
'Andy and Mary, will you really use these?' Because
sometimes we've gotten materials and then they don't
use them. I said, 'Now, you're going to really use
these? We have microscopes, but you don't feel like
you have enough.' Andy thought that what we had was
good, but he said we could use more. So I go back to
the teachers and make sure that they're going to use
the equipment.

The remainder of the 1989-90 Chapter 2 money was used
for audio-visual equipment and library books as requested by
the librarians. For the 1990-91 year, the computer teacher
requested a network environment because the twenty-five
computers are "individually controlled and I felt that if it
were networked, it would help me when I give instructions."

She talked with the co-principals and

. We thought maybe the government might [provide
the funds]. . . and one of the co-principals took

care of it and she was nice enough to come and report
back to me and said that she was asking; she was
working on it. She had some figures like maybe two

or three thousand dollars and I could understand that
after she mentioned the work that would have to be
done to even power it. I didn't think of that. The
unit would cost--well, if it cost one thousand dollars,
that would be a lot. But when you consider what is
entailed in supplying adequate power and all the plugs,
you know how much it would cost. But they are trying
to do it if they can. She's asking and shopping around
and maybe she could get somebody to donate the power
part.

The computer teacher was unaware of Sister Rita's comments to

me that:
Right now what we're trying to get in is a control
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set—-up in the computer room. But I don't know whether
we can do a lot of that because it's quite expensive.
It would take everything in Chapter 2. But here again,
if the teachers have needs.

At Rainbow, for the past three years, Chapter 2 funds
were used exclusively to purchase computers and software. At
the principal's request, the computer teacher selected all
the materials. The computer teacher, in turn, received input
from other faculty members to ascertain what kinds of

software would be most useful:

Every year I know we're going to get money from the
state. And when I find out how much money that is,

I can decide. Well, let's buy a computer or let's
buy software or let's buy a printer or let's update.
And I have at least a fifty percent say on it. I
make the recommendations to Sister Barbara and if

the money's there, we can do it. (In ordering soft-
ware, I go to] the teachers who use the computers
when I'm not here . . . and say, 'Okay, we've got the
money. Here, what kind of software do we need? What
kind of software do you want to see being able to be
used on [my off-days] for your program?' And I work
it that way.

The original decision to apply for Chapter 2 funds was
made by the principals, but the teachers had discretionary
use of those funds. The principals did not interfere.
Because the principals were free to act autonomously, they
allowed the teachers to make decisions which satisfied the

teachers and their students.

Classroom Monies, The teachers did not have classroom
budgets, but annually the principals allowed them to place
orders, through a coordinator, for necessary books and
supplies (Appendix O). The principals required that the

requested items be needed. All orders for basic books and
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supplies were always filled; at Rainbow, however, partner
teachers shared sets of textbooks with each other. During
the school year, classroom supplies such as chalk and staples
were provided as needed. As one teacher said, "They furnish
everything."

Furnishing everything was not always the case, however,
when the items under consideration were supplementary, or
non-essential. The yearly budgets had been so precisely
prepared that it was impossible to exceed the amount budgeted
for instructional materials. The principals permitted the
teachers to order items such as games, tapes or magazines for
their classrooms and to submit these requests, along with
their book and supply orders, to the department heads. At
Kwanzaa, the department heads had the authority, from the
principals, to eliminate or defend certain requests before

the final order was sent to the principals:

I compile it (Appendix P). I point out anything
that I think is excessive. Teachers generally come
to me and talk to me about it--we need this stuff
for that class. I would talk to the principals.
They could do it directly. They don't have to go
through me, but they just seem to because I work on
it. And I would go to the principals. . . . But a
couple of years, it's been really outrageous. High.
This will include run-off materials, ditto masters
and so she [the principal] might give it back to me
and say, 'See if you can cut this.' And I will go
back to the teachers and say, 'Is this realistic?’

Department heads at Rainbow merely compiled the requests and
submitted them to the principal. "The coordinator's in
charge of getting a list of who needs what and then we send

that through the office."”
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In both schools, the principals made the final decisions
about requests for supplemental materials. The criteria were
twofold: Firstly, does it seem that the item is necessary to
good teaching? (The Kwanzaa principals rely on the
department heads to determine that initially.) Secondly, 1is
there enough money in the budget? The teachers were

accustomed to the procedure:

They give us a certain amount of paper, copying
materials and things like that that have to be paid
for. It's not so much like saying, 'You have this
much money to spend if you want to. No. You have
this much material to use.' As far as other things,
they've just always said, 'If you need something
small,' like a new top for my aquarium. They say,
'Okay, go ahead, get it. We'll pay you for it.'

There's a little electrical device. 'Okay, go ahead
and get it.' They've never said no for something
small like that. (Kwanzaa teacher)

We Jjust put in what we think we need and if they
have the money to buy, then they buy. And if not,
then they don't [buy]. (Rainbow teacher)

They [the teachers] have input into the supplies.
There's a wish list and a needs list. Then I

really end up making the decisions on what are the
wish things we'll end up getting. (Rainbow principal)

If there was no money, teachers often purchased their
own supplementary materials, relied on donations, or did

without:

. we're told at meetings that you can't get any
extra--like outside magazines--be